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Abstract
Studying abroad is recognized as a key strategy in preparing students for future international engagement and increasing their cultural intelligence (CQ). Past studies examining the antecedents of CQ have already considered several predictors, but research on processes supporting the development of CQ is lacking. This study analyzes the role of boundary spanning as a mediator between individual motives and CQ in this context. Based on self-determination theory, we conducted a survey among 901 university students from 46 different countries. The results indicate that boundary spanning positively affects all four dimensions of CQ. Using structural equation modeling, we further reveal that intrinsic motivation and high self-determined extrinsic motivation are positively related to boundary spanning (BS) and that the impact of these on CQ is mediated by BS. The study contributes to the literature on study stays abroad and to the more general research on boundary spanning and CQ.
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Problem and Objective
Study stays abroad, defined as all programs of higher education that take place outside geographical boundaries of the student’s country of origin, have become increasingly relevant in the last years (Salisbury, Paulsen, & Pascarella, 2011). According to OECD (2012), almost 4.5 million tertiary educated students were enrolled outside their country of citizenship in 2012, an increase of 33% in comparison to 2005. This trend is apparent over the last three decades. Starting from 0.8 million students worldwide in 1975 and growing to 4.1 million in 2010, there has been a fourfold increase accelerating since the late 1990s (OECD, 2012). With 77% of the total foreign students enrolled in the OECD area, European countries are the main destination for 40% of foreign students in 2010, followed by North America (21%) and Asia (18%). These internationally mobile students represent a source of highly-skilled labor and are supposed to be contributing to a country’s development (OECD, 2014).
In the next years, the relevance of study stays abroad is expected to increase further. For example, the German government has announced to send half of Germany’s university students abroad as part of their studies by 2020 as one measure to protect the country’s competitive advantage over other export-driven nations (Grove, 2014). Being a part of Germany’s industrial strategy, the students should gain competencies which are useful to operate across the world. In particular, study stays abroad should increase the cultural intelligence (CQ) of German students which is regarded as a major prerequisite for dealing effectively with foreign customers, suppliers and business partners. CQ is defined as an individual’s capability to converse effectively in culturally diverse contexts and has been theorized as a multidimensional construct by Ang, Van Dyne, and Koh, (2006). As one of the most prominent measures in the intercultural management literature CQ improves understanding in cross-cultural interactions (Earley, 2002), is thought to be culture-free (Ng & Earley, 2006) and is a multifaceted competency consisting of cultural knowledge, the practice of mindfulness, and the repertoire of behavioral skills (Thomas & Inkson, 2004). Individuals with higher CQ possess greater knowledge about cultures and engage more in reflective observations as well as exhibit culturally appropriate behavior (Ng, Van Dyne, & Ang, 2009).  
Although study stays abroad are often regarded as important antecedent of cross-cultural adaptation (Carlson & Widaman, 1988; Varela & Gatlin-Watts, 2014), there is a common refrain that they do not automatically enhance students’ CQ (Vande Berg, Paige, & Lou, 2012). For example, Eisenberg et al. (2013) revealed no effect of working in a multicultural setting on CQ, while Crowne (2008) even detected a negative relationship between being a part-time exchange student and the behavioral dimension of CQ. Thus, it cannot be assumed that every student who goes abroad will increase his or her CQ (Brandauer & Hovmand, 2013). Instead, scholars argue that the ability to derive a benefit from this experience depends on further variables, such as personality traits (openness, extraversion, and emotional intelligence), family status, learning about the culture in advance and language skills (Ward, 1996; Harrison, 2012; Engle & Engle, 2004; Chapdelaine & Alexich, 2004; Moon, 2010; Tadmor, Tetlock, & Peng, 2009; Leung & Chiu, 2008; Maddux, Adam, & Galinsky, 2010).
Existing studies on the outcomes of study stays abroad are not only characterized by fragmented results, but have also raised several methodological concerns. For example, most studies analyze the impact of study stays abroad on cultural adjustment or adaption (Yamazaki & Kayes, 2004; Cross, 1995; Tomich, McWhirter, & Darcy, 2003; Ye, 2006). However, it is doubtful whether this concept is able to adequately reflect the challenges of globalization (Marcum, 2001). As Williams (2005) argues, students are not required to adapt themselves only one time to one special culture in their life, but will be expected to frequently adjust to many different cultures and culturally diverse working situations. In contrast to traditional expatriates they are not only expected to adapt to specific host country conditions, but also to integrate the knowledge gained abroad with what they have learned in the home country. An important aim of their experiential learning process abroad is to develop higher cultural metacognition which will help them later in dealing effectively in situations characterized by cultural diversity (Lee & Sukoco, 2010). This development of higher cultural awareness cannot be produced by cultural adaption only, but requires individuals to identify, recognize, reconcile and bridge cultural differences (Early, Ang, & Tan, 2006). 
Recent studies therefore propose replacing the concept of cultural adjustment with that of cultural boundary spanning (DiMarco, Taylor, & Alin 2010). Boundary spanning (BS) is in contrast to adaption as it does not try to produce solely consistent behavior with the foreign culture (Thomas & Lazarova, 2006). Rather it involves bridging processes including gaining information, achieving influence, exchanging with others, and cooperating with host nationals with regard to resources and networking (Hosking & Morley, 1991). Boundary spanners are characterized by their ability to engage with others because they are motivated by the need to acquire understanding of people and organizations outside their own circles (Aldrich & Herker, 1977; Williams, 2002). Trevillion (1991, p. 50) stresses boundary spanners as “cultural brokers” who make real effort to empathize with and respect another’s values and perspectives. They are therefore often described as cultural frame-switchers who react depending on situational cues and at the same time maximizing their personal outcome by bridging the cultures they are acting in (Williams, 2002; Hong, Morris, Chiu, & Benet-Martínez, 2000). 
Another shortcoming of existing research on study stays abroad is that it is often restricted to demographic factors, such as age, gender, language acquisition and international experience (Born, Bleichrodt, & Van der Flier, 1987; Pedersen, 2010; Vande Berg, Connor-Linton & Paige, 2009) and rarely includes psychographic determinants of cultural intelligence, such as the motivation to go abroad. The few studies that consider psychographic factors reveal that personality characteristics, such as extraversion and openness, show a positive relation to CQ (Ang, Van Dyne, & Koh, 2006; Rothmann & Coetzer, 2003; Harrison, 2012) and that motivation of international students is an important factor in predicting their adjustment when being in a foreign country (Chirkov, Vansteenkiste, Tao, & Lynch, 2007; Chirkov, Safdar, de Guzman, & Playford, 2008). Wiers-Jennsen (2003) found that intrinsic motivation is most important for going abroad, while Kitsantas (2004) discovered that the students’ motivation influences intercultural learning. Her results show that students with motivations, such as improvement of cross-cultural competence and developing competency, score higher on cross-cultural skills and global understanding after their stay abroad. 
Based on these considerations, the present study has three objectives. First, we conceptualize BS as important determinant of CQ. Second, we test a set of motivations on BS in the context of study stays abroad. Third, we investigate the mediating influence of BS between motivations and CQ. This study is therefore one of the first introducing BS as an important process variable. Moreover, it extends current research on study stays abroad by including psychographic determinants, i.e. motivations. 
To examine our research questions, we integrate two streams of research. First, we adopt Deci and Ryan’s (2002) self-determination theory (SDT) to build a framework for the different motivations of study stays abroad. Second, we combine SDT with the concept of BS by assuming that people with intrinsic or high self-determined motivation will take over BS activities abroad more intensively. BS is an unexplored concept yet in the study abroad literature and needs to get investigated further since its antecedents and outcomes are not clear so far. SDT captures the relevance of different motivations for individual behavior (Gagné & Deci, 2005) and thus fits to our context since BS depends mainly on the extent of individual’s motivations, needs and goals (Edmondson, 1999; Marrone, Tesluk, & Carson, 2007; Marrone, 2010;). Corresponding to this, CQ is not only defined as an individual’s capability in adjusting to a new cultural context, but also the ability to manage people who have dissimilar cultural backgrounds and understanding (Ang et al., 2006; Moon, 2010).
