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Post-secondary education institutions across the United States are increasingly allocating 

resources to promote international education exchange programs as a pedagogical praxis 

to develop students into global citizens. Underlying such notions of global citizenship is 

the assumption that students will also develop a stronger post-national or cosmopolitan 

identity as a result of an overseas academic experience. This study examined the identity 

articulations of students of color who participated in study abroad, international education 

exchange programs. This research is unique in that few researchers have examined issues 

of identity articulation, development, and national identity in study abroad programs. In 

addition, few researchers have provided a theoretical critique about what it means to 

engage notions of “global citizenship” and cosmopolitanism in a trans-national world of 

liquid identities, and more importantly, how that experience may be qualitatively 

different for students of color who participate in international study abroad programs.  

 Using a critical socio-cultural perspective, this qualitative ethnographic case study 

examined how four students of color experienced and made sense of their overseas 

educational experience. Employing an ethnographic case study, data collection was 

conducted between 2008–2010 and consisted of (a) semi-structured interviews both pre-

departure and post-return, (b) focus groups, and (c) field observations. Because little 

research has been done on students of color and international education exchange 

programs, this study provides additional knowledge that explores how students of color 



understand and articulate their experience and why these articulations and understandings 

are important for educational practitioners as they prepare students to dialogue 

internationally about critical issues regarding real or imagined difference both pre-

departure and post-return.  

The major findings of this study are summarized as follows:  

 Participants found that as opposed to developing a post-national aesthetic towards 

identity, they in fact developed more awareness of their racial/ethnic identity.  

 Participants found that capitalism and globalization affected the ways in which 

their international hosts perceived and related to them. 

 Participants found that American racial hegemony is exported abroad and 

maintained by pop culture both visual and aural and that Euro-American 

compatriots also maintain that hegemony abroad through behaviors of privilege. 

 This study emphasized the need for comparative critical analysis of difference and 

pathologies of power, both pre-departure and post-return to allow participants the 

opportunity to explore and understand these issues. 

 International Exchange and Study Abroad programming needs to develop a more 

diverse, critical, theoretical lens when designing, implementing, and engaging 

students in international programming overseas. 
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1. Introduction 

This study presents a qualitative analysis of identity negotiation and re-articulation within 

international education exchange programs (IEE), as it is expressed in a world that is 

increasingly seen as transnational. The purposes of this study are to move and expand the 

discourse on study abroad and IEE programs beyond Euro-American student 

participation and to explore how the experience may be qualitatively different for 

students of color, particularly as they negotiate their multiple identities (national and 

ethnic) and their positionality as representations of underrepresented minority groups. In 

doing so, this study seeks to understand and to explain how students of color experience 

and understand national identity, ethnic or racial identity, and cosmopolitanism by 

examining how students of color who participate in overseas exchanges negotiate their 

sense of identity and representation both as a U.S. national and as a person of color. Thus, 

this research explores the lived experiences of U.S. post-secondary students of color 

participating in IEE programs and their discursive negotiations of identity. 

For this purpose, the experiences of students of color from post-secondary 

institutions participating in international education and exchange programs are examined 

and analyzed with respect to whether such experiences can in themselves be read as new 

descriptors for a more global cosmopolitan perspective and outlook. 

The first chapter provides the rationale behind this study with a particular 

emphasis on its importance for both theoretical reflections and practical purposes. The 

background section presents an overview of the study as it pertains to international 

educational experiences and to students of color, while at the same time underscoring the 

significance of such an investigation on the culture of study abroad programs and their 

curricular development. Other sections of this chapter include the assumptions of the 

study, its aims, research problems, significance, scope, and limitations. This chapter, 

therefore, functions as an organizer for the entire body of this ethnographic research. 
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1.1 Background 

The United States is now confronted with the reality that the world has become 

increasingly international, multi-ethnic, amorphous, and transnational. Citizens of the 

United States (U.S.) must begin to see themselves not just as citizens of their nation-state 

but as citizens of a dynamic globalized world (Altbach, 2002). To further buttress the 

importance of a broader educational understanding of international issues, the U.S. 

Federal Government in 2003 appointed the Abraham Lincoln Commission on Study 

Abroad
1
, to actively engage one million American students in international education 

exchange programs by 2016 and to make international education exchange programs a 

priority for institutions of higher education (Commission on the Abraham Lincoln Study 

Abroad Fellowship Program, 2005). Central to furthering and advancing international 

education exchange is also the initiative to increase the ethnic diversity of students who 

participate in these programs, thereby making an argument for utility. As stated by the 

Lincoln Commission, the ethnic diversity in international education exchange programs 

is necessary in that students of color (minority students) “greatly improve the educational 

experience for many students and create a pool of Americans with the skill and 

experience to more fully engage the world, thus providing an essential talent pool during 

times of crisis” (Commission on the Abraham Lincoln Study Abroad Fellowship 

Program, 2005, p. 16). 

Ethnic diversity within international education exchange is essential for the 

continued security, economic stability and democratic ideals of the U.S., both at home 

and overseas (Chichester & Akomolafe, 2003; Council on Economic Development, 2004; 

Commission on the Abraham Lincoln Study Abroad Fellowship Program, 2005). As 

representatives of the U.S., students of color provide a necessary component to 

democratizing the global discourse by engaging international issues of globalization, 

diaspora
2
, interculturalism, hybridity

3
 and identity. 

                                                 
1
 See history of the Abraham Lincoln Study Abroad Fellowship Program 2003-2005: 

http://www.aplu.org/document.doc?id=190 
2
 Dispersal of people of the same group spread around the globe.  

http://www.aplu.org/document.doc?id=190


3 

 

The shared representative visions of diverse students allow them to engage their 

diversity as U.S. nationals and as global citizens to move international discourse to 

questions that are fundamental to reflective thinking, such as the following posed by 

Kevin Hovland (2008, p. 6): 

 “What does it mean to be a citizen in the evolving global context?” 

 “What does it mean to be a U.S. national of color in a global world?” — and 

lastly, 

 “How should one act in the face of large unsolved global problems?” 

In addition, international education exchange opportunities allow students of color to 

recognize and critique the construction of their own identities as shaped by the currents of 

power and privilege, within both a multicultural U.S. and an interconnected and unequal 

world. This recognition is critical and important because as students of color begin to 

interact internationally with students from other countries, they will need to be able to 

confront their own understandings of power, place, and representation, through the 

construction of identities and representations by their international host country. 

Identity construction is necessary in defining one’s sense of place and ultimately 

one’s sense of power (Giroux, 2000; Mohanty, 2006). Identity construction in an 

international setting is also important for educators in post-secondary institutions, who 

must critique current practices in international education exchange and create a suitable 

curriculum to address the needs of all students as they participate in global exchanges, as 

attested by the American Association of Colleges & Universities: 

While economic globalization, threats of global terrorism, and global 

health crises have captured the attention and imagination of today’s 

public, it is the questions of power, privilege, ethics, social responsibility, 

political action, and personal identity central to these global issues that 

continue to be fundamental to liberal education and call upon international 

education exchange programs to constantly adapt to new contexts. 

(Association of American Colleges & Universities, 2006, p. 27) 

                                                                                                                                                 
3
 Often referred to as the “existential manifestation of globalization” (Cornwell & Stoddard, 1999), the 

multiple realities that cross boundaries and borders, a mélange or “deterrioralization” of set boundaries 

between people, cultures, ideas and nation states.  
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For the purpose of this research study, it is important to contextualize and differentiate 

between “underrepresented students” and “students of color” as it pertains to study 

abroad. According to the Council on International Education Exchange (1991) any 

student who has faced historical barriers to study abroad may be seen as 

underrepresented, thus any of the following categories may be included as 

“underrepresented” in study abroad: students of color; males; students in engineering, 

math and science; lesbian, gay, bi-sexual, transgender, and students with disabilities. 

 In contrast to the broad term of “underrepresented” students, this study focuses 

solely on the experience of “students of color,” which examines those students who 

identify as African American, Asian or Pacific Islander, Mixed Race , Multi-Racial, 

Interracial, Latino or Hispanic American, and Native American or Alaska Native. Such a 

term also represents various ethno-racial communities within the United States who have 

a historical past of colonial subjugation and racial segregation that supersedes their 

gender, class, or religious affiliations, and who represent a population which is still 

disenfranchised within the broader contexts of American power and distribution. For the 

purposes of this study, the aforementioned categories are defined by the U.S. Census 

Bureau (2010): 

White — A person having origins in any of the original peoples of Europe, 

the Middle East, or North Africa. It includes people who indicate their 

race as “White” or report entries such as Irish, German, Italian, Lebanese, 

Arab, Moroccan, or Caucasian. 

Black or African American — A person having origins in any of the Black 

racial groups of Africa. It includes people who indicate their race as 

“Black, African Am., or Negro” or report entries such as African 

American, Kenyan, Nigerian, or Haitian. 

American Indian or Alaska Native — A person having origins in any of 

the original peoples of North and South America (including Central 

America) and who maintains tribal affiliation or community attachment. 

This category includes people who indicate their race as “American Indian 

or Alaska Native” or report entries such as Navajo, Blackfeet, Inupiat, 

Yup’ik, or Central American Indian groups or South American Indian 

groups. 
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Asian — A person having origins in any of the original peoples of the Far 

East, Southeast Asia, or the Indian subcontinent, including, for example, 

Cambodia, China, India, Japan, Korea, Malaysia, Pakistan, the Philippine 

Islands, Thailand, and Vietnam. It includes people who indicate their race 

as “Asian Indian,” “Chinese,” “Filipino,” “Korean,” “Japanese,” 

“Vietnamese,” and “Other Asian” or provide other detailed Asian 

responses. 

Native Hawaiian or Other Pacific Islander — A person having origins in 

any of the original peoples of Hawaii, Guam, Samoa, or other Pacific 

Islands. It includes people who indicate their race as “Native Hawaiian,” 

“Guamanian or Chamorro,” “Samoan,” and “Other Pacific Islander” or 

provide other detailed Pacific Islander responses. 

Some Other Race — Includes all other responses not included in the 

“White,” “Black or African American,” “American Indian or Alaska 

Native,” “Asian,” and “Native Hawaiian or Other Pacific Islander” race 

categories described above. Respondents reporting entries such as 

multiracial, mixed, interracial. 

(U.S. Census Bureau, 2010 Census Summary file 1, Definitions of Subject 

Characteristics pp. B-7-B-10 Definitions of Subject Characteristics) 

 

1.2 Research Focus 

This research study adds to existing research and literature on national identity, 

cosmopolitanism, and the student of color international education exchange experience 

by examining how students of color who participate in overseas exchanges negotiate their 

sense of identity and representation both as a U.S. national and as a person of color. Thus, 

this research study explores the lived experiences of U.S. post-secondary students of 

color participating in international education exchange and study abroad programs by 

examining how these students negotiate their sense of a U.S.-American national identity 

as well as their concurrent ethno-racial identity within a larger global context. 

I have conducted this research project with two main rationales in mind. First, I 

sought to better understand and provide additional voice to what the study abroad 

experience is like for students of color as they engage with others in a global context, by 

focusing on a multi-centric and poly-vocal perspective on difference, power relations, 

democracy, and the public good. Second, as a scholar, I understand the gap that exists 
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between cultural studies and sociological-educational theory on the links between 

international education, students of color, and negotiation of national identity. I argue that 

this gap has serious implications for U.S. national foreign policy in theory and in praxis 

as well as for current post-secondary education policy. If we, as a nation, are called upon 

to become global citizens not only to enhance U.S. global competitiveness, but also to 

move toward a more democratic and socially just understanding of the world around us, 

how then do we educate students to move away from what Henry Giroux (1993) states 

are exclusionary discourses, perceptions, and practices, towards an understanding or 

overarching ethos that is more open and inclusive and can expand the potential of human 

life and democratic possibilities? 

Thus, this exploration of lived experiences of students adds value to the links 

between cultural studies, students of color, and the process of understanding how one 

negotiates a national identity within a dynamic global context. Study abroad professionals 

spend a good deal of their time on preparing the students’ pre-departure, but very little is 

done to address the unique needs and perceptions of students of color as they confront 

profound cultural shifts and dissonance. Surely, this is no fault of the practitioner because 

very little research has been done on this phenomenon; however, this research study 

provides some insight into the nuanced intricacies of identity negotiation, U.S. narratives 

on race and difference, and student learning framed within notions of a democratic 

cosmopolitanism. 

The focus of this research study adds to the body of literature and research to fill 

the gaps on the student of color study abroad experience. That focus may assist post-

secondary education institutions in both preparing students for the challenges they are 

likely to encounter and to assist students of color upon re-entry to “un-pack” the 

experience and to process with greater clarity the meaning behind their sojourns. 
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1.3 Research Questions 

The problems of this research are specified as central questions and sub-questions:  

Central Questions 

1. What are the students’ perceptions of their study abroad, and what are the 

profound learning experiences of students of color as they participate in 

international education exchange programs? More specifically, I am interested in 

how the international education exchange program experience might be 

transformational in expanding intercultural competencies and might be 

problematic in understanding notions of national identity with their concurrent 

minority status and ethnic identity within a dynamic transnational global context. 

2. What is a legitimate critique of study abroad and international educational 

exchange programming as regards the negotiation and articulation of identity? 

Sub-questions 

a. How do students of color relate to the mythologies of U.S. narratives on race and 

difference prior to departure and upon their return? In what ways do students of 

color (re)negotiate and navigate competing narratives of identity and 

representation? Does the prevalence of U.S. popular culture as consumed and 

interpreted internationally affect and inform their relationships overseas? 

b. In what manner are the students confronted with the problem of simultaneity; or, 

in other words, how do they critique and manage conceptions of the self and the 

other, the national and the foreign, their “American” identity and their “ethnic” 

identity? 

c. Upon their return, do students of color re-articulate their identity or identities 

using either a language of cosmopolitanism (global, post-ethnic or post-national, 

universalist) or, conversely, do they choose a more ethno-racial discourse? 

The first question is answered by a broad comprehensive description of study abroad as it 

is experienced by students of color. This particular question is designed to allow the 
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participants of this study to expand the scope of their thoughts and experiences, thus 

capturing the nuances of the experience that led to transformative shifts and learning. The 

subquestions add to the depth of the first question by informing the interview questions 

and serving as probes. 

Answering the second question required an analysis and interpretation of the 

theoretical frameworks that currently undergird study abroad programming and 

international education exchange programs. Since this study was ethnographic in nature, 

a descriptive answer is not necessarily sufficient, thus requiring that the research provide 

analysis of theoretical frameworks for a more comprehensive understanding of the 

current paradigms and possible future trajectories of curriculum development in study 

abroad and international education exchange programs.  

The collection of this information will serve to describe the ways students 

negotiate a U.S.-“American” identity within the context of their study abroad experience 

and should suggest a framework for how students construct meaning from their 

experience. A framework of this kind would be a very strategic tool to design engaging 

and effective pedagogical components and approaches within international education 

exchange programs for students of color from the U.S. The critique of current 

experiences in international education programs provides the opportunity to set forth both 

strengths and areas of needed change in international programs to encourage and foster 

student experiences that result in creative responses allowing for a demystification of 

race, ethnicity, and national origin in an international setting. 

1.4 Significance of Study 

This study centers on four central factors that influence the study abroad experience for 

students of color: (a) the need for intercultural sensitivity and an investigation of identity 

articulations in a global context, (b) the need for students of color to engage in 

international education exchange programs, (c) the need for a critique of current 

perceptions on the student experience and curricular practices in international education 

exchange, and (d) personal interest and desire to contribute original research on the topic. 
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1.4.1 The Need for Intercultural Sensitivity and Exploration of Identity Articulations in 

a Global Context 

The importance of intercultural sensitivity is critical to the growing needs and security of 

both the United States and the world. Intercultural sensitivity is the “existential 

manifestation of globalization,” according to Cornwell and Stoddard (1999, p. 17). 

Interculturalism and intercultural sensitivity are terms used to signify the confluence 

between the concepts of “multicultural” and “international,” applying the lessons of the 

study of U.S. diversity to the rest of the world, and the lessons of global studies to the 

understanding of local, regional, national and transnational cultures in the U.S. 

(American Association of Colleges & Universities, 2006, p. 9). Understanding how 

intercultural sensitivity impacts our lives and relationships with others both inside and 

outside the U.S. is extremely important in foreign policy relations and in maintaining the 

security of the world (Chichester & Akomolafe, 2003). 

Cornwell and Stoddard (1999) map the demand to internationalize and diversify 

international education exchange programs in Globalizing Knowledge: Connecting 

International and Intercultural Studies. Based on their study of international and 

intercultural studies in post-secondary institutions, Cornwell and Stoddard state that 

current designs in international education exchange within post-secondary institutions 

reflect persistent tensions between domestic diversity work and engagement with world 

cultures and civilizations. They further state that many of these issues arise from 

questions about citizenship both local and global; as such Cornwell and Stoddard suggest 

a re-examination of how students define identity, particularly in a dynamic transnational 

and global setting that challenges the centrality of the nation state. Such an examination 

would explore issues of globalization, diasporas, interculturalism, hybridity 

(creolization), cosmopolitanism and post-national identity formation in a world of blurred 

identities (Cornwell & Stoddard, 1999). Buttressing the earlier claims of Cornwell and 

Stoddard, the American Council on Education hosted a roundtable in 2007, which 

focused on a clear examination of the intersection between internationalization and 

multicultural education in higher education institutions. As a result of the 2007 
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roundtable, the American Council on Education issued these learning outcomes as part of 

a rationale statement: 

Students will: 

 understand multiculturalism and social justice in a global context, 

 develop intercultural skills, 

 broaden attitudes to appreciate the complexity of the world, 

 examine values, attitudes, and responsibilities for local and global 

citizenship, 

 disrupt silence and make visible hidden issues not explicit in networks 

of relationships, 

 see how power and privilege are shifting in the local and global 

context, 

 experience conflicts and develop skills to work together, 

 be prepared to cooperate and compete in a multicultural and global 

workplace. 

(American Council on Education, At Home In the World, 2007, p. 1) 

These outcomes emphasize capacity-building in students based on faculty and staff 

engagement, working at the intersections of internationalization and multicultural 

education. 

Research in this area is critical to practitioners of international education- 

exchange in post-secondary institutions because it examines how identities are formed 

and perceived. Such investigating is necessary for students of color who must be able to 

engage international questions of political, economic, cultural, and educational 

disadvantage in any given society both at home and abroad. Interrogating these issues as 

U.S. nationals brings to the fore such questions as “What does it mean to be a U.S.-

American National?
4
,” and “What is the meaning of American democracy?” This very 

questioning in a globalized context becomes part of the democratic practice and thus a 

central part of global learning where students are engaged with “real, unscripted, and 

complex questions” that cut across national borders and require action as an 

                                                 
4
 The term “American” is a culturally and politically contested term as it pertains not just to the United 

States but also Central “America” and Latin “America” as well as Canada. For the purposes of this study I 

will be using “American” as it is understood in the United States to refer to someone who is a citizen of the 

United States of America. 
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interculturally sensitive and aware global citizen (American Association of Colleges & 

Universities, 2006). 

Because this is a relatively under-researched area of study, only a small body of 

literature exists on how strategies of identity formation and (re)articulation are developed. 

However, there is an increasing call by researchers in international education for more 

research to be done to discover how individuals define identity vis-à-vis a changing 

global agenda and how the formation of this identity may help us understand our own and 

other’s notions of national and global citizenship, and of democratic ideals, issues of 

power, representation and social justice. An exploration of these issues will be important 

to post-secondary practitioners of international education exchange in providing a 

framework from which to assess the intercultural sensitivity and transformative growth of 

students who study overseas in international programming. 

1.4.2 The Need for Students of Color to Engage in International Education Exchange 

Programs 

The need for an increase in international education exchange programs underscores the 

commitment of the United States to develop a cadre of international leaders among 

students. This commitment furthers an understanding of the outside forces that are now a 

part of everyday American life as well as the multicultural-transnational realities both 

within our own country as it becomes more ethnically diverse (U.S. Census, 2010), and 

outside the geopolitically constructed borders of the United States (Commission on the 

Abraham Lincoln Study Abroad Fellowship Program, 2005, p. 17).  

To emphasize the urgency of encouraging a more diverse student population 

within international education exchange programs, a comparison of student participation 

in these programs (Table 1) shows the clear lack of minority involvement in IEE, with 

community colleges taking the lead in diversifying the field between 2000 and 2006. This 

comes as no surprise because the community college demographics reflect the 

“multicultural character of the communities they serve” (IIE, 2008, p. 16). Furthermore, 

community colleges, by virtue of their increasingly diverse demographic, tend to send a 
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greater percentage of students of color to international exchange programs than any other 

institutional type. 

Yet despite all these efforts, post-secondary education institutions in the United 

States, both four year and two year institutions, have much to overcome.  

 

Table 1  

 

Comparative Data on Race and Ethnicity in International Education Exchange 

 

Race/Ethnicity 

2000/2001  2005/2006 

Community 

College 

National 

Average 

 Community 

College 

National 

Average 

White/Caucasian 79.1% 80.0%  69.0% 83.0% 

Hispanic/Latino 11.5% 5.3%  13.1% 5.4% 

Multi-racial 0.8% 3.5%  9.1% 1.2% 

African American 4.3% 3.4%  5.0% 3.5% 

Asian American/ 

Pacific Islander 

 

4.3% 

 

5.3% 
 

 

3.4% 

 

6.3% 

Native American/ 

Alaska Native  

 

0.1% 

 

0. 5% 
 

 

0.5% 

 

0.6% 

Note: From Institute of International Education (2008), Expanding Education Abroad 

at U.S. Community Colleges, p. 17. 

 

Based on the information presented by the Institute of International Education, it is 

apparent that students of color, including African Americans, Asian Americans, Hispanic 

Americans, and Native Americans are significantly underrepresented in international 

education exchange programs. American colleges and universities must make new efforts 

not only to raise the number of students abroad but also to increase the diversity of this 

specific student population. It is important that “people living in other lands have a 

reasonably accurate picture of the great diversity that makes up the United States” 

(Commission on the Abraham Lincoln Study Abroad Fellowship Program, 2005, p. 17). 

In essence, it is one of many imperatives of the Lincoln Commission that students of 

color represent the United States in its totality to the public arenas of international 
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discourse. My research study is important because it addresses the gaps in research on 

student of color inclusivity in international education exchange programs and aims to 

underscore the necessity of developing the diverse intellectual, cultural, and 

representative “capital” existing within the United States. Critical to this research study is 

an understanding of the severity of the underrepresentation of students of color within 

international education and exchange programs and the extent to which this 

underrepresentation affects foreign policy and security. Lastly, this study is important 

because it addresses the changing dynamics of the world both socially and economically 

due to globalization 
5
 which calls upon individuals to re-evaluate identities and nation-

state borders and to define what it means to live in a democratic world as a global citizen. 

1.4.3 The Need for a Critique of Current Student of Color Experiences 

within International Education Exchange Programs 

Critical theorist Chandra Talpade Mohanty argues that notions of global citizenship and 

concepts of democracy would be necessarily incomplete without acknowledging the 

subjectivities of students of color and attending to the histories that accompany these 

students as they engage the world through international education exchange. To further 

buttress her argument, Mohanty states that: 

Without a nuanced understanding of the global and differentiated histories 

of colonialism and imperialism, it is impossible to understand the world 

we live in now, and to see the continuities and discontinuities in the ways 

in which power is exercised as well as resisted. (American Association of 

Colleges & Universities, 2006, p. 23)  

 

Mohanty’s statement emphasizes the need to critique international education exchange 

programs, and to understand how students of color define their place in the world and 

engage with others internationally. Through defining their identities and  representations 

                                                 
5
 Although a highly contested term,” globalization” encompasses economic transmigration of capital, both 

economic and human as well as the “softer” forms of engagement which include cultural transmigration 

and ideological transmigration all of which result in a de-territorialization of ideas, identities, bodies and 

capital (Appadurai, 1996; Brennan, 1997; Kvisto, 2002). See also, Fareed Zakaria, The Post-American 

World (2009), for a greater exploration into the new global configurations of economics, vis-à-vis the 

United States and the world. 
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(both real and imagined), students of color gain power through a sense of knowledge 

production (Giroux, 1999; Mohanty, 2006). These notions of knowledge production and 

definition lead to the following questions posed by Saskia Sassen (2003) and Kevin 

Hovland (2006):  

 Who defines the roles, rights, and responsibilities of citizens? 

 What is the definition of the word “citizen” today in a world that is moving 

towards global citizenship and “transglobal identities? 

 Does in fact “transglobal” or post-national identity replace notions of nation state 

“citizenship” or even “ethno-specific” notions of identity? 

(Hovland, 2006, p. 23). 

Notions of knowledge production and national, post-national, ethnic-identity 

representations raise epistemological questions regarding power and real or imagined 

difference. Such critical omissions to the current practices of international education 

exchange programs must be addressed to fully comprehend the transformative effects that 

a global and international education has for all students (Comp, 2002; Ling, 2002). 

Critical examinations on issues of difference need to be investigated in two ways, as 

Henry Giroux points out: 

One becomes incorporated into critical pedagogy as part of an attempt to 

understand how student identities and subjectivities are constructed in 

multiple and contradictory ways. The second focuses on a critical 

pedagogy of different groups and how they develop and are sustained 

through enabling and disabling relationships.  (Giroux, 1992a, p. 75)
6
 

Central to this research project are the issues of discursive space as critical in 

understanding how student identities and representations are articulated, negotiated and 

then distributed internationally and how students of color respond, strategize, and critique 

their experience as a global citizen with a simultaneous U.S. national identity (supra-

                                                 
6
 The movement towards a “critical pedagogy” has been heavily influenced by the work of Brazilian 

educator Paolo Freire, who in his seminal work, Pedagogy of the Oppressed (1972) expressed the need for 

education to lead toward emancipation of the oppressed. Freire’s work has been expanded upon by Henry 

Giroux who, in combination with Marxism and feminism, has advocated that education must be critical to 

allow for individuals, and society at large, to consistently advocate for social justice. 
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national) along with an inherent minority status. This research and its findings are critical 

to the body of knowledge on study abroad because it provides post-secondary institutions 

and their practitioners who engage in international programming with a perspective to 

assist in preparing students for dialogue on an international level about critical issues in 

comparative intercultural relations, identity construction and representation, recognition, 

and distribution of social justice. 

1.4.4 Personal Interest and Desire to Contribute Original Research in this Area 

The last and most personal reason supporting the significance of this study is that the 

topic of identity and concurrent issues of globalization are at the forefront of my 

professional interest and praxis in multicultural education. My work has centered on 

students of color as well as international students and the changing definition of 

“underrepresented,” “minority,” and “multiculturalism” within the current trends toward 

dynamic transnational movements of peoples and ideas. This desire arises from my own 

experiences traveling internationally and having to negotiate my perceived “minority” 

status, my legal “U.S. National” status, and lastly — depending on the international 

situation — the “transnational risk” status based on my phenotype. These issues of 

national, minority, and ethno-specific identity development are critical issues that must 

be addressed in post-secondary international exchange programs by preparing students 

before departure about how meanings are articulated, negotiated and distributed, and how 

to manage those situations that challenge their identities and subjectivities.  

My research is structured to allow students of color in international education 

exchange programs and post-secondary institutions which host these programs the 

discursive space to interrogate stereotypes and issues of difference, power relations, 

democracy, and the public good within a broader context. Very little research has been 

done on these issues, and it is here that this research makes a considerable contribution to 

opening a critical dialogue that grapples and interrogates concepts of identity formation 

on an international level as the world struggles to define nation-state citizenship, global 

citizenship, minority rights, and builds towards a culture of global understanding. 
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This research study is an exploration of the lived experiences of U.S. post-

secondary students of color who have participated in international education exchange 

programs. Within this study, I seek to fill the gap in the literature on national identity, 

cosmopolitanism, and the student of color international education exchange experience 

by examining how students of color who participate in overseas exchanges negotiate their 

sense of identity and representation both as a U.S. national and as a person of color. As a 

result of this study, I intend to create a better understanding of these issues and to provide 

additional voice on what the study abroad experience is like for students of color as they 

engage with their host country in a global context. I furthermore aim to critique existing 

literature, research, and understandings that bridge the gap between internationalization, 

multicultural education, and comparative intercultural relations. 

Underlying the purpose of this research study is an interest in seeing whether 

international education exchange programs influence how citizenship and national 

identity can be shifted away from exclusionary discourses, perceptions, and practices to 

an identity that is more open and inclusive and can expand the potential of human life and 

democratic possibilities.  

The results and insights from this study should provide meaningful perspectives 

to practitioners of international education exchange programs and to those interested in 

examining identity development in a dynamic globalized transnational world. This 

collection and the critical analysis and evaluation of various student narratives allowed 

for a contextualization of the international education exchange experience of a select 

group of students of color. Moreover, it provided the students with an opportunity to 

reflexively explore their relationships with their representational selves — meaning, with 

the representations of who they are — with the identities they assume, and the 

interpretation of those identities. In addition, this study explored how students of color 

reconstitute definitions of national, ethno-racial and global identities in pedagogical ways 

that are both transformative for themselves and their international hosts by interrogating 

stereotypes. Research in this area adds to the literature base concerning international 

education exchange as a transformative experience for all students and helps bridge the 



17 

 

gap in research about the post-secondary student of color experience in international 

education exchange. 

1.4.5 Organization of Study 

This research study consists of eight chapters. Chapter 1 is the introduction to the study, 

the research focus and the justification for the study.  

Chapter 2 provides an overview of the current literature on study abroad and IEE 

programming, with an emphasis on the study abroad experience as a transformative 

educational experience which enhances a student’s sense of self efficacy, intercultural 

sensitivity, and global sensitivity. The chapter is organized to discuss the historical 

overview of IEE programs, the IEE experience as transformative, and the conceptual 

framework of cultural- national identity as fundamental to understanding study abroad 

programming. 

Chapter 3 provides an overview of the study methods as well as the methods of 

data collection, validity, and reliability. In particular this chapter highlights the 

significance of qualitative, ethnographic case study as the instrument and the use of social 

critical theory as the theoretical framework.  

Chapter 4 introduces the 4 participants, their demographics, and their pre-

departure identity articulations, their expectations of their experience; this chapter 

provides a base framework for examining their knowledge or misperceptions of their host 

countries.  

Chapter 5 discusses the participants’ post-return identity articulations and 

examines their experiences overseas, and it identifies those transformative experiences or 

critical incidents that led to identity shifts, negotiations, and (re)articulations.  

Chapter 6 introduces theoretical frameworks from which to investigate the meta-

themes derived from the data of the interviews. These meta-themes are organized as five 

central ideas: The “idea” of students as citations, the “idea” of identity, the “idea” of 

(re)presentation, the “idea” of global citizenship, the “idea” of cosmopolitanism. 
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Chapter 7 addresses practical application of the theoretical meta-themes and 

frames them as a pedagogy of critical cosmopolitanism. This chapter emphasizes the 

need for such a critical pedagogy both pre-departure and post-return for all students who 

plan on participating in IEE programs. 

Chapter 8, the concluding chapter, provides brief key recommendations and 

follows with suggestions for future studies in the area of identity negotiation, IEE 

programming, and curricular development. 
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2. Review of the Literature 

This literature review evaluates the most current research relevant to the topic of identity 

(re)articulation within a global context. The key emphasis was whether international 

education exchange programs assist in the transformation, articulation, as well as 

negotiation of identity through transnational sojourns.  

Four central questions guided the literature review: First, in what ways is an 

international education experience transformational so that it results in perception shifts 

to explore and critique one’s national/post-national and ethnic identity? Second, what 

does the current literature indicate about the development, negotiation, as well as 

articulations of national/post-national and ethno-specific identities globally for U.S. 

students and particularly students of color who are U.S. nationals? Third, in what ways 

does the international education exchange experience contribute to the development of 

intercultural sensitivity and to transformative learning and perception shifts in identity 

construction? And, fourth, what is the critique on the student of color experience as it 

relates to the problem of simultaneity, managing a marginalized and historicized ethnic 

minority identity in a nation state through a global educational experience by confronting 

global narratives and representations? More specifically, I will address how 

representations and U.S. narratives of race and ethnicity converge and diverge in the 

global commons then explore the ways in which U.S. students of color challenge these 

representations and narratives, and in so doing, critique their own identities and what it 

means to be a global citizen as a historicized minority. This literature review served as 

the instrument to inform the direction of the research and provided the necessary 

background and foundational base for this research project. 

2.1 Approach to the Literature Review 

The Oregon State University Valley Library and its online services were used for this 

review. The primary sources of data were the Educational Resources Information Center 

(ERIC), the Oregon State University Research Database and the full text education search 

function, Electronic Journals Service (EJS), Google Scholar, and Inter-library loan, as 
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well as various national and international conferences. The primary search strategy 

included collecting, reading, and analyzing complete, peer-reviewed journal articles (not 

only the abstracts) and books, in both electronic and print forms. Higher relevance was 

placed on studies done in the past fifteen years, thus showing some change in both 

educational policy and national interests. Research reviewed was not limited to the U.S. 

and was international in scope. Also used were government reports, conference reports, 

and dissertation abstracts. 

I searched for the following key concepts: international education exchange and 

ethno-relativism, globalization, globalisation, cosmopolitanism, critical cosmopolitanism, 

sub-altern identity, national identity, peace building, post-national identity, post-colonial 

education, study abroad, diversity, multiculturalism, intercultural sensitivity, intercultural 

competence, public spheres, globalization and higher education, minorities and foreign 

policy. 

I searched using the following key words: international education, international 

exchange, foreign policy, minority education, globalisation, globalization education. 

The 15-year, longitudinal approach allowed the literature review to provide some 

sense of the history of international education exchange programs, and on how the 

emphasis and urgency to globalize education has changed as a result of increased 

concerns of transnational migration risks. This longitudinal approach also allowed for the 

literature to reveal a convergence of multicultural education issues, diversity issues and 

international issues, critical theory, post-colonial theory, and neo-Gramscian views of 

globalization. Approximately three-fourths of the articles were research-based, with the 

remaining “non”-research-based articles worthy of analysis and critique. The majority of 

the studies reviewed pursued a mix of qualitative and quantitative methods following a 

quasi-experimental model with a heavy emphasis on pre- and post-tests measuring the 

effects of the study abroad experience on the growth of intercultural sensitivity or 

attitudinal change. 
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The subsequent individual studies were selected for their relevance to the four 

major topic areas of international education exchange: (a) international education as a 

transformative educational experience which enhances a student’s sense of self efficacy, 

intercultural sensitivity, and global sensitivity; (b) intercultural competence and 

intercultural sensitivity; (c) perspective transformation and identity negotiation along 

with identity articulations and re-articulations; and (d) critical pedagogy and the politics 

of identity construction within a highly dynamic global context. Due to the exploratory 

nature of this study, most of the data were not specific to students of color. Nevertheless, 

the reviewed literature provided valuable information that serves as a summary of key 

issues and concerns to be addressed in the research. 

2.2 Organization of the Review of Literature 

The review of literature is organized into five major areas of focus. The areas include 

clarification of key concepts in the literature review (section 2.3), historical overview of 

international education exchange programs (section 2.4), lack of student of color 

engagement in international education exchange programming (section 2.5), international 

education exchange as transformative praxis (section 2.6), and conceptual framework: 

culture, nation and identity (section 2.7).  

2.3 Clarification of Concepts 

This dissertation examines the concept of a socially constructed national identity with an 

embedded ethno-racial identity affiliation that engages international discourses during the 

study abroad and international education exchange experience. Within this study, I 

explore the implications of a critical incident in the form of a transformative experience 

outside the boundaries of the participant’s home culture that affects his or her national 

identity. Specifically, I critically examined the ways in which the participants negotiate 

and re-interpret their national and ethno-racial identities. In this way, I developed a larger 

framework for conceptualizing and analyzing the broader impacts that an international 

education exchange experience had upon the participant’s identity articulations and 

understandings. 
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I primarily use the term “students of color”, with some tangential references to 

multicultural students, diversity student, and minority students in referring to the 

participants and the populations they represent. The populations referenced in this 

dissertation study are African American; American Indian, Native American, Alaska 

Native; Hispanic or Latino American; and Asian American, Pacific Islander. 

I use the terms “U.S. American, American Nationals and U.S. Nationals” to refer 

to the national identities of those who hold citizenship within the United States of 

America. Understandably, these terms are somewhat cumbersome and dismissive of the 

fact that Central and South America, as well as Canada are part of the Americas. 

However, for the purpose of this study I will refer to the United States narrative and 

colloquial understanding of “American.” 

Because identity, and in particular cultural identity will be referenced throughout 

this study, I will refer to a definition of cultural identity as posited by cultural theorist 

Stuart Hall: 

Cultural identity…is a matter of “becoming” as well as of “being.” It 

belongs to the future as much as to the past. It is not something which 

already exists, transcending place, time, history and culture. Cultural 

identities come from somewhere, have histories. But, like everything 

which is historical, they undergo constant transformation. Far from being 

eternally fixed in some essentialised past, they are subject to the 

continuous “play” of history, culture and power. Far from being grounded 

in mere “recovery” of the past, which is waiting to be found, and which 

when found, will secure our sense of ourselves into eternity, identities are 

the names we give to the different ways we are positioned by, and position 

ourselves within, the narratives of the past.  (Hall 1994, p. 394) 

In addition, I use the terms international education exchange (IEE), study abroad, 

international education experience, and international sojourn, more or less 

interchangeably with a primary focus on the term international education exchange (IEE) 

as a more encompassing term that involves the variety of international experience 

programs that pertain to student learning which includes study abroad, international 

internships, international service learning projects, and short term international academic 
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exchanges. Below is a brief compendium of key terms and concepts which are referenced 

throughout this dissertation study. 

2.3.1 International Education Exchange (IEE) 

Although the literature is focused on international education and exchange, it is important 

to understand the variety of definitions attributed to international education. As stated by 

Vestal (1994): 

International education has different meanings for different people. As an 

academic subject, the field has been plagued by the use of a multiplicity of 

definitions. Such terms as “international studies,” “international 

programs,” “intercultural programs,” “transnational programs,” “foreign 

area studies,” “non-Western studies,” “study abroad,” “international 

exchange,” and “international relations,” are used interchangeably.  (p. 13) 

The introduction of “international studies” in the post-World War II era was prompted by 

both the need to foster international peace and understanding and the need to bolster U.S. 

strategic interests (Hope & Scott, 1998).  

 Today the field of international education consists of a diverse constellation of 

activities, programs, and initiatives. Mestenhauser (2002) enumerates at least seven 

learning domains in the field of international education. These learning domains are: (a) 

international studies/relations; (b) area studies; (c) foreign languages; (d) international 

dimensions of academic disciplines; (e) educational exchanges of students and scholars; 

(f) development contracts and inter-university agreements; and (g) organization, 

administration, policy, governance, and financing (p. 166). 

Over the last two decades, enhancing U.S. competitiveness in the global 

marketplace and graduating students prepared individually to succeed in the global 

marketplace have emerged as new workforce goals. Alongside these economically driven 

goals, other goals have surfaced that point specifically to civic, intercultural and social 

justice concerns, for example IEE programs should: 
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 Prepare students to graduate with an understanding of diverse cultures 

and the complexities of individual identities in a transnational 

environment. 

 Prepare and graduate students who are able to communicate across 

diverse cultures. 

 Promote an understanding of the intertwined economic, political, 

military and social processes that heighten and complicate 

contemporary global interdependencies and conflicts. 

 Introduce students to debates about democratic principles and how 

different nations and cultures conceive of democracy. 

 Prepare a responsible and informed citizenry on which the diverse 

democracy of the U.S. depends — a citizenry equipped with 

knowledge of other cultures and countries and with an understanding 

of the position of the U.S. in the current global environment. 

 Prepare students to be citizens of the world who are actively engaged 

in promoting equity, justice, and the well-being of the world’s 

communities. 

(AAC&U, 2006, p. 6) 

Based on these emerging goals, this research project focused specific intercultural, civic 

and social justice concerns within international education exchange as they pertain to the 

student of color experience in a global context, with a particular emphasis on diverse 

cultures and the complexity of identities within a transnational environment. 

2.3.2 Culture and Cultural Community 

“Culture” refers to all the values, norms, knowledge, behavior patterns and artifacts that 

are transmitted from one generation to the next and form a way of life of a people 

(Appleby, Colon, & Hamilton, 2007). This inheritance is not passive but rather is an 

active process of creating meaning; dynamic and constantly defined or redefined, it is, 

limited in the range of new meanings that can be constructed (Parekh, 2006).  A “cultural 

community” is composed of individuals who share a communal base that is informed by 

a particular culture. Membership in such a community has two major consequences: first, 

it gives structure and shape to an individual’s personality and ties to a content or identity; 

second, it embeds the individual within, and identifies the individual from without, to a 
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particular group of people, and their common historical legacy and particular practices 

(Parekh, 2006, p. 154). 

2.3.3 Ethnic Group, Ethnic Identity, and Post-Ethnicity 

An ethnic group is generally defined by distinguishing value orientations and an ancestral 

tradition, with its origins preceding the creation of the nation-state. Membership in such a 

group is determined by the members themselves, how they define themselves, how they 

identify, by a shared common historical legacy, as well as how they are defined by others 

(Banks, 2004). Ethnic groups require that individuals hold a specific “ethnicity”; as such, 

Phinney (1996a) defines ethnicity by examining three constitutive aspects: culture, 

identity, and minority status elaborating on the notion that ethnicity is a dynamic, 

multidimensional construct that refers to one’s identity in terms of a subgroup that claims 

a common ancestry within a larger context and that shares culture, race, religion, 

language, kinship, or place of origin. 

Ethnic identity is an essential component in ascribing meaning to one’s sense of 

self, and one’s sense of belonging to a particular ethnic group. The term itself 

encompasses one’s thinking, feelings, and behavior following the established traditions of 

a particular ethnic group. In short, it defines the manner in which individuals position 

themselves in relation to others (Phinney, 1990). 

 “Post-ethnicity” is a term popularized by David Hollinger’s Post-ethnic America 

(2000), wherein Hollinger posits that post-ethnicity calls into question identity by natal 

community. Hollinger argues that a post-ethnic social order would encourage individuals 

to devote as much — or as little — of their energies as they wished to their community of 

descent. Thus, to be post-ethnic is not to be anti-ethnic but to resist the idea that descent 

is destiny. 

2.3.4 Ethnoscapes 

The concept of ethnoscapes refers to the cultural implications of globalization wherein 

the borders of the world have become blurred. The term was first used by anthropologist 
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Arjun Appadurai (1990) who asserted that the world has undergone a 

“deterritorialization.” Instead, there are a variety of “scapes”: ethnoscapes, mediascapes, 

technoscapes, financescapes and ideoscapes (p. 33–35).  Most pertinent are the 

ethnoscapes which makes up the “shifting world in which we live: tourists, immigrants, 

refugees, exiles, guestworkers and other groups and persons that constitute an essential 

feature of the world and appear to affect the politics of and between nations to an 

unprecedented degree” (Appadurai, 1990, p. 35). 

I would add to this statement that students within IEE constitute one of the “other 

groups.” This distinction is important to note because by engaging internationally, 

students begin to articulate, negotiate, and distribute new ontological meanings and 

definitions of identity that ultimately affect the politics of and between nations. 

2.3.5 Cosmopolitanism and Post-nationalism 

In itself, cosmopolitanism is open to many uses and interpretations. Derived from the 

Greek “kosmou politȇs” (citizen of the world), the term defines an individual but does not 

allow differences of nationality or class or ethnic membership or even gender to erect 

barriers between oneself and others (Nussbaum, 1997). Thus, cosmopolitanism questions 

the very notion of a state- or race-based identity as a taxonomical instrument. Hollinger 

(2000) notes that cosmopolitanism is suspicious of traditional notions of essentialized and 

rigid identity affiliations and favors the ability to affiliate voluntarily. In addition, 

cosmopolitanism promotes multiple identities and acknowledges the fluidity within and 

between identities creating new cultural affinities and paradigms. 

Post-nationality describes a social development in which nations cease to be a 

meaningful way of organizing individuals;  these social developments are commonly 

referred to as globalization. Thus, individuals may have ties or identities as members of a 

transnational and multicultural global society, thereby rendering obsolete the notion of a 

national citizenship that is homogenous and built on a monologic master narrative 

(Dijkstra & Geujin, 2001). The term itself is highly contentious, with many scholars 

arguing that the notion of a post-national orientation is a highly politicized concept. 
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2.3.6 Global Intelligence 

Global intelligence is composed of a multiple set of skills which transform the learner 

into an individual that demonstrates self-efficacy in transcultural settings and can 

maintain, affect, and construct relational biomes with diverse individuals. Mihai Spariosu 

defines the term as follows: 

The ability to understand, respond to, and work toward what is in the best 

interest of and will benefit all human beings and all life on our planet. This 

kind of responsive understanding and action can only emerge from 

continuing intercultural research, dialogue, negotiation, and mutual 

cooperation. This “intercultural responsive” understanding and action, is 

what contemporary nonlinear science calls an emergent phenomenon, 

involving lifelong learning processes. (Spariosu, 2004, p. 6) 

2.3.7 Globalization 

“Globalization” commonly refers to the flow of ideas, goods, and world issues, and is 

often constructed as a narrative on neo-capitalist hegemony throughout the world, with a 

particular emphasis on “the homogenizing export of Western, or even American, 

economic and political institutions, science, and technology, and the norms, practices, 

and values that come with them” (Cornwell & Stoddard, 1999, p. 10). 

2.3.8 Identity 

“Identity” is a term that is highly nuanced and socially constructed, it is often referred to 

as a construct of the self in response to facts outside oneself, a sort of “social 

scriptorium” (Appiah, 2006, p. 19). This refers to the construction of a meaning of the 

self in response to facts outside oneself, things that are beyond one’s own choices 

(Appiah, 2006, p. 18). Charles Taylor believes that identity can only be defined against 

the background of things that matter, those things being history, nature, society, the 

demands of solidarity. In essence, Charles Taylor asserts that it is a “basic condition of 

making sense of ourselves…we grasp our lives in a narrative that we live out” (Taylor 

cited in Appiah, 2006, p. 23), or rather “theoretical constructions that enable us to read 

the world in specific ways” (Mohanty, 1997 p. 216). 
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2.3.9 Multiculturalism and Multicultural Education 

Bhikhu Parekh defines multiculturalism as not about difference and identity per se, but 

about those differences that are: 

embedded in and sustained by culture; that is a body of beliefs and 

practices in terms of which a group of people understand themselves and 

the world and organize their individual and collective lives. Unlike 

differences that spring from individual choices, culturally derived 

differences carry a measure of authority and are patterned and structured 

by virtue of being embedded in a shared and historically inherited system 

of meaning and significance…[thus] multiculturalism is about cultural 

diversity or culturally embedded differences. (Parekh, 2006, p. 3) 

Multiculturalism and its antecedent multicultural education are two very contested terms 

sometimes subsumed under one or the other, yet holding distinct qualitative differences 

in the way they are practiced by individuals and society. In short, multiculturalism has 

been critiqued as a more political definition, one that often refers to the advancement of 

diversity, pluralism, and other ethno-specific articulations (American Council on 

Education, 2007; Banks, 2004, Parekh, 2006). 

