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Abstract
The purpose of this qualitative multiple case study was to understand and describe the beliefs of
instructional designers and designer-by-assignment faculty members on the use of instructional
strategies to support culturally diverse online learners. The study explored various instructional
strategies in the light of Geert Hofstede’s research, which examined multiple cultural
dimensions. The focus was to determine how instructional designers and designer-by-assignment
faculty members meet the needs of learners with diverse cultural values learning together in an
online arena. Various approaches consisting of online survey questionnaires, in-depth interviews,
and think-aloud/talk-aloud exercises were used in answering questions to help fill this gap in
literature. Two research questions drove the study: (a) How do instructional designers and
designer-by-assignment faculty members describe their experience-based beliefs on the role of
instructional strategies in supporting online learners with diverse cultural values? and (b) what
instructional strategies can be used, according to instructional designers and designer-by-
assignment faculty members, that can meet the needs of culturally diverse online learners?
Findings for the first research question showed that the culture of learners impacted how and
what instructional strategies are used in meeting needs of diverse online learners. Culture
affected variables such as the role of the teacher in the classroom and the relevance of learning
methods, strategies, and expectations. Findings from the second research question showed that
Hofstede’s cultural dimensions were not central to decision making; rather, strategies such as
scaffolding, group work, cultural awareness, and flexibility allowed for instruction and teaching

based on the learners’ analyzed needs.
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CHAPTER 1. INTRODUCTION
Background of the Study

The advancement in Internet technology and computer communication has led to a
corresponding increase in online learning worldwide (Allen & Seaman, 2013, 2014, 2017;
Bedenlier, 2016).Allen and Seaman (2017) noted that in the United States, the number of
students taking at least one online course had risen from1.6 million in 2002 to over six million by
2015. According to Allen and Seaman (2017), the number of students enrolled in at least one
online course showed a 3.9% growth, representing about an 11.0% increase from 2012 to 2015.
The trend showed, a 25.9% in 2012, 27.1% in 2013, 28.3% in 2014, and 29.7% as of Fall 2015
(Allen & Seaman, 2017). During the same period, those institutions exclusively offering
traditional classroom courses continued to witness a drop of 3.2% in enrollment (Allen &
Seaman, 2017).Outside of the United States, developing countries in Asia and Africa, among
others, are increasing online education initiatives due to increased demands for access to higher
education and speedy economic growth (Lai, Li, & Wang, 2017; Liu, Liu, Lee, & Magjuka,
2010; Tarhini, Teo, & Tarhini, 2016).

As a result, people with diverse cultural values, traditions, and beliefs are learning
together in online learning environments in different parts of the world. These learners arrive at
their respective learning environments with significant individual and group differences in
values, beliefs, and interpretations; yet, they face similar educational expectations and

employment demands. However, the differences in cultural values may influence how learners



process information, communicate, perform activities, and solve problems (Paralejas, 2013;
Rajaram, 2013).

In most cases, the learners’ values may differ from those of their course designers, faculty
members, peers, and even the technologies used for learning (D. Davis, 2015; V. Davis, 2014;
Grant, 2013; Palermo-Kielb & Fraenza,2017).As a result, designing instruction for online
learners with diverse cultural values is progressively getting complicated as designers have to
select from different modules and strategies to find those that best support their learners
(Rajaram, 2013; Yeo & Pang,2017). The focus of this study was on the beliefs of professionals
such as instructional designers and designers-by-assignment (DBA) faculty members on how
instructional strategies could be used to support online learners with diverse cultural values.

Culture is an inherent part of learning and is a significant part of the work of instructional
designers (Henderson, 1996). The centrality of culture in the field of instructional design for
online learning has been established by several researchers who found compelling associations
between culture, instructional design, and learning (Hagar, 2014; Kinuthia, 2012; Smith, 2014;
Tarhini et al., 2017). For instance, Kinuthia (2012) recommended that although it is
impracticable for instructional designers and DBA faculty members to address cultural issues of
all learners, identifying key cultural values that may influence instructional design in the online
learning environment warranted further studies.

Tyson (2012) identified four such cultural values in a study of international African
nurses in the United States, which included the culture of silence, collectivist culture, respect of
the elders, and inability to challenge authority. Similarly, Smith (2014) examined students’
perception of cultural values about course design, utility, and engagements using quantitative

methods and emphasized the need for further research using qualitative design. The much-
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publicized works of Hofstede (1980, 1986, 2011) with International Business Machine
employees during the 1960s best explained how cultural differences could impact learning,
learning environments, and the participants of online learning environments.

Hofstede (2011) proposed five cultural dimensions: power distance,
individualism/collectivism, masculinity/femininity, uncertainty/avoidance, and long-term
orientation versus short-term orientation. These cultural dimensions increased the understanding
on how learners from non-Western countries such as Nigeria in Africa and China in Asia differ
from those in the United States in how students interact and engage in learning (Grant, 2013;
Hando, 2014; Jones, 2013). Values such as respect for the elders, silence, and inability to
question or challenge those in authority are hallmark values that differentiate learners from
countries with high power distance from those with the low power distance in Hofstede’s cultural
dimensions (Hagar, 2014).

Although studies such as those by Hofstede (1980, 1986, 2011), Kinuthia (2012), Tyson
(2012), and Smith (2014) contributed in expanding the body of literature on the role of culture in
learning, there is a dearth of information on the use of instructional strategies to support
culturally diverse online learners. Understanding cultural dimensions is relevant because most
online environments and instructional and learning tools are embedded in the Western culture
and learners from non-Western cultures are evaluated based on the same performance and
expectations as their Western counterparts (Smith, 2014).

Multiple studies have been conducted in the field of instructional design for online
learning, culture, and instructional strategies (Beres & Woloshyn, 2017; Hagar, 2014; Jung,
Becker, & Nobre, 2012; Richey, Klein, & Tracey, 2011; Smith, 2014;Thomas, 2003). These
studies have allowed a greater understanding of the topic and the challenges. Several studies

3



have shown that differences in context do exist, and that such differences do impact learning and
how instruction is designed (Bedenlier, 2016; Hartescu, 2012; Sharif & Gisbert, 2015).

Similarly, a study by Waugh and Su (2015) affirmed that in the context of designing
instruction for online learners, a single instructional approach or strategy may not be adequate
for all students who may be significantly different in style, values, or preferences. This suggests
the need to consider the best way of meeting the needs of learners from all backgrounds.
However, despite new research in this field, there is still a gap in the literature as scholars differ
on the best approach to designing instruction for online learners.

For instance, some scholars have called for a culturally inclusive pedagogy (Beres &
Woloshyn, 2017; Gay, 2013; Henderson, 1996; Milheim, 2017a; Yeo & Pang, 2017); others have
emphasized instructional methods, not culture (Rienties, Alcott, & Jindal-Snape, 2014; Tracey &
Unger, 2012). Researchers such as Messiou and Ainscow (2015) proposed that cultural issues
should primarily be resolved by the learners as it would be almost impossible to consider every
learner’s cultural values in a single design. Others, such as Kinuthia (2012), agreed with the
challenges of considering each learner’s cultural values. Nonetheless, Kinuthia (2012),
supporting prior findings by Rogers, Graham, and Mayes (2007), affirmed that course designers
cannot be excluded from such responsibilities as designing instruction is culturally embedded
and, as a result, inseparable from the design process or the designers.

Several researchers have noted that instructional designers and DBA faculty members are
not immune to cultural biases and personal preferences, as their beliefs, perspectives, and
preferences may influence design decisions (Davis, 2014; Milheim, 2017b; Palermo-Kielb &
Fraenza, 2017). It is known that a person’s country of origin and cultural background might be

an important factor in determining the individual’s cognitive styles, which may impact their
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approach in instructional design, ultimately affecting student learning (Cheng, Andrade, & Yan,
2011; Wang, Hou, & Wu, 2017). The impact of these differences is further underscored by the
fact that in most online environments, instructional and learning tools are designed based on a
Western cultural framework (DeLorme, 2014; Passey et al., 2016).

Similarly, learners from non-Western cultures are evaluated based on the same
performance and expectations (Abbas, 2016; Passey et al., 2016). As a result, DeLorme (2014)
noted that the learners from nondominant cultures may attempt to adapt to models and strategies
that may not align with their way of thinking or acting. The differences in values, beliefs, and
interpretations affect the work of instructional designers, complicating the process of creating
instruction designs that are sensitive and fair to learners of all backgrounds. Therefore, there is a
need to fill the gap in the existing knowledge in online learning and instructional practices that
are sensitive to cultural diversity by considering the beliefs of instructional designers and DBA
faculty members.

Need for the Study

The need for conducting this study was based on the identified problem and implications.
The general problem addressed was that, despite the significance of the role of instructional
designers and DBA faculty members, there is a lack of research focusing on the personal beliefs
and approaches used in meeting needs of culturally diverse online learners. The specific problem
that was the focus of this study was that the number of culturally diverse learners in the online
environment is growing. There is therefore an urgent need to design instruction that meets
academic needs of this group of students (Alabdullaziz, 2015; Milheim, 2017a). This study
explored and described what and how instructional designers and DBA faculty members used

instructional strategies to support and meet the needs of their culturally diverse online learners.
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The study also built upon and expanded on the recommendations of prior studies on culture and
instructional design (Alabdullaziz, 2015; Davis, 2014; Parrish & Linder-VanBerschot, 2010;
Sharif & Gisbert, 2015; Sommers, 2014).

Irrespective of the differences in a learner’s cultural background, academic requirements,
and the expectations from their real-life work environments remains the same (Hawkins-Jones,
2017; Li, 2017). Despite the evidence from multiple studies affirming the impact of cultural
differences on learners’ experiences and learning (Colferai & Gregory, 2015; Jensen, Hautopp,
Nielsen, & Madsen, 2017; Sommers, 2014), students from diverse backgrounds are expected to
learn and apply learned skills equally to compete in a highly competitive and rapidly changing
global job market. This puts them at a great disadvantage and further limits their individual
capabilities.

Instructional designers and DBA faculty members are responsible for not only meeting
learners’ academic needs when designing instructions but also maintaining sensitivity to the
impact of their cultural values and differences in course design decisions (Beres & Woloshyn,
2017; Biraimah, 2016; Rogers et al., 2007; Sharif & Gisbert, 2015). These challenges are
significant due to the broadness and complexities of culture and cultural values, and the difficult
task of selecting universal instructional strategies that could support their learners in the online
environment (Rajaram, 2013). Young (2014) argued that cultural concerns about online learning
have not been widely researched compared to the compelling need for the global economy and
the diverse nature of online learning environments. Young’s statement aligns with those of
Richey et al. (2011) who recommended continuing research on learning via the Internet for

exploration of best practices and ethical considerations.



Several empirical studies have recognized the problem confronting educators on meeting
the needs of learners with diverse cultural values and have thus developed plans to solve it
(Asino, Giacumo, & Chen, 2017; Grant, 2013; Hagar, 2014; Honebein, 2017; Jung et al., 2012;
Richey et al., 2011; Smith, 2014; Smith, 2012; Thomas, 2003; Young, 2014). However, these
scholars vary in their methods and approaches of solving this specific problem, and in most
instances had conflicting research findings. For instance, Li (2017) analyzed the academic
integration experiences of college-level Chinese students in Germany. The focus of the study
was on the challenges the Chinese students encountered during their academic studies in terms of
interactions, and what strategies they employed to negotiate between social and academic
interactions. The study reviewed language barriers, knowledge gaps, pedagogical differences,
and cultural differences and found that sociocultural interaction was a significant factor in
promoting academic integration. However, the findings by Yu, Lee, and Mak (2016) were
contradictory. Yu et al. (2016) showed that although there were cultural differences in practice
and beliefs on the aspect of culture, such differences did not inhibit peer interactions or activities.
These differences in findings also shape the differences in views regarding best practices in
instructional strategies to support online learners.

There remains a gap in the literature on how the beliefs and approaches of the
instructional designers and DBA faculty members have been considered, highlighting the need
for this study. The findings from this study will not only add to the sparse literature on culturally
diverse online learning but may also provide recommendations from the personal beliefs and
experiences of instructional designers that could be used to create and adopt online learning

instructions that are sensitive to learners of diverse backgrounds and cultures.



Purpose of the Study

The purpose of this qualitative multiple case study was to understand and describe the
beliefs of instructional designers and DBA faculty members on how instructional strategies can
be used to support online learners with diverse cultural values. Studies conducted in the field of
online learning have failed to adequately address the impact of cultural differences in learning on
learners when considering the selection of best practiced instructional strategies for designing
online instruction that is both sensitive to the cultural differences of various learners and
acknowledges the fact that online environments and instructional tools are embedded in Western
culture. Thus, learners from non-Western cultures are evaluated based on the same performances
and expectations as their Western counterparts (Colombo, 2015; Grant, 2013; Young, 2014).

Significance of the Study

Culture plays a significant role in designing instructional environments and content,
especially in the context of technology-enhanced learning (Grant, 2013). Understanding the
beliefs of instructional designers and DBA faculty members on how instructional strategies can
be used to support online learners with diverse cultural values is significant for both practical and
theoretical purposes. Prioritizing culture in selecting instructional strategies that meet the needs
of online learners is significant for both ethical and academic reasons (Parrish & Linder-
VanBerschot, 2010; Sobodi¢, Balaban, & Tomasevi¢, 2017). The findings of this study could
provide new insights that will help with the design and adoption of instructional strategies that
align and meet the needs of online learners from diverse cultural backgrounds.

The findings of this study could also expand the existing literature on cultural diversity
and online learning. Although studies such as those by Hofstede (1980, 1986, 2011), Kinuthia
(2014), Smith (2014), and Tyson (2012) have contributed in expanding the body of literature on
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the role of culture in learning, there is a dearth of information on the use of instructional
strategies to support culturally diverse online learners. Thomas (2003) argued that the
responsibilities of instructional designers consist of good design, good theory, and doing well.
Thomas also noted that the work of instructional designers must go beyond focusing on
effectiveness to include altruistic agenda, which involves designers being mindful of not only the
effectiveness of their designs on learners but also the effects and consequences of designed
instructions on learners from different backgrounds. In a broader sense, increasing cultural
awareness is an educational duty that is inseparable with ethical principles of doing good to
make the world a better place through good design, good theory, and good acts (Thomas, 2003,
p. 34). Therefore, the findings of this study may be significant for both expanding the existing
literature and providing practical recommendations. This study provides instructional design for
online learning practitioners with guidance to modify, update, or further explore interventions on
how instructional strategies can best be used to meet the needs of multicultural online learners in
their practice.

Research Questions

Based on the identified problem and the purpose of the study, the following two research

questions were formulated, and these guided the entire study:

RQI1. How do instructional designers and designer-by-assignment faculty members
describe their experience-based beliefs on the role of instructional strategies in
supporting online learners with diverse cultural values?

RQ2. What instructional strategies can be used, according to instructional designers and
designer-by-assignment faculty members that can meet the needs of culturally

diverse online learners?



Definition of Terms

Cultural awareness. A deliberate effort made by individuals to understand the role that
culture plays in their relationship and interaction with others, and how such awareness informs
their thinking, communication, and practices with other individuals who may differ from them. It
overlaps with taking perspectives and being sensitive as one interacts with people and situations
that differ from one’s culture and experience (Baker, 2015).

Cultural dimension. The framework for conceptualizing culture developed by Geert
Hofstede. The dimensions describe various behavioral attributes, values, and beliefs expressed in
different groups and how such values impact behaviors, communications, interactions, and
activities of group members within and outside the group. Such dimensions include
individualism/collectivism, high power distance/low power distance, masculinity/femininity,
high uncertainty/low uncertainty avoidance, and long-term/short-term orientation (Hofstede,
2011).

Cultural diversity. Jones, Dovidio, and Vietze (2013) defined cultural diversity as the
“variety and extent of cultural differences that exists in each setting, institution or society, and
the nature of the interactions that occur between and among them” (p. 381). For this study, these
differences focus on cultural values (Hofstede, 2011, p. 3).

Cultural empathy. Understanding others through their perspective or “standing in
somebody else’s shoes” (Zhu, 2011, p. 116). Intercultural empathy may influence how designers
make the decision to design instruction for those who are different from them.

Cultural sensitivity. “Awareness and understanding of cultures different from one’s own”

(Bennett, 2013, p. 325).

10



Culture. Tylor (1889) first used the word culture around 1871 when he published his
seminal work titled Primitive Culture in 1920. Since then, the term culture has assumed various
labels and definitions. For example, Hofstede (2011) defined it as “the collective programming
of the mind that distinguishes the members of one group or category of people from others” (p.
3).

Designer-by-assignment (DBA). Merrill (2007) first defined a faculty member or other
subject matter expert who designs instructional content but is not trained as an instructional
designer.

Field. Schwandt (1997) affirmed that technology has redefined the concept of field to
include “a place or situation where some particular social action transpires whether or not the
enquirer is present” (p. 51).

Globalization. A complex term often associated with the significant shift among state and
national agencies and institutions. It epitomizes the transformation in the global market bringing
the world together and changing the ways humans view and interact with people, places, and
things. It alters geographical boundaries and social and economic activities worldwide (Covi,
2016).

Instruction. Driscoll (2005) defined instruction as a “deliberate arrangement of learning
conditions to promote the attainment of some intended goal” (p. 345). The purpose of instruction
is for learners to construct learning and knowledge (Gagné, Wager, Golas, & Keller, 2005).

Instructional design. “The systematic and reflective process of translating principles of
learning and instruction into plans for instructional materials, activities, information resources,

and evaluation” (Smith & Ragan, 2005, p. 4).

11



Instructional designer. Individual with formal training in the field of instructional design
who is responsible for creating and using instructional material for pedagogical purposes (Clark,
2015; P.L. Smith & Ragan, 2005). Instructional designers’ competencies equip them with skills
to analyze, synthesize, and apply learned knowledge and skills for real work problem-solving
situations (Rothwell & Kazanas, 2008).

Instructional design theory. Reigeluth (1999) defined instructional design theory as “a
theory that offers explicit guidance on how to better help people learn and develop” (p. 5).
Instructional design theories are design oriented rather than verbal. Hence, theories are deemed
invaluable by providing the guidelines in creating courses that consider the content, context,
materials, learners’ uniqueness and styles, implementation and evaluations, and effectiveness in
meeting learners’ goals. Instructional design theories facilitate prescriptive decision-making and
guidance in designing inclusive instructions for diverse online learners.

Learning. Although there is no single agreed definition of learning, Schunk (2012)
defined learning as “an enduring change in behavior, or in the capacity to behave in a given
fashion, which results from the practice or other forms of experience” (p. 3).

Learning theory. Encompasses principles aimed at explaining changes in human
performance, providing a set of instructional strategies, tactics, and techniques from which to
select, and the foundation for how and when to choose and integrate these strategies.
Furthermore, it predicts the results of using these strategies (Schunk, 2012).

Multiculturalism. A situation in which people from diverse cultures, beliefs, religion,
language, and customs dwell together in a society while recognizing their differences but

maintaining their uniqueness (Colombo, 2015).
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Online learning. Relates to an education that is technologically mediated. It could be
offered either offline (asynchronously) or online (synchronously), which enables virtual
interaction via audio visual technologies. Allen and Seaman (2013) noted that online learning
occurs in institutions in which over 80% of course contents are delivered online. When online
learning is operated simultaneously with face-to-face learning, it is termed blended teaching or
hybrid teaching (Allen & Seaman, 2013).

Warm-up exercise. Involves practice activities of the think-aloud/talk-aloud protocol
(Dees, 2015).

Research Design

Yin (2014) described research design as “a logical sequence” (p. 28) that connects
empirically collected data with the research question, then to the findings and conclusion. In
alignment with the purpose of this study, the research question is focused on how instructional
strategies could best support learners with diverse cultural values. Merriam (2009) noted that
qualitative research is a systematic methodology for conducting investigations in the natural
context. A qualitative design was preferred instead of a quantitative design because qualitative
method of research inquiry is employed by various educational and social scientists who seek
understanding of how individuals perceive, interpret, and make meanings of the experiences that
confront them in life (Merriam, 2009). The way people interpret and make sense of their
experiences differs greatly; as a result, the task of defining qualitative research is challenging.
Despite the complexities in defining qualitative research, it is primarily effective in collecting
textual data and not focused on statistical data or predicting values (Lodico, Spaulding, &

Voegtle, 2010; Maxwell, 2013).
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Yin (2014) defined a case study as an investigation of a contemporary issue or problem
(the case/s) in its natural setting, especially when such a phenomenon is not well defined. A case
study can be single, such as when one case is investigated, or multiple, involving two or more
cases (Stake, 2013). The multiple case study design was selected for this study as it was deemed
best in collecting data with respect to the identified problem and the diverse contexts of data
collection methods (Merriam, 2009; Yin, 2014). Various researchers have utilized the qualitative
case study in the context of sociocultural phenomena, such as exploring issues of meeting the
needs of culturally diverse online learners (Ben-Hador, 2016; Dees, 2015; Grant, 2013; Tyson,
2012). The purpose and the research questions forming the basis for this study were found to be
appropriately aligned with the use of a qualitative multiple case study details of which are further
elaborated in Chapter 3.

Assumptions and Limitations

Assumptions

The study is based on two assumptions. The first assumption is that cultural values
substantially impact learning and, as a result, influence the efficiency and effectiveness of
instructional strategies required to meet the needs of a culturally diverse group of learners. The
theoretical value of cultural background as a significant factor in the learning process is based on
the evidence available in existing literature (Hofstede, 1980, 1986, 2011; Kinuthia, 2012; C.
Smith, 2014; Tyson, 2012). It was assumed that this theoretical understanding, based on
empirical evidence, was accurate, and therefore was an appropriate guide for the framing of the
problem statement, purpose, and the research questions.

The second assumption was that culture impacts course designers’ decisions and choices;

therefore, practicing and new instructional designers and DBA faculty members from Western
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cultures may lack the experience in using instructional strategies to support learning needs of
those in non-Western cultures, and vice versa. In this case study, it was assumed that the
responses provided by the instructional designer participants were forthright and honest and that
these responses were based on their personal experiences and beliefs.

Limitations

The study had three major limitations. First, the findings will not be generalizable to the
entire population as the study is not quantitative in nature. The main goal of conducting the study
is to obtain meaningful personal experiences and descriptions of the beliefs of the participants to
provide recommendations based on those experiences. In this study, the data collection was
performed through electronic instruments, which assisted in maintaining and enhancing the
transparency, objectively, and transferability of study findings.

The second limitation of the study was associated with the limit in selecting the
population and the sample. The participants in the study from non-Western countries were
limited to Nigeria and the Caribbean. For a more robust perspective, additional research will be
needed in which the perspectives of participants from other countries, especially from the Asia,
Africa, North America, Europe, and South America continents must be included. This limitation
resulted from an inherent aspect of the qualitative research design in which data are collected
from a limited number of participants due to the nature of the research design and the availability
of resources for the study.

The third limitation was that instructional design strategies, as a subcomponent of the
instructional design process is a broad and complex subject area as is the concept of culture. The
scope of the current study was not broad enough to capture either all instructional design

strategies or cultural value nuances that could support culturally diverse online learners. This
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limitation was both conceptual and methodological, and difficult to exhaustively examine a
concept as diverse and complex as culture or instructional design strategies in one study. The
focus of this study was narrow, as the data were collected only through the perspective of the
instructional designers and DBA faculty members who consented and willingly participated in
the study.

Organization of the Remainder of the Study

This chapter introduced the study with the goal of establishing the foundation for the
research problem and the purpose of the study and outlining the research methodology. Chapter
2 is a review of the literature, consisting of the methods used in searching for the literature, a
discussion of the theoretical framework for the study, the literature review, a synthesis of the
research findings, and a critique of research methods used in the literature review. The literature
review provided a framework for analyzing, synthesizing, and critiquing various seminal works
related to the problems identified and elaborated in Chapter 1.

Chapter 3 provides information about the research methodology, which also includes
details on how the key research questions were answered via multiple sources to address the
problem identified in the study. Chapter 4 provides information on the method of analysis used
for the data collected. Chapter 5 includes discussions of the results and consists of the following
sections: Discussion and interpretation of findings, Limitations, implications for practice,
implication for theory and research, making recommendations for further research, and the

conclusion.
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CHAPTER 2. LITERATURE REVIEW

The purpose of this qualitative multiple case study was to understand and describe the
beliefs of instructional designers and designers-by-assignment (DBA) faculty members on the
use of instructional strategies to support culturally diverse online learners. The general problem
addressed was that, despite the significance of the role of instructional designers and DBA
faculty members, there is a lack of research focusing on the personal beliefs and approaches used
in meeting needs of culturally diverse online learners. The specific problem the study addressed
was building on prior studies recommendations. The study explored and described how
instructional designers and DBA faculty members used instructional strategies to support online
learners with diverse cultural values (V. Davis, 2014; Grant, 2013; I. Jensen et al., 2017). Based
on the identified problem and the purpose of the study, two research questions were formulated
to guide the study:

RQI1. How do instructional designers and designer-by-assignment faculty members
describe their experience-based beliefs on the role of instructional strategies in
supporting online learners with diverse cultural values?

RQ2. What instructional strategies can be used, according to instructional designers and
designer-by-assignment faculty members that can meet the needs of culturally
diverse online learners?

Chapter 2 is a review of empirical literature on the identified topic and consists of five

main sections: Methods of Searching, Theoretical Orientation for the Study, Review of the
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Literature, Synthesis of the Research Findings, and Critique of Previous Research Methods. The
review concludes with a summary highlighting the main findings.
Methods of Searching

The method used in searching involved a comprehensive search of peer-reviewed articles
that were relevant to instructional strategies for culturally diverse online learners. An effort was
employed to focus on articles published within the last 5 years (2013 to 2018); however, in most
occasions, older articles were deemed best fit in expounding the historical perspective on the
subject. The Capella University library served as a foundational search engine that provided
access to several peer-reviewed journals, periodicals, books, and dissertations related to the
current study. Most published peer-reviewed journals outside the Capella University library were
also used. The reference section of sources was also mined to find other related articles.
Databases such as Education Research Complete, Summons, Academic Search Premier, Sage
Research Method, ERIC, PsycARTICLES, Google Scholar, and ProQuest Central. Keywords
used were instructional strategies, cultural diversity, online learners, cultural values, online
learning, and computer-assisted learning yielded articles relevant to the study. RefWorks was
useful in collecting, organizing, and storing citations directly from the database.

