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The Concept of Disability in Graduate Programs that Specialize in Study Abroad
or International Exchange

CHAPTER 1: INTRODUCTION

The purpose of this study is to examine if and how international education

graduate programs in the United States are addressing disability issues for future

international education professionals. In this chapter, I present my thesis question

and explain why it needed to be explored.

My thesis question was: How are graduate students who are preparing to

enter into the field of international exchange or study abroad exposed to the

concept of disability?

In order to answer this question, I invited seven graduate programs to

participate in my study:

Intercultural Relations with International Exchange! International Student
Advising concentration at Lesley University (Massachusetts)
International Education at George Washington University (Washington,
D.C.)
International Education at New York University (New York)
International Education at the School for International Training (Vermont)
Comparative and International Development Education at University of
Minnesota (Minnesota)
International Training and Education with concentration in International
Student Services and Study Abroad Administration at American
University (Washington, D.C.)
Education with concentration in International Education at University of
the Incarnate Word (Texas)

I chose these seven programs because they are the only Master's degree-

level programs that I was able to identify in the United States that are specifically

designed to train professionals to enter the field of international student exchange

and/or study abroad (see section entitled "Population" on page 26 for explanation

of how I chose these programs).
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Disability as a Social Construct

Disability is a social construct. By this I mean that disability is not only

an issue that people experience on an individual basis, but rather one that is "best

understood in terms of how society perceives disability" (Longmore & Umansky,

2001; 01km, 1999, p. 13; Wolanin & Steele, 2004). According to many

Americans with disabilities, the most debilitating aspect of being a person with a

disability is the discrimination and exclusion that our society imposes upon them

(Gill 2001; Linton 1998; Longmore 2003; 01km 1999; Shapiro, 1993). Paul

Longmore (2003), a professor of history and director of the Institute on Disability

at San Francisco State University, stated:

What makes life with a major physical disability ignominious,
embarrassing, humiliating, and dehumanizing is not the need for
extensive physical assistance, but the dehumanizing social contempt
toward those who require such aid." (p. 160)

In 1993, West et al. surveyed forty college and university students with

disabilities "to determine their levels of satisfaction with accessibility, special

services, and accommodations at their schools" (as cited in Paul, 2000, P. 3).

While most expressed satisfaction with services from their schools, many students

reported barriers that they had encountered. These barriers included "a lack of

understanding and cooperation from administrators, faculty, staff, and other

students; lack of adaptive aids and other accommodations; and inaccessibility of

buildings and grounds" (as cited in Paul, 2000, p. 3).

Fortunately, as we have seen through the attitudinal and behavioral

changes in our society regarding other minority groups, including women, gays

and lesbians, and people of color, this social discrimination may be reduced. In

fact, many changes have already occurred due to the Disability Rights Movement,

which is a topic that I will cover in more detail later in Chapter 3.



Value of Study Abroad
Underrepresentation of students with disabilities in study abroad programs

has significant implications. On an individual level, students reap multiple

benefits from a study abroad experience, such as adaptability, stronger

communication skills, acquisition of a new language, American identity

development, and appreciation for other cultures (Fib, 2004; Hameister,

Matthews, Hosley, & Groff 1999; Hartung, 2002; Mathews, Hameister, & Hosley,

1998). On a broader level, our world is "shrinking" with increased globalization,

resulting in a greater need for internationalization in higher education and

increased numbers of students who study abroad to meet this need (Burn, Cerych

& Smith, 1990 as cited in Matthews et al., 1998; Hameister, et al., 1999; National

University Continuing Education Association, 1994 as cited in Matthews et al.,

1998). For these reasons, it is imperative that study abroad opportunities be

available to all students.

Underrepresentation of Students with Disabilities in Study Abroad
While it is difficult to make concrete statements regarding representation

of students with disabilities in study abroad due to the lack of statistics in this area

(Bucks, 1997; Hameister, Matthews, & Skolnick, 1991; Rubin, 1996; Sygall,

1994), studies by Mobility International USA (MIUSA) and the University of

Minnesota show that students with disabilities are underrepresented in study

abroad (Aune & Soneson, 1997 as cited in Johnson, 2000; Bucks, 1997).

According to more recent studies, however, the number of students with

disabilities who are studying abroad is increasing (Scheib, 2004; Soneson, 2000).

In 1996, Aune and Soneson's survey found that 1% of all students who studied

abroad had disabilities (as cited in Keen, 2003). This rose to between 2%-3% in

2004 (Scheib, 2004). While this increase is promising, these statistics still do not



reflect the 9%1 (U.S. Department of Education, 2002) of university students who

identify as having a disability.

In Michele Scheib's 2004 report, Students with Disabilities in Education

Abroad: Statistical data and long-term impact JIndings, she compares the

statistics regarding types of disabilities between students in higher education and

students who study abroad. Of the students with disabilities who study abroad,

80% report psychiatric disabilities, learning disabilities or Attention Deficit

Disorder (ADD). However, these types of disabilities represent only 28% of

disabled students in higher education. Similarly, of the students who study

abroad, only 4% reported physical disabilities, while students with physical

disabilities constitute 29% of all students with disabilities in higher education (see

Figure 1.1).

These discrepancies raise more questions than they answer. Why do more

students with psychiatric disabilities, learning disabilities or ADD study abroad?

What are the barriers that keep students with physical disabilities from studying

abroad? How can study abroad and international exchange professionals better

serve students with physical disabilities?

While these are all valid questions, they are beyond the scope of this

research. In this paper, I will not discuss specific types of disabilities, but it is

important for practitioners to be aware of these statistics so they may better focus

their energies and future studies.

'This statistic is from 1999-2000 (U.S. Department of Education, 2002). The percentage of
students who identified as disabled rose from 6% in 1996 (U.S. Department of Education, 1999) to
9% in 1999-2000 (U.S. Department of Education, 2002). Therefore, these numbers may have
changed in the past five years, since this data was collected. Other literature notes a steady rise in
the number of students with disabilities attending postsecondary institutions (Hall & Belch, 2000;
Kauffman & Grandia, 1999; Reisberg, 1998, Wolanin & Steele, 2004).
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Figure 1.1 Types of disabilities in that students report in higher education and

study abroad
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The percentages of students with disabilities in study abroad programs
reported in the IIE/MIUSA online survey compared to the percentages on
campuses nationwide of students with disabilities (U.S. Dept. of Education
statistics from 1999-2000) are:

45% vs. 17% Psychiatric disability
35% vs. 11% Learning disability/ADD
9% vs. 15% Systemic/health-related disability
4% vs. 29% Physical disability
3% vs. 7% Deaf or hard of hearing
2% vs. 5% Blind or low vision
2% vs. 15% Other or unspecified disability

SOURCE: Scheib, M., (2004). Students with Disabilities in Education Abroad:
Statistical data and long-term impact findings. Paper presented at the Council on
International Education Exchange and Forum on Education Abroad Conferences,
Santa Fe.

Professional Influence on Study Abroad and Professional Preparedness in
Study Abroad

Studies that have explored how international education programs at

colleges and universities can be inclusive of people with disabilities have noted

underrepresentation of students with disabilities in study abroad and point out the

need to educate international education professionals in areas such as: types of



disabilities, disability rights, disability-related resources, and recognition of

people with disabilities as a socially oppressed minority group (Hameister et al.,

1999; MIUSA, 1999a; MIUSA, 1999b; Soneson, 2000). This theme of educating

international educators about disability issues in order to increase awareness and

to embrace the values of the Disability Rights Movement is ubiquitous in the

literature. However, the studies and suggestions that I encountered focused on

educating current study abroad professionals and neglected to address the

education offuture professionals (i.e., graduate students).

In 1998, Matthews, Hameister, and Hosley published "Attitudes of college

students toward study abroad: Implications for disability service providers" in

which they interviewed sixty-four undergraduate students with disabilities from

five universities regarding barriers that might affect them during study abroad:

Students cited the barriers of lack of knowledge about available study
abroad programs, lack of assistive devices and services, and financial
barriers. Students favored inclusionary study abroad programs as
opposed to programs just for students with disabilities. (p. 67)

In 1999, Hameister, Matthews, Hosley, and Groff published, "College

students with disabilities and study abroad: Implications for international

education staff." In this study, the authors collected information from three

sources: the researchers' own experiences with students with disabilities and their

colleagues' input; interviews with students with disabilities; and a literature

review. The result of this research was a list of five concepts that "emerged as

especially important when seeking to include students with disabilities in study

abroad" (p. 87). These five concepts are: individualization, barriers and

accommodation, disability spread, inclusion, and collaboration.

In addition to these two studies, which explored what students with

disabilities were saying about study abroad in general, two projects were

conducted to discover how to improve services for students with disabilities who

wished to study abroad. One of these projects, "Access Abroad," was funded in

1997 by a grant from the Fund for the Improvement of Postsecondary Education
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(FIPSE) and explored "establishing better advising process, determining disability

accessibility at overseas sites, and fostering awareness of international

opportunities among students" (Soneson & Gerlach, 2000). The second project,

"Campus Collaboration Campaign," was a joint project of the Association on

Higher Education and Disability (AHEAD), NAFSA: the Association of

International Educators, Mobility International USA (MIUSA), and the Bureau of

Educational and Cultural Affairs of the U.S. Department of State (ECA). This

project brought together representatives from international education offices and

disability service offices from over forty schools of higher education in the U.S.

to discuss "ways to increase the number of students with disabilities in

international exchange and to better serve those students already participating"

(MIUSA, 1999a, p. 1).

The need for staff in international education offices and disability services

offices to collaborate was a dominant theme throughout all of these works. Also

prominent, either explicitly or implicitly, was the need for study

abroad/international exchange professionals to be educated in issues of

disabilities, such as types of disabilities, accommodation issues, and disability

rights.

As I continued my research, I discovered that while many papers and

resources gave tips for cunent professionals, none of the literature that I read

questioned whether training in disability issues was taking place for future study

abroad/international exchange professionals. For example, I found no mention of

whether the concept of disability is included in the curricula for graduate

programs in international education. This discovery led me to my thesis question,

stated earlier: How are graduate students who are preparing to enter into the field

of international education exposed to the concept of disability?



Overview of This Paper

By studying the aforementioned seven graduate programs that specialize

in study abroad/international exchange (see page 1), I intended to draw attention

to how future study abroad professionals are currently being educated about

disability issues and extract ideas and suggestions on how these educational

approaches will continue and/or develop in the years to come.

The possible implications of this study include developing resources on

how and why study abroad and international exchange graduate programs are

addressing disability in the curricula, which will provide models and/or

suggestions for other graduate programs that train professionals in the field of

study abroad and/or other fields involving interaction with students (e.g., Student

Affairs, Education). This research will also be a reflection of the current

paradigm (See Chapter 3) in the field of international education regarding people

with disabilities, and will raise awareness of the importance of training future

professionals in disability issues.

In this paper, I first provide a detailed literature review, which discusses:

the concept of disability as a social construct, how disability-related legislation

and policy in the U.S. have influenced higher education and study abroad, and an

exploration of how disability is addressed in higher education curriculum.

Following the literature review, I provide a more detailed explanation of

my methods, including how I determined which schools would be appropriate for

my research, how I obtained my information and contacted the interviewees, and

how I analyzed the data that I collected.

Chapter 5 reports the findings of my research and Chapter 6 discusses

themes that emerged as I analyzed the data. Finally, the Conclusion states the

implications of this study for the field of international education and gives

practical examples of how professionals in higher education can use the

information generated from this study. I also disclose the limitations I incurred

during my research as well as future research ideas.



CHAPTER 2: PERSONAL STATEMENT

As a qualitative researcher, I feel it is my responsibility first to explain my

own understandings, beliefs, and biases of the topic about which I have studied. I

am doing this to portray to the reader the lens through which I developed this

study and analyzed the data. While I tried to be as objective as possible

throughout the entire process, my own experiences and paradigms undoubtedly

influenced my interpretation of both the literature and the interviews to some

degree. The purpose of this chapter is to describe my own viewpoint of disability

as a graduate student who is training to work in the field of international

education, specifically in the field of study abroad from the United States.

I studied social work for my first bachelor's degree. I worked in the field

of mental health for six years before returning to school. During that time I was

repeatedly shocked at how the people, or "clients," with whom I worked were

perceived and treated by community members. I became increasingly aware of

derogatory terms and phrases that are commonly accepted in our language, such

as "nuthouse," "crazy," and "off your rocker," to name only a few. I began my

career in the field of mental health with the goal of helping others in mind.