In contrast, multicultural education has been put forward as the more constructive 

nomenclature for understanding the transformational work of multicultural engagement. 

The nomenclature of the word itself allows for a more process-oriented, multidimensional 

approach to addressing difference, pluralism and advancing diversity (Banks, 2004, p. 5). 

2.3.10 Positionality 

Positionality suggests the political and ethical components of globalized knowledge. It 

indicates that knowledge itself is subject to the forces of global change. As stated by 

Cornwell and Stoddard, “the power relations of the knower and the object of the 

knowledge have to be taken into account and the knower must reflect consciously on how 

his or her location shapes what is seen” (Cornwell & Stoddard, 1999, p. 20). 
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2.3.11 Race 

Contrary to strictly biologist arguments that race is biologically determined, a general 

premise within the social sciences concludes that race is primarily a social construct 

which is deeply embedded in sociopolitical contexts that are made manifest de jure and 

de facto within the United States (Fish, 1995; Helms, 1992; Spickard, 1992). That said, 

“socially constructed race is not fundamentally different than biologically derived race, 

given that social hierarchies based on race have always been supported by instruments of 

society and culture” (Jones, 2003, p. 277). 

2.3.12 Representation 

Representation addresses what it means to present as a member of group, to represent 

those constituents, and to be empowered to participate as the representative. 

Representation within post-colonial theory refers to the power relations that are created 

through racism; these hierarchies create imagined differences between peoples and hold 

these differences in place by asymmetrical power relations. Within this paradigm is the 

rise of the “self” (European, North Atlantic, Western) and the “other” (the subordinate, 

without perceived or real power), which includes marginalized groups such as ethnic 

minorities, gender-oppressed, differently abled, or religious minorities. Representation 

thus occurs as a binary of “self” and “other,” and leads to the continuation of suppression 

and domination (Giroux & Mc Laren, 1994). 

2.3.13 Subalternity 

The term subaltern refers to any person or group of people who are of inferior rank and 

station either because of class, race, gender, sexual orientation, ethnicity, or any other 

factor. This sense of the word was first used by critical theorist Antonio Gramsci (1971) 

and has since been used by postcolonial theorists to refer to marginalized and colonized 

non-elites. In current philosophical and critical usage, the term specifically describes a 

person rendered without agency by her or his social status. Cultural theorist Homi 

Bhabha (1994) further states that subaltern refers to “oppressed minority groups whose 

presence was crucial to the self-definition of the majority group; additionally, subaltern 
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social are positioned to subvert the authority of those who hold hegemonic power” (p. 

150). 

2.3.14 Subjectivity 

Subjectivity refers to more than just theoretical notions of the “self.” In its common 

usage, it is referred to thusly: 

As an abstract or general principle that defies separation into distinct 

selves and that encourages us to imagine, or helps us to understand why 

our interior lives seem to involve other people, either as objects of need, 

desire, and interest or as necessary sharers of common experience. In this 

way, the subject is always linked to something outside of it — an idea or 

principle or the society of other subjects. (Mansfield, 2000 p. 4) 

It is important to note that subjectivity is considered that which is constructed by an 

individual and involves a process of internal self-reflection. This internal self-reflection 

results in values and value judgments about experiences both internal and external to the 

subject. 

2.3.15 Transnationalism 

Reaching beyond or transcending national boundaries is referred to as “transnationalism.” 

Aihwa Ong (1999) refers to transnationalism as a “condition of cultural 

interconnectedness and mobility across space — which has been intensified under late 

capitalism [and refers] to the cultural specificities of global processes, tracing the 

multiplicity of the uses and conceptions of ‘culture’” (Ong, 1999, p. 4). In sum, 

transnationalism is the global cooperation between people and activities which transcend 

national boundaries and in which nation-state governments do not play a major role. 

2.4 Historical Overview of Study Abroad 

Since the 1920s, the United States has always maintained a focus on study abroad and 

international exchange programs as an intrinsic interest of national security and higher 

education policy. These programs consisted of three foci: (a) the Junior Year Abroad, (b) 

faculty-led study tours, and (c) short-term study programs (Hoffa, 2007). Although these 
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programs were available, it was neither considered a normative practice nor a practice for 

middle-class Americans. Instead, this form of “educational cosmopolitanism” was 

perceived as a somewhat “elitist” endeavor for those with means and privilege (Norfles, 

2003). The beginning of World War II created a temporary suspension of such programs, 

only for them to resume again under the Fulbright Act of 1946, a program designed 

“toward promoting ‘international good will through the exchange of students in the fields 

of education, culture, and science.’” (Arndt, 2005, p. 179). 

During the 1950s and 1960s, the U.S. focus changed as the nation was confronted 

by an escalating Cold War with the Soviet Union. Prompted by the launching of Sputnik 

in 1957, the United States made a push for the expansion of international education and 

began promoting study abroad and IEE programs as pathways to developing intellectual 

and scientific capital. 

During the 1960s and 1970s, a significant shift occurred in the purpose of these 

international programs, which appears somewhat prompted by the decolonizing efforts in 

Asia and Africa, as well as by the wars in Vietnam and Korea, and an inward critique of 

America as a democratic nation during the Civil Rights Movement. These various 

historical events and political situations forced the U.S. to reconsider the role of IEE 

programs. Such programs did not just affect countries and populations that were part of 

our national interest, but they also contributed to the exchange of ideas and culture, and 

to flows of individuals, all of which, in turn, impacted, enhanced, and informed who we 

are as Americans. As noted by Heater (2002): 

education for world citizenship, education for international understanding, 

and global education are terms that became increasingly widely used in 

the 20
th

 century. The first is particularly associated with teaching and 

related activities in the UK; the second has been used by UNESCO; and 

the third has been used by the United States. (p. 165) 

From the 1970s onwards, numerous models have been proposed that engaged notions of 

what it means to be educated through international experiences. 
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Not until the 1990s did notions of IEE and study abroad shift significantly. These 

notions of what an international education should aspire to were informed by a shift in 

theoretical understandings of the nation state and what it means to develop world citizens. 

This shift occurred in response to several converging socio-economic issues: (a) the end 

of the Cold War, (b) continuing efforts of economic and political development in other 

parts of the world, and (c) globalization (Friedman, 2007; Kasravi, 2009; Sylvester, 

2005). As result of these external pressures, the National Defense Education Act was 

implemented, calling for an increase of studies in foreign language, science, technology, 

engineering and mathematics. The 1990s precipitated a call for higher education 

institutions to enhance their study abroad mission and to extend their programs to work 

with an external third-party study abroad provider. In addition, to enhance student 

learning, an experiential and service learning component was added in conjunction with 

the various study abroad programs. 

By the year 2000, the landscape of IEE programs had changed precipitously, 

becoming more complex, nuanced, and dynamic. President Clinton reinforced to the need 

for American post-secondary institutions to enhance and grow international programs: 

As a world leader, the United States needs to ensure that its citizens 

develop a broad understanding of the world, proficiency in other 

languages, and knowledge of other cultures. America’s leadership also 

depends on building ties with those who will guide the political, cultural, 

and economic development of their countries in the future. A coherent and 

coordinated international education strategy will help us meet the twin 

challenges of preparing our citizens for a global environment while 

continuing to attract and educate future leaders from abroad. (Clinton , 

2001, p. 750) 

Yet despite the pronouncements and memorandums issued by President Clinton, in 2001 

less than one percent (147,000) of the nation’s 15 million higher education students 

studied abroad. Even fewer studied abroad for one semester or more, and most studied in 

Europe (American Council on Education, 2002). 

Growing anti-Americanism in certain parts of the world fueled by economic 

volatility, environmental degradation, cultural change, and fundamentalist and nationalist 
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sentiments led to the events of September 11, 2001 (9/11), which challenged leaders in 

the field of IEE programs to carefully examine existing international education policy. In 

reviewing America’s foreign policy, political image, and moral obligations to the 

American ideals of democracy, a proposal was put forth by NAFSA (National 

Association of Foreign Study Abroad) emphasizing that had the United States invested 

more in study abroad, and intercultural cross-cultural experiences globally, the U.S. 

would no doubt have been able to manage the changes brought on by globalization. To 

conclude, NAFSA identified five main obstacles in the existing IEE policy: (a) small 

numbers of U.S. students studying abroad, (b) funding for students, (c) diversity of study 

abroad regions, (d) language acquisition, and (e) integration of study abroad in the 

curriculum of U.S. higher education institutions (NAFSA, 2009). 

To address these and other glaring challenges, in 2005 a syncretic commission of 

U.S. higher education institutions and the U.S. government formed the Commission on 

the Abraham Lincoln Study Abroad Fellowship Program. The commission proposed a 

bold and innovative outline to send one million students abroad by the years 2016–2017 

(Commission on the Abraham Lincoln Study Abroad Fellowship Program, 2005). The 

plan highlighted this need for students to engage in study abroad not only in the interest 

of increasing national security but also to enhance and engage students in international 

community building, to span cultural differences, and to develop leadership skills that 

translate globally and collaboratively. In particular, the study emphasized the need to 

expand the numbers of students of color studying overseas. As a result of this work, the 

U.S. government inaugurated 2006 as the “Year of Study Abroad” (Commission on the 

Abraham Lincoln Study Abroad Fellowship Program, 2005), thus granting study abroad 

and IEE programs in general a government imprimatur for their role in shaping U.S. 

education and global leadership. 

Building on this collective work since 9/11 and on the establishment of the 

Lincoln Commission, an additional bill was introduced, entitled the Paul Simon Study 

Abroad Act which added a particular focus on increasing the numbers of non-traditional 

students who study abroad. The primary goals included: 
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 that by 2020, one million U.S. college students would study abroad annually for 

credit; 

 that study abroad participants would be representative of the undergraduate 

population in terms of gender, ethnicity, income level, and field of study; 

 and that a significantly greater proportion of study abroad would occur in 

nontraditional destinations outside Western Europe (NAFSA, 2009). 

The Simon Act was also supported in the “100,000 Strong Speech” by First Lady 

Michelle Obama (2011, January), re-emphasizing the positive benefits of study abroad 

for all students: 

[S]tudying abroad isn’t just an important part of a well-rounded 

educational experience. It’s also becoming increasingly important for 

success in the modern global economy. Getting ahead in today’s 

workplaces isn’t just about the skills you bring from the classroom. It’s 

also about the experience you have with the world beyond our borders — 

with people, and languages, and cultures that are very different from our 

own. But let’s be clear: studying in countries like China is about so much 

more than just improving your own prospects in the global market. The 

fact is, with every friendship you make, and every bond of trust you 

establish, you are shaping the image of America projected to the rest of the 

world. That is so important. So when you study abroad, you’re actually 

helping to make America stronger (NAFSA, 2011). 

By October 2012, the legislation had passed in the U.S. House of Representatives 

but is awaiting action from the U.S. Senate with a great deal of support from 

President Barack Obama. 

2.5 Lack of Student of Color Engagement in International Education Exchange:  

“The Absence of the Presence of Color” 

Because so little research has been done on the study abroad experience as it pertains to 

students of color, it is important to identify some of the current issues that currently 

plague research in the proposed area. This section will provide an outline of the current 

dilemma of lack of data and of the current international issues as they relate both to the 

United States and its foreign policy and democratic values with regard to the non-

participation of students of color in IEE programming. 
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This section of the literature review provides a framework for understanding the 

significance of this study as it pertains to students of color in such a context, as well as 

addressing the paucity of data on the student of color experience and why this 

discrepancy exists. In addition, this review of the literature will also demonstrate the 

exploratory nature of the research topic within international education, study abroad, and 

international exchange programs that exist both nationally and internationally in post-

secondary education. 

2.5.1 Lack of Research on Students of Color in International Education Exchange 

Much of the existing research on IEE programming does not include quantifiable 

variables for students of color and their range of experiences in IEE. As noted through the 

research of Mark Chichester and Soji Akomolafe (2003) and Nicole Norfles (2003), 

critical discussion and work needs to be done to encourage research in this area. Research 

has been conducted by Norfles on TRIO programs (i.e., the three Federal programs for 

under-represented and low-income students: Upward Bound, Talent Search, Student 

Support Services) and the obstacles to access in study abroad programs. However, little 

work has been done on the transformative and qualitative experiences of Asian 

Americans, African Americans and Hispanic Americans, while no research has been 

published on Native Americans as they navigate and manage their identities and images 

in an international setting. 

A compilation by David Comp (2006) found common themes across the research 

literature focused primarily on the barriers that exclude minority students from 

participating in study abroad programs. These barriers include: financial issues (the most 

cited reason), lack of family support or of close loci to community, language insecurities, 

concerns about discrimination, and program sites not of interest. None of the research 

investigated national, post-national identity development, deconstructing knowledge 

production and interrogating difference in a political transformative construct. Neither 

did the research address methods of educating students of color about the benefits of a 

global understanding, their cultural capital in intercultural sensitivity, and foreign policy. 
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In addition the research did not address the methods of understanding or assisting 

countries with similar histories of minority peripheral status and how that may compare 

with the experiences of domestic students of color. Only two research papers mention 

international exchange as a catalyst for discovering the “American” self and developing a 

post-national identity in an international setting (Dolby, 2004, 2005, 2007; Souders, 

2006). Other research raised the issue of study in heritage-seeking programs, for example 

African-American students studying in Africa (Sanders and Morgan, 2001). No mention 

was made as to the long-range transformational effects of these international exchanges. 

Based on the analysis of data compiled by David Comp (2002–2006)
7
, the 

literature can be classified into types of publications on diversity in education abroad: 43 

periodicals (higher education with a diversity focus), 22 other miscellaneous resources, 

21 conference papers or published proceedings, 15 peer-reviewed journals, 13 

periodicals, 9 master’s theses, 5 chapters or sections of books or publications, and 3 

doctoral dissertations. In addition, Comp enumerated the five research needs for diversity 

in IEE: (a) more rigorous and advanced research such as doctoral dissertations and peer 

reviewed journal articles; (b) the need for more quantitative studies because the majority 

of studies on diversity in education are qualitative in nature; (c) better data collection in 

the field; (d) the need for longitudinal studies focusing on diversity issues; and (e) 

comparative analyses of foreign language study by minority students, as well as retention 

rates and other academic issues, such as attendance at community colleges versus 4-year 

institutions.  

Thus, the paucity of research and data available speak to the urgency to contribute 

to further examinations of diversity in international education and exchange. Nicole 

Norfles (2003) of the Council for Opportunity in Education stated in her research on non-

traditional student participation that “capturing the best available data on that population 

of low-income, disadvantaged, and underrepresented students proved a daunting 

challenge” (Norfles, 2003, p. 3). Soji Akomalafe and Mark Chichester (2003) also 

                                                 
7
 Comp’s compilation is the most thorough literature review on the subject to date. These compilations are 

annotated bibliographies that are revised each year from 2002 — 2008. 
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stressed the critical importance of research that needs to be done with regard to students 

of color in IEE by stating that a review of select and prominent literature needs to begin 

to inform efforts to improve enrollments of student of color in such programs. Most 

important, these authors highlighted the development of data banks on emerging trends in 

U.S. minority demographics. 

To emphasize the issue of the lack of minority participation, a comparative data 

analysis by David Comp in 2006 noted that in education abroad, nearly 84% of all U.S. 

undergraduates were white (2003–2006) with only 5% Hispanic and less than 3.5% 

African American (Comp, 2006). More recent data shows little change in these 

demographics (Table 2). 

Table 2  

Demographics Describing Study Abroad Enrollment 

 

Demographics 

Total fall enrollment in 

degree granting institutions 

(%, 2005) 

Total enrolled in study 

abroad programs  

(%, 2006–2007) 

Caucasian 65.7 81.9 

African American 12.7 3.8 

Latino/Hispanic 10.8 6.0 

Asian/Pacific Islander 6.5 6.7 

American Indian/ 

Native American 
1.0 0.5 

Note: Data from the Institute of International Education (2008). 

These demographics underscore the necessity to enhance the respective body of research, 

including the rationale and necessity for the inclusion of such students in these programs 

and the possible reasons for their exclusion.  

Further stressing the urgency of the situation, Chichester and Akomolafe (2003) 

maintain that: 

Given the inconsistency and scanty availability of data, formulating 

authoritative conclusions about the status of minorities in international 

affairs is at best difficult. Even though existing literature seems to suggest 

an apparent growing movement toward internationalization on many of 
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the nation’s campuses, including a small set of minority insti-tutions, 

current research has yet to focus on the role of higher education in 

integrating minorities. (Chichester & Akomolafe, 2003, p. 5) 

Also, of primary importance is discovering how an IEE experience may create the 

dialogic space to challenge grand narratives of power, to describe difference and 

representation within the intercultural public sphere, and to allow for the IEE 

experience to be both transformative and emancipatory for all students. 

2.5.2 Importance of Involving Students of Color in IEE 

Two lines of thought outline why it is important to involve students of color in IEE. First, 

participation by students of color in study abroad and IEE is important for our national 

security as representatives or rather representations of American democracy and 

democratic values. This notion serves our national interest, national security, and national 

economic strength vis-à-vis those nations and cultures that are non-white and non-

western. Second, it is a moral imperative that students of color be afforded access into 

study abroad or IEE programs as a way to better understand themselves and the world in 

which they live and be allowed to cultivate a sense of global connectedness within 

themselves and within the communities and world they represent and in which they live. 

2.5.3 National Security Imperative 

Historically, moments of great international, external pressures have galvanized the U.S. 

into sporadic efforts at internationalizing the educational experience of students. In World 

War II, the army began training programs in Japanese and German language and culture. 

The Cold War and the challenge of Sputnik in 1957 prompted Congress to enact the 

National Defense Education Act, Higher Education Act Title VI, and the Fulbright Hays 

International Exchange Programs. The 1990s saw the initiation of the National Security 

Education program in response to the demise of the Soviet Union (Council on Economic 

Development, 2004, p. 24).  

Today, post 9/11, the challenge is a different one. Transnational migration, the 

new global economy, and the rise of extremist “comprehensive doctrines” propel the U.S. 
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once again to re-think current concepts of the world and to ensure that all segments of 

American society have some measure of global intelligence. The implications of these 

responsibilities involve a number of sensitive global issues: (a) the globalization of 

investment, production, and distribution markets, and the ability of governments to 

control transnational corporations; (b) China’s status vis-à-vis human rights violations 

and a growing post-capitalist economy; (c) continued negotiations with Africa and the 

Middle East regarding natural resources; (d) maintaining and negotiating trade relations 

with the Western hemisphere; and (e) political stability, nuclear disarmament and nuclear 

proliferation issues, to name a few (Hope & Scott, 1998, p. 12). Consequently, it is 

imperative that there be increased access to IEE programs and that said programs must 

emphasize global awareness and “global intelligence” (Spariosu, 2004). 

This brief outline of current international issues thus reiterates the vital 

importance of recruiting, training, mentoring, and credentialing students and particularly 

persons of color for these international responsibilities to ensure our national security and 

continued prosperity. While efforts are currently underway to increase minority 

enrollment in post-secondary institutions, very little attention is directed at expanding 

international educational and career opportunities to students from underrepresented 

groups. As a result of this stark underrepresentation of students of color in these 

programs, as evidenced by the research of Chichester and Akomolafe (2003) and Nicole 

Norfles (2003), the United States is depriving itself of the opportunity to cultivate the 

range of intellectual, cultural, and representative capital these students possess to address 

the needs and challenges of our nation in defense, intelligence, foreign policy, and 

commerce agencies (Chichester & Akomolafe, 2003; Norfles, 2003; Jackson, 2005). 

The implications of under-representing students of color are detrimental to the 

collective U.S. interest to have a representative foreign policy that reflects the will of the 

American people. It has been argued that U.S. policy toward Africa could have been 

more coherent had there been more African-Americans represented in the upper echelon 

of the foreign policy apparatus (Morris, 1972, p. 35). That is not to say that one must be 

of African descent to formulate sound policy toward African countries; rather, that 
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lacking a diverse and interested range of viewpoints as regards foreign policy decisions is 

bound to lead to disjointed and un-representative policy, as we have seen in the past. 

Chichester and Akomolafe (2003) also make note that such underrepresentation is 

exemplified in the challenges that the U.S. faces in ineffective foreign policy decisions. 

Specifically, they argue, a different education policy might have been helpful in avoiding 

9/11 had the nation “strategically tapped the valuable diversity that is the embodiment of 

American competitiveness and success” (p. 2): 

We have now begun to look inward to Americans of Arab and Central 

Asian heritage to serve as translators and interpreters to foreign policy 

experts on related politics and culture. We must tap these and other 

resources not just for the purposes of intelligence and translation, but, 

perhaps more important, for views and ideas on sound policy toward 

regions, countries, and cultures of the world that certain Americans have 

some affinity for and tend to have some personal knowledge of. 

(Chichester & Akomolafe, 2003, p. 4) 

Thus, to quote Pierre Bourdieu (1977, p. 47),  the “cultural capital” of students of color 

within the borders of the U.S. may in fact be one of the many strengths that the U.S. as a 

pluralist society has to promote security, economic success, and democratic ideals. 

So critical is the need to encourage these students to be involved in IEE that the 

Lincoln Commission on Study Abroad asserts that “[p]romoting and democratizing 

undergraduate study abroad is the next step in the evolution of American Higher 

Education” (Commission on the Abraham Lincoln Study Abroad Fellowship Program, 

2005, p. v). Such a resource should compel U.S. post-secondary institutions to critically 

examine efforts and encourage the participation of students of color within overseas 

educational programs. 

2.5.4 Moral Imperative 

A review of the literature shows that very little scholarly research explores the moral 

imperative and significance of students of color participating in IEE programs. Most of 

the research highlights the apparent demographic disparities in participation rates and 

notes that these disparities speak to inequities in educational access and opportunity. 
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The need for more participation of students of color within international exchange 

programs reflects the real, current demographic shifts within the United States, a country 

which is — and will continue to be — characterized by growing ethnic and linguistic 

diversity. According to the U.S. Census Bureau (2010), Hispanics now constitute13.7 

percent of the U.S. population, up from 10.3 percent a decade ago. The Asian share of the 

population rose from 3.6 percent to 4.1 percent over the same period. Hispanics are 

projected to increase by almost 200 percent by 2050 to nearly a quarter of the total 

population, and Asians will follow suit with a similar increase of 200 percent. Currently, 

racial and ethnic minority groups, when taken together, account for over half of the 

population in California, Hawaii, New Mexico, and Texas as well as approximately 40 

percent of the population in Arizona, Georgia, Maryland, Mississippi, and New York. 

Thus by 2050 non-Hispanic whites will constitute only one-half of the U.S. population. 

As Renato Rosaldo (1989) states “The Third World has imploded into the metropolis. 

Even the conservative national politics of containment designed to shield ‘us’ from 

‘them’ betray the impossibility of maintaining hermetically sealed cultures” (p. 4). 

Perhaps most troubling is that less than 10% of the students participating in IEE 

are students of color. Because of historical exclusion, and due to numerous economic and 

social barriers, minority families and communities do not have the historical legacy of 

sending young people abroad. In contrast, many upper-middle class, predominately white 

families have participated in these programs and have established a long tradition of 

sending their students abroad for “finishing” (Jackson, 2005, p. 23). 

Dr. Nicole Norfles (2003) laid a foundation for the statements of Jackson (2005) 

in her earlier research on TRIO programs examining the barriers and challenges to IEE 

for low-income, disadvantaged, and underrepresented students. Included in her study are 

the obstacles to providing the education, training, and credentialing that stand in the way 

of a successful pursuit of careers in the international arena. Norfles argues for creating a 

more internationally aware body of global citizens among less advantaged students (low-

income, first generation, and students of color). The study design for Norfles’ research 

project sought input from TRIO staff, those education professionals who serve low-
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income and first-generation college students, many of whom are students of color. To 

gather the data, a two-page, web-based questionnaire was developed and distributed to all 

1100 TRIO participants in the 2001–2002 academic year, using an e-mail distribution 

method. Respondents were given a website to access and complete then submit the 

questionnaires, as well as a mailing address if preferred. Completed questionnaires were 

tallied on a daily basis with the website with a response rate of 25 percent. 

The results of the Norfles study found specific barriers to IEE for 

underrepresented students (low income, first generation, students of color): cost, lack of 

information, family constraints, and individual limitations, but not language. A more 

detailed examination of the results reveals the details. First, cost was listed as the first and 

most prominent barrier (76%), which predates the comments by Jackson (2005) who has 

stated that “study abroad is for upper middle class, predominantly white students” 

(Jackson, 2005, p. 23). Next, Norfles notes the lack of information and fear of the 

unknown (safety issues) as relevant; she also mentions and correlates family constraints 

very strongly to lack of information and the fear of the unknown. If the family lacked 

adequate information or had safety concerns the student would be less likely to 

participate in an overseas education exchange. Finally, Norfles reports limitations of the 

individual students with respect to issues of self-esteem, self-efficacy, and community 

pressures to not engage in a “bourgeois” activity as evidenced by the quote of a student 

participating in the study: “Low income, first-generation students don’t have the luxury 

of thoughts such as study abroad” (Norfles, 2003, p. 17). 

Buttressing the research of Norfles (2003) is the research of Jinous Kasravi 

(2009), who explored obstacles to participation by students of color in study abroad 

programs. This mixed-methods study resulted in the same conclusions, thus emphasizing 

that the obstacles to participation have not been removed or mitigated. Kasravi’s 

conclusions provide researchers with background as to the many reasons which explain 

why students of color do not participate in IEE programs. These results provide us with 

an understanding of what causes the lack of numbers and thus the paucity of data that 

exists on the subject of engaging students of color in IEE programming. 
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Regardless of the barriers, it is apparent that the relative absence of students of 

color in international education has profound effects not only on economic inclusivity 

and national security of the United States but also on the democratic values of the United 

States and the moral obligation to enhance global intelligence and provide access to 

international learning opportunities for all students (Chichester & Akomolafe, 2003; 

Kasravi, 2009; Comp, 2006). 

Because of recommendations of the Commission on the Abraham Lincoln Study 

Abroad Fellowship Program (2005), research about students of color in IEE is especially 

important and timely. The Federal government considers it essential to the success of 

study abroad that (a) the demographics of the U.S. undergraduate students abroad be 

similar to those of the U.S. undergraduate student population and (b) the proportion of 

study abroad students who are enrolled in community colleges, minority-serving 

institutions, and institutions serving large numbers of low-income and first-generation 

students be similar to their share of the population. It is apparent that the U.S. has the 

opportunity to develop both the “cultural capital” and “representative capital” of students 

of color as ambassadors of a democratic nation: 

By increasing the diversity of students studying abroad, the diversity of 

institutions sending them abroad, and the diversity of the host countries in 

which they study, Americans achieve two objectives. They greatly 

improve the educational experience for many students, and they develop a 

pool of Americans with the skill and experience to more fully engage the 

world, an essential talent pool during times of crisis. (Commission on the 

Abraham Lincoln Study Abroad Fellowship Program, 2005, p. 19) 

As the momentum builds to create more opportunities for students of color to be active 

participants in study abroad and international exchanges, an exploration of the 

experiences of the students involved will provide professionals at community colleges 

and universities with background data from which they may pose questions and create 

policies and programs that prepare students of color for their intercultural exchange and 

encourage their participation. 
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The benefits of the inclusion of students of color in study abroad and IEE 

programming have gained increased attention in recent years as the United States 

critically reflects on the emerging transnational social trends, economic diversity, and 

dynamic policy shifts in government institutions. While the number of U.S. students who 

study abroad continues to increase each year, the number of students of color within that 

total remain unchanged. Such discrepancies in international engagement by students of 

color speak to an inconsistency that affects the future global workforce, economy, and 

opportunities for students of color to be full participants economically, socially, 

politically, and intellectually in the global discourse. 

Few studies exist that explore how students of color experience the outcomes and 

barriers of study abroad and international education programming. A review of the 

literature revealed that some research has been successful in identifying the barriers to 

IEE for this subset of students, while much of the literature provides anecdotal 

information on identity articulation, negotiation, and transformation throughout the 

international experience. Several gaps still remain, underscoring the value of performing 

research in the area. 

Perhaps most compelling are the several documents, papers, and studies which 

strongly illustrate the need for students of color to participate within IEE programming so 

as to assist with foreign policy, national security and economic endeavors. This need for a 

more critical view of IEE as the instrument for economic security and national interests 

particularly pertains to the utilization of the cultural and representative capital of diverse 

individuals. My research study adds additional data to the critique of the goals and 

outcomes of IEE as it pertains to those individuals (students of color) who are being 

wooed for their cultural and representative capital. 

2.6 International Education Exchange as Transformative Praxis 

An investigative review of the literature reveals the ways in which an IEE program 

contributes to perceptual shifts in intercultural understanding or sensitivity and ultimately 

to emancipatory learning, which includes several identifiable themes that reveal: 



45 

 

a) How IEE is transformative for all students. 

b) In what ways an IEE program is transformative. 

c) How transformational learning within IEE leads to emancipatory learning. 

d) Why emancipatory learning is critical for students of color engaging in IEE. 

e) How such engagement provides a critique of both national and post-national 

identities for students of color. 

Understanding key elements of the research reviewed in the literature is critical to 

providing a base for defining what elements of a student’s life perspectives were shifted 

by the experience and what incidents may have prompted these shifts. Due to the 

exploratory nature of my research topic, most of the published studies did not involve 

minority students per se. However the reviewed literature does provide a solid framework 

for organizing thoughts and research methods that reference particular aspects of identity 

development and articulation with all students who participate in study abroad or IEE 

programming.  

2.6.1 IEE as Transformative 

Most students who participate in IEE do expand their worldview by having a 

transformational experience, as noted by international scholar Sarah Pickert, “Study 

abroad generates a positive attitude toward world affairs, enhanced knowledge of the 

world, greater maturity and interpersonal skills, and a reluctance to perpetuate cultural 

stereotypes (Pickert, 1992, p. 32). 

Although both anecdotal evidence and research demonstrate growth in 

intercultural awareness, intercultural understanding, and intercultural development 

among IEE students, very little research exists to identify the transformative effects of the 

intercultural learning process as it addresses ethnically diverse students (Whalley, 1996). 

To provide background on how perspective transformation is critical in IEE, this study 

incorporated aspects of Mezirow’s transformational learning theory to underscore the 

need to understand the processes for IEE to serve as a catalyst for perspective shifts. 
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According to Mezirow (1991), transformation of perspectives occurs only when 

reflection is coupled with active learning. Thus critical reflection is important in IEE by 

allowing students the space to critique and meditate upon their own sense of self and that 

of the “other.” Mezirow also states that learning occurs within three domains: 

instrumental, communicative, and emancipatory. Instrumental learning refers to technical 

and manipulative information. Communicative learning refers to how we understand 

what others mean and to how we make ourselves understood as we attempt to share ideas 

through speech, the written word, plays, movies, television and art (Mezirow, 1991, p. 

74). Emancipatory learning “impels us through reflection, to identify and challenge 

distorted meaning perspectives” (Mezirow, 1991, p. 87). To further understand the 

processes for how these three domains contribute to perspective transformation, it is 

important to define how new meanings are created from these three domains. 

According to Mezirow, there are four ways in which learning can occur that leads 

to perspective shifts: (a) learning through meaning schemes, (b) learning new meaning 

schemes, (c) learning through transforming of meaning schemes, and (d) learning through 

perspective transformation (Mezirow, 1991, p. 87). Meaning schemes are “specific habits 

of expectation (knowledge, beliefs, value judgments, and feelings) that constitute a 

specific interpretation” (Mezirow, 1991, p. 61). Included in this statement is Mezirow’s 

assertion that these very meaning perspectives tend to be “rule systems of habitual 

expectation (orientations, personal paradigms)” (Mezirow, 1991, p.61). Thus, it is 

through the transformation of meaning schemes that students learn by reflecting on 

assumptions and by becoming aware through reflection and critique the ways in which 

their specific presuppositions may have been distorted or become incomplete. Such 

transformation begins when, “we encounter experiences, often in an emotionally charged 

situation, that fail to fit our expectations and consequently lacks meaning for us as we 

encounter an anomaly that cannot be given coherence either by learning within existing 

schemes or by learning new schemes” (Mezirow, 1991, p. 94). 

In addition to the four learning schemes, Mezirow describes three forms of 

reflection: content, process, and premise reflection. Content reflection refers to “what we 
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perceive, think, feel or act upon” (Mezirow, 1991, p. 108). Process reflection incorporates 

how individuals perform these functions and how individuals assess their efficacy in 

performing them. Premise reflection involves awareness-raising, discovery, “why we 

perceive, think, feel or act as we do (Mezirow, 1991, p. 108). Reflection is a critical piece 

of the transformative effects of IEE. By engaging in “transpection,” students mutually 

reflect and meditate upon “a foreign belief, a foreign assumption, a foreign perspective, 

feelings in a foreign context and consequences of such feelings in a foreign context” 

(Hanvey, 1979 b, p. 54). These stages are critical for student growth and will be explored 

through my research and applied to the student of color experience in IEE. Because my 

study explored the IEE experience for U.S. post-secondary students of color and their 

identity (re)articulations and (re)negotiations that result from critical perspective shifts, 

Mezirow’s concept of transformational learning provides an important foundational base 

to ascertain what defines a perspective transformation. Through this transformative 

process, I explored how students of color shift perceptions about their own identity in an 

international context and develop new identity articulations and meanings. 

2.6.2 Perspective Transformation as Precursor to Intercultural Competence and 

Sensitivity 

The existing literature on intercultural sensitivity and intercultural competence within 

IEE suggests that a single definition of these concepts may not exist. However, there are 

some common themes. Fantini (1995) proposes three principle themes that describe 

intercultural competence: (a) the ability to develop and maintain relationships, (b) the 

ability to communicate effectively and appropriately with minimal loss of distortion, and 

(c) the ability to attain compliance and obtain cooperation with others. Although these 

themes are ubiquitous in all inter-personal relationships, they are still influenced and 

colored by differences in worldview, language, and culture. Medina-Lopez-Portillo 

(2004) states that: 

intercultural competence refers to the external behaviors that individuals 

manifest when operating in a foreign context, whereas intercultural 

sensitivity refers to the developmental process that dictates the degree of 
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an individual’s psychological ability to deal with cultural differences. ( p. 

180) 

The research of Medina-Lopez-Portillo thus suggests a question regarding the 

intercultural sensitivity of those individuals who have been marginalized. Does, in fact, 

having a marginalized status predict that an individual will have a greater degree of 

intercultural sensitivity and ability to engage diverse groups of people more effectively 

and with greater ease? M. J. Bennett (1993b) argues against this notion by stating that 

those individuals who experience an “accidental pluralism” (p. 61) may understand and 

even respect the differences with which they are familiar, but they may be unable to 

recognize or use this sensitivity as part of a generalized skill in adapting to cultural 

difference (Bennett, 1993, p. 56). The questions raised by Medina-Lopez-Portillo and by 

M. J. Bennett provide a base framework from which to position questions of intercultural 

sensitivity and the capacity for students of color in an international context to understand 

the dynamics of the context and to be able to engage a different and dynamic context with 

a greater ease of intercultural sensitivity. 

The need for ethnographic research has been further pressed by various 

researchers, including Laubscher (1994), who conducted a qualitative study in which he 

interviewed 30 students studying abroad, none of whom were students of color, but all 

were American nationals. Laubscher concluded from his data that the importance of 

cultural perception shifts most often occurred outside of the classroom in social 

interactions. As a result, he emphasizes the need for more research in the area of 

relationship-building in IEE and the need for more variables to be included, such as 

ethnicity, to determine how students learn intercultural sensitivity and make the needed 

perception shifts. Laubscher furthermore states that more ethnographic research needs to 

be done in the area of IEE programs and its learning outcomes as regards intercultural 

sensitivity and perception shifts. 

Sutton and Rubin (2004) also suggest that in gauging intercultural sensitivity 

learning outcomes in IEE programs, additional variables such as ethnicity should be 

included in the research. This suggestion follows from their comparative study of those 
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students who participated in IEE and those who did not. The method of the study 

involved 255 samples from a participant group and a non-participant group. The team 

developed a questionnaire that would measure learning outcomes specific to IEE. Factor 

analysis demonstrated the existence of seven factors: functional knowledge, knowledge 

of global interdependence, knowledge of cultural relativism, verbal acumen, knowledge 

of world geography, interpersonal accommodation, and cultural sensitivity. 

Results showed that students who participated in international exchange exceeded 

the control group in all of the aforementioned areas with the exception of verbal acumen. 

The authors noted that key determinants of cultural sensitivity were “direct linkage to 

knowledge of interpersonal communication skills, especially an emphasis on 

interpersonal flexibility” (Sutton & Rubin, 2004, p. 78). In reviewing their research, 

Sutton and Rubin state that other variables should be considered in researching IEE as it 

relates to the development of intercultural sensitivity. One of these factors should be to 

examine whether students of color, who have an “accidental pluralism,” also possess 

interpersonal flexibility. Does ethnicity make a difference in interpersonal 

communication in an international setting? 

Erwin and Coleman (1998) also examined the influence of a variety of 

intercultural experiences as well as second language proficiency levels on college 

student’s cross-cultural sensibilities by using the Cross-Cultural Adaptability Inventory 

(CCAI) (Kelley & Meyers, 2005) as a measurement tool. The CCAI measures the four 

dimensions related to cross-cultural adaptability: emotional resilience, flexibility, 

openness, perceptual acuity, and personal autonomy of the individual in relation to 

encountering a cross-cultural experience (Kelly & Meyers, 2005). The study involved 

1,430 undergraduate students in their freshman and sophomore years and included a 

variety of variables: level of second language knowledge, travel with families, living with 

families abroad, and visiting family abroad. The results of the study strongly suggest that 

the more intercultural experiences students have, the higher the score they will receive on 

the CCAI. Unfortunately, the study did not include students of color, who may have had a 

broad range of intercultural experiences as regards developing competencies to navigate 
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cross-cultural settings. Is it possible that students of color have developed emotional 

resilience, flexibility, openness, perceptual acuity, and personal autonomy, and would 

these factors be challenged in an overseas setting? 

The authors state that the limitations of their study include the limited 

demographics of the students, given that none of the students were students of color, and 

none of the students represented were from families in financial need (Kelly & Meyers, 

2005). Would including these factors have made a difference? 

One interesting study suggests that student expectations may affect the quality of 

their IEE experiences and hence their perception transformation. Martin, Bradford and 

Rohrlich (1995) conducted an empirical study which examined students’ expectations in 

their IEE program and related outcomes. This study is based on expectancy theory 

(Feather, 1982; Feather & Simon, 1971 as cited in Martin et al., 1995) which suggests 

“that it is the fulfillment of expectations about the sojourn that leads to positive 

evaluations and ultimately to satisfactory sojourner expectations” (Martin et al., 1995, p. 

88). However, it has been shown that violations of expectations may also lead to a 

negative evaluation of the sojourn and to problems with adaptations. 

Martin et al. created a 13-item, pre-departure questionnaire given to 

approximately 500 students from Syracuse University destined for international 

exchanges. Questionnaire were completed by 248 students. Factor analysis of the 

questionnaires revealed three factors that were used in a subsequent analysis: location of 

the international exchange destination, gender, and previous domestic relocations. The 

results showed that location of the sojourn had the strongest impact on expectations. As 

Martin et al. (1995) state, “this calls into question an assumption in the literature that the 

more similar the host and native, the less difficulty experiences by sojourners” (Martin et 

al., 1995, p. 103). This same phenomenon is seen in the research of Landau and Moore 

(1998) who conducted research on an IEE program to Ghana. The method consisted of 

formal interviews with ten American students (evenly divided by race and gender, 

African American and White), five Ghanaian students, one program director and two 

Ghanaian faculty members. As noted by Landau and Moore (1998), most of the white 
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students interviewed expressed an interest in learning about a culture different from their 

own and spoke highly of looking towards a personal adventure, “something they 

expected to be both difficult and rewarding” (Landau & Moore, 1998, p. 4). In addition, 

many of the white U.S. students had expectations of Ghana being a traditional and 

“untouched” place. Differing sharply from their white U.S. counterparts, African 

American students were primarily interested in Ghana as part of a quest for personal 

history or roots, and they had an expectation of being welcomed “back home” to Ghana. 

These sets of expectations prior to arrival in Ghana presented major themes of 

misunderstanding between U.S. Americans and Ghanaians, U.S. African Americans and 

Ghanaians, White U.S. Americans and Ghanaians, and U.S. African Americans and 

White Americans. 

The themes were described as: (a) economic disparity, (b) economic and gendered 

economics of friendship, (c) disappointment in the Westernization of Africa, (d) The 

concept of “American” as applied to both African Americans and White Americans, (e) 

negative Ghanaian perceptions of African American culture, and lastly (f) the term 

“Oburoni” (White) applied to both U.S. African Americans and U.S. White Americans. 

The results of this study resonate with similar IEE issues at other heritage 

locations around the world. In general, the White American students were generally 

seeking a “cultural experience” and expressed satisfaction with their experience although 

they were a bit disappointed in the Westernization of Africa. In contrast, the African 

American experience in Ghana did not match their expectations, primarily because 

African Americans were not perceived as African but in fact as White (Oburoni). In 

addition, African Americans were perceived by Ghanaians as violent, as gang members, 

as addicted to drugs; which is probably the result of images displayed by global media. 

Through their research, Landau and Moore (1998) emphasize that IEE programs can no 

longer continue with a homogenous approach to student populations, nor can IEE 

programs continue with a relative lack of understanding of post-national identity and 

ethnicity issues. Instead, Landau and Moore (1998) see IEE as a powerful forum to 
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“demythologize stale stereotypes and work towards understanding” (Landau & Moore, 

1998, p. 19). 

It is apparent from the various methods of research that international education 

and exchange programs have a profound impact on how a student sees himself or herself 

in relation “to” the world and “in” the world. The competencies acquired through these 

educational sojourns include personal growth, intellectual growth, career development, 

language learning, improved academic performance, self-efficacy, and intercultural 

communication skills (Carlson et al., 1990; Ingraham and Peterson, 2004; Steglitz, 1993). 

Indeed, much of the literature supports the fact that international education and in 

particular study abroad lead to a transformative learning experience (Giroux, 2000; 

Mezirow, 1991). This experience can be either negative or positive, but a definite 

perception shift does occur when a student is confronted with disequilibrium (Grunzweig 

& Rinehart, 2003; Taylor, 1998; Whalley, 1996). Disequilibrium occurs when a student is 

confronted with a “critical incident.” Based on this definition, certain questions come to 

the fore: What incidents would be critical for a student of color in a study abroad 

program? What might be the nature of these incidents for students of color? How do 

students of color manage disequilibrium? And lastly, how would a student of color 

critique the experience? These questions were not included in the review of the research 

literature and are some of the questions that my research investigates. 

Through his research, Whalley (1996) concluded there is indeed a correlation 

between study abroad and transformation of perspectives. Whalley (1996) asserts that 

perspective transformation is similar to moving from an ethnocentric to a more 

ethnorelative or pluralistic point of view. Whalley (1996) also agrees with Taylor (Taylor 

as cited in Whalley, 1996) that perspective transformation is not linear but rather 

recursive and that this transformation may take place after one experience or after a series 

of experiences depending on what the experience is. The experiences which cause 

significant growth tend to be those which include shame or guilt. This very conclusion 

also concurs with Grunzweig & Rinehart (2003), who claim that disequilibrium brought 

on by new meaning schemes and concepts can lead to intellectual and personal growth. 
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Bacon (2002) also supports the claim by stating that a student’s personal growth is 

correlated with the student’s ability to navigate difficult situations in the host country. 

Whalley (1996) notes that “it is clarification of values that underlies a decision either to 

transform meaning or perspective or to resist transformation” (Whalley, 1996, p. 253). 

Whalley’s (1996) research emphasizes values as a significant factor in culture learning. 

Through the various studies reviewed herein, it becomes apparent that it is 

important to expand and explore other “lived experiences” that tend to be overlooked in 

IEE. In this exploration, there is a need to understand the methods students of color and 

other underrepresented students use to navigate and manage representations and 

disequilibrium. In understanding these methodologies, we may be able to discern the 

metrics employ by the students to measure their personal identity vis-à-vis the 

international host culture as well as their methods of transforming not only their own 

perspectives (and how that is manifested) but also the perspectives of their host. 

In reviewing critical incidents as initiators of perception shifts, Bacon (2002) 

conducted a case study of one study abroad student using a background questionnaire, 

oral interviews, writing samples, focus groups, observation, and formal information 

interviews with Mexican professors and Mexican students. The individual case study 

student was fluent in Spanish and was linguistically competent for the study abroad 

program in Mexico. Bacon (2002) found that although the student had adequate language 

skills in a second language and an open personality, it was through navigating difficult 

encounters with new values and behaviors with the host culture that allowed the student 

to learn the rules of the culture and appropriate behavior patterns related to that culture. 

Bacon (2002) notes that mere competence in a second language does not guarantee 

success. As a result, Bacon’s research reflected the transformative learning theory of 

Mezirow (1991) and its emphasis on experiential reflective learning. An empirical study 

by Steglitz (1993) on worldview skills also mentions the importance of a critical incident 

as the impetus for the student’s perspective shift and transformational experience; 

through these incidents, the student develops cross-cultural adaptability skills. These 
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critical incidents are similar to Mezirow’s concept of “disorienting dilemmas” and 

Bacon’s research on navigating difficulties in the host country ( Mezirow, 2000, p. 17) 

Steglitz (1993) examined what skill sets are required for effective cross-cultural 

communication. Steglitz proposes the intercultural perspective-taking ability (ICPT) as an 

instrument to measure cultural awareness and to measure one’s ability to understand 

cross-cultural interactions. The study consisted of two groups of 50 undergraduate 

students who recently returned from study abroad, and a group who had not studied 

abroad. The instruments consisted of a background questionnaire in which students were 

to relate critical incidents that occurred overseas as well as their responses to such 

incidents. The responses were then coded and analyzed as to what level of ICPT the 

student had achieved. The results express that those students who participated in the 

exchange program showed greater ICPT ability than those who did not participate. 

Although these key studies did not focus on students of color and their lived study 

abroad experiences, they do provide a framework for methods in this research. Perhaps 

most notable is the research of Bacon (2002) and Smith, Paige, and Steglitz (2003). 