Theoretical Orientation for the Study

The theoretical orientation for the study was formed by a combination of three major

concepts—instructional strategies, culture-cultural values, and instructional designer—and two

cultural perspectives—Western and non-Western cultural contexts—as depicted in Figure 1.
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Instructional designer/designer-by-
assignment beliefs

Figure 1. Theoretical framework

Figure 1. Theoretical framework.

These three concepts provided a theoretical understanding of the major concepts to
ground the study. The first of these three major concepts is culture-cultural values. Culture forms
the major construct for the theoretical framework of this research. Tylor (1889) first used the
term culture to denote the complex phenomenon involving various facets such as beliefs, morals,
knowledge, art, law, customs, and other manifestations of human intellectual achievements
considered collectively (Sharif & Gisbert, 2015).

Studies have shown a link between cultural values, learning preferences, and the
development of critical thinking (Ashbaugh, 2013; V. Davis, 2014; Manalo, Kusumi, Koyasu,
Michita, & Tanaka, 2013; Sobodi¢ et al., 2017; Tarhini et al., 2016). Research suggests that
differences in cultural values do ultimately impact performance (Jensen et al., 2017). Based on
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the existing literature, the concept of culture-cultural values provides a significant theoretical
orientation to the study by suggesting that cultural sensitivity should be considered when cases
are used as instructional strategies (Russell, Kinuthia, Lokey-Vega, Tsang-kosma, & Madathany,
2013; Tarhini et al., 2016). The second concept forming the theoretical orientation of the study is
instructional strategies. Instructional strategies differ based on their use in Western and non-
Western contexts in meeting the needs of online learners. Instructional strategies are based on
learning and instructional design theories that inform instructional designer’s decisions such as
behaviorism, cognitivism, constructivism, connectivism, and eclecticism. Cultural conceptual
frameworks that inform instructional strategies include differentiated instruction, intercultural
communication theory, and culturally responsive pedagogy. Instructional design knowledge base
offers both theoretical and practical orientations that guide learning and the design of instruction
(Boling et al., 2017; K. Mohammed & Thsan, 2016; Richey et al., 2011; York, Cindy, & Ertmer,
2016). Instructional strategies are used to support culturally diverse learners; therefore, the
concept was used to form the theoretical orientation of this study, which focuses on the specific
case of diverse learners in the context of online learning.

The third concept forming the theoretical orientation of the study is instructional
designer. According to Tracey, Hutchinson, and Grzebyk (2014), instructional designers are,
“active and reflective agents of innovation whose storehouse of design precedents feeds
professional judgment and action in the design space” (p. 316). In the context of the role of
culture in the selection of instructional strategies, this definition provides guidelines on the
process in which course designers translate the various instructional principles into a process that
enables online learners to achieve their learning objectives. Several studies have shown that

learning, in general, is entwined by cultural activities; as a result, the belief of course designers
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may influence their instruction decisions, impacting the online learner’s overall experience
(Boling et al., 2017; Burger, 2013; DeLorme, 2014; Grant, 2013; Passey et al., 2016). Due to the
significant role instructional designers play in impacting the experience of diverse online
learners’ experience, this formed the third construct of the theoretical orientation of this study.
Review of the Literature

The review of literature focuses on providing a discussion of existing literature related to
the identified problem and the purpose of the study. This section is divided into several
subsections, discussing culture, cultural values, instructional design, and instructional designers.
Culture

Tylor (1889) used the term culture to denote the complex phenomenon involving various
facets such as beliefs, morals, knowledge, art, law, customs, and other manifestations of human
intellectual achievements considered collectively (Sharif & Gisbert, 2015). The term culture has
assumed various labels and definitions. For example, Hofstede (2011) defined culture as “the
collective programming of the mind that distinguishes the members of one group or category of
people from others” (p. 3). Like Hofstede, Watson, Ho, and Raman (1994) and Sharif and
Gisbert (2015) emphasized that culture embraces collective thoughts, actions, feelings, actions,
and beliefs, morals, myths, custom, and other habits that collectively distinguish one group from
others. Grant (2013) added more clarity to the concept of culture by going beyond the context of
teaching, learning and designing instruction and placing it as an integral part of human existence.
Grant reiterated that culture is not separated from who individuals are and what they do. Thus,
the decision-making process of instructional designers in designing instruction or selecting

instructional strategies is not culturally exclusive.
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Grant’s (2013) position is supported by other scholars (Asino et al., 2017; Guy, 1999;
Guy, 2016; Yu et al., 2016). For instance, Guy (2016) noted that culture plays a significant role
in human interaction and socialization as it provides the guidelines for what could be considered
acceptable moral living of society. Culture, therefore, significantly impact the instructional
design process including the decision of selecting goals and objectives, materials, media, and
instructional strategies (Sharif & Gisbert, 2015). Following Vygotsky’s (1977) sociocultural
theory, Yu et al. (2016) reiterated that culture is contextual and inseparable from the true social
being of a person, including the course designers, teachers or the learners. In similar vein, Asino
et al. (2017) emphasized that culture should not be taken as an afterthought, but rather, should be
inclusive and made an integral part of each phase of the design process. In fact, Gémez-Rey,
Barbera, and Ferndndez-Navarro (2016) reiterated that although cultural diversity should be
celebrated for its individual and collective enrichment, it may also result in conflict and
misunderstanding, which may impact teaching and learning. Gdmez-Rey et al. urged that caution
should be exercised in designing instruction by being mindful of how people’s cultural
background impact what and how they learn, and what they feel is important to them.

The definitions of culture discussed so far reflect the overall context of this study. Based
on a synthesis of these definitions, culture is defined in the context of this study as a group’s
overt or implied ways of life, attitudes, shared beliefs, symbols, language, and core values that
inform the group’s struggle for identity, adaptation, survival, interpretations, and making of
meaning in a way unique to the group. As earlier suggested by Hofstede(2011), these collective
thoughts, actions, feelings, and beliefs distinguish one group from the others. Understanding how
these struggles for identity, adaptation, survival, and the construction of meanings which are

informed by ones’ cultural beliefs impact others is relevant to this study.
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Yeo and Pang (2017) noted that multiculturalism is driven and informed by Western
cultural reasoning, and often the way the West understand and define freedom, human right, and
democracy might differ from how others view it. Hence, Yeo and Pang asserted that looking and
addressing cultural issues only from the lens of Western perspective may undermine the
understanding of an already overly complicated concept like culture. Passey et al. (2016) in the
same vein echoed that digital content that support curricula and educational software is mainly
developed in the West. Thus, instructional designers, DBAs, or learners from non-Western must
strive to gain understanding of the underlying culture to achieve the intended educational
benefits. Such cultural issues may also mitigate against the inclusiveness of non-Western
audience (Sobodi¢ et al., 2017).

Various scholars have noted that it is imperative to explore the complexities of culture
and find ways to not only identify the differences, group tendencies, frame of references, and
characteristics of the learners but also influence culture on the design process and learning
experience (Russell et al., 2013; Sobodi¢ et al., 2017; Tarhini et al., 2016). Selection of
instructional strategies is embedded in the culture and beliefs of the designers; and the success of
e-learning, including acceptance and usage of technology is also culture dependent (Sobodi¢ et
al., 2017). Therefore, understanding the cultural factors influencing online education, especially
in selecting culturally inclusive instructional strategies becomes very critical. In this context, the
challenges of designing for a diverse online group, is at the forefront. Finding solutions for
cultural differences is also attracting attention of several researchers in the online education field
(Passey et al., 2016; Sobodi¢ et al., 2017). Various scholars have noted the complexity of culture,
questioning how various instructional formats and strategies can be adapted to meet the needs of
all online students (Lie, 2017; Milheim, 2017b; Patel, 2017). On this note, Milheim (2017b)
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urged designers and teachers to formulate instructional design from the perspective of the student
rather than on an established prescriptive instructional theory.

In conclusion, the influence of culture on the learning process has been discussed by
researchers in the past, highlighting the significance of understanding the cultural background in
responding to the academic need of the learner. As noted by Kinuthia (2014), although it is not
practical to understand and integrate every learner’s cultural difference into a given course,
understanding the dynamic impact of culture in meeting learners need is a significant step.
Kinuthia urged that cultural factors which directly impact instruction and learning should not be
ignored. These factors are more broadly discussed in the context of cultural values.

Hofstede’s cultural dimensions. Geert Hofstede is acknowledged as a pioneer in the
performance of large-scale experiments on culture and thus illuminating the intricacies involved
in facilitating intercultural relations (Gomez-Rey et al., 2016). The study which was conducted in
40 countries first started with four and later five dimensions. These dimensions have become
viable tools for understanding the influence of culture on instructional design (Hando, 2014).
The dimensions are as follows: power distance, individualism/collectivism, masculinity,
uncertainty/avoidance, and the long/short term.

Power distance. Power distance can be high or low. High power distance relates to the
degree a culture accepts and tolerates power distribution. A high-power distance culture accepts
some form of dictatorship from those in authority. Such may include referencing their teachers as
gurus and not challenging the elders in the community. Thus, they look up to parents, teachers,
and those in authority to direct them. A low power distance culture has few distinctions between
those in authority and the constituents. A low power distance culture believes in equity and
equality (Whalen, 2016). According to Hando (2014), course designers from this background
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may apply these educational beliefs in designing instruction for their learners. For instance, in
high power distance culture, students expect correct answers from their teachers and the teachers
are expected to give detailed instructions on what and how students should perform assigned
tasks.

Uncertainty avoidance. Uncertainty avoidance can be low or high. It relates to the
extent to which members of a culture accept and handle new, ambiguous, or uncertain situations
or events (Gomez-Rey et al., 2016; Hofstede, 2011). Whalen (2016) noted that in low uncertainty
avoidance culture, students hesitate to ask questions in an open classroom, often preferring to
meet faculty immediately after class. Gomez-Rey et al. (2016) noted that in high uncertainty
culture, students focus on getting correct answers from teachers, whereas those in low
uncertainty cultures, learners are more open-minded, and instructors often encourage students to
participate and contribute.

This privacy mode or the inability to answer challenging questions is embedded in high
uncertainty culture of face-saving. Whalen (2016) explained that face-saving is avoiding
anything that causes embarrassment or disharmony. Hence, students are more concerned with
saving face by being in harmony with others instead of confrontational. Uncertainty avoidance is
relevant and should be considered when selecting instructional strategies to meet needs of
culturally diverse online learners. This study inquired about how course designers use
instructional strategies to meet the needs of learners who are assertive and those who are not
forthcoming.

Individualism/collectivism. Relates to cultures in which people are driven by individual

needs, competition, and unilateral assertiveness. They honor individual achievements whereas in
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a collectivistic culture, the group interest outweighs individual needs with a focus on family,
community interest, ethnic and village goals (Sobodi¢ et al., 2017).

Masculinity/femininity. This dimension focuses on how society stresses achievement or
nurture. Masculinity deals with facts whereas femininity deals with values expressed as emotions
and feelings. Masculinity does not play a role in students’ performance; rather individual
personality determines success in the online learning environment (Tankari, 2014; Yu et al.,
2016).

Long term versus short term. This dimension is somewhat ambiguous. However, it
relates to the extent to which society regards life events in the present time or a future time
(Hando, 2014).

Although several studies using cultural frameworks, including Hofstede’s (2011) cultural
dimensions, have supported the relationship of cultural values to the context and learners in that
learning context (Gomez-Rey et al., 2016; Hando, 2014; Hartescu, 2012), some do not. For
instance, the mixed study method by Tankari (2014) revealed that participants’ cultural
orientation did not play a prominent role in their online learning experiences.

Cultural Values

According to Gelbrich, Stedham, and Githke (2016), too often, cultural values and
cultural practices are not correctly distinguished, thus blurring the effort to conceptualize and
manage cultural differences accurately. Cultural values are beliefs, norms, cognition,
socialization, interactions, language, experiences, and other intangible factors. Parrish and
Linder-VanBerschot (2010) noted that “cultural values are acquired early in life and are the
deepest and most enduring aspects of culture” (p. 6); hence, they are considered more enduring

than cultural practices. Cultural practices are those fluidly rituals and observable practices of a
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group which are considered which are performed as because of who they are or their beliefs and
can easily change, such as, traditional practices, habits, and other visible or practices by a group
(Gelbrich et al., 2016).

In the context of this study, learners see cultural values as a greater part of their learning
because learning is considered inseparable from their values and ways of thinking (Young,
2014). Similarly, Davis (2014), in trying to effectively reach diverse online learners in his
organization, made errors often made by most Western organizations. One such error is the
assumption that U.S.-based learning paradigms transcend all cultural boundaries. Such a mindset
often gives some educators and agencies a false sense of believing they know how to educate
learners from diverse cultures.

Cultural values may become a challenge for online learning when there is an
incompatibility between cultural values and the instruction design for learning. Such cultural
challenges, as reiterated by Lalla (2015), include the fact that in the online environment, it is
difficult to assess or understand learner’s gender or cultural background. Earlier studies such as
Kinuthia’s (2012) on selecting strategies to support culturally diverse students and a more recent
study by Dietz et al. (2017) examined how graduates of cross-cultural management courses
tackled issues of international and culturally diverse learners. Findings showed that although
interest in integrating culture into design work was on the rise, the process of carrying out such
integrations remained daunting. Stoessel, Ihme, Barbarino, Fisseler, and Stiirmer (2015) noted
that one of the factors responsible for the high level online student dropout included cultural
value differences amongst other sociodemographic factors.

One reason for the challenge was the lack of a uniform framework for conceptualizing

and prioritizing sociocultural issues, and the inability to identify which cultural issues to address,
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and how best to address them (Gelbrich et al., 2016). These findings can be critically analyzed in
a theoretical context using Hofstede’s (2011) cultural dimensions. Hofstede’s model of cultural
dimensions clearly elucidates the understanding of the impact of culture on instructional
designers’ work. Accordingly, it does not matter where instructional designers come from,
especially in the field of online learning; they are likely to design instruction for those who differ
from them or their peers. Thus, the literature on cultural values suggests that there is a challenge
in online learning in synthesizing the cultural diversity of learners within the instructional design,
although some researchers such as (Affolter, 2017; Hofstede, 1980) have argued that
instructional designers can design instruction for those who differ from them.

The study by Affolter (2017) investigated the impact of culturally responsive intervention
for teachers in K—5 in a U.S. Pacific Northwest school. The findings showed teachers strength
and commitment was central to the success of culturally diverse learners, irrespective of the
experience level of the teacher. Additionally, the study noted the central role of faculty in the
success or failure of education, which of course includes online learning. Affolter continued that,
given adequate support and strategies, teachers will improve their commitment and quality of
their practices in meeting the needs of diverse learners. Affolter metaphorically emphasized how
this was possible with a tree metaphor: “Trees of different species can communicate and nourish
each other by sharing nutrients through their root systems. Trees, of all types, can work to heal
and strengthen each other from below ground, up” (p.136). Therefore, just as the tree, educators,
including designers can strive by meeting needs of learners from diverse backgrounds. This
supports prior study findings of Gelbrich et al. (2016) and Davis (2014), who suggested that the
process of carrying out integration between cultural diversity and compatible instructional design

was possible but poses a challenge.
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Lalla (2015) suggested that designing instruction that is “priceless or genderless” (p.199)
could mitigate the problem. Although it is impracticable to understand and attended to each
online learner’s cultural values and preferences, Sobodi¢ et al. (2017) equally stressed that
understanding some antecedent factors that influence student’s acceptance and use of online
learning system may increase success. Similarly, Gomez-Rey et al. (2016) added that, despite the
inclusion challenges for creating effective culturally sensitive instruction, specific factors such as
cultural awareness of significant differences, flexibility in teaching activities, and the use of a
variety of activities and approach should not be ignored. The concepts of instructional design,
theory, and strategies are explored briefly as follows.

Instructional Design

According to Smith and Ragan (2005),“Instructional design refers to the systematic and
reflective process of translating principles of learning and instruction into plans for instructional
materials, activities, information resources, and evaluation” (p. 4). Although there are many
other definitions of instructional design, the preceding is the best fit for the current study because
of its capacity to capture the fundamentals of the instructional design processes. Instructional
design processes are conceptual frameworks that describe the phases within a design model
(Gagné et al., 2005). Affirming the preceding, Seel, Lehmann, Blumschein, and Podolskiy
(2017) described instructional design as systematic procedure of developing education and
training programs to improve learning.

Focusing this inquiry on instructional designers and DBAs is not an accident, as Tracey
et al. (2014) viewed instructional designers as “active and reflective agents of innovation whose
storehouse of design precedents feed professional judgment and action in the design space” (p.

316). In considering the role of culture when selecting instructional strategies, this definition of
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instructional designers adequately captures the process of translating the various instructional
principles into a process that enabled online learners to achieve their learning objectives.
However, the study’s findings have shown that learning in general is entwined by cultural
activities; therefore, the culture of course designers may influence and impact their instruction
decisions and affect online learners’ experiences (Burger, 2013; Grant, 2013; Milheim, 2017b;
V. R. Smith, 2012). Course designers are informed by various learning and instructional theories.

Instructional design theories. Reigeluth (2013) defined instructional design theory as
“an integrated set of principles or set of models that are related to conditions and outcomes” (p.
24). Instructional theories are design oriented and prescriptive rather than descriptive, thus
serving as a useful guide for learning and development of courses (Reigeluth, 1999).As a
prescriptive tool, instructional design theories offer the guide that specifies the course layout, the
alignment of content, context, materials, technology, and it effectiveness in meeting the students
learning goals. In considering instructional effectiveness, there is an increasing call by many
scholars for an alternative or an improvement to the traditional instructional design models
geared towards cultural diversity (Mohammed & Akor, 2017; Sommers, 2014; Tarhini, Hone,
Liu, & Tarhini, 2017; Young, 2014).

Instructional design model. The instructional design model is the blueprint of the
instruction itself, which is often confused with the instructional development model. Reigeluth
(2013) noted that whereas the former is the blueprint, the latter describes the steps that allow
instruction to be made (Reigeluth, 2013, p.24). The most basic instructional design process is the
ADDIE model, which consists of five stages, namely analysis, design, development,

implementation, and evaluation. These processes are systematic and based on problem solving;

30



collectively, they provide the best conceptual underpinnings for designing, implementing and
delivering instructions (Gagné et al., 2005).

The analysis phase focuses on assessing the learners’ needs and characteristics (attitude,
prior experience, preferences, and prior knowledge). The learning objectives and goals, and
context/environment in which learning will be carried out and applied are identified in the
analysis phase. In the design phase, the objectives, content, teaching and learning activities, types
of selected media, strategies, including delivery methods are specified. The development phase
entails the creation of instructional tools, materials, environment and instructional activities. The
implementation phase, according to the seminal work of Gagné et al. (2005), involves launching
what has been developed by pilot testing or full implementation of the final design (Dick,
Carey,& Carey, 2009; Gagné et al.,2005). The evaluation phase entails both formative and
summative evaluations. The formative phase is ongoing throughout the process of design,
whereas, the summative evaluates the completed implemented product and assesses the
effectiveness of the design on learner’s outcome. The use of the ADDIE instructional model
differs based on the learning framework that informs the model. The Dick and Carey model
(Dick et al., 2009) model is like the ADDIE model but more elaborate. Although other
contending models are effective in the online world, the focus of the study is on culturally based
models.

For instance, Wang, Callaghan, Singer, Sun, and Learn (2016) expounded on the cultural
adaptation process model of Edmundson (2007). Wang et al. (2016) noted that the cultural
adaptation process model is an extension of the first phase of the ADDIE model, especially the
analysis phase. Edmondson’s cultural adaptation process model informs cultural learning, and

considers areas of instruction that impact content, media, materials, technology, and culturally
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inclusive strategies to aid learners meet expected outcome. Edmundson (2007) also described
cultural adaptation process as a set of guidelines or steps that adapt online instruction to the
specific needs of online learners based on the course and profile of the target learners.

Another important model of instructional design is the seminal work of Young (2008b),
who proposed the culture-based model of instructional design. This model considers aspects of
cultural integration to (a) enhance diverse learners to focus, (b) management of projects, (c) team
roles, (d) utilize assessment and reviews detailed decision-making process, (¢) learner-centered
learning outcome, (f) culturally sensitive factor, and (g) required skills for design team. Asino et
al. (2017) reiterated that when the question of how is raised about integrating culture into
instructional design, culture-based model is designed to offers the example. The culture-based
model calls for instructional designers to considers diversity in each phase of the design, exercise
flexibility when need arise to modify instruction to meet learners needs and include students in
the design process (Asino et al., 2017; Young, 2014).

Soto (2013) explored which instructional design models course designers’ use in the
virtual world and what informs their decisions. Forty-six of the 61 participants (75.4%) believed
the traditional ADDIE model was most ideal for the online world amongst other contending
commonly used models were the Dick and Carey (Dick et al., 2009); the attention, relevance,
confidence, satisfaction design model of Keller (1987); Gagné’s nine events of instruction
(Fouts, 2015; Gagné et al., 2005; Gerjets, Walter, Rosentiel, Bogdan, & Zander, 2014); and rapid
prototyping (Tripp & Bichelmeyer, 1990). The ADDIE model was deemed fit as it summarized
the instructional design process. Despite the choice, the result also showed some course
designers suggested that the traditional instructional design models such as ADDIE and Dick and

Carey were too linear, inflexible, and process oriented, unfit to meet needs of the virtual world
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and some recommend amendments (Soto, 2013). Some researchers believe models should be
based on circumstances because one specific instructional design model may not meet the needs
of all learners (Hartescu, 2012). These findings showed variations in how to approach solution.
The complexities in the subject of culture and instructional strategies further add to the problem
of implementing strategies that meet the needs of online learners.

Hartescu’s(2012)study admitted to the need to amend current models but fell short of
including a lack of cultural values consideration as a primary element that must not be absent in
course designers’ decisions and actions in their work. Any of the several instructional design
models, including a modified ADDIE model, may be used for designing and developing e-
learning (Orey, 2010; Uzunboylu & Kosucu, 2017; Young, 2014). Therefore, the analysis,
selection of objectives, goals, task sequencing, and learning environment depend on the choice of
model. For example, the constructivist model emphasizes a rich learning environment and
focuses only on general goals and objectives; allowing the specific course objectives to emerge
with engagement (Duffy & Cunningham, 2012; Huerta-Kelley, 2017). However, the instructional
implications of a sound culture-based design model are that cultural issues will be identified and
addressed (Young, 2008a, 2014). The Dick and Carey model (Dick et al., 2009; see Figure 2) is
widely used and is comparable to the ADDIE model, except that it is more comprehensive and
utilizes a nine-step system approach to developing one of the most popular instructional models.
The steps are

1. Identify instructional goals and objectives which are critical in the overall design and
learning process.

2. Perform instructional analysis.
3. Identify entry level behavior and learners’ characteristics, style and preference.

4. Write performance objectives.
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5. Develop criterion-referenced test items.

6. Revise and rewrite instruction as needed

7. Develop instructional strategies.

8. Develop and select Instructional materials/media.

9. Develop and conduct formative evaluation.

10. Develop and conduct summative evaluation.

Identify
instructional
goals/
objectives

||

Revise and
rewrite
___________________ instruction as
needed
T
___________ e e e e el
4 C 0 J I}
- Perform Write Develop Develop Develop
instructional [®| performance [® criterion [ instructional [*|  instructional
analysis objective test strategies materials/media

Assess entry-
level
behaviors and
characteristics

I

Develop and conduct
summative evaluation

4N

Develop and conduct
formative evaluation

Figure 2. Dick and Carey model. Note. From Fundamentals of Multinational Finance (p.1),by
M. H. Moffett, A. 1. Stonehill, I. Arthur, and D. K. Eiteman, 2015, New York, NY: Pearson.
Copyright 2015 by Pearson Education. Adapted with permission.

The current study did not intend to explore each phase of this model; rather, it examined

how the instructional strategies were used to meet the needs of culturally diverse learners.

Instructional Design Strategies

Instructional strategies are the tools or techniques employed by educators and

instructional designers for facilitating instruction (Reigeluth, 2013; S.M. Wang et al., 2017).
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Rothwell and Kanzanas (2008) considered instructional strategies as a blue print of instruction,
comparing it to the blueprint that informs architects who designer construction projects. Just as
blueprints for building construction, instructional designers strategically design content and
context that equip learners with verbal information, cognitive, intellectual, and motor skills and
develop the new attitudes required for problem solving in a complex world. Instructional
strategies are informed by various learning theories, one of which is culturally responsive
pedagogy (Baldwin, 2015; K. Mohammed & Thsan, 2016; Ragoonaden& Mueller, 2017;
Reigeluth, 2013),which is relevant to this study.

Culturally Responsive Pedagogy

Culturally responsive pedagogy has been a significant topic in scholarly discourse in the
last two decades (Baldwin, 2015; Ragoonaden & Mueller, 2017). The term culturally responsive
pedagogy is often used interchangeably with other terms such as multiculturalism, culturally
mediated, culturally congruent, culturally diverse, culturally appropriate, and culturally
relevant; however, they all have the ultimate purpose of maximizing multiculturalism for all
learners (Gay, 2010; Lawrence, 2017; Wang et al., 2017).

Culturally responsive was found to be the most ideal fit for this study because of the goal
of understanding and describing how instructional strategies could best support culturally diverse
learners. Culturally responsive pedagogy is an instructional strategy that recognizes, responds to,
and celebrates diversity by offering equitable access and opportunity to learners from all cultures
(Wang et al., 2017). Ladson-Billings(1995) noted that culturally responsive pedagogy is an
instructional strategy that “empowers students intellectually, socially, emotionally, and
politically by using cultural referents to impart knowledge, skills, and attitudes” (pp. 17-
18).Culturally responsive pedagogy benefits education by recognizing, respecting, and using the
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learners’ unique identity and background as a resource repertoire for creating meaningful,
culturally responsive pedagogy(Hawkins-Jones, 2017; Lawrence, 2017).