However, I soon realized that my biggest contribution would be changing my

attitude toward people with mental illnesses as well as working toward changing

attitudes of others, in order to combat the stigma and discrimination that people

with mental illnesses face on a daily basis.

During the same period in my life, my stepmother, who has multiple

sclerosis, began using a wheelchair. With first-hand experience of physical

barriers that she had not previously noticed, she was suddenly spending hours

every week writing letters to businesses and public establishments with

complaints of how their buildings and/or programs were inaccessible and

therefore a violation of her rights under the Americans with Disabilities Act

(ADA). At the time, I thought that she had simply taken up a new passion.
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It was not until during my graduate program, when I took an elective

course in disability issues that I made a connection between my realizations about

our society's oppressive treatment of people with mental illnesses and my

stepmother's situation. Both are cases of social discrimination against people

with disabilities. The fact that our language is inundated with derogatory terms

regarding all disabilities, not just those who have mental illnesses (e.g., "deaf and

dumb," "short bus," "crip," "blind leading the blind"), and that people with

disabilities feel the need to write letters, call legislators, and stage protests to

defend their legal and civil rights, are red flags that warn us of the necessity to

raise awareness and change these harmful attitudes and behaviors in our society.

In my disability issues course, I did a research project on disability-related

legislation and its affects on study abroad. That project was the beginning of this

thesis research. Through that initial research, I realized that students with

disabilities are underrepresented in study abroad and that current legislation is

limited in guaranteeing students with disabilities the right to participate in these

study abroad! international exchange programs. While there are limits, the "spirit

of the law", as many disability rights activists call it, does support full inclusion of

people with disabilities in all programs, including study abroad programs. As

many disability rights advocates have done before me, I decided that depending

on the law to protect the rights of people with disabilities was not enough. One

needs only to look at the social situation in a society like South Africa since the

end of apartheid ten years ago to realize that changes in legislation and policy do

not immediately produce change in the people's perceptions, attitudes and

behaviors. While the changes in South Africa since apartheid maybe one of the

world's greatest success stories, the social changes that have occurred and that are

still taking place there are not overnight accomplishthents. Neither did these

changes occur simply because a new constitution was written. Rather, the people

of South Africa had to become aware of their differences and accept one another

as equals before any improvement in the relationships between its citizens could
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improve. This is precisely what disability rights advocates are asking us to do

here in the United States: to look beyond what is "required" by law and start

treating one another with respect as fellow human beings (MIUSA, 1 999b,

Wolanin & Steele, 2004).

In the beginning stages of my research, my goal was to find out how to

apply this concept in study abroad. I had initially planned to interview students

with disabilities to find out from them what their "disabilities" in study abroad

were. In other words, what social constructs disenabled them from participating

in study abroad or international exchange? In my review of the literature, I

discovered that research had already been conducted in this area. That research

revealed that students, study abroad professionals, and disability service providers

all stated the need for collaboration and for awareness of disability issues, which

eventually led me to my cunent thesis question.
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CHAPTER 3: LITERATURE REVIEW

The following literature review is organized into three sections. The first

section introduces the concept of disability as a social construct. The second

section explores disability-related legislation and policy in the U.S. and how they

have influenced higher education and study abroad. Finally, the last section looks

at how disability is addressed in the curricula today. Through this literature

review, I was able to develop the hypothesis that the issue of disability is

generally under-addressed in the training of students who are planning to work in

the field of international exchange or study abroad.

Disability as a Social Construct
In order to understand how disability is perceived in the U.S. today, we

must first examine the history of disability. When examining disability as a social

construct, which is to study it as a subject defined not only by individual

experience, but also by social and cultural influences, three paradigms have

dominated American thought throughout history: the moral model, the medical

model and the minority model. In the following pages I will present and briefly

explain each of these paradigms.

Moral Model

The oldest social construction of disability is referred to as the moral

model. This theory states that disability is a result of immorality. In this model,

God uses disability to test an individual's and/or family's faith, or to punish them

for sins or lack of faith (Longmore, 2003; 01km, 1999).
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Some examples of the moral model are found in the book entitled

Embodied Rhetorics, which was edited by James C. Wilson and Cynthia

Lewiecki-Wilson (2001):

From Ruth Cameron Webbs' memoirs, Journey into Personhood (1994,
p.70): "Often I wonder why God allowed me to be injured at birth. Have I
done anything to deserve cerebral palsy?" (p. 81).
In Aristotle's reference to the Bible he refers to disability as the "literal
manifestation of God's displeasure and/or wrath" (p. 15).
In classic and popular literature, "disabled people are characterized as
pathetic, sinister, laughable, nonsexual, and incapable of full participation"
(p. 244-245). A few examples of this would be the characters of
Frankenstein and the Seven Dwarfs.

These examples show how, even though the moral model is outdated, the

concepts are still present in our language and ideology (01km, 1999).

Medical Model

In the mid 1 800s, the medical model overtook the moral model, and it is

still predominant in the U.S. today. This approach views disability as the

individuals' physiological impairments, as defects of his/her body or mind

(Longmore, 2003; Longmore & Umansky, 2001; 01km, 1999; Wolanin & Steele,

2004). Since disability is interpreted as a medical concern, this viewpoint implies

that to have a disability is to be unhealthy. As with most medical conditions,

rehabilitation and treatments are used to "if not cure, at least correct most

disabilities or their functional consequences enough for the individuals to perform

socially or vocationally in an acceptable manner" (Longmore, 2003, p. 42). It is

true that the medical model has brought about many improvements for people

with disabilities, such as technical and medical advances. However, this way of

perceiving individuals also has many downfalls and is the catalyst for much of the

discrimination that Americans with disabilities experience (Longmore, 2003).

The most damaging effect of the medical model is that it does not look at

disability holistically (physically, socially, politically, historically, etc.), but rather
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portrays it in only one dimension, as something physiologically wrong with an

individual.

Many other problems can stem from this individualization of disability.

For example, people with disabilities are viewed as abnormal. This label

automatically assigns marginal status and precludes full membership in society.

Additionally, abnormal is a value-laden term that is used to describe people at

two extremes: one extreme is helpless or burdensome and the other is exceptional

and admirable (Linton, 1998).

The manifestation of this is apparent in the responses of Harris' 1991

survey in which nondisabled Americans were asked how they felt when they

encountered a person with a serious disability:

The majority (92%) say they often or occasionally feel admiration;
74% feel pity, 58% feel awkward or embarrassed, 16% experience
anger because persons with disabilities cause inconvenience; and 9%
feel resentment because persons with disabilities get special privileges.
(as cited in Yuker, 1994)

Much has been written on the two most predominant responses:

admiration and pity. More often than not, nondisabled people admire people with

disabilities because they perceive them to have "overcome" their disability. A

man is going to a grocery store alone in spite of the fact that he uses a wheelchair,

or a woman has graduated from college even though she has a learning disability.

Longmore (2003) states:

In order for people with disabilities to be respected as worthy
Americans, to be considered as whole persons or even approximations
of persons, they have been instructed that they must perpetually labor
to "overcome" their disabilities. They must display continuous
cheerful striving toward some semblance of normality. The evidence
of their moral and emotional health, of their quasi-validity as persons
and citizens, has been their exhibition of the desire to become like
nondisabled people. (p. 221)

Some nondisabled people feel pity for people with disabilities, on the

other hand, due to the misconception that disabled people are not healthy and are
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victims of the disability from which they suffer. "In a damaging self-fulfilling

cycle of judgment, many nondisabled observers naively contribute to a real

tragedy of disability the interpersonal impasse by clinging steadfastly to the

presumption that to live with an impairment is to linger in a tragic state" (Gill,

2001, p. 352).

While it is true that some disabilities are related to illnesses or injuries and

may, in fact, be a source of pain, many disabled people are healthy and have little

or no pain related to their impairments (e.g., people who are deaf or blind, those

who have learning disabilities, or someone who was born without an arm). By

viewing people with disabilities as unhealthy, our society assumes the necessity to

administer care and has taken on a paternal role toward this group.

The resulting belief that nondisabled people know what is best for

disabled people, combined with the values of Social Darwinism ("survival of the

fittest"), resulted in atrocities such as isolated institutionalism and sterilization:

For the first half of the century, Americans with mental retardation
(called "idiots" or "feebleminded"), mental illness, cerebral palsy, and,
until as late as the 1 940s, those with epilepsy, were viewed as a
menace that threatened to lower the health and intelligence of future
generations. As a result, these people with disabilities that were not
fatal were segregated in isolated institutions. There they lost control
of their lives and their liberties, solely by virtue of their disability.
Often they faced involuntary sterilization. Oliver Wendell Holmes
may have been one of America's most distinguished jurists, but even
he voiced the standard prejudices of the day. "It is better for all the
world, if instead of waiting to execute degenerative offspring for
crime, or to let them starve for their imbecility, society can prevent
those who are manifestly unfit from continuing their kind," Holmes
wrote in the 1927 Supreme Court majority ruling in the case of Carrie
Buck (Shapiro, 1993, p. 158). Within three years of this decision, 29
states had passed sterilization statutes. (Longmore, 2003)

While forced sterilization is not as widely accepted today, the attempt to

rid society of people with disabilities continues in other forms. For example,

procedures such as the amniocentesis detect perceived deficiencies or
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abnormalities early enough for parents to abort if they so choose. The

continuation of institutionalization (e.g., group homes, state hospitals) and the

behavioral restrictions and lack of privacy at these facilities hinder sexual

relations among the people who live there.

Yet another problem with the medical model is a phenomenon called

disability spread. Spread "refers to the power of single characteristics to evoke

inferences about a person" (Wright, 1983, p. 32). Under this concept, people

assume that because a person has a disability, that he/she is limited in other ways

as well (e.g., a person who cannot speak is stupid, a person who cannot walk is

weak, etc.) Guy Mahan's survey of one thousand four-year institutions conducted

in 1974 shows that disability spread played a role in hindering disabled students

from attending college before current legislation. In that survey, "18% rejected

blind applicants, 27% rejected applicants in wheelchairs, and 22% rejected deaf

applicants" (as cited in Fonsoch, 1980, p. 165).

Minority Model

The third and newest paradigm is known as the minority, humanitarian, or

social model (Linton, 1998; Longmore, 2003; Monaghan, 1998; 01km, 1999,

Wolanin & Steele, 2004). Unlike the moral and medical models, which view

disability as something that is physically, mentally, or spiritually deficient with an

individual, supporters of this viewpoint "ascribe disabled people's typically

disadvantaged status to deep-seated, pervasive cultural devaluation and systemic

institutionalized discrimination" (Longmore, 2003, p. 1-2). Rather than trying to

"fix" the people with disabilities, advocates of this model strive to eliminate

prejudice and discrimination against people with disabilities, increase

accessibility, and incorporate accommodations into the realm of "normality".

By transferring the onus of change from the individuals to society and by

recognizing that people with all types of impairments have in common the

limitations that they face due to discrimination, inaccessibility, and lack of
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accommodations, this perspective paved the way for people with disabilities to

come together as a community and work toward common goals. Thus was born

the Disability Rights Movement.

The Disability Rights Movement is a civil rights movement that began in

1970 with the formation of Disabled in Action (DIA), which was inspired by

Judith Heumann's lawsuit against the New York City Board of Education for

rejecting her application for a teaching license because of her disability (Heumann

v. Board of Education, 1970). She was inspired to file this suit by the political

activism of the Civil Rights Movement of the 1960s.

Since then, both disabled and nondisabled people have advocated for

disability rights under the auspices of the minority model. They fight for equal

access to public places and events, for reasonable accommodations, and for

legislation that clearly spells out and defends their civil rights.

Struggling against the dominant medical paradigm of disability, disability

rights advocates are trying to change not only behaviors, but also American

values:

They declare that they prize not self-sufficiency but self-
determination, not independence but interdependence, not functional
separateness but personal connection, not physical autonomy but
human community. This values formation takes disability as the
starting point. It uses the disability experience as the source of values
and norms. (Longmore, 2003, p. 222)

While attitudinal and paradigm shifts are slow going, great leaps have

been accomplished on a legislative level since 1973. The two play off one

another, however, as MIUSA (1 999b) states, "No law can instantly change

nationwide discriminatory practices, but it provides a great incentive, because

with a law in place, a disabled individual who is the victim of discrimination has a

powerful tool in his or her hands to bring about enforcement" (p.14). Longmore

and Umansky (2001) agree that, "Though compliance studies report that, to a

significant degree, U.S. society continues to restrict or exclude people with
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social transformation is under way" (p. 2).