Bacon’s (2002) research reiterates the importance of cross-cultural skills by investigating 

how students navigate through difficult encounters with new values and behaviors of the 

host culture. Through critical incidents (events which caused discomfort or 

disequilibrium for the student), students were prompted to shift perceptions. To add to 

this body of knowledge is the research of Smith, Paige and Steglitz (2003) employing the 

ICPT instrument. Complementing the research of Bacon (2002); Smith, Paige and 

Steglitz (2003) ventures further by measuring one’s ability to understand cross-cultural 

interactions. Although this body of research did not focus on students of color as the 

primary research subjects, these studies identify those critical incidents that serve as 

catalysts for transformative perception shifts leading to identity re-articulation and a 

critical understanding of the self and others. 
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2.6.3 IEE and Identity Articulation, Negotiation, and Transformation 

It can be argued that most students who study abroad do experience some level of 

transformational growth. This experience tends to expand their worldview and generates 

a “positive attitude toward world affairs, enhanced knowledge of the world, greater 

maturity and interpersonal skills, and a reluctance to perpetuate cultural stereotypes” 

(Pickert, 1992, p. 43). Although both anecdotal evidence and research demonstrate 

growth in intercultural awareness, international understanding, and intercultural 

development among returning students, there are few theories which explain or identify 

the cultural learning process, how identities are created within this process, and to what 

extent the student utilizes the experiences to deconstruct oppressive subjectivities 

(Whalley, 1996). A powerful attempt to examine these issues through the use of 

Emancipatory Learning Theory (Horton & Freire, 1990) is presented in Sanders  and 

Morgan (2001) research on study abroad in Africa with adult learners. 

In their research, Katherine Sanders and Marion Morgan (2001) sought to 

examine how overseas programs in third world countries provide a means of fostering 

transformation in adult learners. A diverse group of students, composed of 12 African 

Americans, 2 Native Americans, 8 Caucasians, 1 Mexican national and three faculty 

members, of ages 18–58, participated in a six-week, study abroad program in Africa. Pre- 

and post-interviews were given to a sample of the students before and after the 

experiences at two historical West African slave sites. A summary of conclusions was 

drawn and organized into six themes: (a) reasons for going, (b) initial perceptions of 

Africa, (c) differences between oppression and being disadvantaged, (d) the role of the 

Gambian government, (e) the fact that most Americans lead a privileged life, and (f) 

reactions to the Gambian culture. Through journaling and focus groups, all of the 

students expressed a profound shift in their attitudes about Africa and also about their 

identity as Americans. Significantly, the shift in attitude experienced by the participants 

also allowed them to reflect on their own stereotypes about Africa and also to interrogate 

their own “American-ness” and perceptions of privilege. These perception shifts are 
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critical for students as they identify their place and strive to define who they are in an 

increasingly global world. 

Although a review of the literature already noted the various aspects of the study 

abroad experience, it is the power of transforming the students’ perspective that remains 

the most powerful and profound theme (Dolby, 2004; Sanders & Morgan, 2001; Whalley, 

1996). Perspective transformation is described as “the emancipatory process of becoming 

critically aware of how and why the structure of psycho-cultural assumptions has come to 

constrain the way we see ourselves and our relationships” (Mezirow, 1981, p. 6). New 

situations confronted by the individual are perceived by the individual’s personal filter in 

order to interpret and give meaning to the situation. However, if the experience is 

incongruent to the individual, it will either be rejected, or the meaning will be 

transformed to accommodate new experiences (Taylor, 1998; Whalley, 1996). 

Of equal value and importance within an international setting is the 

transformative ability to expose Americans to their own “American-ness.” Nadine Dolby 

(2004) explored the transformative effects of study abroad on “American” identity 

development. Her qualitative research focused on how students both construct meaning 

from their experience, and define for themselves and others a post-national identity 

particularly in the context of discourses in an increasingly globalized world. Based on 

interviews and journaling of students studying in Australia, Dolby (2004) was able to 

assess that despite the rhetoric of study abroad, which foregrounds the importance of the 

“cross-cultural” experience, for most of the students participating in this study, the 

critical encounter of study abroad was with the “American” self, specifically with regard 

to how it is called into question, how students navigate their own identity development 

through critical incidents that challenge their identities, and how students manage the 

multiple articulations of “America.” 

Dolby’s (2004) study on encountering the “American” self in IEE is interesting 

and compelling for research on the U.S. student of color experience as it pertains to study 

abroad. A survey of all students in IEE programs (500 participants) conducted by Brown 

University (2002) from 1999–2001 directly addressed issues of diversity in IEE including 
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ethnicity, heritage, sexual orientation, religion, minority/majority issues, physical 

appearance, and language. The purpose of the survey was to elicit thoughtful and 

meaningful critiques of the international education experience and to provide an 

opportunity for returning students to contribute the wealth of their experiences to the 

study abroad process. In conclusion, the survey results stated that the most important 

factors that influenced treatment in the host culture were the following: 

1) Identity as an American (43%) 

2) Physical Appearance or Phenotype (19%) 

3) Language (19%) 

4) Perceived Ethnicity or Heritage (9%) 

5) Gender (7%) 

Although the research conducted by Dolby is compelling, information on the numbers of 

students identifying as students of color in the study is missing; neither do we know the 

geographic regions each of the students visited in their IEE. However, the research 

highlights that identity as an “American, U.S. National” is a marker for difference in an 

international setting. As mentioned in the research of Landau and Moore (1998), 

identifying as, or being identified as an “American” regardless of ethnicity, does create a 

difference in how one is perceived by the host culture and how one is subsequently 

treated. Interesting to note with regards to the Brown study is that phenotype (19%) and 

ethnicity (9%) were disaggregated. No reason was given as to why this was done, yet in 

social interactions both nationally and internationally phenotype is often synonymous 

with race, ethnicity, and heritage and influences how one is perceived and received by 

various cultures. If we were to aggregate these numbers, the total for phenotype and 

ethnicity would be 28%, thus making the claim that race and ethnicity with its 

accompanying signifier phenotype, may in fact have played a significant role in how 

some of the Brown University students were treated in their host country. Unfortunately, 

the Brown study was not an in-depth study, relying solely on surveys without additional 

quantitative or qualitative data. As such, the Brown study does not produce compelling 
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questions as to what the lived experience for these students was and why these variables 

were listed as the most critical during their sojourn overseas. 

2.6.4 Summary 

The examined literature yielded very few results as regards research on students of color 

in IEE. However, the reviewed research provided a substantive background on the 

factors, metrics, and processes involved with perception shifts in an international 

environment. In addition, many of the researchers emphasized the importance of 

broadening the depth of the research to inquire about underrepresented groups (students 

of color, gender, economic level) so as to develop a much deeper and broader 

understanding of the transformative effects that such exchanges have on students and 

hence on society at large. 

One area of interest is the rather incomplete Brown University study on diversity 

in study abroad (2002). Unfortunately, there are no additional documents to the study; 

after several phone calls and e-mails, I was unable to garner additional information. 

However, the information on factors that most influenced treatment in the host country of 

students studying abroad was interesting because it was the first quantitative data set to 

specifically identify challenges that students of color experienced overseas. My research 

methods captured and better analyzed the lived experiences of students of color 

participating in IEE by providing them the opportunity to narrate these experiences 

themselves, with a specific focus on factors related to how they were treated within the 

host country. 

In particular — and as noted above — I found the research of Bacon (2002) and 

Steglitz (2003) compelling because they addressed the concept of critical incidents as 

determining factors in perception shifts of students in IEE. This intriguing research calls 

into question how this may be different for students of color who, by virtue of their 

accidental pluralism (Bennett, 1993) may have developed some coping skills. Thus the 

goal of this research study was to explore the lived experiences of students of color in 
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IEE so as to better understand how these students articulate and negotiate through 

disequilibrium and how this disequilibrium manifests itself.  

2.7 IEE and the Production of Conceptual Frameworks: Culture, Nation, Identity 

Issues of representation, critical pedagogy, multiple identities and multiple subjectivities 

have not really been explored within IEE programming, yet these are critical components 

that constitute the processes of how individuals construct national and post-national 

identities (Appadurai, 1998; Bhabha, 1994; Dolby, 2004; Fanon, 1967; Giroux, 1999; 

Ling, 2002; Mohanty, 2006; Sanders and Morgan, 2001, Sassen, 2003; Whalley, 1996; 

Zemach-Bersin, 2007a, 2007b). The review of literature on identity development within a 

global context is largely ignored and only recently has become one of the central focal 

points of study within the American Association of Colleges and Universities (2006) in 

their commitment to social responsibility. One of the projects reports, The Drama of 

Diversity and Democracy, expressly states the importance of compelling students to 

“wrestle with complexity, breadth, integration, and diversity in their study of the world 

while also paying full attention to those meanings and responsibilities of citizenship in a 

multicultural society” (AAC&U, 2006, p. 3). To further emphasize the need for more 

comprehensive research in IEE, the American Association of Colleges and Universities 

(2006) also stated that a reconfigured curriculum for IEE programs: 

assumes a world society characterized by a multitude of life experiences 

and informed by complex intersections among historical experiences, 

gender, race, ethnicity, socioeconomic status, sexual orientation, religious 

values, political assumptions, cultural styles, and so on.…The liberally 

educated person…needs not only substantial knowledge but also the skills 

and awareness to negotiate what philosopher Maxine Greene has called ‘a 

world lived in common with others.’ (AAC&U, 2006, p. 7) 

Unfortunately, within the literature on the IEE experience, a critique of IEE as it pertains 

to issues of social justice, democracy, difference and asymmetrical power relations is 

lacking, and particularly a critique of that experience as regards post-secondary students 

of color. 
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The literature does suggest that educators, program providers, and other IEE 

supporters regularly tout cross-cultural understanding and intercultural competence as 

significant benefits of international education and exchange. Many believe that “a study 

abroad experience develops a deeper awareness of the values and way of life of your own 

country, your own place in that country and its place in the world” (Abraham Lincoln 

Study Act, 2006; Committee on Economic Development, 2000; Dolby, 2004; Hope & 

Scott 1998; Nussbaum, 1997). Indeed, the value of engaging others in a new and different 

environment is critical to developing self-awareness that allows students to learn about 

the U.S. and the world, but additionally a new environment will engage students to 

explore their own personal and national identities. Talya Zemach-Bersin cogently notes 

that: 

within international education exchange experiences students are forced to 

confront their personal identities abroad, not because they are only 

interested in personal growth and success, but because it is impossible to 

engage with a different culture without being drawn to challenge one’s 

own identity. (Zemach-Bersin, 2007b, original emphasis) 

Such critiques of personal and national identities of IEE students must be taken seriously 

with the intent of critically examining the dynamics between students and hosts. These 

critiques of identity articulation, particularly as regards students of color, but also as 

regards individuals from the Global South, are critical for a deeper understanding of the 

IEE experience as both groups operate in racialized relationships informed by the effects 

of colonial domination, imperial exploitation, neo-colonial imposition, and violence 

(Goudge, 2003, p. 40). Thus, identity become a highly contested and a crucial ground for 

negotiating issues of nationality, race, history, power, inequality, and responsibility, as 

evidenced by the research of Landau and Moore (1998) in Ghana, and the research of 

Sanders & Morgan (2001), also in Africa. 

In contrast to Goudge’s (2003) statements, Henry Giroux asserts that 

“representation” in IEE inevitably becomes the “white man’s burden” for white U.S. 

nationals engaged in IEE. Giroux laments that white students in study abroad are often 

represented and perceived through “the jaundiced view of Whiteness as simply a trope of 
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domination” (Giroux, 1997, p. 302). For all students engaging in international exchanges, 

it is apparent that meaningful knowledge acquisition occurs within the playing field of 

identity. As a result, confrontation with identity is an opportunity for critical engagement 

with issues of global significance that signal a crisis of political, ethical, and personal 

dimensions for all Americans as we re-examine our values of democracy and pluralism. 

Maxine Greene’s The Dialectic of Freedom calls for an education built upon dialogue, an 

education that requires a “special form of critical thinking…a powerful vision and 

reflection born of an awareness of a world lived in common with others” (AAC&U, 

2006, p. 5). 

Central to understanding the interplay of forces involved with identity 

construction is the notion of representation in an international setting. The review of the 

literature suggest that issues of “representation” become critical for students when they 

engage the “other” in an international context (Bhabha, 1994; Dolby, 2004; Fanon, 1967; 

Giroux, 1999; Landau & Moore, 1998; Sanders and Morgan, 2001; Spivak, 1988; 

Zemach-Bersin, 2007a, 2007b). 

For students of color engaging in IEE, there exists the dilemma of 

“representation,” first as a U.S. American national and second as a member of a 

“counterpublic subaltern” (Fraser 1990, p. 81). Such representations reduce individuals to 

symbols, metaphors, and metonyms based on that which is already known and in place 

(Bhabha, 1994, p. 95). Similar to stereotypes, the formations of “representations” are 

based on knowledge, history, popular culture, hegemonic discourse, and other socializing 

factors. These factors render the individual powerless and diminish individual selfhood, 

personal depth and agency. The research of Dolby (2004), Sanders and Morgan (2001) 

and in particular of Landau and Moore (1998), reflects how representations for students 

of color become internationalized and how students of color must re-structure, re-order, 

and re-define those representations. 

Post-colonial theorist Frantz Fanon writes that when he is aggressively identified 

from the outside by the label of “Negro,’ his corporeal schema (phenotype) gives way to 

a racial scheme, making him “responsible for my body, for my race, for my ancestors.” 
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The colonial subject, he explains, is always “overdetermined from without” (Fanon, 

1967, p. 67). This dilemma of representation raises certain dialectical questions: “Who 

represents what to whom, for what reasons, through what institutions, to what effect, to 

whose benefit, at what costs? What kinds of knowledge and power do authorized forms 

of representation produce? Who owns or controls the means of representation?” (Jay, 

1994, p. 10) 

These notions of knowledge production and how it shapes and defines national 

and post-national ethnic identity must be addressed to fully comprehend the 

transformative effects that global and international education has for all students (Comp, 

2002; Dolby, 2004; Fraser,1990; Giroux, 1999; Landau & Moore, 1998; Mohanty, 2006; 

Sassen, 2003; Sanders & Morgan, 2001). Thus, the burden and challenge for students of 

color within IEE is how to identify, challenge and redefine such representations. In so 

doing, critical examinations on issues of difference need to be reified through 

investigation and bifurcated in two streams: 

One [stream] becomes incorporated into critical pedagogy as part of an 

attempt to understand how student identities and subjectivities are 

constructed in multiple and contradictory ways. The second stream 

focuses on a critical pedagogy of different groups and how they develop 

and are sustained through enabling and disabling relationships. (Giroux, 

1992a, p. 75) 

In this way, difference becomes a marker for understanding how social groups are 

constituted in ways that are integral to the functioning of any democratic society. 

2.8 Synthesis and Critique 

All of the studies emphasized the five core aspects: (a) the clear lack of information and 

research on the student of color experience in IEE; (b) the importance of critical incidents 

as key to providing the impetus for perception shifts; c) transformative learning as the 

most profound outcome of IEE, allowing the individual to develop a sense of self within 

an ethno-relative framework; (d) that students who engage in IEE will experience 
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disequilibrium; and (e) that there is a dire need for a critique of the international 

education experience especially as it pertains to the experience of students of color. 

Although a review of the research yielded compelling results, much research still 

remains to be done, primarily in the area of the lived experience of students of color 

within IEE. Limitations to the studies involved small sample sizes that cannot be 

generalized to the greater population, such as Bacon’s study involving one student 

(Bacon, 2002). The Brown University research (2002), though compelling, was 

incomplete, lacking data on the number of students of color involved and the geographic 

regions within which they were engaged. The research of Dolby (2004) on the 

discovering of post-national identity in Australia was interesting but did not include 

students of color. Other limitations included a lack of particular variables that may alter 

outcomes such as family socio-economic status and language acquisition skills, or prior 

international cross-cultural exposure (Erwin & Coleman, 1998). 

A follow-up literature review should review the curricula of IEE programs, their 

integration into the mainframe of post-secondary pedagogy, and their inclusion into all 

aspects of the student experience. While limited research has been done on the value of 

pre-departure orientations for IEE students, no research has been done on the effects of a 

pre-departure program that embraces identity formation issues. Particularly lacking is a 

critical examination into how students of color critique their own personal experiences 

internationally and how they construct for themselves a discourse of difference and 

identity while simultaneously interrogating stereotypes or misrepresentations. 

My research supports the literature base describing IEE as a transformative 

experience for all students, and my study adds new data to the gap in research about the 

post-secondary student of color experience in IEE. In addition, this literature review 

provides a foundational base for the further exploration into the various issues that 

students of color confront during their sojourns and upon their returns. In particular, this 

study elevates prior research by examining the student experience overseas to see if it 

includes a multi-centric perspective on difference, power relations, democracy, and the 

public good. Underlying the purpose of this study is an interest in seeing whether through 
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IEE programs citizenship and national identity can be shifted away from exclusionary 

discourses, perceptions, and practices, towards an identity that is more open and inclusive 

and can expand the potential of human life and democratic possibilities (Giroux, 2002). 

These experiences lived by the students can thus be explored to provide important 

information that informs both community colleges and universities on the unique 

challenges faced by students of color in other countries. In turn, this information can 

allow for a more informed understanding of how best to prepare these students for their 

international education experience within the context of identity formations and 

negotiations. 
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3. Methods 

“In this realm one cannot prove anything, but one can point out a great deal.” 

 — Heidegger, preface to Identity and Difference 

This chapter describes in detail the approaches used in this study to investigate the major 

research question: What are the students’ perceptions of their study abroad, and what are 

the profound learning experiences of students of color as they participate in international 

education exchange programs? And in what ways does the experience influence their 

identity articulations and awareness? Included in this description are: (a) a brief overview 

of the methodology or philosophical approach that informs this study, (b) a brief 

comparison of both the strengths and limitations of qualitative methods in general, and 

(c) a summary of my chosen method to conduct the critical ethnographic case study as a 

means of researching identity articulations in students of color. I present in detail the 

specific procedures used to recruit, interview, and analyze the transcripts of four students 

of color who participated in this study. In conclusion, I will discuss the procedures used 

to enhance study reliability and validity. 

The purpose of this study was to move and expand the discourse on study abroad 

and IEE programs beyond Euro-American student participation and to explore how the 

experience may be qualitatively different for students of color, particularly as they 

negotiate their multiple identities (national and ethnic) and their positionality as 

representations of underrepresented minority groups. In doing so, I sought to understand 

and to explain how students of color experience and understand national identity, 

ethnic/racial identity, and cosmopolitanism by examining how students of color who 

participate in overseas exchanges negotiate their sense of identity and representation both 

as a U.S. national and as a person of color. Thus, this research explored the lived 

experiences of U.S. post-secondary students of color participating in IEE programs and 

their discursive negotiations of identity. 

The results of this study provided additional data and greater understanding about 

the experiences of students of color in study abroad as they engage other peoples and 
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cultures in an international context. Particular to this study were the voices of students 

who have participated in study abroad and international educational exchange programs, 

with a special emphasis on the discursive formations that these students engaged in as 

regards a multi-centric perspective on difference, power relations, and national identity. 

Underlying the purpose of this research study was my interest in seeing whether through 

IEE programs citizenship and national identity can be shifted away from exclusionary 

discourses, perceptions, and practices to an identity that is more open and inclusive and 

can expand the potential of human life and democratic possibilities. Through the use of 

social critical theory with an emphasis on post-colonial theory along with critical 

ethnography as a method, this study sought to uncover the hidden voices and perspectives 

of students of color within international exchange programs and to elevate their 

experiences from the standpoint of the identities they seek to construct, deconstruct, and 

reconstruct. Thus, this research explored the issues of representation, difference, power, 

and empowerment. Moreover, this study provides not only students of color but also 

faculty a framework for assisting institutions of higher education to critique and to 

understand their role in demystifying the internal and discursive processes of identity 

articulation and representation in IEE programs and for navigating and articulating 

multiple identities in a globalized setting. In part, such research suggests: 

Keeping track of the complex dynamics of institutional and other related 

power structures in order to disclose options and alternatives for 

transformative praxis; it also attempts to grasp the way in which 

representational strategies are creative responses to novel circumstances 

and conditions.  (Giroux, 1992a, p. 248) 

This section of the study addresses the applicability of both of these methodologies and 

the method of the research. Lastly, I provide the logistical criteria of this study by 

addressing sites, study participants, data collection procedures and analysis, strategies to 

ensure soundness, and initial findings. 
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3.1 Personal Disclosure Statement 

Since my own perceptions and experiences influenced not only the choice of a research 

design, but also the questions that I asked, it became critical for myself as a researcher to 

first reflect and address my own epistemology by examining my own values, beliefs, 

experiences, assumptions, and personal biases that have the potential to influence the 

outcomes this research.  

My understanding of IEE programs came late in life as a guest lecturer in Europe. 

The experience of being a stranger in a strange land and to a continent from which most 

third- and fourth-world people have experienced historical challenges was an interesting 

and profoundly moving experience. I was forced to confront my own stereotypes of 

“whiteness,” and to contend with my own personal and ethnic collective history of 

European domination, colonization, and the ways in which such domination and 

colonization continues to be articulated and represented. In having this international 

dialogue I began to question my own articulations of myself, which to my European hosts 

was clearly the “other.” As such I began to question in what ways we as human beings 

manufacture definitions and representations of the world and how that affects 

relationships, particularly in an educational setting. As a result of this experience, I also 

began to wonder if other students of color experienced the same perception shifts, and if 

these perception shifts lead them to interrogating their own racial/ethnic identity, and 

whether it allowed them to deconstruct and reconstruct notions of representation and 

identity both in the U.S. and abroad. 

Professionally, as affiliated faculty in multicultural studies and coordinator of a 

multicultural program at a large post-secondary institution, I have worked to bridge social 

misunderstandings; have initiated difficult conversations on race, power, and privilege; 

and have devoted much personal time to the personal mentoring of students of all 

ethnicities and nationalities (both nationally and internationally), to create a cadre of 

intellectual “freedom fighters.” My personal values resonate strongly with social critical 

and post-colonial theory precisely because of its striving for social justice within an 

atmosphere of critique and dialogue. In addition, as a person of color I have become more 
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cognizant of the deep psychological impact and the resulting psychic wounds people of 

color carry due to colonization and how that affects relationships and identity formation. I 

would argue that identity development theory needs to address the root cause of this 

psychological “double consciousness”
8
 as articulated by W. E. B. Du Bois (1903) to 

better understand how identities are created, negotiated, altered and articulated. One of 

the goals of this dissertation is to examine this phenomenon and to provide compelling 

data that filled the gaps in research in identity development. Thus as a person of color, as 

a woman, a single parent and an individual with an inherited legacy of a “subaltern” 

status, I have learned to value the concepts of social justice, agency, voice, critique, 

discourse, compassion and praxis, all of which I have carried into both my professional 

and personal life. What naturally follows from my values and personal experiences is that 

I place great importance on relationships, the power of voice and representation, and 

lastly on a transformative praxis through transcending personal and societal limits and 

biases. Therefore the research paradigm I most connect with is social critical theory with 

an emphasis on post-colonial theory and international relations theory. I firmly believe 

that everyone has their own truth, their own voice and experience to be heard and 

reflected upon. I also believe that humanity is capable of transcending intolerance and 

injustice; and strives to do so. 

3.2 Philosophical Approach 

The methodology for my research comprised four philosophical approaches, namely, 

social critical theory, emancipatory education, ideal speech, and post-colonial theory. 

                                                 
8
 The notion of double consciousness was first utilized by W. E. B. Du Bois in his publication The Souls of 

Black Folk (1903), in which he references the experience of one who observes oneself through the eyes or 

narratives of a dominant other. “It is a peculiar sensation, this double-consciousness, this sense of always 

looking at one’s self through the eyes of others, of measuring one’s soul by the tape of a world that look on 

in amused contempt or pity. One ever feels his two-ness, an American, a Negro: two souls, two thoughts, 

two unreconciled strivings; two warring ideals in one dark body, whose dogged strength alone keeps it 

from being torn asunder (Du Bois, 1903, p.12). 
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3.2.1 Social Critical Theory 

Social critical theory (SCT) is a broadly based, multidisciplinary framework which aims 

to advance the emancipatory function of knowledge through critical thinking (Freire, 

1972; Giroux, 1990; Leonardo, 2003; Mezirow, 1991; Neuman, 2003). Critical thinking, 

or rather the critique of various texts, encourages one to produce and apply theory as part 

of the overall search for transformative knowledge (Freire, 1973; Mezirow, 1991). By 

providing a critique of various texts, social critical theorists destroy myths and empower 

individuals by providing them with the tools they need to change their world (Neuman, 

2003). Critical theorists attempt to explore the dynamics of change to define or expose 

alternative ways to organize life. In this way social critical theorists are committed to the 

development of new social relations, to the evolution of social institutions or societies, 

and to the causes of major social change (Neuman, 2003, p. 82). 

IEE programs intentionally promote themselves as a transformative experience 

for all students. A review of the literature supports the fact that transformative education 

for post-secondary students does occur as a result of such experiences (Carlson et al., 

1990; Dolby, 2004; Fantini, 1995; Hanvey, 1979b; Pickert, 1992; Whalley, 1996). 

However, a critique of the IEE experience is lacking in research. This particularly 

pertains to a critique from students of color who have been historically excluded from 

“programs of privilege” such as IEE. My specific study used social critical theory as a 

critical form of discourse, one whose contribution promotes critique as the defining 

aspect of a truly transformative and emancipatory educational experience. 

By presenting SCT as a form of critique, I highlight the power of this theoretical 

lens to change the pedagogical process from one of “knowledge transmission to 

knowledge transformation” (Leonardo, 2003, p. 11). Additionally, I provide the same 

overview for post-colonial theory because this will be my specific focus within social 

critical theory. Post-colonial theory supplies the additional critical lens from which to 

view the IEE experience as a U.S. student of color as well as an individual with 

“subaltern” status both within the nation of legal citizenship and internationally. Post-

colonialism allows my research to explore on a deeper level how identities are 
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constructed within a paradigm of difference, and how that difference is manifested in 

relation to one’s perceived status vis-à-vis phenotype, inherited social caste, historical 

legacies of domination and colonization both physically and psychologically. 

3.2.2 Genealogy of Social Critical Theory 

Social critical theory has its early roots in the Frankfurt School’s programmatic study of 

Kantian theory. SCT is often thought of narrowly as the Frankfurt School, which was 

established by scholars such Max Horkheimer, Theodor Adorno, Walter Benjamin, 

Herbert Marcuse, and also Erich Fromm; it is continued today by Nancy Fraser, Axel 

Honneth, Jürgen Habermas, Charles Taylor and others. The Frankfurt School has laid the 

foundations for notions of “critical theory” (Leonardo, 2003, p. 11). As a result of these 

paradigmatic shifts, social critical theorists maintain that “critical” theory is distinguished 

from “traditional” theory in that it seeks human emancipation, “to liberate human beings 

from the circumstances that enslave them” (Horkheimer, 1944/1982, p. 244). Under the 

leadership of Max Horkheimer during Nazi Germany, the Institute for Social Research at 

Frankfurt am Main sought to make theory critical insofar as it exposed the dialectical 

tensions in modernity, for example the tensions between authoritarianism and 

enlightenment. Horkheimer clearly delineated the criteria that would qualify a theory as 

“critical.” According to Horkheimer, a theory is critical if it meets certain criteria: it must 

be explanatory, practical, and normative all at the same time. That is, a “critical theory” 

must explain what is wrong with the current social reality, identify the actors to change it, 

and provide both clear norms for criticism and achievable practical goals for social 

transformation (Leonardo, 2003, p. 11). Any truly critical theory of society “has as its 

object human beings as producers of their own historical life” (Horkheimer, 1944/1982, 

p. 21). 

This emphasis on human beings as producers of their own historical life is critical 

to those populations of individuals who have been denied opportunities to produce their 

own histories. As stated by Malcolm X, “we didn’t land on Plymouth Rock, my brothers 

and sisters — Plymouth Rock landed on us!” (X, Haley, & Handler, 1965, p. 205). In 
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essence, Malcolm X succinctly describes the historical dilemma and legacy of a people 

being denied access to construct their own narrative or historical life yet simultaneously 

surviving under a meta-narrative not of their own construction; Plymouth Rock literally 

landed on marginalized peoples both ontologically and existentially. Post-secondary 

education is the one arena or public sphere (to quote critical theorist Jürgen Habermas)
9
 

wherein opportunities may occur for students of color to interject into mainstream 

discourse their own historical life and lived experiences. In this respect, my research 

perceived this opportunity through a critical ethnography to capture the voices of students 

of color participating in IEE programs and to allow for those voices to critique the 

construction of their own identities as shaped by the currents of power and privilege, 

within both a multicultural U.S. and an interconnected and yet unequal world. By 

critiquing their experience, my research allowed these students the opportunity to see 

their individual roles as producers of (a) their own histories, and how these histories are 

interpreted and disseminated; (b) their own representations based on these historical 

legacies, and how they are interpreted and represented; and lastly (c) a sense of agency in 

producing their own future, and how it is they wish to be perceived. 

In producing one’s own history, one assumes that one has a voice within the 

society from which to articulate one’s past, present, and future circumstances. In so 

doing, for an individual or a community to be able to produce their own history and 

hence determine their own present and future, the social structure in place must be of a 

democratic nature. This emphasis on democracy is central to social critical theory. 

Traditionally, social critical theory emphasizes the transformation of capitalism into a 

“real democracy” in which true democratic control could be exercised (Horkheimer, 

1944/1982, p. 250). This focus on democracy within social critical theory resonates today 

                                                 
9
 The public sphere is “a realm of our social life in which something approaching public opinion can be 

formed. A portion of the public sphere comes into being in every conversation in which private individuals 

assemble to form a body” (Habermas, 1964, 1989, p. 49). In essence, the public sphere is where ideas, 

(mis)representations, and other forms of informal or formal information are shared with a body public that 

results in “opinions.” Such an understanding of “opinions” also is similar to post-colonial theorist Edward 

Said’s notion of “knowing” the Other, that is producing a definitive body of knowledge about someone(s) 

that is based on representations and narratives of difference (Ashcroft and Ahluwalia, 1999, p. 70) 
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as the current discourse continues to struggle with what democracy means in a world that 

is increasingly globalized, complex, and pluralistic (Leonardo, 2003, p. 14). 

3.2.3 Key Concepts and Authors of Social Critical Theory 

Under-pinning all of the various concepts within SCT that were referenced in this 

research study is the concept of critique. I truly feel that because critique undergirds all of 

social critical theory as well as post-colonial theory, it is important to preface this section 

with an understanding of critique and its use in SCT and post-colonial theory. The 

language of critique is crucial for any inquiry or study because criticism functions not so 

much as a form of refutation or an exercise in rejection but rather as a precondition for 

intellectual engagement with an ideological formation. As Zeus Leonardo has noted: 

“Mainstream audiences often mistake criticism for political agendas as opposed to 

engagement, as if only critics have an agenda. Criticism is misconstrued as pessimistic 

and judged as a form of negativity” (Leonardo, 2003, p. 14). This is important to note, 

particularly when the text involved is highly emotional, subjective, and fraught with 

multiple individual subjectivities. 

This negativity is particularly true for students of color and communities of color, 

who face the challenge of always having to justify their critique of the reality of things 

(Dyson, 2004; West, 2000). As such, these individual voices remain unheard and as a 

result settle into the ennui of their subordinate social status thus losing their sense of 

agency. For any democratic society, such a loss cannot be tolerated; it is diametrically 

opposed to the vision and goals of a truly functional democratic society. Hence, as stated 

by Horkheimer and the American Pragmatist John Dewey (1916/1963) true democracy 

rests on the language of critique and inclusion (Leonardo, 2003, p. 14; Horkheimer, 

1944/1982, p. 250; West, 2005). Thus, this study gave the opportunity to U.S. American 

students of color to critique their experiences overseas in IEE and allowed for their voices 

to discuss how issues of race, power, and privilege were perceived by them and through 

them. This critique was not just an exercise in national constructions of identity, but it 

provided a current critique of how identity construction currently is influenced and 
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articulated internationally, and it identified what may or may not be the factors involved 

in this process. 

Three key concepts of social critical theory have been explained by theorists who 

provide the philosophical and methodological base for this research and include: (a) 

emancipatory education, (b) ideal speech, and (c) post-colonial theory. 

3.2.4 Emancipatory Education (Paolo Freire) 

The term “emancipatory education” is associated with the Brazilian adult educator Paulo 

Freire and refers to the development of critical consciousness as a precursor to 

emancipatory learning. Through the process of critical consciousness (conscientization), 

excluded groups (the subaltern) can learn to identify, interpret, and critique the kinds of 

ideas, contexts, and relationships that are accepted as inevitable and that lead to the root 

causes of their oppression (Freire, 1973). Crucial to this process is the notion of praxis, 

that is, reflection and action upon the world to change it. According to Freire, for “the 

learner to know that he did not know before, he must engage in an authentic process of 

abstraction by means of which he can reflect on the action-object whole, or, more 

generally, on forms of orientation in the world” (Freire, 1972, p. 51). 

Freire’s notions of critical consciousness are crucial to my research on critiquing 

the student of color experience in IEE. By constructing my questions to assist students in 

realizing their international experience, I afforded students the opportunity to know what 

they did not know before, to engage in an authentic process of abstraction by means of 

which the students could reflect on the action-object whole, or more generally, on forms 

of orientation in the world. Influenced by Freire, theorists Giroux and MacLaren (1994) 

posit that “identity is based on the antagonism of a constitutive outside and inside force” 

(Giroux & MacLaren, 1994, p. 247), as a result, antagonism defines identity only by 

creating borders. However these borders are never static; they are always shifting, 

amorphous, and realigning themselves, but they are crucial to how individuals create and 

maintain identities, group affiliations, and even “political alliances.” 
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According to Giroux and MacLaren (1994), what is critical here is a shift from the 

static and “sedimented state of society to a reactivated examination of that society 

[which] entails the crossing of an important boundary” (Giroux & MacLaren, 1994, p. 

247). It is by this boundary-crossing that Freire’s pedagogy encourages individuals to 

pursue action. By crossing these real or imagined boundaries between the social and the 

political, the individual begins to redefine their subject positions both ontologically and 

socio-politically. The research questions that I designed allowed students the opportunity 

to cross these boundaries, to interrogate them, to examine how these were put in place, 

and to name the consequences. By interrogating these constructs, students had the 

opportunity to emancipate their thoughts, subjectivities, and their own visions of the 

world. 

3.2.5 Ideal Speech (Jürgen Habermas) 

Habermas emphasized the distinction between speech and discourse (Carr & Kemmis, 

1986). In so doing, Habermas describes his epistemology as “universal pragmatics,” the 

task of which “is to identify and reconstruct the universal conditions of possible 

understanding” (Habermas, 1984, p. 1). In short, these universal pragmatics turn away 

from a merely grammatical or logical analysis of language toward a consideration of the 

actual roles and purposes that language fulfills (Endres, 2006, p. 5). Rationality does not 

solely exist within the simple possession of knowledge but rather in “how speaking and 

acting subjects acquire and use knowledge” (Habermas, 1984, p. 11). By bringing the 

pragmatic dimension of language under rational reflection, Habermas changes the way 

we think about truth. Through social inquiry, Habermas requires that three kinds of 

validity claims exist for the speaker: (a) the speaker makes claims of truth for the 

proposition that we use; (b) speakers claim rightness about the norms or values at work in 

the specific interpersonal context; and (c) speakers claim truthfulness in their own 

attitude in the speech act. Each of these validity claims corresponds with a different part 

of our lived experience: (a) truth claims are directed at the objective (external) world; (b) 

rightness claims are directed at the social world; and (c) truthfulness claims are directed 

at the subjective world. In order for a debate about norms to be legitimate, everyone 
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affected must take full part in the discourse, creating dialogic relationships or egalitarian 

reciprocity.  

Obstructions to social inquiry may occur if a subculture feels threatened by the 

process and refuses to participate. Because individuals from marginalized communities 

have inherited a history of oppression and hence a distrust of formal structures, there is a 

need for extra vigilance in conducting research with students of color and their 

communities. 

In studying Habermas’ notion of ideal speech, certain components are necessary 

to ensure soundness in research, to set a standard for validity, and to allow for egalitarian 

reciprocity between researcher and participant. In his journal article “Habermas and the 

Grounding of Critical Theory,” Dominick LaCapra (1977) presents the following criteria 

for critiquing ideology: (a) investigative reading, which is necessary for the researcher in 

maintaining a solid foundational base particularly in the areas of social theory and 

science; (b) good research, which inherently derives from creativity and nurturing the 

creative spirit; (c) a desire to engage in learning and inquiring about societies, their 

histories, and where they interstitially connect with other forces of human life; and (d) the 

ability to be morally reflective and sensitive. 

In reflecting on LaCapra’s criteria (1977) and in order to engage the participant in 

meaningful dialogue, to establish validity, and to further the emancipatory effects of the 

narrative inquiry process for both researcher and the participant, it was apparent that 

following the criteria provided solid tenets from which to do research. Respecting these 

norms is critical to any form of social inquiry. 

3.3 Key Concepts and Authors of Post-Colonial Theory 

If social critical theory served as the framework or bones of my research, then post-

colonial theory served as the soul which breathed life into text and provided corporeality. 

In reviewing various theories as they pertain to identity development, post-

national identity formation, cosmopolitanism, trans-nationalism, globalization and 
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multiculturalism, I realized that the task before me was to find out how to draw on critical 

insights that encompass both a rigorous method and emancipatory politics. Indeed, social 

critical theory provided the base and framework with its emphasis on critique, 

transformation, and social justice. However, while reviewing various theories it became 

apparent that the context from which students of color reflexively engaged and 

understood the world was missing. This context was critical because it defined: (a) how 

colonialism has excluded communities of color from defining their own histories and 

hence representations; (b) how these pre-constructed histories, images and 

representations affect students of color as they travel internationally; and (c) how students 

of color trans-nationally translate culture by articulating and restructuring identity. 

After careful review of several social theories, post-colonialism with its emphasis 

on multiple subjectivities, identities, and a critique of power relations in the formation of 

representations proved invaluable. Post-colonial theorist Homi Bhabha (1994/ 2007) 

comments on the complex issues of identity, culture, and meaning in a globalizing world: 

Culture as a strategy of survival is both transnational and translational. It 

is transnational because contemporary postcolonial discourses are rooted 

in specific histories of cultural displacement, whether they are the “middle 

passage” of slavery and indenture, the “voyage out” of the civilizing 

mission, the fraught accommodation of Third World migration to the West 

after the Second World war, or the traffic of economic and political 

refugees within and outside the Third world. Culture is translational 

because such spatial histories of displacement, now accompanied by the 

territorial ambitions of global media technologies make the question of 

how culture signifies, or what is signified by culture, a rather complex 

issue. (Bhabha, 1994/2007, p. 35) 

Post-colonial theory provides an alternative model of subjectivities not completely 

addressed in social critical theory. Post-colonial theory’s fluid acceptance of modernism, 

post-modernism, feminism, and identity theory allowed my research to bear witness and 

embrace multiple, dissident, “othered” voices. L. H. M. Ling (2002) provides a strong 

commentary on post-colonialism as an appropriate theoretical framework for under-

represented communities: 
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Post-colonialism shares with postmodernism and feminism an intellectual and 

political dissatisfaction with the legacy of Western Enlightenment thought. All 

three theories contest the following: (1) that identity would be pristine, inherent, 

and self-enclosed, (2) that universals would exist and objectivity would apply 

across time and space, (3) that issues of colonization would pertain to the “third 

world” only, and (4) that former colonies would have little in common except 

their histories of dependency on the West.  (p. 69) 

In contesting these points, post-colonialism argues instead, that (a) identity is mixed, 

constructed, and organically-open; (b) time and space may partake in universal, objective 

processes but also inhere with their own specificities; (c) issues of colonization and 

imperialism concern colonizers as well as colonized, and (d) former colonies have much 

in common precisely given that they are surviving colonization.  

I used these post-colonial theoretical themes as the key concepts in my research. 

In addition, The post-colonial theorists informed the theoretical base of my method, and I 

describe next how the concepts embedded within post-colonial theory provided structure 

to this study.  

3.3.1 Identity and Representation (Henry Giroux, L. H. M. Ling) 

Post-colonial theorist L. H. M. Ling (2002) states that “identity reflects society’s 

monological imposition of who and what one is” (Ling, 2002, p. 21). Dialogue, by its 

nature, interrogates identity to reveal that identity is constructed by subjectivities and is 

constantly altered, challenged, negotiated, and transformed both internally and externally 

(Giroux, 1992b; McLaren, 1994; Ling, 2002). Interrogating identity is important because 

through representations, the concepts and images of identity are born (Giroux, 1992a). A 

good example of monological imposition of identity and the representations it creates is 

the well-known golf player, Tiger Woods. In this case, Tiger Woods exemplifies a post-

colonial subject whose identities and subjectivities overlap, intersect, or contrast at 

critical junctures. In describing himself, “Woods defines his subjectivity as African-Asian 

American; whereas the press and most commercials featuring his sponsorship identify 

him as African American and idealize his relationship with his African American father 

erasing from view (literally) any contributions made by his mother who is from 
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Thailand” (Ling, 2002, p. 77). This disequilibrium of identities and subjectivities leads to 

simultaneous stances of transformation and resistance. Students of color participating in 

IEE will encounter this form of dissonance as they engage their identities and 

subjectivities in an international setting. The dissonance they may experience will lead 

either to transformation or resistance in forming post-national identities and restructuring 

their perceived representations. Identity as defined in post-colonial theory allowed my 

research to explore this phenomenon, in which identities for students of color will 

overlap, intersect, or contrast at various and critical junctures. 

The student participants in my research as defined by their collective colonial 

past, carry within their physical bodies identities and subjectivities that are the legacy of 

their inherited past. As “representations” of a colonial past, how do these students learn to 

interrogate the historical, semiotic and relational dynamics that have produced their 

representations both nationally and internationally? Thus, the challenge of my research 

according to post-colonial theory is to create the discursive space to critique and to 

question how meanings are produced within relations of power that “narrate identities 

through history, social forms and modes of ethical address that appear objective, 

universally valid and consensual” (Giroux, 1992a, p. 47). In the design of this study is a 

response to a call for more research on how individuals define identity vis-à-vis a 

changing global agenda and how the formation of this identity may help us understand 

our own and other’s notions of democratic ideals, issues of power, representation and 

social justice. 

3.3.2 Time and Space (L. H. M. Ling) 

Time and space within post-colonial theory are simultaneous: “Tradition, modernity, and 

postmodernity may juxtapose in the same space at the same time, but they also dance in a 

fugue of multiplicity” (Ling, 2002, p. 234). In essence, the past constantly and 

simultaneously shapes events of the present, thereby influencing our visions for the 

future. Given this “contrapuntal” understanding of world history, post-colonial theory 

accounts for and reflects on how historical legacies shape perceptions. In understanding 
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how students understand, confront, and articulate their identities as they engage in IEE 

programs, my study acknowledges the history and legacy of colonially imposed 

representations on the nature of international discourse and recognizes that “change may 

be constant but it interacts within the context of continuity” (Ling, 2002, p. 234). 

3.3.3 Colonization and Colonizers, Imperialist Ideology (Linda Tuhiwai Smith, David 

Theo Goldberg) 

According to indigenous post-colonial theorist Linda Tuhiwai Smith, the concepts of 

imperialism and colonialism are interconnected, with colonialism being just one 

expression of imperialism. Imperialism tends to be described in at least four different 

ways: (a) imperialism as economic expansion, (b) imperialism as the subjugation of 

“others,” (c) imperialism as an idea or spirit with many forms of realization, and (d) 

imperialism as a discursive field (Smith, 1999, p. 21). This study finds its philosophical 

base in a post-colonial critique on this last definition of imperialism, understanding it as a 

discursive field.  

My study thus focuses on identity articulations as they are discursively practiced 

as opposed to identity development. This last statement is important because I feel it 

aptly describes the legacy that imperialism has left on students of color as they grapple to 

define for themselves who they are in an increasingly transnational and global world. By 

using post-colonial theory, I created for students of color the discursive space to 

acknowledge how their collective historical legacy of colonialism influenced their 

experiences internationally. This space was critical in understanding how discourse both 

nationally and internationally is fraught with multiple layers of subjectivities and is 

highly racialized. Theorist David Theo Goldberg (1993) asserts that one of the 

consequences of Western ways of viewing, talking about, and interacting with the world 

at large is that interactions are intricately embedded in racialized discourses (Goldberg 

cited in Smith 1999, p 45). 



80 

 

3.4 Qualitative Methods and Critical Ethnographic Research 

Qualitative methods, when compared to quantitative or mixed method approaches, are the 

most frequently used methods to capture the experiences of diverse groups of individuals 

and communities (Root, 1992). Perhaps the most compelling reason for this contrast 

between research methods is that qualitative methods, as opposed to quantitative 

methods, are more facile in understanding nuances, the complexities, and the intimate 

details of a specific phenomenon that may be difficult to extract or learn from through 

more conventional quantitative methods (Strauss & Corbin, 1998). This is because 

qualitative research relies on methods that are non-mathematical processes of 

interpretation used to categorize data by themes and to aid in the discovery of common 

concepts allowing for a more nuanced understanding of the data. As such, “The 

qualitative approach incorporates much more of a literary form of writing, computer text 

analysis, programs, and experience in conducting open-ended interviews and 

observations” (Creswell, 2005, p. 22). 

Thus by its very nature, qualitative methods serve researchers who are interested 

in uncovering more of the complexities and intricacies of identity articulations, 

representations, and the dialectics of self and other, within diverse groups of people to 

develop more applicable models and theories to address particular concerns. Such 

research can provide the backdrop for the implementation of future studies which can test 

the accuracy of hypotheses generated “from a contextual understanding of a group and its 

norms” (Root, 1992, p. 186). Methods of qualitative inquiry include ethnography, 

grounded theory, phenomenology, and narrative inquiry. 

3.4.1 Critical Ethnographic Case Study Research Design 

First and foremost as a researcher I asked “What does it mean to be ‘critical’ and conduct 

ethnography?” According to Brookfield (1987), being critical means the following: (a) 

identifying and challenging assumptions behind ordinary ways of perceiving, conceiving, 

and acting; (b) recognizing the influence of history, culture and social positioning on 

beliefs and action; (c) imagining and exploring extraordinary alternatives, ones that may 
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disrupt routines and the established order; and (d) being appropriately skeptical about any 

knowledge or solution that claims to be the only truth or alternative. In sum, being 

“critical” enhances reflection of both the researcher and the participants of the research 

by enhancing experientially the capacities to hear, see, and feel (Thomas, 1993). Thus, 

my dissertation research is a critical ethnographic case study and follows the tradition of 

ethnographic and case study approaches to IEE (Brecht & Robinson , 1993;  Burnett & 

Gardner, 2006; Churchill, 2006; Fitch & Hooper, 1983; Goldoni, 2009;  Jackson, 2006; 

Kinginger, 2008;  Norton, 2000; Siegal, 1995; Wilkinson, 1998, 2000). 