Beyond the respect and having empathy and sensitivity towards learners’ needs,
culturally responsive pedagogy involves three facets. The first facet holds that evidence of
student academic success must be present. Ladson-Billings (1994, 1995) noted that by
integrating the rich elements of culture into the learner’s curriculum, it creates the platform for
making the connection to achieve success. Academic success also relates to teachers or course
designers addressing learners’ needs of quality education, having high expectations without
divorcing them from their cultural identity (Hawkins-Jones, 2017). In the same vein, Gay (2010)
noted that instructional designers and DBAs must have unwavering faith in their students’
dignity, and intellectual capabilities. Academic success also demands the use of instructional
strategies that “validates, facilitates, liberates, and empowers ethnically diverse students by
simultaneously cultivating their cultural integrity, individual abilities, and academic success”
(Gay, 2010, p. 46).

The second facet of culturally relevant pedagogy is cultural competence, which entails
skills of the interrelationship of students with others, giving students the ability to student to
maintain their uniqueness (Ladson-Billings, 1995). Culturally responsive pedagogy social
elements appear to be well aligned with the sociocultural constructivist principles of Lev
Vygotsky (Boon & Lewthwaite, 2015; Yu et al., 2016). The third facet is critical consciousness,
which Ladson-Billings (1995) urged students to develop. This critical consciousness involves the
ability of learners to develop wider perspectives of identifying, understanding, and critiquing

societal issues and inequalities (Hawkins-Jones, 2017; Ladson-Billings, 1995; Meka, 2015).
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Culturally responsive pedagogy forms the second pillar that underpins this study as it
encompasses the ability to respect the culture of those with similar cultures and those with
dissimilar cultures to one’s own (Biraimah, 2016; Meka, 2015).According to Ladson-Billings
(1995), in a culturally diverse environment, “teachers utilize students’ culture as vehicle for
learning” (p.160). Using students’ unique culture as a means of connection is particularly
important to the study as the instructor should work towards achieving the goals that focus on
equity for all.

Computer-Mediated Communication

The focus of this study was on strategies that support online learners. Computer-mediated
communication refers to the use of digital technology tool and the Internet to share ideas,
options, and emotions (Mehri & Izadpanah, 2017). It entails the exchange of information
between two or more individuals using some form of computer networking tools in the online
environment either synchronously (in time) or asynchronously.

The use of these innovative digital media and multimedia is managing to offset the social
presence that is often lacking in the online learning environment (Mykota, 2017; Panina &
Kroumova, 2015). Interaction in the online forum using computer-mediated social presence and
communication is a vital element of using computer-mediated communication for culturally
diverse learners. Social presence is defined as the extent to which people perceived themselves
as real persons using computer-mediated communication tools and hence related to the extent
that a certain media can enable social interaction (Akiyama& Saito, 2016; Mehri & Izadpanah,
2017). Social presence, or social existence, as Mehri and Izadpanah (2017) put it, involves the
extent “to which students perceive themselves as real people engaged in communications and

interactions with others” (p.1)
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Mehri and Izadpanah (2017) investigated the effect of computer-mediated
communication in an Iranian online setting. One group of the participants was taught via a
synchronized computer-mediated communication tools (experimental group) and the remaining
group was taught conventionally (control group); findings revealed that the mean score of those
who received the synchronized learning tool was higher than those in the control group. Burger
(2013) investigated student perceptions of social presence arising from interactions and
communication using various computer-mediated communication technologies with culturally
diverse online learners. The study sought to inquire how students’ cultural values influenced the
choice of computer-mediated communication tools. The study’s findings affirmed the impact of
the tools selected and used among multicultural online learners on religion and other cultural
values.

Various tools such as webcams, video, and audio conferencing create a real impact on
users as the use of voice and seeing one another limits traditional interaction in the classroom,
except for touching and feeling one another. Such visualization of another’s image provides a
rich, natural, and enlivened interaction. Community of practice learning informs the use of
computer-mediated communication. A community of practice constitutes a group of like-minded
people with common interests in what they do (Scurr, 2017). Such a community brings with it a
strong sense of belonging, which enhances collaboration and engagement. In expressing
emotion, the study showed that some participants used reflective journals, discussion posts, and
comments/feedback to convey emotions. Vygotsky’s (1977) social learning theory aligns with
the community of practice mostly by encouraging interactions, collaborations, affirmations,
feedback, and assistance to members. Practices such as using computer-mediated communication

tools and environment such as Google Drive, cloud-based computing, and other strategies that
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support building a sense of community are beneficial for learners and teachers (Scurr, 2017).
Online learning is found to be significantly beneficial in some contexts. For instance, Musa,
Mohamed, Mulfti, Latiff, and Amin (2015) investigated the effectiveness of using computer-
mediated communication versus a face-to-face project. The primary goal was to ascertain the
challenges students face using computer-mediated communication. Musa et al. noted that
computer-mediated communication activities such as discussion and collaborative activities
increased learner’s motivation and encouraged new strategies and positive attitudes required for
social interactions. Despite the benefit of using computer-mediated communication for group
projects, the study’s findings showed that computer-mediated communication could not provide
optimum support common in face-to-face communication.

Akiyama and Saito’s (2016) study alluded to the growing body of research affirming the
equal positive experiences in face-to-face interactions and computer-mediated communication
environments. The study involved 30 Japanese participants in United States taking video-based
tandem course in global language comprehensibility. Findings revealed that telecollaborative
interactions may impact and enhance language and grammar learning. Hence, the same
experience of negotiation for meaning, corrective feedback, and modified output that occurs in
face-to-face is also found in computer-assisted settings. This finding supports the equalization
view of computer-mediated communication (Mustafa, Hamid, Ahmad, & Siarap, 2012; Tarhini
et al., 2017).

Mustafa et al. (2012) explored intercultural versus intracultural conditions on developing
a relationship using computer-mediated communication versus a face-to-face setting. A total of
140 randomly selected participants took part in the study. Findings showed no significant
statistical differences between asynchronous and synchronous learning. The results support the
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equalization view of computer-mediated communication. No significant effect was noted on
relationship type as was stated in the synchronous computer-mediated communication group.
Thus, perceptual barriers that were once believed to be hindrances to virtual learning are
mitigated by the use of innovative computer-mediated communication. These findings furthers
owed that increasing intercultural face-to-face contact did not increase trust or intimacy, or
improve relation; rather, the study saw online media such as chatting and instant messaging as
great learning tools for the future.

The findings by Mustafa et al. (2012) were affirmed by Akiyama and Saito (2016), who
alluded to the growing body of research upholding the equality of positive experiences in face-
to-face interactions as well as computer-mediated communication environments. Thus, the
instructional focus should be on not only technology but also sociocultural factors. Tarhini et al.
(2017) examined the effects of individual culture on the acceptance and adoption of
technological tools by students in Lebanon based on the technology acceptance model. Quality
of life was also included as a construct as well as four of Hofstede’s (2011) cultural dimensions
(individualism, uncertainty, power distance, and femininity). Data from 569 students affirmed
that “e-learning should focus on the social and cultural context rather than just on the
technological solution” (Tarhini et al., 2017, p. 323).

While exploring the historical/cultural factors that impacted students’ selection of
technological tools in the online multicultural learning environment, most respondents in this
study stressed religion. For instance, most Muslim participants voiced concerns about
communicating with women, cautioning that, their local cultural values prohibit communicating
with women with their faces open, especially if they are not properly dressed (Burger, 2013;
Hardaker, Sabki, & Igbal, 2017). A study by Hardaker et al. (2017) on the perception of
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inequalities in access and usage of Internet communication technologies found that female
Muslim participants “felt that the range of resources were limited because of their gender and
religion, and wanted greater access to [Internet communication technologies], and more online
collaboration and social communication” (p. 1). The study by Hardaker et al. (2017) was an
extension of the work of Burger (2013) and underscored the impact of cultural beliefs and
religion on communication with diverse cultures online.

Equally, Lai et al.’s (2017) study noted that learners’ beliefs, learning goals, learning
habits, and practices impacted their perception, engagement and the use of technology. In the
same vein, El-Masri and Tarhini (2017) found that in order to enhance the acceptability and
usage of technology, students needed to understand the relevance and usefulness of the
technology presented to them. The same experiences of negotiation for meaning, corrective
feedback, and a modified output that occur face-to-face were also found in computer-assisted
settings (Akiyama & Saito, 2016). Abbas (2016) affirmed that although technology used for e-
learning is global, users are local; hence, the effectiveness of technological products in learning
should be measured locally. Culture and technology are central to the design of effective
instruction for online learners and informs the selection of appropriate instructional strategies
and are thus very critical for this study.

Because culture is relevant to knowing, accepting, and using technology, factors such as
academic status, age, gender, lack of inclusiveness, religion, beliefs, and other factors have been
noted to impact the online use of technology (Agbatogun, 2013; El-Masri & Tarhini, 2017; Hao,
Dennen, & Mei, 2017; Mohammed & Akor, 2017; Palermo-Kielb & Fraenza, 2017).
Considering the social, material, and cultural dimensions of students’ life, some studies have
emphasized the lack of equity in the use of technology (El-Masri & Tarhini, 2017). These studies
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noted that learners from developing countries are often exposed to unequal contexts whereas
expectations or learning outcomes are measured using the same standards (Biraimah, 2016; El-
Masri & Tarhini, 2017; Gay, 2010). Some have questioned the legitimacy of globalized distance
education considering the growing heterogeneously diverse groups of learners.

Wildemeersch and Jiitte (2017) described how skepticism is growing due to the double-
edged nature of digitalization, especially how the unprecedented nature of the digital
transformations will impact individuals and society. Therefore, the warning of Mastrian,
McGonigle, Mahan, and Bixler (2010) must be heeded; they urged carefulness in applying
technology and that practices should be based on the analysis of learning styles. It becomes very
important to integrate the right media in the right context for the right learners.

Instructional Designers/Designers-by-Assignment

This section explores the values of instructional designers from Western and non-
Western cultures on how instructional strategies are used in supporting the needs of multicultural
online learners. This study was focused on instructional designers by design as Tracey et al.
(2014) viewed instructional designers as “active and reflective agents of innovation whose
storehouse of design precedents feeds professional judgment and action in the design space” (p.
316). In considering the role of culture when selecting instructional strategies, this definition
aptly captured the process in which course designers translate the various instructional principles
into a process that enables online learners to achieve their learning objectives.

However, several studies have shown that learning, in general, is entwined in cultural
activities, hence the culture of course designers may influence their instruction decisions, and
thus impact the overall online learner’s experience (Asino et al., 2017; Burger, 2013).The

instructional designer’s work is inseparable from culture, and therefore has a tendency to impact
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the outcome of instruction (Carbonell, 2012; Grant, 2013; Palermo-Kielb & Fraenza, 2017).The
alignment of culture and instructional strategies is more critical, given the fact that the concept of
culture is extensively broad and complex to be conceptualized. Its complexity is expressed in its
spread from values, beliefs, laws, custom, sex, religion, age, tradition, language, and others.
Culture varies both locally and nationally, and may even differ between individuals in the same
group (Guy, 2016). This study focused on just the cultural value aspect of culture.

Research has shown that learners whose cultural values differ from the instructional
design approach or strategy may experience discomfort or conflict (Carbonell, 2012, 2016;
Hawkins-Jones, 2017; Jung et al., 2012; Mccafferty, 2016).One objective of designers is to leave
learners with an enduring learning effect that prepares them for global integration into the 21st-
century economy and job market. As a result, modern studies continue to recommend
exploration of the best practiced instructional strategies to achieve such goals, especially in the
online learning environments (Akiyama & Saito, 2016; Asino et al., 2017; V. Davis, 2014;
Honebein, 2017; Honebein & Sink, 2012). Cultural differences in the online environment
mandate that designers acquire the skills to develop strategies for coalescing multiple viewpoints
with matching instructional theories to design ethical and culturally inclusive instructions
(Honebein, 2017; Reigeluth, 2013; Sheehy, 2017).

Teachers may hold views about diverse student population which may in turn devalue the
cultural, social, and economic capital possessed by the students. According to Swain (2011),
“like money, the sociological concept of cultural, social, and economic capital are currently
assigned virtues based on who possesses them” (p. 61). Swain noted that, although most teachers
recite the mantra “all children can learn” (p. 62), cultural deficits and attitudes prevent many of

these same teachers from actualizing this mantra in their teaching practices. In actualizing this
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mantra, Wang and Schlichtenmyer (2017) noted that too often, educators and designers find
themselves in the position of developing instruction for learners whose cultural backgrounds are
very different from their own.

Sharif and Gisbert (2015) reiterated that designers as wells as other educators were not
culture neutral as their beliefs, values, and who they are impact their design work and, hence,
their learners. It is known that instructional designers have various skills and the ability to
systematically specify appropriate research-based instructional strategies and create a learning
environment that produces optimum results by aligning learning style and content with the
learner (Ashbaugh, 2013; Kelly, 2016; Reigeluth, 2013).This important role of instructional
designers in how their beliefs and practices impact their learners makes a strong case for this
study. Therefore, this study focused on the investigation of bestmatched strategies that
instructional designers and DBA faculty members from Western and non-Western backgrounds
believe can support learners of diverse cultural values.

Western and Non-Western Course Designers and Culture

In a study conducted by V. Davis (2014) to explore best strategies that could support and
enhance diverse learners in his organization, several errors often made by most educators and
organization in Western nations were noted. For one, most of the technology and learning
frameworks were Western-oriented. Most U.S. educators often believe the Western-oriented
paradigm transcends all other cultures and geographical regions. Such a mindset often creates a
false sense of confidence in educators or organizations who believe they know how to reach and
educate learners of diverse cultures and emphasize assimilating them (Davis, 2014). In addition
to emphasizing conformity or assimilation, Davis (2014) noted the lack of research on specific

geographic needs, lack of accessing and using local resources, and lack of appropriate
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communication with local contacts in cultures in which learners are embedded, are few of the
many errors that jeopardize educators and businesses from succeeding in online global domains.
Due to the broad and complex nature of culture, this background makes it compelling to
investigate directly from course designers from both a Western and non-Western context about
their views on instructional design strategies that best support culturally diverse online learners.

Learners whose cultural values differ from the instructional designers may experience
discomfort or conflict (Biraimah, 2016; Hawkins-Jones, 2017; Jung et al., 2012; Lai et al., 2017;
Velliaris, 2016). Hagar (2014) also noted a lot of challenges including language, discomfort with
online format, and differences in cultural values that form an expectation of teaching and
learning in the context of online learning. Writing in English was another salient challenge for
international students especially those with English as a second language. Another study
exploring the consequences of cultural values was conducted by Sharif and Gisbert (2015),
suggested that instructional designers make both explicit and implicit decisions when designing
instruction. They noted explicit decisions as those that are objectively made such as developing
instructional and learning objectives. The implicit decisions may constitute personal
assumptions, preferences such as how often interaction should occur in a course module (Sharif
& Gisbert, 2015). Such implicit decisions may not be devoid of personal biases.

Sharif and Gisbert (2015) recognized the impact of different cultures on instructional
design, hence, they stressed the diverse nature of the instructional design field and that designers
have varied approaches, worldviews, and perspectives, thus, it makes it daunting to explore all
the relevant topics. The study’s findings however admitted differences in focusing learner’s
attention but held that such differences did not impact the quality of online learning in different

contexts and countries. Similarly, Hando and others found that non-Western learners such as
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Asian, Middle East, and Africans may prefer taking notes rather than participate in
constructivist-based discussions (Hando & Ahern, 2012; Biraimah, 2016; Hawkins-Jones, 2017;
Lai et al., 2017; Rao, 2017; Velliaris, 2016). Most non-Western learners from Africa, Asia,
Middle East, India, China, and Latin America may prefer instructor-led, authority-based
discussions based on the respect for authority whereas the Western-oriented learners may prefer
individualized project discussions. North Americans prefer the learners to be involved in content
building, problem solving, whereas countries like Iran, China and other non-Western countries
may prefer to provide content, teacher led approaches (Hawkins-Jones, 2017; Lai et al., 2017;
Rao, 2017; Sharif & Gisbert, 2015).

The growing and evolving nature of learning in online environments makes it critical that
instructors and instructional designers develop skills to deliver culturally sensitive and inclusive
instruction. Colferai and Gregory (2015) examined factors that foster increased attrition in online
degree courses. Findings show that cultural issues, motivation, use of a learning management
system, and online pedagogy were primary factors for students dropping out of their courses.
Given that culturally adaptive skills are not automatically learned or practiced by instructional
designers or DBAs and the fact that most instruction and technology are embedded in Western-
cultural perspectives, knowing how to meet needs of all learners becomes more relevant (Abbas,
2016). It becomes compelling for course designers to develop skills that enhance their ability to
create culturally sensitive and culturally adaptive instruction (Abbas, 2016; Gémez-Rey et al.,
2016; Jensen et al., 2017; Parrish & Linder-Vanberschot, 2010; Wang et al., 2017).
Instructional Design Strategies and Culture

Palermo-Kielb and Fraenza (2017) noted that culture was a significant part of success.

They acknowledged that whereas some cultural norms promote interdependence, others, such as
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those in the United States, are more individualistic. Palermo-Kielb and Fraenza identified various
factors that impact online learners, and that “a well-designed course is absolutely necessary if an
instructor has any hope of building a positive and effective learning community” (p.101).
Otherwise, Palermo-Kielb and Fraenza (2017) affirmed that both instructors and students may
become very overwhelmed and frustrated, thus, a negative learning experience and outcome. In
reducing learning frustration, they suggested a few text based resources such as videos, podcasts,
and differential assessments, which are known to reduce written assignments including peer-to-
peer strategies and learning communities’ strategies to support diverse online learners.

Because instructional strategies can impact the outcome of learning for culturally diverse
learners, designers ought to think cautiously in their design decisions. For instance, Liu et al.
(2010) examined the use of cases as instructional strategies between U.S. and Chinese students.
Their results showed that learners might not fully understand the symbols and sociocultural
elements embedded in the cases and hence may prevent some learners from fully understanding
the implications. Some participants in the study expressed concerns about the use of case
examples that were solely Western-oriented. The study recommended that any case used as an
instructional strategy should be culturally sensitive. Most of the cultural challenges have
instructional and learning implications; hence require an elaborate explanation of how similar
examples may apply to other cultural contexts (Abbas, 2016; Liu et al., 2010), to other cultural
contexts (Liu et al., 2010).

Although the core concern of instructional designers is to achieve quality and efficient
learning outcomes irrespective of context, they differ on how to achieve such goals. Although
designers may work individually, often they work in groups or collaboratively, which calls for an

examination of multiple perspectives; at times, each team member may have different
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worldviews or personal perspective and biases (Rogers et al., 2007; Sobodi¢ et al., 2017). In the
same vein, Sobodi¢ et al. (2017) asserted that, though it may be difficult to understand each
learner’s cultural nuances, understating certain factors that influence their acceptability,
engagement, and interaction will enhance success.

It is now commonly accepted that culture is an acceptable norm, inseparable from
learning and the learning outcome (Hartescu, 2012; Sobodi¢ et al., 2017). Culture, therefore,
determines what is learned, expected, and taught, and how learning is assessed (Hartescu, 2012;
Sobodic et al., 2017). Besides, culture is also known to impact how learners relate to peers,
tutors, and materials (Gomez-Rey et al., 2016; Milheim, 2017a; Young, 2014). Studies like that
of Tarhini et al. (2017) have suggested that culture is pivotal for quality and effective
instructional design. Thus, instructional designers are urged to devise strategies that consider
cultural factors in meeting learning needs of diverse audiences (Barrio et al., 2017; Kinuthia,
2012, 2014; Lawrence, 2017; Sommers, 2014; Tarhini et al., 2017). On the contrary, others argue
that such a responsibility should rest more with the learners (Messiou & Ainscow, 2015).

Messiou and Ainscow (2015) underscored the increased challenge of keeping account of
each learner cultural, religion, language, and values. They proposed that designers should engage
learners’ views and support them in managing diversity issues as they hold the key about what is
and what should be their learning. Not all scholars accept this view. Rienties et al. (2014)
explored the effect of letting students manage their cultural issues and compared the effect to the
facilitator’s taking responsibility in managing the integration process. Rienties et al.’sstudy
involved two groups of students. In group work strategy, the first group was allowed to select
whom they preferred to be in their group whereas the facilitator managed the selection in the

second group. Findings showed that students favored their friends and those culturally and
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linguistically similar to them whereas the facilitator’s group randomly selected also developed
friendships and bonds. The randomly selected group gained more knowledge from those
different from them and equally developed strong bounds. This finding shows the importance of
faculty’s and designers’ taking responsibility in designing content and selecting strategies and
delivery approaches that honor and respect learner diversity.

Whereas technology is the driving force for online education, there is also a growing
skepticism about what and how technology interacts across cultures and human lives. Recently,
Wildemeersch and Jiitte (2017) described how skepticism is growing due to the double-edged
nature of digitalization, especially what and how the unprecedented nature of the digital
transformations will impact individuals and society. Wildemeersch and Jiitte (2017) noted that,
some important group of intellectuals in the universities, media, scholars, businesses, and
churches in Germany have expressed concern about the changes posed by digitalization. Such
concerns about the invasive nature of technology may be experienced by learners and may
impact how they interact online. Despite the variation in study findings, the skepticism, and
varied opinions, the call to address diversity issues for online learners continues to grow,
especially as increased enrollments (Allen & Seaman, 2017) are also met with increased attrition
(Colferai & Gregory, 2015; Palermo-Kielb & Fraenza, 2017).According to Palermo-Kielb and
Fraenza (2017), despite the increased attrition rate attributed to cultural differences in the online
environments, some educators were still assuming that because diversity is expected and is an
integral part of online learning, specific instructional strategies to address inclusiveness was not
necessary or needed. Despite the conflicting study findings, there is a growing need to find
solutions to the needs of culturally diverse learners, including selecting instructional strategies
that support their needs.
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For instance, Gay (2010) suggested that, to achieve culturally responsive educational
goals, teachers must have “unequivocal faith in the human dignity and intellectual capabilities”
(p.45) of their students”. Gay noted that use of culturally responsive pedagogy validates,
facilitates, liberates, and empowers ethnically diverse students and at the same time supports
their cultural integrity and optimizes their abilities and a positive academic outcome.

In the same vein, Koch (2015) advocated for teachers and designers to reflect on their
cultural awareness; challenge their understanding and move towards respecting and
understanding values of a diverse culture. Altuwaijri (2016) added that such opportunities force
instructional designers and DBAs to consider the cross-cultural gaps of learners and anticipate
their learning needs and then design effective and quality instruction to meet those needs
(Altuwaijri, 2016, p.23).

Similarly, Hartescu (2012) responded that instructional designers are still responsible for
designing the activities that would allow the learners to identify, select and construct their
relevant contents. Echoing Hartescu’s position, Asino et al. (2017) noted that the next focus for
instructional designers should be to include culture in every aspect of their design practices
including the selection of goals, objectives, implementation, and evaluation. The instructional
design task of selecting culturally inclusive instructional strategies or technology is not
exclusive. Hence, teachers’ and instructional designers’ responsibility is to ensure their learners
succeed. The way forward in achieving culturally inclusive pedagogy for culturally diverse
learners is not an easy one. For one, the concept of culture and instructional design theories are
complex, interrelated, and often with multiple perspectives. Recently, Milheim (2017a) echoed
what other scholars (Grant, 2013; Hartescu, 2012; Kinuthia, 2012; Rogers et al., 2007) have said
all along, that including sociocultural factors in designing instructions brings extra burdens on
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designers, especially in the analysis phase. However, many other scholars agree that culture;
beliefs, values, experience, and who we are remains inseparable from one’s practice, hence
instructional designers should be flexible in their designs and embrace diversity (Adkins, 2017,
Gelbrich et al., 2016; Milheim, 2017a).

Like the target audience of this study, instructional designers come from diverse cultural,
academic, and professional backgrounds that shape their thinking and decision making. Rogers et
al. (2007) emphasized that mere acknowledgment of cultural influence on design without
accompanying such with action was of no value to learning. Hence, Rogers et al. argued that “at
the very least, even though people of all cultures find themselves learning and teaching in formal
instructional settings; who they are and what they bring to these settings can make large
differences in how design is approached”(p. 2).

Scholars continue to generate palpable arguments about the intertwined nature of culture
and the work of the designers. Ragoonaden and Mueller (2017), Wang et al. (2017), and
Lawrence (2017) asserted that one common area of focus for online educators is the ability to
differentiate instruction and ensure effective practices for online learner’s experience, equity, and
satisfaction. They also agreed on the need for a pedagogical model such as culturally responsive
pedagogy, which considers the learning needs of culturally diverse learners. The arguments by
Rogers et al. (2007) emphasized that although people of different cultural backgrounds find
themselves teaching or learning in formal instructional environments, who they are, influences
what they bring to the learning settings and impacts their work. Rogers et al. also stressed that
there is a vast difference between being influenced by cultural aspects and being aware of the
process and impact of such influence. Continuing that, despite the apparent difficulties,

overlooking cultural issues by instructional designers was not the best approach. Hence, Rogers
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et al. (2007) argued that designers themselves “should be aware of their cultural blinders, if they
embrace the view that responsibility” (p. 2) rests on the learners.

After careful analyses of these arguments, it seems daunting to imagine how instructional
designers could address the numerous cultural differences that learners bring to learning
domains; however, ignoring vital cultural factors could lead to legal, ethical, and emotional
implications. For instance, Landers (2017) noted how globalization had accelerated the
movement and speed of everything including people, information, money, and economies across
local and international borders in an unprecedented way. This led to many more people from
diverse cultures connecting and interacting, hence without intercultural skills to avoid cultural
crashing, one may fall a victim to one even when designing instruction or selecting strategies that
may conflict with learners’ customs or values. Landers gave an example of a 2013 incident in
which the president of Microsoft, Bill Gates, innocently insulted the president of South Korea by
keeping his hands in his pockets, and another event in 2016 in which Lionel Messi offended
Egyptians by donating his used shoes to raise funds for an Egyptian charity.