The following section discusses the key disability-related legislation and

policies that have evolved from the Disability Rights Movement and their effects

on higher education and study abroad.

Legislation and Policy
The two most significant laws that have influenced the social

transformation of which Longmore and Umansky (2001) speak are: Section 504

of the Rehabilitation Act of 1973 and the Americans with Disabilities Act (ADA),

which was enacted in 1990.

Section 504
Section 504 of the Rehabilitation Act of 1973 is a federal law that reads:

. . no otherwise qualified person with a disability in the United
States.. .shall solely on the basis of disability, be denied access to, or
the benefits of, or be subject to discrimination under any programs or
activity provided by an institution receiving federal financial
assistance. (29 U.S.C. § 504)

This law applies to "recruitment, testing, admission, and treatment after

admission" and requires that programs make "reasonable adjustments" to enable

students to have an equal opportunity to succeed academically (Matthay &

McCarthy, 1995, p. 280). This act marked a shift from the medical perspective

toward the cultural perspective by raising awareness of the socio-cultural barriers

that disabled students face and demanding that the institutions make adjustments,

as opposed to the individuals.

ADA

The American Disabilities Act (ADA), also a federal law, was passed in

1990. This act provides "a national mandate for the elimination of discrimination
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against individuals with disabilities" and "enforceable standards addressing

discrimination against this population" (42 USCS § 12101 et seq.). Under the

ADA, colleges are required to take a proactive approach in providing

accommodation for students with disabilities and must make an effort to offer

services in the most integrated settings (Matthay & McCarthy, 1995). The ADA

applies to community colleges, state institutions (Title II), and private institutions

(Title III) (Jarrow, 1993). Thus, they cover those institutions that do not fall

under Section 504 because they do not receive federal funds. However,

institutions that do receive federal funds are still responsible to adhere to both

legislative acts.

Both Section 504 and the ADA require that students self-report to the

college or university and provide adequate documentation of their disability. This

places the responsibility of requesting services on the shoulders of the students

(Kauffthan & Grandia, 1999).

Effects ofDisability-Related Legislation on Higher Education and Study
Abroad

The federal mandates to provide reasonable accommodations for students

with disabilities have opened the door of opportunity to many students who might

have been turned away prior to these acts. Whereas in 1986 only 29% of

Americans with disabilities reported attending college or completing a degree,

this number increased to 45% by 1994 (U.S. Department of Education, 1996).

Other influential factors have played a role in this increase, such as the

establishment of professional organizations, among them the Association on

Higher Education and Disability (AHEAD), Higher Education and Adult Training

for People with Disabilities (HEATH), Disability Rights Education and Defense

Fund (DREDF), and International Education for Persons with Disabilities (IEP)

(Bucks, 1997). In addition, advances in technology, mainstreaming students with

disabilities in secondary schools, and changes in society's perceptions of
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disabilities have all played a role in this development as well (Hall & Belch,

2000).

Students with disabilities are also pursuing programs and activities in

higher education from which they had been historically excluded, such as sports

programs and study abroad programs. However, given greater numbers of

students with disabilities in higher education and greater variety in the types of

disabilities recognized, conflict often arises when determining students' rights and

responsibilities. Numerous legal cases have struggled with this very question.

Since the early 1990s, the legislation that protects the rights of people with

disabilities in the U.S. has been challenged in regard to programs sponsored by

U.S. institutions but which take place outside of this country. Three pertinent

examples are:

Letter to: College of St. Scholastica, No. 05-92-22095 (U.S. Department of

Education, OCR, Chicago Office, 1992)

In this case, a deaf student at St. Scholastica applied for the Ireland Study

Abroad Program (ISAP) for the spring semester of 1992. The student requested a

sign language interpreter for the program. The College had provided this student

a sign language interpreter for the previous three years for in- and out-of-class

activities.

St. Scholastica encouraged the student to use the FM system during her

study abroad. The FM system involves the hearing impaired person wearing a

transmitting device and hearing aids, which amplify the sounds from the speaker

who wears a microphone.

The student in this case had used the FM system in high school and

explained to the staff at St. Scholastica that it was insufficient to meet her needs.

The school refused to provide a sign language interpreter for the ISAP, stating

that the costs were prohibitive.

"However, [Office of Civil Rights] OCR did not find that the College

adequately analyzed the cost of providing interpreter services to the complainant
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before denying her request for the services" (Chronicle of Higher Education,

1996). The OCR ruled in favor of the student based on Section 504, which states:

A recipient which this subpart applies shall take such steps as are
necessary to ensure that no handicapped student is denied the benefits
of, excluded from participation in, or otherwise subjected to
discrimination under the education program or activity operated by the
recipient because of the absence of educational auxiliary aids for
students with impaired sensory, manual, or speaking skills. (34 C.F.R.
Part 104)

Letter to: Arizona State University, No. 08-01-2047 (U.S. Department of

Education, OCR, Denver Office, 2001)

In this OCR ruling, a student from Arizona State University (ASU)

applied for a study abroad program in Ireland that was run by the Institute for

Study Abroad-Butler University. ASU refused to provide a sign language

interpreter for this student because the study abroad program was optional and

was not run by the University (Hebel, 2002).

The U.S. Department of Education's Office of Civil Rights ruled in favor

of the University, stating, "It is OCR's determination that Section 504 and Title II

[ADA] protections do not extend extraterritorially" (Newcomb, 2002).

Birdv. Lewis & Clark College, 303 F.3d 1015, 2002

In this case, a student (Bird) who used a wheelchair participated in Lewis

& Clark's Spring 1996 overseas program in Australia. Bird's complaint was that

she was unable to participate in many of the outdoor activities in the program due

to physical barriers and that both her housing and the transportation provided

were inaccessible at certain points in the program, requiring that she be carried or

otherwise assisted.

The district court ruled in favor of the College, on the basis that Lewis &

Clark made "reasonable accommodations" by hiring two helpers for the student,
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paying for Bird to fly when other students took the bus, and giving her the option

to stay in alternative, wheelchair-accessible lodgings (303 F.3d 1015, 2002).

The cases outlined above demonstrate the ambiguity of these laws. While

the Rehabilitation Act (Section 504) and the ADA do specifically state that

students with disabilities cannot be excluded from programs solely because of

their disabilities, the ASU ruling states that the laws "do not extend

extraterritorially" (Newcomb, 2002). In the case of international education, in

which programs are provided for U.S. citizens outside of the U.S., this ambiguity

can be problematic. Disability rights advocates encourage international education

providers to follow the "spirit of the law" rather than only the letter of the law

(MIUSA, 1 999b, p. 25). In other words, to recognize that people with disabilities

have the same rights as all other Americans.

Disability in Higher Education Curriculum
The subject of disability does exist in college curricula today. According

to a survey by Paul Longmore in 2003, 257 programs address disability at San

Francisco State University alone and every college at Stanford University has

disability-related courses. However, in most of these cases, disability is addressed

through the medical model paradigm and appears only in "specialized applied

fields (e.g., special education, rehabilitation, psychology, physical therapy)"

(Linton, 1998, p. 80). In her book, Claiming Disability, Simi Linton prefers to

call these courses "Not Disability Studies" (1998, p. 133). Longmore, a disabled

historian, defines disability studies:

Disability studies emerged in the 1980's as the academic counterpart
to disability rights advocacy. It aims to do the work of research and
critical analysis necessary to any effort at social reconstruction. It
critically analyzes the ideas about disability that have shaped societal
organization and public policies, cultural values and architectural
design, individual behavior and interpersonal encounters, professional
training and delivery of services. It also explores disability
experiences and identities, communities and cultures, from the
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perspectives of people with disabilities themselves. In addition and
just as important, this field raises profound questions about basic
values and arrangements in every sphere of society." (Longmore,
2003, p. 2)

Both Simi Linton and Paul Longmore argue the necessity of integrating

Disability Studies into the core curriculum (Linton, 1998; Longmore, 2003).

They argue that, if the perception of disability is going to change, if our society is

going to take responsibility for the discrimination that people with disabilities

face and begin to accept people with disabilities as "normal", then it is imperative

that academia "provides the tools that academics and civilians need to make

critical social, intellectual and professional changes" (Linton, 1998, p. 81).

In the foreword to Linton's Claiming Disability, Michael Bérubé, a

nondisabled professor at University of Illinois, Urbana-Champaign, articulates

this concept well in laymen's terms. He states, "if we do not imagine 'disability'

as a broad, general subject that shapes the humanities, it is all the less likely that

we will manage to imagine disability as a broad, general subject that shapes

public life and public policy" (Linton, 1998, p. vii). While changing current

practices and educating current professionals on inclusion techniques and

suggestions is helpful, the problem of underrepresentation of students with

disabilities in study abroad will continue as long as exclusion is accepted as the

norm and people with disabilities are viewed as abnormal. Including disability

studies in higher education curricula is one way to make progress toward social

change in the attitudes and inaccessible environments that discriminate against

people with disabilities in our society today.

While it is the goal of disability rights activists and social change

advocates to include these minority model-based courses that Linton and

Longmore describe into the general curricula, this is not currently a reality. Most

of the occurrences of disability- related materials in the curricula are taught from

the medical model and are found in the practical sciences. In order to combat this

deficiency, Linton argues that "Because students don't obtain a liberal arts
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education in disability nor a political education in disability anywhere else in their

education, it is critical to provide [disability studies] within the professional

programs" (1998, p. 147). In other words, since disability is not a part of core

undergraduate curricula, it should be included in graduate curricula, especially for

those programs that train people to design and facilitate programs for students.

Additionally, the Student Personnel Point of View, the ethical "best practices" for

any professional planning to work in student affairs, such as study abroad or

international education, emphasizes the necessity to consider the student as a

whole, unique individual:

his individual capacity and achievement, his emotional make-up, his
physical condition, his social relationships, his vocational aptitudes
and health, his moral and religious values, his economic resources, his
aesthetic appreciations. (as cited in Rentz, 1994, p. 76)

The call to approach each student holistically and as an individual that is

expressed in both of these perspectives, one specifically targeting graduate

programs and the other aimed at student affairs professionals, emphasizes the

necessity to research if and how international exchange and study abroad graduate

programs in the United States are addressing disability issues for future

international education professionals.
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CHAPTER 4: METHODS

Overall Strategies and Rationale
The purpose of this study is to answer the following questions:

How are graduate students who are preparing to enter into the field of
international education exposed to the concept of disability?
Why is the concept of disability included (or not included) in international
education graduate programs?
Which models (e.g., moral, medical, minority) are currently represented in
international exchange/study abroad graduate program curricula?
Are these graduate programs addressing that which has been found in
research to increase inclusion of students with disabilities in study abroad:
individualization; collaboration; disability spread; inclusion; barriers and
accommodation?
What are the ways that the concept of disability has been integrated into
international education graduate program curricula?

I am pursuing this line of inquiry because previous research shows that

educating professionals who work in the field of international education about the

issues of disabilities, such as types of disabilities, various accommodations, and

disability rights, improves these professionals' ability and tendency to be

inclusive of students with disabilities in their work (Hameister et al., 1999;

MIUSA, 1999a; MIUSA, 1999b; Soneson, 2000).

The education of current professionals is addressed at length and in detail

in the literature but only general information has been generated about future

international education professionals (i.e., graduate students). For example, in

1993, Nutter and Ringgenberg stated:

Knowledge of specific disabilities, understanding of institutional
barriers, advocacy, and an ongoing dialogue about learning
opportunities for students with disabilities must be part of the agenda
for all student affairs professionals and faculty members. (as cited in
Hall & Belch, 2000, p. 13)
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The Institute for Higher Education Policy reported in 2004 that "In-service

training and professional development opportunities for faculty members and

graduate students devoted to the education of students with disabilities should be

strengthened and expanded" (Wolanin & Steele, p. x). I was, however, unable to

find significant research that addressed specifically how these future international

education professionals should be and/or are educated in disability-related issues.

I chose to look at graduate programs because, while Master's-level

proficiency is not always a required qualification to work in study abroad offices,

most positions posted in the field of international education today list a Master's

degree as at least a preference, if not a requirement (NASFA, n.d.). Due to the

current transitory nature of the qualifications for working in international

education in a college setting, professionals new to the field come with various

educational backgrounds. Some of the common Master's degrees held by

professionals in the field include anthropology, student services administration,

international relations, and of course, international education. Due to the large

number of graduate programs from which future international education

professionals have to choose, I focused this study only on those programs that are

specific to international education that specialized in training professionals to

work in study abroad or international exchange.