The reminder of this article is structured as follows. In the following section, our theoretical framework is explained and the research hypotheses are developed. Afterwards, we describe the methodology of this study before the main results are reported and discussed. In the final section, we explain the theoretical and practical contributions, discuss potential limitations and derive implications for future research.
Theory and Hypotheses
Theoretical Framework: Self-Determination Theory, Cultural Intelligence and Boundary Spannning
SDT highlights the importance of human’s evolved inner resources for personality development and behavioral self-regulation (Ryan, Kuhl, & Deci, 1997). It distinguishes between intrinsic and extrinsic motivation and differs the latter in their degree of autonomy (Gagné & Deci, 2005). Intrinsic motivation is “the inherent tendency to seek out novelty and challenges, to extend and exercise one’s capacities, to explore, and to learn” (Ryan & Deci, 2000). Studies proved that feelings of competence do not enhance intrinsic motivation unless accompanied by a sense of autonomy (Fisher, 1978; Ryan, 1982). As a consequence, people must not only experience competence or efficacy, but also experience their behavior as self-determined in order for intrinsic motivation to be evident (Ryan & Deci, 2000). Moreover, the social environment is able to foster intrinsic motivation by supporting peoples’ innate psychological needs. Thus, SDT suggests that autonomous motives are supported by contexts that enhance experiences of autonomy, competence, and relatedness (Ryan & Weinstein, 2009).
According to Amabile (1993), individuals are intrinsically motivated when they seek enjoyment, satisfaction of curiosity, or personal challenge. Intrinsic motivation is only valid for activities that hold intrinsic value, i.e. have the appeal of novelty, challenge, or aesthetic value (Ryan & Deci, 2000). For other activities, extrinsic motivation may be more relevant. Individuals are extrinsically motivated when they engage in work in order to obtain some goal that is apart from the work itself. SDT posits a self-determination continuum which ranges from amotivation (no self-determination at all) to intrinsic motivation (self-determined) (Gagné & Deci, 2005). Between these two extremes there are four different types of extrinsic motivation, with external being the most controlled (least determined), and with introjected, identified, and integrated motivation being progressively more self-determined (Gagné & Deci, 2005). SDT moreover states that autonomous and controlled motivation differ with regard to their underlying regulatory processes and accompanying experiences. In addition, behavior can be characterized in terms of the degree to which it is autonomous versus controlled (Gagné & Deci, 2005). Both intrinsic and each type of extrinsic motivation are reflected in different reasons for behaving, which is the basis for assessing (Ryan & Connell, 1989). Essential for constructive social development and personal well-being are the needs for competence, relatedness and autonomy (Gagné & Deci, 2005). In following Gagné and Deci (2005) in assuming that those needs are considered important for all individuals, SDT research focuses on the consequences of the extent to which individuals are able to satisfy these needs within the social environment. 
SDT has already received widespread attention in the education literature by analyzing whether individuals seek to learn due to their own self or external reasons (Gagné & Deci, 2005). Generally, SDT-based research proved that more autonomous forms of motivation are associated with more positive learning outcomes, such as greater academic performance creativity, persistence and enhanced learner wellness (Ryan & Weinstein, 2009). Different kinds of motivation are also assumed to be present for studying abroad. Research so far has confirmed the assumption that the motivation of students to study abroad can differ in its degree of self-determination (Chirkov et al., 2007; Chirkov & Vansteenkiste, 2005). Integrated extrinsic motivation and intrinsic motivation are most likely to be evident when individuals experience support for competence, autonomy and relatedness (Ryan & Deci, 2000). When individuals are more autonomously engaged in deciding to study abroad, they will be more likely to integrate learning and change their behavior, resulting in more positive outcomes (Deci & Ryan, 2008).  
Following the model of Gagné & Deci (2005), we matched the identified motivations for study stays abroad with the self-determination continuum (Figure 1). This continuum is not based on a stage theory and does not suggest that people move through different stages of internalization. Rather it describes types of regulation in order to index the extent to which individuals have integrated the regulation of a behavior (Gagné & Deci, 2005).
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Figure 1. Motivations for study stays abroad and their matched positions on the self-determination continuum based on Gagné & Deci (2005).
In the following, we derive research hypotheses about the impact of various motivations for study stays abroad on the development of CQ, and on the mediating role of BS on this relationship. Our conceptual understanding of BS in the context of study stays abroad relies heavily on the work of Friedman and Podolny (1992) who view individual boundary spanners as negotiators between two different parts to achieve mutual objectives, and as representatives of the perceptions, expectations, and ideas of each side to the other. BS during study stays abroad encompasses therefore active information and resource acquiring and managing relationships with both, home- and host-country students (Ancona & Caldwell, 1992; Argote, McEvily, & Reagans, 2003). BS is furthermore more focused on facilitating communication over social ground rather than institutionalized ones and is characterized by being especially sensitive to and skilled in bridging interests and professions while understanding the social constructions of other actors and knowing who to involve (Trist, 1983; Hoskins & Morley, 1991; Webb, 1991). 
Hypotheses
Following SDT, activities are likely to be experienced as interesting and enjoyable in part because they are self-selected (Deci & Ryan, 1987; Ryan, 1993), and people have an intrinsic need to be self-determining, competent and master challenges (Deci & Ryan, 1985). We expect that intrinsically motivated students will engage more actively in learning new things and show better learning outcomes because they will spend a higher degree of intensity and effort in its production (Ryan & Weinstein, 2009; Cerasoli, Nicklin, & Ford, 2014). For example, the enjoyment of learning new skills has been linked to the level of effort nurses expend under complex learning situations (Simons, Dewitte, & Lens, 2004). Additionally, research proved that intrinsically motivated individuals tend to persist longer on tasks, which brings them to a higher academic achievement (Gottfried, 1985). 
The motivation to learn the language of the host country and its culture is regarded as intrinsic by assuming that – compared to other motivations for studying abroad - the needs of autonomy, relatedness and competence are the highest (Deci & Ryan, 1985). Learning a foreign language or improving language skills requires ability and willingness to interact extensively with host country individuals (Coleman, 1998). Several studies affirmed that interaction with native speakers drive language acquisition, even in a one-semester program (Magnan & Back, 2007; Allen & Herron, 2003; Regan, 2003), while according to Meara (1994), the amount of social time spent with native speakers is a main predictor for language acquisition. At the same time, language skills and cultural curiosity are important prerequisites to learn about a foreign culture, to sense cultural differences and to adjust to different communication and working styles (Isabelli-García, 2006; Coleman, 1998). It can also be assumed that exchange students with high culture-related motivation will be approached more frequently by host-country students to share their views and to cooperate with them since the value of experiential learning has been found to be positive for both visitor and hosts (Novelli & Burns, 2010). Based on these considerations, we propose: 
H1a: Culture-related motivation is positively related to BS.
Integrated regulation is the most autonomous motivation besides intrinsic motivation, and individuals have still a full sense that the behavior is an integral part of who they are. The difference to intrinsic motivation is that the motivation is characterized not by the person interested in the activity but rather by the activity being instrumentally important for personal goals (Gagné & Deci, 2005). We argue that in the context of study stays abroad integrated regulation is reflected by the preference for a particular geographic location. Its attractiveness may ground on pleasant climate, free time activities or metropolitan flair. Study stays abroad are a way to spend some time at a dream location and to escape the perceived shortcomings of the home country. Having the chance to live in a place which was long time central to phantasy is of high awareness in mind, in synthesis with the self, raises personal well-being and is therefore highly internal (Gagné & Deci, 2005). Location-related motivation can also be considered as a touristic motivation being expressed in a good opportunity to travel and the desire to be somewhere different (Sanchez, Fornerino, & Zhang, 2006; Juvan & Lesjak, 2011). 