Traditionally, ethnography as a method provides the researcher with a description 

and interpretation of a cultural or social group or system (Creswell, 1994, p. 58). In so 

doing, the researcher examines the group’s behaviors, customs, ways of life, and 

language (Creswell, 1994, p. 58). The activity involved in examining behaviors, customs, 

ways of life, artifacts, and language is often referred to as fieldwork, with a heavy 

emphasis on taxonimizing or categorizing the cultural perceptions of the ethnographic 

account. This traditional view of ethnography with its emphasis is on taxonimizing and 

categorizing de-emphasizes the lived and existential quality of the participant’s personal 

experience (van Manen, 1990, p. 178). A methodological variation of the traditional form 

of ethnography is one that emphasizes thick description.  

Thick description is more interpretive and analytical than traditional ethnographic 

accounts in that it allows for a hermeneutical examination of the participants and their 

stories as text (Geertz, 1973 p. 10). Because my study relied upon the experiences as they 

were lived by students of color in IEE and because this research is focused on how those 

experiences are articulated within exclusionary discourses, perceptions, and practices, it 

was imperative that I maintained a critique within the method; and in doing so, this study 

became a social critical ethnography. In this sense, a critical ethnography becomes the 

“doing” or the “performance” of critical theory (Madison, 2012, p. 15). 

Madison adds emphasis when he says that a “critical ethnography is always a 

meeting of multiple sides in an encounter with and among Other(s), one in which there is 

negotiation and dialogue toward substantial and viable meanings that make a difference 
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in the Other’s world” (Madison, 2012, p. 9). Whereas traditional ethnography describes 

“what is,” a critical ethnography asks “what could be” (Thomas, 1993, p. 4). Here the 

purpose of knowledge is not solely for exploration purposes but for social change, a 

social change that will lead to the “emancipation and empowerment of the participant to 

engage in autonomous action arising out of authentic, critical insights facilitated by the 

research in the social construction of human society” (Grundy, 1987, p. 19). Such an 

approach advocates the explicit recognition of bias and subjectivity of the researcher and 

the need for the researcher to allow participants to “have the first right to name reality, to 

articulate how social reality functions, and to decide how issues are to be organized and 

defined” (cited in McLaren 1992, p. 88). The basic premise of my research allows the 

student participants to name reality as it is ontologically experienced by them in an 

international setting and to allow them to interrogate that experience by deconstructing 

and reconstructing what it means to “be” in a highly dynamic transnational global world. 

3.4.2 Case Study 

The professional literature in the field of qualitative research informed my decision to use 

case studies as a narrative strategy and as the methodology. I based this decision largely 

upon my theoretical grounding and epistemological framework, as well as on my own 

personal desire to use case studies as an analytic strategy that contextualizes experiences 

and presents a “holistic portrayal” of descriptively “what happened” and in an 

explanatory sense “why” experiences happened (Yin, 2003). Case studies are essential to 

define and to identify those characteristic that make a phenomenon unique by covering 

the logic of design, data collection techniques, and specific approaches to data analysis. 

According to Yin (2003), five characteristics exist to define case studies; these 

characteristics are central to the definition and purpose of case studies: (a) explaining 

causal links between various situations, actors, and experiences; (b) describing the 

situation, actor (s) and their experiences; (c) exploring the situation, actor (s), and their 

experiences; (d) illustrating the issues involving the situation, actors and their 

experiences; and (e) providing a meta-evaluation of the situation and additional 
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understanding of the situation (Yin, 2003, p. 15). Thus, working with case studies, unlike 

other formats, the researcher becomes a bricoleur
10

 weaving together various narratives 

and causal links that transition readers to a place where details are rich and vivid and 

where the dimensions of time and history enable the investigator and the reader to 

examine continuity and change in life world patterns as if it were possible to experience 

the particular situation firsthand (Feagin, Orum, & Sjoberg, 1991, p. 7; van Lier, 2005; 

Marshall & Rossman, 2010). 

In keeping with ethnographic case-study approaches, the case studies in this study 

are organized in a narrative approach. That is, they are interwoven with commentary and 

various themes as gathered from the participant interviews (Bogdan & Biklen, 1998; 

Merriam, 1998; Patton, 2002). The data collected came primarily through interviews, 

observations, and written documents. Additionally, data were analyzed inductively and 

recursively as the study progressed. Data collection and analysis extended over a period 

of 24 months. This timeframe allowed for the data to reflect how selected case study 

participants changed and developed 3–6 months after their return to the United States 

from their overseas sojourns. 

3.5  Rationale 

In reviewing various methods, I realized that any research on the student of color 

experience in IEE required a complex theoretical orientation toward culture. Various 

methods exist that provide descriptive or interpretive approaches to cultures; however, 

the underlying purpose of my study was to examine in what ways IEE programs were 

experienced by students of color and in what ways students of color articulated, 

negotiated, and navigated identity construction, both a priori and a posteriori. Social 

critical theory provided that framework with an emancipatory agenda that guided the 

research venue through identifying “life problems of definite and particular social agents 

                                                 
10

 The term bricoleur was first used by Claude Levi-Strauss in his publication The Savage Mind (1962), in 

which he refers to those conducting ethnographic research as “bricoleurs”, or individuals who create 

structures out of “des bribes et des morceaux” (odds and ends, bits and pieces) of data. 
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who may be individuals, groups, or classes that are oppressed by and alienated from 

social processes they maintain or create but do not control” (Comstock, 1982, p. 378). 

Based on the epistemological framework of this study, I believe that 

ethnographic case study was the most suitable methodology for this research. According 

to Goldoni (2009), ethnographic case study provides specific opportunities: (a) it answers 

the research questions; (b) it allows the researcher to privilege an emic (insider’s) 

perspective before an etic (outsider or researcher) one; (c) it suits the social critical and 

post-colonial theoretical construction of my research; (d) it provides the necessary 

flexibility and openness for exploring possible themes, meaning, and reality within the 

data (Goldoni, 2009 p. 58). 

Buttressed by previous research through the review of literature and substantiated 

by both the methodology and the use of thematic narrative, critical ethnography elevates 

the voice of students of color within IEE and provides a multi-centric perspective on 

difference, identity, and representation within a global public sphere. Critical 

ethnography also allows for a firm grounding in social critical and post-colonial 

methodology which then allows for thick descriptive narratives that identify and 

interrogate notions of citizenship and national identity. Consequently thematic narrative 

in critical ethnography poses certain benefits and challenges (Table 3 below). 
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Table 3  

Benefits and Limits to Thematic Narrative in Critical Ethnography 

Benefits to proposed research Limits to proposed research 

 Allows for in-depth study of students. 

 Allows for the voice of students of 

color to have the first right to name 

reality as it pertains to developing a 

post-national identity (emancipatory 

act). 

 Multiple voices will be heard from 

students of various ethnicities thus 

adding to the richness of data. 

 Data gathered from the interviews 

will be useful in critiquing IEE 

programs as they work towards 

sensitizing and democratizing their 

current curriculum participation. 

 Participant and research are co-

creators of the study, with the 

research emphasis to be about the 

participant and IEE programs and for 

the participant and IEE programs.  

 Requires a great deal of time to collect 

and transcribe data. 

 The study may not be generalizable 

but may be transferable. 

 The study is subjective and greatly 

influenced by the researcher and the 

participant. 

 Truth is mutable and will shift and 

change over time, therefore the tenets 

of this research will change over time. 

 

 

Critical ethnographies begin with the assumption that all cultural members experience 

unnecessary repression to some extent. Verification of this repression begins with data 

collection and writing the narrative (Creswell, 1998, p. 211). Since this study focuses on 

a critique of IEE and the student of color experience it is important to collect thick 

narratives from students to reveal the complexity of what it means to ontologically define 

oneself in a dynamic, transnational setting. To extract rich thick data I utilized the 

ethnographic technique of “thematic narrative,” a story “analytically thematized, but 

often in relatively loose ways […] constructed out of a series of thematically organized 

units of commentary” (Creswell, 1998, p. 183). In this sense, I decontextualized and 
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recontextualized the experience of the participants, allowing for a thematic design 

composed of mixed registers and metaphors that allowed for a qualitative data analysis 

rich in meaning, nuance, and the creative expression of the individual participant’s 

identity. These commentaries thus provide the critical framework from which to critique 

IEE. 

3.6 Study Design 

The design for my study comprises thirteen components, each described in a separate 

section below. 

3.6.1 Site Selection 

The site of this research study, Upper Northwest College, is a medium-sized public 

institution located in a rural and agricultural community. The campus itself has a strong 

focus on natural resources and those research areas allied with the sciences; the 

institution’s enrollment is expected to rise over the next five years. Currently the student 

population is at about 26,000 with 19.8% identifying as students of color and roughly 

71.30% identifying as European-Americans. Those populations that are identified as 

students of color include numbers of Asian Americans (1,742), Latino Americans 

(1,686), African Americans (334), and Native Americans (214) (School Report. Facts and 

Figures Enrollment Data, 2012), 

Perhaps most notable in the demographics of this institution is the rising number 

of students who identify as mixed race, thus complicating the data collection processes. 

This trend is not endemic to Upper Northwest College, but it is a trend nationally. In 

addition to domestic minorities, Upper Northwest College includes a growing number of 

international students who significantly add to the diversity of the rural institution and the 

surrounding environs. 

To support international students and to provide study abroad experiences, the 

Office of International Programs within Upper Northwest College serves as the hub for 
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all issues related to the institution’s internationalization efforts. These efforts include 

creating and adopting a holistic, university-wide approach to: 

 promoting the notion that internationalization applies to all students, faculty, and 

staff; 

 building on current internationalization activities and aligning with university’s 

existing diversity and multiculturalism programs; 

 developing a clearly articulated set of goals to promote global learning across the 

curriculum; and  

 recognizing the intrinsic value of international students, faculty, scholars, 

partnerships, and perspectives in promoting global citizenship among students. 

Although the institution has made great strides to enhance internationalizing on the 

campus, a large gap still exists in the participation of students of color in the various 

study abroad programs (Table 4). 

 Demographic data of the students who participated in IEE at Upper Northwest 

College was provided as students self-identified (Table 4). In review, the largest number 

of minority participants are Asian/Pacific Islanders with a total of 6% showing a small 

decline in numbers, followed by Latino/as at 4.5% with a 1% decline from 2010–2011 to 

2011–2012, Native Americans/Alaskan Natives showing a 1.1% participation rate with a 

slight increase, and African Americans showing the lowest participation at 0.9% with 

almost a 1% decline from 2010–2011. 
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Table 4  

Distribution of Ethnic Identification in Education Abroad Enrollment at Upper Northwest 

College 

 

Reported Ethnicity 

2010–2011  2011–2012 

Ed. Abr.  

# 

Subtotal 

% 

 Ed. Abr. # Subtotal 

% 

African American 8 1.7  4 0.9 

African-Am, Caucasian 2 0.4  2 0.4 

African-Am, Asian/Pacific 

Islander 
1 0.2 

 
0 0 

Asian/Pacific Islander 32 6.6  28 6.0 

Asian/Pac Islander, 

Caucasian 
6 1.2 

 
9 1.9 

Asian/Pac Islander, 

Latino/a 
0 0 

 
1 0.2 

Caucasian 384 79.3  377 80.2 

Caucasian, Latino 6 1.2  4 0.9 

Caucasian, Native 

American 
0 0 

 
1 0.2 

Latino/a 25 5.2  21 4.5 

Latino/a, Native Am. 

/Alaska Native 
2 0.4 

 
NA NA 

Native American/Alaska 

Native 
2 0.4 

 
5 1.1 

Mixed Race (more than 2)  0 0  0 0 

Declined to respond/Blank 18 3.7  16 3.4 

Subtotal for all education 

abroad students 
480 100.3 

 
468 99.7 

Total education abroad 

reporting: non-Caucasian 

(or Caucasian + another 

identity)  

82 16.9% 

 

93 19.8 

Total of Northwest UG 

population reporting 

non‐Caucasian (or 

Caucasian + another 

identity) AND 

all international students 

4268 23% 

 

5052 24.5% 

Note: School Report, International Education Office Data Profile for Education Abroad, 

2010-2012. p. 11 



89 

 

 

Data from Upper Northwest College correlates strongly with national data 

provided by the Institute of International Education “Open Doors” report (Table 5), 

which shows a disproportionate number of Caucasian/Euro-American students 

participating in study abroad, and a significantly smaller proportion of students of color 

participating in IEE programming (Institute of International Education, 2008). 

 

Table 5 

Profiles of U.S. Study Abroad Students 

Reported Ethnicity 
1993–994 

% 

 2006–2007 

% 

Caucasian 83.8  81.9 

Asian-American 5.0  6.7 

Hispanic American 5.0  6.0 

African-American 2.8  3.8 

Multiracial 3.1  1.2 

Native American 0.3  0.5 

Total percentage 100  100.1 

Total Number 76,302  241,791 

Note: IIE, 2008. 

I chose this site for several reasons: 

 Upper Northwest College is committed to growing an international academic 

presence both at home and abroad and has heavily invested in internationalization. 

 Upper Northwest College is currently undergoing a program review that will 

serve to inform the Strategic Plan for International Programs and its shared future 

with institutional long-range goals. 

 Upper Northwest College is interested in enhancing the relevancy of their IEE 

programs to underrepresented populations through critique as revealed through 

this research study. 

 Because the state in which Upper Northwest College resides is a largely 

homogenous state, it was very difficult to locate a community college with a 



90 

 

vibrant study abroad or IEE program that would allow for diverse student 

participation; thus the focus of the study shifted towards a pedagogical and critical 

study of IEE for students of color within a post-secondary setting with Upper 

Northwest College serving as the research site due to its interest in 

internationalizing the campus and curriculum. 

Institutional characteristics, such as the size of the student population, curricular and co-

curricular options, and the diversity of the student population, influence the types of 

programs that institutions will develop to assist their specific student population needs. 

Because a part of this research study is to better define learning outcomes for IEE 

programming, and to critique the ways institutions prepare students for study abroad, I 

purposely sought an institution whose faculty were interested in the study both from a 

student perspective as well as from a practitioner perspective. 

3.6.2 Study Participants 

Study participants were a purposive sample of post-secondary, undergraduate students of 

color
11

 who participated in IEE for the first time, held a United States national citizenship 

internationally before and had not traveled overseas. To locate participants, I conferred 

with the institutional gatekeeper as how best to proceed so as not to violate any 

institutional protocols or privacy regulations. After discussing the proper protocol to 

identify students I held an informational forum for students of color participating in the 

IEE program to explain the purpose and rationale of the study, share the research 

questions, and lastly explain what contributions this body of research will bring to IEE 

and those who participate in IEE programs. It is here that I was able to build the rapport 

and trust with the students by transparently presenting the research and by acknowledging 

their roles as co-creators of the research to be produced. Students interested and willing 

to participate were asked to voluntarily sign the Informed Consent Document (an 

Institutional Review Board [IRB] approved form). 

                                                 
11

 Students of color as defined by the U.S. Census Bureau (2010). See pp. 11 — 23 of this study. 
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Finding the correct number of study participants was challenging, particularly 

when looking for a sizable number of students who identify as underrepresented in a 

particular program. Woolf (2002) advises that a fixed number is not appropriate but that 

the researcher needs to remain open and aware and understand that one does not “decide 

when the description is over and the reduction is about to begin; rather one recognizes 

that the reduction has already begun and that the description is in the process of ending” 

(p. 117). A review of the literature on IEE student of color recidivism in qualitative 

research substantiates Woolf’s statement. Researchers note a significant decline in 

participation rates particularly in longitudinal studies which require constant checking in, 

journaling, and interviews (Laubscher, 1994; Martin, Bradford & Rohrlich, 1995; 

Medina-Lopez-Portillo, 2004; Steglitz, 1993). Because this research study is a critical 

ethnography conducted as case studies, my goal was to interview 3–5 participants and 

conduct two interviews and one small forum (focus group). The first interview was a one-

on-one, pre-departure interview to ascertain the participant’s reasons for participating in 

IEE, expectations, and intended outcomes. The second interview was a one-on-one post-

return interview to describe the IEE experience; to identify those incidents which created 

dis-equilibrium for the participant; and to identify how the participant was identified, 

perceived, and in what context. In addition, the second interview allowed for the 

participant to critique their own identity shifts through IEE, and to engage the students in 

a discussion that allowed the research to thematize and problematize their overseas 

experience. Such in-depth interviews allowed me to understand what the nature of their 

IEE experience was as they negotiated their multiple identities (U.S. national, student of 

color) within an international setting and how their perceptions of self became 

transformed as a result of these experiences. 

To conclude the interviews, I conducted a discussion forum (focus group) to share 

the major themes voiced by the participants in the interviews. Through the open 

discussion forum, I was able to listen to other stories and comments on areas of cultural 

dissonance as they studied abroad. This student-sharing allowed for a critique of multiple 

voices on those themes that arose from the thematic narratives of the interview process. 
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The role of the participants then became that of co-creators of this research, as both the 

participants and the researcher reflexively created a critique of the IEE experience and of 

the ways in which such experiences have altered perceptions of identity. In discussing the 

politics of academic writing, Linda Smith (1999) argues that “colonialism, racism, and 

cultural imperialism do not occur only in society, outside of the gates of 

universities…[academic writing] is a way of writing back whilst at the same time writing 

to ourselves” (Smith, 1999, p. 13). 

3.6.3 Sample Selection 

All of the participants that were recruited met the following criteria: (a) they were 

registered as an undergraduate/graduate student at the participating institutions; (b) they 

must not have traveled internationally; (c) they must identify as one of the study’s 

defined ethnic groups: multi-racial, bi-racial, African-American, Hispanic, Latino, 

American Indian/Alaska Native, Asian-Pacific Islander; (d) they must have citizenship 

within the United States; and (e) they must be enrolled in a study abroad program or 

engaged in an international short term academic exchange. To ensure that my study 

sample was diverse and yet representative, I intentionally balanced the diversity of 

participants based on their gender and racial/ethnic backgrounds. This data was easily 

ascertained by asking the participants to self-identify at the beginning of the study and 

then by following up with additional questions. 

Qualitative methods do not require a pre-determined number of participants. 

Instead, researchers gather data until they begin to observe redundancies in which little 

new information is discovered and patterns begin to emerge. Based on Lincoln and 

Guba’s (1985) guidelines, and the needs of a good ethnographic case study, I interviewed 

4 participants who met the aforementioned criteria. 

Given that little research has been done in the area of IEE for students of color, 

and given the fact that data supports the notion that few students of color participate in 

IEE programs, I anticipated that a challenge would exist in identifying “information rich” 

cases. Due to this challenge, I used purposive sampling to assist in finding participants 
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whom I believed would provide the most useful information to address the research 

purpose and questions. Patton (1990) describes 16 different purposeful sampling 

strategies, including typical case sampling, extreme or deviant case sampling, maximum 

variation sampling, snowball sampling, and homogenous sampling. In my study, 

participants were selected through snowball sampling. Snowball sampling identifies 

possible participants from people who know people who might be good examples for the 

study (Patton, 1990). By utilizing this strategy in identifying potential case study 

participants, I was able to identify participants that served in creating a diverse and 

representative sample, which included considerations of race, gender, class and academic 

standing. In identifying students’ most salient identities, I allowed them to self-identify 

and present any additional information as they felt comfortable with that which may have 

enhanced my own understanding of their identity awareness and affinity. This 

information was gathered through the interviews and included the aforementioned 

dimensions of gender expression, race/ethnicity, national identity, language acquisition, 

class, academic interest and standing. Just as I did not specifically ask that they identify 

individual gender expression or economic class, I did ask a series of questions that would 

lead to their own estimation of their background and the opportunity for them to share as 

they felt comfortable. In so doing, I used both direct and indirect responses to categorize 

multiple identity factors. 

All of the students who participated in this study were contacted by e-mail before 

their departures to assess whether they were interested in participating in the study. The 

information was sent over various list-serves which serve communities of color at Upper 

Northwest College, thus representing roughly 3,976 students with only 8 affirmative 

responses, and only 4 of the 8 being viable study participants based on the research 

criteria. 

3.6.4 Demographic Data 

The four participants who participated in the study through its conclusion are introduced 

in this section. Participants provided their own demographic information freely expressed 
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their own identities and family affiliations (Table 6). The names of the participants were 

changed to pseudonyms that were agreeable to the participants. In addition, the following 

participant variables were added: age, gender, race/ethnicity, class, academic standing, 

language skills. All of these variables were identified by the student through open-ended 

interview conversations. 

Table 6  

Participant’s Demographics 

Participant Age Gender Race/Ethnicity Class First Language 

Carlos 42 Male Latino/Native/Mexican Low 

Income 

English 

Brandon 28 Male American Indian Middle 

Class 

English 

Dora 25 Female Latina/ 

Mexican-American 

Low 

Income 

Spanish 

Suzy 23 Female Asian Low 

Income 

Chinese 

 

The data about the participants by names, their program site, type, length of stay, and 

academic major at Upper Northwest College was compiled for comparison (Table 7).  

 

Table 7 

Participant’s Programs 

 

Participant 

 

Program Site 

 

Program Type 

 

Program 

length 

 

Major at NWC 

 

Carlos Madrid, Spain 

and Berlin, 

Germany 

Group: 

Academic 

class 

Two weeks Cultural Studies 

Brandon Berlin, 

Germany and 

Potsdam, 

Germany 

Group: 

Academic 

class 

Two weeks Philosophy 
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Dora Madrid, Spain 

 

Group: 

Academic 

Class 

Ten days Social Sciences 

Suzy Prague Czech 

Republic 

IE3 Internship 

Internship: 

IE3 global 

internship 

Three 

months 

Science 

3.6.5 Strategies to protect human subjects 

As an indigenous person whose legacy is one of colonialism, the term “research” is 

inextricably tied to European imperialism and colonialism.
12

 For indigenous peoples the 

term has become so demonized that in fact, many tribes have begun to set up their own 

IRB boards simply to protect themselves from research speculators who utilize data to 

deny the validity of indigenous peoples’ claims to land and territories, the right of self-

determination, language, cultural knowledge and natural resources. Thus, from my 

unique vantage point to engage in research calls forth strong moral and ethical issues. 

Erlandson et al. (1993) state that “the naturalistic researcher proactively initiates 

ethical standards into the research process because they are the essence of what research 

is all about and can only enhance” (p. 155). Because of this unique nature that exists 

between researchers and participants in qualitative studies, the potential exists for many 

ethical dilemmas to surface. This tension that exists between the “researcher” and the 

“researched” make it all the more critical that attention is given to the impact of the 

research on participants. The National Institute of Health (NIH) through federal 

regulations sets standards for the protection of human participants in research that all 

researchers must follow
13

. The Institutional Review Board (IRB) of Upper Northwest 

College is the governing body responsible for ensuring that the NIH standards are met for 

this study. 

                                                 
12

 See Maori scholar Linda Tuhiwai Smith (1999) Decolonizing Methodologies: Research and Indigenous 

Peoples, for an in-depth examination into how research reinforces colonialism and imperialism, especially 

for indigenous peoples. 
13

 See the National Institutes of Health, Office of Extramural Research website for all such standards at 

http://grants.nih.gov/grants/policy/hs/. 

http://grants.nih.gov/grants/policy/hs/
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To ensure ethical practice in the performance of my research, I successfully 

passed the online course and examination of the National Institutes of Health Human 

Participants Protection Education for Research Test. The Upper Northwest College 

policy was followed closely in this research project and approval was sought from the 

college’s Institutional Review Board (IRB) before undertaking this study. 

Participants have the right to make an informed choice about their involvement in 

the study. To accomplish this, I provided an informed consent form detailing the purpose 

of the study, the approximate amount of time the study would take, and the participant’s 

right to withdraw from the study at any time. The consent form was also provided to 

participants prior to the interview so that they had adequate time to read it and to 

formulate questions. After verbally reviewing the consent form with the participants, I 

asked if they needed clarification of any points presented before I began the first 

interview. I then discussed with them any questions or concerns. 

The participant’s right to privacy remains protected, and confidentiality will be 

maintained at all times. Identities were concealed through the use of pseudonyms that 

participants themselves were able to select. In addition, any post-secondary 

administrators were also anonymously identified. The identities of the college and the 

faculty participants will not be released without express written permission of the 

participants. 

3.6.6 Data and Data Collection, 

Data collection for this critical ethnography was formally started in February 2008 and 

ended June 2010. I used one-on-one interviews, observations, and focus groups to gather 

data about the experiences of students of color in IEE programs. One-on-one interviews 

and focus groups were taped with permission of the participants and also were recorded 

by detailed field notes. If potential participants did not want to be taped, I used detailed 

field notes, again with the participants’ permission. Interviews with students occurred on 

the selected campus sites and were held in natural settings that felt safe and comfortable 

to the participant, as noted by Strange and Banning (2001): “the actual features of the 
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physical environment can encourage or discourage the processes of learning and 

development” (p. 31). 

3.6.7 Interviews 

The one-on-one interviews allowed for the individual participant’s voice to reflect on and 

critique personal meanings from the IEE experience. Critical ethnography emphasizes the 

use of dialogic interviews that explore hidden meanings through joint explorations of 

subject matter, verifying at each stage the researcher’s understanding before further 

analysis and critique (Anderson, 1991/1983). Interviews were conducted as semi-

structured, which allowed the participants to reflect and add their subjectivities through a 

“thematic narrative” (Creswell, 1994, p. 183). This thematic narrative builds inductively 

from a main idea or thesis that incorporates several specific analytic themes and is 

elaborated on throughout the study (Creswell, 1994, p, 183). Denzin (1989) as well as 

Clandinin and Connelly (1994) recognize the role of unstructured and semi-structured 

interviews in probing subjective experiences of individuals and assert that such a method 

fits well within the category of critical research. By engaging the participants through a 

semi-structured interview, the participant becomes a co-creator along with the researcher, 

thus de-privileging the voice of the researcher to more fully engage the participant 

(Smith, 1999). 

The first interviews were conducted as pre-departure interviews to gather from the 

participants their reasons for participating in IEE, their expectations, and the intended 

outcomes (see Appendix A). These interviews were performed by asking rather general 

questions to ascertain the participants’ reasons for engaging in the study abroad program, 

their country of choice, their reasons for the country of choice, and what their individual 

and personal learning outcomes were for their sojourn. The pre-departure interview was 

critical for setting a context from which to view student expectations. The reason for 

broad, open-ended questions during the first interview was to avoid tainting the 

participants’ expectations of their study abroad experience. In this way, I as the 
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researcher, allowed for the participant to observe their international exchange experience 

without bias. Sample questions for the pre-departure interview were: 

 In which country would you like to study abroad? 

 How long will you be studying in this country? 

 What factors were important to you in selecting your country of choice? 

 Why are you interested in studying abroad? 

 Are you fluent in the language of that country? 

 Are you knowledgeable about the history and political climate of the country? 

 What do you expect to find or experience in the country of choice? 

 Do you anticipate having any difficulties in your country of choice, and if so, 

what might they be? 

The second interview consisted of a post-departure (return) interview to describe the IEE 

experience; more specifically to identify those incidents which created disequilibrium for 

the participant, and to identify how the participant was identified, perceived, managed 

and articulated through regimes of difference (See Appendix B). Sample questions 

included: 

 Describe in your best words the social atmosphere of your host country. 

 Were there marked social differences, gender, race, class? 

 In what ways were these social differences manifested? 

 Did your host country perceive you as American? 

 Did your host country perceive you as “something different”? If so, what? 

 Please describe a critical incident that alerted you to your difference. 

 What event stood out the most for you as a person of color studying abroad? 

Because the interview questions were semi-structured, the tenor and direction of the 

interview allowed for flexibility and change. Through this semi-structured exchange 

between participant and researcher, I was able to gather deeper information and 
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explorations of the participants’ experience as the conversation unfolded and led to the 

discussion of the various aspects of representation and perceptions. 

3.6.8 Narrative Environment 

My participation with the sites and the participants centered on two observational criteria: 

 My participation as an organizer of a short term international exchange program 

(“IEE Program”), wherein I was able to observe participants and their interactions 

in their host country. 

 My participation as an intercultural advisor for students who participated in 

international exchange programs and were experiencing difficulties or 

disequilibrium during their sojourn. In the role of intercultural advisor I 

communicated with students via Skype, e-mail, or phone. 

My role and participation with the students during their overseas sojourns inevitably 

affected the nature of data collected and my interpretation. My role as organizer and 

chaperone to three of the four students allowed me intimate access to their day-to-day 

thoughts on their sojourns and the ability to observe their behaviors and non-verbal 

communications. This sort of observation allowed me access into the narrative 

environment of my participants. The other case study involved an individual who did not 

participate in the short term program but was a student whom I advised as an intercultural 

advisor and who checked in with me frequently during her sojourn to discuss issues or 

challenges that may have been occurring abroad. As such, these interactions allowed me 

frequent access to check my notes and interpretations of their experiences. 

3.6.9 Observations 

The most critical observation notes were recorded during the short-term international 

academic exchange (IEE Program) and consisted of observing the students in both formal 

and informal settings, along with their resultant social interactions. During my 

observations, I noted how students interacted with each other, the nature of their group 

conversations, as well as interpersonal group dynamics. In particular, I looked to see what 
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topics were silenced, uncomfortable, or heightened during their interactions, and I also 

observed whether these interactions added to a greater understanding of their relational 

identities. In addition, I noted physical behavior and emotional responses to the questions 

during the interview. These observations were relevant to all students who participated in 

this study. Such nonverbal communications brought depth and richness to understanding 

the impact of the overseas experience (Nagy Hesse-Biber & Leavey, 2008). 

3.6.10 Field notes 

As part of my observations, I maintained a regular file of field notes that served as data to 

reinforce themes that arose during the interviews as well as observations and to add 

particular notations that reflected certain non-verbal behaviors or social situations. The 

field notes also included my own interpretations and feelings or discoveries of identity 

articulations. 

3.6.11 Focus Group 

A single focus group was conducted to gain a group perspective from the participants 

who participated in IEE programs (see Appendix C). Focus groups are advantageous 

when the interaction among participants will likely yield the best information; this is 

particularly true when participants are able to validate their experiences as students of 

color with others who may have similar experiences. 

Transcripts from the one-on-one interviews and focus groups were e-mailed and 

mailed via United States Postal Service to participants for their review and comment. 

Where a traditional ethnography practice tends to stop following interview and analysis, 

critical ethnography ensures that any development is returned to participants for comment 

and subsequent reworking. This is vital if the research efforts are to produce 

emancipatory change and satisfy the objectives of enhancing the community studied. 

Lincoln and Guba (1985) advocate strongly for such a structure: 

because it is their constructions of reality that the inquirer seeks to 

reconstruct; because inquiry outcomes depend upon the nature and 

quality of the interaction between the knower and the known, epitomized 
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in negotiations about the meaning of data; because the specific working 

hypotheses that might apply in a given context are best verified and 

confirmed by the people who inhabit the context; because respondents 

are in a better position to interpret the complex mutual interactions, 

shapings, that enter into what is observed; and because respondents can 

best understand and interpret the influence of local value patterns. (p. 41) 

In summary and following the tradition of ethnographic and case study approaches in 

study abroad and international education, I collected my research data primarily through 

taped interviews, observations, and field notes. Additionally, data were analyzed 

inductively and recursively as the study progressed. Data collection and analysis 

extended over a period of 24 months. This allowed me to gain specific insights into how 

participants experienced, explained, and understood their experiences abroad, and what 

transformative effects this may have had on their own identity construction. 

3.6.12. Data Soundness 

The ethnographic data-gathering methods and resultant data collected for this study were 

first tabulated to summarize both (Table 8). 
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Table 8 

Ethnographic Data Collected 

Data-gathering Method Resultant Data 

Interviews with Case Study 

participants: both pre-departure and 

post-sojourn interviews.  

Nine, two-hour interviews 

 semi structured 

 tape recorded 

 location: ISS Office, Thai restaurant, public 

spaces on campus 

 

Observations in the field  Two week international excursions and 

formal interview 

 

Documents and artifacts Observation notes 

Interviews 

E-mails to list-serves 

E-mail correspondence 

 

Informal conversations With various study abroad participants during 

international excursion. 

Skype conversations 

Phone conversations 

 

Following the tradition of ethnographic and case study approaches, these ethnographic 

data (Table 8) were analyzed inductively and recursively as the study progressed (Bogdan 

& Biklen, 1998; Merriam, 1998) using coding, comparing, and category writing. 

3.6.12 Data Analysis and Interpretation: Coding, Comparing, and Category Writing 

In analyzing the various data collected (written, recorded, and observed), I selected, 

categorized and patterned the data based on the research focus. According to Strauss and 

Corbin (1990), this method of analyzing and focusing data are considered a core 

category. In coding, data segments are labeled and grouped by category then later 

compared both within and between categories (Nagy Hesse-Biber & Leavey, 2008, p. 

465). To facilitate coding, I used color coding and commentary strips on transcripts and 

notes, which were then extrapolated and later organized into large thematic areas. These 

large thematic areas were copied into a word-processing file and organized with 
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subthemes attached that addressed the larger thematic areas identified from interviews, 

transcripts, observations, and artifacts. Data fields that were collected and analyzed were 

listed as: 

 Cultural artifacts: I looked at each individual participant’s ways of thinking, 

behaving, feeling, and self-expression. In general, this field contained cultural 

attitudes, norms, and perspectives that were inherent to their socio-cultural 

background, religious inclinations, political views, sexual orientation, and 

physical appearance. 

 Historical and cultural: I examined the participant’s post-colonial legacy in 

relationship to their international sojourn. In addition, I investigated how the 

participant understood or experienced globalization, transnationalism, privilege, 

or their own historical legacy both as an American national and as representative 

of a historically marginalized racial/ethnic group. 

 Critical incidents: I examined in what ways the IEE experience created dis-

equilibrium for the participants and the nature of those incidents. I also probed to 

see if there was any shift in perception of the self or the “Other” in those 

particular incidents. 

 Transformative learning: Because IEE is linked with transformational learning 

and intercultural sensitivity and greater awareness, I looked to see if such 

transformational learning outcomes were evident in the IEE experiences of the 

participants. 

 Analytic memoing: Although this method is tied most strongly to grounded theory 

(Charmaz, 2008; Glaser, 1978), memo writing has the unique capability of 

“capturing ideas in process and in progress” (Nagy Hesse-Biber & Leavey, 2008, 

p. 166). My research relied on notes and memos collected throughout some of the 

sojourns I shared with students during the IEE Program. In addition, small minor 

memos and notes were archived during informal conversations both pre- and post-

departure. Analytic memoing allowed me the opportunity trace the progression of 

the participants’ thoughts and feelings, while at the same time allowing me to 
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reflect on their experiences and to explore, check, and develop further themes, 

ideas, and questions. In this sense, analytic memoing takes what may seem 

superfluous as an artifact of data that can then be used in ways that make sense, 

add depth, provide richness, and compel interesting questions. 

3.7 Criteria for Truth and Validity 

Social critical theory with a post-colonial emphasis acknowledges that (a) truth is 

mutable and changes over time; (b) all experience and observation is symbolically 

mediated with no truly direct or immediate access to reality, truth, or meaning; (c) all 

meaning is mediated by language, and thus all experience is semiotically structured 

(Ling, 2002; Said, 1979; Smith, 1999). Because experiences are semiotically structured 

and constructed through language and meanings, it was important that my dissertation 

research use thick narrative analysis through a critical lens to assess and qualitatively 

analyze the thematic structures that serve as the text of the participants’ IEE experience. 

This is important to note because it emphasizes how linguistic and discursive practices 

are intertwined and embedded in social practices with social contexts, forming and 

shaping the meaning expressed through language, thereby defining what is real, essential, 

or valid (Eagleton, 1983; Seidman, 1998). 

Post-Colonial theorist Edward Said asks the following questions: who writes? For 

whom is the writing done? In what circumstances? (1983, p. 7). These are critical 

questions worth meditating upon as a researcher. As I engaged in my research design, 

these questions guided my thought processes. Linda Tuhiwai Smith (1999), in her book 

Decolonizing Methodologies, adds to Said’s questions by presenting a set of inquiries that 

should be asked by any researcher engaged in cross-cultural research: 

Who defined the research problem? 

For whom is the study worthy and relevant? 

What knowledge will the community gain from this study? 

What knowledge will the researcher gain from this study? 

What are some of the likely positive outcomes from this study? 

What are some possible negative outcomes? 

How can negative outcomes be eliminated? 
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To whom is the researcher accountable? 

What processes are in place to support the research, the researched, and 

the researcher? (Smith, 1999, p. 73) 

Educational anthropologist Harry Wolcott (1990) rejects qualitative inquiry’s quest for 

certainty, stating that “our efforts at understanding are neither underwritten with, nor 

guaranteed by, the accumulation of some predetermined level of verified facts” (p. 147). 

In addition, Wolcott argued that research is a question of what one does with what one 

finds: 

I do not go about trying to discover a ready made world; rather I seek to 

understand a social world we are continually in the process of 

constructing.…Validity stands to lure me from my purpose by inviting me 

to attend to facts capable of verification, ignoring for the most part the 

facts are already in. (Wolcott, 1990, p. 147) 

I take up Wolcott’s criticism of the quest for certainty, and I position myself and critical 

ethnography as participants in interpreting and constructing social worlds, rather than as 

recorders of verifiable data. In addition, I share Wolcott’s skepticism of verifying one’s 

research as indeed “real.” Talburt (2004) refers to this phenomenon as “constructing 

other’s constructions of the constructions of the world” (p. 80). Geertz (1973) calls this 

“explicating explications” and “winks upon winks upon winks” (p. 9). Although I share 

many of these sentiments, I also understand the need for researchers to be concerned with 

consistencies and inconsistencies within and across various forms of data. This concern 

for validity conceptualizes the purposes of the research and the audience of the research. 

Talburt (2004), also states that: 

if one wishes to produce useful knowledge or knowledge that might be 

applied in practice in multiple contexts, verification may take on a 

degree of importance…But if one wishes to evoke scenes in order to 

challenge readers’ sensibilities…one might worry less about verifying 

data or describing thickly and attend to what Rosaldo (1989) has called 

“interpretive force,” in this sense to talk about something “real” is to talk 

about the uses one envisions for research and about the rhetorical devices 
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researchers use as they address imagined or intended audiences.  (p. 

82)
14

 

Throughout my research I used an embedded rhetorical structure to bring out the thick 

descriptions that I gathered from participants. These rhetorical structures include figures 

of speech or “tropes” (Hammersley & Atkinson, 1995). Adding to the notion of tropes is 

Creswell’s (1994) assertion about the importance of rhetorical structures, in which he 

states that “thick description [in writing qualitative research] presents detail, context, 

emotion, and the webs of social relationships…and evokes emotionality and self-

feelings.…The voices, feelings, actions, and meanings of interacting individuals are 

heard” (Creswell, 1994, p. 184). 

Throughout the process of my research design, I was a collaborator with the 

participants and shared with them the various themes and analyses that emerged from the 

research. In this way, the detailing of the ethnographic “process” was assured, and my 

interpretations and analytic commentaries were sufficiently representative of the reality 

of the participants studied as they allude to shared notions of truth. Data was transcribed, 

coded, assembled, and reassembled to find its meaning (Stake, 1995). The methods used 

in ascribing soundness and validity in my study were member checking, triangulation, 

and transferability as they pertain to a critical ethnography. 

3.7.1 Member Checking 

Member checking involves the sharing of transcripts and/or analysis with participants 

(Lincoln & Guba, 1985, p. 236). The member check allows for clarification, explanation, 

or extension of questions and ideas just as it can offer important insights into the 

participants’ understanding of my research and context (Talburt, 2004, p. 85). 

Understanding of self and context may produce discourses that intersect and collide. I 

utilized  member checking in the form of a focus group, by sharing interview transcripts 

and interpretations with participants and by asking participants the following questions: 

                                                 
14

 Cultural theorist Renato Rosaldo researched the Llongot tribe of the Phillipines wherein he coined the 

term “interpretive force” to speak to the ways in which data is utilized rhetorically in response to research 

questions. See Rosaldo, R. (1989), Culture and Truth: The Remaking of Social Analysis. 
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 What interpretations do you find comfort in? 

 Which interpretations do you take issue with? 

 What can be learned from these dialogues? 

The goal of member checking is not just to honor the participants’ narratives but also to 

honor the points of consensus and dissensus that deliver a more multi-valent text than one 

that verifies the accuracy of data and interpretation (Talburt, 2004). 

3.7.2 Triangulation 

Lincoln and Guba (1985) describe triangulation as an ongoing means of verifying what 

one learns: “[A]s the study unfolds and particular pieces of information come to light, 

steps should be taken to validate against at least one other source. No single item of 

information should ever be given serious consideration unless it can be triangulated” (p. 

283). Triangulation acknowledges the possibility of various multiple participant 

narratives, thus highlighting the contradictions and similarities. As a critical 

ethnographer, my use of triangulation was not as a method of fixed validity or alignment 

but rather as a process of gleaning from thick participant narratives certain repetitive 

themes as well as multiple convergences and divergences of the data. In this way, I was 

able to critically reveal the ways in which the identities and subjectivities of students of 

color in IEE were articulated and negotiated. 

3.7.3 Transferability 

Transferability refers to the degree to which what is learned about one context may be 

applicable to another. Lincoln and Guba (1985) state that transferability is “a direct 

function of the similarity between two contexts, that we shall call ‘fittingness.’” 

Fittingness is defined as the “degree of congruence between sending and receiving 

contexts” (p. 124). Complimenting transferability is the notion of thick description, 

wherein the narrative “presents detail, context, emotion, and the webs of social 

relationships” (Creswell, 1994, p. 184). Thick description provides readers who may wish 

the opportunity to transfer a “working hypotheses” to other contexts as “a base of 
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information appropriate to the judgment” (Lincoln & Guba, 1985, pp. 124-125). 

Transferability is qualitative inquiry’s response to generalizability. In order for 

transferability’s “fittingness to context” to work, it must be bounded by arenas of time 

and space. Here is where I diverge with standard notions of transferability and align with 

post-colonial notions of the nature of reality: Subjectivities are mutable, just as time is 

mutable. As such, incidents cannot be fixed due to their subjective nature to change. Post-

colonial theory posits that the past and future are already present, each interacting with 

one another contrapuntally (Ling, 2002). 

This fugue of past, present and future, is not fixed, or atomized, instead it 

encompasses the multivariate and polyphonic representations of subjectivities 

(Appadurai, 1996; Bhaba, 1994; Giroux, 1992a; Ling, 2002; Smith 1999). Thus change 

may be constant, but it interacts within a context of continuity. This context is populated 

by traces of past and present discourses, seemingly “bounded points in time and space 

[which] intersect with multiple times and spaces, yet these intersections cannot always be 

evidenced neatly; they must be interpreted speculatively” (Talburt, 2004, p. 87). This thus 

raises the question: What is transferable? Since my study examined the multiple 

subjectivities of post-secondary students of color as they navigated and negotiated 

articulations of identity within IEE programs, it became apparent that the connections and 

interpretations derived from the participant narratives were at times conflicting and 

dissonant; however, what the research did show is that this study is transferable not as an 

application but as an invitation to think differently about different contexts. 

3.7.4 Limitations of the Study 

Critically tied to notions of validity and criteria for truth are considerations of researcher 

bias as well as the overall limitations of the study itself. Revisiting this statement forced 

me to acknowledge that the nature of this study and its methodology cannot avoid a 

certain degree of bias, a degree of bias that is inherent to the subjective, as opposed to 

objective, nature of ethnographic studies. What makes ethnography unique, however, is 

that although it may not gain objective results, it is widely accepted for examining 
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educational phenomena related to sociocultural factors, conditions, and interactions. This 

particular emphasis within ethnography is what allows ethnography to be the most 

appropriate method for examining social, cultural, historical and political issues as 

regards difference and power (Agar, 1986; Geertz, 1973; Spinder & Spindler, 1987b; 

Watson-Gekego, 1988). That said, three main issues regarding my research emerged and 

should be acknowledged: Pre-departure questions, observations in the field, as well as the 

qualitative project in general. 

First, in reviewing the issues of pre-departure questions, the most salient 

observation raised was the brevity of the pre-departure interviews and the lack of depth in 

some of the responses. As a new researcher unfamiliar with interview techniques, my 

pre-departure questions were heavily script-laden and thus did not allow for more free-

form and perhaps richer conversations about reasons for the departure. As a result, I 

perhaps missed valuable leads to gather further data. This observation came only after 

conducting and reviewing the transcription of data. In addition, the use of a tape recorder 

was at times problematic,  in particular as it concerned inaudible portions of the tape or 

the self-censoring of participants through their measured responses. Many of them 

commented on how strange it felt to be recorded. Consequently, I often had to rely upon 

my copious notes taken during interviews to buttress the electronic documentation. 

Second, in reviewing the overall limitations related to the nature of my research, it 

must be acknowledged that this study is an exploratory study, with an n of 4 participants. 

With such a small sample size, I make no claims of generalizability across the entire 

United States study abroad population. This small n is due in part to the small numbers of 

students of color participating in IEE and the difficulty I had in identifying appropriate 

participants that met the criteria for the study. The original interviews included an n of 8 

participants, with four of the eight being ineligible to participate because of their country 

of citizenship and because they had previously lived or studied abroad. A final limitation 

of my study is that the data collected is not a longitudinal study of how and in what ways 

the IEE experience may have shifted participant perceptions in the long durée. As such, 

the post-return interviews reflect a snapshot of the participants’ experiences upon their 
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return from their overseas sojourns and were conducted at a time when the participants 

themselves may not have had sufficient time to process their IEE experience and give 

reliable responses to any long-term questions regarding identity. 

3.8 Summary of Methods and Methodology 

In summary, this chapter provided a descriptive narrative of the methodology and 

methods involved in my dissertation research. Ultimately, this study enhances the body of 

knowledge in the area of international education and study abroad programming as 

regards students of color by examining the trajectories of identity, representation, and 

discursive formation of difference within IEE programs. As representatives of the United 

States, students of color provide a necessary component to the democratizing of global 

discourse by engaging international issues of globalization, difference, power relations, 

representation, hybridity, and identity. Interrogating these issues through the lens of 

social critical theory and post-colonial underpinnings, my research methodology assisted 

in the production of themes of critique that provide depth and breadth to the study abroad 

experience as well as a critique to both pre-departure and post-return curriculum for 

students before and after their sojourns. The criteria for truth and validity also followed a 

qualitative post-colonial approach, which states that truth is mutable and subjective; 

however, given certain conditions, such as time and space, it may be transferrable. In 

order to reduce subjectivity, my study used an independent transcriptionist, participant 

triangulation, and interdisciplinary triangulation. 