In Bangladesh, making the thumbs-up sign could be considered offensive (Khan, 2005)
whereas in other cultures, it is a sign of approval. Whereas, these incidents are not explicitly
instructionally related, it shows how easily one can miss the mark by presenting a strategy that
conflicts with the students’ values. Designers should therefore, consider the consequences of
ignoring certain cultural differences in their design and design instruction that enables learners to
embrace learning that is not in conflict with their cultural values and beliefs.

Most of the studies reviewed in the literature were conducted using small sample sizes. A
large sample study conducted by Rajaram (2013) that involved about 400 Singaporean business
students examined the ease of utility and effectiveness of knowledge transfer of the commonly
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used instructional strategies (passive and active). From effective to least effective, the study
findings showed instructor-led as the most effective followed by case studies, group projects,
videos, guest speakers, classroom presentations, individual research projects, and textbook
reading as least effective. Chinese students regarded their teachers as all-knowing, so they
respect and revere their teachers’ authority without any objections. Rajaram (2013) noted a shift
in Chinese culture in which the Chinese have begun to appreciate learner-centered learning. In
addition, Shi (2006) reported very little differences between the Chinese and their Western
counterparts who are active and more interactive. However, Rajaram (2013) posited that
Confucianism culture had a profound impact on the learning outcome of Chinese learners, whose
principles stress love for humanity and reverence for parents dominates their practices. Some
educational systems are fashioned after a group’s beliefs; hence, such beliefs may influence the
learning preference of students.

Echoing the findings of Rajaram (2013), Chuang (2012) described Confucian principles
as a broad philosophy or religion of Asian countries (China, Japan, Korea, Taiwan, Vietnam, and
Thailand) that emphasize social harmony, respect for authority, goodwill, and spirituality.
Contrasting these non-Western values of collectivism, hierarchical and authoritarian leadership
with the individualistic values of Western cultures poses a design challenge for course designers
(Whalen, 2016). Instructional strategies emphasizing active or passive features may not be very
effective when comparing one culture to another. Some scholars caution that designers be
mindful of the diversity of learners’ characteristics and apply instructional strategy contextually
based on prior knowledge, cognitive level, values, and beliefs (Chuang, 2012; Rajaram, 2013;
Yu et al., 2016). On the same note, Jensen (2013) emphasized the need for educators to be

involved in managing the impact of designing instruction for Western and non-Western learners.
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Likewise, Knowles, Holton, and Swanson (1998, 2012) had earlier affirmed that educators who
acknowledge and respect such differences enhance a learner’s ability to self-dignity.

Some scholars argued that educational practices are not culturally neutral; hence,
instructional designers’ beliefs, values, impacts their design decisions and practices (Lawrence,
2017). The literature also showed the need for instructional designers and teachers to get to know
their learners promotes discourse among and with students and to ensure that instruction is
culturally inclusive to meet the quality and satisfaction of all learners (Lai et al., 2017; Wang &
Schlichtenmyer, 2017). In the same vein, some scholars added that culture should in fact inform
every design decision and process (Parrish & Linder-VanBerschot, 2010; Sharif & Gisbert,
2015). As a result, designers should focus on best practice instructional strategies irrespective of
culture (Zoch, 2017). In this vein, Barrio et al. (2017), Gay (2010, 2013), and Ragoonaden and
Mueller (2017) have argued that instructional designers should deeply consider the underlying
operational principles of any given research based on an instructional strategy. Such deep
consideration will guide instructional designers’ and DBAs’ decisions about whether some of its
prescribed tactics or strategies could be altered to make them more efficient and inclusive to
learners of other cultures.

Although the studies of Smith (2012), Sobodi¢ et al. (2017), and Tarhini et al. (2016)
show the relationship between culture and learning, others do not (Tankari, 2012). Tankari
(2012) examined the sociocultural learning theory and sought to understand the differences
between personal, cultural orientation and online learning satisfaction. The mixed methods study
findings showed that participants’ cultural orientation did not play a significant role in their
online learning experience. Equally, Yu et al. (2016) investigated the role of Chinese traditional

culture in peer feedback in English as a foreign language Chinese program. Factors such as
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collectivism and group harmony, face-saving, power distance, and factors that shape their
cultural beliefs were examined. Although there was evidence of cultural differences in beliefs
and practices, such cultural issues did not constraint learning or peer feedback activities. Despite
these findings, numerous studies continue to find the interwoven role of culture in learners’
outcome and experience.

For instance, some study findings (Lai et al., 2017; Milheim, 2017a; Young, 2014)
supported the position that there are cultural differences that impact instructional design and
learning. It is known that numerous instructional strategies and learning theories are not separate
from course designers’ cultural values, preferences, and worldviews (Guy, 2016; Honebein,
2017; Wang et al., 2016; Wang & Schlichtenmyer, 2017). Evidence from the review also showed
that scholars are seeking a solution by increasing research on new models and approaches for
addressing the needs of a culturally diverse group of learners (Adkins, 2017; Gay, 2013; Lalla,
2015; Lawrence, 2017; Ragoonaden& Mueller, 2017; Wang et al., 2016). What is not known is
how best to meet such goals. Given the variations in perspectives and the fast-growing number of
online learners, the answers to these study questions are expected to fill this knowledge gap in
literature.

Synthesis of the Research Findings

The literature on cultural values suggested that the significant challenge in the online
learning field is the ability to synthesize the cultural diversity of all learners within an
instructional design. Based on the literature, researchers such as Hofstede (1980) and M. Wang
and Schlichtenmyer (2017) argued that instructional designers can design instruction for those
who may differ from them. Nonetheless, the findings of Lalla (2015) and V. Davis (2014)
suggested that the process of carrying out such integration between cultural diversity and
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compatible instruction design remains a challenge. Evidence shows, it is practically challenging
to analyze the cultural background of all students (Abbas,2016; Beech,2017).Research suggested
that learners whose cultural values differed from the instructional design approach or strategy
may experience discomfort or conflict (Carbonell, 2012; Jung et al., 2012; Lai et al.,2017).

Although designers may work individually, often they work in groups or collaboratively,
which calls for the examination of multiple perspectives. At times, each team member may have
different worldviews or personal perspective and biases (Asino et al., 2017; Yu et al., 2016).
Culture is pivotal to the effectiveness of the instructional design. Hence, instructional designers
are urged to devise strategies which consider cultural factors in meeting the needs of culturally
diverse online learners (Barrio et al., 2017; Guy, 2016; Honebein, 2017; Milheim,2017b). On the
contrary, others argue that such a responsibility should rest with the learners (Messiou &
Ainscow, 2015; Purarjomandlangrudi, Chen, & Nguyen, 2016).

Some scholars have urged designers to be mindful of the diversity of learners’
characteristics and apply instructional strategies contextually based on prior knowledge,
cognitive level, values and beliefs (Asino et al., 2017; El-Masri & Tarhini, 2017; Palermo-Kielb
& Fraenza, 2017; Sharif & Gisbert, 2015; Rajaram, 2013). In the same vein Jensen (2013)
emphasized the need for educators to be involved in managing the impact of designing
instruction for Western and non-Western learners. Jenson’s assertion aligns with Knowles et al.’s
(1998) earlier concern about learners’ diversity. Knowles et al. (1998) showed that educators
who acknowledged and respected learners’ diversity and differences in characteristics enhanced
such learners’ self-dignity and confidence.

Many of the study findings support the position that there are cultural differences that
impact instructional design and learning (Sobodi¢ et al., 2017; Tarhini et al., 2017). Evidence
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from the review also showed that there is increasing research effort on new models and
approaches to address the needs of a culturally diverse group of online learners (Goémez-Rey et
al., 2016; Lai et al., 2017; Tarhini et al., 2016; Young, 2014). What is not known is how best to
meet such goals. Given the variations in perspectives and the fast-growing number of online
learners, the answers to the questions posed in this study are expected to fill this knowledge gap.

Despite the bleak observations of unequal access and utilization of technological
infrastructure, there has been intent/effort by countries in the West such as the United States,
United Kingdom, Australia, Canada, and others to support developing countries (Beres &
Woloshyn, 2017; Lawrence, 2017; Rye & Stekken, 2012). Instructional designers in various
higher educational institutions are increasingly being compelled to design instruction that meets
the needs of learners with different cultural values and backgrounds. The literature was replete
with the accelerated advancement of a globalized universe, and the evolution of the learning
environments is a strong indication of a continuous need for cultural awareness and competency.
It shows how such knowledge and competency are required by designers to tackle the problem of
integrating cultural elements in their design to not only help learners succeed in academics but
also equip them for the global job market and maintain cultural integrity while fostering global
unity (Beres & Woloshyn,2017; Burger, 2013; York et al., 2016).

The review of a few seminal works explicitly supports the overarching necessity for this
study. The literature review expounded on what is already known such as the centrality of culture
to learning. Evidence from several studies showed that differences in context do exist and that
such differences impact designing and learning (Gémez-Rey et al., 2016; Hartescu, 2012; Rao,
2017; Sharif & Gisbert, 2015); what is still unknown is how best to support these learners in the
face of these mounting differences.
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Critique of Previous Research Methods

The review of existing literature on online learning in the context of instructional design
suggested that this research has been conducted using several methods. For instance, Smith
(2014) examined students’ perception of cultural values about course design, utility, and
engagements using quantitative methods and emphasized the need for further research using
qualitative design. Another quantitative study conducted by Rajaram (2013) examined learning
in a foreign culture with 400 Singaporean students majoring in a business program. Key areas
examined were the ease of utility and effectiveness of knowledge transfer of the frequently used
instructional strategies (passive and active).

Yu et al. (2016) used a multiple case study to examine the role of Chinese cultural issues
on peer feedback. The findings showed that although there were individual differences in the
students’ beliefs and practices about the cultural issues, overall, the cultural aspects did not
constrain their group peer feedback activity. This finding contrasts with other study findings.

Hao et al. (2017) used a 27-item survey using exploratory factor analysis among 292
students in a Chinese university. Findings showed that pedagogical factors had a more significant
effect on students’ intention to adopt and use mobile learning. Social influences such as social
image, subjective norms, and role-play also impacted adoption behavior. The findings by Yu et
al. (2016) using a multiple case study with only four participants compared to that of Hao et al.,
who used a quantitative approach with more participants may give reasons to pursue further
studies on Chinese learners which may likely unearth findings which may apply to other non-
Western cultures.

On the contrary, researchers who conducted their studies on topics like that of this study

used the qualitative method. For instance, Kinuthia (2012) attempted to integrate sociocultural
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issues into instructional design and using online qualitative questionnaires (open-ended) to
determine how cultural issues were integrated into course designs and found that the interest in
integrating culture into design work was on the rise. Similarly, Liu et al. (2010) used a case study
design like this study to examine the effects of cultural differences on international students’
learning experiences. The findings indicated that any meaningful research design by instructional
designers should be devoid of cultural barriers such as, language, communication tools,
plagiarism, time zone differences, and a lack of multicultural content, which may affect
international students’ learning performances (Liu et al., 2010). Based on the existing literature,
a qualitative design approach was preferred over a quantitative design because of its use by many
researchers in the existing literature to understand the meaning of experiences. Additionally, the
use of the case study approach in addition to an online survey has been shown to be successful in
past studies to answer guiding interviews questions (Dees, 2015).
Summary

This chapter provided a review of empirical literature on the identified topic and
consisted of five main sections. In the section on the methods of searching the relevant literature,
the databases and keywords used to access studies were described. The theoretical orientation for
the study was based on the three concepts of instructional strategies, culture-cultural values, and
instructional designer with two cultural perspectives of Western and non-Western cultural
contexts. In the section on the review of the literature, studies on the concepts of culture, cultural
values, instructional design, instructional design strategies, computer-mediated communication,
and instructional designers were discussed. The section on the synthesis of the research
suggested that there was a challenge in online learning of synthesizing the cultural diversity of

learners within the field of instructional design. Instructional designers in various higher
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educational institutions are increasingly being compelled to design instruction that meets the
needs of learners with different cultural values and backgrounds. The critique of the previous
research methods suggested that studies similar to the present research used qualitative case

studies with successful outcomes but were not focused on the use of instructional strategies.
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CHAPTER 3. METHODOLOGY

This chapter contains the description of the methodology and the rationale for the
methodology. Within the chapter is an explanation of the rationale for choosing a qualitative
multicase study design in answering the research questions. Additionally, it provides information
on the population sample, data collection, setting, and ethical principles and procedures guiding
the credibility and transferability of this study through a qualitative multicase study design.

Purpose of the Study

The purpose of this qualitative multiple case study was to understand and describe the
beliefs of instructional designers and designers-by-assignment (DBA) faculty members on how
instructional strategies can be used to support online learners with diverse cultural values. A
sample of instructional designers and DBA faculty members participated in the online survey
followed by interviews to explore and describe their design or teaching decisions in using
instructional strategies to support culturally diverse online learners.

Research Questions

Based on the nature of the identified problem and the purpose of the study, the following
two research questions were formulated to guide the study:

RQ1. How do instructional designers and designer-by-assignment faculty members

describe their experience-based beliefs on the role of instructional strategies in

supporting online learners with diverse cultural values?
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RQ2. What instructional strategies can be used, according to instructional designers and
designer-by-assignment faculty members, that can meet the needs of culturally
diverse online learners?

Research Design

This section provides an overview of the methodology of the study. A qualitative
approach was deemed best in understanding how instructional strategies best support learners
with diverse cultural values could. Various educational and social scientists who seek to
understand how individuals perceive, interpret, and make meanings of the experiences that
confront them, use the qualitative research approach (Merriam, 2009). How people interpret and
make sense of their experiences differs significantly, thus making the task of defining qualitative
research challenging. Despite the complexities in defining qualitative research, it is primarily
effective in collecting textual data and not focused on crunching statistical data or predicting
values (Lodico et al., 2010; Maxwell, 2013).

Yin (2014) defined a case study as an investigation of a contemporary issue or problem
(the case/s) in its natural settings, especially when such phenomenon is not well defined. Yin
recommended three conditions that should guide researchers’ decisions in selecting and using a
case study. They are (a) questions, (b) researcher’s involvement, and (c) contemporary nature of
the issue. When studies require exploration or description (what) may be needed, whereas, when
an explanation is a focus (why and how) question is best in probing how phenomena occur. The
second recommendation is the extent of control the researcher may have in manipulating events
as in experimental design. In qualitative case studies, the researcher has no ability to manipulate
variables (Yin, 2014). Lastly, the issue under investigation is a contemporary issue, not

historical. Based on these recommendations, the case study design was deemed best for
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collecting detailed interview data from study participants to uncover the beliefs of instructional
designers and DBA on how certain instructional strategies could best meet needs of culturally
diverse learners.

A case study can be single, such as when one case is investigated or multiple, such as
when more than one is examined (Stake, 2013). Similarly, Stake (2013) added three types of case
studies: intrinsic, in which the phenomena are of interest to the researchers; instrumental, in
which the study is used to gain an in-depth understanding of a broader phenomenon as in this
study; and collective (also known as multiple case study and comparative case study),in which
more than one case is investigated at a time and a comparison made to understand a unit of
analysis. The qualitative multiple case study method illuminated views and best practiced
strategies used by instructional designers and DBAs in meeting needs of online learners.

One hallmark of a case study approach is its boundedness. Merriam (2009) defined a
bounded system as the ability to delimit or fence off the areas outside the central case or object to
be studied. This defining focus is illustrated by what is termed the unit of analysis (Lodico et al.,
2010). Many qualitative researchers have stressed that it is the unit of analysis, not the topic that
underpins a case study. Simply, such a unit of analysis could be one or many individuals, groups,
processes, objects, or an institution or phenomenon (Lodico et al., 2010; Stake, 2013).
Boundedness is pivotal to exploring issues of the online learning environment, in which there are
competing challenges that impact the success of diverse online learners. Miles and Huberman
(1994) illustrated case boundedness as a circle with a heart in the center. The center of the heart
represents the central issue under study whereas the area around the circle represents other
factors that could be investigated to add further clarity, support the evidence, and thus validate

the research findings. Stake (2013) named that central object or issue the quintain of the case.
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In a multiple case study, the quintain may be one or many objects, individuals or
programs under study, whereas the areas or issues surrounding the quintain may be cases that
serve for comparison and replication thus making it easy to understand the quintain with
replicable evidence. Yin (2014) explained replication as the utilization of multiple cases and
comparing them independently to confirm or disconfirm a position or a rival one. This study was
an emerging or contemporary event that explored beliefs of experienced instructional designers
and DBA faculty members on how instructional design strategies could support learners whose
cultural values are different. The research questions and the nature of the problem being
investigated inform the need for selection of the multiple case study design. This approach
supported the examination of the participants separately in different contexts and circumstances;
it also allowed the analysis and triangulation of the multiperspective data to obtain robust holistic
conclusions.

Research Approach

The multiple case study design was deemed best matched for the current research study.
Stake (2013) noted that most often educational or social programs differ significantly in context
and practice. Therefore, the multiple case study design, which comes with various labels
(multisite, collective case studies, cross-case, and comparative case study), is deemed best in
collecting data in diverse contexts (Merriam, 2009; Yin, 2014). This study adopted a multiple
case study research approach as it enabled the examination of the individual cases separately,
following which data collected from the various cases were compared and cross-examined to
gain an in-depth understanding of the issues at hand.

Merriam (2009) defined a case study as “an in-depth description and analysis of a

bounded system” (p. 43). Merriam noted that a bounded system is a boundary that delimits or
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puts a fence around a case. The fenced-in section represents the unit of analysis or the case to be
studied. The units of analysis for this study were instructional designers and DBA faculty
members. The individual instructional designer and DBA faculty members from Context A and
Context B represent the cases that were collected separately and triangulated for more robust
evidence.

Yin (2014) defined research design as “a logical sequence” that connects empirically
collected data with the research question, then to the findings and conclusion. However, Yin
urged that a multiple case study should follow replication logic, not sampling logic. A multiple
case study is like conducting multiple experiments. However, rather than focus on a number-
driven sampling logic, in which numerical data of samples are pooled from the entire universe or
group for generalization, a multiple case study focuses on replication logic. Per Yin, replication
logic denotes the ability to repeat a sequence of events methodologically and obtain a similar
result literal replication or dissimilar theoretical replication. When a replication yields similar
results while comparing the sequence of events, it is termed literal replication, whereas those
having different results are called theoretical replication (Yin, 2014). The unit of analysis within
a multiple case study may be holistic or embedded.

It is challenging to understand the difference between a holistic and an embedded
multiple case study. Baxter and Jack (2008) noted that the difference lies in the context of each
case. Thus, a multiple case study enables an examination of the case within and across cases. For
instance, variables in Context A were examined and compared with those in Context B cross-
case (Yin, 2014). However, when an in-depth analysis of data of a single case is carried out as a

stand-alone entity, it is called within-case analysis.
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The cross-case triangulation was used for this study. The multiple case study approach
allows the researcher to understand the similarities and differences in the cases. Per Yin (2014),
such cross-referencing may enable the prediction of similar results or findings. Yin named such
predictability (literal replication), or it may predict variations or differences in cases (theoretical
replication). Despite the advantages of a multiple case study, researchers are warned of the
danger of collecting too much data (Baxter & Jack, 2008; Yin, 2003). In recent years, computer
software such as NVivo have mitigated some of the burdens of managing exercise data from
researchers (Fielding, 2012).

The philosophy underlying the qualitative case study method makes this approach unique
and best matched for the current study. Generally, the qualitative research assumes a social
constructivist framework also termed as an interpretive framework or a naturalistic framework
(Denzin & Lincoln, 2011; Lodico et al., 2010). Social constructivism argues that phenomena are
best understood as complex units linked by a socioeconomic, historical, and natural context in
which such phenomena are embedded (Stake, 1995; Yin, 2003). Thus, Vygotsky (1977) stressed
that individuals understand, interpret and make meanings of phenomena by interacting with their
environments.

The interpretive framework is deemed the best fit for this study because the study seeks
detailed thick, rich, descriptive data to aid the investigation of instructional strategies that could
be used to best support online learners with diverse values. This framework aligns with a
culturally responsive framework. The qualitative study is based on multiple perspectives,
subjectivity, open-ended questions that allow meaningful construction of new knowledge
(Creswell, 2013). The use of a case study enables the different perspectives and worldviews of

the course designers to be examined and triangulated to make robust, holistic conclusions. The
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approach further facilitates researchers’/participants’ rapport that enhances researchers’ ability to
gain an understanding of the phenomenon from the participants’ perspectives (Baxter & Jack,
2008).

Designing a qualitative case study could be a rigorous and time-consuming activity.
Thus, Patton (2002) recommended developing an analysis plan before data collection. Similarly,
Yin (2014) proposed that a research plan should first be developed. The five phases of a research
plan include

1. Study questions

2. Propositions, if any

3. Unit/s of analysis

4. Logic linking data to propositions

5. Criteria for interpreting findings

These five components were elaborated throughout in this section. The type of issue in
view was contemporary, requiring instructional designers’ and DBA faculty members’
intervention. Therefore, the proposition for the study was to gather in-depth information
specifically on how instructional strategies could be used to support online learners who differ in
values and understanding. A multiple case study with two units of analysis was preferred to
increase the robustness of understanding the phenomena (Miles & Huberman, 1994; Stake,
2013). Yin (2014) also affirmed that using a multiple case study enhances the robustness and
credibility of research studies. The entire process of collecting and analyzing thick, rich data
helped in providing answers to the research inquiries and a better understanding of the

phenomena under study.
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Target Population and Sample

Population

The target population for this multiple case study included instructional designers and
DBA faculty members from different countries residing anywhere in the globe. Based on the
criteria for eligibility, half of the estimated six to 12 participants represent Western-oriented
participants such as the United States, Canada, and Europe. The other half were non-Western
cultures such as Nigeria, India, China, Japan, and others. Participants had to have a graduate
degree in instructional design for instructional designers and a graduate-level degree in their
related fields for DBA faculty members. Participants also had to have a minimum of three years’
practical experience in designing instruction for multicultural online learners in higher education.
The other half of the participants were DBA faculty members with a graduate-level degree in the
field in which they teach with at least three years of designing and teaching experience in higher
education with culturally diverse learners.
Sample

Multiple sampling strategies were used to enhance the recruitment of highly qualified and
experienced participants with valuable, rich data worthy of readers’ especially regarding the
phenomena under study. These strategies included purposeful sampling, convenience, maximum
variation sampling strategy, and snowballing (Miles &Huberman, 1994). Efficient recruitment is
critical for a successful research study, analysis and conclusions as data from the respondents
helped in illuminating the phenomena under study (Tellis, 1997).

Purposive sampling is best suited for a qualitative case study (Patton, 2002). In addition,
Lodico et al. (2010) noted that purposefully selected sampling entails selection of participants
with in-depth knowledge for collecting rich and meaningful data about the central phenomenon
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under study. This study focused on two groups of professionals, instructional designers and DBA
faculty members, with graduate level degrees with at least three years’ experience in designing
instruction or teaching multicultural online learners.

Thus, in addition to purposeful sampling, convenience sampling was used. Participants
were conveniently enrolled as members of one or more selected professional associations or
social network organizations, as well as a network of potential participants known to the
researcher (Patton, 2002) but only those that met the criteria outlined in this study were enrolled.

Maximum variation sampling strategy (Creswell, 2013; Miles & Huberman, 1994)
allowed the greatest possible diversity in characteristics and experience regarding the issue under
study. Maximum variation sampling strategy facilitated variable perspectives from instructional
designers and DBA faculty about instructional strategies that could best support culturally
diverse online learners. Creswell (2013) saw the maximum variation sampling strategy as best
aligned with multiple or collective case study designs as it enhances the description of the
phenomenon from multiple perspectives. Maximum variation sampling strategy facilitated is
particularly useful in producing a high-quality description of each case due to its ability to
illuminate similarities and differences (Patton, 2002).

Patton, (2002) also noted that the use of the maximum variation sampling strategy
heightens capacity to identify shared patterns across cases and conclusions considered highly
credible based on heterogeneous comparison and considerations of shared patterns. Thus, the
maximum variation sampling strategy is pivotal in understanding inquiries as in the current
study. Such rigorous features make the findings worthy of informing decisions of a wider

audience of instructional designers and DBAs (Suri, 2011). Maximum variation sampling
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strategy facilitated allowed the researcher to obtain variation in perspective between instructional
designers and DBAs of which some were from Western and non-Western cultures.

Snowball sampling. Because the data were collected from participants from different
geographical and cultural backgrounds, the snowball sampling method was used (Miles &
Huberman, 1994). The snowball strategy entails seeking information from key participant
recruits about other information-rich cases (M. Patton, 2002). Therefore, this approach identifies
cases from individuals who may know other people with adequate knowledge to answer
questions relevant to the research inquiries (Miles & Huberman, 1994).

Sample size. A sample size of six to 12 participants was estimated for the study.
According to one participant, the Caribbean is an island of about 12 countries within the Western
Hemisphere, yet its culture is more like the African or Asian cultures and little of regular
Western culture (Participant LG). Therefore, for the sake of this study, one participant from the
Caribbean and three participants from Nigeria made up four members from the non-Western
group. The study had estimated approximately three to six participants in each group to be
instructional designers whereas the remaining three to six participants were to be DBAs in both
Contexts A and B (see Figure3). Equal representation enabled researchers the opportunity to
obtain responses that were comparable and more robust with both contexts under study.

Determination of qualitative sample size is a highly debated topic among trailblazers in
the field of education and research; with some having different views (Creswell, 2013).
According to Patton (2002), qualitative research is filled with uncertainties and with the absence
of a specific set of rules for qualitative research sample size. Patton (2002) added that sampling
should rest on the “purpose, usability, credibility, and time and financial resources” (pp. 242-

243).Creswell (2013) noted it might require one or two individuals, or even up to 30 or 40 cases,
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but recommended a sample size of four to five.
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Figure 3. Multiple case study (holistic type).