Based on SDT we assume that students with location-related motivation will engage actively in interactions with host-country students. They will be curious to learn about the local conditions in terms of activities, interesting places and possible endangerment. Moreover, they are likely to establish relationships with local students and to mix with them. This implies exchange of views and mutual help. Thus, we propose:
H1b: Location-related motivation is positively related to BS.
University-related motivation can be regarded as identified regulation of external motivation on the self-determination continuum. Students who go abroad to attend courses which are not offered at home or because of the host university’s reputation can be attributed a strong goal orientation (Gagné & Deci, 2005). This motivation requires intensive information about the host university and reflection about the student’s personal objectives. Students with strong university-related motivation are supposed to plan their study stay abroad systematically and to focus on the course program rather than on extra-curricular activities. They have a high achievement orientation and regard studying at a reputed university as important for reaching their personal goals at this stage of their life (Eder, Smith, & Pitts, 2010). They highly value this cause of behavior and believe this motivation reflects an aspect of themselves (Gagné & Deci, 2005). Research found that skills, such as goal setting and systematic decision making, support self-determination (Abery & Stancliffe, 2003). Also, Mazzarol and Soutar (2002) identified several pull factors regarding the institutional choice, such as the institution’s reputation for quality, market profile, range of courses, offshore teaching program, degree of innovation, and marketing efforts and found them to influence the selection of student’s host universities. 
We assume a positive relation between university-related motivation and BS since its satisfaction requires intensive interaction with other students, e.g. during group assignments, class participation and presentations. Individuals with this motivation are likely to connect to other students, seek for information and advice, and use flexible approaches to get their tasks done. Although this motivation is more instrumental than that of more intrinsically motivated students, this goal orientation is assumed to support BS behavior. These considerations lead to the following hypothesis:
H1c: University-related motivation is positively related to BS.
Individuals who go for study stays abroad because they would like to accompany a friend or their partner are assumed to be less self-determined and more externally controlled. Their motivation is less autonomous and more characterized by introjected regulation which means that an activity is undertaken, but is not regarded entirely as the individual’s own decision (Gagné & Deci, 2005). While ego-involvement in contrast to more intrinsic and internal forms of motivation is low, the main focus is on satisfying social needs. Students with this motivation will focus on the relationship with their friends or spouse rather than on exchange with host country nationals in the respective country. For example, Chapdelaine and Alexich (2004) detected a negative correlation between the family status (married or in a relationship during the stay abroad) of international students and social interactions with host country students. 
Based on SDT we argue that social-related motivation to go on study stays abroad is negatively related to BS. Students with this motivation tend to satisfy social needs by interacting with their friends and partners from the same country rather than by collaborating with host-country nationals. Similar to expatriates who live in expat compounds they are likely to be less interested in learning about the host-country culture and to exchange opinions with locals (Lauring & Selmer, 2009). The exposure to the host-country culture may even be avoided as it keeps the student from interacting with home-country friends or spouses. Therefore, we propose:  
H1d: Social-related motivation is negatively related to BS.
The most extrinsic motivation along the self-determination continuum is external regulation. It is initiated and maintained by contingencies external to the person (Gagné & Deci, 2005). The needs for autonomy, relatedness and competence are the lowest for this form of motivation (Ryan & Deci, 2008). Students who go abroad to improve their CV act with the intention of obtaining a desired consequence. This motivation is totally externally controlled and instrumental, i.e. the study stay abroad is not regarded as goal in itself, but as means to improve future employment opportunities. Although the student believes to get external rewards for this kind of motivation in form of a better prospective on future employment, studies proved that studying abroad itself is not a safe way to get a job (Trooboff, Vande Berg, & Rayman, 2008). In fact, going abroad can have a positive impact on the employability, but employers do not value the fact of going abroad rather than especially the skills international educators associating with study stays abroad such as a higher cultural intelligence (Trooboff et al., 2008).
Based on SDT, career-related motivation is assumed to have a negative relationship with BS. When students primarily go abroad because they perceive this as a requirement of potential future employment they will be less curious and open-minded for cultural impressions. They put minimal effort in communication and interaction with host nationals in the daily life abroad because for them the main objective is already achieved with the acceptance for the respective study place in the host country. Thus, we propose:
H1e: Career-related motivation is negatively related to BS.
Our self-determination continuum differentiates between five types of motivation regulation. Intrinsic motivation is based on the perception that studying abroad is exciting, satisfying and interesting because of the culture. The student’s personal commitment to the location is an internal motivation which is matched to integrated regulation. Going abroad because of the university as the congruence with personal goals is identified regulation and therefore somewhat internal. Introjected motivation was outlined as motivation resulting from internal pressures, such as avoiding separation of the friend or the partner. Feeling external pressure to study abroad due to the demands of the future job market and for being competitive represents external regulation. Trying to continue research on SDT and to replicate research already using the self-determination continuum (Chirkov et al., 2008; Sheldon, Ryan, Deci, & Kasser, 2004), we propose that students who initiated their decision to study abroad and stood behind it will engage more in BS than those who feel they were pressured by other people or circumstances to go abroad. In other words, we assume that whatever activity people undertake, their success and their well-being while executing strongly depends on their level of self-determination in choosing and performing it (Ryan & Deci, 2008). Therefore we assume: 
H2: The relation of different motivations for study stays abroad and BS depends on their position in the self-determination continuum. It is most strongly positive for culture-related motivation and most negative for career-related motivation.
Our next set of hypothesis concerns the relationship between BS and CQ. BS requires communication to assess understanding as well as commitment (Wilemon, 2014). In another country with a different language this needs multiple attempts in order to achieve clarity about issues and requirements at the foreign university (Hoang & Rothaermel, 2010). These information gathering and communication processes are assumed to increase CQ. BS involves actions, such as seeking help from others in the university, adjustment to different working styles, appreciating different values and cultures, and cooperation with fellow students who need help, etc. All these actions show a high involvement with the host-country culture, university and students, and thus are assumed to advance CQ (Egron-Polak & Hudson, 2014). 
BS is assumed to be positively related to the metacognitive CQ since intercultural interaction will produce heightened awareness of and attention to current cultural experiences, including awareness of emotions, motivations, intentions, behaviors, and skills of oneself and culturally different others (Thomas et al., 2008). Since cultural metacognition involves adjusting cultural knowledge when interacting with people with different cultural backgrounds (Ang et al., 2006, 2007), BS is considered to strongly supports this learning through several experiential activities in the foreign culture. Therefore, we propose:
H3a: BS is positively related to metacognitive CQ.
Furthermore, BS is assumed to be positively associated with cognitive CQ, i.e. knowledge of cultural norms, values and beliefs (Thomas et al., 2008). BS enhances cognitive CQ since it involves active information seeking and intensive interaction with the host culture to get the assigned tasks done. This extensive interaction produces cultural knowledge of the host country such as knowledge about economic system, religious beliefs and arts and crafts (Earley & Peterson, 2004). Based on these considerations we propose:
H3b: BS is positively related to cognitive CQ.
Another positive relation is assumed between BS and motivational CQ since BS encourages the individual to direct attention and energy toward cultural differences abroad (Van Dyne, Ang, & Koh, 2008). BS can facilitate successful intercultural interaction itself fostering self-efficacy which is an important determinant of motivational CQ (Van Dyne et al., 2008). Thus, we assume:
H3c: BS is positively related to motivational CQ.
The last positive relationship is assumed between BS and behavioral CQ. BS is a process which enhances the student’s ability to exhibit appropriate verbal and nonverbal actions when interacting with students from the host-country by trial and error (Van Dyne et al., 2008). Since BS contains a high variety of activities, it has the potential to enhance the repertoire or range of behaviors which is an important element of behavioral CQ (Van Dyne et al., 2008). In addition, BS is a very flexible activity having the potential to foster the ability to adapt both verbal and nonverbal behavior abroad (Ang et al., 2006). Therefore it is assumed:
H3d: BS is positively related to behavioral CQ. 
Finally, it is assumed that the relationship between motivations for study stays abroad and CQ is mediated by BS. A mediation effect is assumed when a proposed cause has an effect on some outcome through a proposed mediator (Preacher & Hayes, 2004). Since BS is a process or an activity taking place abroad it has to be included in the research model as an additional explanatory variable of the model. It is not only assumed that individual motivations will have an effect on CQ, but also BS. Therefore, we hypothesize BS to underlie the observed relationship between individual motivations and CQ and propose:
H4: The relationship between individual motivations and CQ is mediated by BS.
Figure 2 summarizes all hypotheses in our research framework.
[image: ]Figure 2. Research framework and hypotheses.
Methodology
Sample and Procedure
To test our hypotheses, a sample of current and former students with experience of study stays abroad between three and six months was collected. The link to the online-questionnaire was sent via E-mail to the international offices of sixty German universities with a request for participation in the research project. Since international offices deal with both national students who plan to study abroad and foreigners coming for studies in Germany, it was assumed that they constitute an ideal channel to forward the link to the target audience for the given research question. Additionally, we used several social media platforms including Facebook, Xing, etc. to increase the response rate. Personal messages with request for participation and forwarding the survey have been sent out to contacts all over the world. In addition, the link to the Unipark survey was posted in university and exchange-related groups. 
The link to the study was online between April and July 2014. During this period, 901 completed questionnaires have been collected. 33.1 percent of the participants are men and 66.9 percent women. Mean age of the survey participants is 24 years. The majority (42.3%) studies business and economics, followed by almost 17% studying humanities and theology, and 11.3 % studying engineering. From all other respondents 9.0% study medicine and sciences, 2.8% study law, while the remaining 17.8% indicated other subjects of study. Most participants speak one (32.8%) or two (44.9%) foreign languages fluently. The distribution between bachelor and master students is almost equal with 34.7% studying in bachelor and 38.9% in master programs. 23.4% of the participants have already graduated and 2.9% studying diploma. The respondents of the survey come from home universities in 46 different countries with Germany having the largest share at 67.6%. Their target host universities abroad are foremost in Germany (12.8%), Spain (9.4%), France (9.5%), Finland (6.0%), UK (6.8%) and US (6.4%) with a total distribution of host universities in 62 different countries.
Measures 
The three-part questionnaire contains fifty questions concerning demographics, information related to the study stay abroad, and the cultural intelligence of students. All participants were asked to provide information on their current study program, their self-evaluation of CQ and their motivations to go abroad.
CQ
The Cultural Intelligence Scale (CQS) developed by Ang et al. (2007) is the most commonly measure of CQ (Eisenberg et al., 2013; MacNab, 2012). It consists of 20 items (4 items for metacognitive CQ, 6 items for cognitive CQ, 5 items for motivational CQ and 5 items for behavioral CQ) and uses a 7-point Likert-scale for responses (7 corresponding to “strongly agree”). The following are sample items for each dimension. Metacognitive CQ: “I am conscious of the cultural knowledge I use when interacting with people with different cultural backgrounds”. Cognitive CQ: “I always know what to say when interacting with people from different countries”. Motivational CQ: “I am willing to share my personal contacts at my home university with the host university students”. Behavioral CQ: “I change my nonverbal behavior when a cross-cultural situation requires it”. All Cronbach’s Alphas (metacognitive CQ = 0.79, cognitive CQ = 0.81, motivational CQ = 0.80, behavioral CQ = 0.82) are above the recommended threshold of 0.70 and can therefore be regarded as reliable (Nunnally & Bernstein, 1994). Following Rosenblatt, Worthley and MacNab (2013), we consider all four CQ dimensions since previous studies reported that different types of cross-cultural contact and experiences are associated with certain CQ dimensions more than others (Shannon & Begley, 2009; Crowne, 2008).
BS
BS was measured according to Wilemon (2014) who originally developed 10 items based on interviews with corporate venture managers, project team leaders and product managers. We adjusted 9 out of these items to the context of study stays abroad and added one item based on Reiche (2011). We have chosen these items because they are applicable to situations which are different, initiated internally, contain a high risk of failure (e.g., because of language barriers or education systems) and are characterized by high uncertainty (e.g., culture shock) (Wilemon, 2014). Two exemplary items are: “I seek help from others in the host university when it is needed” and “If one approach doesn’t work in gaining cooperation with another student, I will try a different approach.” Statements had to be evaluated on a 7-point Likert scale with 1=”strongly disagree” and 7=”strongly agree”. The Cronbach’s Alpha of 0.82 is over the threshold of 0.7 recommended by Nunnally and Bernstein (1994) and thus reveals a high internal reliability of this construct.
Motivation
This measure is based on previous studies (e.g., Kitsantas, 2004; Wiers-Jenssen, 2003; Ryan & Connell, 1989) and the review of the more general literature on study stays abroad. Participants were confronted with different reasons for going abroad that reflect various intrinsic and extrinsic motivations. Location- and culture-related motivations have been conceptualized as two factors in the derivation of research hypotheses, but the exploratory factor analysis (EFA) with varimax rotation and eigenvalues above one demonstrated that the items “geographical location”, “language”, “culture” and “metropolitan flair” (Cronbach’s Alpha = 0.57) loaded on the same factor which was considered then as location/culture-related motivation for further analysis. The EFA alongside with the measurement model confirmed therefore four of the five constructs. University-related motivation consists of three items, namely the motivation to “attend courses not offered at the home university”, the “reputation of the host university” and the “course program of the host university” (Cronbach’s Alpha = 0.72). Another motivation for going abroad can have social reasons which we operationalized as the items “going abroad because of a friend” and “going abroad because of a spouse or partner” (Cronbach’s alpha = 0.45). Career-related motivation consists of the item: “I went abroad to improve my CV” and is therefore a single item construct. 
Control variables
We controlled for gender (1 = female, 0 = male), age and field of study because these variables have been found to influence CQ and BS in cross-cultural environments. Another control variable is the number of foreign languages since latest research proved that language skills are a valuable resource for individual’s boundary spanning ability (Barner-Rasmussen, Ehrnrooth, Koveshnikov, & Mäkelä, 2014). The consideration behind this control variable is that individuals who speak several languages can be more engaged in BS. Moreover, we assume that BS could be closely related to individual characteristics, such as language skills (Thomas, 2006). Gender and age have not been specifically studied in relation to CQ yet, however, they have been routinely included into CQ-related research as demographic controls (MacNab, Brislin, & Worthley, 2012; Lin & Rancer, 2003; Thomlinson, 1991). The field of study was measured as a dummy variable with 0 = business and economics and 1 = others. Moreover, we added the control variable nationality since a big part of the sample comes from German home universities. It is measured as follows 0 = other nationalities, 1 = German. 