Both the method and methodology were intentionally chosen to examine how the 

participants as “representations” of a colonial past learn to interrogate the historical, 

semiotic, and relational dynamics that have produced their representations, and 

subsequently their identities, both nationally and internationally as they interact with 

other students, faculty, and individuals in a global setting. Thus, the challenge of my 

research using post-colonial theory included how to create the discursive space to critique 

and to question the ways in which meanings are produced within relations of power that 

“narrate identities through history, social forms and modes of ethical address that appear 



111 

 

objective, universally valid and consensual” (Giroux, 1992b, p. 47). In the design of my 

research questions, I am answering the call of researchers in international education for 

more research to be done on how individuals define identity vis-à-vis a changing global 

agenda and how the formation of this identity may help us understand our own and 

other’s notions of democratic ideals, issues of power, representation, and social justice. 
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4. “I Know I’m Going To Have Fun, I Just Don’t Know What To Expect”: 

Exploring Strange New Worlds 

Chapter four presents the pre-departure findings of this study. A description of the 

participants, which consists of their own personal history and background and reasons for 

participating in IEE, precedes the case study interviews and their findings to provide 

context for both the participants and their research topic. This context provides necessary 

background and demographic information to add depth and breadth to the collected data. 

Data are categorized, analyzed, and interpreted under the appropriate themes to explain 

what the data mean for IEE programming as it addresses the issues that are specific to 

students of color studying abroad. The findings of this research hopefully contributes to a 

deeper understanding of the IEE experience for students of color. 

The chapter is divided into three sections. The first section is designed to give a 

brief summary of study abroad and IEE programs as they pertain to their goals of global 

citizenship and competence. The second section will be an overview of the student 

participants. The third section provides a theme analysis of the students’ pre-departure 

responses followed by an interpretation of the identified themes. Chapter five will also 

provide the same structure for the post-return analysis, followed by Chapter ix with a 

theoretical discussion of the findings, Chapter seven with an applied analysis and Chapter 

eight with a conclusion. 

4.1 Global Citizenship and Competence in Study Abroad Programs 

We now live in an age where the term “globalization” has become a catch phrase for any 

international activity involving the mobility or exchange of currency, ideas, culture, and 

bodies. This transnational movement or mobility of these variables creates a systematic 

pressure and obligation for American post-secondary institutions to respond to the call for 

students to develop greater intercultural and global skills. The increasing global press for 

marketable skills, in turn, forces students to seek study abroad or IEE as a “must-have” 

notation on their resumes (Streitwieser, 2009, p. 2). For the majority of higher education 

institutions, one of the most visible ways to respond to this call is to host a variety of 
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study abroad/IEE programs that claim to enhance student global-competence skills, 

which include greater intercultural competencies, greater self-efficacy, intercultural 

sensitivity and awareness, adaptability, identity development, and language enhancement 

( Bennett, J.M. & M.J., 1994; Bennett, M.J, 1993; Bhawuk & Brislin, 1992; Burnouf, 

2004; Deardorff, 2006; Dolby, 2004; Dwyer & Peters, 2004; Hammer, Bennett 

&Wiseman, 2003; Maddux & Galinsky, 2009; Medina-López-Portillo, 2004; Savicki, 

Downing-Burnette, Heller, Binder, & Suntinger, 2004; Rayman, Trooboff, &Vande Berg, 

2007, 2008; and Streitwieser, 2009). 

In addition to these “quantifiable” skill sets, the trope abounds that IEE will make 

you a “global citizen” (Dolby, 2004; Streitwieser & Wang, 2009; Zemach-Bersin, 2009), 

a notion that is promoted throughout the marketing of various IEE programs both within 

higher education as well as  private concerns--- all of whom  advertise study abroad and 

service abroad more as a travel adventure to exotic new lands to meet exotic new people; 

with such aggressive marketing, students end up with “a veritable supermarket of 

packaged and commodified cultures, ready to be consumed” (Ahmad, 1994, p. 128).
15

 

This branding of study abroad and IEE as an exciting and exotic experience 

presents to students the basic argument that participating in IEE offers a life-changing 

experience that broadens horizons in unimaginable ways, leading to an experience that 

grants and guarantees the participant the professional and intellectual credential of global 

citizenship (Streitwieser, 2009). 

However, student understandings of the experience — and more importantly their 

expectations of the experience and preparation for it — may not necessarily reflect 

learning outcomes for global citizenship. In fact, student reasons for participating in IEE 

and the resulting outcomes may present a different set of values or transformational 

learning outcomes that are not articulated in general study abroad programming. That 

said, the fact that students see IEE as something “fun” should come as no surprise; 

                                                 
15

 Another example of the consumability of different cultures can be found in bell hooks, Where We Stand: 

Class Matters (2000). Hooks asserts that when travelling, interest in other cultures consists of “eating the 

other”, that is “privileged Westerners indulg[e] in cultural cannibalism” (hooks, 2000, p. 147). 
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advertising for such adventures includes language such as: “Explore new cultures,” 

“become a part of the global community,” “your next BIG adventure,” “float down the 

canals of Venice,” “Africa = Wildlife and Discovery” (Figure 1). 

 

 

Figure 1: Example of an image advertising study abroad 

 

It is also hard to ignore the visual artifacts (photographs) of study abroad brochures that 

include “happy” photographs of students in front of the Great Wall of China, or 

backpacking, or “trekking” through Mongolia. In these visual artifacts, students are seen 

outdoors at historical sites that are culturally relevant, or around food and/or exotic 

“others,” meeting “foreign people” in “foreign lands.” The visual artifacts obscure the 

fact that IEE is indeed an intense experience, one that de-centers the participant, that 

challenges assumptions, and that opens up a third space for discursive formations to 

invent and re-invent “themselves” as well as the “Other”; to quote Paul Ricoeur (1965) in 

Universal Civilization and National Cultures: “The discovery of the plurality of cultures 

is never a harmless experience (Ricoeur, 1965, p.5). 
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This chapter of my study reports a case study of four students of color who 

decided to study abroad, whether briefly, or for an entire term, or on a short-term 

international academic-learning experience. It presents their goals, expectations, and their 

own understandings of themselves both as individuals and as members of an ethnic 

minority departing to countries that differ vastly from the U.S. Three of these individuals 

identified as first-generation students, and all had never traveled outside of the United 

States until that point. 

Consequently, a baseline framework for my study needed to be established for 

how the participants examined and articulated their thoughts regarding their upcoming 

international experience. Because I explored the understandings and identity articulations 

of the participants, I employed a dialectical and diasporic vocabulary to situate the 

participants as post-colonial subjects, and placed them in relation to critical interlocutors 

like Arjun Appadurai, (2010); Homi Bhabha, (1994/2007); Henry Giroux, (1992b); L. H. 

M. Ling, (2002); and Edward Said (1979) as they articulated their complex relations 

between racial and national identity. 
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4.2 Overview of Participants 

None of these students had previously studied abroad. In addition, three of the 

participants had proficiency in a language other than English, two in Spanish and one in 

Chinese. All four of the participants engaged in a pre-departure seminar or program that 

provided some sort of pedagogical framework related to their international stay, and each 

managed the administrative paperwork required for such a sojourn (passport, 

international travel documents, airline ticket). All of the participants engaged in an 

international educational-exchange experience that ranged in time from 1.5 weeks to two 

months, and none of the individuals studied in Heritage sites.
16

 The mean overall GPA of 

participants was 3.26, with academic areas of interest and majors in the liberal arts, social 

science, science, and business. Three participants were between 20 and 28 years of age, 

and one individual was in his forties. 

4.3 Reasons for Participating in IEE 

“I know I’m going to have fun; I just don’t know what to expect,” Dora said in response 

to why she is participating in an IEE program to Spain and Germany. Her response is not 

an uncommon theme in IEE programming across the United States. National research 

suggests that students often have vague notions and expectations of what the experience 

will consist of, what is to be gained, and what their own individual desires for the 

program will realistically yield. All studies suggest students anticipate having fun and 

meeting new friends (Goldoni, 2009; Souders, 2009; Streitwieser, 2009; Streitwieser, 

2011). Ambiguity seems to be a central theme throughout the pre-departure interviews in 

this study, a sort of errand into the wilderness for many of the participants or an 

opportunity to explore an inner landscape as well as a physical one. All of the participants 

were clear about one expectation of IEE: that they will make new friends, new 

connections to another individual or individuals who have new ideas. For these 

participants, connecting through thoughts and perceptions was critical in order to be 

heard and perhaps understood. 

                                                 
16

 Heritage sites refers to those geographical and national locations that reflect the ethnic/racial origins of 

an individual. 
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4.4 A closer look at participants 

The vignettes that follow describe my study’s participants both in their own words and 

through my observations. 

4.4.1 Carlos: Spain and Germany (destination) 

Um, born in Berkeley. Moved to Southern Georgia when I was a kid; 

lived there for a while. Lived, uh, moved to upstate New York. Lived 

with the Mohawks for a short bit. Moved out to Montana. Uh, to 

Browning [Montana]. Went to high school; finished junior high and 

actually finished part of my elementary junior high and high school 

there, and then left in the summers a few times. Went away to summer 

schools mostly on the East Coast. Um, ended up moving after high 

school to New Mexico. Attended [College] for a short bit. Left there just 

to come up and see my sister, help her out. Single mom. In Oregon. At 

the University of Oregon. 

Carlos is in his 40s, his life has consisted of constant moves to different geographical 

locations within the United States. He is a middle child in a family of five, who lived a 

somewhat itinerant lifestyle, but definitely one that included diverse living and learning 

experiences. Carlos is the third of his siblings to go on to higher education; he is 

loquacious and perceptive; he is quick to tell his family story and then stop and analyze 

what that experience means to him. He is a student now, and he identifies as a non-

traditional student due to his age. His goal is to perhaps find some teaching in the future; 

his passion is ideas. He identifies as Mexican American, or more importantly as 

Indigenous/Native to both North and South America. His identity is supra-national, that 

is, it transgresses boundaries and borders. He speaks Spanish, what he refers to as 

Mexicano Spanish, and phenotypically has an olive complexion and long black hair that 

is neatly braided in a ponytail. He loves to laugh. “I am an artist – people, ideas, and 

things are my art.” 

4.4.2 Brandon: Spain and Germany 

I grew up here in this state, as an Indian, you know…not the dot on the 

forehead Indian, but the arrow in the back Indian [laughs]. I grew up 

here and went to the same schools with all my friends until I came to 
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Upper Northwest College. It’s been a good experience for me, 

different…yeah, different…but good. 

Brandon is the only participant who comes from a family wherein one parent has a 

college degree. Brandon acknowledges there was always a push for him to get advanced 

education beyond high school. Brandon speaks quietly; he admits he does not know much 

of his tribal language or culture but finds connection with other students around areas of 

interest, online forums that he refers to as his “community.” He is not terribly interested 

in the cultural events that the college puts on to educate students about cultural 

difference. Brandon also admits that he fits the stereotype of what an Indian looks like: 

I am brown…in fact…very brown, and I have one of those Indian last 

names, the only thing missing is the long hair.” [laughs] “On some 

occasions, I am mistaken for Mexican; you know, people coming up to 

me asking ‘are you Herman Fernandez?’ [laughs] “I’m like, No man, I 

don’t speak Spanish.” 

His comments reveal that Brandon has not critically explored his identity other than that 

this is where he “belongs,” or rather this is how he is “scripted.” In this case, Brandon has 

accepted his social script, that he is an “Indian.” Carlos on the other hand expresses 

somewhat of a desire to expand his identity definition beyond the narrow confines of 

ethno-racial narratives. 

4.4.3 Suzy: Prague, Czech Republic 

Suzy is shy, nervous, somewhat curious about being interviewed, but willing to go 

through the process. Her responsiveness will change over the course of the study upon 

her return, but at the beginning she seems almost frightened to go on her sojourn, and just 

as nervous to reflect upon what this might mean.  

Suzy is from an immigrant family from Asia; she is a first generation student who 

admits she struggles with English and thus is focusing on science as her field of study. 

She is in her early 20s and fidgets quite a bit, and she says it is hard sometimes for her to 

find the words to describe how she feels. She is a resident student, not from another state, 

and has grown up all her life in the same area. As an Asian American, one of her biggest 
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challenges is managing stereotypes that place Asians in categories of high achieving 

scientists and perennial “foreigners.” “I am always having to explain myself,” says Suzy; 

she is hoping that the Czech Republic will be a little different, perhaps requiring a little 

less explaining. She also mentions the pressure she feels to succeed in school, particularly 

in the sciences, an area of study she finds difficult. 

4.4.4 Dora: Spain and Germany 

Dora begins this study somewhat shy and also nervous about her sojourn; however, she, 

too, will return with an inner resolve that will shape her future trajectory personally and 

academically. Currently she is a student in the social sciences; her plan is to go to 

graduate school, perhaps into politics. She is a student from a family of migrant farm 

workers from Mexico. She was born and raised in the U.S. and moved around in several 

states while her parents sought employment wherever they could. She is the oldest of 

three children and the first in her family to go to college. Dora reflects on this quite a bit 

and upon her heritage as that of a Latina. She also admits that she, like Suzy, struggles 

with English as a second language, but it is apparent that Dora has more confidence and 

better mastery of the English language while maintaining fluidity in Spanish. Dora 

undeniably states that “I look different”; her features reflect the indigenous background 

of many Mexican Americans. 

4.5 Reflections by the Participants 

Before departing on their sojourns, the study participants thought about a range of topics; 

this section highlights those reflections. 

4.5.1 Thoughts are things: meeting people and new ideas 

Carlos muses about his upcoming IEE by explaining that his main reason for 

participating is precisely the opportunity to explore thoughts and perceptions. He is the 

oldest participant in the study and has had unique life experiences living in various 

locations within the United States. His expectation of ideas reflects a level of maturity 
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that may not be as strongly articulated as with the younger participants in the study, but it 

is nonetheless implied: 

The [IEE program]? My particular reason I think for myself would be that 

I see it as an opportunity to present a different perspective from the more 

common, ideologies of sense of place, sense of self, sense of being. 

A sense of place, sense of self, and sense of being is important to someone who has had 

these “senses” disrupted by constant relocation as a child. This “rootedness” remained  

theme throughout the study which each of the participants struggled with as they tried to 

define who their own identities and location in an increasingly global and transnational 

diasporic setting (Appiah, 2005, p. 213). 

Brandon, too, shares Carlos’s interest in different ideas and perspectives as one of 

the main motivating factors to study abroad, but then adds that he really does not know 

what to expect: 

I have never been abroad; I would like to see what schools and 

communities are like somewhere else, you know, expand my scope, 

expand my scope both intellectually and culturally. I, for one, am acutely 

aware there is more to society than what I know. 

Expanding one’s scope also includes meeting people and making friends. As already 

mentioned, data on IEE suggest that meeting people and making friends is one of the 

many motivations for students to go overseas (Bennett, M.J., 1993; Bhawuk &Brislin, 

1992; Burnouf, 2004; Deardorff, 2006; Dolby, 2004; Dwyer& Peters, 2004; Hammer, 

Bennett, & Wiseman, 2003; Maddux& Galinsky, 2009; Medina-López-Portillo, 2004; 

Savicki, Downing-Burnette, Heller, Binder, & Suntinger, 2004; Streitwieser, 2009; 

Rayman, Trooboff & Vande Berg, 2008). For Dora and Suzy, this desire is coupled with 

a desire to try different things without being judged: 

Um, I’m hoping to meet people. Um, I’m an introvert, and so it’s really 

difficult to, you know, find that level where I feel comfortable enough, 

but, especially here. I feel like people already know who I am. They know 

the kind of person or the personality that I have. 
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Dora’s statement speaks to what anthropologist and social theorist Ian Hacking (1986, p. 

222) has dubbed “kinds of persons” a collective dimension of one’s identity, for example: 

Americans, Catholics, LGBTQ, bankers, technicians. Hacking’s assertions provide 

insight into how “kinds of persons” are brought into being by social taxonomy in which 

“numerous kinds of human beings and human acts come into being hand-in- hand with 

our invention of the categories labeling them” (Appiah, 2005 p. 65). 

Intrinsic to these categories are the generalizations of these “kinds of persons” 

which leads to a stereotyping or typecasting of individuals who, sometimes arbitrarily, 

represent the collective dimension of their community. In this case, Dora as well as the 

other students of color, not only seek to expand their inner world of thoughts and ideas, 

but also to exist in a place that allows them the freedom to do so without the chains of 

American racial discourse binding them to a collective subaltern identity. For Dora, 

unfettering these chains is critical: 

I feel like I could try different things without being judged. And so I 

could, you know, I could essentially participate a little bit more without 

having people think, “Oh, why, why is she doing that? Why, what, what’s 

going on with that?” 

So I take any opportunity like that to kind of try different things, try to 

leave my comfort zone a little bit. Um, so I’m just hoping to meet people 

because I feel like, um, it’s important to make connections with other 

people who have similar views or different views on things and have the 

ability to have discussions. 

In each case, the participants revealed that making friends, sharing cultural perceptions, 

ideas, and experiences were critical to their expectation of the IEE programs. In addition 

to creating convivial connections, participants both implied and clearly articulated a 

desire that part of this experience was about learning. In particular, Suzy offered that her 

IEE experience was part of a broader internship that would enhance her science skills by 

working in a lab. She looked forward to making not just friends but academic colleagues, 

which was tacitly eluded to in many of the interviews. Participants desired not simply 

friendships, in the sense of mere Facebook friends, but really a way to critically dialogue 

about lived experiences or areas of study and to build their level of understanding. 
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Perhaps most important in this pre-departure interview was Dora’s comment that “I feel I 

could try different things without being judged.” This statement speaks to the prescribed 

roles already mentioned, and her desire to overcome them. 

4.5.2 Minimal Knowledge of Host Country 

Prior to departure, each of the participants took part in a preparatory course that served as 

the pedagogical backdrop to the departure site. In addition, Upper Northwest College 

requires that all students participate in courses related to social justice and 

multiculturalism as part of the requirements for graduation. One of the missions of Upper 

Northwest College is to prepare students for a “global society”; their mission and 

learning outcomes for students clearly state that this is a desirable goal. Yet, despite the 

best efforts of the current Upper Northwest College curriculum, some of these learning 

outcomes have yet to be realized.  

The participants of my study all had participated at some level in the general 

curriculum of Upper Northwest College that is designed to enhance learning on global 

and diverse issues, thus providing students with a framework from which to locate 

themselves in the world, and to create a sense of social responsibility as well as both civic 

and global engagement. Although students participated in these classes, and were 

engaged in academic coursework prior to departure that focused on issues pertinent to the 

host country, an interesting disconnect occurred in that students had difficulty in 

translating their academic program to their overseas sojourn. 

4.5.3 English Only Please! 

Throughout my pre-departure interviews, I hoped to capture some deep reflection on the 

nature of the countries that participants were about to visit as well as some preflection, 

critical questions that they would like to have answered, or more importantly just some 

background information on the country they were visiting. All of the participants were 

eager to share how much they viewed IEE as an opportunity to have a cross-cultural 

experience; however, they engaged the topic as passive learners without critically 
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exploring the unique dimensions of their host countries. In referencing the host country, 

each participant expressed minimal knowledge in the country’s language, history, 

political structure, and culture: 

A lot of Europeans speak English. Um, and a lot of Europeans speak 

Spanish, and so if they speak either, I can get around without any problem 

if they speak a portion of either, and I know for a fact that a lot of 

Germans speak English. Um, so, no, no concerns of that nature. 

Carlos sounds very self-assured in his response to language skills abroad. In fact, his 

opinion is one that is shared among all the participants, as regards the basic hegemony, or 

perceived hegemony,  of the English language. When asked about his own native 

language skills, he responds that his Mexicano Spanish should be good enough to get 

around in Spain. I acknowledge that he does in fact speak Spanish, however, might 

Mexicano Spanish be different than the Spanish of Spain? Carlos strengthens his 

response but acknowledges the difference and seems to feel that he shall have very little 

problem traveling through Spain with Mexicano Spanish. 

None of the participants have prepared for their sojourn with any language classes 

in German, Spanish, or Czech as the case may be; in addition, no language preparation 

was required. Neither did the  participants seem disturbed that they would be traveling 

into countries where English was not the official language. 

Dora states that her concern over language is not terribly frightening because 

“I’ve had friends who have gone to Spain, and there, they speak Spanish, and so they 

haven’t mentioned anything that was, you know, horrible or anything, so I’m, I’m being 

optimistic.” Her stance is reinforced by American students who have gone to Spain and 

did not perceive a problem with language. 

Brandon and Suzy, both of whom do not speak the official languages of the 

countries they will be visiting, also voice some comfort in assuming that most of the 

world, if not all, speak some level of English: “The language thing doesn’t scare me, I 

mean, like most people all over the world speak some English, and I figure I can kind of 
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get around with just my English, yeah, I am not too worried,” Brandon says very self-

assuredly.  

His counterpart Suzy, who will go to the Czech Republic, is the only one of the 

participants who expressed a desire to learn Czech but could find no course offerings on 

the country she would be living and working in for three months. She then acknowledged 

that even though she is an English Second Language individual, the fact that she knows 

English should help her in Prague. She is counting on English to be her passport to 

understanding and communication. The fact that these participants were conversant in 

English allowed them some privilege in traveling abroad, a privilege they apparently 

seem to take for granted or were completely unaware of. In fact, when asked if they felt 

they were “privileged” in any way, none of them responded in the affirmative. Yet, the 

ability to speak English speaks to Gramscian notions of world hegemony, in that it 

reinforces the West and English language skills as the global normative (Ling, 2002, p. 

56). 

4.5.4 Politics, History, and Culture 

Each of the countries that the participants were about to visit have long historical, 

political and cultural traditions. These traditions have long been contested throughout the 

European continent and are necessary to understand, not just to provide a backdrop for 

current events and current political restructurings and national identities, but rather to 

understand why people in these countries hold on to certain political views, have certain 

economic policies, unique standards of living, and religious and/or ethnic prejudices. 

Participants were asked about their knowledge of the history, politics, and culture of their 

respective host countries (Czech Republic, Germany, and Spain): “No, I really don’t 

know anything about that.” Brandon laughs, “I know a little bit about the war and that 

kind of stuff; I don’t think that I am really that up on politics and culture even here in the 

U.S. I mean like, I watch the news now and then, but they really don’t talk about other 

countries, what they’re going through, except maybe the Middle East or something.” 

Brandon’s comment is not an isolated case. Although the participants were taking classes 
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to pedagogically inform them about their host country, very little seemed to be 

translatable to the anticipated lived experience of actually being overseas. Many of them 

relied on previous thoughts, perceptions, and misinformation. When queried about 

Germany, Carlos responds: 

Germany I’ve seen in literature, in writing of all kinds, in print, in 

photographs, in film. I’ve seen more of Germany probably than almost 

any other country in the world. And when I think about the influences, I’m 

not as, uh, not as inquisitive about that society in the way that they live, as 

I am maybe the Spanish. Because the Spanish one to me has a little 

different history. 

Carlos goes on to say that his “disinterest” with Germany has to do with the Second 

World War; he goes on to state, “Germany has had more of a history in that time period 

of conquest and dominance. Uh, internally and externally, and that I don’t find [it] 

terribly appealing.…It’s just the domination of peoples, and I’m not that intrigued by it. 

It’s powerful.” Interestingly enough, Carlos is unable or chooses not to problematize 

Spain’s colonial past and conquest of indigenous peoples in North and South America, a 

topic he seems to identify with and to have a great deal of passion about. Instead, he 

chooses to express an adamant disinterest in Germany, a disinterest that is based on an 

uncritical reading of German history. 

For Dora, the situation takes a different turn. She has thought about the political 

climate in Europe, and her attention focuses more on Spain than on Germany. For Dora, 

the situation in Spain that marks her response to what she knows politically about the 

country focuses on two key words, “safety” and “race”. “I guess I’m just concerned about 

the fact that I’m different;” Dora says reluctantly, “You know, I’m not the typical 

American you’d assume. Um, I look different. I think it mainly comes from my parents 

because, you know, they’ve been hearing the news and all of those things.” 

Dora also states she plans on doing her own research prior to departure about 

Spain and Germany because she says she is curious about the countries she will be 

visiting. She admits to having preconceived notions based on the media but understands 

there may be a bias. In each instance, each participant’s understanding of his or her host 
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country was vague or inaccurate. Knowledge consisted of media representations, 

preconceived notions, and anecdotes from friends who had travelled, with very little of 

the participants’ academic coursework prior to departure informing them of their host 

country. 

4.5.5 Challenges in Travelling Overseas: “Safety!, I am all about safety!” (Dora) 

Challenges while traveling is something every traveler more or less anticipates; new 

places, new food, new standards of living, different language, not to mention time 

differences and different modes of interpersonal transactions that place a strain on 

individuals. Taken together, no one can deny that travelling in and of itself presents 

challenges both anticipated and unanticipated. 

When I asked the participants what they felt may be their greatest challenge, three 

topics routinely were revealed: safety, phenotype (racism), and acquisition of resources 

(food, health). Perhaps what was most intriguing is that the two females in the study, 

Suzy and Dora, voiced not only their gender as most important in their concern for safety 

but the fact that they “look different” and would not be viewed as “American.” They 

commented on their physical features and discussed that even in the United States they 

are not viewed as “American”; when asked what is “American” they said “White” or 

“Blonde.” In addition, both females expressed that their families were also concerned for 

their safety overseas. Dora states that her parents in particular: 

were worried, and asked questions “Where exactly are you going?” You 

know, because I, because I couldn’t tell them and they were like, “you’re 

not going to go near where that, where things are happening right now”
17

 

I’m like, No, we’re not going to go there. So I think that’s because I’ve 

never gone abroad, and so I think that they’re just a little concerned about, 

like, they want to know as much as they can about where I’m going. 

                                                 
17

 This reference is to several infamous racist events during soccer matches in Spain beginning in 2005. The 

events centered on African soccer players who were subjects of “monkey chants” by soccer fans, followed 

by a barrage of bananas or peanuts. These racist incidents circulated globally through the media, in 

particular when several African athletes refused to play. In 2009, Spain’s leading soccer club was fined for 

allowing what match referee Alfonso Perez Burrull cited as “extremist or radical symbolism,” with chants 

making reference to “the gas chamber.” 
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For Suzy, the child of Asian immigrants, the concern was also expressed by her parents: 

“Where are you going, and why are you going?” Suzy expressed that safety for her as an 

Asian female immigrant in a “White” country was of concern, and especially given the 

fact that she did not speak any Czech and her English had an accent, she expressed that 

this made her very uncomfortable. It is here that Suzy’s positionality as an Asian woman 

became most salient: her gender distinction received a higher resolution because it was 

embedded in her race, that is, in being Asian, which in itself is laden with numerous 

narratives that are encumbered with notions of exoticism, service work, and sexual 

exploitation (Ling, 2002). Her concern, as well as the concern from her parents, no doubt 

related to the double bind of gender and race. 

The males in the group seemed least concerned about safety; rather their concerns 

focused on food and resources, how to move around in the city, and how to utilize 

systems. This presented a sharp contrast to the concerns raised by the two females in this 

study who were speaking from a space of double colonization as women and women of 

color (Reddock, 1985, p. 91). When queried about possible issues of racism, responses 

focused on treatment in the U.S.: both Carlos and Brandon stated that wherever they go 

in the world cannot be any worse than the treatment meted out to them in the U.S. When 

asked if their physical appearance may create a problem in certain countries with a 

history of racism to foreigners and non-Europeans, Carlos acknowledged his privilege in 

having an olive complexion and stated that he could “pass” for European,  and has done 

so in certain settings, he was very assured that he would not have problems. Brandon, 

however, reiterated that racism is everywhere, that he is no stranger to such behavior, and 

stated that “no place can be more racist than here [United States].” 

4.5.6 Identity and Representation 

Clearly one of the critical issues for examination in this study was the participant’s view 

of identity and how that identity is marked by representation, through historical 

depictions, media representations, stereotypes, legislation, and national citizenship. In 

this study the participants were asked to define how they would identify themselves, what 
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racial identity means to them, then to describe any critical incidents that evoked a 

marginalization or made them feel different in any way. The goal of these questions was 

to create a baseline or framework from which to compare their identity articulation pre-

departure to their identity awareness and articulation post-return. In these interviews, I 

specifically sought to untangle each participant’s own self-identification from that which 

is imposed externally by the nation, in this case the United States, and then self-

identification as an ethno-racial minority within the greater United States. In particular, I 

was interested in seeing whether the participants were clear in their identity articulations 

prior to departure, in other words, whether the participants had a clear definition of who 

they were in relation to both their ethno-specific identity as well as their national identity 

as U.S. citizens. 

4.5.7 What is an American? Do I use a hyphen? 

“You know, I always hate this question.” 

“What Question?” 

“The race question, the what are you question.” 

“Why do you hate this question?” 

“It’s stupid man; can I just say I am ME, like I know who I am and 

defining this and that; it gets old after a while.” 

“Why?” 

“Because it doesn’t tell the whole story of who I am, who I really am; I 

want to tell my story my way.” 

“Do you feel you are an American? Would you identify that way?” 

“No, because no one sees me that way, come on, look at me!” 

(Brandon) 

“White” is a marker for what it means to be American. Brandon is very clear in this 

statement; each of the participants corroborates his or her statement in different ways, all 

of them saying that both nationally and internationally they will or could never be 

considered “American.” So strong is this sentiment that all of the participants except 

Suzy mention this with any clarity. Suzy, who is the daughter of immigrants, states she is 

proud to be “Chinese-American.” When I ask her why she just can’t be an “American,” 

she points out that this would be impossible because of her physical appearance, along 

with the fact that she has an accent. Suzy feels that because of these markers she can 
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never be “fully” American, so she chooses to hyphenate her identity. “This way I don’t 

have to explain all the time; otherwise, they think I am a foreigner.” Somehow, in Suzy’s 

comments it is clear to her that Asian means you will never really be American. It is this 

concern that will follow her to Prague in the Czech Republic, and it is this concern that 

she actually raises as a safety issue for travelling overseas, that somehow she will be 

mistaken for something other than “American.” 

Dora states that the term American is “awkward” for her also, “Because, for me 

it’s always awkward when people are like, ‘Oh, are you an American?’ She laughs, “And 

I’m like, I guess, yes. I don’t know, I have issues like really classifying myself. Because I 

am, I mean, I was born in the United States, so that makes me American, but I’m born to 

Mexican parents, so I never know. I sometimes switch, depending on who I’m talking 

to.” I respond by asking Dora what she does in that case. “Um, when I’m talking to 

certain people, I’ll say ‘Soy Latina.’ Um, certain people, I’m like, ‘You know, I’m 

Mexican American.’ Depending on who I’m speaking to and depending on whether 

they’re going to be able to understand me, I try to simplify what I am.” 

In this sense, it seems that for Dora, identity is ambivalent with an emphasis on including 

her Latina identity that marks her as other than just “American.” For Dora, identity is 

conditional and changes constantly depending on context. The burden of proving identity 

falls on her: she must clarify and simplify who she is. Dora then makes an attempt to 

finalize an identity definition for herself: 

But, um, I don’t think I really classify myself as just American. It’s either 

hyphenated or I’m Latina. Because I feel like it’s, I mean that’s where, 

my, my parents, you know are from Mexico. So I feel like even though I 

wasn’t born there, I have a connection to them. My roots are from there. 

Understanding and acknowledging roots seems to be a very important theme for these 

individuals.  

All participants discussed their familial historical roots then extrapolated this 

discussion to their current identity markers and the predicaments that these historical and 

current identity structures created for the individual. For Carlos, the argument is much the 
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same. He acknowledges his own familial historical roots, then turns the discussion to an 

interrogation of racial taxonomy and typology: 

When I see racial boxes, I get very leery because the first question that 

occurs to me is, “Why does this situation require [that you know my 

identity] before there’s any further interaction…that this be decided or 

known? Why not am I just a human being within which I have beliefs, I 

have understandings, and I have knowledge, and I have to be interactive 

with? Why can’t it just be there?” But you know, if I have to put myself in 

a racial category, racially, I’m mixed between Native north and south on 

both borders [Mexican indigenous groups ].  

In his interview, Carlos is very clear that his indigenous roots play a large part in a 

supranational understanding of identity: 

[when] I speak to Mexicanos and they start saying well…“Where are you 

from?” I say, “Well, I’m from the United States.” Very often, there’s a 

sarcastic look. “What United States?” Because they are also the United 

States of Mexico. 

Carlos plays with the notion that American hegemony in the form of the United States is 

not shared with other nations and peoples around the world. In effect, to Carlos, being 

American (supranational identity) and being from the United States (national citizenship) 

both converge and diverge around issues of place: 

America as a country, to me, exceeds the United States. So I had some 

really interesting situations where I did that early on and I wasn’t paying 

attention to what the people were saying. What they were saying was, 

“You’re not the only United States. There’s the United States of there, 

there’s the United States of here, there’s the United States of everywhere, 

but where are you From?” and they wanted to know where I was from as a 

person. 

In the end, Carlos agrees that his identity is hyphenated; however, he emphasizes that he 

is indigenous first and someone who just “happens to be a U.S. citizen.” Edward Said 

(1983, p. 15) noted that identity is a most precarious notion that suggests there is some 

kind of unity within ourselves that is predicated upon difference. One can surmise from 

this observation that what is needed is the ability to know oneself, to be a creative force 

or agent in the discovery of oneself, a discovery that cannot be taken alone but in the 
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company of other “selves.” The moment we ask “Who am I?”  we begin this journey, the 

voyage within, where self becomes subject and object simultaneously, what Socrates 

called “the two-in-one” of soundless dialogue.
18

 The participants in this study have 

attempted to answer the “Who am I?” — and the response is clearly one that points to a 

need and desire to escape the confines of strict essentialist views of their ethno-racial 

backgrounds and the non-existence of an American identity. 

4.6 Critical Incident/Dis-equilibrium 

“[Could anybody]dirty you so bad you couldn’t like yourself anymore? Dirty you 

so bad you forgot who you were and couldn’t think it up? 

 — Toni Morrison, Beloved, p. 289 

Race in the United States has always been a discursive practice, one that informs not only 

the national narrative but also legislation both against and for whole populations; by 

extension, race has become part of the social imaginary of all American “citizens.” As 

inhabitants of any country will agree national identities and mythologies are hard to 

overcome because either way one is forced to be complicit, or at least acquiesce to some 

degree to these national narratives of difference. I asked participants certain questions to 

explore the ways in which the participants have experienced marginalization based on 

ethno-racial difference. These questions revealed that the participants are aware of their 

national identity de jure, but de facto this identity is contested within the U.S. discourse 

on race. 

What critical incident, I asked, could have caused this parallax perception? Three 

of the participants identified the term “American” as being “white”; all of the participants 

identified a form of hyphenated identity, and all of them expressed their struggles with 

this identity using words and phrases such as “awkward,” “having to explain,” “leery,” “I 

dislike this,” “stupid question.” How did these individuals come to see themselves as 
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 See Vlastos, G. (1994, p. 10) Socratic Studies, for an exegesis on the Socratic notion that an individual 

serves as their own interlocutor as to whether they have arrived at the truth or not. 
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“hyphens,” what experience(s) called into question their “American-ness,” their full 

membership under the motto of E pluribus Unum? 

4.6.1 Dora’s story 

Dora begins to recount a particular incident as a young girl in rural Oregon. The child of 

migrant workers, Dora shares that as the oldest child she often had to accompany her 

parents to hospitals, clinics, and public offices to help translate. She also did her share of 

babysitting and taking younger siblings to public locations, such as municipal parks to 

allow the children play time. She recounts, somewhat reluctantly, how people stared. It 

was then that she began to notice that both she and her family somehow looked 

“different.” She notes that as she has become an adult, the marked position she holds in 

society has become more noticeable to her: 

I think the points in my life where I’ve noticed it more are recent times, as 

an adult. Um, one time I went to the doctor with my brother, and the nurse 

asked me if I was his mom. My brother is three years younger than me. I 

was like, Really? You know? What is this? what is this? And it just kinda 

bothered me that whenever I go to the store and it’s my brother, my dad, 

myself, … I’m like, you know, are people going to assume that I’m 

married to my dad or anything like that? It’s always weird because I feel 

like when you see like a, a white family or when you see like a dad and a 

daughter, you don’t assume that’s his daughter. But then when you see 

people of color, especially Latinos, you’re like is that, you know, what is 

that? 

We both pause for a minute to think about the situation. Dora is silent, looks out the 

window towards the trees, and then continues in a more measured tone:  

And, so I think that I’ve become more aware of that. And then also when I 

was in [Washington] D.C, I was interviewed by Education Week; I think 

that’s the magazine. They asked me about my background and all of that, 

and they created this article and they posted it online and people could 

post their comments. Some of the comments that they made were that I 

was obviously an anchor baby,
19

 and that, you know, I was using financial 
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 “Used as a disparaging term for a child born to a noncitizen mother in a country that grants automatic 

citizenship to children born on its soil, especially when the child's birthplace is thought to have been chosen 

in order to improve the mother's or other relatives' chances of securing eventual citizenship” (American 

Heritage Dictionary, http://ahdictionary.com/word/search.html?q=anchor+baby, retrieved 2013). 
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aid that I didn’t deserve, or that I was taking it away from other students. 

Um, and so it, it really bothered me because you know, here I am, working 

for congresswoman Nancy Pitt…and doing these things and I’m feeling 

really happy about what I’ve done, and then these people make these 

comments and they really did, they, they [stutters] bothered me a lot. 

Dora’s eyes are now beginning to water. Her voice is not angry, but measured, she speaks 

softly as if she is trying to understand the experience. I reach for her hand and 

acknowledge how painful that experience must have been. She nods and looks away, 

“This is, you know, this is how certain people see me. They don’t see me as a person, 

they see me as one aspect of my identity or, or a false concept of who I am.” 

4.6.2 Suzy’s Story 

Suzy’s story begins with her retelling of her family migrating from South East Asia as 

war refugees. They settled in Portland where the promise of a better life was given to 

them. For Suzy, America is a land of opportunity; she seems grateful to be in the United 

States and persistently states she is happy to be here, she loves it here. Suzy seems 

reticent to share her experiences as a first generation Asian immigrant student in the 

United States. She smiles nervously, giggles; when asked pointed questions about critical 

incidents in her life, or the life of her parents, she looks away and is uncomfortable. 

It is obvious this is a subject that she does not like to discuss, often an issue with 

those communities and individuals who have experienced some form of trauma. In this 

case, I do not pursue the question further but let Suzy know that I understand how 

difficult it is to recount these sorts of experiences. I explain that I, too, as a person of 

color do not often recount certain experiences because of discomfort, and I communicate 

to her that we need not continue with this portion of the interview. Suzy relaxes and then 

says, “People do treat me different because they think I am a foreigner, my accent, my 

English is second language. All through school, I would say I’m American, but always 

people did not believe me.” I asked if she could identify specifically what it is that made 

her “different” to others, she quickly noted her accent, and said, “I am not blond, and I 

am not white, I mean that is what or how people think of Americans, and that isn’t me.” 
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We did not stay on this subject very long; she hesitated and only mentioned that her 

parents had endured some things that she would call racism, but that she did not view any 

of her own personal incidents as racist, just different. “My parents had a business and 

people would come in, and well,…some of them were not so nice to my parents, some of 

them were, just not nice. But my experiences have not been, that bad, just different, not 

like that [like the parents].” Because Suzy was sensitive to this issue, I did not pursue 

further questions regarding her parents’ experience or her own. 

4.6.3 Carlos’ Story 

Hm. Early on, I never really considered myself to be an “Other”. Uh, 

when we lived in Georgia, well there’s derogatory terms thrown around at 

that time, this is [the] early 70s, at anybody that was not Caucasian; even 

if they were, and they identified politically and socially with the wrong 

group, there was going to be derogatory terms thrown at them, too. So, I 

never really considered myself another or an “other” until, uh, after I sort 

of started going away. 

It is here that Carlos departs on what it was like for him to experience racism in small 

towns. The discussion is somewhat superficial, but he does change registers and proceeds 

to go on at length about the Southern United States and its treatment of African American 

people. He recalls in a voice of disbelief how a young African American child was 

swimming in a lake and was drowning; he recalls how people heard the screams…and 

did nothing. He remembers leaving with his family and wondering what was going to 

happen, or worse, what would not happen. For Carlos, the message was clear: if you were 

not white, you were expendable, you did not matter. According to Carlos “the individual 

is scrubbed, and a stereotype is developed to take its place; if they can all be placed into 

one box, it’s much easier to abuse them. I inherently think that people are good, and I 

think, inherently, they seek to justify what they do when they know it’s wrong.” 

4.6.4 Brandon’s Story 

Brandon laughed nervously when asked this question. He stated he learned early on that 

he was “different”; however, he did not willingly want to share a particular incident. He 

said that there were so many to choose from. It seemed as though having to pick one 
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incident to elaborate upon was really disturbing to many of the participants. In response 

to this question, Brandon referenced numerous micro-aggressions
20

 that he attributed to 

people not having exposure or intercultural skills, not intentional malice. Instead of overt 

racism, Brandon did notice that in certain circumstances he was “put in the minority 

box,” and was treated differently. “Race,” Brandon states, “is based on how others view 

me, and how I view myself, sometimes it has been hurtful and sometimes even 

dangerous.” 

4.7 General Themes Before the Sojourn 

This chapter linked the lives of the four individuals who were the participants in this 

study with their pre-departure perceptions and expectations of their forthcoming IEE 

experience. As expected, all of the participants expressed: 

 Enthusiasm, and interest in traveling to an entirely different and new setting; all 

participants displayed a high level of curiosity about other people, lands, culture 

and ideas. 

 Desire to use the IEE experience as a way to make new friends, to experience a 

different culture, to learn a language or a culture, and to gain new perspectives 

and ideas. 

 Minimal knowledge of their host country. 

 Concerns for safety, which varied between genders. 

 Ambiguous identity affiliation with their “American” and ethnic identity, and no 

affinity towards a post-national or global identity. 

Interestingly enough, their knowledge of the host country was lacking. Even with pre-

departure preparation, the participants were unable to articulate clearly the social or 

                                                 
20 Micro-aggressions were first defined by Charles Pierce (1977, p.6) as “subtle, small, 

stunning, automatic assaults that produce stress for its targets.” For further implications 

of micro-aggressions, see Robert Carter’s (2007) article, “Racism and Psychological and 

Emotional Injury: Recognizing and Assessing Race-Based Traumatic Stress,” in The 

Counseling Psychologist, 35 (1), 13 — 105. 
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political climate of their host country. Language skills in some cases were minimal with 

all of them acknowledging that English will “get them through.” None of them had a 

grounding in the history of their host country to inform their visit or a critical 

understanding of socio-cultural dynamics. All participants identified as ethno-racial 

minorities in the United States; however, each one discussed their own struggles with 

self-identification and their ambivalence about identifying as American. Last, all of them 

made reference to experiences that marked them as “different” in the American context 

regarding diversity. In this sense, the American narrative on race and difference has had a 

profound impact on how the participants perceived themselves and how they felt 

perceived by others. It is this position of the “marked” within national and global 

discourses of difference that this research will be subject to a particularly critical 

examination. 

In reviewing the critical incident of the participants that called into question their 

inclusion into the American social imaginary as well as the polis, the participants 

themselves provided examples of what I call “liquid identities,” that is hyphenated, 

ethno-racial, hybrid identities that collectively and purposefully were designed to protect 

them from the vulnerability of their minority status. The participants all stated that for 

them, a clear message was sent that what is American does not include them as full 

participants; instead, they are the hyphenated “other” who not only must define who they 

are in relation to the American narrative, but also must create for themselves a third space 

from which to serve as protagonists in their own personal identity construction. Each 

individual emphasized the fact that their specific critical incident was based on phenotype 

as a marker. 

British African theorist Paul Gilroy (1990) talks about the predicament of identity 

in racial discourse. He refers to this predicament as the “culturalism of the new racism,” 

and he cogently asserts that culture and race have gone “hand in hand with a definition of 

race as a matter of difference rather than a question of hierarchy” (p. 34). In another 

context, Paul Gilroy refers to a similar shift as a progression from cultural to biological 

racism: 
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[c]ulture is conceived along ethnically absolute lines, not as something 

intrinsically fluid, changing, unstable, and dynamic but as a ‘fixed’ 

property of social groups rather than a relational field in which they 

encounter one another and live out social, historical relationships. When 

culture is brought into contact with race it is transformed into a pseudo-

biological property of communal life.  (Gilroy, 1990, p. 266) 

American discursive practices regarding race and its conflation with ethnicity and 

biology have obviously informed the nascent thinking of the participants of this 

study. As post-colonial subjects, with a history of familial and community 

colonization, these students will have much to un-pack upon their sojourn. What 

awaits them on different shores, are different voices with different perspectives. 

4.8 Summary 

The pre-departure responses by these four study participants provide us with a much 

more complex glimpse of how the four participants perceive their own individual 

articulations of themselves vis-à-vis a national identity narrative, and also how they 

perceive their host countries as new ecologies for new experiences. It is apparent from 

these interviews that these participants carried more than their luggage with them on their 

sojourn; they will be carrying with them pre-conceived notions of their host country and 

misperceptions of their own situation in those host countries, along with their own 

complex and nuanced identity articulations which have been narrowly confined to U.S. 

national discursive identity formations.  

Regardless of these considerations, it is well known that all individuals who 

participate in IEE programming walk into a socio-cultural context where there already 

exists powerful ideologies about difference, people of color, class, gender, and ability. 

These contexts vary in degree and in definition, but nevertheless their effect and affect is 

one of marginalization. Although there exists a literature that interrogates issues of race, 

ethnicity, intergroup perception, stereotyping, the nature of prejudice, and interethnic 

conflict (Kim, 2005; Orbe & Spellers, 2005; Stephan & Stephan, 2001; Van Dijk, 1987), 

only the recent research of Dolby (2005) and Souders (2009) actually examine American 

national identity shifts in students who participate in study abroad. “Dolby argues that 
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U.S.-American students’ strong sense of national identity prevents them from 

experiencing the global to the extent that other national groups can as they experience an 

increased sense of cosmopolitan identity” (Souders, 2009 p. 164). The research of 

Souders (2009) refutes Dolby’s assertion and notes that American students who study 

abroad actually have a weak understanding of their identity as Americans. It is here that I 

would argue against Dolby and perhaps agree more with Souders (2009), whose 

qualitative research on American students studying abroad shows a clear pre-departure 

trajectory that demonstrates that: 

they [the students] do not have a concrete comprehension of what that 

national identity is, aside from what they have been taught in their primary 

and secondary education. Only a few of the participants in this study have 

given much thought to the basis of their national identity (Souders, 2009, 

p. 164). 