Population
I determined that seven schools fulfilled my requirements by collecting

graduate program lists from Peterson 's Higher Education Guides (Thomson

Peterson's, 2004); Gradschools. corn (GradSchools.com, 1996-2004); Student

Affairs Administration in Higher Education (NASPA Online, 2004-2005); the

Association of Professional Schools in International Affairs (APSIA, n.d.);

Association of International Education Administrators (AIEA, n.d.); and NAFSA:

Association of International Educators (Listserv, 2002). With each of these

resources, I searched for graduate programs in "international education," which
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resulted in the identification of fifty-two universities. Of those fifty-two

programs, only seven specifically focused on training professionals in study

abroad or international exchange:

American University (Washington, D.C.)
George Washington University (Washington, D.C.)
Lesley University (Massachusetts)
New York University (New York)
The School for International Training (Vermont)
University of the Incarnate Word (Texas)
University of Minnesota (Minnesota)

I invited all seven of these schools to participate in the study regardless of

size or type (e.g., public or private). Since I was examining study abroad and

international exchange from the United States, I limited the results to only

programs that are based and administered within the U.S.

These programs were not selected as a representative sample of graduate

programs for students training to work in the field of study abroad or international

exchange (Lincoln & Gupa, 1985). Rather, I chose these programs because, due

to their specialization, I determined that these programs train students to work in

international education, as opposed to anthropology or student services

administration programs which, in any given year, may not have any students

pursuing careers in this field. It is my goal, however, that the findings from these

studies will be useful for any graduate program that might be involved in training

future international education professionals.

In this study, I contacted the program department heads and, in some

cases, faculty members from these seven institutions. I was successful in securing

interviews at only five of the seven institutions. In all, there were nine

participants:



Dr. David Chapman, Chair and faculty of Department of Educational
Policy and Administration at the University of Minnesota
Dr. Michael Paige, faculty in Department of Educational Policy and
Administration at the University of Minnesota
Dr. David Johnson, faculty in Department of Educational Policy and
Administration and Director of Institute for Community Integration at the
University of Minnesota
Dr. Francis Musa Boakari, faculty and advisor in the School of Education
at the University of the Incarnate Word
Dr. James Williams, Program Coordinator and faculty of International
Education Department at the George Washington University
Dr. Fanta Aw, adjunct faculty of International Education Department at
the George Washington University
Professor Linda Drake Gobbo, Degree Chair and faculty of International
Education Program at the School for International Training
Dr. Flavia Ramos, Director and faculty of the International Training and
Education Program at American University
Dr. Charles Tesconi, faculty in School of Education at American
University

I chose to first interview department heads because, as leaders in their

respective programs, I expected them to know their program requirements and

practices well. I also expected them to be aware of and to advocate for the

mission and goals of their programs, and to be influential in the program design.

In some cases, the department head suggested that I talk to a faculty member to

obtain more specific details about particular courses. In other cases, if the

department head was unable to answer all of my questions regarding specific

courses, I requested a refenal from the department head to speak with a faculty

member.

Methods
I used qualitative methods to gather data in this study. "[A qualitative

researcher's] purpose is to learn about some aspect of the social world and to

generate new understandings that can be used by the social world" (Rossman &

Rallis, 1998, p. 5). As I stated previously, I hoped to learn about how and why
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disability studies are incorporated into graduate programs for students planning to

work in international education. I plan to make these findings and ideas available

to these programs and to other graduate programs so that they may be encouraged

to include the concept of disability in their curricula or, if they already do, to

initiate thought on how they may improve upon their existing programs. A

detailed description of the methods that I used follows.

Data Gathering Procedures
My research was comprised of three different data collection techniques,

as a practice of "triangulation" (Rossman & Rallis, 1998, p. 45): I conducted a

literature review, I gathered web-based and written material about the five

aforementioned graduate programs, and I interviewed nine directors and faculty

members from those programs. The data that I collected is not a representative

sample of the entire population of graduate programs that train future

professionals in the fields of study abroad and/or international exchange. Because

of this, the findings are not "generalizable in a statistical sense" (Rossman &

Rallis, 1998, p. 47). However, by doing an in-depth study and by using multiple

sources, the data that I collected is confirmed and/or challenged, which increases

the validity and reliability of this research.

Web-based and Written Materials

After I had determined which programs would be included in this study, I

gathered information from the websites of each program. The types of

information I collected, when available, included: contact information for the

directors, program mission statements and requirements, course titles and

descriptions, and information on internship/researchlpractical experience

opportunities within the programs.

I collected this information to use not only in contacting the department

heads, but also to develop a general understanding of each specific program



30

before I conducted the interviews and so that I could refer to it during the

interviews if necessary.

Interviews

To contact the department heads, I mailed a letter of introduction (see

Appendix A), accompanied with a cover letter from Dr. Christine Sproul, the now

retired Director of the Office of International Education at Oregon State

University (see Appendix B). It was my hope that the small number of

participants and the influence of Dr. Sproul would encourage these individuals to

participate in this study.

I then contacted each department head by email, including the list of

questions that I had prepared for the interviews (see Appendix C) and attaching

the informed consent form (see Appendix D). In this email, I requested an

interview appointment. I called the department heads at the scheduled time and

conducted the interviews by phone, tape recording the conversations.

I also interviewed faculty to obtain details about the course(s) if the

department head could not answer those questions. In that case, I repeated the

process of sending the Informed Consent form, along with an explanatory email

and the list of interview questions.

I used a "standardized open-ended interview" (Rossman & Rallis, 1998, p.

125), with each of the directors and faculty. This means that I had a set of fixed

questions that I asked each participant in the same order. The interview questions

consisted of open-ended questions, designed to encourage department heads

and/or faculty to describe and elaborate on the topics we discussed, drawing from

their own knowledge and experience and minimizing my own influence on the

data. It was my intent to write the questions in a way that was "nondirectional"

(Rossman & Rallis, 1998, p. 82), meaning not leading or biased. I piloted the

questions with four directors and one faculty member of similar programs to test

this objectivity before I began my research. Even though I had a standard list of



31

questions, I sometimes interjected questions for purposes of clarification or to

encourage expansion of the interviewees' responses.

In addition to tape recording the interviews, I also kept "field notes"

(Rossman & Rallis, 1998, p. 121) throughout this process; documenting context,

ideas, main points, etc. I referred to these field notes as I analyzed the data to

remind me of the contextual information that I did not find directly in the

transcripts.

Analysis
To analyze this data, I followed a pattern suggested by Rossman and

Rallis in their work, Learning in the Field (1998) and referred to Patton's

Oualitative Research and Evaluation Methods (2002). Rossman and Rallis'

pattern consists of six phases of analysis:

Organizing the data
Familiarizing oneself with the data
Generating themes, categories and patterns
Coding
Searching for alternate understanding
Writing the report

Organizing the data

After each interview, I personally transcribed each one verbatim. I

compared the written transcripts with the recorded interviews to check for

accuracy and I sent a copy of the respective transcript to each interviewee and

requested a check for accuracy. After confirming and correcting any

discrepancies, I kept the tape-recorded interviews in a secure place where only I

could access them until the completion of this research project.

Throughout the data gathering process, I kept records separated according

to institution. Records included field notes, information gathered from websites
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and/or offices such as curricula, mission statements and syllabi, and transcriptions

from interviews.

Familiarizing oneself with the data

Before coding the data I read through each file and/or listened to each

interview at least three times to get an overall sense of each conversation.

Generating themes, categories, and patterns

Also before coding, I determined what themes I noticed in the data from

conducting, transcribing, and reviewing the interviews. By this point, I was

intimately familiar with the content of the interviews, since I conducted and

transcribed them myself in addition to reviewing each of them at least three times.

There were two main types of themes that I considered at that point in the

analysis. The first were "analyst-constructed typologies", which are themes stated

by previous research. The second type consisted of "indigenous typologies",

which are themes that emerge by identifying recurring ideas, perspectives,

descriptions, etc. from the data (Patton, 2002, pp. 457-462). I considered both

types of themes on two levels: when analyzing each individual program and

again, considering the data collectively.

Once I determined these themes, I drew a "concept map." A concept map

is a diagram or a series of diagrams in which themes are depicted with

connections to one another to determine how the themes are related, which

"indigenous typologies" appear most important/prevalent, and which "analyst-

constructed typologies" are missing (Rossman & Rallis, 1998, p. 179).

Coding

Coding qualitative data is the act of taking reams of information and

organizing it in a way that shows connections, elaborates on themes, and draws
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out text that supports or challenges the researcher's hypotheses (Rossman &

Rallis, 1998).

For my first round of coding, I chose four of the most predominant themes

and identified specific words or phrases that illustrated each of these concepts

(theme in left margin, words/phrases highlighted and/or in right margin) (see

Appendix E). I repeated this process at least three times for each transcript, each

time refining the initial themes and/or adding new ones. Finally, I indexed the

data according to the themes I had developed by charting quotations from the

interviews and written materials (see Appendix F).

Search for alternate understanding

To make sure I was not excluding any data that could be counter to my

findings, I attempted to challenge my themes and examples. I re-read data as a

whole and created a chart that listed the key words and phrases from all of the

transcripts and written data. I created symbols for each of the five key themes and

labeled the words and phrases in the chart with the symbols as they related to the

themes (See Appendix G).

I then answered the following questions: Do these themes fit? Do they

speak for the data? Are they taken out of context? Are there any situations within

the transcripts that challenge these themes or concepts? If so, what are they, how

do they differ and what does that say about these findings?

At this point I met with my advisors to discuss the themes that had

emerged from the data. As a result of these discussions, I created sub-themes in

some cases and re-labeled some themes to more accurately represent the data.

Writing the report

I wrote the report in a manner that reflects the themes that emerged during

the data analysis. I noted data that challenged my findings, and incorporated

"best practices" suggestions from the participants.
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Since I asked the respondents for personal opinions regarding what "the

concept of disability" meant to them, I chose to report the data in a way that

reserved their anonymity. I did this by randomly assigning a number to each

interview (Interview 1 Interview 9) and institution (Institution 1 Institution 5).

As I wrote the paper, I referred only to these randomly assigned labels.

After completing the report, I submitted copies to each of the participants

and requested a check for validity and accuracy.

Limitations
While designing this study, my preference was to conduct the interviews

face-to-face and hold at least one focus group with all the participants present.

However, due to logistical restrictions of time, money, geographic locations of

participants and hectic schedules of participants, this was not feasible. Rossman

and Rallis (1998) note, "observation plays an important role as the researcher

notes body language and affect in addition to the participant's words" (p. 136). In

face-to-face interviews, I would have been able to take notice of non-verbal cues

such as expressions of confusion, which would have indicated to me a necessity to

clarify or expand on a topic.

A focus group setting would have been ideal for discussing the interview

question, "Do you have a "best practices" suggestion for similar graduate

programs in regard to preparing professionals to be inclusive of students with

disabilities in the field of study abroad? Please describe." By having all of the

participants interacting as they addressed this question, they may have inspired

ideas among one another, which would have resulted in deeper data and a richer

experience for the participants. According to Morgan's (1997) work, Focus

groups as qualitative research, "Participants in focus groups often say the most

interesting aspect of their discussion is the chance to 'share and compare' their

ideas and experiences" (p. 24).
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In retrospect, I also could have created a survey that I could have asked

department heads to distribute to the graduate students participating in these

graduate programs, which would have measured students' understanding of

disability issues. (See Chapter 7 for suggestions for further research.)
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CHAPTER 5: RESULTS CURRENT PRACTICES

My thesis question was: How are graduate students who are preparing to

enter into the field of international education exposed to the concept ofdisability?

In this chapter, I report my findings and analyze them in two sections. The first

section covers the information that I derived from looking at core course materials

and the second section covers the information from the interviews that I

conducted with nine participants from the five institutions (for a list of the

participants and institutions, see page 28).

Core Course Materials: Findings
There are seventy-one core courses in total for the five programs that I

studied. I examined brief on-line descriptions of each of these courses. I also

requested syllabi for any course that, from the on-line description, seemed like it

might possibly address the concept of disability. Of my twenty-five requests, I

received four syllabi and five detailed, one-page descriptions for these courses.