Methods of data analysis 
Structural equation modeling (SEM) based on the analysis of covariance structures was used to test the proposed theoretical model. It has become a popular multivariate approach, providing a means of assessing theories that is conceptually appealing (Hair, Black, Babin, & Andersen, 2010). AMOS software (version 22.0) and SPSS 22.0 which includes an SEM package with maximum likelihood estimation were used to test both, the measurement and the structural models that relate to the research hypotheses. 
Hair et al. (2010) suggest a six-stage procedure for employing SEM that was followed in this study. Hypotheses of direct effects were analyzed using path analysis. Indirect or mediated effects were tested using the bias-corrected bootstrap estimation procedure with 2000 bootstrap samples and 95% confidence intervals as recommended by Cheung and Lau (2008). In a first step, we examined in the measurement model if the theoretically derived constructs are accordingly measured. In a second step, we tested the meaningfulness and significance of the hypothesized relationships. A confirmatory approach with maximum likelihood estimation was used to analyze the CQ as latent construct. 
Data Analysis 
The 20 items of the CQ scale were evaluated using EFA before conducting CFA. For the EFA, the KMO value of the variables used in the study was 0.935, indicating that the data from the results were sufficiently robust to allow EFA. The values of Bartlett’s test were χ² = 7056.5, df = 190; p = 0.00, which implies that all the items were sufficient for the factor analysis. Following the procedures recommended by Brown (2006), we used a confirmatory factor analysis (CFA) to evaluate the equivalence of factor structure, factor loadings, and indicator intercepts for the CQ construct. The Chi-Square value for the model is quite high with 1229.1 (df = 480, p = 0.000). A Chi-square test is the most common fit measure, but it is only recommendable with moderate samples (e.g., 100 to 200) (Tabachnick & Fidell, 1996). Given the sensitivity of this statistic to sample size, however, the use of the Chi-square index provides little guidance in determining the extent to which the model does not fit. Thus, it is more reasonable to apply other indices of fit. Primary among these are the confirmatory fit index (CFI) and the root mean square error of approximation (RMSEA) (Byrne, 2010). The CFI of the CFA is 0.962 and the goodness of fit index (GFI) 0.955. Values above 0.95 and close to 1 indicate a very good fit (Jöreskog & Sörbom, 1993). The RMSEA as one of the most informative criteria in covariance structure modeling indicates a very good fit with a value of 0.043 which is under the recommended threshold of 0.05 (Byrne, 2010; Browne & Cudeck, 1993). The closeness of fit value (PCLOSE) tests the hypothesis that the RMSEA is good with regard to the error of approximation the population (Hu & Bentler, 1995). Jöreskog and Sörbom (1996) suggest a p-value over 0.5, which is given in this case with PCLOSE = 0.99. The Cmin/df, the chi-square divided by its degrees of freedom, is 2.65 and thus in the recommended interval between 1 and 3 (Hair et al., 2010).
The validity of the construct was also checked using convergent and discriminant validity. Factor loadings should be above 0.5, composite reliability (CR) above 0.6 and average variance extracted (AVE) above 0.5 (Fornell & Larcker, 1981; Hair et al. 2010). The standardized factor loadings are all over 0.62 and CR values range from 0.76 to 0.82, indicating good convergent validity of the measurement model. The AVE is slightly below the threshold of 0.5 with values ranging from 0.43 to 0.48. Discriminant validity was assessed by examining whether the square root of each construct’s AVE is higher than any correlation between any other construct pair (Fornell & Larcker, 1981). The discriminant analysis indicates some validity issues since the EFA extracted three factors instead of four for the CQ. This presents a potential limitation of our study that is further discussed in the final section. In total, most recommended criteria of fitness are met and the construct is therefore used for further analysis.
Measurement Model
Following past recommendations (Kline, 2011), CR and AVE was used to test for convergent validity. With respect to CR, the values range from 0.48 (SrM) to 0.82 (BCQ) with only two CR under the recommended value of 0.7 (Streiner, 2003). The AVE of the construct measures range from 0.3 (CLrM) to 0.5 (UrM). Given that the minimum recommended AVE of an acceptable measure is 0.5 (Fornell & Larcker, 1981), there are minor convergent validity issues which are further discussed in the limitations sections. Discriminant validity was assessed by examining if the square root of each constructs’ AVE is higher than any correlation between any construct pair (Fornell & Larcker, 1981). Again, the analysis reveals only minor reasons for concern since the discriminant validity issues are only relevant for the CQ dimensions which have been already mentioned above. 
Hypothesized model and testing
The structural model consists of eight latent constructs: country/location-related motivation (CLrM), university-related motivation (UrM), social-related motivation (SrM), boundary spanning (BS), metacognitive CQ (MCCQ), cognitive CQ (CCQ), motivational CQ (MCQ), and behavioral CQ (BCQ). The independent variable career-related (CarM) is included as a single item construct as well as the controls age, gender, field of study, nationality, and number of foreign languages spoken fluently, assuming that they were measured without error. Before conducting the SEM, it has to be mentioned that although the four CQ dimensions are conceptually deemed independent of each other, they tend to be positively correlated (Ang et al., 2007; Rosenblatt et al., 2013). This is why the four dimensions had to be covariated before calculating the path model. We did the same for the four different motivations. The last added covariance was between career-related motivation and field of study since there was an apparently strong correlation between these two. Additionally, we decided to control for the respective control variables on BS. By using SEM, it is free to choose which exogenous variable to control for. We decided for BS since little is known about the influence of individual factors on boundary-spanning activity. 
The hypothesized model provides a good fit to the data (χ²/min = 2.89, CFI = 0.98, IFI = 0.98, GFI = 0.97, RMSEA = 0.05 (PLCOSE = 0.8), SRMR = 0.053). Overall, it was estimated that all predictors explain 38% of the variance of MCCQ, 57% of CCQ, 23% of MCQ and 76% of BCQ. The motivations explain 31% of the variance of BS. Multicollinearity does not pose any problem in this study with all VIF-values under 2 (Hair, Andersen, Tatham, & Black, 1995). According to the fit indices, the path model indicates no concerns with regard to the hypothesized model (see table 1).
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Table 1 
Overall model fit indices for the structural model
	Fit index
	Scores
	Recommended values