Lincoln and Guba (1985) and Lodico et al. (2010) affirmed the lack of parameters for
determining minimum sample sizes; rather, they call for recruitment to the point of saturation.
Saturation is a stage in research in which the researcher feels that sufficient data are collected for
replicability trustworthy evidence-based findings (Lodico et al., 2010). Merriam (2009)
recommended that sample size determination be based on questions asked, data collected,
analysis progress, and available resources. Yin (2003) noted a sample size of six to 10 is
adequate and that sample size limits should be discretionary with no verbatim-prescribed size.

Sandelowski (1995) advocated that an appropriate sample size is one that is not too large
to enable in-depth, thick, rich data for a case focus analysis and not too small to undermine the
understanding of the phenomena. This study deemed a sample size of six to 12 adequate and in

line with expert recommendations. Such a small sample size provided the opportunity for the
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researcher to obtain a thick, rich description of instructional designers’ and DBAs’ beliefs about
the phenomena (Lodico et al., 2010; Merriam, 2009).
Procedures
Participant Selection
Participant recruitment was done using a professional association for technology-focused
educators and digital social networking websites such as LinkedIn. These digital or social
network members included those that meet the criteria outlined in this study. The interviews and
think-aloud/talk-aloud sessions were recorded for those in the Western region, and one from the
Caribbean; however, participants from Nigeria had difficulties because of network and power
challenges and thus were interviewed over the phone. The online data collection removed the
limitation of fixed location. The researcher and participants were at different locations of choice,
and thus research participants’ selection, communications, and interactions were carried out via
digital information technologies as follows:
1. Purposeful sample criteria were established (Miles & Huberman, 1994). The sample
criteria involved instructional designers and DBAs.
2. Multiple sampling strategies used included, purposeful sampling, convenience,
maximum variation sampling strategy, and snowball sampling.
3. Recruitment of participants was initiated by identifying the setting and contacts of
persons that provided key informants for the study, key informants being those with
in-depth knowledge about the phenomena under study (Lodico et al., 2010).
4. Requests for permission was sent via e-mails to educational associations with public

sites that do not require prior permission to access target audiences. These

72



associations have members who are instructional designers and DBAs that met the
criteria outlined in this study.

Contact information, including e-mail addresses, phone numbers, and self-addressed
stamped envelopes, were provided to potential participants for ease of response.

Once approval was given to use the site, a prequalification questionnaire with both
open-ended and close-ended questions to solicit those who were interested in
participating was published on the associations’ public sites. The prequalifying
questionnaire inquired about eligibility standards as specified in the study, including
educational level, experience in designing instruction for culturally diverse learners as
trained designers or DBAs, qualifications, and years in practice.

Once the survey responses indicated that conditions were met and potential
participants were willing to join, an invitation letter with attached informed consent
was e-mailed to them. The consent form described the purpose and scope of the
study. It included a detailed description of the expected duration, role, and
commitment expected of each potential participant. The consent form also indicated
any risk potential, permission to use audio-visual recording, and freedom to withdraw
from the study at will without repercussions. At the bottom of the consent form was
the option for signing to participate or decline to participate. It was essential to
receive a signed, dated copy of the consent form before engaging the study. Based on
the availability of Internet services, some participants signed and e-mailed the hard
copy of the consent form whereas some faxed in the signed copy. Signing these forms
indicated that participants acknowledged their understanding and unpressured

willingness to participate in the study.
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8. Refusal to sign a consent form was also an indication of no desire to participate.
Consequently, for these individuals, the study process was immediately terminated.
Those candidates who consented to participate received a thank-you letter after the
study.
Protection of Participants
A potential risk to the human subjects on whom and for whom the research was
conducted was not foreseen. The participants were adults; therefore, was limited or no risk or
vulnerability to protected status participants. The participants were provided informed consent
before administering research. Such consent form explained the purpose of the study without
pressuring them to participate. Participants understood they had the full right to withdraw at any
time without coercion or repercussion for withdrawal. The participant consent form thoroughly
expressed the freedom to withdraw from the study at any stage. Participants’ anonymity and
confidentiality were guaranteed, and privacy was protected by installing software to delimit
hackers and protect confidentiality of participants’ information. Passwords were used for
technological data storage to protect participant information and codes were used for participants
to ensure confidentiality and privacy. Rigorous measures were taken such as the use of
passwords, installation of security software and use of pseudonyms to ensure participants
confidentiality and privacy.
Expert Review
Prior to data collection, a field testing of the developed research protocols was conducted
with three instructional designers for online learning. The experts reviewed questions and

protocols to ensure alignment of questions, purpose, participants, and data analysis process.
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Revisions were made based on feedback and recommendations from experts to obtain an aligned,
trustworthy instrument that was valid and reliable for answering the interview questions.
Data Collection

The data collection procedure was initiated after the signed consent forms from the
identified and invited potential participants were received. In the current study, a multiple case
study method was used with the Internet as a primary data collection method. Data collection
was scientific, credible and unbiased. The data in this study was collected using three major data
collection approaches, beginning with a prequalifying questionnaire. This prequalifying
questionnaire conducted online was used for collecting demographic data for eligibility such as
sex, age, qualification, certification, experience, and cultural disposition (Appendix A).

Following the prequalifying questionnaire, the Instructional Strategies/Cultural Values
Survey Questionnaire was used to explore how instructional strategies were used to support
culturally diverse target audiences (Appendix B). Appendix B contains definitions of terms, an
optional tool that aided participants in recalling the terms in the instrument. A qualitative survey
was created via SoGoSurvey containing close-ended questions with the Likert Scale format.
Although this tool is like a quantitative instrument, it was meant to collect qualitative data. The
link to survey questionnaires was sent via e-mails to the participants with informed consent at the
bottom indicating their voluntary participation. The survey allowed the collection of qualitative
data that helped readers in understanding the beliefs of course designers and DBA faculty
members in various contexts on how instructional strategies could be used to support learners
with different cultural backgrounds and different values.

In addition to the survey questionnaire, critical incident technique interview questions

were used in this study for data collection. This open-ended interview questionnaire enabled
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participants to ask questions, make comments and iteratively build on their points without the
rigidity of close-ended questions (Lodico et al., 2010). The interviews were conducted over
Skype with attached audiovisual recording; however, those without Skype accounts or with
Internet connection problems did the interview via telephone. Following the interviews, a think-
aloud/talk-aloud protocol was used for the debriefing sessions. This qualitative data collection
method enabled participants to speak freely about what was on their minds.

During the data collection procedures, a systematic, transparent, and accurate record was
ensured (Lodico et al., 2010). Data were collected from Western-oriented and non-Western
participants; however, the responses were subjective based on individual designers or DBAs
cultural backgrounds and experience. Secondly, experience and practices of trained instructional
designers and DBA from Western as well as the non-Western culture may need to be examined
and compared in future research. Future studies can explore DBAs use of instructional strategies
within non-Western culture and instructional designers in the same non-Western background.
Similar studies can be repeated for Western-oriented cultures with a focus on instructional
strategies, which is the blueprint of instruction. Such studies may clarify whether the
competencies of professional instructional designers make any difference in their cultural
responsive and instructional strategies decisions over the DBAs who have no official training in
instructional designing.

Data Analysis

Qualitative data analysis was iterative and was an ongoing process with the data
collection process, rather than at the end of data collection as common in quantitative studies
(Yin, 2003). Data analysis can be done using different methods. Yin (2003) proposed five

techniques of data analysis, such as (a) pattern matching logic, (b) linking data to the proposition,
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(c) time series analysis, (d) logic model, and (e) cross-case synthesis. Stake (2013) included
category aggregation and direct interpretation of the technique for analysis. However, Miles and
Huberman (1994) urged that qualitative researchers should first develop a theoretical framework
on which the evidence collected is based.

Irrespective of the model used, Yin (2003) urged researchers to pay attention to opposing
propositions and threats to internal validity. Yin proposed four principles for achieving high-
quality analysis:

1. Attend to all evidence and address and focus on all research questions.

2. Consider rival interpretation, search, rebut, restate, confirm, or contrast on other

evidence with alternative explanations about the problem.

3. Focus on the most significant aspect of the case study; avoid diverting attention.

4. Demonstrate ownership before expert knowledge and current thinking about the

issue.

The current study utilized cross-case analysis, that is, from data, setting, sampling and
use of numerous collection methods, the study then iteratively compared and triangulated data to
achieve the maximum rigor possible. This process fits with the constant comparative method of
data analysis. Glaser and Strauss (1967) were the first two who proposed using this method for
developing grounded theory studies. Nonetheless, because the constant comparative method is
also inductive and comparative, it is also widely used by qualitative researchers for nongrounded
theory studies (Glaser & Strauss, 1967).

Qualitative data analysis is inductive and occurs concurrently through the process of data

collection (Lodico et al., 2010). It is inductive because pieces of information from multiple
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sources are combined to make a meaningful and holistic conclusion. Therefore, preliminary data
analysis in qualitative research occurs through the data collection process (see Figure 4).

It is critical in case study analysis to ensure the analysis incorporates a convergence of
the entire data collected from various sources and methods. The instruments were created based
on the review of several texts and journals (Dees, 2015; Stake, 2013; Yin, 2014). For instance,
Yin (2014) noted that many potential analytical difficulties could be limited with a general
analytical strategy, which creates a systematic sense of critical elements of what is worth
analyzing and how the analysis should proceed.

The next step is developing the initial list of start codes that informed the data analysis.
Analysis entailed the transcription of the audio-Skype/telephone interviews, think-aloud/talk-
aloud document in Microsoft Word documents. The survey data and developing a preliminary
list of start codes was aided by use of the NVivo 11 Pro for Windows software. NVivo enabled
coding, saving, and analyzing the data at the same time. Major themes were developed based on
the underlying conceptual frameworks. Meanings and interpretations were drawn from the thick,
rich descriptions of people, places, and activities based on the study questions, emerging themes,

and conceptual framework depicted in the analysis.
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Figure 4. Qualitative multiple case study design.

Lodico et al. (2010) explained that thick description involves the integration of field
notes, interviews, and the identified codes into an interwoven thick description of people, places,
and events in the study. In the analysis, it is important to ensure meanings obtained align with
views of participants and context (Yin, 2014). The entire process entails reading, rereading,
revising, listening to recordings, immersing in data, and engaging in deep reflection while
verifying themes, contexts, conditions, and consequences (Glaser & Strauss, 2009).

Although, technology takes off the burden of manual data analysis, the researcher is
ultimately responsible for the efficiency of the research to ensure that what is analyzed does

indeed represent the views of the participants. The strength is that what is analyzed aligns and is
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understood in the natural context. As a result, the researcher rigorously immersed themselves in
the data, spending the time to read, reread, and reflect on the data for meaning.
Credibility, Dependability, and Transferability

Various frameworks and criteria for evaluating the quality or rigor of qualitative studies
have been proposed (Lincoln & Guba, 1985). The integrity of any research determines its
usability (Patton, 2002). However, the criteria for assessing qualitative research differ from a
quantitative one. Many researchers such as Yin (2014), Creswell (2013), Merriam (2009), and
Stake (2013) agreed with the effectiveness of the commonly used steps for establishing and
maintaining qualitative research rigor, including

e Triangulation—Comparing information from multiple sources

e Member checks—Reviewing information with participants or peers for feedback

¢ Engagement—Immersing self in the data

e Peer review—Compare and review data with others with experience or

knowledgeable peers
e Thick descriptive text
e The researcher’s position or reflexivity—Reflecting on personal beliefs and how that
impacts the study

The term rigor represents research attributes that are exceptionally thorough, detailed,
and credible (Thomas & Magilvy, 2011). It points to the significance of conducting a
trustworthy, transparent, and unbiased research that could leave a trail for others to follow and
arrive at similar conclusions. The three criteria for judging validity, reliability, and

generalizability are explained as follows.
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Validity/Credibility

In qualitative research, validity relates to whether the study is believable and if it
represents the actual situation as presented by the participant (Lodico et al., 2010). Qualitative
research rigor urges scholars to reveal their data source, theory, models, and methodology that
informs their research and conclusions (Creswell, 2013; Lincoln & Guba, 1985; Merriam, 2009;
Yin, 2014). Otherwise, it is hard to trust the study and findings (Creswell, 2013). The study
employed similar rigor for credibility. Multiple data sources such as prequalifying survey
questionnaires, semi-structured critical incident technique interviews was conducted. A think-
aloud/talk-aloud sessions administered post interview enhanced the researcher’s ability in
triangulations and thus the study’s credibility. In addition, the use of multiple case study
approach established credibility by aligning research questions, data collection, and analysis to
the conclusion that aligns with participant’s perspectives. For example, Tootoonchi (2014)
ensured that their findings represented the perspectives and understanding of the participants by
conducting follow-up interviews with 50% of participants to clarify areas of ambiguities and
possible misinterpretations in responses. Similarly, for this study, the researcher returned
transcribed data to participants to confirm its accuracy and ensured that content did not deviate
from participants’ perspectives. Tootoonchi (2014) also engaged a colleague as a peer examiner
to mitigate researcher’s human biases. Per Lodico et al. (2010), credibility answers the question
of “whether the participant’s perception of the setting or the events matched up with the
researcher’s portrayal of them” (p. 169).
Reliability/Dependability

In qualitative studies, dependability is similar to quantitative reliability that refers to the

confidence that a scholar, studying a similar problem and following a similar trail has the
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likelihood of arriving at the same conclusion (Moravcesik, 2010, 2014). The literature review for
this study showed that researchers utilized diverse methods to achieve reliability. Digital data
collection and analysis enhances transparency and audit trails with date and time stamped
records of events (Linton, 2014; Lodico et al., 2010; Mann & Stewart, 2000; Sparkes & Smith,
2009; Tracy, 2010). Thus, the researcher used best-practiced examples from literature to
optimize dependability of the study. The essence of a qualitative design is meaningfulness and
relevance of the findings to stakeholders and end users (Fielding, 2012; Lincoln & Guba, 1985;
Sandelowski, 1993). If the research results are ambiguous or frivolous, the research loses its
essence and by implication, meaning and usability.

Transferability and Generalizability

Generalizability of quantitative studies differs from qualitative whose primary goal is not
for making inferences about a population (universe) for the sake of empirical investigations (Yin,
2014). Rather, qualitative generalizability is based on how knowledge of a phenomenon could be
meaningful, applicable or transferable to a similar or different context or situation (Burger, 2013;
Schreiner & Gaiser, 2009). One strategy for qualitative transferability includes the use of
multiple or cross-case analysis, in which different views or perspectives can be compared.

Such comparative views and findings enable course designers and other readers of
diverse contexts to determine what such findings mean to them in making instructional decisions
for multicultural audiences. The generalizability of qualitative research is a matter of usability,
which is based on how the meanings and conclusions of the researcher relate to reader’s
situations (Moravcsik, 2014). This correlation means that the use of technology could eventually
narrow the line between qualitative and quantitative design. For example, Thomas and Usher

(2009) replicated their study with two different samples and contexts. The first study was in
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African American women, and they later used the same process and method to conduct another
study on Hispanic women. The findings yielded similar results within the margin of
generalizability between the quantitative and qualitative studies.

The sophistication and increased use of computer-mediated communication technologies
have created a platform for online qualitative research (Richey et al., 2011). Online approach
software such as Skype, e-mails for data collection, and data analysis software such as NVivo
have further strengthened and legitimized the qualitative research process and findings (Fielding,
2012, 2014; Moravcesik, 2010, 2014). For this reason, Wilkerson, lantaffi, Gray, Bockting, and
Rosser (2014) recently affirmed that online qualitative design is preferred than face-to-face
mostly due to the immediate availability of transcripts. Collected data can be traced to
participants and transcription presents minimal errors (Wilkerson et al., 2014).

The credibility, dependability, and transferability of the current study were heightened by
engaging qualified, experienced researchers. Such experts included the mentor, members of the
dissertation team, and other experts to peer-review the entire process and findings for
trustworthiness and usability. Based on this insight, it could be argued that although qualitative
evidence is not geared for generalization as quantitative evidence, the heightened transparency
and traceability enhances its credibility, usability, and meaningfulness. Thus, readers who can
find meaning in the evidence can apply it in their instructional practice beyond the scope of the
demographics covered in this study.

Expected Findings

The findings of this study are expected to illuminate key instructional strategies as used

by experienced instructional designers and DBA to support learners of diverse cultural

background in their practice. In a broader sense, this study will increase cultural awareness,
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which is deemed a central educational duty that is inseparable from ethical principles of doing
good to make the world a better place through good design, good theory, and good acts (Thomas,
2003). Therefore, it is believed that findings from this study will mandate current and
prospective course designers to reflect on their current views and practices when selecting
instructional strategies for learners from diverse cultural backgrounds. It is expected that answers
from this study and online instructional strategies cultural values questionnaires, interviews, and
think-aloud/talk-aloud responses will provide instructional designers for online learning
practitioners with guidance to modify, update or further explore interventions on how
instructional strategies can be used in meeting the needs of multicultural online learners in their
practice.

Instruments

Instrumentation for this study describes where and how the instruments used in collecting
data were created and used (Lodico et al., 2010; Miles & Huberman, 1994). This qualitative
research utilized multiple data sources, and as a result, multiple instruments. Yin (2014)
recommended four types of data collection approaches: (a) prequalifying survey, (b)
Instructional Strategies/Cultural Value Survey Questionnaire, (c) critical incident technique
interview questions, and (d) think-aloud/talk-aloud protocol (Appendix C).

A prequalifying questionnaire for eligibility was used for collecting demographic data
such as sex, age, qualification, certification, experience and cultural disposition, and years of
experience in teaching or instructional designing (Deakin & Wakefield, 2014; Onwuegbuzie,
Leech, & Collins, 2010). The responses guided the eligibility and designing of the interview
questions. The qualitative online survey instrument was created via SoGoSurvey, and the link to

survey questionnaires was sent to participants via e-mails. The creation of the survey
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questionnaire was informed by various research-based literature (Boon & Lewthwaite, 2015;
Hando, 2014; Parrish &Linder-VanBerschot, 2010; Tan, 2010).

The critical incident technique was one of the main instruments for data collection in this
study. The instrument and interview technique come from the work of Sir Francis Galton but was
put into the spotlight by John Flanagan and has since become used as a research approach
(Flanagan, 1954). Per Flanagan (1954), the critical incident technique represents a study of a
specific significant incident or memorable experience in a participant’s life. An essential element
of the instrument is that it focuses the interview process on specifics. , The use of the critical
incident technique enables the participant to recall details of specific relevant events, such as the
nature of the incident, those involved, when it happened (Flanagan, 1954). Additionally, it can
allow participants state what lesson they learned from the incident (Collins, Arthur, Brown, &
Kennedy, 2015; Flanagan, 1954; Phelan, 2012; Sharoff, 2008). The interview was administered
via Skype conferencing software. However, those without Skype applications or data in their
Skype account had their study administered via telephone. Because Skype has no recording
capability, iFree Skype recorder was used. The iFree Skype recorder is a free software that
integrates with Skype communication and records both interviewer and interviewee.

Recorded interviews were stored in a Gmail account that could be accessed using a
password. The audio communications from the interview were transcribed verbatim using one
iFree Skype recorder to mediate computer communication software NVivo (Creswell, 2013;
Miles & Huberman, 1994). Use of the critical incident technique interview enabled the
researcher to focus the interview with instructional designers and DBAs in Context A and

Context B (see Figure3). Transcribed scripts were given to participants for further verifications
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and accurate representations. The recorded interview process also allowed the researcher to
obtain detailed analysis that facilitated the identification of differences, similarities, and patterns.

A think-aloud/talk-aloud protocol was also used to enrich the data. Think-aloud/talk-
aloud is a qualitative data collection method that enables participants to speak freely about their
thoughts unhindered. Aitken, Marshall, Elliott, and McKinley (2011) compared the best data
collection strategy between observations and think-aloud/talk-aloud. Findings showed that 130
decisions were identified following observations whereas 209 were identified using think-
aloud/talk-aloud (Aitken et al., 2011).
The Role of the Researcher

The researcher’s role was primarily data collection including assuming responsibility and
leadership in order to enhance the integrity, quality, and usability of the study findings. Although
the study method and design were technologically driven, the researcher decided on the role and
level of involvement with participants and made an effort to develop a trusting researcher—
participant rapport. Acquiring this rapport was beneficial as it allowed the participants to open up
and providing the researcher with in-depth answers to the questions of this study. Although this
topic was of interest to the researcher, she rigorously controlled and avoided biases by using
online methods for the study, asking direct probing questions, and listening attentively to each
participant even though they were in different parts of the world. Thus, researchers must be
skilled in collecting complex data from multiple sources and managing personal bias and beliefs
from influencing the study process at any level (Xu & Storr, 2012). The researcher
acknowledged the role differences between her and the participants, as the participants were
those in authority or those with many years of experiences in the online learning or instructional
design field.
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The researcher has been a director and administrator of various healthcare ventures with
over 20 years of experience in conducting skilled observations, assessments, and making critical
decisions that pertain to human life in clinical settings. In addition, the researcher taught in a
private nursing institution and collaborated with other instructors to develop courses or revise
existing ones. The researcher has a Texas teacher certification in health science and currently
teaches Grades K—12. Part of the motivation for this study is to improve the experiences of
online learners irrespective of their cultural backgrounds. The competency of instructional
designers and DBAs is central to education; therefore, inputs from designers and teachers and
their practical experiences guided this study. The researcher is an online learner from a non-
Western background with a firsthand experience on how instructional strategies could impact
learners from diverse cultures. The researcher utilized online data collection and analysis
methods and rigorously ensured that her personal experiences and biases did not impact the
integrity of the study. The researcher’s role is anchored on the fact that the usability of the study
findings is based on her efforts, which included rigor in employing extreme transparency and to
ensure replication of the study by other researchers.

Guiding Interview Questions

The primary research question guided the development of the prequalifying
questionnaires and semi structured critical incident technique interview questions. Thus, the
primary interview question sought to understand and describe the beliefs of instructional
designers and DBA faculty members on how instructional designers could best support culturally
diverse online learners. The critical incident technique as proposed by Flanagan (1954) was the
interview approach deemed the best fit in seeking answers to the research questions. It provides

evidence-based data for interpretation of events that align with how and why decisions are made
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in certain activities (Flanagan, 1954). The critical incident technique interview technique was
originally the work of Sir Francis Galton and was put into research use by Flanagan, who
brought it into spotlight.

Key elements of the instrument include the ability to focus the interview process on
specifics. According to Flanagan (1954), the use of the critical incident technique enables
participants to recall details of specific relevant events, such as the nature of the incident, those
involved, and when it happened. Additionally, it can allow participants state what lessons they
learned from the incident (Collins et al., 2015; Flanagan, 1954; Phelan, 2012). Per Flanagan
(1954), the critical incident technique represents a study of a specific significant incident or
memorable experience in a participant’s life. Thus, it focused the interview questioning process
on details and allowed the researcher to compare differences and similarities. The five steps of
creating critical incident technique interviews include(a) establish the purposes, (b) specify plans
and terms, (c) collect critical incident data, (d) analyze and interpret, and (e) report (Flanagan,
1954).

Ethical Considerations

Ethical issues are inseparable with all aspects of the research process, but mostly with
qualitative research; which is often criticized for its subjectivity (Maxwell, 2013; Yin, 2014).
Ethical concerns in research have taken a new turn in recent years due to technological
advancement and the use of the Internet. Mertens and Ginsberg (2009) noted that issues of ethics
have expanded beyond U.S. federal guidelines to include consideration of global contextual
factors. Lincoln (2009) described four major ethical frameworks that emphasize the (a) ethical
consideration of those the research is conducted on,(b) context (site of study), (c) ethical

globalized context (diversity factors),and (d) ethical considerations in the entire process, from
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preparation, data collection, data analysis, and interpretation, preparation and dissemination of
reports. These guidelines matched those that were used in the current study as it involved diverse
participants engaged in designing instruction for culturally diverse online learners. This
researcher adhered to Lincoln’s four guidelines as follows:

1. Ethical consideration of those the research is conducted on: This researcher did not
foresee any potential risk to the human subject on whom and for whom the research
was done. The participants were adults, and therefore, there were limited or no
vulnerability to protected status participants or participants with such characteristics.
a. Informed consent was provided to participants prior to beginning the study and

the purpose of study was explained to them without insisting they participated.

b. Participants had the right to withdraw at any time without coercion or
repercussion for withdrawal. Such consent shall express the freedom to withdraw
from the study at any stage.

c. Participants’ anonymity or confidentiality was paramount to the extent possible
when using online technologies. The rigorous effort for participants’ privacy
protection included the installation of software to delimit hackers and protect
confidentiality and seeking consent before releasing information.

d. The researcher used passwords to protect information.

e. The researcher used codes or pseudonyms for subjects to ensure confidentiality
and privacy.

f. The researcher did not provide or share participants’ information with a third

party and rigorously ensured participants anonymity.
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2. Context/site of the study: The primary site for this study was Internet network
technologies using tools such as e-mails for recruitment; Skype, Google Forms,
Survey Monkey, Messenger, and other digital social websites for data collection; and
digital software for data analysis and report. The use of the World Wide Web has
revolutionized the qualitative research process by heightening the transparency and
traceability of the research process, thus mitigating against ethical concerns (Fielding,
2012). However, this process may entail downloading files through the Internet.
Therefore, the researcher was committed to employing maximum possible procedures
in ensuring ethical practice of dignity, privacy, and confidentiality of participant
information. Although a full guarantee of confidentiality cannot be promised by using
the Internet (Fielding, 2012; Moravcsik, 2014), the researcher employed the strategies
listed as follows to ensure the safeguard of participants’ electronic data:

a. Digitally collected data were only stored on the computer. Afterwards, all
electronic data were deleted from all sites.

b. The researcher ensured the safety of electronic data with digitally secure storage,
passwords, and reasonable anti hacker software.