When examining all of the course descriptions and syllabi that I collected

as a whole, three out of the five graduate programs mention disability only once,

one program mentions disability twice and the fifth program mentions disability

in only one syllabus, but integrates it throughout the course (see Table 5.1).
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Table 5.1: Disability-related terms in the core course materials

Institution Institution Institution Institution Institution
1 2 3 4 5

Disability-
Used term related

Syllabi "physical N/A N/A terms "MIUSA"
(# collected) disability" (0) (0) integrated used once

Total= 4 once throughout (1)
(1) syllabus

(2)
Detailed NoCourse N/A N/A mention of N/A N/A

Descriptions (0) (0) disability (0) (0)
(# collected) (5)Total=5

"deaf
culture"

mentioned
Web-based No "disabled once; No NoCourse mention of children" "physical mention of mention ofDescriptions disability used once ability disability disability(# collected) (18) (11) mentioned

. (8) (5)Total=71 once in
another
course
(29)

The low frequency with which the topic of disability appears in the course

materials, however, allows for a thorough examination of the context in which

these particular references to disability occur. Every situation mentioned frames

people with disabilities as either a cultural group and/or as part of a marginalized

group, reflecting the minority model paradigm. The impetus is on understanding

differences and, in most cases, on promoting social change. For example, the

description for Schrank and Schrank's (1995) video, Valuing diversity:

Multicultural communication reads: "A study of prejudice toward people who are

different. Viewers learn to decrease their discomfort in communicating with

people from different cultures, social classes, age groups, or physical disabilities"



(Syllabus from Institution 1). While some may argue that the phrase, "people

who are different" implies 'people who are abnormal', the emphasis here is on

"prejudice toward", which denotes that what needs to change is societal attitudes,

rather than people who are different.

In the same course that uses this video, at least one of the textbooks

assigned, Bridging Difference: Effective Intergroup Communication (Gudykunst,

1994), supports the message of the video by discussing disability as a social

identity and points out oppressive stereotypes and language.

Of the six courses in which disability is mentioned, four of them focus

primarily on multicultural or intercultural issues. The other two course titles are

"Programs and Policies in International Education" and "Critical Issues in

International Education and Education Exchanges." For the Programs and

Policies class the course description refers to children with disabilities as a

marginalized population regarding access to education and proposes to look at the

role of educational policy and practices to create an inclusive system. In the

Critical Issues course the disability-related reference is to MIUSA as a resource

for "international educators as agents of social change" (Syllabus from Institution

5).

Even though most disability-related terms occur in the written course

materials within the context of multiculturalism, this topic does not guarantee the

presence of disability content. In fact, four of the five programs' core

requirements include a course or courses focused on multiculturalism. In the

written materials for these courses, four of them include a list of the populations

addressed in the class but only two of them include people with disabilities in

those lists.

The one syllabus that mentions disability throughout is for a course called

"Multiculturalism in Education" and it provides specific examples of how the

concept of disability can be integrated into course material. The required reading

for the course is from Bank's (2003) Culture, Diversity and Education text, which
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discusses the "expansion of equality for students with disabilities" (p. 156) in the

context of the Civil Rights Movement. This book also includes a section that

supports the argument that metal retardation is a social construction (pp 15 8-159).

During the week that students are assigned to read the chapter "Race,

Disability, Giftedness and Social Reform" (Banks, 2003), the discussion topics

for the class include 'Reconceptualizing ADHD', 'Listening to students about

learning differences', and 'Listening to the voices of deaf students'.

Finally, the instructor incorporates issues of disability into the course

assignments. I am including the descriptions of three of the five assignments as

examples:

Current News: You will be assigned to monitor current issues related to
one of the following groups of people: a) people with disabilities; b)
African Americans; c) Hispanic/Latino Americans; d) gays and lesbians;
e) women; or f) any ethnic or religious group. Each week you are to find a
current news piece. . .related to your assigned group. Contemplate how the
news piece negatively or positively affects your group. We will discuss
these each week, so please make a copy of your article for the class.

Racism and Sexism in the Media: You are to find three printed
advertisements that you believe are sexist or racist. Write a summary of
one advertisement and how you believe the advertisement unfairly or
inaccurately portrays people of color, women, people with disabilities, gay
and lesbian persons, etc. Then explain the changes that you would make
so that it is favorable to those depicted in the ad.

Interview: To better understand a person's microculture, you will
interview a person from a microculture that you do not belong to, i.e., a
particular race, gender, ethnicity, sexual orientation, or disability.
(Syllabus from Institution 4)

While these are all assignments for individuals and in the latter two students have

the option to pick any marginalized group or microculture, it is significant that

each assignment explicitly mentions people with disabilities within this

framework. Even that step of referencing people with disabilities is enough to

raise some awareness for some students. However, due to the nature of the first



assignment, in which the instructor assigns a group of people to each student and

then the students are required to share their articles and discuss their findings in

class, everyone in the class will learn something about each of the specific groups,

including people with disabilities, from the other students.

Core Course Materials: Analysis

A close examination of the syllabi and course descriptions results in an

analysis that supports my hypothesis that the issue of disability is generally under-

addressed in the training of students planning to work in the field of international

education. Although three out of the four syllabi that I collected do mention

disability-related terms, one should note that I only requested syllabi for courses

that I thought were likely to include disability-related subjects.

The course materials also reveal that there are resources available for

multiculturalism classes such as textbooks and videos that are inclusive of people

with disabilities.

Finally, this data shows that the concept of disability can be integrated not

only throughout a multiculturalism course, as shown with the assignment

examples, but also throughout the curriculum; in courses that address issues of

policy and planning and/or critical issues in the field of International Education.

Interviews: Findings
As I stated earlier, I interviewed nine people from five institutions. Of

these nine participants, eight teach core courses and one teaches elective classes

in the graduate programs of this study. Four are also department heads of these

graduate programs and one serves as the director of the Institute for Community

Integration (see Appendix H for information on the Id). In the remainder of this

chapter I describe and analyze the data that I gathered from these interviews.
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The major themes that emerged from the interviews were:

Application of the Medical and Minority Models (an analyst-constructed

typology) of disability

Disability Not Emphasized (an indigenous typology)

Disability Integrated and Explicit (also an indigenous typology)

On the following pages I discuss each of these themes in detail.

Medical and Minority Models

I asked each of the participants "When I say 'the concept of disability' what

does it mean to you?" Five of the nine participants used language that reflects a

medical model paradigm by describing disability as an individual's problem. The

following are phrases that I consider to reflect the medical model, based on the

work of Longmore (2003), Longmore and Umansky (2001), Oklin (1999), and

Wolanin and Steele (2004) as reported in the Literature Review (see Chapter 3):

"do not have maybe the basic requirements or the basic abilities to
participate in something" (Interview 5)
"functioning in a different way or not as well in some dimension as
others" (Interview 7)
"handicapping conditions" (Interview 1)

All of the respondents, however, used language that reflects a minority

model viewpoint because they directly referred to people with disabilities as a

minority group or in some other way alluded to how society and institutions

impose barriers that affect individuals. The following are phrases that I consider

to reflect the minority model paradigm according to the work of Linton (1998),

Longmore (2003), Monaghan (1998) and Wolanin and Steele (2004) (see Chapter

3):

"for which society sort of has this perception of', as a result of these
physical or mental challenges are either able to do certain things or not"
(Interview 9)
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"receives the same type of non-specific attention that other minority
groups receive" (Interview 5)
"interfere in one way or another with people having educational
opportunities being able to take advantage of educational opportunities,
in sort of the non-disabled mode of delivery" (Interview 7)

Not Emphasized

Even though all of the respondents discussed disability in the context of

inclusion and every program addresses inclusion throughout the curricula, six out

of the nine people I interviewed stated that they felt that the concept of disability

is not emphasized enough in their graduate programs. Their perspectives, coupled

with an analysis of the data as a whole, supported my hypothesis that the issue of

disability is generally under-addressed in the training of graduate students

planning to work in the field of study abroad.

Integrated and Explicit
With the exception of the one person who is concerned about further

marginalizing people with disabilities by separately addressing disability issues in

the curriculum, everyone I interviewed stated that disability should be addressed

more explicitly in the curriculum. One professor explained why this is important

with a personal example of the how addressing the needs of students with

disabilities in her classes "requires a different kind of response" than addressing

the needs of students of color or language minorities (Interview 3). Just as this

professor needs to know about resources and services available for students with

disabilities, so do professionals in the field of study abroad. Three sub-themes

surfaced from respondents' descriptions on how to address disability issues more

explicitly in the curriculum: Context, Process, and Factors Contributing to

Including Disability in the Curriculum.
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Context

Where does disability fit into the curriculum? In what context? Seven of

the nine respondents supported the argument that disability content needs to be

integrated within the core curricula.

Respondents described specifically where they could and should include

disability-related materials. The most predominant suggestion was to "broaden

the concept of diversity" (Interview 8) and make sure that disability is included

within the context of inclusion. The interviewees recognized that discussions and

course materials devoted to diversity and inclusion are already embedded into the

curriculum and that by expanding the notion to include disability issues, disability

could be integrated throughout the curriculum as well.

Some participants stated that faculty should include disability in

discussions of logistics and security issues as they relate to sending students

abroad. They pointed out that professionals should be able to discuss facilities

and accommodations available or unavailable in international schools as well as

the "cultural, linguistic and historical frameworks" of disability in other countries

(Interview 7).

As part of integrating disability-related content into the core curriculum,

interviewees suggested including it in courses such as "Critical Issues in

International Education" or "Topics on Study Abroad" as well as courses that

focus on designing study abroad programs.

Process

Respondents also described how to be explicit by providing examples of

the processes to use, both within the framework of core coursework and beyond.

These include readings, discussions, videos and projects, which I covered in the

section entitled "Core Course Materials: Findings" (see pages 36-40). At this
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resources and collaboration, research support and practical application.

Role-Plays and Case Studies: Some participants use role-plays and case

studies in their classes to help students recognize the challenges that institutional

discrimination imposes on people with disabilities.

In role-plays, professors ask students to assume the role of a student with a

disability in a study abroad-related situation. Role-playing encourages students to

attempt to internalize the experience of being a person with a disability2.

With case studies, students work through a scenario regarding a student

with a disability in a study abroad-related situation by using resources and

discussing with faculty and other class members. Students are asked questions

such as "What are the legal ramifications of this scenario?" and "What are the

safety and security issues?"

Suggested questions for debriefing both of these exercises include "What

are the issues?" "What does disability mean?" and "How does disability present

itself?" (Interview 4)

Resources and Collaboration. Many interviewees talked about

connecting students with resources. The most mentioned resource was NAFSA:

the Association of International Educators (formally known as the National

Association of Foreign Student Advisors), which is a professional organization

for people who work or have an interest in the field of international education.

Within NAFSA, respondents mentioned additional resources, such as SECUSSA

(Section on U.S. Students Abroad), which is a sub-section of NAFSA and a

listserve for people who work in the field of study abroad, and Special Interest

Groups (SIGs) such as the International Education for Persons with Disabilities

SIG.

2 Role-playing in this context is an intellectual exercise that attempts to challenge the students'
perspectives. The interviewees did not imply that students learn what it is actually like to be a
person with a disability with these exercises.
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One respondent refers students to Mobility International, USA (MISUA),

an organization based in Oregon with a mission of "empowering people with

disabilities around the world through international exchange and international

development to achieve their human rights" (MIUSA, 2000-2005).

Another resource that participants mentioned is former graduate program

students who conducted research or did other work related to disability.

Interviewees remarked that former students often possess deep knowledge of

current research and create a network from which current students can benefit.

Respondents also recommended bringing in guest speakers for classes,

workshops, seminars and presentations. Guest speakers that they suggested

included people from disability services offices on campus, speakers from

MIUSA, and people with disabilities. One professor described using guest

speakers as a way to provide information on subjects in which she lacks expertise.

Another person suggested that not only students but also faculty could learn from

workshops and seminars.

Research: Interviewees from all of the institutions in my study support

students who wish to pursue research in disability issues for class projects,

Master's theses and/or independent studies. Some participants feel that their role

is to raise awareness about disability and to make students aware of the resources

available to them and then "launch our students on their own quests" (Interview

4).

In the interviews, respondents focused on students' benefits of intensive

study and faculty mentorship that allow a student to explore disability issues in

great depth, and described how student research on disability-related topics

enriches the field of International Education. Many participants also shared

stories about how they personally feel more informed about disability issues from

working with students on research projects. One summarized, "my best

informants have been my students... I get an education from reading their work,
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committees" (Interview 4).

Practical Application. Participants suggested graduate assistantships,

practicum experiences and intemships as another option through which students

could pursue knowledge and understanding of disability. Places where students

have taken advantage of these opportunities include Services for Students with

Disabilities offices on their campuses, MIUSA, and the Institute of Community

Integration (ICI) at the University of Minnesota (see Appendix H for information

on MILJSA and the Id).