	χ²/min
	2.892
	< 3.0 (Hair et al., 2010)

	GFI
	0.972
	≥ 0.90 (Hair et al., 2010)

	AGFI
	0.952
	≥ 0.90 (Hair et al., 2010)

	RMSEA
	0.046
	≤ 0.05 (Hu & Bentler, 1995)

	NFI
	0.964
	≥ 0.95 (Hu & Bentler, 1999)

	CFI
SRMR
	0.976
0.0531
	≥ 0.95 (Hu & Bentler, 1999)
< 0.09 (Hu & Bentler, 1999)


Results and discussion
Results
The results of the path analysis indicate that location/culture-related motivation is highly significant and positively related to BS (Table 3, Figure 3). Also, university-related motivation reveals a significant positive relation to the BS. Thus hypotheses 1a to 1c got supported by the path model. With regard to hypothesis 1d, our study shows a significant negative relationship of social-related motivation and BS. Thus, hypothesis 1d is supported. Hypothesis 1e assumed a negative relationship of career-related motivation to BS. This is not confirmed since the coefficient is not significant. Hypothesis 2 proposed that the relation of different motivations for study stays abroad and BS depends on the position in the self-determination continuum. This hypothesis got not asserted. Even there was the highest positive correlation between intrinsic and high self-determined motivations and BS, and also a significant negative relationship between social-related motivation and BS, there was no relationship between career-related motivation and BS. But according to our hypothesis 2, the most extrinsic motivation along the self-determination continuum should display the most negative relationship with BS.
[image: ]
Figure 3. Results of the Structural Equation Modeling Analysis with Standardized Parameter Estimates (N=901). Note: We controlled for the effects of age, gender, field of study, foreign languages and home country on the boundary spanner in the model. CLrm = Culture/Location-related motivation, Urm = University-related motivation, SrM = Social-related motivation, Carm = Career-related motivation; McCQ=Metacognitive CQ, CCQ=Cognitive CQ, MCQ=Motivational CQ, BCQ=Behavioral CQ
*p < .05** p < .01 *** p < .001

Hypotheses 3a-3d proposed a positive relationship of BS with all four dimensions of CQ. This was supported by the path analysis as all coefficients are significantly positive. The estimate values are high with values ranging from 0.55 to 0.69 for the unstandardized and from 0.42 to 0.56 for the standardized estimates. Furthermore, the critical ratio value is high with values ranging from 13.95 to 18.82, indicating a very strong relationship with all four dimensions of CQ. 
The final hypothesis 4 proposed a mediating effect of BS for the relationship between the motivations to study abroad and CQ. We tested this assumption via bias-corrected bootstrap estimation procedure (2000 number of bootstrap samples; 95% percentile confidence intervals; 95% bias-corrected confidence intervals). The results (see table 2) demonstrate that CLrM is indirectly related to all four CQ dimensions. Although the effect strength decreases when including the mediator, the path is partially mediated by BS according to Baron and Kenny (1986). This is similar for UrM and CQ. The results of the bias-corrected bootstrap estimation procedure demonstrate that UrM is indirectly related to the four CQ dimensions. This effect is partially mediated for the CCQ and fall mediated for the rest of the CQ dimensions since the strength of the direct effect drops when including the mediator. Thus country/location- and university-related motivation are both significantly and positively mediated via boundary spanning with partial and fall mediation according to the Baron and Kenny approach. Moreover, the bootstrap analysis reveals that SrM is indirectly related to all four CQ dimensions. Following Baron and Kenny (1986) there is a fall mediation observable for the motivational part of the CQ since SrM shows a negative significant effect on the motivational CQ which falls including the mediator. The CarM revealed no significant indirect effects via BS on CQ. Therefore we conclude that there is no mediation effect of BS between CarM and CQ. To summarize, hypotheses 4 got partially supported. CLrM and UrM are mediated by BS and show indirect effects with all four CQ dimensions. SrM is indirectly related to all four CQ dimensions and is only mediated by BS with regard to the motivational part of the CQ. CarM shows no indirect or mediation effects.
Table 2
Mediation effects of the motivations to the CQ with and without mediator
	Mediation
	Direct effect without mediator
	Direct effect with mediator
	standardized indirect effect
	Two-tailed significance
	Mediation according to Baron and Kenny (1986)

	CLrM --> MCCQ
	0.262***
	0.143***
	0.119
	***
	partially mediated

	UrM --> MCCQ
	0.126***
	0.055
	0.072
	***
	fall mediation

	SrM --> MCCQ
	-0.063
	0.012
	-0.074
	***
	no mediation

	CarM --> MCCQ
	-0.003
	0.002
	-0.005
	ns
	no mediation

	
	
	
	
	
	

	CLrM --> CCQ
	0.212***
	0.117***
	0.096
	***
	partially mediated

	UrM--> CCQ
	0.152***
	0.094**
	0.057
	***
	partially mediated

	SrM --> CCQ
	-0.057
	0.002
	-0.06
	***
	no medation

	CarM --> CCQ
	-0.031
	-0.027
	-0.004
	ns
	no mediation

	
	
	
	
	
	

	CLrM --> MCQ
	0.267***
	0.141***
	0.127
	***
	partially mediated

	Uni --> MCQ
	0.101**
	0.025
	0.076
	***
	fall mediation

	SrM --> MCQ
	-0.120***
	-0.041
	-0.079
	***
	fall mediation

	CarM --> MCQ
	-0.020
	-0.014
	-0.005
	ns
	no mediation

	
	
	
	
	
	

	CLrM --> BCQ
	0.213***
	0.119***
	0.095
	***
	partially mediated

	Uni --> BCQ
	0.092**
	0.035
	0.057
	***
	fall mediation

	SrM --> BCQ
	-0.012
	0.047
	-0.059
	***
	no mediation

	CarM --> BCQ
	-0.004
	0.000
	-0.004
	ns
	no mediation


With regard to control variables, Table 3 shows significant effects of gender, age, and number of foreign languages while the coefficient for the field of study is not significant. In addition, the control variable nationality is significant correlated with BS. This is due to the sample kurtosis since the major respondents are students from German universities. This limitation will be discussed further in the limitations part. To sum up, hypotheses 1a to 1d were asserted by the structural model. H2 was not confirmed by the path model since CarM was not significantly negative associated with BS. In contrast hypotheses 3a to 3d were supported holistically. Finally hypothesis 4 was partially approved in revealing indirect effects of three out of four motivations to the CQ via BS.
Table 3
Summary of hypotheses testing
	Hypotheses
	Unstandardized estimate
	Standardized estimate
	SE
	CR
	p-value
	Direction of hypotheses

	H1a/b: CLrM --> BS
	0.15
	0.22
	0.02
	6.50
	P < 0.001
	asserted

	H1c: UrM --> BS
	0.07
	0.14
	0.02
	4.19
	P < 0.001
	asserted

	H1d: SrM  BS
	-0.20
	-0.14
	0.05
	-4.05
	P < 0.001
	asserted

	H1e: CarM  BS
	0.00
	0.02
	0.01
	0.48
	ns
	not asserted

	H2:
	