3. Ethical globalized context: Diversity factors
a. Ensured informed consent and used terms, examples, and words familiar to

participants from a diverse culture.

b. Exercised caution during the process and in making inquiries about culture,
religion, gender, and other sociocultural factors to be respected, including
knowing when and how to research certain demographics (concerns of electricity,
the Internet, etc.).
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c. Used e-mail contacts when Skype or phone communication was not possible.
4. Ethical considerations in the entire process: The researcher conducted a credible and
trustworthy research study by employing rigorous ethical considerations from
planning, sample recruitment practices, sample size, study site, analysis,
interpretation, and dissemination of findings, and being mindful of conflict of interest
(Creswell, 2013; Yin, 2014). This research study employed the following ethical
process:
a. Researchers received approval from Capella University’s Institutional Review
Board on the process used to protect participants and limit conflict of interest.
b. Potential conflict of interest risk for this study was considered low or limited as
the sample was drawn from members of the researcher’s professional networks
with qualified participants with no direct affiliation with the researcher.
Thus, this study upheld higher ethical standards from the beginning to the end of the
study as set forth by the Capella University Institutional Review Board (Lincoln, 2009).
Summary

This section described the research methodology deemed appropriate for answering the
research questions of this study. The study explored the beliefs and practices of instructional
designers and DBA faculty in higher institutions on how instructional design is used to support
culturally diverse online learners. The section also described the use of a qualitative multicase
study as the best-matched design for answering the research questions posed in this study.
Various sampling approaches were used including purposive sampling, convenience,
snowballing, and the maximum variation sampling strategy, which allowed the selection of

participants with characteristics and experience that matched the criteria set for the study.
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Furthermore, the section showed how online survey questionnaires, interviews followed by
think-aloud/talk-aloud session were used to collect data to answer the research questions. This
chapter also showed how the use of online data collection approach could limit the researcher’s
role and influence in the research process and set aside researcher bias during the study. Finally,
it emphasized the optimum possible precautionary strategies that the researcher took to protect
participant’s identity and information with the goal of producing credible and ethical findings

that others could apply to their situations.
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CHAPTER 4. PRESENTATION OF THE DATA

Introduction: The Study and the Researcher

This chapter contains a presentation of the data collected in this study. This chapter also
discusses the study sample and the research methodology as applied to data analysis. The
purpose of this qualitative multiple case study was to understand and describe the beliefs of
instructional designers and designer-by-assignment (DBA) faculty members on how instructional
strategies can be used to support online learners with diverse cultural values. The data from the
interviews, think-aloud/talk-aloud and the online surveys were analyzed to understand and
describe instructional strategies that instructional designers and DBA faculty members used in
supporting culturally diverse online learners. Given the focus of the central phenomenon under
study, the following research questions were asked:

RQ1. How do instructional designers and designer-by-assignment faculty members
describe their experience-based beliefs on the role of instructional strategies in
supporting online learners with diverse cultural values?

RQ2. What instructional strategies can be used, according to instructional designers and
designer-by-assignment faculty members that can meet the needs of culturally
diverse online learners?

Description of the Sample

Participants were recruited using various professional and digital social networking

websites and professional associations whose membership included sampling that meets the

criteria outlined in this study. Thirty participants responded to the prequalifying survey,
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11completed the questionnaire, but only eight met the criteria outlined for the study and were
available and willing to complete the entire study. Likewise, 27 participants responded to the
Instructional Strategies/Cultural Values Survey Questionnaire, 13 completed the study but only
eight who met the criteria consented and returned the signed hard copy via fax or e-mail. These
eight participants also participated in the Skype-recorded interview or telephone interview (for
those participants with network and power challenges). These were mainly those participants in
non-Western countries. Four of the eight participants were from Western countries such as the
United States and Europe; the other four were from non-Western nations.

Although the Caribbean is in the Western region, the cultural values in the Caribbean
Islands were complex and similar to those values commonly exhibited in non-Western cultures
such as the Africa, India, and so on (Olwig, 1990; Safa, 1987). Participant LG, just as Olwig
(1990), affirmed that, there are many similarities in values of the Caribbean values to that of the
other non-Western values. The participants were active as DBA faculty members and practicing
instructional designers. Four participants, TH, LG, SR, and ST indicated they were currently
active instructional designers and were all university faculty members. Participants LU, NU, FA,
and ME qualified because of their roles as DBA faculty members. All but one participant (seven
in total) had doctoral degrees and one of the participants was currently in the process of getting a
doctoral degree in the field of instructional design for online learning. All eight participants met
the 3years’ minimum experience set for the study, as either an instructional designer or a DBA
faculty member. As noted previously, Participant SR clarified that she had over 3—5years as a
DBA and only 1-3 years as an instructional designer. Table 1 is a list of the participants’

demographics.
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Table 1.

Participant Demographics

Participant Currently active as a Currently active as an Academic Years of
code designer-by-assignment faculty? instructional designer? qualifications experience

FA Yes Yes PhD 5 or more

LG Yes No PhD 3-5

LU Yes Yes PhD 5 or more

ME Yes Yes PhD 3.5

NU Yes Yes PhD 5 or more

SR No Yes Master’s degree 1-3

ST Yes Yes PhD 5 or more

TH No Yes PhD 5 or more

Research Methodology Applied to the Data Analysis

A multiple case study design was deemed best matched for this study. This research
approach enabled the examination of each of the individual cases separately. In keeping with this
principle, each interview transcript was read in its entirety and coded individually. This approach
allowed the researcher to form initial thoughts on each individual case before reflecting on the
cases. Following this initial examination, data collected from the various cases was converged,
compared, and cross-examined to gain an in-depth understanding of the issues at hand. After
each case was coded separately, the codes were compared across all the cases to examine
themes, similarities, and differences across the cases.

Data were collected via online surveys (see Appendices A and B). Additional data were

collected via an online survey using the Instructional Strategies/Cultural Values Survey
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Questionnaire (see Appendix B). This survey was followed by interviews conducted via Skype
and telephone for those with difficulties connecting to Skype. Two guiding questions directed the
creation of the nine-question interview protocol. The first guiding question was: How do
instructional designers and designer-by-assignment faculty members describe their experience-
based beliefs on the role of instructional strategies in supporting online learners with diverse
cultural values? The second question was: What instructional strategies can be used, according to
instructional designers and designer-by-assignment faculty members that can meet the needs of
culturally diverse online learners? The guiding questions informed the development of the
interview protocol for the study. The critical incident technique interview questions (Appendix
D) included nine questions that were followed by a brief think-aloud/talk-aloud session.
Critical Incident Technique Interview Question 1

Critical Incident Technique Interview Question 1 was: Describe the highlights of your
experiences as a teacher or course designer for culturally diverse online learners.

The participants experience with online learners varied as course designers or teachers.
Their expertise impacted their design work and how they interact with their learners. According
to Participant LG, some participants were challenged by cultural differences in which students
take the centered approach as the teacher is lazy or incompetent. One participant expressed
structure with clarification of expectations and meaning as the key, and he highlights this when
students are successful.
Critical Incident Technique Interview Question 2

Critical Incident Technique Interview Question 2 was: Describe the low points of your

experiences teaching or designing courses for culturally diverse learners.
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Participants’ low points differed based on context. For instance, Participant FA stated,
“One low point is finding a solution to the technophobia plaguing online education and
technology-driven learning. Desensitization of every stakeholder is critical, from the school
administration, teachers, and learners, including the public.” Technophobia could be challenging
as it may lead to resistance in investing in technological infrastructure or supporting the online
education program, especially from faculty and the leadership. Another participant was deeply
concerned about being addressed as Miss, after several reminders to call her by her correct title.
Other participants stated that, rather than try to understand all students’ culture, time is spent in
directing the students to the university, social, and universal culture.

Critical Incident Technique Interview Question 3

Critical Incident Technique Interview Question 3 was: What surprises you the most about
teaching or designing courses for culturally diverse learners?

One participant stated that she had no surprise designing instruction for culturally diverse
learners. According to Participant FA, other than “the fact that, we try to maintain the concept of
cultural imperative where the content is the same, that is content strictly adheres to the basic
principles of quality education.” To others, the instructional strategies and methodologies,
materials, and delivering approach may be based on the learners’ cultural background. Culture is
used to inform course design to adhere and ensure quality content and learner’s satisfaction.
Critical Incident Technique Interview Question 4

Critical Incident Technique Interview Question 4 was: What is the most challenging thing
about teaching or designing courses for Western and non-Western learners in the same

environment?
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The challenges expressed by participants varied. One participant said education is about
change; hence, selecting instructional strategies that addresses the needs of learners and
academic standards, and equally adapt to values of different learners is a daunting task. Again,
the Participant FA said, “We focus on cultural imperatives, which do not undermine academic
quality but flexible to respect individual cultures.” Participant FA continued, saying,

In designing courses or teaching students from diverse backgrounds, certain challenges

including culture itself are difficult to define and hard to change. Even ineffective values

may be difficult to change, collaboration or teamwork, does not mean cheating. Sharing
information does not mean plagiarism, a culture of silence, and respecting elders does not
mean accepting wrong answer forms as truth.

Hence, instructional designers and teachers are duty bound to teach students how to
explore several resources, make decisions based on critical analysis of the facts, and argue out or
defend the reason for their beliefs or answers. The ability to get students to explore resources
independently is sometimes a challenge. Another participant reiterated the difficulty in their
writing course especially with non-English natives who struggle to write in an appropriate
manner.

Critical Incident Technique Interview Question 5

Critical Incident Technique Interview Question 5 was: Describe how your own beliefs
impact the instructional strategies used for culturally diverse learners.

Participant SR responded that “behind every teacher, instructional designer or even
administrative staff of an institution is an underlying cultural value or belief system.” These
values are implicitly or openly entwined in the content of the delivery system. In the same vein

of designers’ values and belief system, Participant FA noted, “My love for presentation or
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debates on key concepts is based on my own educational history. That’s how I learn the
most.”On the same question, Participant TH added that “while expertise and experience are
incredibly valuable, you cannot let expertise and experience turn into elitism. You have to stay
open to inputs from various places. That’s critical.”
Critical Incident Technique Interview Question 6

Critical Incident Technique Interview Question 6 was: How should designers use
instructional strategies to support learners whose cultural values predispose them to be passive,
dependent, and unable to question authority or consider alternative views (Tyson, 2012)?

Participants noted that the use of collaboration was efficient for passive and dependent
learners. Also, the use of collaborative technological environments is helpful for the less passive
students; it increases interaction and may make them to become active learners. Some
participants said the use of mannequins or robotic personae were effective instructional strategies
for the less vocal or passive learners. Otherwise, most participants said discussions, case-based
learning and project-based learning were useful in helping students solve problems while
discussing their findings. Participant NU noted that passive learners are everywhere and refute
the assumption that non-Western learners are more passive than Western learners. However,
posing questions and engaging learners in problem solving and open communication are very
effective for passive learners irrespective of the context.
Critical Incident Technique Interview Question 7

Critical Incident Technique Interview Question 7 was: Describe some instructional

strategies that you have used successfully in teaching culturally diverse learners.
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Participants recognized there were tons of strategies, but only those deemed to enhance
learning and quality education that could be applied in real-life settings globally were employed.
Irrespective of the instructional model used in selecting strategies, Participant FA stated,

There is no right or wrong strategy in my experience, just as there is no right or wrong

culture, being culturally sensitive in designing instruction and ensuring that the content is

clarified, so it does not look foreign to one group and normal to another should be the
guiding principle for any teacher.
Critical Incident Technique Question 8

Critical Incident Technique Interview Question 8 was: Describe how Geert Hofstede’s
cultural dimensions could be useful in selecting instructional strategies that support culturally
diverse audiences.

Most participants said they never explicitly used Hofstede’s (2011) cultural dimensions
as a guide to design instruction. Thus, strategies often used such as, collaboration, group study,
individual assignments, and student-centered strategies may be implicitly intertwined with
Hofstede’s cultural dimensions.

Critical Incident Technique Interview Question 9

Critical Incident Technique Interview Question 9 was: Describe what instructional
strategies best support students with respect-of-elders values who may feel uncomfortable asking
direct questions or considering alternative views.

Participants acknowledged cultural differences and the respect for elders practices
(Tyson, 2012).Participant TH noted that because some of the students in college were already
matured and set in their ways, respect for elders applies less frequently to them. Accordingly,

most of them agreed that the key is getting to know one’s students. However, Participant FA
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noted that the values of respecting elders or authority are contextual as those in the city are more
independent than those in rural areas; hence, as students with respects of elders values transition
to online or blended learning environments, teachers ensure they receive high scaffolding until
they can cope with student-centered learning.

Overall, the think-aloud/talk-aloud exercise, and the preceding critical incident interview
question responses showed that most instructional designers and DBA faculty differed on how
they tackle the issue of orienting a novice instructional designer to succeed in selecting the most
appropriate instructional design strategies to support diverse students. Many of the participants
said flexibility, quality education, language consideration, the adaptation of content when
necessary, and the use of multiple methods have proven very effective in reaching culturally
diverse online learners.

Presentation of Data and Results of the Analysis

The following sections discuss the data collected in this study through the lens of the
study’s central research questions. Although each case presented individualized data, some
themes emerged across multiple cases. These themes helped inform the study’s purpose and gave
insights into answering the research questions.

RQ1: Instructors’ Experience Using Instructional Strategies for Diverse Learners

Research Question lasked: How do instructional designers and designer-by-assignment
faculty members describe their experience-based beliefs on the role of instructional strategies in
supporting online learners with diverse cultural values? Although all participants reported
differing experiences and beliefs regarding the role of instructional strategies in supporting
online learners, some themes emerged from the data that was shared by many participants. Those
themes included Teacher-Centeredness, Language, and Relevance.
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Teacher-Centeredness. Seven participants reported that their students approached
learning through a teacher-centered approach. Participants described students in a teacher-
centered environment as more passive learner than students in a more student-led environment.
Participant FA indicated that teacher-centered learning is not always possible in an online
learning environment and that she prioritized assisting students to adjust to a more student-led
style of learning. According to Participant FA, “The usual teacher-centered lecture where
students only passively listen is no longer possible in the online environment; hence, students are
compelled to learn independently while the teacher facilitates.”

Participant LG reported a similar experience to Participant FA. Participant LG indicated
that she too discovered many of her students approached learning through a teacher-centered
lens. Participant LG mentioned that she often had to encourage her students to discover answers
for themselves, rather than asking her to spell out the answers for them. Participant LG said that
the Caribbean approach to education was “very paternalistic, very old-fashioned,” in which the
teacher lectured while the students took notes.

Participant LU indicated that students who rely on teacher-led learning were often
passive learners. He indicated that with passive learners, there were certain educational strategies
that encouraged these students to seek answers for themselves. He mentioned that he used a
variety of techniques and that it was important to choose the strategy that works best for each
student. According to Participant LU, passive learners often depend on teacher-led learning.
Participant LU claimed,

Strategies that encourage teamwork, interactions, individual work, collaboration, self-

exploration, and providing multimode of delivery is effective. Flexibility in choosing and

selecting what works is ideal for passive and nonpassive students. I am not boxed in by a

102



single theory; rather, I believe teachers should have the flexibility to choose based on a
student’s style, preference, and cultural disposition. Passive and independent learners are
encouraged to be self-directed but with high-level scaffolding till mastery.

Language. Four participants reported that language factored into the experience of
teaching a culturally diverse group. These participants reported that language barriers were
hurdles that needed to be overcame, both in terms of fluency and in terms of colloquial
understanding. Participant ME stated that he worked to ensure the language he used could be
understood by a variety of students from different cultural backgrounds. He indicated that

At times, I’ve had students who, because of their English as their second language or

maybe they have cultural biases, or they have cultural perspectives, come to class not

capable of understanding the colloquial language when presented in class. As an
example, if we walk into class and start talking in manners that are colloquially fluent and
some of the students may not have been grounded in the quote and unquote Western style
to learn the idioms and to learn the shortcuts to make language smooth in Western

cultures. So, in some cases, we have to go through that; and even pronunciations matter a

lot. One example is my experience from learning that in some cases, I would say, that the

body is not made of metal. The students would think that the metal is m-e-d-a-1 instead of
m-e-t-a-1. So that pronunciation changes the dynamic of things.

Participant ME went on to say that language perception was also an important factor in
teaching students from a varied cultural background. He indicated that it was important not to
assume that a student’s capability was dictated by their English language fluency. He indicated

that because communication was “a very central element in selecting instructional strategies,” his
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teaching strategies were chosen to foster communication. Furthermore, establishing
communication may increase student engagement and independent learning.

Similarly, Participant TH also reported that language needed to be critically considered
when developing instructional strategies. Participant TH found that giving students enough time
to formulate their thoughts fully was important when language could be a challenge. According
to Participant TH,

I have had classes where I would have an African American student, a Nepalese student,

a Chinese student or two, and a bunch of kids from Central Minnesota. Making the

connection especially for those who recently come to the United States is very interesting

and challenging. Part of it for me is getting past language issues to substantive things. For
second language learners, it’s useful for them and in an asynchronous situation to be able
to formulate their thoughts and write them carefully. I find that I can help with second
language writing issues either in the context of assignments or in one-to-one personal
discussion basis to help them think about my big bugaboos.

Relevance. Five participants reported that the relevance of instructional strategies needed
to be considered when teaching an ethnically diverse group. These participants indicated that the
content of lessons needed to be tailored to the understanding of the group being taught.
Participant FA indicated that providing relevant content was the key to fostering learning.
According to Participant FA,

In behavioral learning theories, such as Gagné’s nine events, Merrill’s first principles, the

key is to have content that is academically sound. However, in getting a student to learn,

the content presented must be meaningful and relevant to the learners, it should be

presented in a way that it activates prior experience and could be applied and
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incorporated in real work environments. Thus, both cognitivist strategies that enable

students to journal, reflect, and rehearse content, or constructivists theories that enable

problem solving, debates, and analyzing data are used depending on the concept being
taught, and the audience it is being taught to.

Participant NU also reported the benefits of using relevant examples in teaching. He
indicated that he attempted to find examples that were “not too foreign” for his students and that
using local examples was ideal. Using relevant examples may enhance student engagement and
understanding. In addition, Participant NU noted that “the teacher’s goal is to ensure every
student engages and understands the expectations. Structure, clarification of expectations and
instruction that is meaningful and relevant to the student’s goal is the key.”

Participant NU said that, “based on experience, teachings and instructional designers
should draw from the university’s academic, social, and universal culture” rather than teachers’
trying to understand the differences among all students taking online courses. The researcher
asked Participant NU to clarify what he meant by universal culture. NU explained that, in
mathematics, 2+2 =4 is a universal standard. Similarly, sciences such as biology and physics are
also universal standards. Likewise, quality education and expectation for global job markets are
considered to be among many universal cultures. As the culture of the setting and the diverse
background of the learners differed, good teaching, therefore, entails orienting students to this
universal culture and shared interest.

For passive learners, Participant NU strongly asserted,

I do not believe the notion that non-Western learners are passive learners. There are

passive students everywhere. However, the onus is on the designer to design instruction

to motivate the passive learners in tasks that are meaningful and relevant. Such projects
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should include open communication with, problem-solving requiring critical thinking,

analyzing, asking questions and finding solutions to problems are effective strategies for

passive learners.

Participant ST reported that relevance also came into play relating to the cultural learning
system in general. She reported that different cultures approached learning differently and that
practices that are common in one culture may seem irrelevant and unimportant in others.
Participant ST indicated that “the attitude toward learning” in the country was dependent on
“memorization and studying for the exit exam, and there’s a whole para-educational system
here.” Participant ST claimed that the students had “trouble going from just memorizing things
to seeing the bigger picture of how those things affect them.”

Relating to differences, Participant SR noted that she had a problem with culturally
diverse learners not understanding the differences between collaboration and plagiarism.
Participant SR claimed,

When they think they are helping each other, they would rather, one person does a piece

of work, the other does the next piece, and then they just copy them to each other, in what

was most challenging about designing and teaching online learners.

In clarifying what aspect of group work was challenging, Participant SR replied,
“Students leaving work for others, expecting others to do the work and they share the credit be it
online or in class. This is a serious challenge.”

RQ2: Instructional Strategies for Culturally Diverse Learners

Research Question 2asked, What instructional strategies can be used, according to
instructional designers and designer-by-assignment faculty members, that can meet the needs of
culturally diverse online learners? Although all participants reported unique experiences, several
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themes emerged from the data that was shared by many participants. These themes include
Hofstede’s (2011) Cultural Dimensions, Scaffolding, Group Work, Cultural Awareness, and
Flexibility.

Hofstede’s Cultural Dimensions. A few participants indicated that although they did not
intentionally adopt Hofstede’s (2011) cultural dimensions into their teaching plan, they had
considered the cultural dimensions in their teaching. Many participants indicated that the
research on Hofstede dimensions was not nuance or specific enough to be used in the creation of
lesson plans. Participant FA indicated that although some of Hofstede’s cultural dimensions were
apparent in her students, students varied widely even within the same culture. Other factors, such
as socioeconomic status, also affected how her students learned and interacted within a learning
environment. According to Participant FA,

The Hofstede dimensions in online learning are based on context and upbringing. For

instance, the concept elaborates on individualism, collectivism, power distance, and

uncertainty avoidance high and low. These values are prevalent; however, if a student
lives in a more affluent city and enrolls in the online program, their values will be
different from those in the city even though they are Nigerians or Africans. Most of the

Nigerians in the city are more assertive, almost like those in the West. Whereas, those in

the remote areas with little access to technology to experience the features mentioned in

Hofstede dimension (power distance may be more prevalent in this group). Then up in

Northern Nigeria, with the Islamic population, the values may also be deeper than those

in a remote part of the South. Hence, the cultural values as expressed in education is

contextual, and not merely a Western or non-Western issue.
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Participant SR noted that the first time she became acquainted with Hofstede’s (2011)
cultural dimensions was from the document she received from this study. However, she noted
that some elements of the dimension such as individualism/collectivism were prevalent in her
design work such as group or independent work, which was an activity everybody did. On
respect for elders, she asserted that she once collaborated with a Chinese man who refused to
look her in the eyes.

Other participants, such as Participant LG indicated that Hofstede’s (2011) cultural
dimensions were simply another tool that could be adapted and used. Participant LG mentioned
that she sometimes considered Hofstede’s cultural dimensions but that she liked to adopt them as
they suited her class. Like Participant LG, Participant ST indicated that she used Hofstede’s
cultural dimensions as a tool. Participant ST indicated that the dimensions were a good way to
foster discussion or as a starting point in a lesson. According to Participant ST,

Sometimes while teaching, I consider it because we had a test a little bit about that, so we

could talk about it with the learners and talk about how they see their country and how I

see their country. I had not considered it as an instructional designer where it would be

useful to know some of these things, the hierarchical, the individual or collectivism. As a

designer, [ might structure a discussion board a way just assuming that it will be okay

that way, depending on the questioning authority and the individual or collective
dimensions, no one may answer it.

Participant ST noted that it might be a complete disaster if the learners are afraid to
participate because of the way the sentence or the prompt was written.

Scaffolding. Six participants indicated that they used scaffolding as a teaching strategy.
Many of these participants indicated that scaffolding could be particularly useful to encourage
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passive learners to take a more active approach to learning, or that it could be used to support a
student until they were more capable of directing their own learning. Participant LU indicated
that until students have demonstrated mastery in certain areas, high-level scaffolding is used to
support their learning. Participant ST also indicated that scaffolding was a key educational
strategy she used in her work to support her students. According to Participant SU, using
templates as scaffolding for her students was more helpful to them than simple verbal directions.
Templates reduced the students’ focus on the structure, and increased the focus on the content,
which Participant SU believed increased learning.

Participant NU, like Participants ST and LU, indicated the scaffolding was a useful tool
to utilize to help students build mastery. According to Participant NU, scaffolding was one of
many strategies she utilized when teaching her students. Participant NU stated,

For instance, gaining the attention of online students require presenting strategies that

make them want to engage, of course, such must be something meaningful and relate to

the student’s future career. Scaffolding—guiding students, giving students enough time to
complete tasks, demonstrates the concept under study.

Group Work. Four participants indicated that group work was a teaching strategy they
used to great effect in their online classroom. Some participants said that group work was
embraced by their students whereas others reported that it was a difficult concept for the students
to grasp. Participant LG indicated that group work was an effective tool for creating active
learners, and for getting students to rely on each other instead of the teacher. According to
Participant LG, group work fostered collaborative learning. Participant LG expressed that “by

the time they are at the end of the program, and you say, ‘Okay, this is a collaborative group
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project,’ it runs itself. It goes completely on autopilot. I think that’s probably the most important
strategy.”

Whereas, Participant NU’s experience with group work was more challenging than the
experience reported by Participant LG. Participant NU reported that although group work was a
valuable tool, it was challenging to get students to collaborate evenly in the group project.
According to Participant NU,

Based on my experience, the element of surprise is the attitude of students—how

students’ project entails students working together. Designing of a group project is highly

encouraged even for students from diverse backgrounds, but it surprises me to see
students pass the buck of work to peers yet expect to share the grade. One major
challenge is having students to work together. Although collaboration and team work are
highly promoted and have proven effective, it is also problematic as students tend to pass
the buck of work to others. Hence, designing a group project, collaborative or cooperative
learning is sometimes daunting.

Participant TH reported that group work was effective in encouraging students to try
different roles than their natural inclination. Participant TH indicated that he used group work to
pull students out of their comfort zone. Participant TH claimed to “try and force” the students to
rotate tasks and perform different roles in the group.

Cultural Awareness. Five teachers indicated that practicing cultural awareness was one
of the most important teaching strategies they utilized when teaching a diverse group of online
learners. Participant LU indicated that practicing cultural awareness did not simply make
instruction easier for students, but more effective as well. He indicated that students performed

better when examples, instructional methods, and teaching strategies were familiar to them.
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Participant ST also reported that practicing cultural awareness was a skill she developed over
time and due to necessity. She indicated that it was important to consider her students’
background when teaching. Participant ST said that

Maybe 80%—85% of the students in the classroom are Greek, but always there are a

handful of students who are from the Middle East, Egypt, Saudi Arabia, or Jordan. That

has affected my thinking in the classroom. It affects how I—if I want to give an example
of something because those are things that we just come up with off the top of our heads.