Factors Contributing to Including Disability in the Curriculum

In addition to examples of the context in which disability could be

addressed and processes with which to do so, informants described factors that

facilitate addressing disability in the curriculum in an explicit manner. Most of

the factors mentioned involve faculty in the program.

Participants noted the value of the presence of faculty and/or a director or

coordinator who has personal experience and/or vested interest in disability. One

respondent talked about how all of the faculty in his program shared research

interests in issues of equity and had made that a part of their mission and

institutional philosophy.

Other faculty-related factors included checking their own assumptions in

regard to disability and collaborating with disability-related resources on campus

throughout the process of curriculum and syllabus design.

Support from professional organizations and legislation was another

contributing factor for successful inclusion of disability in the curriculum. One

professor recalled discussions with other professionals in NAFSA about

institutional responsibility to make study abroad accessible to people with

disabilities.
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National legislation regarding disability and inclusion were referred to as

"quite clear" (Interview 6) in one case, but in another the participant argued that

the field of study abroad does not have the same frame of reference to the ADA as

other service delivery institutions and suggested that professionals and academics

ask more questions in this area (Interview 9).

Throughout the interviews, participants shared anecdotes and examples of

how students with disabilities in their programs often served as educators for both

faculty and students in regard to disability issues. One professor summarized:

I think by being exposed to working with students with disabilities,
they [nondisabled students] are also learning how to respond to them
[people with disabilities], how to interact, how to communicate with
them and also consider their needs. (Interview 3)

Interviews: Analysis
All of the participants involved in this study stated that the most

appropriate place in the curriculum to address the concept of disability is under

the umbrella of inclusion and/or underrepresented groups, which reinforces my

earlier assessment that the curricula address the concept of disability within a

minority model paradigm. It is interesting to note how, even though all of the

participants seemed to approach disability from a minority model paradigm, over

half of them talked about disability as an individual's problem when they

described "the concept of disability". This discrepancy reflects how deeply

embedded the medical model paradigm is in our language, if not our attitudes.

The participants' call to explicitly address disability issues throughout the

curriculum is congruent with Linton's (1998) request for a liberal arts-based and

political education of disability in graduate programs. It also shows that the

interviewees recognize that there are specific issues related to disability in our

society that require attention in the field of study abroad.

One question that I explored was, Are these graduate programs

addressing that which is found in research to increase inclusion ofstudents with
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disabilities in study abroad: individualization, collaboration, disability spread,

inclusion, barriers and accommodation? This question arose from the findings of

the study "College students with disabilities and study abroad: Implications for

international education staff' (Hameister et al., 1999) as discussed on page 6.

Although none of the participants spoke directly about how/if they address

individualization in the curriculum, the syllabi at two universities reflect that this

is a part of the multicultural education courses. For example, one syllabus states

that studying multicultural concepts will, "guide efforts to assure the educators

respect and celebrate the diversity and individuality of each student" (Syllabus

from Institution 4).

There was no reference or allusion to disability spread (as described on

p.16) in any of the data that I collected. Further, the few references that were

made to barriers and/or accommodations were in the context of special

education/special track programs, rather than addressed within the programs that

were included in this study.

Finally, I have already covered how inclusion is the basis for addressing

any disability-related information in the curriculum as well as suggestions and

practices regarding collaboration.

My general conclusion is that the current curriculum is already structured

to support disability issues since elements of inclusion and diversity are already

interwoven throughout the curriculum of each program in this study. According

to both the literature and the information from the interviews, the next step is to

discuss disability issues explicitly.

The participants offered both conceptual and practical suggestions on how

to improve current practices and to explicitly include disability related material

both within and beyond the coursework. Many participants of this study

commented that our interview discussion helped generate ideas of how their

program could further integrate the concept of disability into the curriculum and

how they could address it more explicitly in their classes. It is important to note,
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barriers and accommodations, which, according to previous research, should be

included as well.



CHAPTER 6: DISCUSSION

One of the questions I set out to address with this research was: Why is the

concept of disability included (or not included) in international education

graduate programs? In this chapter I will discuss the two main themes that

emerged from the course materials and interviews concerning this question. First,

throughout the data I found an ethic of inclusion in the curricula of these graduate

programs, which seems to be the primary reason why the concept of disability is

included. Secondly, the participants named many challenges for including the

concept of disability in the curriculum, which generated explanations for why the

concept of disability is not included in the curriculum to the extent that it needs to

be, according to the literature.

Ethic of Inclusion

"What the program hopes to achieve is so [sic] that students have a
comprehensive understanding of international education and within that, they
have an ethic of inclusivity. That that's a powerful philosophical commitment"
(Interview 4).

The notion of being inclusive of not simply tolerating differences, but

making changes to embrace and celebrate them is espoused as a core value in

the field of International Education throughout the data that I collected. I found

terms such as equity, inclusion, diversity, multicultural, intercultural, and

underrepresentation in the language of the course descriptions, program goals,

and interviews. The directors and professors expressed a sense of responsibility

to teach and promote this ethic of inclusion with their graduate students in the

programs that I examined.

Every program has coursework in its core curriculum that addresses the

concept of inclusion. Twenty-one of the seventy-one web-based core course
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descriptions include the concept of inclusion with terms as described above.

Some of the titles for these courses include:

Managing Diversity
Multiculturalism
Educational Equity
Global and Multicultural Education
Education and Development: Sector Analysis
Formative Ideas of International Education
International Education I
Topics in Study Abroad
Intercultural Communication
International Educational Policy
International Education Design and Delivery
Multicultural Concepts in Education
Critical Issues in International Education
Conflict and Identity

The above courses are examples from all five of the institutions that participated

in this study.

It is apparent that inclusion will be a topic of discussion in classes with words

like "multicultural" or "equity" in the title. However, the fact that the general

concept of inclusion as it applied to disabilities is addressed in some of these

courses, such as "International Education I", "Topics in Study Abroad" and

"Critical Issues in International Education" reflects that it is not a topic limited

only to the realm of multiculturalism classes.

While most interviewees focused on inclusion as a professional standard,

one participant clarified how this ethic of inclusion is a legal responsibility as

well:

The laws of the United States are really quite clear about issues of
disability and inclusion and any administrator at a university who
doesn't know what the law requires and what their legal
responsibilities and obligations are, are not well prepared. (Interview
6)
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To actually be inclusive "involves more than simply demographic

diversity; an inclusive organization needs to change its vision, culture, decision-

making process, human resources, policies and leadership style." (Web-based

course description from Institution 3). According to the information collected in

the interviews, it is important for students to take on the role of advocate for

social change not only to make study abroad more inclusive of underrepresented

groups, but also because International Education itself is a tool for social change.

One professor explained, "I told you about that ethic of inclusivity and that ethic

of- it's accompanied by an ethic of change - that they're going to be possibly

working in the area of organizational change" (Interview 4). The following

excerpt of a syllabus at another institution complements this professor's comment:

"Both multicultural and global educators strive to promote equity and social

justice, improve inter-group relations, build communities across cultures, reduce

stereotyping, prejudice, and discrimination; and develop knowledge of human

diversity and cultural awareness of one's own and other cultures" (Syllabus from

Institution 1).

The interviewees gave many examples of how disability-related issues fall

under this ethic of inclusion. Some addressed the idea that inclusion must mean

everyone, not almost everyone: "We can't talk about inclusion and not think of

those people who form groups that only represent one or two percent of the

population" (Interview 5). Another participant brought up the point that

multiculturalism is often directed at cross-cultural training in the field of study

abroad and that there is also a need to examine cultures within our own society

because "true intercultural communication is inclusive of all of the different

possibilities in your own culture as well" (Interview 2).

Regarding underrepresented groups, respondents encourage students to

examine who is not participating in study abroad programs and to explore their

role in making study abroad more accessible for those populations. One professor

described a goal of an "Equity in Education" class: "What I hope students come
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out with is a set of principles that they can commit to and apply to

underrepresented groups. And understand why underrepresented voices have to

be heard" (Interview 1).

The interviewees also pointed out the fact that students with disabilities

are a part of the population with whom professionals in the field of study abroad

work. They talked about how it is important to have the knowledge and skills to

serve all students and not to impede students' ability to participate in educational

opportunities.

Why is the concept of disability included in the curriculum? In order to be

prepared to fulfill professional and legal responsibilities of serving all students,

graduate students need to learn an ethic of inclusion, which applies not only when

working directly with diverse groups of students, but also when designing

programs and policies. Therefore, professors need to address issues of inclusion

throughout the curriculum and be mindful that students with disabilities are part

of the population that future study abroad professionals will serve.

Challenges

"Given the amount of time that we have, and the amount of material that we need
to cover, the challenge I think has always been 'What do we include and what do
we not?" (Interview 9)

All of the participants talked about challenges that they face when trying

to integrate the concept of disability into the curriculum. A predominant theme

was the amount of information they need to include in the curriculum and the

limited time of their graduate programs. Respondents stated that they often do not

address issues particular to disability due to this time constraint, yet they

acknowledged the value in being aware of disability issues: "It's a minor issue

relative to what the to the overall curriculum. It may be an important issue of

practice but as an issue of academic study it's only one of many, many"

(Interview 6).
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Another challenge mentioned was specialized programs such as special

education programs: "I think directly it [the curriculum for this program] does not

really [include the concept of disability], because we have a concentration that

talks about special ed." (Interview 5). While these specialized programs may

provide an excellent opportunity for students to learn about disability in depth,

due to their extensive nature only students who are already aware of and

interested in disability issues will likely participate.

Relative to this, participants claimed that some students might go through

an entire graduate program without developing a strong understanding of

disability and, in some cases, without ever considering disability-related issues at

all. Two people I interviewed said that disability issues and the disability

community are often overlooked and another stated, "it's not on the radar screen"

(Interview 9). Another explanation given for this is curriculum design that is

primarily student-interest driven. While neglecting to study a subject in which

one holds no interest initially sounds inconsequential, as I stated in my literature

review, disability is a social construct and the goals of the Disability Rights

Movement are to make people aware of disability issues and to change American

values regarding disability.

These challenges are indicative of larger societal issues that have not been

adequately addressed:

Faculty who are coming out of a general education framework or
training, maybe themselves do not have this depth of knowledge or
feel comfortable even with building it [disability] into their
curriculum, so you have those sets of barriers to it. (Interview 8)

With this in mind, it is not surprising that some faculty do not feel competent to

address the issues of disability in their courses. Since instructors are often

responsible for writing their own course content, depending on their comfort level

they may not specifically address issues of disability. One participant admitted, "I

don't know enough about disability, special education and that domain, which is
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evoked for me when you use this term, to know where attention in detail ought to

be considered in courses like mine" (Interview 1).

Finally, one interviewee was worried that by directing attention to specific

disability issues and naming disability as a separate topic area that the graduate

program would contribute to the problem byfurther marginalizing people with

disabilities.

Why is the concept of disability not included in the curriculum to the

extent that it needs to be? In all of these programs, the responsibility for

addressing disability issues falls primarily on the shoulders of the faculty who

write the course syllabi. Since, as I discussed in the literature review, people with

disabilities have historically been marginalized and devalued in our society

(Longmore, 2003), it is not surprising that faculty may themselves overlook the

importance of including disability issues in their core courses, may see disability

as a peripheral topic, or may not feel knowledgeable enough to discuss disability-

related issues with a class of graduate students. For the same reasons it is not

surprising that few students would actively pursue studies in disability issues

outside of their core courses.

The very structure of graduate program curricula may be detrimental to

including disability-related issues in core courses. Due to a medical modelbased

educational structure in our society, which separates students with disabilities

from all other students throughout the primary levels, higher education

institutions have entire programs dedicated to what Linton (1998) refers to as

"specialized applied fields" such as special education. The existence of these

specialized programs sends both students and faculty the erroneous message that

only certain educators will serve people with disabilities. Faculty may not feel

compelled to include disability-related material in their core curriculum, assuming

that students who have an interest in disability studies will seek out elective

courses and other methods to pursue those interests on their own. This is
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especially true if the faculty member considers himselflherself ignorant of

disability issues.

Finally, due to the predominant medical model paradigm which portrays

disability as an individual's problem, some faculty fear that, by spotlighting

disability issues they may further marginalize people with disabilities. The

literature shows, however, that only by bringing to light the holistic nature of

disability (talking about disability from social, political and historical

perspectives) and by "normalizing" disability will the marginalizing effect of

discrimination against people with disabilities finally end (Linton, 1998;

Longmore, 2003; Longmore & Umansky, 2001).