Nonetheless, it seems clear from the pre-departure interviews conducted in my 

ethnographic research study that students of color have given quite a bit of thought to 

their identities; in fact, they have created strategies for identity articulation that are highly 

fluid, liquid, and hyphenated. In addition, they are cognizant of their positionality, at least 

in terms of the U.S. national discourse on race; that is, they are not “American” per se. 

Thus, how well they understand their identity as Americans must be measured against 

how they have had to negotiate their ethno-racial subaltern status. This complicates the 

study and calls into question competing narratives and understandings of national/nation 

state citizenship and identity, versus ethno-racial minority status identity constructions. 

These participants were about to embark upon an exploratory journey with the 

transnational idiosyncratic self, a self that consists of liquid definitions. 

In the next chapter, I describe how these participants negotiated and navigated 

their subjective differences throughout their sojourns and explore whether their current 

identity articulations of themselves experienced any shift in perception that exhibited a 

move towards cosmopolitanism, post-nationalism, American nationalism, or a greater 

ethno-racial identification. 
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5. Is My Identity My Passport? Reflections Upon Return 

[EAST GERMAN] BORDER GARD: Ausweiss!!! 

[AFRICAN AMERICAN] YOUTH: Huh? 

BORDER GUARD: Identity! Your Identity!!! 

YOUTH: My Identity? 

BORDER GUARD: Pass! (Youth attempts to pass him. 

Border guard grabs him, really pissed.) PASS!!! 

YOUTH: I don’t understand —  

BORDER GUARD: Give-me-your-PASS-PORT! 

 — Stewart & Rodewald, Passing Strange, (2010, p. 41). 

5.1 Introduction 

“All human movement — travel, migrancy, displacement — will, sooner or later, 

terminate somewhere, and arrival is the term for this finality” (Kunow, 2011, p. 334). In 

this sense, arrival and its coterminous metonym finality refer to the transformation that 

occurs when an individual “transcourses” time and actually “arrives” in a space or 

location that is both fixed and unfixed at the same time and begins a process of 

negotiations. These negotiations, be they language usage, interpersonal 

(mis)understandings, or ideologies and cultural habits, present to the individual traveler a 

phantasmagoria of movable entities and movable identities. “Arrival is thus a moment of 

intense affect, not only for the migrants themselves but also for the people encountering 

them” (Kunow, 2011, p. 336). 

As was evidenced in the previous chapter, the participants in this study departed 

the United States with very little historical or political consciousness of their host 

country, very little if any in the way of language skills, and with little allegiance to a 

predominantly American national identity. What was emphasized instead was a rather 

hybrid identification in which the subaltern identity (minority ethno-racial group) was 

emphasized (albeit weakly) over notions of national citizenship and national narratives on 

race and difference. Each of the participants also stated that they were not sure what to 

expect, yet each was adamant that this would be the opportunity for them to make new 
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friends and perhaps, more importantly, see “others” beyond the confines of U.S. national 

borders. 

This chapter explains the process of identity negotiation and (re)formulation that 

the participants developed after their IEE encounters. I chose the title “ Is My Identity, 

My Passport?” because the process for identity articulation and negotiation goes beyond 

legal considerations and notions of a nation-state. In this sense, the participants exhibited 

a very complex and nuanced response to what the IEE experience has brought forth. As 

might be expected, comparison across the four cases is challenging because of the 

inherent differences in race, gender, and intellectual context. Each case also presents 

itself in qualitatively different forms of resistance through the medium of transformative 

learning. In this chapter I ask four overarching questions that are central to this 

dissertation: 

 What is the experience like, and what are the profound learning experiences of 

students of color as they participate in IEE programs? 

 How do students of color relate to the mythologies of U.S. narratives on race and 

difference prior to departure and upon their return? 

 In what ways do students of color (re)negotiate and navigate competing narratives 

of identity and representation; in other words, does the prevalence of U.S. popular 

culture as interpreted internationally affect and inform their relationships 

overseas? 

 Upon their return, do students of color re-articulate their respective identities 

utilizing either a language of cosmopolitanism (global, post-ethnic, or post-

national)? 

This chapter is divided into four sections. The first section discusses arrival and student 

expectation; the second section references social, political, and historical discourses; the 

third section deals with negotiation of what America and being American means; and the 

fourth section discusses identity (re)articulations with a particular interest in seeing if 

there are any transformational shifts in the participants’ national, ethno-racial identities, 
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or whether they have developed a post-national or cosmopolitan view of global 

citizenship. For these discussions  I will examine a number of constellations in which 

cultural dissonance, perceptions, or values are created, prescribed, and performed across 

different social and cultural spaces. The constellations identified are based on a thematic 

organization of the participants’ narrative responses. The post-return interviews were 

conducted and organized to align with the research questions and to provide a coherent 

understanding of the participant experience and their own internal understanding and 

critique of that experience. 

5.2 General trends 

Each participant found the IEE experience to be more than they expected; in fact, they 

were overwhelmed at how much they did not know, how much of their pre-departure 

expectations were based on erroneous information and assumptions, and how little they 

understood the nuances of the cultures and peoples they would be interacting with. 

Additionally, none of them had critically explored their American national identity, and 

all were taken aback by how America and Americans were viewed abroad. This shock 

extended also to how Americans maintained and sustained these images and perceptions. 

In this sense, the participants found themselves confronting representations, histories, and 

pathologies of power and difference with very little armature. All of the participants 

found the experience deeply transformative, and each related in a post-return focus group 

how the IEE program critically challenged them to think about themselves and their 

socio-political location in a dynamic transnational world. All of the participants 

emphatically stated that they wanted to go abroad again to different places and for longer 

periods of time. 

5.2.1 Arrival Expectations 

Oh Wow! It really opened my eyes — it was really cool, it was much 

more than I expected, much more than I expected. I realized that I did not 

know as much as I thought I did. The first thing I felt was WOW this isn’t 

what I thought it was going to be. 
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Brandon says this with the sounds of exhilaration still in his voice; he has had time to 

think about what his sojourn means for him, but I can sense that this experience was 

unlike travelling in the U.S. In fact, all the participants shared the same exuberance upon 

recounting just how “refreshing” the experience was for them to engage and to exchange 

with other individuals in meaningful dialogues and difficult conversations. Brandon also 

noted that upon arrival he was “overwhelmed,” another word that some of the 

participants used to describe their initial reaction to a different continent. I recalled in my 

field notes watching their faces the day of arrival; there was so much chatter, and 

although they were exhausted, the enthusiasm was palpable. After three hours in Madrid, 

I saw their faces change; I noticed they were not chatty or smiling. They stared blankly at 

rooftops, at streets, at people; when asked if something was the matter, some of them 

responded “sensory overload.” All of them realized they were indeed woefully 

underprepared. 

Carlos, who during our pre-departure interview held a strong disinterest for 

visiting Germany, had a complete change of perspective after visiting both Madrid, 

Spain, and Berlin, Germany. In his pre-departure interview he remarked about the history 

of Germany, and made mention that he knew all about Germany from films, television, 

and pictures. However, the visit to Berlin seemed to surpass his expectations: 

I was surprised by Berlin and its multiethnic sort of, you know, 

makeup…I am far more interested to see Germany again. I mean, I was 

sitting there encountering people from all over the world. Um, and they 

were speaking different languages; they still have their culture at least 

intact enough to where they are still speaking their language, which is not 

what I expected from Germany. I would have expected that more in Spain, 

but I did not expect that in Berlin, Germany. There [were more] influences 

from, you know, Africa, the north of Africa and clear into Turkey and 

clear into Iraq. And yeah, I just didn’t expect that, and that’s pretty cool. I 

like that. Hopefully there is the understanding between all of them that this 

has to work, but I don’t know. 

Berlin is a city that prides itself on having an eclectic art scene as well as being a home 

for disparate voices. Several immigrant communities exist in Berlin (Vietnamese, Polish, 

Russian, Arab) with the largest perhaps representing the Turkish community. In addition, 
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the mayor of Berlin openly identifies as gay, thus creating at least a public edifice of 

inclusivity. Nonetheless, the participants who traveled to Berlin realized that their pre-

departure understanding of Germany was biased. 

5.2.2 Imagined Communities and Localities 

Benedict Anderson was the first to coin the term “imagined communities,” in which he 

references the nation as an imagined community of “deep horizontal comradeship” 

(Anderson, 1991/1983, p. 7). In this sense, Anderson is not stating that the existence of 

the nation is imagined ipso facto; instead, Anderson points out how “something as taken 

for granted as the existence of a nation needs to be historicized and understood as a 

heavily imagined (yet not necessarily imaginary) entity” (Kneis, 2013, p. 60). Heavily 

imagined entities, such as nations, depend on a steady and consistent narrative to reflect 

and maintain a unified, imaginary corpus that becomes a “sociological organism.” 

Specifically, Anderson challenges the importance of media, literature, films, and “print-

capitalism” (news) as the vectors for spreading contagious, value-laden representations, 

images, and symbols that signify a whole community. This significance “underlines the 

importance of media, especially literature, for the formation of national identity” (Kneis, 

2013, p.60). In so doing, various national narratives are created and consumed both 

internally and externally, informing how one sees and experiences the Other. In the case 

of my study, it was most interesting to realize through participant narratives the extent 

that media, film, literature, and print news had had on the participants’ perceptions of 

their host countries. 

Media, film, advertising, literature as well as aural and visual arts serve as a way 

of penetrating and colonizing both at home and abroad. A more thorough critique of this 

notion is provided by Fredric Jameson: 

[I]t is no longer the bureaucratic state apparatus that restricts the 

burgeoning of local cultures and local political freedoms but rather the 

transnational system itself that menaces national autonomy, and that on all 

levels: socially by way of…culture-ideology of consumerism; culturally 

by way of American of American mass culture. (Jameson, 1991, p. xiv-xv) 
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Thus, there is a commodification that occurs of both the conscious and the unconscious. 

5.2.3 The Narcissism of Minor Differences?
21

 

“[I]t’s the little things that stood out the largest,” Dora commented:  

things like food…You know, things like the groceries; no, there is a 

different system in Spain and things are different. You know we 

(Americans) can go and pick our groceries and they are all going to have 

their little sticker and all we have to do is bring it to the counter and pay. 

But no…there is a process and certain time of day and you can only get 

certain things…it was an experience just realizing that things are just very, 

very different. 

For Brandon, the differences were mistranslated based on what his American experience 

had been. He comments that his arrival to Berlin was a shock: 

Before I left, I wasn’t too worried about my safety, but once we arrived in 

Berlin, and it was Kreuzberg I think, I saw the street art, what we would 

call graffiti or tagging in the U.S. and I said ‘oh, oh, I really don’t know 

what I’m doing here…it’s not…it’s not like America. 

What Brandon discovers is that the tagging is street art, not gang signs, and that 

Kreuzberg is known for its avant-garde art scene and a large (Turkish) immigrant 

community. He admits he mis-translated the situation and definitely perceived Kreuzberg 

from his American lens. 

Crossing cultures during any IEE sojourn is considered a significant transitional 

event that brings with it a certain level of stress that addresses the confrontational and 

adaptational skills that the participant has developed prior to departure. These stresses are 

gradual and have more to do with acquiring physical comfort and maintaining 

psychological homeostasis. Martin and Harrell (2004) proposed four phases of transition 

                                                 
21

 The “narcissism of minor differences” is an expression from Sigmund Freud (1930/1961) in his treatise 

Civilization and its Discontents. His main argument states that individuals and societies (the subject) 

categorize and create the Other (the object), even though the differences between subject and object are not 

as distant as they would like to believe. Freud referenced an example: “I once discussed th[is] phenomenon 

[that]communities with adjoining territories, and related to each other in other ways as well,…are engaged 

in constant feuds and in ridiculing each other — like the Spaniards and Portuguese, for instance, the North 

Germans and South Germans, the English and Scotch, and so on. I gave this phenomenon the name of ‘the 

narcissism of minor difference’” (Freud, 1961/1930. p. 30). 
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in IEE programs: (a) pre-departure, (b) entry; (c) adjustment and function in the new 

culture; and (d) pre-re-entry, re-entry, and readjustment in the home culture. These 

consequent phases are referred to in international study abroad literature as culture shock 

(Bennett, 1998; Guthrie, 1975; Oberg, 1960; Paige, 1990; Ward et al., 2001). In 

reviewing culture shock, such variables as gender, age, nationality or ethnicity, religion, 

socioeconomic status, cognitive and communication style, and personality may all play a 

role in how the participant will handle the adjustment period with the goal for success 

being measured in how quickly the participant can make the intercultural adjustment to a 

new environment (Bennett, Bennett, & Landis, 2003). 

A study abroad manual is made available to students online at the University of 

California Irvine. This document outlines the various phases of cultural adjustment that 

students will experience before, during, and after their study abroad experience:  

 Preliminary stage: This phase includes awareness of the host culture, 

preparation for the journey, farewell activities. 

 Initial euphoria: The initial euphoria phase begins with the arrival in 

the new country and ends when this excitement wears off. 

 Irritability: During the irritability phase you will be acclimating to 

your setting. This will produce frustration because of the difficulty in 

coping with the elementary aspects of everyday life when things still 

appear so foreign to you. Your focus will likely turn to the differences 

between the host culture and your home, and these differences can be 

troubling. Sometimes insignificant difficulties can seem like major 

problems. One typical reaction against culture shock is to associate 

mainly with other North Americans, but remember, you are going 

abroad to get to know the host country, its people, culture, and 

language. If you avoid contact with nationals of the host country, you 

cheat yourself and lengthen the process of adaptation. 

 Gradual adjustment: When you become more used to the new culture, 

you will slip into the gradual adjustment stage. You may not even be 

aware that this is happening. You will begin to orient yourself and to 

be able to interpret subtle cultural clues. The culture will become 

familiar to you. 

 Adaptation and biculturalism: Eventually you will develop the ability 

to function in the new culture. Your sense of "foreignness" diminishes 

significantly. And not only will you be more comfortable with the host 

culture, but you may also feel a part of it. Once abroad, you can take 

some steps to minimize emotional and physical ups and downs. Try to 
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establish routines that incorporate both the difficult and enjoyable 

tasks of the day or week. Treat yourself to an occasional indulgence 

such as a USA magazine or newspaper, a favorite meal or beverage, or 

a long talk with other Americans experiencing the same challenges. 

Keep yourself healthy through regular exercise and eating habits. 

Accept invitations to activities that will allow you to see areas of the 

host culture outside the university and meet new people. Above all try 

to maintain your sense of humor. 

 Re-entry phase: The re-entry phase occurs when you return to your 

homeland. For some, this can be the most painful phase of all. You 

will be excited about sharing your experiences, and you will realize 

that you have changed, although you may not be able to explain how. 

One set of values has long been instilled in you, another you have 

acquired in the host country. Both may seem equally valid. 

(University of California, Irvine, 2012, http://www.cie.uci.edu/ prepare/ 

shock.shtml. Retrieved February, 18, 2012.) 

For the study participants in their IEE programs, the initial euphoria would eventually 

give way to realizations that would be critical to their understandings of themselves and 

of others. 

“We do things different here” is a rather ubiquitous advertising statement in the 

U.S. It is one of those statements that one doesn’t give much thought to until one finds a 

particularly useful application. In this instance, such a realization for the participants 

marks this statement as particularly useful. American hegemony has given U.S. students 

a false sense of “knowing” other people. There is a sense as evidenced in the pre-

departure interviews that unknowingly, because of their American identity and national 

affiliation, English will see them through whatever international context they find 

themselves in. The urgency for language acquisition wasn’t apparent; also the unstated 

“knowing” existed that students would be able to get around, that another country could 

not be too terribly different. After all, the media, film, pictures, Google Earth and other 

such forms of mediated knowledge had not only already and visually shown the countries 

to the students, but also the national narrative of American exceptionalism conferred this 

knowledge over the other(s) to American students. 
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The ideology of difference manifests itself most readily on the level of 

personality, an emancipation of the “fixed” personality, the personality that we assume in 

our daily living habits in our home community, the personality that is used to routine, to 

the knowable. This “fixed” personality is constructed by external factors (society, 

history) and creates the liminalities that the individual personality must confront. 

Opposing the “fixed” personality is the “dislocated” personality, which occurs when one 

is removed from his or her daily routines, from the familiar settings; it is here that a de-

centering of the self takes place, something akin to Dora’s statement in her pre-departure 

interview: 

I feel like I could try different things without being judged. And so I 

could, you know, I could essentially participate a little bit more without 

having people think, “Oh, why, why is she doing that? Why, what, what’s 

going on with that?” So I take any opportunity like that to kind of try 

different things, try to leave my comfort zone a little bit. 

Dora’s statement expresses a desire to de-center herself, to de-couple herself from her 

post-colonial and subaltern status and to remove her “fixed” positionality vis-à-vis 

American racial discursive practices to a position that is open and allows for fluidity and 

possibility. As such, she hopes to follow the logic of post-colonial theorist Frantz Fanon 

of not being “overdetermined from without” (Ashcroft & Griffiths 1995, p. 325). This de-

centering of the individual creates a new hierarchy of difference, and it is simply the 

representational images of what Dora is (as a Latina from the U.S.) that have changed; 

however as we will uncover later, this too is fraught with symbolic meaning that 

transcends  time and history. Dora, and all of the participants in this study, are the heavy 

bearers of history, a post-colonial history; their bodies and physical appearance have 

already marked them as beyond the borders of the United States. 

5.3 International Views of Students of Color and America 

All the students in my study seemed to feel that America held an interesting and at times 

ambivalent location within themselves and their dialogues with international students and 

others. The participants seemed to enjoy a certain status with their international 
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colleagues that intersected between their minority status and their American national 

status, conditions that were obvious in an accounting of those conversations. 

5.3.1 America as Cool 

I was so surprised my Czech friend asked me “Does everything in United 

States have to be big?” I’m like…what do you mean like everything? They 

just thought the United States is really cool (Suzy). 

For Brandon, and for all of the students participating overseas, it was apparent that 

America’s cultural reach influenced and informed international perceptions of them as 

representatives of American culture and as Latino, Native, or Asian 

Everyone seemed interested in me; they think America is cool; they 

wanted to know more about American slang and kept asking what kinds of 

slang do you guys use and how? [laughs] There is this fascination with 

American culture, music, pop culture, and television, especially television, 

there was an expectation that I would be versed in American television 

(Brandon). 

5.3.2 American Popular Culture-globalization Americanization 

What is interesting in these interviews is not how American popular culture through film, 

music and television is experienced by an international audience, but rather what it 

produces and how it creates and constructs an idea of what America “is” and what is 

“American.” In this sense, the “American identity” becomes mobile; it is exported, 

consumed, and marked by a “satellite-enhanced culture industry” (Hutnyk 2000, p. 220). 

It serves as the coureur du bois of the American Empire; in short, what students are 

confronted with is a representation of what America is through the McDonaldization
22

 of 

American culture. The expectation, then, is that Americans as individuals should be 

keenly aware of cultural shifts and are the cultural bearers of all that is “new.” In effect, 

the participants represented the “coolness” of American culture that their international 

hosts had hoped would be evident from film, print media, and pop music. Each of the 

                                                 
22

 McDonaldization is a term used by sociologist George Ritzer in his book The McDonaldization of 

Society (1993), a cultural criticism of globalized internet discourse and the homogenizing and 

hegemonizing effects on cultural praxis. 
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participants remarked about the degree to which media images, consisting of print, aural, 

and visual, had predetermined how international students expected to experience them. 

What the participants in this study find is that their international compatriots understand 

America through a social imaginary based largely on re-runs (Appadurai, 1996). 

5.3.3 Minorities as Cool 

Engaging with people who showed a particular interest in her was very different from 

Dora’s experience in the U.S., which consisted largely of marginalization. In her 

conversations with her international hosts, Dora expressed surprise: 

They were interested in me…they wanted to know more about what it is 

that I’m studying. One of the students who is of Turkish background was 

really, really interested. And, that’s something that I also took away was 

having that conversation with the Turkish students and realizing, you 

know, that Latinos and Turks as immigrant guest workers had very similar 

experiences. So it was really cool, and she mentioned that she actually 

wants to do a comparative study of Latino experiences and Turkish 

experiences. 

Difference as a discourse in Europe is one that is highly contested and often triangulated 

between culture, politics and identity. 

Particularly difficult to untangle were the experiences that participants had with 

their international compatriots and their experiences with the local populace. On several 

occasions, the participants were reminded that the wonderful exchange of ideas and 

stories that they were sharing with their international student friends did not always 

translate to the host community at large, which will be evidenced later in this chapter. 

However, what the participants did discover is that their scholarly friends were open, 

interested, curious, and already had notions of what and who the student participants 

represented. In other words, the representations of the participants had already preceded 

them and informed the manner in which social transaction and meaning-making would 

proceed: 

At first, they thought I was Turkish or something else, maybe Middle 

Eastern — until I just spoke English…then they started to think 
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“American.” I was treated a little bit differently then, but when they found 

out I was American Indian, they wanted to know more. They were really 

curious and said “we love Indians.” 

Brandon laughs, and then he adds “But if they did not ask, they just tagged me as some 

minority.” He does admit that — although he noted the differential treatment he found — 

he did not have as many of the negative experiences that he often experienced in the U.S., 

“Frankly,” he states, “it was refreshing.” 

Carlos remarked about having the freedom to be a protagonist in creating his own 

narrative, to engage in mutual dialogue with international others who were curious and 

open to engagement. Like Brandon, Carlos also reiterated how ‘refreshing” the 

interactions were on his sojourn.  

For Suzy as an Asian American, the experience was a little different: her marker 

as an Asian American placed her outside the status as an American. “No one really saw 

me as American,” she says shyly, then giggles. “The Czech Republic had lots of Chinese 

restaurants, and they thought I had something to do with that; there were lots of Asian 

tourists, Chinese some Japanese” in this sense the ubiquity of Asian food, culture, and 

tourists placed Suzy outside the discourse of America into that of Other, or Orientalized 

foreigner. She did not fit the media codes that American television was exporting. Suzy 

who already felt as an outsider in the U.S. was reminded of her status again in the Czech 

Republic. “I was always having to explain myself,” she states, “I had to tell them that I 

was American; they had a hard time understanding.” 

Visual and literary images of the participants had already reached their 

international hosts. In a reflexive turn, the visual and literary images of the international 

hosts had also reached and informed our U.S. participants’ perceptions and 

understandings of their hosts. The questions this raised included: who is being defined? 

By whom? For what purpose? And to what end? In what ways are these images 

articulated in relation to other images and under what circumstances? This, then, was the 

work of making meaning of images that not only reflected “scaryotypes” but also 

generalizations of the “Other.” It was just these conversations and dialogues between the 
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participants and their international hosts that emphasized the exchange in the 

“articulation between viewer and viewed, between the power of the image to signify and 

the viewer’s capacity to interpret meaning” (Hall & Evans, 1999, p. 4). 

5.3.4 Minorities as Problematic 

“How does it feel to be a problem?” 

 — W. E. B. Du Bois, The Souls of Black Folk (1903/2008), p. 11 

“Getting stared at was kind of interesting,” said one of the participants. “I kept thinking, I 

am in Madrid…and don’t they do the ‘monkey chant’”? Unfortunately, this is a 

disturbing and sobering fact, one that was also raised by their international hosts. The 

participants had been shielded from many of the overt acts of racism because they were 

protected by an “academic bubble” during their sojourn. However, they were warned by 

their hosts of how perceptions of race and difference are still problematic. Carlos asserts 

that “One of the German students said if I went to Bavaria it would be a little different 

than Berlin; many of the people in Bavaria are threatened by other nationalities.”
23

 Carlos 

then goes on to talk about Spain: 

I was a little surprised by the staring. You know, that double taking of a 

group or people that I experienced; it didn’t happen to me necessarily 

personally but I saw it a lot more in Madrid than I did in Berlin, of people 

looking and watching. I don’t know…there seemed to be a more race-

centric sort of point of view by some of the Spaniards. 

When asked to give examples, Carlos cites numerous micro-aggressions, and then settles 

on a few examples where it seemed that in social interactions the Spaniards were 

dismissive of those students who phenotypically did not look European: 

They were more than willing to listen to particular parties or particular 

people and discounting what other people were saying or requesting of 

them. And in particular, the people they were discounting [one] was the 

Chinese fellow from Germany. Uh, another one was Brandon [American 

Indian student]. Um, and another one was Larissa [African 

American/Caribbean student]. And just seeing it happen a couple times, 
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 This, however, may be more revealing of Berlin attitudes towards Bavaria than of actual fact, a national 

regionalism. 
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well not a couple times, but a few times, repeatedly…kind of, made it kind 

of clear I think that that was part of the issue. And also, the one [student] 

that was from Turkey, Yazmin. 

Carlos then compares what he witnessed in Spain to racism in the U.S.:  

Yeah, and it was a little more reminiscent of the U.S. in that way, or 

certain parts of the U.S., but I did not experience that when we were in 

Berlin…given the history of Germany I thought that was interesting.  

Spain seemed to be much more problematic than Germany. In fact, during the study I, 

too, noted the staring in public places, dismissal of questions, and the immigrant working 

class of Spain which seemed to consist of immigrants from Latin America and the 

Dominican Republic. A couple of incidents were marked towards Dora, whose phenotype 

reflects her indigenous roots from Mexico. Dora made many attempts in Spanish to speak 

to a taxi driver who promptly ignored her repeated requests; it was uncomfortably 

apparent for all present that the taxi driver did not want to acknowledge her “Mexican” 

Spanish. Dora retreated, looked terribly embarrassed and giggled nervously. In another 

episode Dora was referred to as a service worker in one of the Madrid Hotels, an 

experience that Dora found confusing and unsettling. 

Issues of race were also critiqued by the participants, in the form of how the host 

country handled the minorities within their borders. Although the participants enjoyed a 

welcoming and free discourse with their scholarly partners, they found there were 

interesting and somewhat disturbing trends from the local populace, mostly in Spain, and 

interesting and disturbing trends towards immigrants and ethnic populations within their 

host country. Suzy’s encounter with Czech prejudice toward the Roma (Gypsies) 

surprised and disturbed her: 

In Prague, I saw lots of different people, Asians, other Europeans, some 

Africans, but I also saw Gypsies. I would hear my Czech friends say 

things about them, I mean, they just say that, “Oh, those people, um, they 

don’t work so hard and stuff. They don’t go to, like school and stuff.” You 

know? They talk about them in bad ways, they are dirty, they steal, watch 

out. 
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This anti -Roma phenomenon is not just endemic to Prague, but has become an issue for 

Europe in general. These sentiments were echoed several times throughout the sojourn of 

the participants who were warned of “pickpocketing Gypsies,” told “don’t feed the 

Gypsies,” that is the local pan handlers, and were warned that they (the Gypsies) were a 

somewhat nefarious and troublesome group of people. 

Issues of race also surfaced through mistranslation of racial discourses, in this 

case Turkish and Middle Eastern immigrants to Germany were referred to by American 

students (both Euro-American and students of color) as “people of color,” a term not 

widely used or understood in Europe. In particular some Turkish students took offense to 

the word claiming they were in fact “European” and not “people of color.” The American 

participants found that the different discourse was confusing, and they were not always 

sure how to place and where to place individuals they met outside of an American 

context. 

5.3.5 America as Empire 

“One of the interesting things that still to this day is just really shocking to me was the 

perception of the German students of American students.” Dora is now animated and 

excited to share what she feels to be one of the interesting highlights of her IEE 

experience: 

So actually I was talking to one of the German students, and we were 

talking about our background and I was telling them, you know, my dad 

works at this factory and my mom is a janitor, that I come from a working 

class background. And the German student said like, “really, I just, I just 

assumed that you guys were all wealthy because you’re going to school,” 

and I’m like no, no, I’m actually really, really poor … you think that I’m 

rich? I’m not rich, definitely not rich. It was interesting, that she … she 

was like, “well, how do you go to school, then?” That was really 

surprising to me. 

Dora’s experience speaks to the hidden dimension of class, which often is not critiqued in 

study abroad or IEE research. The same corollaries were revealed in a study by Landau 

and Moore (1998), regarding African American students who sought a study abroad 
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experience to a “heritage site,”
24

 in this case Ghana, as part of a quest for personal history 

or roots. Contrary to their expectations, the African American students were not viewed 

as “lost African relatives” who had returned “home.” Instead, the African American 

students were dismayed to find that the concept of Oburoni (White) was applied to both 

African Americans and White Americans, and was synonymous with American. In 

addition, the African American students were struck by the presumed “privilege” their 

hosts ascribed to them. Participants in the Landau and Moore study discussed being both 

annoyed and dismayed that their American identity denoted money, and that, although 

they were African American students who were using financial aid to finance their 

sojourn, they were asked on numerous occasions to loan money to their hosts. In essence, 

they were seen as “rich” by virtue of their “American-ness,” without consideration of 

their class or ethno-racial background. 

An interesting shift occurs here in the perception of the participants. Suddenly, in 

this global context the participants were forced to observe from their post-colonial 

position the neo-colonial reach of their Passport Identity. One of the participants mused 

quietly one afternoon, “Is my identity my passport? That is an interesting thought?” 

Questions of privilege forced the participants, who had experienced racism and 

marginalization in the U.S., to confront from a post-colonial perspective their position in 

a global society, where they were privileged simply by virtue of their being Americans 

who speak “American” English. For example, Brandon expands on this notion by stating: 

People shaped their behaviors because I spoke English. It was as if being 

American made a difference, at least in Germany. In Spain it was different 

because fewer people spoke English; it was somewhat provincial, [and] I 

sensed some kind of anti-American thing there. When you think about it, 

English really is the language of “empire.” 

Brandon’s statement brings forward two very important points worth considering: (a) 

people shaped or changed their behaviors because he spoke English, and (b) English 

perceived as the language of empire. This notion of empire is fraught with complications. 

                                                 
24

 That is, a United Nations Educational, Scientific, and Cultural Organization (UNESCO) World Heritage 

Site. UNESCO currently lists 962 properties worldwide, designated by the World Heritage Committee, as 

having outstanding universal value. See the map and list at http://whc.unesco.org/en/list. 

http://whc.unesco.org/en/list
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These complications manifest in various representations of cultural imperialism and the 

exportation of American popular culture which  created severe cultural dissonance in 

many of the participant narratives, in particular Suzy’s perceptions add value to this 

observation:  

One day on the train, I overheard a conversation about the United States 

and the economic situation, and I heard about the United States wants 

other people to follow, like, for example, Christmas and stuff. They 

[Czech people] say they don’t really have one, but America brought it 

over there for them, and Thanksgiving, and, Valentine’s Day. They say 

they have their own holidays, so they don’t really need something from 

America. 

Such perceptions give way to the reactions experienced by Carlos in Madrid: 

In Spain, this little café treated me better when I spoke to them in Spanish, 

and they thought I was from Mexico. Once I told them I was from the 

U.S., they were a little dryer. 

This observation created in the participants that sense of double consciousness described 

by W. E. B. Du Bois in The Souls of Black Folk (1903/2008). However, what became 

particularly interesting in these interviews is that the subaltern individuals suddenly 

realized that by virtue of the ability to speak English, they were cast in a different light. 

As Brandon and Dora noticed, English was not only an international lingua franca, but 

also a passport that identified one with privilege, or in the case of Carlos, with disdain. 

Yet and still, this disdain was derived from the notions of America as Empire. Also of 

particular interest was the fact that although English seemed to be a lingua franca, it was 

American English that was the most sought after. All participants made reference to 

American accents as opposed to British as the most prestigious. “One international 

student from China was studying English, and he wanted American English because that 

is the language of business,” says one participant. None of the participants before or after 

this interview saw themselves as having privilege; this American privileged identity 

somehow eluded them because they could not reconcile the perceived privilege they had 

overseas with the confrontations they faced in their home country. 
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5.3.6 Americans as Rude 

The 1958 political novel entitled The Ugly American (Burdick and Lederer, 1958) 

presents an uncomfortable fiction of American military and political involvement in 

Southeast Asia. Written during the Vietnam War era, the title serves as a double entendre 

for the physically unattractive protagonist, Homer Atkins, and the boorish behavior of 

American government service employees overseas. “For some reason,” states a Burmese 

character in the novel: 

The [American] people I meet in my country are not the same as the ones I 

meet in the United States. A mysterious change seems to come over 

Americans when they go to a foreign land. They isolate themselves 

socially. They live pretentiously. They are loud and ostentatious. Perhaps 

they’re frightened and defensive; or maybe they’re not properly trained 

and make mistakes out of ignorance (Burdick & Lederer, 1958/99, p. 145). 

Brandon’s experience overseas resonated strongly with The Ugly American; “there were 

a couple of instances,” as he notes: 

Americans behaved pretty embarrassingly with statements like “Why 

don’t more people speak English,” “Where is Dunkin’ Donuts,” or “I 

don’t like the food.”  

When asked how the international hosts received these remarks from American tourists, 

Brandon described how they would become sullen and not respond.  

Each of the participants noticed that in reference to their hosts, they had a 

tendency to refer to the “hosts” as foreigners and not themselves. One incident that stood 

out for Brandon involved his attempts to get directions to the German subway system. 

Realizing he had no command of the German language, he had hoped to find some 

English speakers to provide him with good directions. Walking the streets of Berlin, he 

heard very loud voices and some American curse words with decidedly American 

accents. He decided that these may in fact be Americans, and that perhaps they might be 

of assistance. As he approached, he could see that there were indeed Americans who 

were engaged in loud and boorish banter over copious amounts of beer. Brandon asked 

for directions, which the American tourists promptly gave, and then returned to their 
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conversation saying “See! Look at that! No one here speaks any English! How is a poor 

(expletive) like that supposed to find his way home?” 

Brandon’s examples may seem a little extreme, but these same sentiments were 

echoed by the other participants in their interviews. What is of most interest, is the fact 

that these incidents of boorish behavior were not only meted out to the international hosts 

but also to the participants in this study, which makes this study even more compelling in 

its examination of how race, space, and identity collide in a transnational, polyvocal 

setting. These collisions not only created disequilibrium, but they also inadvertently 

maintained American cultural hegemony by the perpetuation of the American discourse 

on race and difference. Many of the incidents that the participants had experienced with 

their American compatriots abroad provided them the opportunity to rearticulate a 

multicultural critique of “American-Euro-centrism” by “relating hierarchical power 

relations at home with imperialism and exceptionalism abroad, or rather by ‘relating 

those internal categories of gender, race and ethnicity to the global dynamics of empire-

building” (Kaplan, 1993, p. 16). These experiences as stated by the participants 

themselves provided me with an understanding that a critique of American imperialism is 

not geographical but rather relational and contextual: identity can no longer be assumed 

as fixed or essentialized to a geographic region. Identity in itself is mobile, facile, and 

capable of resistance. Perhaps, Paul Giles is correct when he states that “America is 

valuable not for what it might be in itself, but for the interference it creates in others” 

(Giles, 2002, p. 275). 

5.4 Critical Incidents in a Global Context 

At some point during an IEE experience, the sojourner will have an occurrence that 

challenges their assumptions as well as their understanding of themselves and the world. 

These instances will happen; this is part of the intercultural process, and usually they will 

happen in a way that creates disequilibrium. Through his research, Whalley (1996) 

concluded that there is indeed a correlation between study abroad and transformation of 

perspectives. He asserts that perspective transformation is similar to that of moving from 
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an ethnocentric point of view to a more ethnorelative or pluralistic point of view. Therein, 

I agree with Whalley (1996) that perspective transformation is not linear but rather 

recursive and that this transformation may take place after one experience or after a series 

of experiences depending upon the nature of the experience. Those incidents which cause 

significant growth tend to be those which include shame or guilt. This very conclusion 

also concurs with Grunzweig and Rinehart (2003), who claim that disequilibrium brought 

on by new meaning schemes and concepts can lead to intellectual and personal growth. 

Through their interviews each of the participants provided snapshots and vignettes of 

their IEE experience. This pastiche of observations, dialogues, and experiential artifacts 

allowed for a broader perspective and study of the IEE experience overall. 

Although this study did focus on these specifics, I also was interested in how 

these students understood themselves vis-à-vis this experience, and what particular 

incident would have created a transformative turn. In reviewing my data, it was apparent 

that there were certain experiences that were critical and unique for each individual. As a 

result, these experiences were identified in my coding as the central point for 

transformation. Each individual identified one particular situation as the catalyst for 

deeper thinking that spoke to three meta-themes: identity, history, and representation as 

catalysts for social responsibility and agency. Although each of these meta-themes were 

experience by each student, the most pervasive and constant was the theme that “history 

matters”. These incidents were identified as follows: 

 American hegemony abroad:  

o Interactions with other Americans overseas as transformative 

o Whiteness as situationally immutable 

o White Americans as enforces of American racial discourse abroad 

o History Matters 

 History Matters: The Holocaust as transformative or discovering the “Other” in 

myself 

 Colonialism as transformative or (Post-colonial) history matters 

 Representation as transformative or Orientalism and other Cartesian demons 
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The overall consistent meta-narratives linking all four of these topic areas were history 

and identity. In effect, history matters where race and space intersect. What happens here 

is a re-articulation of W. E. B. Du Bois’ famous dialectic of “double-consciousness” 

(1903/2008), wherein through the participant’s unique aperture they see a clear 

juxtaposition between the U.S. and the global that transverses race and space. 

Complicating these movements and moments in time and space are the embodied 

histories and representations of the participants. This study highlights the Fanonian 

notion of being “overdetermined from without”: the “colored” bodies of the participants 

became markers for several discourses in mixed registers. Some of these narratives were 

imposed by outside media and others internally consumed and then re-configured. These 

competing and simultaneous narratives seemed to focus on the participants’ colored 

bodies and called into question their multiple representations in global discourse, and 

what they embody historically and post-colonially.  

5.5 Critical Incidents: Dora 

For Dora, the moment of identity transformation began with an interaction not with an 

international host, or an international situation. For her, the transformative experience 

came about from interactions with other Americans overseas. She recounts specific 

encounters which seemed to scaffold on top of one another, creating a dissonance that she 

needed to reconcile. 

5.5.1 Dora’s Transformative Moment: Negative Interactions with Americans Overseas 

Dora stated pre-departure that she really did not put much thought into her identity, other 

than that of a Mexican-American or Latina, and even then she did not critically reflect 

much upon that identity other than to say that she always had to explain herself. This 

constant explaining of oneself is not uncommon in this sample of participants; all of them 

struggled with identity as a marker and felt that they were forced into narratives that 

needed asterisks or footnotes to capture their identity authentically. For Dora, however, 

the experience of IEE was transformed more by her critical encounters with White 
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American students than by the inquiries and in some cases micro-aggressions of her 

international colleagues and the host country. In one retelling, Dora describes her 

American colleagues in Spain, and their remarks. 

5.5.2 Whiteness as Situationally Immutable 

there were two individuals who kept on making just jokes about black 

people. You know, they would say things and they’re like, “You know, 

just like they say in the hood.” Or they’d say, “This is so ghetto.” Or, 

things that were so uncalled for and, um, when I told them about the, the 

encounter I had in the Madrid Hotel, where I was called a service worker, 

they just laughed and said I was being silly. It was like they totally 

dismissed that situation, I couldn’t believe that. 

Dora expressed how she was dismayed at her colleagues’ behavior; to add to the insult, 

these were individuals from her own institution in the U.S., yet they maintained their 

situated hegemony abroad: 

It was like they could do whatever they wanted in Europe; they were 

saying things about the food, and things like, “oh they don’t have this, but 

we do” or why don’t they have this bread I like, or I don’t like the food. 

There was a lot of complaining. 

Dora commented again on the behaviors that seemed to parallel much of what Brandon 

observed as the Ugly Americans; however, in this instance the ugliness was turned on 

American nationals who were not white. 

5.5.3 White Americans as Enforcers of American Racial Discourse Abroad 

At one point Dora then switches to a confrontation she had with an American professor 

(from a select private school on the East Coast) who was part of the exchange program. 

He had brought with him a group of students who identified as Euro-American and 

refused to interact with the Upper Northwest College students of color. Social gatherings, 

such as lunches and dinners where students could mingle, were highly segregated. The 

participants of my study sensed and understood they were not encouraged or invited to 

engage with their private school compatriots. For Dora, as well as the other participants, 

this was particularly hurtful because she mentions that the white students also said that 
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“the multicultural group really doesn’t fit in here,” which left Dora feeling that somehow 

Europe was not for them. 

I then asked Dora if these scenarios played out in front of her international 

colleagues. She responded “yes [pause] and it was the international friends who helped 

me through all of this; they were really shocked when the professor from the private 

school said we were playing identity politics if we asked critical questions about 

minorities in Europe.” Dora’s last encounter with that professor occurred during a 

presentation she held at a local German college, where she decided to present on negative 

images in the media regarding Mexican immigration. She hoped to juxtapose these 

images with trends in Germany that focused on guest workers. At the end of her 

presentation  the professor remarked that she had no focus and all her images were 

negative. Dora seemed confused by his comment: 

But at the beginning of my presentation like, on the historical part of it, I 

didn’t have any negative images, they were just neutral images. They were 

just images of Mexicans being transported, so I wasn’t really sure where 

he was going with it. But I was honest with it. I said, you know, this is 

something that I did just for this particular presentation. I haven’t done my 

thesis work on this, so I haven’t used any qualitative or quantitative 

methods, but in the future I will. And I was just shocked that he mentioned 

that in some show, Weeds,
25

 that there’s some positive portrayal of 

Latinos. And I was like, isn’t that all about drug dealers? 

In this sense, the Euro-American students and their professor maintained and defended 

the American narrative on race and difference, with their first casualties being U.S. 

students of color. This move towards imperialism marks a post-colonial turn in how the 

students of color, even in a distant land, were still under the colonial influence of U.S. 

racial discourses. 

Perhaps most interesting are the ways in which these discourses were acted upon 

and through students and faculty, and it is here that post-colonial theory as voiced by 
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 Weeds is a popular television series that began in 2005 and was produced by Jenji Kohan. The series 

focuses on the intrigues and machinations of a single-parent woman who decides to illegally grow and sell 

marijuana. The plot involves numerous nefarious characters, with the Latino (Mexican) characters 

predominantly depicted as gang-bangers and drug lords. 



162 

 

Frantz Fanon and Albert Memmi “recognizes that colonizer and colonized are intimately 

constructed identities that lead to an inseparable subjectivity (Ling 2002, p. 69). Herein 

lies the dilemma of the participants in this study: They are inextricably tied into webs of 

interlocution which force the post-colonial subject to “mobilize not just a single 

‘identity’,  but rather several fluid identities which, by their very nature must be 

constantly ‘revised’ in order to achieve maximum instrumentality and efficacy as and 

when required” (Ling 2002, p. 69). 

5.5.4 History Matters 

The last encounter Dora had was at the Holocaust exhibit, which forced her to reflect on 

history. She concluded from her visit at the Holocaust exhibit that the reasons her Euro-

American colleagues behaved the way they did was because they were so disconnected 

from history. In Dora’s mind, the rupture between being and historical time had disabled 

these individuals from truly understanding the gravity of their statements and the pain it 

was inflicting on others. Dora remarked that the Holocaust exhibit allowed her to deeply 

reflect on the fact that: 

people don’t realize that even if they’re little things, things you say that 

are hurtful, if you keep on hearing them all the time, they add up. When 

we hear about history, you know if it’s too difficult, or if it’s really 

depressing ,or something horrible happened, we typically tend to kind of 

block that and put it away in our memory. It just becomes a memory, and 

we know that things happened, horrible things happened, but we don’t 

necessarily look back on those things and try to make things better. And so 

one of the things that, you know, I realize is that it’s important to talk 

about those things, and it’s important to have these discussions so we 

don’t repeat the same things. But it’s just so difficult to have these 

conversations, [and yet] they’re just so necessary to talk about slavery, the 

Holocaust. 

5.5.5 Dora’s identity articulation 

The interactions that Dora had with the American nationals overseas proved to be the 

most challenging for her and created the most dis-equilibrium. In the literature it is this 

dis-equilibrium that brings about the greatest transformative shifts for students ( Bennett, 
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Bennet, & Landis, 2003; Grunzweig & Rinehart, 2003; Mezirow, 1991). In Dora’s case, 

she remarked openly that her IEE experience greatly enhanced not only her desires to 

travel overseas and experience others, but also her ability to look at herself and her own 

identity through a new lens: 

When I first arrived, I think I had an existential crisis. Who am I? I had to 

define myself in a place, in the world, and I honestly never really thought 

about, um, having to question my identity or having to embrace it more. 

But I think that, you know, having that interaction with the elite private 

college and the [Euro]American students really kind of motivated me to 

embrace it even more, and to say this is who I am and yes, I’m not going 

to be ashamed of accepting the fact that I am a Mexican American. It’s 

who I am, and if I just call myself American, I’m lying and I’m, you 

know, hiding half of my identity and I am Mexican American. 

Dora’s experience highlighted several interesting features about study abroad and IEE 

programming and student participation. First, her experience highlighted Americans as a 

privileged class internationally; it is apparent that Dora and the other participants had not 

considered notions of privilege prior to departure or upon return; they had not critiqued 

themselves as “American” and did not understand that they embody an “American” 

identity” to an international audience. For Dora as well as the other participants, moments 

like these proved awkward and puzzling; Along with different discourses on race, 

ethnicity and gender, class was a marker that had not entered into the constellation of 

possibilities that may be interrogated overseas. 

Second, Dora was confronted with the immutability of “whiteness;” in this 

context “white-ness” held a normative position and was reinforced by the behaviors and 

attitudes of her Euro-American compatriots. Dora, as well as the other participants of the 

study, became the object, not the subject of “representations” of people of color, “a 

process that allowed ‘whiteness’ to remain unproblematic even as it projected destructive 

images and fantasies of non-white “others” (Giroux & McLaren, 1994, p. 37). 