I have to stop more and make sure that my example would, one, be something that’s

understandable by all the cultures, and, two, something that wouldn’t be misunderstood

or offensive. I really want to make sure that the language is clear.

Participant NU reported similar experiences as the other participants. He indicated that
utilizing cultural awareness by using local examples, being able to adjust the structure of the
instructions for clarification has helped improve his interaction with students and his students’
experiences in the classroom.

Flexibility. Flexibility was a strategy discussed by four participants. This theme was
often related to cultural awareness, and cultural differences were often the reason flexibility was
important for the success of an online classroom. Participant FA indicated that flexibility in the
selection of strategies was critical to the success of an online classroom. According to Participant
FA,

Education is about change—thus for learners—attempting to select strategies that address

need of learners, meet academic standards, and equally adapt to values of different

learners are daunting tasks. In selecting strategies, we focus on cultural imperative—

which does not undermine academic quality but flexible to respect individual cultures.
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Participant LU also indicated that when choosing educational strategies, flexibility was
essential. Participant LU stated that one educational approach did not work for all students and
that having the flexibility to adapt teaching methods to different students was what led to his
success. According to Participant LU,

Thus, we often prepare our students to apply learned skills in an authentic work

environment. As stated earlier, eclecticism, which considers various strategies such as the

first principle, Gagné’s nine events of instruction, role playing, storytelling, gaming,
problem-based learning, mastery learning, and others are effective. The flexibility to
choose, rather than being confined to a single learning or instructional theory has been
found to be effective. It boils down to having instructional strategies that would not
offend the student’s cultural values, but rather, is relevant and meaningful to support the
student’s life’s objectives or goals.

Similarly, Participant LG indicated that when working with a group of diverse learners
with varying backgrounds and experiences, utilizing flexibility in lesson plans and due dates
allowed for a more effective learning environment. Participant LG indicated that, occasionally,
certain lessons and projects took longer than she initially planned for, and in such instances, she
was flexible and worked with her students, rather than trying to force the group to adhere to the
original plan. According to Participant LG,

A lot of it, too, is just going in there and tweaking things sometimes. Being flexible,

making adjustments. I have to adjust some due dates on a couple of times in two classes a

couple of weeks ago because it just wasn’t sinking in. It’s really a matter of just going

with the flow and doing what I have to do and managing my time well, and being very
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sure, so this is an online program that I always get back to my students through Skype or

e-mail promptly. You just can’t leave anybody out there hanging.

The flexibility assertion aligned with Participant NU’s views during think-aloud/talk-
aloud. He noted that it was not right to box oneself into a specific instructional theory and
concepts, adding that the focus should be on academic culture, clarifying expectations, and
scaffolding students to mastery.

Online Survey Findings

Twenty-five participants acknowledged receipt and attempted the Instructional
Strategies/Cultural Values Survey Questionnaire but only 13 completed it, eight of whom met
the criteria and completed the follow-up interviews. The instrument supported the interview
findings in which instructional strategies for meeting needs of culturally diverse online learners
were based on needs of students, background of instructional designers and teachers and not on
theory.

In behavioral theory, using Robert Gagné’s nine events of instruction as an example, the
extremely useful score ranged between 75% and 100%, with stimulate recall and feedback
scoring the highest at 100%. This means that 8of the 8participants believed these strategies
worked well with culturally diverse online learners, whereas, within the same behavioral theory,
some strategies, such as reward and reinforcement, scored 37.5% and 25.0% respectively (see

Table 2).
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Table 2.

Instructional Strategies/Cultural Values Survey Questionnaire Data

Response
Did not
1. Not useful 2. Least useful 3. Useful 4. Extremely 5. Unknown respond
Question (n/%) (n/%) (n/%)  useful (n/%) (n/%) (n/%) Total

1. Behaviorist strategies (Gagné’s nine events of instructions [Elander & Cronje, 2016; Ertmer & Newby, 2013;
Gagné et al., 2005; Skinner, 2012])

la Gain attention 0 0.0% 0 0.0% 2 250% 6 750% 0 00% O 0.0% 8
1b Inform of objectives 0 0.0% 1 12.5% 2 250% 5 625% 0 00% 0 0.0% 8
lc Stimulate recall 0 0.0% 0 0.0% 0 0.0% 8 1000% O 00% O 0.0% 8
1d Stimulus materials 0 0.0% 0 0.0% 2 250% 6 750% 0 00% O 0.0% 8
le Provide guidance 0 0.0% 0 0.0% 1 125% 6 750% 0 0.0% 1 125% 8
If Elicit performance 0 0.0% 0 0.0% 1 125% 7 875% 0 00% O 0.0% 8
1g Provide feedback 0 0.0% 0 0.0% 0 0.0% 8 1000% O 00% O 0.0% 8
1h Assessment 0 0.0% 0 0.0% 4 50.0% 4 500% O 00% 0O 0.0% 8
1i Enhance retentionand 0  0.0% 0 0.0% 2 250% 6 750% 0 00% O 0.0% 8
transfer

1j Mastery learning 0 0.0% 0 0.0% 2 250% 6 750% 0 00% O 0.0% 8
1k Behavioral shaping 0 0.0% 3 375%2 250% 2 250% 1 125% 0  0.0% 8
11 Role-playing 0 0.0% 1 125% 5 625% 2 250% 0 00% O 0.0% 8
ImExamples 0 0.0% 0 0.0% 1 125% 7 875% 0 00% O 0.0% 8
2. Other behaviorist strategies (Dick et al.,2009)

2a Mastery learning 0 0.0% 0 0.0% 2 25.0% 6 75.0% O 0.0% 0 0.0% 8
2b Behavioral shaping 0 0.0% 3 375%2 250% 2 250% 1 125% 0 0.0% 8
2¢ Role-playing 0 0.0% 1 12.5% 5 62.5% 2 250% 0 00% O 0.0% 8
2d Examples 0 00% 0 00%1 125% 7 875% 0 00% 0 00% 8
3. First principles of instruction (Merrill, 2009)

3a Activation 0 0.0% 0 0.0% 2 250% 6 750% 0 0.0% 0 0.0% 8
3b Demonstration 0 0.0% 0 00% 3 375% 5 625% 0 0.0% 0 0.0% 8
3¢ Application 0 0.0% 0 00% 1 125% 7 875% 0 0.0% 0 0.0% 8
3d Integration 0 0.0% 0 0.0% 2 250% 6 750% 0 0.0% 0 0.0% 8

4. Cognitivist instructional strategies (Ausubel,1978; Blayney, Kalyuga, & Sweller, 2015; Gignac, 2015; Martinez,

2010)

4a Activating prior 0 00% 0 0.0% 6 75.0% 2 250% 0 00% O 0.0% 8
knowledge

4b Chunking and 0 00% 0 0.0% 1 125% 7 875% 0 00% 0 0.0% 8
organization of
information

4c Mnemonics 0 00% 1 12.5% 4 50.0% 2 250% 1 125% O 0.0% 8

4d Deep rehearsal 0 00% 0 0.0% 2 25.0% S5 625% 1 125% 0 0.0% 8

4e Metacognitive 0 00% 1 12.5% 3 375% 4 500% O 0.0% O 00% 8

114



Table 2.

Instructional Strategies/Cultural Values Survey Questionnaire Data (continued)

Response
Did not
1. Not useful 2. Least useful 3. Useful 4. Extremely 5. Unknown respond
Question (n/%) (n/%) (n/%)  useful (n/%) (n/%) (/%)

Total

5. Constructivist instructional strategies (Archuleta-Moon, 2014; Conradie, 2014; Driscoll, 2005; Jonassen, 1991,

1999, 2011; Pena-Sandoval, 2015; Yetkin Ozdemir, 2011)

Salll-defined problems 5 625% 1 12.5% 2 250% 0 0.0% 0 00% O 0.0% 8
with minimal guidance

SbComputer-supported 0 0.0% 1 125% 5 62.5% 2 250% 0 0.0% O 0.0% 8
collaborative learning

environments

S5cProblem-based learning 0  0.0% 0 00% 1 125% 7 875% 0 0.0% O 0.0% 8
S5dStudent-centered 0 00% 0 0.0% 4 50.0% 4 500% O 00% O 0.0% 8
learning

SeInquiry-based 0 00% 0 0.0% 3 375% 5 625% 0 00% O 0.0% 8
instruction

6. Other constructivist instructional strategies (Driscoll, 2005; Huerta-Kelley, 2017; Nelson, 2017; Stoltz, Piske,
D’Aroz, de Freita, & Machado, 2015)

6aSimulations 0 0.0% 1 12.5% 4 50.0% 1 12.5% 2 25.0% O 0.0% 8
6bGaming strategies 1 125% 0 0.0% 5 62.5% 2 250% 0 00% O 0.0% 8
6¢ Collaborative learning 0 00% O 0.0% 2 250% 6 75.0% O 00% O 0.0% 8
6dCase-based learning 0 00% O 0.0% 2 25.0% 6 750% 0 0.0% O 0.0% 8
6e Cognitive 0 0.0% 1 12.5% 4 50.0% 3 37.5% 0 0.0% O 0.0% 8
apprenticeship,

internships, and

services learning

7. Connectivist strategies (Natt och Dag, 2017; Papert, 1987; Siemens, 2005; Sitti, Solera, & Sompong, 2013)
7aAnalyze and synthesize 0  0.0% 0 0.0% 2 250% 6 750% 0 00% O 0.0% 8
relevant information

8. Eclecticism strategies(Bedrossian, 2018; Reigeluth, 1999)

8alIntegration of various 0 00% 0 0.0% 3 37.5% 5 625% 0 0.0% O 0.0% 8

approaches and
techniques

9. Culturally relevant strategies (Burkett, 2013; Dixon, Yssel, McConnell, & Hardin,2014; Ladson-Billings, 2013;
Thakkar, 2011; Vidergor & Eilam, 2012; Yang, Huiju, Cen, & Huang, 2014; Yoo, Donthu, & Lenartowicz, 2014)

9aDifferentiated 0 0.0% 1 125% 3 37.5% 3 375% 1 125% O 0.0%
instruction
9bAdaptive learning 0 0.0% 1 12.5% 2 25.0% 5 625% 0 0.0% O 0.0%

8

8
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Table 2.

Instructional Strategies/Cultural Values Survey Questionnaire Data (continued)

Response

1. Not useful 2. Leastuseful 3. Useful 4. Extremely 5. UnknownDid not respond
Question (n/%) (n/%) (n/%)  useful (n/%) (n/%) (n/%) Total

10. Culturally relevant strategies (Burkett, 2013; Fouts, 2015; Gerjets et al., 2014; Hill-Miller, 2011; Kendrick-
Weikle, 2015; Nnoruka, 1990; Sikkema & Sauerwein, 2015)

10a Differentiated
instructional 0 0.0% 2 25.0% 2 250% 3 375% 1 125% O 0.0% 8
strategies

10b A daptive learning 0 00% 0 0.0% 3 37.5% 5 625% 0 625% 0  0.0% 8

10c Folktales and

. 1 125% 2 25.0% 1 25.0% 4 50.0% 0 50.0% O 0.0% g
storytelling

11. Motivation strategies (Aldunaten & Gonzalez-Ibafiez, 2017; Bandura, 1977; Keller,1987, 2008)

11aRelevant and 0 0.0% 1 12.5% 2 250% 0 625% 0 0.0% O 0.0% 8
meaningful
instruction

12. Hofstede’s cultural dimensions/strategies (Gémez-Rey et al., 2016; Hall,1976; Hofstede, 2011)

12a Individualism/ 0 0.0% 3 375% 1 125% 4 500% O 0.0% O 0.0% 8
collectivism

12bMasculinity/ 1 0.0% 5 62.5% 0 00% 2 250% O 00% O 0.0% 8
femininity

12¢ Uncertainty 1 125% 2 25.0% 4 500% 1 125% O 0.0% O 0.0% 8
avoidance

12dPower distance 0 0.0% 4 50.5% 4 50.0% 4 500% 0 0.0% O 0.0% 8

12e Long-term/short- 0 0.0% 3 375% 3 375% 4 500% O 00% O 0.0% 8

term orientation

Because the objective of the study was to explore the strategies that instructional
designers/DBAs believe were useful in supporting culturally diverse learners, the use of the table
and percentage were not focused on the statistical data, rather on the message behind the data.
The position supported Jansen (2010), who noted that the use of survey in qualitative research is
not for “establishing frequencies, means or other parameters but to determine the diversity of

some topic of interest within a given population” (p. 3).
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Regarding Merrill’s (2009) first principle, participants showed extremely useful 87.5%
for application, integration 75.0% respectively. For cognitivist strategies, extremely useful ranged
from 62.5% to 87.5%, with chunking and deep rehearsal scoring the highest, and activation prior
knowledge seen as useful at 75.0% but not extremely helpful.

Constructivist strategies ranged between 62.0% and 87.5% as extremely useful. Likewise,
problem-based learning was 87.5%, inquiry learning 62.5% as extremely useful whereas
computer-supported learning was believed by five participants (62.5%) as useful. Only two
participants believed computer-supported learning was extremely useful.

Unexpected scores were found from the ill-defined problem with minimal guiding, with
five participants (62.5%) who believed it was not useful and none who believed it was extremely
useful. These scores were in line with the constructivist theorists” advocacies of ill-structured
problem with minimal guidance. Herndon (2016), in a recent study, noted that problem-based
learning is an essential learner-centered instructional strategy that learners group together to
solve an authentic ill-structured problem with or without the right answer.

Connectivism scored 75.0%. Eclecticism scored 62.5% as extremely useful and 37.5% as
useful. Interestingly, most participants hold that they needed the flexibility in selecting strategies
rather than being boxedin to a theory. Flexibility became a major theme in the study.

The entire study has been about instructional strategies and cultural values. However, the
scores for culturally relevant strategies were almost divided in two, ranging from 62.5% for
adaptive learning as extremely useful and 37.5% for differentiated instruction as extremely
useful. Folktales and storytelling scored 62.5%. The culturally relevant strategies had equal
scores with motivation strategies, which emphasized meaningfulness and relevance at 62.5%.

Interestingly, Hofstede’s cultural dimensions showed a split, with 50% of the highest score. Four
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participants believed individualism/collectivism was extremely useful, three (37.5%) said it was
least useful, and one said it was useful.
Summary

The purpose of this qualitative multiple case study was to understand and describe the
beliefs of instructional designers and DBA faculty members on how instructional strategies can
be used to support online learners with diverse cultural values. To address this purpose, the
following research questions were asked:

RQ1: How do instructional designers and designer-by-assignment faculty members

describe their experience-based beliefs on the role of instructional strategies in supporting

online learners with diverse cultural values?

RQ2: What instructional strategies can be used, according to instructional designers and

designer-by-assignment faculty members, that can meet the needs of culturally diverse

online learners?

Themes relevant to the first research question included Teacher-Centeredness, Language,
and Relevance. Participants indicated that their experiences using educational strategies were
affected by the language used by the group as well as the culture of the students in the classroom.
Culture affected variables such as the role of the teacher in the classroom and the relevance of
learning methods, strategies, and expectations.

The themes relevant to the second research question included Hofstede’s (2011) Cultural
Dimensions, Scaffolding, Group Work, Cultural Awareness, and Flexibility. Participants
indicated that Hofstede’s cultural dimensions played a nominal role in their teaching, and that
strategies such as scaffolding, group work, cultural awareness, and flexibility allowed

participants to teach to a diverse group of online learners.
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CHAPTER 5. DISCUSSION, IMPLICATIONS, AND RECOMMENDATIONS

This chapter includes a summary of the study findings presented in Chapter 4 and
discussion of the study results. The chapter also discusses the limitations and implications of the
study, explores areas for further research, and provides a conclusion.

Summary of the Results

The purpose of this qualitative multiple case study was to understand and describe the
beliefs of instructional designers and designer-by-assignment (DBA) faculty members on how
instructional strategies can be used to support online learners with diverse cultural values. The
result showed no preferred design strategies for western and non-Western learners; however, the
invaluableness of empathy, cultural awareness and flexibility was underscored as ignoring
learners’ cultural values would delimit and undermine learning outcome for culturally diverse
online learners.

In order to address this purpose, two primary research questions were asked:

RQI1. How do instructional designers and designer-by-assignment faculty members
describe their experience-based beliefs on the role of instructional strategies in
supporting online learners with diverse cultural values?

RQ2. What instructional strategies can be used, according to instructional designers and
designer-by-assignment faculty members, that can meet the needs of culturally

diverse online learners?
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Discussion of the Results

This section contains a discussion of the interpretation of the findings based on the
interviews and survey data in relation to the theoretical framework and the related literature.
Themes emerged from the reported experiences of participants and their unqiue beliefs regarding
how instructional strategies can be used to support online learners with diverse cultural values.
These themes were common experiences and beliefs reported by many participants.
Interpretation of the themes provided insights into the experience of using instructional strategies
to support online learners.

Instructors’ Experience Using Instructional Strategies for Diverse Learners

Research Question 1focused on how instructional designers and DBA faculty members
describe their experience-based beliefs on the role of instructional strategies in supporting online
learners with diverse cultural values. Themes relating to this research question included Teacher-
Centeredness, Language, and Relevance.

Teacher-Centeredness was a theme that appeared throughout many of the cases.
Participants expressed the belief that many of their online learners relied heavily on their teacher,
rather than directing their own learning as students. Participants often referred to students who
relied heavily on the instructor for guidance and instruction as passive learners. Although not
explicitly stated, participants indicated that there were several reasons why participants in their
class may have been passive learners. Cultural behaviors surrounding learning and education
often played into this predilection. One participant indicated that students from countries with
rigorous exit exams were focused on test preparation rather than knowledge and skill

development. Other participants indicated that students from countries with strong beliefs

120



surrounding respect of authority figures were less willing to question their teacher or move
beyond passively following the instructor’s guidance.

Many of the instructional strategies discussed by participants had special significance in
supporting passive learners. This relationship between the reported prevalence of passive
learners and favorite instructional strategies indicate that participants prioritized developing
active learners. Participants indicated that scaffolding, flexibility, and group work were
particularly important in supporting passive learners.

Language and Cultural Relevance were related themes that appeared throughout the
cases. Participants indicated that their instructional strategies were focused on overcoming
language barriers, as well as more nuance elements of culture and fluency that related to cultural
relevance. Participants expressed that communicating effectively with students from varied
cultural background was more complicated that speaking a shared language. Participants
indicated that students learned more effectively when examples and educational strategies were
relevant to their experiences. When teaching a diverse group of students, relevance and language
may be individualized rather than shared as a class. In this way, language and cultural relevance
related to the theme of Flexibility. Participants indicated that a single instructional strategy was
not always equally effective for a diverse class. Furthermore, several authors have suggested that
providing relevant examples highlighted culturally responsive pedagogies in which learning was
increased through recognizing, respecting, and using the learners’ unique identity and
background as a resource repertoire for creating meaningful, culturally responsive pedagogy for

online learners (Greenwood, 2011; Koch, 2015; Velliaris, 2016).
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Instructional Strategies for Culturally Diverse Learners

Research Question 2focused on what instructional strategies instructional designers and
DBA faculty members used most in meeting the needs of culturally diverse online learners.
Themes relating to this research question included Hofstede’s (2011) Cultural Dimensions,
Scaffolding, Group Work, Cultural Awareness, and Flexibility.

The participants expressed mixed opinions of Hofstede’s (2011) cultural dimensions.
Although only a few participants indicated that they neither used nor considered Hofstede’s
cultural dimensions, neither did participants fully embrace the theory. The majority of the
participants indicated that Hofstede’s cultural dimensions was an interesting theory to
contemplate, or that it had limited meaning and value when used in a practical sense. Participants
often expressed that the theory was a tool they could use as they saw fit, but that it was no more
or less important to them than other instructional strategies.

Although participants expressed only limited use of Hofstede’s (2011) cultural
dimensions, they did almost universally report the need for cultural awareness or relevance.
Although Hofstede’s cultural dimensions may not have provided participants with the cultural
roadmap, participants echoed Hofstede’s theory in the sense that they saw the need for cultural
awareness in education. Participants indicated that cultural awareness was vital when teaching an
online group of learners. Participants expressed that good intentions were generally insufficient
when teaching culturally diverse individuals. They found that it was easy to accidently offend
their students when cultural awareness was not considered. In addition, teaching instructions
were perceived to be generally more effective when the teachers acknowledged the different
cultural backgrounds. This finding aligns with prior studies that showed a link between cultural

values, learning preferences, and the development of critical thinking (Davis, 2014; Manalo et
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al., 2013; Parrish & Linder-VanBerschot, 2010; Xin, 2016), and that cultural values may have an
influence on performance (Li, 2010). It further affirmed suggestions by Russell et al. (2013) that
cultural sensitivity in instructional strategies may be beneficial to a diverse classroom audience.

Scaffolding was one of the most discussed educational strategies utilized by participants.
Participants indicated that scaffolding was an effective way to support passive learners and to
build skills in a way that allowed students to have success independently of direct teacher
guidance. Participants indicated that scaffolding could be highly structured, as in the case of
remedial students who needed additional support, or as simple as providing examples or layouts
for students to follow. Participants indicated that this kind of scaffolding was more effective for
students than verbal instructions, and that it cut down on the number of questions teachers
received outside of class time.

Participants also reported that group work and collaboration was an educational strategy
that could be used to great effect in the teaching of diverse online learners. In many ways,
participants described group work as another form of scaffolding. Participants indicated that
group work encouraged students to rely on each other, rather than on the instructor. Group work
also gave participants a vehicle in which to push their students out of their comfort zone.
Students could be given unique roles within the group that could build leadership or public
speaking skills. Group work also provided students with additional support as they practiced
active learning. Although participants did not have the instructor to rely on, they did have other
students to collaborate. This eased the transition from passive to active learning and gave
students the feeling of comfort and confidence.

Participants indicated that flexibility was important when teaching culturally diverse

students. Flexibility was important for both the teacher when learning the nuances of their
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student’s cultures as well as in planning lessons and assignments. Participants indicated that they
needed to be flexible when working with a group of diverse students. Instructional strategies that
worked for one group of students may be less effective when applied to another group of
students. Similarly, lessons and activities may take more or less time than the instructor intended.
Participants indicated that addressing student needs in a flexible manner was more effective than
trying to remain firm using a timeline or instructional strategy that was not being received as it
was intended. In this sense, flexibility was both an instructional strategy and method teachers
used to connect with students from a variety of cultural backgrounds.

The findings were in line with the concept of instructional strategies, which was the
second major concept in the theoretical framework of this study. Instructional strategies based on
the context and culture of Western and non-Western learners were based on learning and
instructional design theories, which guided instruction designers’ decisions. Theories included
behaviorism, cognitivism, constructivism, connectivism, and eclecticism. Instructional strategies
based on cultural framework include differentiated instruction, intercultural communication
theory, and culturally responsive pedagogy (Karagiorgi & Symeou, 2005; Patton, 2017; Richey
etal., 2011).

In addition, the concept of instructional designers, which was the third major concept in
the theoretical framework of this study, was indirectly highlighted by the participants in terms of
the themes under instructional strategies. The instructional strategies were intentionally planned
and implemented by the instructional designers and teachers in order to accommodate the needs
of learners from diverse cultures. As actions were intentional, the findings fulfilled the definition

of instructional designers by Tracey et al. (2014) mentioned as “active and reflective agents of
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innovation whose storehouse of design precedents feeds professional judgment and action in the
design space” (p. 316).

In conclusion, culture was generally perceived to be entwined with learning (Affolter,
2017; Burger, 2013; Grant, 2013; Palermo-Kielb& Fraenza, 2017; Smith, 2012). Instructional
strategies planned by instructional designers were believed to have an impact on the diverse
online learners’ learning experience. Creating culturally responsive pedagogies in the case of this
study involved Hofstede’s (2011) cultural dimensions, scaffolding, group work, cultural
awareness and flexibility, and may fulfill the ultimate purpose of maximizing multiculturalism
for all learners (Affolter,2017; Gay,2010; Greenwood, 2011; Koch, 2015; Lawrence,2017).

Limitations

Although steps were taken to address and overcome potential limitations of the study,
some limiting factors remained. Although not uncommon for qualitative case studies, the number
of participants represented in this study was limited. However, although the participants may be
limited in number, the researcher believes data saturation was attained, as the final cases did not
present data that was unrepresented in the rest of the sample. Steps were also taken to minimize
or eliminate researcher bias; the interpretative nature of qualitative case studies means that the
researcher’s experience and opinions cannot be completely removed from consideration. To
minimize researcher bias, the researcher followed a careful process of coding and interpreting the
data through an objective lens that did not color participants’ experiences with experiences
personal to the researcher.

Implications for Practice
The study findings have various practical implications for online education in general and

the field of instructional design for online learning in particular. Overall, this study will provide a
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wealth of data for instructional designers and DBA practitioners in designing instruction that
reflects cultural inclusiveness. It is believed that the study findings will mandate current and
prospective course designers to reflect deeply on their current views and practices on designing
or teaching a culturally diverse population.

According to Ashbaugh (2013), instructional designers need to update their
competencies, including cultural competency in order to design instruction that promotes the
development of critical thinking and problem-solving skills, in order to equip learners with job
skills for the global era. Participant FA noted that this is the era of diversity and instructional
designers should consider the beliefs, values, religion, and communication (language) of learners
when designing instruction for learners from diverse cultures. Although it is impracticable to
cater to each online learner’s cultural values and preferences when selecting instructional
strategies, Sobodi¢ et al. (2017) reiterated that certain factors such as cultural awareness of major
differences, flexibility in teaching activities, and using a variety of activities and approach should
not be ignored.

It is not just enough to have high-level pedagogical knowledge and compassion for
culturally diverse students. These traits need to be complemented with “careful self-analysis”
(Gay, 2010, p. 70)of what the teachers believe about culture, ethnicity, and learners’ academic
ability expectation and how these beliefs impact their instructional decisions and ultimately their
students. It is hoped this study will guide instructional designers for online learning to modify,
update, or further explore interventions on how instructional strategies can best be used to meet
the growing needs of multicultural online learners. The discussion that follows details areas of

possible impact from the study results.
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Empathy Regarding Technology and Communication

Differences in language, communication, and technology in selecting and using
instructional strategies were a major concern for most non-Western participants. This calls for
empathy and consideration in finding alternative ways of completing tasks, as Internet and
electricity are not readily available in non-Western nations, further making online learning
difficult for this group of learners. Abbas (2016) noted that the issue of technology should be
considered, as technology and Internet, although embedded in the Western culture, are not
readily available to non-Western cultures.