In summary, marginalization of and discrimination against people with

disabilities is a systemic problem. The fact that the concept of disability is under-

addressed in these graduate programs' curricula is a result of the attitudes and

beliefs of our culture. However, this does not mean that change cannot occur on

this level. In the following chapter, I describe the participants' suggestions for

including disability issues in graduate program curricula and show how their

suggestions can be used to overcome the challenges mentioned above.
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CHAPTER 7: CONCLUSION

Implications

"We are always looking at ways to improve the curriculum, you know, to best
serve our students. And not just to give them what they think they need to have,
more really to give them what we think they should have. "(Interview 9)

The findings of this study are applicable for faculty and directors in

International Education graduate programs and can be applied to any educational

program that wishes to promote an ethic of inclusion (e.g. College Student

Services Administration, Education, Anthropology, etc.). This data argues that in

current practice the "all" in inclusion does not always mean "all" and it gives

practical advice for remedying this, such as researching who is not included in

study abroad and addressing the barriers that hinder participation. Faculty and

graduate program coordinators can use this information to introduce or include a

component in the curriculum that requires/encourages students to examine closely

the needs of undenepresented populations and the implications of subsequent

findings.

Even though the mention of disability is not frequent in course

descriptions and syllabi, the review of these materials brings to light applicable

information. This study reveals that in the five graduate programs examined, the

concept of disability is addressed within a minority model paradigm and that

issues of disability may be included in a variety of subjects such as

multiculturalism, inclusion, international education policy and practice, topics in

study abroad, and critical issues in international education.

This study also provides practical examples of how to integrate the

concept of disability into course content: through methods such as readings,

discussions, videos, projects, role-plays, case studies and guest speakers. Faculty

in these and other programs can read Chapter 5 of this paper to generate ideas on

how they can address disability issues in their own courses and curricula.



As stated previously (p. 48), ideas on how to include the concept of

disability in the curriculum were sparked during the interviews for this thesis.

This occurrence supports Rossman and Rallis' (1998) statement that the act of

interviewing can "facilitate reflection and self-discovery", which speaks to the

educational value of qualitative research. (p. 130).

In addition to these new ideas, interviewees also gave specific examples of

current practices in regard to including disability explicitly in the curriculum. In

the following sections, I list examples that show how participants' input may be

applied toward overcoming the challenges that they stated hinder them from

explicitly addressing disability in their curricula. I label each section with the

barriers that can be addressed with the suggestions that follow.

Time:

Use current agendas but incorporate the concept of disability into
assignments (see examples on page 37)
Use materials such as the texts and video mentioned in this study, which
address disability issues alongside other inclusion issues
When listing underrepresented or marginalized groups in syllabi or course
descriptions, always include people with disabilities

Separate programs/student-interest driven curricula/concern about further
marginalizing people with disabilities:

Use a universal design in programs so they are inclusive and welcoming to
people with disabilities so that they may be involved and have a voice in
the field
Make disability content part of the core curriculum:

o Address the ADA and Section 504 when teaching about policies
and legal issues in International Education and/or when addressing
program design and delivery

o Talk about undenepresented populations in "Topics in Study
Abroad" and "Critical Issues" courses and specifically address
barriers for people with disabilities and how to work toward social
change and inclusive education

o When discussing educational systems in other countries talk about
access, cultural attitudes, and policies regarding services for
students with disabilities in those countries
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o Confront medical model paradigm beliefs and emphasize the need
to analyze each students' case on an individual basis when talking
about health and safety issues

Not on the Radar Screen:

In addition to all of the aforementioned suggestions to make disability part
of the core curriculum...
Become a "leader" and a "champion" in the department by making sure
that disability issues are included during curriculum planning and syllabus
design
Require graduates to prove competencies in areas that address inclusion
and social change

Even though many of the suggestions and challenges from this study are

directed at steps for faculty and directors, it is important that we all take action

against discrimination of people with disabilities. My call to action from this

research is to disseminate these findings as widely as possible in order to raise

awareness of the "why" and "how" disability must and can be part of the

curriculum. I will do so through presentations at conferences, through an

executive summary of this report, and possibly via further research and

publication in professional journals. Of course, I will also try to regularly "check

my assumptions" to make sure that I am not contributing to the institutional

discrimination of marginalized groups of people in our society.

Limitations

Limited Sample

I interviewed nine people from five universities for this study. Two

universities that qualified for this study opted to not participate. Additionally, as I

have stated before, professionals in the field of study abroad come from myriad

graduate programs, so the actual population is much larger than the seven

programs that I originally chose. However, the findings of this study are

congruent with the findings of previous studies (discussed on p, 6-7), which show



that current study abroad professionals are not sufficiently aware of disability

issues.

Within the five institutions that did participate, not every director and/or

faculty member from whom I requested an interview responded. In two cases the

course materials indicated that a course addressed disability-related material but I

was unable to speak with the instructor to gain a deeper understanding of how and

why disability was addressed in these classes.

Similarly, I requested twenty-five syllabi and received only four. The

syllabi include information that also sheds light on if, how, and why disability is

addressed in a particular course that cannot be determined from a brief web-based

course description. For example, I looked up textbooks and videos that were

listed in the syllabi when possible to determine whether the tools used for the

courses were inclusive. In some instances in which I did have the syllabus, I was

unable to do this because many syllabi listed "reading packets" and I was unable

to determine what readings they included. Therefore, I could not deduce whether

the material in those textbooks or packets address the concept of disability or not.

Finally, I only studied the perspective of faculty and administrators. I

think I could have gained additional and different insight as to how and why the

concept of disability is addressed in graduate programs by speaking with current

graduate students, recent graduates from these programs, and possibly the

administrative offices, such as the graduate school and services for students with

disabilities.

Interview Process

By allowing the participants to preview the interview questions, I may

have influenced how they framed their responses. For example, I used the word

"inclusion" in my interview questions and this may have elicited more responses

that reflect the minority model paradigm of disability than might have surfaced if

I had used a more neutral term.
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Additionally, I only requested thirty to forty minutes for the interviews

and in some cases I felt obligated to honor this time limit. The people who I

interviewed were very busy with administrative and/or teaching responsibilities

and therefore the amount of time that they could devote to this project was

limited.

Further Research
To gain a broader sense of how graduate students who are preparing to enter

into the field of international education are exposed to the concept of disability,

one could take a survey of which types of graduate and/or undergraduate

programs current professionals participated in and repeat this study for those

programs.

Since many studies have already examined how current professionals learn

about disability issues, those studies can be used as a model for continuing to

research howfuture professionals do and should learn about disability issues. For

example, additional research could include talking to professionals in services for

students with disabilities offices about collaboration with faculty and addressing

disability in the curriculum. Other areas of research include a study of graduate

students' and alumni perspectives. How do they view disability? What do they

know about disability? Have they experienced any practical applications of their

knowledge?

Finally, further research needs to be done to determine what services are

available to graduate program faculty and directors from resources such as

NAFSA, MIUSA, and the ICI. What other resources exist? How can they help

graduate programs include the concept of disability in their curriculum? What

resources exit for students and study abroad professionals about the language,

attitudes, beliefs and facilities in other cultures as they relate to disability?
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APPENDIX A
Letter of Introduction

Date, 2004

(name of program leader or faculty member)
(address of program leader or faculty member)
(address)
(address)

Dear (name of program leader or faculty member),

My name is Ali Fanjoy, I am a graduate student in the College Student Services
Administration graduate program at Oregon State University. I am writing to
invite you to be a participant in my thesis research.

The purpose of this research study is to learn more about how graduate students
preparing to enter the international education field are exposed to the issue of
disability. The resulting data will have implications for how international
education graduate programs can include disability studies into their curricula,
which, according to previous studies, would result in increased inclusion of
students with disabilities in study abroad.

If you choose to participate, I will conduct a phone interview with you that will
last approximately 30-45 minutes. In about one week, I will send you an email to
(hopefully) set an appointment and to provide the questions that I will ask during
the interview so that you may review them at your leisure.

I am enclosing an "Informed Consent" document. Ifyou are willing to
participate, please carefully read this document, sign it, and return it in the
envelope provided. If you have any questions, please feel free to contact me at
the phone number or email address provided below.

Thank you for your time, I hope that I will speak with you soon.

Ali Fanjoy
Graduate Student
CSSA Program, Oregon State University
(541) 737-6472
Alison.fanjoy@oregonstate.edu



APPENDIX B
Cover Letter from Dr. Sproul

Date, 2004

(name of department leader)
(address of department leader)
(address)

Dear (name)

I would like to introduce you to Au Fanjoy, a graduate student working in our
International Programs office. Au has selected your program as one of seven
programs she will be researching for her Master's thesis. She will be asking for a
telephone interview with you to discuss how your program prepares students in
the area of disability studies.

I hope you will share your time and knowledge with Ali. I know it is always
difficult to find time for surveys and interviews, so I am making this appeal on her
behalf. I hope you'll agree to be interviewed. Au has more information in the
letter that follows.

Thank you for your support of international education and for your support of
graduate research in our field. Please contact me if you have any questions.

Sincerely,

Christine Sproul, Ph.D.
Director
Office of International Education
Oregon State University
(541) 373-6462
Christine. sproul(oregonstate.edu
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APPENDIX C
E-mail Letter with Interview Questions

Dear (name of program leader or faculty member),

My name is Au Fanjoy, I am a graduate student in the College Student Services
Administration graduate program at Oregon State University. You should have
received my letter a week ago, informing you of my thesis research project and
asking you to participate. I am attaching the body of that letter to this email, in
case you would like to review the purpose of my study.

I hope that you are interested in participating and that you have filled out the
"Informed Consent" document that I sent in the letter. I will include that form in
an attachment as well. Please be aware that I am unable to interview you without
this signed form.

The purpose of this email is to provide you with the questions that I will be asking
during the interview and to set an appointment with you for a phone interview, if
you are willing to participate.

I am available any weekday from 6 a.m. 11 a.m. Pacific Standard Time, in
addition to the following hours:
Mondays through Wednesdays from 4 p.m. 6 p.m., Thursdays from 1p.m. 5
p.m., and Fridays 12 p.m. 5 p.m., Pacific Standard Time. Will you please either
email me with a time that is convenient for you during these hours or let me know
who I should contact to set an appointment with you. If possible, I would like to
talk with you by December 3id

Here are the questions that I will be asking during the interview:

Please confirm for me the type and size of your institution.
Please describe the graduate program in which you work and your role in that
program.
What does the term "the concept of disability" mean to you?
What is your understanding of how your program and other international
education graduate programs in the U.S. prepare study abroad professionals to
be inclusive of students with disabilities?

o How did you come to this understanding? (e.g., information from
colleagues, conferences, professional organizations, etc.)

Do you think that the concept of disability should be included in international
education graduate program curricula? Why or why not?

o If yes, in what way? (e.g., courses, seminars, practica, internships,
etc.)
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In what way(s) does the curriculum for your program include the concept of
disability?

o Is it a required or elective part of your program?
o Is it included in an independent class, part of a diversity class! other

class, or integrated throughout the program?
o What disability-related information is covered (e.g., which topics)?
o How is this disability-related information covered (e.g., in what

context)?
o How is student understanding of disability measured and/or applied?
o What does the program hope to achieve by including the concept of

disability in the curriculum?
o If applicable, may I have a copy of the syllabus/syllabi for this

course/these courses?
Regarding students who have graduated from your program, what are your
perceptions of their awareness and understanding of disability?
What are ways that your current program could improve how it prepares
professionals to be inclusive of students with disabilities in the field of study
abroad?
Do you have a "best practices" suggestion for similar graduate programs in
regards to preparing professionals to be inclusive of students with disabilities
in the field of study abroad? Please describe.
I may also ask questions to clarify the information that I obtain from your
program's website (e.g., syllabi, program curriculum).

Once again, thank you for your time. I hope to talk to you soon.