Lastly, Dora’s confrontation with the professor over media images of Mexican-

Americans was one that was humiliating for Dora, just as in the discussion on Weeds 

mentioned above. In this case the white professor exemplified an imperial attitude that 
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was perpetuated through his own position of power as the pedagogue. As such, Dora was 

forced into the subaltern position of the silenced; she, therefore, found herself in an 

invisible representation of an agent-less image. She became, in essence, a blank slate in 

which the professor himself could re-inscribe meaning based on cartoons, television sit-

coms, and negative messages in general about Latinos. What is so unfortunate is that in 

this global and international context, the professor could speak freely and from a place of 

power to define who and what Dora is and should remain, no matter where in the world 

she travels; his textual authority alone condemned her to a global subaltern status, thus 

enforcing American narratives about Latinos, and by extension Dora, for the 

consumption of an international audience.  In this particular case textual authority refers 

to the power educators use to legitimate both the value of a particular image or text and 

the range of interpretations that can be brought to bear in understanding it (Giroux,1992a, 

p. 220). Critical theorist Bell Hooks provides an insight into how such interactions 

translate to the subject and to the audience:  

No need to hear your voice when I can talk about you better than you can speak 

about yourself. No need to hear your voice. Only tell me about your pain. I want 

to know your story, and then I will tell it back you in a new way. Yell it back to 

you in such a way that it has become mine, my own. Re-writing you I write 

myself a new. I am still author, authority. I am still colonizer, the speaking 

subject, and you are now at the center of my talk. (hooks, 1990, pp. 241-243) 

Subsequently Dora found she had to find her own agency to re-define and re-

narrate her own identity. 

5.6 Critical Incidents: Carlos 

Spain was the real highlight for Carlos. He had actually evinced a particular interest in 

this country over Germany, where the IEE Program would conclude. His earlier 

comments reflected his desire to go to a place that he felt previously had heightened 

revolutionary thought and socialist thinking. Carlos’ experience in Spain would prove to 

be very different. 
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5.6.1 Confronting Colonialism: Transformative Moment for Carlos 

Carlos was aware of his indigenous Latino roots to Mexico, but he never really thought 

critically about how those roots connected to his national identity. He responded in the 

pre-departure interview with a certain level of ambiguity to how he identifies, and he 

even focused on his suspicion of checking boxes and placing people in categories without 

talking to individuals first. Carlos asked the question, “Why do people need to know, or 

put me in a box before we have a conversation?” In effect, Carlos had not problematized 

his physical presence, he had not interrogated how his body is inscribed with a meaning 

from without. In particular, Carlos, as evidenced from the post-return interviews, was 

surprised by the level of racism he encountered in Spain: 

5.6.2 History Matters 

We were in Alcala, a monastery and…just like a lot of native lands, there 

was a monastery and there was a detention facility…you know, like a fort 

where you put the Indians, and I’m sitting there thinking to myself, “Okay 

well, here we go.” We go to Spain; we go to a monastery, and it’s like the 

same theme…I mean, that has been a pattern which that particular history 

has followed, and they did it in Mexico City; they did it all the way — I 

mean they did it all, every place of worship was covered with these 

monasteries. 

Carlos expressed that the history of colonization became very clear for him: 

It was emotional for me.…We went to the crypt of the Spanish kings; you 

wouldn’t believe the gold that went on to the coffins, uh the crypts, and 

then the gold in the Church of Toledo. I mean the whole altar is gold! And 

then you think: the natives, how many natives did this take? How many 

died?…And no one talked about it. 

At this moment, Carlos is asked what he felt was missing during his sojourn. It was 

apparent that the pre-departure preparations had not prepared him for his trip: 

What is missing is the context…or the text, whichever way one wants to 

look at it. I think of it as a fact that is being omitted…I think these things 

are omitted on purpose; it’s a long pattern, and when I do ask questions 

and they are not acknowledged, it lets me understand that this person or 

country still believes within the broader, uh, context of history, that their 

perspective is superior than anyone else’s. 
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For Carlos the experience in Spain caused him to reflect on the context, the historical 

context, of his own colonization and the colonization of Latinos and indigenous Latinos 

in particular: 

You know, we [Latinos] have a saying that Spain is the Madre Patria, and 

we would not be Catholic if it weren’t for Spain; it really affected the way 

we see ourselves and being here makes me think about how much of that 

was put on a people. 

Carlos’s statement reflects much of what cultural theorist Jan Assman refers to as cultural 

memory, specifically how “collective (and especially ethnic) identity is always a central 

function of cultural memory” (Assman, 2005, p. 3). “The past is needed because it 

imparts togetherness. The group acquires its identity as a group by reconstructing its past 

togetherness, just as the individual can use his memory to convince himself of his 

membership in the group” (Assman, 2005, p. 94). For Assman the social aspect of each 

individual’s memory becomes a communicative memory that is part of the collective 

narrative of a group of individuals; hence, communicative memory becomes what we 

know as cultural memory. 

5.6.3 Carlos’ Identity (Re)articulation 

What is apparent from Carlos’s interview is that his position as a post-colonial subject 

stood out as a decisive factor for him on his sojourn. His expectations of Spain, the 

Madre Patria, were dampened by the colonial history and realities that occurred not in a 

distant past but informed the current “context” and social structure and racial attitudes he 

witnessed in Spain. Carlos understood that this positioned him squarely as a recipient of 

that colonial past: 

I realize that history is important after visiting Spain and Germany 

(pause); history matters…I mean, who I am in America was determined by 

a history. I did not really understand that and wasn’t really taught that until 

I came here to Europe and had the freedom to not always be judged but to 

explore what being indigenous north and south of the border really means. 

I mean, I love Spain and Germany, and I want to come back, but I do 

question what it means to be Mexican American with indigenous roots in 

America. I need the history to know where I fit in the world. 



167 

 

The experience created a profound shift in which Carlos highlighted his Pan-

American indigenous roots. 

5.7 Critical Incidents: Suzy 

Prague was a completely different experience for Suzy. She found herself not with a 

cohort of other American students, but rather working in a laboratory with other Czech 

nationals. She had no mastery of the Czech language, and her English, she admits, had an 

accent that made it difficult for some to understand. Prior to her departure, Suzy spoke 

about her concerns for safety, but she also mentioned that her physical appearance also 

may be problematic: “No one will think I am American.” 

5.7.1 Suzy’s Transformative Experience: Representation as Transformative 

For Suzy, Prague was a fantastic experience but one that brought to her attention that she 

really was not viewed as an “American.” 

I come from Oregon, so, people expected me to be, I mean, maybe just 

like with blond hair, blue eyes, or something. And when they first saw me, 

they didn’t say anything , but I could feel something like, I was just a little 

bit different from what they expect. 

Suzy found that interacting with individuals in the Czech Republic always meant 

explaining who she was. She also felt that “Asian” was outside of the media perceptions 

her international hosts had about Americans. For Suzy, the experience marginalized her 

to the status of “foreigner” and denied her the privileged access of American (White): 

“They treat foreigners different; like you can feel not so good, and, um, sometime you 

just feel like, oh, you are not at home, and it, it is just a sad, sad, sad feeling.” 

5.7.2 Suzy’s Identity Articulation 

This experience reinforced in Suzy a sense of otherness that she was always familiar with 

from the U.S.: “The term American has less meaning for me after this trip because it 

means so many different things, and people challenge me about being American.” 
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Suzy’s particular case is one that required a different trajectory in discussing. Of 

all the participants in this study, Suzy’s identity was perhaps the one fraught with the 

most difficulties, one that expresses the post-(de)colonial dilemmas of Asians in 

America, as illustrated by Ling: 

Despite the long history of Asian immigration to the United States, the 

mainstream media has characterized their progeny as either a “model 

minority” or/and the unassimilable, irreconcilable, and irrevocably alien 

“Other” (Ling, 2002, p. 124). 

Suzy’s interviews focused on her feeling outside the stream of consciousness regarding 

issues of American identity, including the feeling of being outside the discourse of other 

American ethnic racial minorities who also view Asians as a “model minority,” thus 

leaving Asian-Americans sometimes outside the boundaries of racial discourse regarding 

power relations. For Suzy, the representations of Asians abroad through the mainstream 

media had not been a discourse of inclusion; in fact, it was Suzy’s experience that 

somehow Asians represent the global “other” in a world of representations. For Suzy, her 

identity as an American simply did not exist; instead, she was reduced to a representation 

of Asia’s diverse cultures and treated as an interchangeable part. International images of 

Asian female mail-order brides and sex workers only served to promote images of Asians 

and by extension Asian-Americans as something consumable. Thus for Suzy, her 

concerns for safety were well taken because, in short, the “Asian female body becomes 

the site for global hypermasculinity, regardless of individual desire or willingness to 

participate” (Ling 2002, p. 165). 

Here one could argue that gender manifested in Suzy’s hyper-concern for safety; 

however, it is obvious from her location as an Asian woman in a European country that 

such gender distinctions arose precisely because of their embeddedness in race, and as 

such, Suzy became located in what Kirsten Petersen and Anna Rutherford (1986) refer to 

as the space of “double colonization.” Asian women already exist in a highly gendered 

context due to mainstream European and American exotification of Asian women. 
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Ling (2002) posits an interesting observation which correlates with Suzy’s 

constant reference to blond hair and blue eyes in the writing of Betty Ann Bruno who 

states, “as a young girl growing up in 1950s California, [I] found [myself] in an all too 

common but ‘horrible position of being prejudiced against myself’” (Bruno, 1991, p. 

213). Despite much of the imagery that defines Asian women as sexy or sexually docile, 

Bruno coveted “blond hair and blue eyes and the status that goes with them…Asian 

women aspiring for upward mobility search for methods to enhance their features: 

through eye surgeries for rounder eyes, diets for whiter skin, thinner bodies. International 

images of Asian and Asian American females as something consumable” as mentioned 

above, only add to that complex ( Ling 2002, p. 132). For Suzy, her experience overseas 

reinforced her feelings of “otherness” and provides, for our consideration, a special 

example of how representations are articulated globally and accepted tout court by non-

Asian countries in ways that do not speak to the multiple experiences of Asia or America 

or that accurately represent the diverse plurality of the American public: 

To understand Asian-Americans it is no longer sufficient to comprehend 

their roots in U.S. history, or for that matter, in countries of origin, but a 

multiplicity of historical trajectories that converge in the locations we call 

Asian America, but may diverge once again to disrupt the very idea of 

Asian-Americanness. It is multiple locations in the same physical space 

that has introduced a new fundamental contradiction to the idea of Asian 

America, overdetermining the inherited contradictions of pan-ethnicity, 

and nationally or more locally defined ethnicities.  (Dirlik, 1996a, p. 13) 

5.8 Critical Incidents: Brandon 

For Brandon, the international sojourn evoked a need to define himself as a Native person 

against the gigantic historical backdrop of mass genocide. 

5.8.1 Brandon’s Experience: Discovering the “Other” in Myself 

Berlin, Germany was the highlight for Brandon. He remarked about the cosmopolitan 

atmosphere, the avant-garde art scene, and more importantly the new friends and 

perspectives he made in Germany that enhanced his own academic profile. 
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5.8.2 History Matters: Holocaust as Transformative 

“For me the one big critical incident that made me do a lot of thinking was the Holocaust 

museum.” Brandon seems full of emotion as he describes what this experience brought 

forth for him on his visit. “It was overwhelming that a museum about this event would be 

in this country [Germany] where the atrocities occurred; they showed us ‘Here’s how it 

happened’ (pause). It was ugly!” Brandon then describes the small model of the gas 

chamber that shows the process, the masses of people being exterminated; the model 

elicited numerous responses from the participants during the visit, and in one incident, a 

student who was Jewish had an emotional breakdown. Brandon continues: 

I had no idea, just seeing that and how many people…that we could do 

that to people…the most interesting was the propaganda exhibit; it was 

interesting to see how we can view the “other” — the “other,” those who 

are not compatible…it is frightening this happened that recently. This is a 

fairly recent tragedy, and it makes me wonder how much we still operate 

under the same rules and conditions; I wondered how we could go that far 

and frankly, you know, be okay with that. You could see that attitudes and 

thoughts about other people were conditioned over time; it was a slow 

process, and it made me wonder if my actions may influence the futures of 

others like LGBTQ people. Like, are my behaviors aiding something like 

that; am I somehow inflicting this in some capacity on someone? To see 

the Holocaust in it is various stages is important to see how it came to be. 

Brandon felt that the experience of the Holocaust exhibit at the Museum of German 

History in Berlin was the most profound learning experience he had on his sojourn: 

it made me a lot more aware of my role in the global society — it also 

helped me in school with difficult discussions and cross-cultural 

communication. I realize now what it’s like to be a foreign person in a 

foreign land; it makes me reflect on how I act and what kinds of questions 

I should ask. I think it is about global citizenship and understanding and 

being able to adapt to the “other.” 

5.8.3 Brandon’s Identity Articulation 

As a descendant of the remnant tribes of North America, Brandon found the Holocaust 

exhibit in the Museum of German history the most moving. Through this experience, 

Brandon juxtaposed his own aboriginal history and that of the destruction of Jewish 
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communities throughout Europe. Perhaps most moving and compelling was that such acts 

could be recreated using the same algorithm of de-humanizing whole communities 

through propaganda as has been done with other people under other historical contexts. 

For Brandon the realization of locating oneself in the Other was a critical transformative 

learning shift that influenced how he saw himself and where he located himself not just 

globally but rather in relation to social responsibility. In addition, Brandon found himself 

critiquing his Euro-American compatriots who seemed to enjoy certain privileges that 

were not shared by him in certain international contexts. It was apparent to Brandon that 

as an indigenous person of the America’s he was, and in fact needed to be, an indigenous 

representative who could insert himself into global dialogue and into global contexts, 

with the social responsibility to speak to injustice. 

It is clear from Brandon’s experience that the trajectory he took was to become 

more aware of social justice issues and how to translate learning into action. He spoke at 

length about how this experience forced him to think further about graduate school, and 

how he planned to pursue a graduate degree with an emphasis on social justice:  

I feel more American Indian than American…I can place myself in a 

global society; the experience made me want to dig more into my own 

ancestry, particularly in a global context. I think this is important 

especially for Native Americans who tend to disassociate themselves from 

a global context. I believe knowing more about myself can help others 

understand themselves, and what I do could potentially influence someone 

else far away. I want to make sure that my actions are not damaging. 

Brandon’s sense of personal responsibility was heightened by his international sojourn, 

the interactions with others, and the intersections of identity and history.  

5.9 Overview of Results 

In reviewing these case study narratives, it was apparent that the IEE experience for these 

participants yielded positive results in the following areas: better cross-cultural 

communication skills, a greater appreciation for international issues, a greater sense of 

self-efficacy, and enhanced academic performance upon return. All these results re-

emphasized the learning outcomes as reported in the study abroad literature. 
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Each of the participants exemplified some level of transformative learning, 

particularly as outlined by Jack Mezirow (1995, p. 50) in his ten phases of transformative 

learning: 

1) A disorienting dilemma: all of the participants were faced with a 

disorienting dilemma during their overseas sojourn that directly 

correlated with profound learning experiences. 

2) A self-examination with feelings of guilt or shame: each participant 

experienced some degree of surprise and dismay at how much they did 

not know about their hosts as well as themselves; each utilized this 

feeling of “shame” or “guilt” to move towards greater learning and 

understanding. 

3) A critical assessment of epistemic, sociocultural, or psychic 

assumptions: All of the participants engaged in a critical assessment of 

their own personal epistemes as well as those sociocultural and 

psychic assumptions that are manufactured nationally and globally. 

4) Recognition that one’s discontent and the process of transformation 

are shared and that others have negotiated a similar change: 

Throughout this study it was apparent that the participants were able to 

triangulate, either verbally or through observation, what was 

happening and to critically question and examine those processes. 

5) Exploration of options for new roles, relationships, and actions: re-

articulating national narratives around difference and discovering the 

historical roots of these narratives allowed the participants and their 

compatriots the discursive space to interrogate multiple meanings of 

difference and power. 

6) Planning a course of action: each participant not only evinced a shift in 

identity perception but also exemplified greater agency by seeking 

opportunities to engage in their own and others’ further learning. All 

of the individuals who participated in this study stated this experience 

spurred them to seriously consider graduate study, to further their 

study abroad, and to seek outlets and venues to engage in the work of 

social justice both locally and globally. 

7) Acquisition of knowledge and skills for implementing one’s plan: For 

all of the participants the networking they gained through their 

international sojourns assisted in creating new and diverse ways of 

communicating and strategizing about how to move oneself forward 

academically and professionally. Some participants evinced an interest 

in preparing for graduate study overseas; others maintained contact 

sharing research information, research techniques and employment 
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opportunities with each other. Language skills and the desire to learn 

foreign languages were increased in all participants.  

8) Provisional trying of new roles: not only were the participants 

interested in trying new roles, they created new roles for themselves 

throughout their sojourn and upon their return. This, in part, was due 

to their new identity articulations and their ability to locate themselves 

on a global stage without losing their rootedness to particular 

communities within the United States. 

9) Building of competence and self-confidence in new roles and 

relationships: all of the participants upon return had a greater sense of 

self-confidence, self-efficacy, which was exhibited in their increased 

academic performance and in post-graduate planning. 

10) A reintegration into one’s life on the basis of conditions dictated by 

one’s perspective: re-integrating new perspectives was one of the main 

learning outcomes of this study abroad experience. Each participant 

articulated in their own words how the experience profoundly shifted 

their notions of self, the world, the Other, and their social 

responsibility to remain active and engaged citizens. Conversations 

ranged from graduate study goals, to service learning opportunities, 

further study abroad opportunities, and sharing of the experience with 

other students and peoples. Perhaps the most profound learning for all 

was a deeper commitment to actively engage in the work of social 

justice and human rights. Each participant clearly articulated the 

impact these sojourn had on their active involvement in leading such 

efforts. 

Although these were the positive outcomes of the participants IEE experience, there were 

further outcomes of this study that called into question other aspects of the IEE 

experience.  

 First, it was apparent and disconcerting to witness how under-prepared the 

participants were prior to departure. None of the participants were able to articulate a 

clear understanding of their international destination’s history, culture, political issues, or 

social structure. In addition, language skills were lacking in many of the students, which 

went along with a strong reliance on English as the default language in many instances. 

Heavy media influences also informed the participants’ pre-departure expectations and 

created in students a dis-equilibrium upon arrival to their host country. The lack of 

preparation and the over-reliance on English as a lingua franca — along with 
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(mis)informed images of the international hosts through American media images — 

underscored this lack of preparedness. 

As regards the identity articulations of the participants: it was apparent that the 

participants of this study came away from their sojourn with a more critically nuanced 

understanding and affinity towards their ethno-racial identity, as opposed to identifying 

as a “global citizen” or an “American National.” This finding goes against the research of 

Nadine Dolby (2004) who argues that international sojourns raise the resolution of 

American national identity in students who study overseas, and because of this strong 

American national identity these students do not develop a more “cosmopolitan” 

sensitivity or sense of “global citizenship.” 

Other researchers have recently begun to refute Dolby’s findings. Scholars in the 

area of identity articulation such as Streitwieser (2009) and Souders (2009) found that 

European students who participated in ERASMUS programs came away with a more 

European national identity and with a country-specific identity. In addition, Souders 

(2009) reports that upon return American students developed a  stronger sense of a 

national identity, but they became  Americans with an asterisk, that is, they began to 

critique their own national identities. I argue based on the participant interviews in this 

study, that both the global presence of U.S. popular culture and the post-colonial 

racialized identity of the participants placed them in a peculiar juxtaposition between 

American national identity — which is perceived as “White” internationally — and their 

own ethno-racial specific subaltern identities. I would argue that the IEE experience for 

post-colonial participants creates a more critical reflection on what it means to be a 

“global citizen” in a transnational world and what it means to be a “global citizen” with 

an ever-present, post-colonial past and subaltern present. What emerged from these 

interviews was a profound relationship critical of colonialism and the contradictions 

inherent in IEE/study abroad programs that promote a universalist cosmopolitanism 

approach, with global citizenship as a profound and guaranteed learning outcome to 

move students away from both ethno-specific and nationalist allegiances. 
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Thus, what is problematic in IEE/study abroad programs is the proclaimed 

universalism and democratization of international education and the colonial, or rather 

neo-colonial, position and messaging that it produces. Herein lies the contradiction: while 

study abroad is seen as a desired experience every student should have in one’s academic 

portfolio, it is still perceived and marketed as the experience of a lifetime for an elite few. 

The “experience of a lifetime” often becomes an experience that leads to “global 

voyeurism” of global “others”. For the post-colonial student, the promise of a universalist 

cosmopolitan aesthetic is not seen as inclusive by the very nature of the neo-colonialist 

approach to IEE, which includes marketing and funding for such programs. 

What results from such mixed and contradictory messages for post-colonial 

students is what Hage (2010) refers to as a process of “racial mis-interpellation” in which 

“[the] racialized person is included in the grand-narrative of ‘everyone can participate in 

IEE and become cosmopolitan’ but no sooner does the [racialized person] respond to the 

call and claim their spot [they are] brutally reminded that they are not part of ‘everyone’” 

(Hage, 2010, p. 122). This particular concept of racial mis-interpellation, as demonstrated 

in the narratives of the participants, was reflected in multiple instances and multiple 

contexts throughout their sojourns, with many of these instance being instigated by 

American compatriots overseas. Cultural theorist Julian Go (2011) aptly describes this 

phenomenon by stating that “Under modern colonialism, one of the characteristic features 

of cosmopolitanism — as openness to humanity and thus a striving for the universal — is 

inscribed onto the colonized lifespace but is then put out of reach” (Go, 2011, p. 5). 

What is apparent from these post-return narratives is that during their sojourn 

abroad the participants experienced contradictions in four registers: 

 They realized that their identities and their representations from the U.S. are in 

fact global narratives broadcast all over the world through different media and 

technological modalities. 
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 They found that their own American compatriots contributed to the enforcement 

of racist narratives and representations and that their Euro-American compatriots 

exercised both privilege and power overseas based on these representations. 

 The participants experienced contradiction in the form of who speaks for whom. 

In this instance, their attempt to mediate and to re-negotiate their identities met 

with opposition not from their international hosts but rather from their American 

compatriots who insisted on maintaining the American discursive patterns of 

raced privilege and exclusion. 

 Finally, as perhaps the most profound learning outcome, the participants realized 

that to effect change would require that they become agents and actors who, 

through critical self-reflection, bring about an emancipatory aesthetic to the 

conversation on difference. 

The participants of this study also articulated another interesting observation through 

their case study narratives. It became apparent from their own observations and 

interactions that on a macro-level, there existed shifting tectonics as regards the nature of 

transnational migration and cultural change globally. It may be suggested that “in the 

present time, European modernity is undergoing a further cosmopolitan transformation 

arising from the encounter with the non-European world, as a result of migration, 

multiculturalism, and globalization” (Delanty, 2006, p. 41). 

Using this statement by Delanty as a point of reference, I believe that the 

participants of this study, throughout their narratives, were in fact articulating precisely 

just these transformations and changes in European modernity. Their positionality, in this 

sense as post-colonial subjects, provided them with a “punctum Archimedis” or 

“Archimedean” point of reference on the polyvocal registers of difference and their 

shifting tectonics. IEE programs and study abroad are formulated not with these 

monumental changes in modernity in mind but rather on old theories from the 

enlightenment of what a cosmopolitan person is and should be. Frantz Fanon makes note 

of this changing or shifting registries of modernity between the West (Europe-United 

States of America) and the Rest (non-European world): 
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Today we are present at the stasis of Europe. Comrades, let us flee from 

this motionless movement where gradually the dialectic is changing into 

the logic of equilibrium. Let us reconsider the question of mankind. Let us 

reconsider the question of cerebral reality and of the cerebral mass of all 

humanity, whose connections must be increased, whose channels must be 

diversified and whose messages must be re-humanized (Fanon 1961, p. 

314). 

It is precisely these contradictions in terms that the participants of this study raise, 

particularly from their location as post-colonial subjects. 

5.10 Summary 

This chapter presents the findings of my research study. The study was designed to 

answer specific questions: What are the students’ perceptions of their stay abroad and 

what are the profound learning experiences of students of color as they participate in 

international education exchange programs? More specifically, how might the 

international education exchange program experience be transformational in expanding 

intercultural competencies and problematizing notions of national identity with a 

concurrent minority status and ethnic identity ? What might be a legitimate critique of 

study abroad and international educational exchange programming as regards the 

negotiation and/or articulation of that identity? 

A number of different themes emerged from the collected data to answer the 

research questions and were organized as meta-themes to allow for more exploration. The 

three overarching meta-themes that defined the IEE experience for these students were: 

(a) American hegemony abroad and its cultural reach overseas, (b) history as an integral 

force in self-understanding and identity articulation, that locates oneself in a global 

context, and (c) representation as a mode of understanding and experiencing individuals 

both domestic and international.  

The results of this study indicate that for each participant the IEE experience was 

more than they expected; in fact, they were overwhelmed as to how much they did not 

know, how much of their pre-departure expectations were based on erroneous 
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information and assumptions, and how little they understood the nuances of the cultures 

and peoples they would be interacting with. Additionally, none of them had critically 

explored their American national identity, other than from their ethno-racial subaltern 

position in American racial discourse. In addition, all were taken aback by how America 

and Americans were viewed abroad, and more importantly how Americans maintained 

and sustained these images and perceptions. In this sense, the participants found 

themselves confronting representations, histories, and pathologies of power and 

difference with very little armature. To conclude, all of the participants found the 

experience deeply transformative, and all related in a post-return focus group how the 

IEE program critically challenged them to think about themselves and their socio-political 

location in a dynamic, transnational world.  

 Perhaps most critical to this study were the profound and nuanced shifts in 

identity articulation the participants incurred. These findings contradict the conventional 

belief and research of (Dolby, 2004; Souders, 2009; Streitwieser, 2009) that students who 

study abroad become more “American,” “cosmopolitan,” or even “post-ethnic” or “post-

national.” What was evidenced in this research is the disconnect between the rhetoric of 

study abroad, as creating cosmopolitan and global citizens, and the actual outcomes. The 

results of this research demonstrate that the participants developed a deep appreciation 

for a “critical” cosmopolitanism, a cosmopolitanism that does not produce post-ethnic or 

post-national sentiments but which provides instead a critique of American and global 

discursive practices on race and difference both at home and abroad, as well as a critical 

examination into the pathologies of power and the agency to effect change. For IEE 

programming to move beyond its current station of cosmopolitanism as an 

enlightenment-era universalism, practitioners will have to embrace the cacophony of 

different voices and registers on difference. 

 The following chapter will provide a deeper theoretical discussion and expansion 

upon the three meta-themes provided by the participants. Chapter 6 will use these meta-

themes to inform a broad theoretical framework for situating a critical, trans-national 

pedagogy in IEE programming. 
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6. Theoretical Discussion and Considerations:  

This chapter discusses the findings and addresses some of the theoretical underpinnings 

of that discussion as it pertains to student identity articulations and pedagogical 

developments of IEE programs. The discussions review the findings based on the 

research problems, and it examines how the findings are supported by the review of the 

literature. The purpose of this chapter is to provide a more in-depth and rigorous 

discussion of the complexities of transnational educational programs and the issues of 

identity and difference for students as well as practitioners. 

6.1 Introduction 

This study offers a triangulation of culture, identity, and representation — concepts 

which offer a unique insight into the study abroad experience and into how students of 

color, as post-colonial subjects, manage complex contextual interactions and are able to 

move in these transnational interstitial places in mixed registers. Such a focus, however, 

should not be construed as a generalization of the study abroad or IEE experience for all 

students of color; however, what remains is a cogent example of experiences, namely 

“texts” of their experiences. Transformative learning theory plays a critical role in just 

how the triangulation of culture, identity, and re-articulations contributes to the overall 

learning experience for the participant. 

As stated by several researchers in the field of study abroad, it is a known and 

quantifiable fact that students who participate in study abroad develop greater 

intercultural understanding and self-efficacy in intercultural settings (Carlson et al., 1990; 

Dolby, 2004; Fantini, 1995; Hanvey, 1979a; Pickert, 1992; Whalley, 1996). What is not 

necessarily known is how students internalize the “lived experience” of being abroad, 

how they manage and negotiate simultaneity — that is, their racial and national identities 

within a global context — and what it means to them, and how it affects their future 

trajectories, both academically and personally. Why should this be important? First, as 

stated in the review of literature, because it is critical for students in a global society to 

have the necessary skills to navigate in that society (Carlson et al., 1990; Dolby, 2004; 
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Fantini, 1995; Hanvey, 1979a; Pickert, 1992; Whalley, 1996). Second, because 

developing global competencies has been regarded as an essential learning outcome. 

Third, because defining an identity is critical to the personal development of any given 

individual. And fourth, because being able to translate and locate that identity with a 

greater measure of intercultural understanding is critical to democratic endeavors, and to 

moral advancement.  

This chapter, the theoretical discussion, examines the responses and data of the 

participants. It probes through a diasporic and dialectical vocabulary the situatedness of 

the participants to articulate the complex relations between racial and national identity 

and the resultant articulations and re-articulations that the participants engaged in to 

define themselves. I begin this discussion with four notions or “ideas” that function as the 

theoretical meta-themes derived from the interviews with the participants and grounded 

in the research questions about the nature of the experience of IEE programs on students 

of color. Embedded in these meta-themes are sub-themes that arose from the participant 

interviews. These sub-themes enhance the understanding of the findings.  

I then respond with a variety of theoretical constructs to provide a narrative that 

resonates with the participant’s post-colonial location and their responses to that position 

in a global context. This chapter is divided into four following sections that may serve to 

inform study abroad outcomes and IEE programming: 

 The “Idea” of Students as Citations (6.2) 

 The “Idea” of Identity (6.3) 

 The “Idea” of (re)Presentation (6.4) 

 The “Idea” of Global Citizenship (6.5) 

 The “Idea” of Cosmopolitanism (6.6) 

6.2 The “Idea” of Students as Citations 

Although this study is a critical ethnography, I decided to use the concept of “citation” to 

add as a descriptor of the participants themselves. That is, the participants are more than 
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mere subjects of this study; they are heavily (con)textualized individuals with multiple 

subjectivities. In this sense, I, as researcher, served as a bricoleur in understanding and 

imbricating various theoretical constructions to their narratives. The participants, then, 

are not only heavily contextualized, they are in fact textured with multiple narratives of 

their own which communicate contrapuntally with post-colonial notions of “worldliness,” 

following Edward Said (2000a, p. 185). This “worldliness” as text then allows the 

participant experience overseas to serve as a citation, an embodied citation, that calls into 

question dominant narratives, in particular American narratives on race and difference as 

well as national mythologies of identity. 

Thus, students functioning as citations is how I represented their presence within 

this theoretical discussion. It is with great thanks that I acknowledge Dr. Rüdiger Kunow 

for introducing me to this notion of citation as a form of counter-hegemonic writing. In 

this particular case, the use of the term citation refers to a form of cultural “mobility that 

entails an interruption or rupture within a text, it is[a] transgressive [act], taking a given 

element out of its established context; and simultaneously preserving that element across 

temporal, spatial, or cultural distances — in this way, it remains curiously committed to 

that which it displaces” (Kunow 2011, p. 344). 

In other words, it does not replace the established context but rather interrogates 

or adds commentary to that context. Citation, then, is a translocation which re-inscribes in 

conceptual terms what theorist George Simmel refers to as the “peculiar structure 

composed of distance and nearness, indifference and involvement” (Simmel, 1908, p. 

403). Thus in referencing the participants as citation, their act of transgressing and 

transcoursing time and space interrupts a context, and this interruption constitutes a 

“double move.” There exists in this liminal space “a tension between sitting and citing” 

(Kunow 2012, p. 350 ) which is what I would refer to as a tension between carrying one’s 

own histories and narratives and citing them through interrogating their hegemonic roots, 

influences and oppressions. 

It is precisely this citing that the participants bring to this study and that I seek to 

highlight. As individuals they are more than just students, or research participants; they 
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became embodied intelligences with multiple subjectivities that throughout the study I 

sought to understand. In referencing the students as citations, I clearly saw that these 

participants cite and interrogate American cultural imperialism and exclusionary 

discursive practices. Transcultural experiences are never easy, notes Rüdiger Kunow 

(2011), “they are difficult and full of affect; they compel us to think about mobility not as 

a smooth transfer between different contexts but to view it as an event, an encounter, a 

disruption of the cultural status quo” (p. 344). These students, in effect, were asking “the” 

questions that existentially pointed back to post-colonial histories, simultaneously calling 

into question the dis-ease we experience around issues of difference and pathologies of 

power. 

6.3 The “Idea” of Identity 

This notion of self represents as the primary focus of this study, that is, the ways in which 

the “self” negotiates with the “collective.” Psychologist Erik Erikson (1968) defines self-

identity or personal identity as a state of consciousness of the continuity of one’s 

existence over time, an existence and consciousness that maintains coherence for that 

person. In addition, Erickson describes social or collective identity as that which expands 

on the idea of the self and refers to a “sense of self within a collectivity, or rather, the 

sense a human being develops to belong to a collectivity of like people” (Erikson, 1968 p. 

61). 

Identity, then, means in its simplest form the identification of oneself with others. 

6.3.1 Cultural Identity 

“In the late twentieth century questions about cultural identity seem to have become 

critical everywhere” (Hall, 1996, p. 65). Post-Cold War changes, dynamic 

transglobalization of thoughts and ideas, and the rapid and continuous movements of 

peoples have now evoked these identity questions “as the privileged regulative idea from 

which to explore the construction, performance, and shifts of ‘self’ in interaction with 

historical, cultural, and global process” (Kunow, 2011 p. 7). 
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For the participants in this study, these identity changes, or shifts, occurred 

because the meanings attached to their pre-departure identity articulations shifted or 

changed. Burke and Stets (2009) support this assertion; their examination of identity 

transformations and re-articulations as they occur through cultural and transcultural 

interactions is very appropriate for this study. In their methods, Burke and Stets identify 

three conditions under which identities change: (a) situational changes that alter 

meanings of the self to create greater congruence between the self and the situation, (b) 

conflicts between two identities or more held by an individual, and (c) conflict between 

the meanings of an individual’s behavior and the meanings in their identity (Burke & 

Stets, 2009, p. 180). All three of these changes lead to some sort of adaptations in the 

subject’s behavior, perceptions, relationships, and strategic responses. I would argue that 

experiences of the participants in their IEE sojourns included the simultaneous 

confrontation of all three of these conditions, at various times and in various registers as 

outlined by Burke and Stets. 

The response of the participants followed in line with Mezirow’s transformative 

learning theory models (Mezirow, 2000a) which posits that learning occurs after a 

disorienting dilemma or a critical incident. These incidents do not necessarily need to be 

negative, but they should disorient or de-couple the individual from previous pre-

judgments and assumptions. From such a disorienting experience, the subject should 

engage in active self-reflection and reflective discourse with others that results in 

emancipatory learning. Buttressing Burke and Stets’ research is the work done by Milton 

Bennett (1993), wherein he states that transformative change from IEE is a long process 

that continues upon return from the sojourn. Instead of a dichotomous insensitive-

sensitive measure, Bennett explores how sojourners go through a progression of six 

different stages of development: denial, defense, minimization, acceptance, adaptation, 

and integration, moving from one end of the intercultural spectrum to the other over a 

sustained period of time. The Bennett model is a highly constructivist approach to 

identity theory which does not provide a thorough exploration of the historical and 

relational contexts of identity negotiation. 
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Gullahorn and Gullahorn (1963) provide an additional perspective to identity 

transformation. Their research finds that readjustment upon return is not a smooth 

process and that the adjustment continues for some time after an IEE sojourn. Gullahorn 

and Gullahorn argue that a critical component to IEE experiences, identity 

transformation, and change is to examine the extent to which participants have prepared 

pre-departure for their sojourn. Gullahorn and Gullahorn’s request for pre-departure 

examination is critical to this study as well as to IEE in general. Based on the case study 

narratives of the participants, strong indicators suggest that pre-departure pedagogical 

practices need to be intentional as well as critical and provide students with a substantial 

grounding. These notions of identity transformation suggest that the individual arranges 

various identities and subjectivities in a “hierarchical control system” (Burke & Stets, 

2009, p. 175). Identity change recognizes that identity must be mutable and fluid so that 

the individual can adapt; however, this does not destroy or annihilate existing structures. 

Instead, as in the case of the participants of this study, the individual makes new 

meanings to create relevancy in a given situation; thus identity change is a strategic move 

to make meaning.  

However, the purpose of this study was not to understand the identity 

development of the participants in IEE programming as a constructivist argument but 

instead to examine how the participants used identity as a discursive process. This is a 

strategy to position themselves against American hegemonic narratives about race, 

ethnicity, gender, and difference to create new counter-narratives or citations to their 

understandings within a global context. The exploration of these participants’ IEE 

experiences highlights the “transnational character of identity formation across 

international boundaries and the hybridity of cultural value as a result of permeability of 

borders and cultural translation through spatial displacement” (Mihaila, 2011, p. 15). All 

cultures and societies, according to Edward Said, construct identity “out of a dialectic of 

self and other, the subject ‘I’ who is native, authentic, at home and the object ‘it’ or ‘you’ 

who is foreign, perhaps threatening, different, out there” (Said, 1986, p. 40). Social 
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construction of identity is the one uniquely human endeavor that codifies societies and 

cultures and organizes knowledge.  

Thus, all human beings view their differences as a matter of interpretation. In this 

sense, identity is not immutable; it is open to meaning, understanding, and emancipation. 

Said adds emphasis to his understanding of identity by acknowledging the historical 

rootedness of identity; “Every identity is a construction, a composite of different 

histories, migrations, conquests, liberations, and so on. We can deal with these either as 

worlds at war or as experiences to be reconciled” (Said, 2000b, p. 142). Said’s definition 

of identity works well with the participants of this study due to its emphasis on the 

historical, social, intellectual, and political processes that affect the “self.” In this sense, 

the participants — as post-colonial subjects — cannot escape their radical historicization.  

This was evident in the participants’ understandings of themselves after their 

sojourns. As individuals, the participants acknowledged that their early identity was not 

firmly rooted as American nationals, and in many instances their subaltern identity was a 

default category that always required explanation, making them into Americans with a 

hyphen. However, after their sojourns their existential questions moved from “Who am 

I?” as an identity marker to “What might I become?” and “What will be my contribution 

to repressed peoples and my place in the world?” The participants were in fact 

negotiating their subaltern identities and re-articulating that status within the context of a 

global schema; their discoveries allowed them to move beyond the narrow American 

social scriptorium of race and re-create a narrative that included their ethno-racial history 

and political status, along with a discourse of social transformation. 

Thus, the participants experienced a further move from “what I might become” to 

“what might we become as a world culture” and “how might we represent ourselves to 

the world”. To extrapolate further, cultural theorist Stuart Hall explains: 

Though they seem to invoke an origin in a historical past with which they 

continue to correspond, actually identities are about the question of using 

the resources of history, language, and culture in the process of becoming 

rather than being: not “who we are” or “where we came from,” so much as 
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what we might become, how we have been represented and how that bears 

on how we might represent ourselves. (Hall & du Gay, 1996 p. 4) 

Indeed, how he or she might represent him- or herself is the final outcome of these 

interviews with the participants. It became clear that ultimately the transformative 

learning trajectory for these individuals culminated in a movement towards a future 

articulation that countered the identity struggles they faced in the U.S. in which their 

individual identities were “scrubbed” as Carlos stated in his interview, or simply made 

invisible as in the form of “erasure” (Hall, 1996). 

6.3.2 History Matters 

“Precisely because identities are constructed within, not outside discourse, we need to 

understand them as produced in specific historical and institutional sites within specific 

discursive formation and practice” (Hall & du Gay, 1996, p. 4). Hall and du Gay’s 

comments illuminate two points: First, history matters, which means that cultural 

memory and intergenerational historical trauma are a part of the inherited historical 

legacy of the participants. In addition, history is where the temporal narratives meet in 

space and place. These intersecting narratives are where “newness” enters the world, 

where ideas are exchanged, and where discourses and their representations are 

interrogated. Second, we need to be concerned with the predicament of identity, in other 

words, what does one do when external parties, institutions, or governments define who 

you are from without? The participants in this study admitted both pre-departure and 

post-return that being defined from “without” was a large part of their experience. It is 

here that we will discuss participant attitudes towards race, difference, and (inter)national 

perceptions. For the purposes of this discussion, I will now focus on history: 

cultural identity encompasses the matter of “becoming” as well as 

“being.” It belongs to the future as much as to the past. It is not something 

which already exists, transcending place, time, history and culture…but 

like everything which is historical, they [cultural identities] undergo 

constant transformation. Far from being eternally fixed in some 

essentialized past, they are subject to the continuous “play” of history, 

culture, and power. Far from being grounded in mere “recovery” of the 

past which is waiting to be found, and which when found, will secure our 
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sense of ourselves into eternity, identities are the names we give to 

different ways we are positioned by, and position ourselves within, the 

narratives of the past. (Hall, 1990, p. 225) 

The participants in this study could not escape their historicized past as post-colonial 

subjects. After their sojourns, the participants took part in a focus group meeting, and all 

acknowledged that the most important part of their overseas experience was when they 

reflected on history and were able to place themselves as individuals serving in some 

capacity to move history forward by also reflecting back on how history shaped their 

personal and collective trajectories: 

I realize that history is important after visiting Spain and Germany (pause) 

history matters…I mean, who I am in America was determined by a 

history. I did not really understand that and wasn’t really taught that until I 

came here to Europe and had the freedom to not always be judged but to 

explore what being indigenous north and south of the border really means. 

I mean, I love Spain and Germany, and I want to come back, but I do 

question what it means to be Mexican American with indigenous roots in 

America, I need the history to know where I fit in the world (Carlos). 

It is hard to face Carlos, Dora, Brandon and Suzy without noticing their physical 

appearance. Their phenotype as a marker for a racialized history in the U.S. narrative of 

difference has strong historical roots and psychological connotations. The participants are 

correct to reference their physical difference in how they are perceived both nationally 

and internationally, as evidenced in the research of the Brown University study abroad 

program (Brown University Office of International Programs, 2002), which highlights 

that physical appearance (phenotype) plays a considerable role in how the students are 

treated abroad. The IEE experience places the participants’ embodied and embedded 

narratives of colonialism at the intersection of the transnational and the translational. 

Carlos, Dora, Brandon, and Suzy all admitted and voiced strongly that history 

does matter, as exemplified by Dora’s question, “I had an existential moment when I 

arrived in Europe, where do I fit in?” or by Carlos’ reflection that: 

History matters — because I am from America and America began with 

European colonization, I wanted to understand that better. I could see that 
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the colonization of America was transformational not just for indigenous 

peoples in the Americas, my America, but for Europe as well. 

As representatives of the United States, these participants also reveal the U.S. “in its 

ambivalent and vacillating representation, the ethnography of its own historicity and 

opens up the possibility of other narratives of the people and their difference” (Bhabha, 

1990, p. 300). Thus the students, through their own embodied presence, reveal America’s 

vacillating representation and display tout court the ethnography of America’s own 

historical and colonial endeavors. As such, this opens up the possibility for new 

narrations, for hybrid understandings, for a third space of dialogue, or Habermasian 

notions of  Ideal Speech.  

The narrated then become simultaneously both translators and narrators; that is, 

they become the narration themselves in their embodied presence. They inherited 

“specific histories of cultural displacement, whether [it was] in the ‘middle passage’ of 

slavery and indenture, the ‘voyage out’ of the civilizing mission, the fraught 

accommodation of third world migration to the West after the Second World War, or the 

traffic of economic and political refugees within and outside the third world” (Bhabha, 

1992, p. 438). In this  sense, the participants of my study served as the translators of these 

experiences in that they “citation” these complex processes of “cultural signification 

produced under the impact of such displacements, migrations, relocations, and diasporas” 

(Miahila, 2011, p.18). In effect, the participants narrate and translate their inherited 

historicized experience and in so doing created a counter-hegemonic re-articulation of 

themselves in relation to American discourse and the meanings they assume in relation to 

power and normative thought. These narrators present a reconceptualization of America 

and a post-colonial critique of American imperialism. In their narratives, we explored 

how the participants came to understand multiple histories of continental and overseas 

expansion, conquest, conflict, and resistance, which have shaped the culture of the United 

States and the culture of those it has dominated within and beyond its geopolitical 

boundaries (Kaplan, 1993). The challenge remains for post-secondary educational 

institutions to know how best to engage students’ pre-departure with issues of difference, 
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power, privilege, and discrimination, and how best to explore the intersections and deeply 

rooted histories of various communities both local and global. 

6.3.3 The Predicament of (National) Identity 

Research conducted by Dolby (2004) is very clear in concluding that an American 

national identity is primarily based upon citizenship and an affective affiliation with that 

national identity. However, Dolby’s research fails to examine how national identity is 

constructed, understood, and experienced by under-represented, marginalized individuals 

and communities. I will begin a preliminary discussion about national identity and the 

complexities of that understanding because it is “national identity” that serves as a 

framework for study abroad programming. That is, study abroad and IEE are about 

national identity perceptions and traveling across borders in a socio-geo-political sense 

but not necessarily about travelling across borders in a relational and contextual sense 

centered upon notions of difference and power. 

Definitions of what constitutes a nation are varied and highly contested; many of 

the definitions are temporal, that is, they respond to historical situations, contexts, and 

understandings within different historical time frames. The discussion begins with the 

19
th

 century philosopher, Ernest Renan and his treatise “Qu’est-ce qu’une nation?”
26

: 

A nation is a soul, a spiritual principle. Only two things constitute this 

spirit, this spiritual principle. One is in the past; the other is in the present. 

A nation is a grand solidarity, constituted by the sentiment of sacrifices, 

which one has made and those that one is disposed to make again. It 

supposes a past; it renews itself especially in the present by a tangible 

deed; the approval, the desire, clearly expressed, to continue the 

communal life. The existence of a nation is…a daily plebiscite. (Renan, 

1882, 1996, p. 60-61) 

Renan in the nineteenth-century sees a nation as an ambiguous location or a space, based 

on a mutual understanding of belonging. 

                                                 
26

 What is a Nation?  
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Other scholars, such as Anthony Giddens, are more in favor of the nation as a 

bounded geographic and political unit: “[a] nation…only exists when a state has a unified 

administrative reach over the territory over which its sovereignty is claimed.” (Giddens, 

1985, p. 119). Ernest Gellner, on the other hand, posits that: 

a mere category of persons…becomes a nation if and when the members 

of the category firmly recognize certain mutual rights and duties to each 

other in virtue of their shared membership of it. It is their recognition of 

each other as fellows of this kind which turns them into a nation, and not 

the other shared attributes, whatever they might be, which separate the 

category from non-members. (Gellner, 1983, p. 7) 

For Gellner, mutual recognition of commonalities trumps other categorical boundaries, as 

such, Gellner’s understanding of nation and citizenship serves to inform how we 

construct policies of inclusion and exclusion within the construct of a nation-state. 