For example, Jensen (2013) emphasized the need for educators to be involved in
designing instruction for Western and non-Western learners. Knowles, Holton, and Swanson
(1998) stated that educators who acknowledge and respect such differences enhance the learner’s
self-dignity. According to Yeo and Pang (2017), instructional designers would do better if they
understood certain cultural elements and symbols to avoid making costly mistakes. Through
effective instructional strategies that promote awareness, students may be forthcoming as
opposed to a face-to-face office discussion. Against this backdrop, results from this study will
not only improve how designers make instructional design decisions when selecting instructional
strategies but also increase scholarly discussions and debates on the topic.

Attrition

Although content is critical to fostering cognitive development, critical thinking, and
problem-solving skills, just having content knowledge and intercultural competency is not
enough for instructional designers. Instructional designers should reflect on the metacognitive
reflections of their own beliefs and values, and how their design decisions impact such beliefs

about students’ cultural background impact and ultimately their expectations of students.
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Although this study did not set out to study attrition of culturally diverse learners, the findings
and literature review revealed that there is a surge in enrollment in online learning just as the
level of attrition which may in part be attributed to cultural factors (Alabdullaziz, 2015; Colferai
& Gregory, 2015).

Cultural Awareness

The study findings will improve cultural awareness leading to an understanding of a
learner’s cultural values as much as possible, especially those aspects that may impact learning.
Knowledge of instruction level and method, interactions capability and context can be translated
into useful tools for developing strategies that support this audience. Culture, as noted in this
study significantly impacts the instructional design process and as it determines what is included
or excluded in the design. Accordingly, Asino et al. (2017) reiterated that culture should not be
taken as an addendum but preferably be kept at the forefront of the entire design process. Culture
should not only guide the quality of education but also help learners transit to a real-world work
environment. This could be achieved by ongoing or iterative evaluation of the design phases to
ensure that learner norms and values are not neglected, or examples used are clarified to learners
to ensure all learners receive equitable learning opportunities, quality education outcome, and
satisfaction.

Because teachers and course designers are not culturally neutral, their personal biases
may impact what they design. It is therefore essential to consider the effect culture may have on
the design product and the students (Sharif & Gisbert, 2015). Similarly, Sobodi¢ et al. (2017)
added that the study findings of the past 30years had supported the fact that culture has
significantly affected education, acceptance, and the use of technology. Milheim (2017a) noted

that instructional designers are not separated from their backgrounds, hence who they are and
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what they believe influences what strategies they ultimately select and apply to support their
online learners. No wonder, Sobodi¢ et al. noted that it is impracticable to understand and attend
to all the diverse cultures represented online, their cultural values and preferences. Therefore,
certain factors should be brought to the forefront primarily significant differences in the cohort of
learners.

One problem common to online educators is the belief that because diversity is what
defines online education, there is no need to develop specific strategies to accommodate their
needs (Palermo-Kielb & Fraenza, 2017). To the contrary, several this study findings have
corroborated prior studies (Alabdullaziz, 2015; Asino et al., 2017; Biraimah, 2016; Li, 2017,
Palermo-Kielb & Fraenza, 2017), to affirm the need to consider cultural factors in designing
instruction, including selecting instructional strategies to support diverse learners. Yet, with a
cautionary note to exercise flexibility and allowing course designers to stick to what works for
them. What works in one context may not work in another, irrespective of the geographical
background of the learners (Rogers et al., 2007; Sharif & Gisbert, 2015). As one participant
noted, a significant objective of educators, including course designers is to leave an enduring
impact on their learners that impact their success in and out of school. To achieve such enduring
impact, one participant discussed four principles that have proven effective with his audience,
including culturally diverse learners: context matters; magic number seven, plus or minus two;
metacognition; and zone of proximal distance.

First, the participants noted that the magic number rule proposed by Miller (1994)
showed that there is a limit to what one can process in short-term memory; hence, this rule
guides the selection of instructional strategies. Second, the metacognition is thinking about what
one is thinking (Chua & Ng, 2017). The participants noted that such metacognitive strategies are
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effective to enhance a course designers’ ability to think, reflect, revise, or makes changes to any

content, material or strategies to ensure inclusiveness and design a product that is not at conflict

with learners’ cultural backgrounds. Third, the zone of proximal distance informs teachers of the
level of support to give to their learners and when to allow the students to take responsibility for
their learning’s, being mindful of diversity and level of needs.

It is believed these instructional strategies and many recommendations from this study
will add to the repertoire of instructional designers’ and DBAs’ toolbox to enhance practitioners’
effort in meeting needs of diverse learners. The study findings showed that being fixed on a
theory was not advisable as the online environment is continually changing. What works in one
setting may not work in another, hence analyzing the audience and using strategies based on
learners’ analyzed needs is considered to be good practice. It is hoped this study guide
instructional designers and teachers to be more reflective and mindful of cultural differences in
selecting instructional strategies for their learners.

Implications for Theory and Research

This research has several implications for theory and research. The research indicates that
less formal instructional strategies, such as scaffolding and group work, may be more likely to be
applied by teachers in a diverse online environment than more formal methods and theories, such
as Hofstede’s (2011) cultural dimensions. In a testament to this, participants indicated that
flexibility was one of the most important strategies they utilized. The study findings agree with
those of Yu et al. (2016) and revealed that despite the presence of individual differences in
beliefs and practices among culturally diverse students, the cultural issues did not delimit them
from interacting with others and no constraint was observed in receiving feedback or giving
feedback.

130



The data also indicate that Hofstede’s (2011) cultural dimensions may not be applicable
to practical application in a culturally diverse learning environment. Participants indicated that
Hofstede’s cultural dimensions was of some consideration, but that when put into practice, the
dimensions either were not specific enough to be utilized in the classroom or that actual cultural
groups varied too much to fit into the dimension’s outline. Participants reported that other
factors, such as the student’s age, socioeconomic status, and educational background needed to
be taken into consideration when interpreting the needs of the student and that student’s
perception.

Recommendations for Further Research

The data collected in this study elicited questions that would benefit from further
research. Addressing these questions would contribute to the body of knowledge and would
better understand and describe the beliefs of instructional designers and DBA faculty members
on how instructional strategies can be used to support online learners with diverse cultural
values. These questions, along with a brief discussion of each, follow:

e What skills can be improved in passive learners to allow them to take a greater role in

their learning, thus transitioning them into active learners?

Participants indicated that many of their instructional strategies were chosen
specifically for their effectiveness in developing passive learners into active learners.
Further research into educational strategies to specifically address passive learning
would benefit instructional designers and DBA faculty members.

e Are students more likely to reach educational goals if an instructor who 1s familiar

and knowledgeable of the student’s cultural background teaches them?

Participants indicated that cultural relevance and language make education not only
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possible but also more effective. Participants indicated that even when students and

teachers spoke a common language, nuanced language and cultural barriers could

hinder the effectiveness of education if cultural sensitivity and awareness were not

rigorously applied. Further research into the importance of shared background and

relatability between students and teachers would be a credit to the body of knowledge

and useful to instructional designers and DBA faculty members alike.

Conclusion
The data indicated that the role of instructional strategies in supporting online learners
with diverse cultural values is mainly to support students in developing as active learners.
Participants experience using instructional strategies to each diverse group of online learners was
built upon cultural awareness and flexibility. Participants indicated that they were more effective
as instructors when they took the time to relate to and understand their student’s culture, and that
taking an individualized approach was key when addressing a diverse group. This study finding
also showed that flexibility, scaffolding, group work, and universal culture were deemed
effective for online learners irrespective of culture background. A universal culture here relates
to good teaching and quality education that prepares students for the global job market.
Participants indicated that scaffolding, group work, practicing cultural awareness, and

flexibility were the most effective instructional strategies instructional designers and DBA
faculty members could apply when teaching a diverse group of students. More formal
instructional strategies, such as Hofstede’s (2011) cultural dimensions were less favored by
participants. Instructional strategies that were heavily favored by participants were also said to be
particularly effective when teaching passive learners or learners with less comfort directing their

own experience and education. In order to further the research inquiries presented in this study,
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the following questions need to be addressed. What skills can be improved in passive learners to
allow them to take a greater role in their learning, thus transitioning into active learners? Are
students more likely to reach educational goals if an instructor who is familiar and

knowledgeable of the student’s cultural background teaches them?
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STATEMENT OF ORIGINAL WORK

Academic Honesty Policy

Capella University’s Academic Honesty Policy (3.01.01) holds learners accountable for the
integrity of work they submit, which includes but is not limited to discussion postings,
assignments, comprehensive exams, and the dissertation or capstone project.

Established in the Policy are the expectations for original work, rationale for the policy,
definition of terms that pertain to academic honesty and original work, and disciplinary
consequences of academic dishonesty. Also stated in the Policy is the expectation that learners
will follow APA rules for citing another person’s ideas or works.

The following standards for original work and definition of p/agiarism are discussed in the
Policy:

Learners are expected to be the sole authors of their work and to acknowledge the
authorship of others’ work through proper citation and reference. Use of another person’s
ideas, including another learner’s, without proper reference or citation constitutes
plagiarism and academic dishonesty and is prohibited conduct (p. 1).

Plagiarism is one example of academic dishonesty. Plagiarism is presenting someone
else’s ideas or work as your own. Plagiarism also includes copying verbatim or
rephrasing ideas without properly acknowledging the source by author, date, and
publication medium (p. 2).

Capella University’s Research Misconduct Policy (3.03.06) holds learners accountable for research
integrity. What constitutes research misconduct is discussed in the Policy:

Research misconduct includes but is not limited to falsification, fabrication, plagiarism,
misappropriation, or other practices that seriously deviate from those that are commonly
accepted within the academic community for proposing, conducting, or reviewing
research, or in reporting research results (p. 1).

Learners failing to abide by these policies are subject to consequences, including but not limited to
dismissal or revocation of the degree.
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Statement of Original Work and Signature

I have read, understood, and abided by Capella University’s Academic Honesty Policy (3.01.01)
and Research Misconduct Policy (3.03.06), including Policy Statements, Rationale, and
Definitions.

I attest that this dissertation or capstone project is my own work. Where I have used the ideas or
words of others, I have paraphrased, summarized, or used direct quotes following the guidelines
set forth in the APA Publication Manual.

Learner name

and date
Becalo Utuk,10/31/2017
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APPENDIX A. RESEARCHER-DESIGNED PREQUALIFYING
SURVEYQUESTIONNAIRE

. Please provide us with your demographic information to ensure we can contact you for
invitation if you are eligible to participate in this study and to mail you the consent form.

Fax

Title

First and last initials
E-mail address

. Are you currently active as a designer-by-assignment faculty in your institution? (Select one
option)

Yes
No

. Are you currently active as an instructional designer in your institution? (Select one option)

Yes
No

. What demographics are learners in your school? (Select one option)

a. Western
b. Non-Western
c. Other (Please specify)

. Which Western country? (Select one option) [Answer this question only if answer to Question
4 is a. Western]

United States

Canada

Australia

Europe

Other (Please specify)

. Which non-Western country? (Select one option) [Answer this question only if answer to
Question 4 is b. Non-Western]

India
China
Japan
Nigeria
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Other (Please specify)
7. Major mode of communication in your institution (Select one option)

English primary
English secondary
Other (Please specify)

8. Instructional designer academic qualifications (Select one option)

Bachelor’s
Master’s
PhD
Postdoctoral

9. Designer-by-assignment teacher academic qualification (Select one option)

Bachelor’s
Master’s
PhD

Postdoctoral

10. Years of experience as an instructional designer in which you have designed instruction for
culturally diverse online learners in higher educational institutions (Select one option)

1-3
3-5
5 or more

11. Years of experience as a designer-by-assignment faculty in which you have taught or design
instruction for culturally diverse online learners in higher educational institutions (Select one
option)

1-3
3-5
5 or more

12. Nature of your academic institution (Select one option)

Online learning
Blended

13. Is your practice of instructional designing or teaching influenced by? (Select one option)

Western culture
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Non-Western culture

14. Do you consider a study that explores how instructional strategies could best support
culturally diverse online learners important? (Select one option)

a. Yes
b. No

15. Do you know other instructional designers or teachers with over 3 years’ experiences in
designing or teaching culturally diverse online learners in higher educational institution?
(Select one option)

a. Yes
b. No

16. Will you be interested in recommending and inviting them to participate in the study? (Select
one option)

a. Yes
b. No

Thank you for your participation. If you have additional questions about this survey, please e-
mail butuk@capellauniversity.edu.

Definitions:

Instructional designers: Those professional training with training and competencies for
“translating principles of learning and instruction into plans for instructional materials, activities,
information resources, and evaluation” (P. Smith & Ragan, 2005, p. 4).

Designers-by-assignment (DBAs): Those with professional training as instructional designers but
do design instruction because of their jobs as teachers (Merrill, 2007).

Instructional strategies: Tools or techniques commonly used by educators including instructions
designers for designing and facilitating learning (Gagné et al., 2005, p. 225). Considered the
overall plan that governs content and how teaching is efficiently conducted (Rothwell &
Kazanas, 2008, p. 231)

160



APPENDIX B. RESEARCHER-DESIGNED INSTRUCTIONAL DESIGN
STRATEGIES/CULTURAL VALUES SURVEY QUESTIONNAIRE

Instructions and Definition of Terms:

1. Please use the 5-point Likert scale 1 = not useful, 2 = least useful, 3 = useful, 4 = extremely
useful, and 5 = unknown in selecting the instructional strategies that best support culturally
diverse online learners.

2. The survey questionnaire will take about 30 minutes to complete (just check the box that
applies to you).

3. In case you need clarification in use of the terms in the survey (optional), please click this
link.

1. BEHAVIORIST STRATEGIES (Gagné’s nine events of instructions [Elander & Cronje,
2016; Ertmer & Newby, 2013; Gagné,Wager, Golas, &Keller,2005; Skinner, 2012])

(a) Gain attention: How useful are strategies that help learners gain attention? (Select one option)

1 2 3 4 5
(b) Inform of objectives: How useful are strategies that inform learners of objectives, goals,
expectations, and criteria for acceptable performance before beginning instruction? (Select one
option)

1 2 3 4 5
(c) Stimulate recall: How useful are strategies that help learners recall prior learning and draw
from prior problem-solving skills and experience to solve new problems? (Select one option)

1 2 3 4 5
(d) Stimulus materials: How useful are strategies that ensure instructional content and materials
are organized and chunked to align with the objectives? (Select one option)

1 2 3 4 5
(e) Provide guidance: How useful are strategies that support scaffolding or helping students learn
new skills? (Select one option)

1 2 3 4 5
(f) Elicit performance: How useful are instructional strategies that support and provide learners
with plenty opportunities to recall, practice or demonstrate newly acquired or knowledge?
(Select one option)

1 2 3 4 5
(g) Provide feedback: How useful are strategies that support giving timely and constructive
feedback to increase learning? (Select one option)

1 2 3 4 5
(h) Assessment: How useful are instructional strategies that promote ongoing assessments such
as embedding quizzes or questions throughout instruction; instead of occasional assessments?
(Select one option)

1 2 3 4 5
(1) Enhance retention and transfer: How useful are instructional strategies that enhance retention
and help learners master and transfer new knowledge to life practice? (Select one option)

1 2 3 4 5
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(j) Mastery learning: How useful are instructional strategies that promote mastery learning?
(Select one option)

1 2 3 4 5
(k) How useful are strategies that use behavioral shaping such as rewards and reinforcements to
promote learning? (Select one option)

1 2 3 4 5
(1) How useful are strategies that include role-playing? (Select one option)

1 2 3 4 5
(m) How useful are strategies that include examples (Select one option)

1 2 3 4 5

2. OTHER BEHAVIORIST STRATEGIES (Dick, Carey,& Carey, 2009)

(a) Mastery learning: How useful are instructional strategies that promote mastery learning?
(Select one option)

1 2 3 4 5
(b) How useful are strategies that use behavioral shaping such as rewards and reinforcements to
promote learning? (Select one option)

1 2 3 4 5
(c) How useful are strategies that include role-playing? (Select one option)

1 2 3 4 5
(d) How useful are strategies that include examples (Select one option)

1 2 3 4 5

3. FIRST PRINCIPLES OF INSTRUCTION (Merrill, 2009)

(a) Activation: How useful are strategies that use recalls of prior knowledge or experience as a
foundation for new knowledge? (Select one option)

1 2 3 4 5
(b) Demonstration: How useful are instructional strategies that support demonstration of learned
skills or knowledge? (Select one option)

1 2 3 4 5
(c) Application: How useful are instructional strategies that focus on using or applying learned
knowledge in a real work setting for culturally diverse learners? (Select one option)

1 2 3 4 5
(d) Integration: How useful are strategies that enable learners incorporate their new knowledge to
their daily life work practices? (Select one option)

1 2 3 4 5

4. COGNITIVIST INSTRUCTIONAL STRATEGIES (Ausubel, 1978; Blayney, Kalyuga,
& Sweller, 2015; Gignac, 2015; Martinez, 2010)

(a) Activating prior knowledge: How useful are cognitivists’ strategies such as use of inquiries,
encodings, and cues? (Select one option)

1 2 3 4 5
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(b) How useful are strategies that use chunking and organization of information to increase the
amount of information stored in the brain? (Select one option)

1 2 3 4 5
(c) How useful are strategies that use mnemonics to improve recall? (Select one option)
1 2 3 4 5

(d) How useful are strategies that use deep rehearsal and practice to enhance retention? (Select
one option)

1 2 3 4 5
(e) How useful are metacognitive strategies that help learners monitor their learning, such as
reflection, self-talk, and journaling? (Select one option)

1 2 3 4 5

5. CONSTRUCTIVIST INSTRUCTIONAL STRATEGIES (Archuleta-Moon, 2014;
Qonradie, 2014; Driscoll, 2005; Jonassen, 1991, 1999, 2011; Pena-Sandoval, 2015; Yetkin
Ozdemir, 2011)

(a) How useful are strategies that present learners with ill-defined problems with minimal
guidance? (Select one option)

1 2 3 4 5
(b) How useful are instructional strategies that use computer technologies to enhance
collaboration and learning (computer-supported collaborative learning environments)? (Select
one option)

1 2 3 4 5
(c) How useful are strategies that support problem-based learning such as brainstorming, debates,
and negotiations? (Select one option)

1 2 3 4 5
(d) How useful are instructional strategies that emphasize student-centered learning (self-directed
learning)? (Select one option)

1 2 3 4 5
(e) How useful are instructional strategies that use inquiry-based instruction to trigger thinking?
(Select one option)

6. OTHER CONSTRUCTIVIST INSTRUCTIONAL STRATEGIES (Driscoll, 2005;
Huerta-Kelley, 2017; Nelson, 2017; Stoltz, Piske, D’Aroz, de Freita, & Machado, 2015)

(a) Simulations: How useful are instructional strategies that enable students to learn subjects,
ideas or behaviors or skills using a mannequin or robot, microworlds, or a virtual or physical
person? (Select one option)

1 2 3 4 5

(b) Gaming strategies: How useful are instructional strategies that focus on learning from games
to invoke critical thinking, competition, and problem solving? (Select one option)
1 2 3 4 5
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(c) Collaborative learning: How useful are collaborative strategies in teaching or designing
instruction for online learners? (Select one option)
1 2 3 4 5

(d) How useful is case-based learning for teaching or designing for online learners? (Select one
option)
1 2 3 4 5

(e) How useful are strategies that emphasize cognitive apprenticeship, internships, and services
learning for the online learning audience? (Select one option)
1 2 3 4 5

7. CONNECTIVIST STRATEGIES (Nattoch Dag, 2017; Papert, 1987; Siemens, 2005; Sitti,
Solera, & Sompong, 2013)

(a) How useful are strategies that help learners develop skills to analyze and synthesize relevant
information by interacting with others in the learning community? (Select one option)
1 2 3 4 5

8. ECLECTICISM STRATEGIES (Bedrossian, 2018; Reigeluth, 1999)

(a) How useful are strategies that support the integration of various approaches and techniques
for teaching or designing instruction? (Select one option)
1 2 3 4 5

9. CULTURALLY RELEVANT STRATEGIES (Burkett, 2013; Dixon, Yssel, McConnell,
& Hardin, 2014; Ladson-Billings, 2013; Thakkar, 2011; Vidergor & Eilam, 2012; Yang,
Huiju, Cen, & Huang,2014; Yoo, Donthu, & Lenartowicz, 2011)

(a) How useful are differentiated instructional strategies in maximizing the learning experience
of learners despite their cultural differences? (Select one option)

1 2 3 4 5
(b) Adaptive learning: How useful are strategies that adapt content and materials to
accommodate learners’ differences? (Select one option)

1 2 3 4 5

10. CULTURALLY RELEVANT STRATEGIES (Burkett, 2013; Fouts, 2015; Gerjets,
Walter, Rosentiel, Bogdan, & Zander, 2014; Hill-Miller, 2011; Kendrick-Weikle, 2015;
Nnoruka, 1990; Sikkema & Sauerwein, 2015)

(a) How useful are differentiated instructional strategies in maximizing the learning experience
of learners despite their cultural differences? (Select one option)
1 2 3 4 5
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(b) Adaptive learning: How useful are strategies that adapt content and materials to
accommodate learners’ differences? (Select one option)
1 2 3 4 5

(c) How useful are strategies that use folktales and storytelling in meeting multicultural learners’
needs? (Select one option)
1 2 3 4 5

11. MOTIVATION STRATEGIES (Aldunaten & Gonzalez-Ibaiiez, 2017; Bandura, 1977;
Keller, 1987, 2008)

(a) How useful are relevant and meaningful instructional contents in motivating online learners

of diverse cultures? (Select one option)
1 2 3 4 5

12. HOFSTEDE’S CULTURAL DIMENSIONS/STRATEGIES (Gomez-Rey et al., 2016;
Hall, 1976; Hofstede, 2011)

(a) Individualism/collectivism: How useful are instructional strategies that reflect group work,
interactions, and relationship values over individual learner’s interest? (Select one option)

1 2 3 4 5
(b) Masculinity/femininity: How useful are instructional strategies that support competition
among learners? (Select one option)

1 2 3 4 5
(c) Uncertainty avoidance: How useful are instructional strategies that enable students to explore
the unknown even with less specific rules to dictate learning? (Select one option)

1 2 3 4 5
(d) Power distance: How useful are instructional strategies that allow students to control learning
and teachers as facilitators whose views can be questioned or challenged? (Select one option)

1 2 3 4 5
(e) Long-term/short-term orientation: How useful are instructional strategies that focus on
deadlines and fixed goals for tasks completion over mastery and achievements? (Select one)

Thank you for your participation. If you have additional questions about this survey, please e-
mail butuk@capellauniversity.edu.

165



APPENDIX C. RESEARCHER-DESIGNED THINK-ALOUD/TALK-ALOUD
PROTOCOL

Instruction: This exercise follows immediately after the interview. It begins briefly with a
warm-up exercise, which involves practiced activities of the think-aloud/talk-aloud process
followed by the actual exercise.

The first phase is a practice exercise, also known as the warm-up exercise. The warm-up exercise
does not have to be the actual study problem. At this point, the participants are asked to say out
aloud what they are thinking and what comes to mind during the exercise. This exercise aids the
researcher in identifying what and how participants arrive at their answers and conclusions. In
this warm-up exercise, you are to describe the process that is involved from waking up and going
to work in the morning. Please give detailed explanation of each step as much as you can. Now,
the participants are asked to verbalize everything that comes to mind from when each question is
asked until they arrive at their final answer. Therefore, they are to constantly talk aloud, and if
they do stop talking, they are prompted to continue talking. It is okay if participants’ statements
are just fragments of sentences or if some statements appear illogical at the time. Except for
prompting participants to keep talking and in periods needing clarifications, they are to continue
talking without interruptions. It should be as if they were soliloquizing or talking to themselves
with the researcher remaining unobtrusive and calm during the entire process. Participants are
made to understand that the main research focus is not an evaluation of their thoughts nor the
accuracies of their answers; rather, the goal is to evaluate their thinking process and how they
arrive at their final answers. After the instructions, participants are asked if they have any
questions. At this moment, we will now proceed with the actual study exercise.

Describe the process or steps that you would go through when advising a novice instructional
designer or designer-by-assignment on designing instruction for culturally diverse learners. In
solving the actual study problem, you are to think aloud as you reflect on possible interventions
that could be applied in solving the problem. You are to think aloud throughout the process.
Please give detailed explanation of each step as much as you can. The process is like the just-
concluded warm-up. Questions are welcome at any time during the process.
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APPENDIX D. RESEARCHER-DESIGNEDCRITICAL INCIDENT TECHNIQUE
INTERVIEW QUESTIONS

Instruction: The interview will take 15-30 minutes to complete. The interview session will be
followed by a brief 10-minute think-aloud/talk-aloud session.

1. Describe the highlights of your experiences as a teacher or course designer for culturally
diverse online learners.

2. Describe the low points of your experiences teaching or designing courses for culturally
diverse learners.

3. What surprises you the most about teaching or designing courses for culturally diverse
learners?

4. What is the most challenging about teaching or designing courses for learners of Western and
Non-Western learners in the same environment?

5. Describe how your own beliefs impact the instructional strategies used for culturally diverse
learners.

6. How should designers use instructional strategies to support learners whose cultural values
predispose them to be passive, dependent, and unable to question authority or consider
alternative views (Tyson, 2012)?

7. Describe some instructional strategies that you have used successfully in teaching culturally
diverse learners.

8. Describe how Geert Hofstede’s cultural dimensions could be useful in selecting instructional
strategies that support culturally diverse audience.

9. Describe what instructional strategies best support students with respect-of-elders values who
may feel uncomfortable asking direct questions or considering alternative views.
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