Ali Fanjoy
Graduate Student
CSSA Program, Oregon State University
(541) 737-6472
Alison. faoyoregonstate. edu
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APPENDIX D
Informed Consent Document

INFORMED CONSENT DOCUMENT

Project Title: The Concept of Disability in Graduate Programs that Specialize in Study Abroad or International Exchange
Principal Investigator: Tom Scheuermann, College Student Services Administration
Research Staff: Au Fanjoy, College Student Services Administration

i asj ii

This in a research study. The purpose of this research study is to learn more about how graduate students preparing to enter
the field of international education are exposed to the issue of disability. The resulting data will have implications for how
international education graduate programs can include the concept of disability into their curricula, which, according to
previous studies, would result in increased inclusion of students with disabilities in study abroad, twill share my findings
with international education professionals and other interested parties through presentations and the publication of my
thesis

The purpose of this consent form is to give you the information you will need to help you decide whether to participate iii
the study or not. Please read the form carefully. You may ask any questions about the research, what you will be asked to
do, the possible risks and benefits, your rights as a volunteer, and anything else about the research or this form that is not
clear. When all of your questions have been answered, you can decide if you want to be in this study or not. This process
is called "informed consent". You may keep a copy of this form for your records.

We are inviting you to participate in this research study because you work in a graduate program that prepares professionals
to work in the field of international edtication. Seven institutions will be represented in this study.

I'ROCEDURES

If you agree to participate, your involvement will last for approximately 1 hour, which includes the time it takes to read and
sign this document, to set an appointment with me for the interview, and to participate in the interview.

The following procedures are involved in this study. I will email a list of questions to be asked in the interview to you, for
your review. We will set an appointment for a phone interview. During our phone interview (approximately 30-45
minutes), I will ask you the questions from the list. This interview will be audio-recorded. After I transcribe our
conversation, I will email the transcription to you so that you may review it for accuracy. If you are interested, I am willing
to email a copy of my finished thesis to you after I defend in April.

lii tigrs.'

There are no foreseeable risks to participating in this study.

IIENEFITS

There will be no direct personal benefits as a result of your participation in this study. The researchers anticipate that
society may benefit from this study through increased awareness of disability issues and the subsequent inclusion of people
with disabilities in international education programs.

COSTS AND COMPENSATION

You will not have any costs for participating in this research project.
You will not be compensated for participating in this research project.
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CONFIDENTIALtTY

Wbile participants' identities wilt be shared in the final product, records in which students are named during the course of
this research project will be kept confidential to the extent permitted by law. However, federal government regulatory
agencies and the Oregon State University Institutional Review Board (a committee that reviews and approves research
studies involving human subjects) may isspect and copy records pertaining to this research. It is possible that these records
could contain information that personally identifies students that are mentioned in the interviews. In the event of any report
or publication from this study, students' identity will not be disclosed. Results will be reported in a summarized manner in
such a way that students cannot be idestified.

I agree to have my identity revealed and my name associated with my comments.
iaitial

I DO NOT agree to have my identity revealed and my name associated with my comments.
initial

AUDIO RISCORDING
By initialing in the space provided, you verify that you have been fold that audio recordings will be generated during the
course of this study. The recordings are being made to facilitate the researcher's evaluation of the material covered during
the interview. 1, Au Fanjoy, will be the only person with access to these recordings. I will transcribe them for my research
and will use pseudonyms in my transcription if students' names are used. I will store the recordings a locked container and
will destroy them upon completion of my thesis paper.

Participant's initials

VOLUNTARY PARTICIPATION

Taking part in this research study is voluntary. You may choose not to take part at all. If you agree to participate in this
study, you may stop participating at any time. You are not required to respond to all or any of the questions or discussions
posed daring this interview. If yoa decide not to take part, or if you stop participating at any time, your decision will not
result in any penalty or loss of benefits to which you may otherwise be entitled. If you do withdraw from this research
project, any input that you have volunteered up to the point of your withdrawal will be included in the study results.

QUESTIONS

Questions are encouraged. If you have any questions about this research project, please contact: Tom Scheuermann, 541-
737-0692, tom.scheuermann@orst.edu orAli Fanjoy, 541-737-6472, alison.funjoy@oregonstate.edu. If you have questions
about your rights as a participant, please contact the Oregon State University Institutional Review Board (IRB) Human
Protections Administrator, at (541) 737-3437 or by e-mail at isr.'.i::i..

Your signature indicates that this research study has been explained to you, that your questions have been answered, and
that you agree to take part in this study. You will receive a copy of Ibis form.

Participant's Name (printed):

(Signature of Participant) (Date)

RESEARCHER STATEMENT

I have discussed the above points with the participant. It is my opinion that the participant understands the risks, benefits,
and procedures involved with participation in this research study.

(Signature of Researcher) (Date)
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APPENDIX E
Sample of Transcript Coding

WellbecauscIthmk'sacornmunitythatcanbe,as '-'
1 Michele so aptly pointed out, overlooked. When we taik about doing

jyV exchanges I worry that our kind of operating assusnptnsws'taljjng
,) with, if you will abk-bodiedpersond ilir are no issues of mobility

I of one kind or another. And so it's worth reminding ourselves that we're
UiI'' J L1" I ---------- 4 w

j1).$'

working with a very diverse popwationpsons that we re Uymg to
itip mThdñmternatioo education activities And that cearily .;

7LLh(tfl

Cb
UJ' I

añdbiisi includes students with disabilities. And just to know what
thd1Sóhiis are around disability itself. Because there's a, you

I, know... there underslandingsthatthedisabllitycomrnunity,ifthat's
a proper term, has itself of itself and there may be other, kind of common
stereotypes nd perceptions that copl be very incorrect It might be,l

limiting if we thought of it that way: thepersoiihas a disability so
X

well,
obviously they can't study abroad. Wrong! But ifwe'renoflgllcjtig1 -i I'

.-abdut these issues somewhere along the line, we're not... we.c.opld ju4tJ(' 4s.A' / beieavingourstudejitiurn,,jasicalIy not having thought very much
themabout

Au: Okay. In what way do you think it should be included?

)tLf1A Oh probably in... sectIc In thncouragenientoftof
studcig10 do research in areas like thashould that be an interest of

M1t1 ' thcirs. Urn, but I think, since not all students are obviously going to be
studying that, I think we have to mention urn.., the kinds of issues in bi Ii

unt!1iina1 educatiojithathave to do siithihe popi tions that are /' I

involved. Anja&abouLundnriypresentgro.psinsnsdyabroad, an

students with-disabilities or you know, students who are intesiitk,ñaI
udentsgomgtoa third country ieriiIlf liifof arrangements here;jChjf,. tP

Thsdth issues? Imean,hj&Iness sakes, isamajo;
i ,tL' i)' topic of conversation amongst the best study abroad providers. Just that

if somey has a health issue that doesn't that theymean can't o
abroagjongto have to make sure that th ave a support
sstps. They have their medication, they have whatever it is that cy
need. So I think that we have to... when you really get dowim to the
pragmatics of it.. plus, thaicipd of philosophical position of supg
inclusivity in international education.. .we have to talk about these
things. And lthinkacourseisjgoogytoa1kaboutitWë1tsvea
course here, All, called Critical Issues in International Education and
International Education and Educational Exchange, and that's one of the
places where we talk about theseiiatters and we introduce them to

r14Q\i(.V
()

Mobility International and...Just tpgve them a sense of what'jing on
in the field that there s really some excthngstggn

All: Yeah. I actually, I saw that in the syllabus that you sent me.
That's... I got very excited about that.
I actually want to talk about that now.

Okay.

(jl1.c:LLA..o

ot"



APPENDIX F
Sample of Quotation Chart

Ways to get Information to Students Quotes

International Ed Design and Delivery where they learn how to design an
international ed program. So, you know, it would get talked about as far
as curriculum development for a program or orientation or group dynamics Interveiw 2
and participation as programs are implemented, you know, those kinds of
things.

maybe in a unit. Make people aware of, these are the issues of this
segment of our active population. Interview 5

The goal of this course is to introduce each student to the importance of Syllabus for
recognizing one's own cultural perspective and how that perspective can Multiculturalism
confine us in understanding the value of the diversity of others. in Education
You will be assigned to monitor current issues related to one of the Syllabus for
following groups of people: people with disabilities... Multiculturalism

in Education
To better understand a person's microculture, you will interview a person Syllabus for
from a microculture that you do not belong to, i.e., a particular disability... Multiculturalism

in Education
they can get internships or graduate assistantships in offices of the
university concerned with disability services. Interview 6

But if they're starting to talk about diversity, for example, in educational
core.. .policy of education courses.. .part of diversity is multiculturalism.
It's also disability's part of a diverse student body that has to be examined.
So it would be to try to think about the notion of diversity, which is
traditionally part of any course.. .it's not just based on ethnic or racial Interview 8
terms, but also diversity in terms of students who come to you from other
venues such as from a disability frame or poverty, those types of things...
So it would be to broaden the concept of diversity.

So we make a big point of telling our current students who are former
students are. Our fonner students tend to be very generous with their time
and to speak with current students. It's a network and a community, they Interview 4
really feel a part of it

I think mainly by discussion. And it might be under a topic where it
doesn't even say, per se "disability" but it could be.. .it's just kind of a
recurrent thing that comes up but we're talking about the notion of
participation on study abroad and one of the critical issues is
underrepresentation. One of the critical issues there is certain populations
that have not... particularly students of color and students. . . disabled Interview 4
students.. have not.. .have probably wanted to be more involved and the
opportunities that were available to them to be involved existed. So, we
bring it up as an issue and it can come up as an issue in a lot of different
topics as you look at that syllabus.



Awareness . . lnternships
Intertwines

Bzing the issue to fore / Invest individuals, mentorship .y
Broad awareness / 4- Issues / -

Case studies Knowledge '-'
Certificate program Lack of awareness

Lack of student interestChallenges to including in curriculum
Champion Lack of training
Characteristic Leadership .1-

Collaboration Learn to consider needs /
Comprehensive understanding of the
cultural community in which we work '

Learn to interact socially

Core courses Lectures
Legal issuesCourses --' ± -

Legal matters in other countriesCoursework .;-
Critical issu Legal requirements
Cultural Community lLegalI Laws /

Legal/legislationCultural factors
Cultural implications 1Listofcompetenciesi
Cultural variations at issues .-'.jook
Culture in other countries '-4 Managing programs
Current state of affairs Many issues
Curricular development -" Materials available t

Demands TMak1si
Depends on faculty Methods to address disability
Depends on students _JMi',sc.cere

Mindful/Design.. -

Design study abroad program -/ Mind-ftthiess
. :... ....... -i '- .... /.

3
h' atu-

Relation to federal money
Reps from disability groups
Requirement
Research / c

Research
Resources -'4

ibilities
Resonsibility .' 4-

Role of international education / I

framework
Should be addressed
Should be included
Social Change -i -

Jljustice
Social services-
Social work
Special ed licensure

tOC4IL k '-"-

L
H
CD

CD
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APPENDIX H
Annotated List of Resources

Video
Schrank, L. W. & Schrank, J. (1995). Valuing diversity: multi-cultural communication.

Lake Zurich, IL: Learning Seed.

A study of prejudice toward people who are different. Viewers learn how to
decrease their discomfort in communicating with people from different cultures,
social classes, age groups, or physical disabilities (Syllabus from Institution 1).

Texts
Gudykunst, W.B. (1994) Bridging Differences: Effective Intergroup Communication.

Thousand Oaks, CA: Sage Publications.

This book discusses disability as a social identity and points out oppressive
stereotypes and language.

Banks, J.A. (2003) Culture, Diversity and Education. Boston: Allyn & Bacon

This book discusses the "expansion of equality for students with
disabilities" (p. 156) in the context of the Civil Rights Movement. It also
includes a section that supports the argument that metal retardation is a
social construction (pp 158-159).

Other resources
NAFSA: the Association of International Educators is a professional organization for
people who work in or have an interest in the field of international education. Within
NAFSA are additional resources, such as SECUSSA (Section on U.S. Students Abroad),
which is a listserv for people who work in the field of study abroad, and Special Interests
Group (SIGs) such as the International Education for Persons with Disabilities SIG. The
NAFSA website is www.nafsa.org.

Mobility International, USA (MISUA) is an organization based in Oregon with a mission
to "empower people with disabilities throughout the world" (MIUSA, 2000-2005).
MIUSA has three departments: International Development and Disability Program,
International Exchange and Leadership Development, and the National Clearinghouse on
Disability and Exchange. The MIUSA website is www.miusa.org.

The Institute of Community Integration (ICI) at the University of Minnesota is a federal
grant-funded center that focuses on promoting inclusive education and community
integration for people with disabilities. Beyond offering research, experiential and
academic opportunities for graduate students at the University of Minnesota, the ICI
mission is to "provide state-of-the-art information and practices that support the
community integration of individuals with disabilities" institutions and organizations
around the world (UMN P1 3.1). The ICI website is lttp://ici.umn.j.