	
	
	
	
	not asserted

	H3a: BS --> MCCQ
	0.66
	0.53
	0.03
	18.84
	P < 0.001
	asserted

	H3b: BS --> CCQ
	0.62
	0.43
	0.04
	14.41
	P < 0.001
	asserted

	H3c: BS --> MoCQ
	0.55
	0.56
	0.03
	20.26
	P < 0.001
	asserted

	H3d: BS --> BCQ
	0.69
	0.42
	0.05
	13.93
	P < 0.001
	asserted

	H4:
	
	
	
	
	
	partially asserted

	Controls
	
	
	
	
	
	

	Gender
	0.16
	0.12
	0.04
	3.93
	P < 0.001
	-

	Age
	0.01
	0.06
	0.01
	1.97
	P < 0.05
	-

	Field of study
	0.06
	0.05
	0.04
	1.46
	ns
	-

	Number of foreign languages
	0.05
	0.08
	0.02
	2.66
	P < 0.01
	-

	Home country
	0.10
	0.08
	0.04
	2.40
	P < 0.05
	-


Discussion
We introduced and tested a model explicating how intrinsic and extrinsic motivations influence the boundary spanning activity abroad. We tested the model in the context of the SDT approach developed by Deci and Ryan (1985, 1987, 2008) and introduced BS as supporting process for the enhancement of the CQ. Specifically, this study aimed to enhance current literature which focuses only on students’ adjustment in intercultural contexts and support previous findings in the SDT framework. Our analysis provided support for the assumption that BS is an effective process variable for study stays abroad and has significant positive impact on CQ. Our results confirmed furthermore the assumption that especially intrinsic motivation and high self-determined extrinsic motivations have a positive influence on BS behavior and CQ. The results of the bias-corrected bootstrap estimation procedure demonstrated significant indirect effects of the country/location- and university-related motivation on all CQ dimensions which were mediated by BS.
Additionally, we found out that gender and the number of foreign languages have considerable influence on BS abroad. Especially people who can speak more foreign languages will highly engage in BS. This relationship supports the findings of Barner-Rasmussen et al. (2014) who found out that individuals with cultural and language skills perform more BS functions and that language skills are critical for performing demanding tasks. Also, gender seems to have a significant relation with BS. Earlier studies showed similar results regarding gender for the CQ (Born et al., 1987; Mann, Sasanuma, Sakuma, & Masaki, 1990; MacNab, 2012). An independent t-test also proved the fact, that males and females have significantly different variances and means on BS (Male: M= 5.5, SD= 0.7; Female: M= 5.7, SD=0.7), thus showing that men are taking over fewer BS initiatives. The higher mean scores for women taking over BS could be explained by the fact that women tend to choose study abroad programs that are more associated with languages and social sciences, whereas male students prefer primarily physical sciences (MacNab, 2012). Women would then engage more extensively in BS abroad since they are used to a higher level of communication due to their study subject. In addition, age and home country revealed a significantly positive relationship with BS. 
A few other findings are noteworthy. Participants’ social-related motivation shows no significant positive or negative effects on CQ with included mediator. With the exclusion of the mediator there is a significant (p < 0.001) negative effect of SrM on the motivational part of the CQ. Individuals with SrM will not direct their attention and energy toward cultural differences and will even have a lower interest in novel settings and a lower self-efficacy (Van Dyne et al., 2008). The negative effect on the BS relieves the assumption that students who only go abroad because of their friends or spouses will not engage in BS abroad and engage even less than others in intercultural encounters. Reasons could be, for example, relying on the information the friend or partner is collecting. The individual will stick to the friend or the partner he chose to go with, and thus will not try to make new friends from other nations or from the respective country. They do not have to be engaged so much in BS activities, because for them there is not the same need to collect information from different sources nor the same degree of insecurity in comparison to students who go abroad alone. Thus, this motivation lies on the lower end of the self-determination continuum, because the degree of autonomy, relatedness and competence is relative low for this kind of motivation. Against expectations, the direct relationship between career-related motivation and BS was not significant. Also no direct effects on the CQ got apparent in the path model. This supports research so far in showing that not external controlled motivations but personality traits such as openness to experience and extraversion (Ang et al., 2006; Harrison, 2012) or general self-efficacy (MacNab & Worthley, 2012) have positive relationships with the CQ. Thus, personality characteristics are apparently more important than external rewards or punishments. This study also supports the results of Chirkov et al. (2007) by showing that a higher self-determined motivation is more beneficial for a student’s adaption than non-self-determined motivation. This study also support the findings of several cross-cultural studies which found out the positive effect of the relative importance of intrinsic over extrinsic goals on peoples well-being (Ryan et al., 1999; Schmuck, Kasser, & Ryan, 2000). The findings of this study are also in line with the finding of Chirkov et al. (2008) who found that autonomous motivation for moving abroad to get education is a powerful predictor of international student’s adjustment. To sum up, our results are in line with prior studies of motivations and study stays abroad in emphasizing the significant importance of intrinsic and high-self determined motivations.
Limitations
There are a number of limitations to this study. Using a quantitative measure namely a questionnaire as the single data collection instrument for cross-cultural processes may bias results, though this instrument can generate data from large groups; nevertheless boundary-spanning behavior is not always observable through questionnaires. To fully understand the benefits of BS, experimental solutions should be developed encompassing a control group (Ancona & Caldwell, 1992). The questionnaire was administered only in English, which is not the native language of all respondents. The data collection process was conducted by non-probability sampling, which may have some weaknesses. One weakness relates to wrong anchoring, meaning there may not be an accurate reading of the target population (Cascio, 2012). Since study samples were limited to students currently studying at universities in Germany, generalization of the study is limited and the chance of sampling errors cannot be excluded. This should be minded while interpreting the results. Furthermore, the study lies on self-report measures which bear the risk of response bias by participants since they give answers that are socially desirable (Podsakoff, MacKenzie, Lee, & Podsakoff, 2003). Another possible limitation is time. Longitudinal studies could measure BS for example at three or four different points of time and compare them. Another direction for further research could be using mixed methodologies. It is important to mention that the content of peoples’ motivation can be addressed at different conceptual levels. There are also other approaches to measure motivations along the self-determination continuum (see Chirkov et al., 2008). As already mentioned in the methodology part, there are some validity concerns regarding the CQ and the motivations. For CLrM and SrM convergent validity is not met, while discriminant validity is given. Regarding the CQ, there have been little convergent validity issues since all values were barely under the threshold of 0.5, while there have been also discriminant validity issues due to the EFA which loaded two dimensions on one factor. This has to be considered while interpreting the data. 
Another limitation is the fact that the theoretical framework focuses only on motivations and the influence on BS. It must be noted that a lot of other factors could have influence on BS and on CQ. Moreover, as suggested by Paris, Nyaupane, and Teye (2014) the outcomes of study abroad programs can be better understood when comparing students’ attitudes and expected outcomes prior to the trip and with what they actually received after the trip. Future research should acknowledge this and conduct at least a two time-point survey. Moreover, future studies should empirically examine for example which personality traits are important for BS such as openness, emotional intelligence or tolerance of ambiguity (Bakalis & Joiner, 2004). In addition, future research should be devised also to other BS functions such as the network-oriented BS function abroad (Reiche, 2011) or could examine BS activities as potential leadership skills. Environmental and personal factors important for BS may also provide a fruitful area of future research. Finally, the findings in this study have the potential to be extrapolated to the expatriation literature.


Implications for Theory
Our findings make several theoretical contributions to cross-cultural management learning and education literature. First, this research provides the first integrative study of the relationship between individual motivations, BS and CQ. As BS is closely related to CQ, results contribute valuable knowledge to the field of cultural intelligence, boundary spanning and self-determination research. Secondly, several authors believe in the importance of experiential education (Earley & Peterson, 2004; MacNab, 2012; Thomas & Inkson, 2004) which got supported by this study in showing that high self-determined and intrinsic motivations influence the BS activity abroad and support the enhancement of the CQ. In contrast to literature recommending cultural mentoring and guided reflection during the stay abroad (Vande Berg et al., 2009, 2012) we would like to stress the importance of intrinsic motivation and BS for the enhancement of the CQ instead of learning cycle activities. This expands on previous research in demonstrating that the most important effect comes from the motivational part of the individual. We extended previous research furthermore in measuring BS of students abroad and in showing a relation between BS and CQ enhancement. Thus this study answers the call for more research on empirical studies about effective boundary spanning behavior within different contextual situations (Williams, 2002). 
Secondly, our study provides empirical evidence on the important role of BS in CQ development and the application of the self-regulation continuum of Ryan and Deci (2000). This study supports the considerations of Gagné & Deci (2005) in showing that high self-determined motivation and intrinsic motivation have the highest influence on participating actively in BS. To the extent that SDT concerns basic principles of motivation, this study proofed again the application to management and educational issues. Another theoretical implication is the application of the BS scale to situations where intercultural experience is less structured and more informally such as international travel, summer schools, etc. (Rosenblatt et al., 2013). We furthermore extended research on the role of social-related motivation showing that this motivation reduces significantly the BS activity abroad and has no direct influence on the CQ. This effect should be investigated further. Finally, this article introduces and tests a BS scale for study stays abroad which contributes to the existing lack of reliable measures in the current BS literature.
Practical Implications
Our results have practical implications for the selection processes in the academic and organizational environments. While researches focused yet on learning approaches, few studies investigated the influence of motivation on the CQ outcome. Additionally, no studies yet measured the processes abroad contributing to successful adaption and CQ outcomes. The selection process of international offices should consider the results of this study and put more efforts in finding out students’ motivations for going abroad. The motivational aspect should be included in the selection process as a fixed component; either included in the interviews or as a component of the application process. As Bakalis and Joiner (2004) revealed, especially students with a high degree of openness and a high tolerance ambiguity were more likely to take part in such programs.
Implications for cross-cultural trainings can also be derived from this study. Trainers and educators should include BS activities in their training programs which are similar to the BS in this study. As educational institutions already try to train and develop cultural intelligence by cross-cultural trainings (Tan & Chua, 2003), they could also try to conceptualize workshops including BS activities. BS individuals should not be underestimated since they can constitute good ambassadors for the university. In addition, the significant positive effect of foreign language skills on BS reflects the importance of language courses prior to the stay or during the stay. Educational institutions should acknowledge this and offering a sufficient spectrum of language courses for students leaving, but also for incoming students. Furthermore, from a host university’s perspective, students should not get overwhelmed by information. For CQ development to occur, it seems to be useful if students have to search information by themselves and learn about extracurricular activities and events by BS. Finally, international offices should consider the negative effect of sending friends or couples abroad while choosing the students for their study stay abroad.
Conclusion
Our results indicate that CQ may be developed by high self-determined and intrinsic motivations, but even more significantly by BS abroad. We identified important BS activities for the stay abroad which have influence on all four dimensions of the CQ, thus enhanced previous research in that field. In particular, we demonstrated that motivations as antecedents of BS behavior abroad play an important role in the process of learning about another culture. We believe that this study not only supports previous findings of motivations based on the self-determination theory, but also inspires other researchers to look more closely on the BS activity abroad. These findings support the argument promulgated by Vande Berg (2007) that simply sending students to other countries might not be enough. Exploring how motivations influence BS abroad is a new field of research, which should be recognized and further studies should conduct more in-depth analyses to reveal other individual and contextual factors having influence on the BS and the CQ development, as well as on the mediating role of BS abroad. 
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Appendix
Table A1
[bookmark: _Toc392927952]The Cultural Intelligence Scale (CQS) (Ang et al., 2007)
	CQS
	Cultural Intelligence Scale

	Metacognitive CQ:

	MC1

MC2

MC3
MC4
	I am conscious of the cultural knowledge I use when interacting with people with different cultural backgrounds.
I adjust my cultural knowledge as I interact with people from a culture that is unfamiliar to me.
I am conscious of the cultural knowledge I apply to cross-cultural interactions.
I check the accuracy of my cultural knowledge as I interact with people from different cultures.

	Cognitive CQ:

	COG1
COG2
COG3
COG4
COG5
COG6
	I know the legal and economic systems of other cultures.
I know the rules (e.g., vocabulary, grammar) of other languages.
I know the cultural values and religious beliefs of other cultures.
I know the marriage systems of other cultures.
I know the arts and crafts of other cultures.
I know the rules for expressing non-verbal behaviors in other cultures.

	Motivational CQ:

	MOT1
MOT2
MOT3
MOT4
MOT5
	I enjoy interacting with people from different cultures.
I am confident that I can socialize with locals in a culture that is unfamiliar to me.
I am sure I can deal with the stresses of adjusting to a culture that is new to me.
I enjoy living in cultures that are unfamiliar to me.
I am confident that I can get accustomed to the shopping conditions in a different culture.

	Behavioral CQ:

	BEH1

BEH2
BEH3
BEH4
	I change my verbal behavior (e.g., accent, tone) when a cross-cultural interaction requires it.
I use pause and silence differently to suit different cross-cultural situations.
I vary the rate of my speaking when a cross-cultural situation requires it.
I change my non-verbal behavior when a cross-cultural situation requires it.



Table A2
The boundary spanning scale (based on Wilemon, 2014; Reiche, 2011)
	BS
	Boundary Spanning 

	BS1
	I seek help from others in the host university when it is needed.

	BS2
	I have the ability and willingness to converse effectively with others coming from different countries.

	BS3
	I am empathetic and understand the challenges fellow students face.

	BS4
	I have the ability to explain my study subjects to other students of the university and gain their assistance.

	BS5
	I am able to adjust to the different working styles of the host university and the host students.

	BS6
	I appreciate that the various students in my university and external to my university have different values and cultures.

	BS7
	I try to cooperate with others in the university who need my help.

	BS8
	If one approach doesn‘t work in gaining cooperation with another student, I will try a different approach.

	BS9
	In my dealings with others, I focus on achieving a win-win outcome.

	BS10
	I am willing to share my personal contacts at my home university with the host university students.



Table A3
Individual motivations for study stays abroad
	IM
	Individual Motivations

	CrM1
	Language

	CrM2
	Culture

	LrM1
	Geographical location

	LrM2
	Metropolitan flair

	UrM1
	Attend courses not offered at our university

	UrM2
	Reputation of the university

	UrM3
	Course program of the university

	SrM1
	Be with friend/ follow friend

	SrM2
	Be with spouse/ partner

	CarM1
	Improve CV
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