Supporting Gellner’s perceptions are Kivisto’s list of characteristics that are of central 

importance in referring to nationality and national identity: 

(1) definitions of boundaries (territorial, population, or both); (2) notions 

of national integrity and indivisibility; (3) a concept of self-sufficiency, 

autonomy, and sovereignty; (4) a sense of common culture (including 

language, values, beliefs); (5) beliefs about the roots of the nation’s 

identity being located in the distant past; and (6) a conviction that the 

members of the nation share a common descent, history, and right to be 

involved in the affairs of the nation. (Kivisto, 2002, p. 19) 

These perceptions also serve as the master narrative in defining nation states and the 

citizenship of those individuals residing within its geographical borders. These master 

narratives create “imagined boundaries” and discourse that accords the nation-state the 

power to create citizens by creating methods and practices that promote inclusion or 

exclusion of individuals and whole groups of people. In the United States, these 

inclusionary and exclusionary practices are part of what Lawrence Fuchs refers to as 

“coercive pluralism” (Fuchs, 1990, p. 482). In his treatise on coercive pluralism, Fuchs 

identifies three types of pluralism that have defined the idea of nationality and citizenship 

within the United States: 
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 Predatory Pluralism, in which Native Americans were defined as outsider and 

relegated to small bound enclaves within the national sociopolitical and 

economic structure (reservations). This predatory pluralism was for the sole 

purpose of gaining land and expanding capital. 

 Caste Pluralism, which is the legacy of “intergenerational” slavery based on race 

that has evolved into a virulent form of “racism” based on a “black and white” 

dichotomy.  

 Sojourner Pluralism, which is characterized primarily by immigrants, and in this 

case Latino and Asian who were either forcibly removed to perform menial labor 

on a temporary basis or who voluntarily immigrated to the United States with a 

desire for upward mobility. In either case, these two groups suffered from a 

continual history of exclusion acts, immigration restrictions, and internment 

(Fuchs, 1990, p. 482). 

These three examples of coercive pluralism provide the essential backdrop to how the 

participants in this study understood their own national identity as American ethno-racial 

subalterns. Contained in their responses were the hidden variants of these various 

practices of exclusion, which had informed both their personal and collective 

understandings of themselves. The responses also expose dialectically how they were 

portrayed and perceived by Euro-Americans. This underlines Frantz Fanon’s warning, 

expressed in his essay on national culture, that minority peoples and cultures are 

appropriated within a representationalist discourse that may be fixed and reified in the 

annals of history. 

Based on the responses of the participants’ pre-departure interviews , it was 

apparent that their identities were fairly ambiguous and fraught with many questions 

about what it means to be an American and a member of a subaltern (minority) 

community. “American,” as the participants’ definition generally acknowledged, was a 

synonym for “White,” with many references ranging from “I don’t have blond hair and 

blue eyes, that’s what an American is.” to “I just look different.” The pre-departure 

interviews also provide data that some participants reluctantly accepted their hyphenated 
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American identity (Mexican-American, American-Indian, and Asian-American) without 

much conviction or understanding of what that really meant to them. Instead, they were 

constantly defining themselves through an external aperture. Conversations on the subject 

were uncomfortable for many of them; some of them would attempt to gloss over the 

questions, and others would begin with comments that showed a particular preference for 

a “post-ethnic future.”
27

  

Of particular interest was how ambiguous and unclear the participants were about 

their identity and national identity status. This manifested in the multiple ways in which 

they defined themselves and spoke to the discomfort they had in defining who they were 

and how they identified. All of them were unanimously clear that they were not “white,” 

and as such this compromised their own notions national identity  as well as the notions 

of “others.” For the participants of this study, pre-departure American national 

boundaries became an internalized narrative, an unexpressed, internalized oppression. 

The unfortunate discovery of this study is how the U.S. national narrative tends to 

conflate both ethnicity and race into one common understanding that is somehow 

subordinate to national identity and yet supersedes national identity. That is, it supersedes 

national identity in issues related only to ethno-racial considerations such as hypo-

descent, housing covenants, affirmative action, access to capital, and tribal enrollment. 

These moments of tension or rupture in the ideal of e pluribus unum is what creates the 

dissonance that many ethno-racial minorities in the U.S. experience, and it is precisely 

this conflation with national identity, with “blond and blue eyes” as a marker or narrative 

for “American” that leads to exclusionary practices and understandings. In a sense, the 

national narrative enforces a historical colonialism based on race, more than any other 

typology, at least within the socio-cultural historical legacy of the United States. 

                                                 
27

 The notion of post-ethnicity was first posited by David Hollinger, in which he emphasizes the new 

transnational movements of peoples and ideas, and states that because of this greater diversity society 

should move away from exclusionary discourses on race and ethnicity. Hollinger argues instead for a 

greater appreciation of multiple identities and cross-cultural affiliations based not on biological markers, 

but rather on individual consent. See Hollinger, D. (1995, 2000) New York: Beacon.. 
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6.3.4 IEE and the Post-Colonial Turn 

“Nation” is really a discourse, or rather a “narration” as Homi Bhabha (1990, 2008) 

points out. It is a process that consists of constructing an “imagined community”
28

 of 

those individuals who follow a social scriptorium which consists of the personal and 

collective dimensions of [national] identity in which the collective identity is the only one 

with a prescribed script” (Appiah, 2005, p. 22). Such scripting opens up a space for an 

interplay between political and national units that allow for congruency. Eric Hobsbawm 

contends that in and of itself this constitutes a “dual phenomenon” by which the nation, 

as an imagined community is socially constructed from both above and below, with 

regards to the “assumptions, hopes, needs, longings and interests of ordinary people” 

(Hobsbawm, 1992, p. 10). 

Thus, he reinforces the central and underlying importance of nationalism 

throughout history in relation to political evolution. Based on this understanding, 

“Nationness” is a form of social and textual affiliations, and as such individuals formulate 

complex strategies of cultural identification and discursive address that function in the 

name of “the people” or “the nation” and make them the immanent subjects and objects 

of a range of social narratives” (Bhabha, 1990/2008, p. 292). Bhabha adds emphasis by 

stating that 

The nation is a powerful denominator.…it creates its own master narrative 

or master discourse out of its own manufactured historical narrative. It is 

this master discourse which we have all inherited as citizens of a nation 

through our institutional structures and pedagogical practices; so that in 

effect it becomes a performative process through the cultural identity of 

the nation, a form of nationalism . (Bhabha, 1990/ 2008, p. 292) 

This then is the post-colonial turn to IEE; here is where the participants of this study and 

their case study narratives reflect the reified ambivalence of the nation as a narration and 

where they critically question — for both Americans and ethno-racial minorities alike — 

who we really are at any given point in historical present or future time: 
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The minority does not simply confront the pedagogical, or powerful 

master-discourse with a contradictory or negating referent. It interrogates 

its object by initially withholding its objective. Insinuating itself into the 

terms of reference of the dominant discourse, the supplementary 

antagonizes the implicit power to generalize, to produce the sociological 

solidity. (Bhabha, 1994/2007, p. 223) 

The minority thus asks questions by interrogating the master discourse and by defying its 

normative power to shape society. By asserting their own narrative, these participants of 

color challenge the American discourse on “nation” and e pluribus unum by their post-

colonial location: 

The marginal or ‘minority’ is not the space of a celebratory, or utopian, 

self-marginalization. It is a much more substantial intervention into those 

justifications of modernity — progress, homogeneity, cultural organicism, 

the deep nation, the long past — that rationalize the authoritarian, 

‘normalizing’ tendencies within cultures in the name of the national 

interest or the ethnic prerogative. In this sense, then, the ambivalent 

antagonistic perspective of nation as narration will establish the cultural 

boundaries of the nation so that they may be acknowledged as ‘containing’ 

thresholds of meaning that must be crossed, erased, and translated in the 

process of cultural production. (Bhabha, 1990/2008, p. 4) 

This is why, in the discussion of identity, it is not enough to speak of models of 

development, but it is necessary to contextualize these models within their historical 

variants. History matters, and our participants found that this was one of their profound 

lessons in studying their “roots” abroad. 

I realize that history is important after visiting Spain and Germany (pause) 

history matters…I mean, who I am in America was determined by a 

history. I did not really understand that and wasn’t really taught that until I 

came here to Europe and had the freedom to not always be judged as a 

Mexican American but American to explore what being indigenous north 

and south of the border really means. I mean, I love Spain and Germany, 

and I want to come back, but I do question what it means to be Mexican 

American with indigenous roots in America. I need the history to know 

where I fit in the world. 
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Carlos’s remarks (as also quoted above) are reminiscent of the experience of a young 

African American arriving in Berlin for the first time in Stew’s famous theater production 

Passing Strange: 

…AMERICA IS FLOWING, 

SLOWLY EXITING MY VEINS 

I AM GIDDY, COLD AND GLOWING 

AND THIS SONG WILL BREAK MY CHAINS 

THE CHAINS OF I-I-I-I-I-I-I-DENTITY.  

(Stewart & Rodewald, 2010, p. 53) 

These sojourns allowed the participants to suspend, even momentarily, their embodied 

racialized subalternity to take what Edward Said refers to as the “voyage in” to identity 

interrogation and transformation. Here the location of the narration changed; the 

individual participants were dislodged from the confines of American discourse into a 

polyvocal global sphere of identity constructions all speaking in mixed registers. 

 The participants of this study were able to add their voices to the global discourse 

in a fugue of different narratives and discourses that followed what Said refers to as 

“speaking in exile.” Said speaks of exile as enabling a different sort of awareness and 

understanding of other cultures and settings: 

Because the exile sees things both in terms of what has been left behind 

and what is actually here and now, there is a double perspective that never 

sees things in isolation. Every scene or situation in the new country 

necessarily draws on its counterpart in the old country. Intellectually this 

means that an idea or experience is always counterposed with another, 

therefore making them both appear in a sometimes new and unpredictable 

light; from that juxtaposition one gets a better, perhaps even more 

universal idea of how to think, say, about a human rights issue in one 

situation by comparison with another . (Said, 1996, p. 134) 

The fact that the participants were physically “un-rooted” from America allowed them 

the spatial and discursive distance to ask new questions and to create new understandings. 

6.4 The “Idea” of (Re)Presentation 

According to the World Citizens Guide, “If there were only 100 people to 

represent everyone on the planet, there would be: 5 people from the U.S., 
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21 from China, 17 from India, 13 from Africa, 12 from Europe, 1 from 

Australia and New Zealand, 9 who speak English, 8 who speak Hindi, 32 

Christians, 19 Muslims, 6 Buddhists, 1 Jew; where would you fit in?” 

They have already answered the question for you: you are an individual. 

In fact as a traveler, as a world citizen, you are the only individual in this 

global village of representations. 

(Zemach-Bersin, 2007 b, p. 96) 

What does it mean to be a “representation”? How is the experience of “representation” 

different for individuals who grapple with simultaneity, that is, how do these individuals 

negotiate being both a citizen of a nation state and a member of a counter-public 

subaltern? 

These are two questions posed by this research study and examined through the 

case study narratives of the participants. The first question, what does it mean to be a 

representation, follows in line with W.E.B. Du Bois’ famous question “How does it feel 

to be a problem?
29

” referring to the dissonance subaltern communities of color are 

confronted with in defining themselves within a hegemonic other. The second question 

speaks to the experience of representation, and how it is qualitatively different for those 

who are both minorities and a member of a larger homogenous hegemonic social 

structure. 

To complicate these two questions further, let us add the “transnational” to our 

algorithm, thereby creating a triangulation of thought, messages, metaphors, and symbols 

about what we mean to each other, and how we reproduce those meanings. What we do 

know, and what our participants in this critical ethnography discovered, is that 

representations reduce individuals into symbols, metaphors, and objects for examination 

or discovery, and perhaps contradiction. What our participants also learned is that their 

own individual agency is required to cite these symbols, metaphors, and metonyms to 

create a contradiction, a counter-narrative, a citation rather, to that which already exists. 
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In order to do so, the participants in this study were forced to re-structure, re-order, and 

re-define their own representations on their own terms. 

Similar to stereotypes, the formations of representations are based on knowledge, 

history, popular culture, hegemonic discourse and other socializing factors. These factors, 

weaving in and out of each other, create narratives that then become part of the embodied 

self. The self that is presented in physical form becomes a highly texted being that 

represents various narrations of history, music, literature, film, pedagogy, politics and 

socio-economic caste. Because the participants were students of color, they already 

engendered and came laden with symbols representing and identifying their various 

historical legacies of conquest, migration, dispossession, enslavement, multi-generational 

trauma, alleged biological inferiority and diminished human capacity. Embedded also 

within these various narratives and texts were co-existent narratives of exotic orientalism, 

treachery, sexuality, and survival. Thus, the participants of this study learned that 

discursive practices involved not just conversations around superficial national or ethnic 

difference but rather a conversation that problematized and interrogated pathologies of 

power that extended beyond geo-political borders into realms of subjectivity, lived 

experience, history, popular culture and hegemonic discourse: 

Who represents what to whom? For what reasons? Through what 

institutions? To what effect? To whose benefit? At what costs? What 

kinds of knowledge and power do authorized forms of representation 

produce? Who owns or controls the means of representation? (Jay, 1994, 

p. 10) 

Thus, this dilemma of representation raised certain dialectical questions. 

6.4.1 Representing Simultaneity 

Research on this particular subject with students and study abroad is somewhat limited 

(Dolby, 2004; Goldoni, 2009; Landau & Moore, 1998; Sanders & Morgan, 2001; 

Souders, 2009, Streitwieser, 2009). However, the research of Dolby does provide some 

insights into how representations may affect students of color in study abroad, however 

Doby’s  research is not specific or in-depth in examining how and in what ways students 
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of color understand, renegotiate, and re-articulate these representations. This is critical to 

studying abroad and IEE programming because it seeks to assist students in 

understanding the impact of different global narratives of their own identity and their 

effect on international understandings of the U.S. and its diverse social structure. Frantz 

Fanon cogently describes this phenomenon when relating how he was aggressively 

identified as a “negroe” in the streets of France by a small child. Immediately his 

corporeal schema gave way to a racial schema making him responsible for his body, his 

race, and his ancestors. The colonial subject, Fanon observed, is “overdetermined from 

without due not to the ‘idea’ of a slave that others have of him but to his own, 

inescapable appearance” (Fanon, 1967, p. 116). What emerges from such multiple 

discursive representations is the inseparable dialectic of the colonizer and the colonized 

who are intimately entwined in a web of interlocution. One cannot exist without the 

other, and both create and simultaneously suppress the cross-fertilization and 

hybridization of their own interactions. That is, individuals engaged in this process 

become a “hyphen,” as illustrated by our participants who intentionally hyphenated their 

identities. Postcolonial theory recognizes that, for instance: 

[the] African bureaucrat is both ‘Native’ and ‘European’ depending on 

where he is and who he is with; the Asian feminist struggles against both 

designations of Native Informant in the West, while seeking to maintain a 

certain criticality towards Asia and Asians. In short, the postcolonial 

subject cannot, like the postmodernist, retreat to a ‘position offshore’ from 

which to observe critically’ the possibility of change. (Ling, 2002, p. 70) 

The very condition of post-colonialism denies such refuge. In other words, there is no 

post-ethnic refuge for the participants of this study, either during pre-departure or upon 

return; and upon this return, their sensitivity to their representations and what they mean 

both locally and globally becomes more of a self-critical examination. In this sense, the 

post-colonial participants of this study represent not only their representations but their 

own hybrid understanding of themselves vis-à-vis the dominant American discourse on 

race and difference. Henry Giroux notes that “Pedagogically, this raises the question of 

how students can learn to interrogate the historic, semiotic, and relational dynamics 
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involved in the production of various regimes of representations and their respective 

politics” (Giroux & MacLaren, 1994, p. 47). 

Giroux’s concern is one that is exemplified in the participant interactions 

throughout this study. In each instance, the participants were forced to re-negotiate and 

re-situate themselves for any given context to confront the historic, semiotic, and 

relational challenges that brought about disequilibrium for them in multiple contexts. The 

participants acknowledged the contributions of the media, in creating (mis)perceptions 

and (mis)understandings of ethnic minorities in America to their international hosts 

abroad. 

6.4.2 Mediated through Images 

The power of medial images manifested itself in a variety of beliefs, stereotypes, and 

symbols, some of which the participants could easily identify: (a) all ethno-racial 

minorities as exotic, (b) American Indians as mystical beings, (c) Latinos as exotic 

“others” tied to their indigenous and revolutionary roots, (d) American minorities as 

disenfranchised freedom fighters, (e) Asians as exotic foreigners and trivialized into 

ethno-kitsch foods, and (f) American minorities as symbols of counter-hegemonic 

struggles against American imperialism. Perhaps what appeared to be the most 

disconcerting and difficult to deconstruct were the interactions with fellow Euro-

American nationals overseas who seemed to not only enjoy the privilege of their 

“whiteness” in Europe but also seemed, according to the participants, to enforce the 

American narrative of race and difference abroad. 

This exportation of American hegemony and racial discourse was highly 

disturbing to the participants of this study but simultaneously puzzling and intriguing to 

the European hosts. What seemed to manifest was a Foucauldian struggle for the minds 

of “others” outside the United States, a move to maintain “white” hegemony abroad. This 

discourse was also evident for the one Asian student, Suzy, who although she was in 

Prague, found that native Czech nationals simply could not define her as American. In 

fact, they had an easier transition in understanding that African Americans were 
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Americans from media images; however, due to the lack of Asian television personalities, 

this seemed too difficult a reach. 

The participants’ experience was a version of cultural imperialism that was 

inflicted by their own American compatriots and buttressed by the media, literature, 

television and other visual and aural media. Because these images are part of powerful 

ideologies and narratives rooted in the American psyche of imperialism, they have 

become in a sense pedagogical. In this case, the “understandings” or “knowings” about 

ethnic minority communities are carefully constructed and conveyed to outside 

communities (international consumers). These knowings are infused with a power 

dialectic, and — as Foucault has demonstrated — knowledge always is about producing 

or reproducing power. It is here that I follow the observation of theorist Edward Said:  

knowledge is always a matter of representation, and representation a 

process of giving concrete form to ideological concepts, of making certain 

signifiers stand for signifieds. The power that underlies these 

representations cannot be divorced from the operations of political force, 

even though it is a different kind of power, more subtle, more penetrating 

and else visible. (Said, cited in Ashcroft & Ahluwalia, 1999, p. 65) 

The participants in this study all reflected on what their physical presence meant during 

their sojourn. This was an undeniable reality for each of them. All of their encounters 

were met with curiosity and at times dismissal, but all encounters were informed by a 

highly textualized understanding of who these individuals were before they arrived to 

their international destinations. In addition, the participants of my study also held heavily 

mediated understandings of their hosts prior to their arrival, thus creating a complex 

reciprocal (mis)perception or myopic understanding. These movements of exchange 

between images, bodies, and texts created a call and a response, an echo effect, in which 

each individual reflected images and texts back to the other shifting registers, and 

changing informatics.
30

 Henry Giroux notes that it is difficult to de-couple students from 
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the highly mediated lives that they currently live; in addition, one must also acknowledge 

that the mediated lives they live inform the ways in which they structure the world. The 

participants in this study remarked on how television in particular, plus film, literature, 

and music shaped the perceptions of their international hosts and how their own 

perceptions of their host country were shaped by highly mediated forms. 

The viewer and the viewed are seen as mutually constitutive. Each is 

implicated in the other; neither could exist without the other. Many of the 

image’s effects operate, not just ‘discursively’, but at the symbolic and 

psychic level of the unconscious. The symbolic power of the image to 

signify is in no sense restricted to the conscious level and cannot always 

easily be expressed in words. (Hall & Evans, 1999, p. 311) 

Thus the viewer and the viewed communicate dialogically through language, symbol, 

visual artifacts, oral utterances, and actions. For the participants of this study, it was 

apparent that various “forms” of dialogue based on power and knowledge, were 

embedded in who held the right, or textual authority to enforce a particular schema, 

ideology, or identity onto another individual or community. To that end, the participants 

spoke freely about how they were perceived prior to departure and how their images in 

the United States had them “marked” as the Other, thus locating them within the 

liminalities of the American cultural schema based on their race. These experiences, as 

disturbing as they were, exceeded meaning. 

In fact, this may be one of the ways in which the so-called power of the image 

differs from that of language and literature. What is often said about the power of the 

image is that “its impact is immediate and powerful even when its precise meaning 

remains, as it were, value suspended — numinous” (Hall & Evans, 1999, p. 311). For the 

participants in this study, this is why the Holocaust exhibit and in particular the 

propaganda section had such a powerful impact. Participants could translate their own 

inexpressible experience into something real by observing within the museum the 

strategic unfolding of the power of images that led to the destruction of whole 

                                                                                                                                                 
evidenced by the findings of this study regarding the participants and their identity articulations both 

nationally and internationally. 
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communities of “othered” individuals. This experience, coupled with Dora’s 

confrontation with an American professor regarding negative television imagery of 

Latinos in the United States, also brought to the fore the power of the image, the power of 

signification and representation, and the ways in which external viewers interpret the 

viewed. Whiteness, then became a marker for hegemony and textual authority. This 

unexamined, unchallenged authority that maintained its reach beyond the borders of the 

United States was sustained and maintained by Euro-American students and the 

professor. For the participants of this study, it was clear that although their identities 

could be constructed and managed by an external force, “whiteness” itself was 

situationally immutable; it was simply beyond reach and beyond reproach. “Whiteness” 

maintained its normativity and hegemony throughout all interactions both domestic and 

global. 

What is needed within IEE/study abroad programming is a critical pedagogy of 

representation, one that recognizes that students all over the world inhabit a world of 

hegemonically scripted visual, aural, and oral texts that are highly medial in their 

presentation. These representative texts inflict upon the viewer and the viewed psychic, 

ineffable “knowings” about each “other” that inform discursive, cultural, bureaucratic, 

and structural practices aimed at inclusion or exclusion of certain bodies. Thus, “a critical 

pedagogy of representation is necessary in order to be able to uncover how the materiality 

and discursiveness of everyday knowledge shapes social existence in certain ways to 

reproduce hidden economies of power and privilege that legitimize unequal social 

arrangements” (Giroux, 1992a, p. 221). 

As evidenced by the participants of this study, this would mean teaching a 

discourse of possibility: pedagogy must move beyond being simply a “reaction” to an 

injustice and an “other-centered” discourse to a discourse that imbues the student with 

agency to critically reflect on: 

the relativity [in this case global relativity, reflecting local constructions 

and global constructions] of all forms of representations by situating them 

in historical and social constructions that both inform their content and 

structure their ideological parameters. (Giroux, 1992a, p. 222) 
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In addition, such a pedagogy should allow students to citation their experiences in two 

ways: (a) strategically reading texts in such a way as to interrogate the historical, 

semiotic, and relational dynamics involved in the production of various regimes of 

representations and their respective politics, then coupling this with the praxis of dense 

reading, so as to strategically understand how to disrupt or rather citation such readings 

by presenting counter-narratives, critical inquiry, and a relational understanding of the 

text as it is viewed and experienced for both viewer and viewed; and (b) students should 

be able to take their critical understandings of representation as a form of “ethical address 

which ground the relationship between the self and others in practices that promote care 

and solidarity rather than oppression and human suffering” (Giroux, 1992 a, p. 222). 

6.5 The “Idea” of Global Citizenship 

American Institutions of post-secondary education have stated adamantly that educating 

students for a global future is no longer elective (AAC&U, 2006). There exists an express 

need to create global citizens who will have the necessary set of competencies to compete 

globally, including a mastery of “global knowledge,” ethical commitments to individual 

and social responsibility, and intercultural skills. 

6.5.1 Global Citizenship as a Goal in Study Abroad 

Both community colleges and universities have taken on the role as intermediaries in 

creating an experience for students that enhances these skills and essentially guarantees 

“global citizenship.” 

However, questions remain as to whether the multitude of definitions surrounding 

global citizenship are actually reflective of the learning that occurs in IEE programs. Are 

the learning outcomes varied by individuals? Does a student’s identity affinity effect 

what global citizenship means to them? To move the discussion forward, we must first 

ask what global citizenship is and in what ways the case study narratives reflect a growth 

towards institutional ideas of “global citizenship.” 
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These questions are important to explore because the major driving force for IEE 

programs is the belief that studying abroad or partaking in an IEE experience makes you 

a global citizen (Dolby 2004; Streitwieser, Light & Wang, 2009; Woolf 2009; Zemach-

Bersin, 2009). This trope of creating a “global citizen” makes the assumption that the 

notion of global citizenship is universally agreed upon and understood. What is 

problematic is that very few people have a clear definition as to what constitutes global 

citizenship, and as Streitwieser cogently argues, “The problem with using this rhetoric is 

that many study abroad programs fail to offer an explanation for how they interpret 

global citizenship. There is often little explanation for how a program develops this 

competency nor data from participating students that documents an actual alignment 

between the aspiration for global citizenship its acquisition” (Woolf, 2009; Zemach-

Bersin 2009).  

Michael Woolf (2009) states in his publication, Study Abroad Changed My Life 

and Other Problems, that because study abroad is a complex and contested proposition 

the use of the term global citizen needs to be nuanced and not just remain a marketing 

claim. Streitwieser’s (2009) research reinforces Woolf’s statement by clearly pointing out 

that students’ understanding of global citizenship is qualitatively different from the 

learning outcomes espoused in post-secondary global learning outcomes.  

A foray into the literature regarding the definition of global citizenship provides a 

perspective on just how broad, ambiguous, over-simplified, and exaggerated some of the 

claims may be. That said, some features of “global citizenship” can be identified by most 

stakeholders: greater intercultural competencies, greater self-efficacy, increased 

sensitivity and interest in other cultures, adaptability, identity development, appeal to 

employers, greater academic success, and foreign language acquisition (Bennett, M., 

1993 ; Bhawuk & Brislin, 1992; Burnouf, 2004; Deardorff, 2006; Dolby, 2004; Dwyer & 

Peters, 2004; Hammer, Bennett & Wiseman, 2003; Maddux & Galinsky, 2009; Medina-

Lopez-Portillo, 2004; Rayman, Trooboff &Vande Berg, 2007–2008; Savicki, Downing-

Burnette, Heller, Binder & Suntinger, 2004; Streitwieser, 2010). 
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Although these competencies have been viewed as part of the identifying features 

and outcomes of being a global citizen, there still exists little consensus about how to 

define or measure what intercultural competence really is, and in particular, where global 

citizenship fits (Deardorff, 2006). Implicit in these competencies and broad 

understandings is the belief in the rights of all people to universal justice and basic 

human dignity, along with a responsibility for the well-being of others and the health of 

the planet coinciding with an obligation to question or even challenge pathologies of 

power (Nussbaum, 1997). It is this last understanding of what global citizenship implies 

that is generally held across educational institutions and global organizations such as the 

United Nations, Oxfam, and Amnesty International (Streitwieser, 2010). 

Several problems remain in how we understand and interpret global citizenship 

and, at the institutional level, how we reconcile the quantification of global learning data 

with institutional goals in benchmarking, fundraising, institutional profile, and prestige 

without a critical analysis or thorough assessment of the transformative learning force of 

IEE. In this repertoire of different voices, there exists multiple narratives and definitions 

in describing IEE learning: global learning, global competence, intercultural competence, 

world citizenship, global civics and global citizenship.  

According to Streitwieser (2010, p. 6): 

Global Citizenship is a highly contested concept that scholars have 

articulated in multiple and often competing ways. Some scholars have 

asked whether the concept can serve as anything more than a mere 

metaphorical flourish (Carter 2001, Davies, 2006, p. 5), While others have 

asked whether the idea can be separated from the unflattering image of 

colonialism and neocolonialism and stand on its own, unbiased and as a 

representation of a more open expression of democracy (Roman, 2003, p. 

270). Still others have questioned whether trying to interpret the concept 

may not be premature when reaching consensus on the meaning of 

national citizenship still eludes us. (Clarke, 1996) 

What is apparent from these statements is that the term global citizen does not fit 

everyone, and for the purposes of this study, it still remains a contested issue. One of the 

outcomes of IEE and study abroad is to create a sense of the post-national in the 
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individual, a universalist citizenship that decouples the individual from his/her/their 

rootedness in nation-specific, ethno-specific, or race-specific enclaves. The goal, then. of 

study abroad programming within the United States is to shift students away from a 

parochial and provincial view of the world, to one that is more “cosmopolitan” and 

exemplifies a world lived in common — a shared vision and a shared future — in short, a 

re-definition of “global citizenship” (Dolby, 2004; Streitwieser 2010, Streitwieser, Light 

& Wang, 2009; Woolf, 2009; Zemach-Berzin, 2009). 

6.5.2 (Re)Defining Global Citizenship 

Redefining global citizenship, or defining what a global citizen should be, presents as a 

no easy task. Bernhard Streitwieser (2011) explored such issues in his recent research on 

the ERASMUS European exchange program covering international scholars and 

American students studying abroad. Streitwieser found that global citizenship is an 

ambiguous term for most students and that it presents as a much more complex and 

nuanced process than a clearly identifiable and quantifiable goal. In his seminal, mixed-

method research on identity and citizenship articulations between ERASMUS scholars 

and American students studying abroad, Streitwieser discovered some findings that 

challenge the rhetoric and trope of global citizenship as it is marketed in U.S. post-

secondary institutions. 

The main finding from his research is that for both the ERASMUS program and 

for Americans studying abroad there was actually an increase in their affinity to their 

national identity. This finding runs contrary to the conventional belief that IEE 

programming and the goal of creating global citizens helps students develop a post-

national, cosmopolitan, universalist perspective. Streitwieser comments that the 

disconnect between rhetoric and outcome may be due to the contexts the students find 

themselves in. Yet what is compelling about Streitwieser’s research is that it compares in 

many ways with my current research project regarding students of color and their IEE 

experience; however, for the participants of my study, the affinity towards their ethno-

racial identity received a higher resolution than their own national identity (American). In 
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other words, the IEE experience only heightened an already pre-existing subaltern 

identity, not the national identity. This finding runs contrary to those of Dolby (2006) and 

Streitwieser (2011) who highlight that Euro-American students find themselves 

identifying more as American nationals, that is Americans without a hyphen. In contrast 

to Dolby and Streitwieser when participants of my study were asked whether they felt 

their international sojourn shifted their identity to a more “American” national identity, 

they all unequivocally stated that their ethno-racial identity received a higher register 

from their overseas sojourn. This refutes Dolby’s research which states that Americans 

studying overseas come back with a heightened sense of the “American” self. When the 

participants of my study were asked whether they developed a global, post-national or 

even cosmopolitan identity, their responses again centered more on their ethno-racial 

identity as the most salient aspect of their self-identification. However, in contrast to their 

European and Euro-American compatriots, the participants of this study were able to 

place this ethno-racial affinity within a larger global context; that is, they were able to 

embed their local post-colonial identity into discourses that were broad reaching and 

global in scope. These broad reaching discursive strategies included a more intense 

commitment to social justice both globally and locally.  

In short, the students did not return from their sojourn with a post-national or 

post-ethnic aesthetic; in contrast, they returned with a more critical lens towards various 

discourses of difference and a higher resolution to their ethno-racial specific identity. 

“My identity as an American, Arab-Jordanian” states one student at an international 

conference “was highlighted by study abroad.”
31

 Unfortunately, there is no metric to 

measure these increases in absolute terms. What we do come away with is the 

understanding that the rhetoric of global citizenship is not a very good one, that indeed, 

we need a new, or perhaps different term to describe the nature of the learning experience 

and the outcomes it produces: 

If nuanced, clear and analytical articulations of global citizenship replace 

the current privatized, individualist, and elite connotations, it is possible 
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that the concept of global citizenship will be able to provide an alternative 

discourse to the current commercial narrative of study abroad (Zemach-

Bersin, 2009, p. 318). 

The results of these studies show clearly that it isn’t necessarily bad that students are 

questioning their own identities through study abroad and IEE programming; to the 

contrary, it is critical to get students to abstract their own identity or identities beyond the 

nation state and move to a discourse that allows them to locate themselves in the world, 

as illustrated by Dora in the focus group: “When I first arrived in Europe I had an 

existential crisis, Who am I?…I had to define myself in a place; my study abroad 

experience asks me not just to question the curriculum but to question my own place in 

the world.” 

To further the understandings, all the students in this study and during the focus 

group questioned the notion of global citizenship. The conversation began with global 

citizenship as a desirable goal. “I am not sure what that means…really?” stated one 

participant. Others joined in and remarked about how much their experience forced them 

out of their comfort zone into difficult negotiations and conversations that were very 

enriching. The conversation then moved to global citizenship as a “neo-colonialist” 

endeavor. One participants stated: 

when I hear the word global citizen, or even study abroad it seems elitist, 

and it seems like only the ones with money or finances can take part … 

there is something about privilege here that makes me wonder ‘who’ is the 

global citizen those who can afford to be one? And does traveling all over 

the world make you more sensitive, you know, better? Do you help 

anyone, and if you do, is it help they want?  

Towards the end of the conversation, one participant stated: “I think the goal [of 

global citizenship] is not be a global citizen, but to be a global citizen of the 

mind.” All the participants agreed that in the end, the notion of being a global 

citizen had to do more with transformative learning (Mezirow, 1995) and action 

(Freire, 1973) than with claiming some knowledge from multiple sojourns. What 

was also evident from both the Streitwieser studies (2009, 2011) and the current 

study on students of color in IEE programming, is that the notion of a being a 
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global citizen is a complex term especially in relationship to identity. Many 

college age students are still developing an identity, and as practitioners we need 

to abstract the notion of global citizenship beyond just an “experience” for an elite 

few. It is more important to recognize interconnectedness, the historical social and 

political interplay of (intersectionality) of these endeavors: 

The use of the term global citizen needs, therefore, to be nuanced and not 

used as a glib and hyperbolic marketing claim in study abroad. It is a 

complex, contested proposition and not a condition to be achieved through 

the purchase of experience…The problems identified here derive, then, 

from a combination of over-simplification, obfuscation and exaggeration. 

They burden the field of education abroad with aspirations that can rarely 

be met and with concepts that, at best, lack intellectual coherence and, at 

worst, create obscure fields of jumbled discourse. (Woolf, 2009, p. 15) 

If what we need is a more nuanced, clear, and analytical articulation of global citizenship 

for IEE programming, are we in effect speaking to a form of “cosmopolitanism”? Could 

it be that cosmopolitanism will provide an alternative discourse to the current commercial 

narrative of IEE and study abroad? 

6.6 The “Idea” of Cosmopolitanism 

What do we mean when we speak of cosmopolitanism? Is this a state of being? Is it a 

competency? Is it a particular aesthetic in which one lives? Perhaps for some individuals 

cosmopolitanism speaks to a universal code of ethics uniting all of humanity, a sort of 

weltkultur, reminiscent of the ideology of enlightenment thinkers such as Kant, Herder, 

Schilling and Hegel. What we do know about cosmopolitanism is that multiple 

definitions exist as to exactly “what” cosmopolitanism is, and, to further obfuscate the 

discussion about cosmopolitanism, we know that in our current global village there exist 

many different “kinds” of cosmopolitanisms. 

6.6.1 Cosmopolitanism Between Enlightenment and Colonialism 

The purpose of this section is to locate and explore the notion of cosmopolitanism within 

different frameworks that inform IEE and study abroad programming in post-secondary 

institutions. I discuss the origins of the idea of cosmopolitanism then review two 
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approaches to cosmopolitanism which inform current understandings of the term in 

international education: moral and cultural cosmopolitanism. In conclusion, I will outline 

an alternative theoretical conception of cosmopolitanism and its importance in IEE 

praxis. The purpose of exploring the idea of cosmopolitanism is to recognize the 

complexity and implications this notion has on IEE programming and the student 

experience as well as to recognize the complexities cosmopolitanism presents as an 

emerging social phenomenon. 

How then do we define the “idea” of cosmopolitanism? What we find is that the 

“idea” of cosmopolitanism has its roots in colonialism and imperialism, which makes this 

discussion both interesting and dynamic when placing cosmopolitanism within the 

framework of post-colonial subjects and transnational liquidity. Cultural theorist Martha 

Nussbaum begins her discussion of cosmopolitanism with the early Greeks (Stoics and 

Cynics) stating that the notion originated from the idea of creating a cosmo-polis (Greek 

“kosmou politȇs,” citizen of the world). The term, according to Nussbaum, defines an 

individual which does not allow differences of nationality or class or ethnic membership 

or even gender to erect barriers between oneself and others (Nussbaum, 1997). 

Moving away from the Greeks, yet still acknowledging their contribution to 

cosmopolitanism, Walter Mignolo (2000) decides to move the conversation to the 

emergence and consolidation of the modern-colonial world, roughly the sixteenth 

century. Mignolo’s insistence on the sixteenth century is rooted in what he sees as the 

seminal beginning of cosmopolitanism under the emergence of the Atlantic commercial 

circuit, which forged the beginnings of the exploration and exploitation of “New World” 

capital, the African slave trade, and the expansion of Orbis Christianus, the Christian 

colonial project throughout the world (Mignolo, 2000). Building on Mignolo’s thesis that 

cosmopolitanism should be understood as the direct result of colonial expansion, is Rahul 

Rao’s (2007) comment affirming that indeed colonialism and imperialism created the 

seeds and trajectory of cosmopolitanism; however, the ways in which cosmopolitanism 

became defined and then moved into a narrative of praxis was refined under the 

Enlightenment. Rao goes on to state that cosmopolitanism was: 
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well suited to the spread of empire. We might speculate that this was 

because the ideas of universal moral community that they recommended 

seemed more practicable at precisely those times and in those places 

where universal political communities (i.e., empires) were being 

constructed. We might speculate that ideas of universal moral community 

provided attractive justifications for these projects of empire-building. 

(Rao, 2007, p 27) 

In an essay entitled The Cosmopolitan Imagination, Gerard Delanty (2006) identifies, 

through a historical exegesis of cosmopolitanism, that the main tradition in modern 

cosmopolitanism derives from Immanuel Kant (1795). It is Kant’s contribution to the 

notion of cosmopolitanism that created the legal framework beyond the “relatively 

limited modern republic” and extended the notion of cosmopolitanism beyond the 

community in which one is born or lives into a vision of a world political community: 

“Cosmopolitanism thus became linked with the universalism of modern western thought 

and political design aimed at world governance” (Delanty, 2006, p. 26). 

From this evolution of Kantian cosmopolitanism we have inherited today a multi-

vocal response to what cosmopolitanism is or should be. What is agreed upon are three 

shared elements that are contained within the various permutations of cosmopolitanism: 

“individualism (the ultimate units of concern are individual human beings), universalism 

(the status of ultimate unit of concern attaches to every human being equally), and 

generality that is individuals are ultimate units of concern” (Rao, 2007, p. 31). I center 

my understanding of cosmopolitanism as it is practiced today with both Delanty (2006) 

and Mignolo (2000). I also agree that current definitions of cosmopolitanism are framed 

within Kantian logic and reason, and as such, are direct inheritors of the colonial legacy 

of Western expansion. 

Within this understanding of cosmopolitanism there exists three noticeable points 

of departure, first that cosmopolitanism has a moral value, second a political value, and 

third a cultural value. I focused on the moral and cultural value in this commentary on 

cosmopolitanism because I feel they inform the political, not as an afterthought, but 

rather as an outcome of how values in general are placed on subaltern subjects, the 
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meaning that is inscribed on the subaltern subject, and the interpretations inherent in 

these sorts of inscriptions. 

6.6.2 Moral Cosmopolitanism 

The oft quoted work of Martha Nussbaum, Cultivating Humanity( 1997), reinforces this 

notion of cosmopolitanism as a moral universalism. A universalist ethic that requires 

individuals to be able to speak freely and with authenticity in order to maintain the liberal 

communitarian foundations of this universal ethic.
32

 Idealistic in its approach, moral 

cosmopolitanism has had many critics as of late, perhaps the most vocal against this 

understanding of moral cosmopolitanism is African critical theorist Kwame Anthony 

Appiah, who argues that cosmopolitanism is not inherently universal; it is in fact “rooted” 

(Appiah, 2005). Contrary to Nussbaum’s widely accepted statements that “the 

cosmopolitan ought to understand that she is first and foremost, a human being and only 

by accident of birth a member of this or that nation” (Orosco, 2003, p. 205), Appiah 

argues for a “rooted cosmopolitanism” that reframes identities, loyalties, and self-

understandings. In so doing, Appiah also agrees with Delanty (2006) who acknowledges 

rooted cosmopolitans as individuals who have the capacity to “construct their lives from 

whatever cultural resource to which they find themselves attached” (p. 30). In Delanty’s 

analysis,“This perspective reinforces the notion of cosmopolitanism as a mode of cultural 

framing which is not reducible to rights or particular identities but concerns cultural 

models by which the social world is constituted. In sum, the significance of 

cosmopolitanism goes beyond post-national membership” (Delanty, 2006, p. 31). 

Moral cosmopolitanism, as we have just reviewed, serves as the contemporary 

bulwark to our Kantian understanding of cosmopolitanism. Framing our understanding of 

cosmopolitanisms in this way evokes the emphasis and goals of IEE programming to 

move students towards a “post-national” global citizenship; and as we discussed earlier, 
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 It is here that Habermas’ theory of communication (ideal speech) becomes a necessary facilitator of 

authentic discussions aimed at maintaining a universalist homeostasis in a broad and diverse community 

(Habermas, 1996). 
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this “idea” of global citizenship is, in itself, a contested term. What is apparent is that the 

current structure of study abroad and IEE programs reflect the colonial roots of 

cosmopolitanism in a more packaged and contemporary neo-colonialist presentation. 

Moral cosmopolitanism, as Appiah argues, does not problematize the fact that all beings, 

even cosmopolitans, are somehow “rooted” in their own subjectivities, and it is precisely 

these subjectivities that need to be brought into a Habermasian network of shared 

dialogue. 

This network, or rather the migratory aesthetic of globalization and transnational 

migration, already provides us with a space and a place of departure to discuss how 

spaces and flows influence our ability to dialogue. This study is a case in point, where the 

participants’ experiences challenge modernity, interrogate Kantian cosmopolitanism, and 

defend ontologically the “rooted cosmopolitanism” of Appiah. How do we, then, have 

opportunities in a global network of spaces and flows to create dialogic space for better 

understanding? Is our understanding of Habermasian frameworks for ideal 

communication just that, an ideal? As a post-colonial subject, is Kantian 

cosmopolitanism — as it is currently practiced in all study abroad and IEE programming 

— the answer? How do we move to this Habermasian network of shared dialogues within 

the spaces and flows that individuals find themselves? This will entail movable entities 

and movable identities, that is, the liquidity of peoples and by extension their cultures. 

The migratory aesthetics of cosmopolitanism brings us to the second 

understanding of cosmopolitanism as mentioned earlier, cultural cosmopolitanism. 

Examples of cultural cosmopolitanism as enumerated by Delanty (2006) can be found in 

“theories of mobilities and spaces and flows, and hybridities,” (p. 31). Mobility and 

networks (spaces and flows) conceptualize the constellation of modalities that the 

participants of this study were confronted with and managed to seek different 

articulations within. 
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6.6.3 Cultural Cosmopolitanism and Regimes of Mobility 

Mobility is one of the crucial experiences, perhaps even the hallmark 

experience of our time. In the context of what Jürgen Habermas has called 

an “economically fashioned global society,” mobility has become an 

aggregate of complex individual and collective real and imagined 

processes. Such processes involve the deregulated mobility of goods and 

capital (mobility “from above”), the regulated mobility of people (mobility 

“from below”), and the simultaneously regulated and anarchic mobility of 

ideas, images, and information. (Kunow, 2011, p. 331, original emphasis) 

Such a perfunctory statement may seem a bit complex, yet what this does is provide us 

with a framework from which to examine mobility as a discipline of study.  

 To begin with, mobility is a very broad frame from which one develops an 

argument; however, the whole premise of study abroad and IEE is centered around 

mobility. Mobility entails placing oneself in the motion of both moment and movement; 

it is simultaneous. Contained within this action is the idea of space, not necessarily of 

place, but of a space where movements occur transcoursing time. It is within this space 

that all things are allowed a free flow, a liquidity and instability that requires individuals 

to create networks and modes of connectivity to create new understandings (hybrid 

knowledge). Manuel Castells’ (1996) notion of networks, comes to mind here to address 

an open and flexible flow of time and being. Here I invoke the notion of Deleuze and 

Guattari (1987) of de-territorialization
33

 as a form of decentering or abstracting. Castells’ 

emphasis on society in the form of networks rather than territorial spaces creates a de-

territorialized space where flows can occur, that is, flows of information and bodies. 

These “localities become disembodied from their cultural, historical, geographic meaning 

and reintegrated into functional networks or into image collages, inducing a space of 

flows that substitutes for the space of places” (Castells, 1996, p. 375). 

                                                 
33

 Deleuze and Guattari’s notion of “de-territorialization” can be examined in multiple registers, however, 

for the post-colonial subject “de-territorialization” takes on a real and physical meaning as well as 

metaphorical. In this sense, the term is used more in the sense of “subjectivation”: “absolute 

deterritorialization…installs an abstract machine on the level of expression and takes the abstraction of 

content even further, tending to strip it of any form of its own (the imperialism of language, the pretensions 

to a general semiology” (Deleuze & Guattari, 1987, p. 143). 
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Castells’ notion of spaces and flows, although seductive in its notions of 

transparent learning and understandings, does not acknowledge two important points: (a) 

it is difficult to decouple individuals from their cultural, historical geographic meanings 

into functional networks, as was evidenced by the narratives of the participants in this 

study. Culture, containing geographic and historical meaning, is laden with value, 

context, and real-life implications, especially for those communities which have 

experienced inter-generational trauma. (b) Although one can agree that there are network 

nodes in which information can flow, a critical question remains as to who is 

disseminating information for what purpose, to what end and about whom? This, then, is 

a question of power. Again, I will turn our attention to the narratives of the participants, 

who also questioned the ubiquitous electronic messaging through the media that 

informed, misinformed, and distorted their own representations, and their representations 

of “others.” 

Castells’ contribution is important for this discussion because it underlies one of 

the premises of our current understanding of study abroad and IEE programming: 

Although we idealize the notion of sending students outside the comfort zone of their 

national borders, we think of such sojourns more in terms of spaces and flows, that is, the 

movements of bodies and ideas (sharing). This is frequently done without actually 

problematizing what exactly is in the space and what exactly is flowing into and out of 

that space. How is that space constructed? Who is included and who is excluded? What is 

the nature of information or data that is being shared? What is the purpose? Who 

benefits? The data gathered from the participant narratives suggested that their 

international sojourn was much more than spaces and flows: it was a voyage into a space 

that interrogated notions of representation, and textual authority, that countered the 

controlled communicative spaces within global publics. The implication being “that only 

societies that are integrated into the global information economy can be cosmopolitan. 

This approach excludes alternative kinds of cosmopolitanism and fails to appreciate the 

significance of global publics in the constitution of the social” (Delanty, 2006, p. 31). 
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Adding emphasis to the narratives of the participants in this study, Rüdiger 

Kunow critiques this notion of decoupling history, geography and culture within Castells’ 

arguments about spaces and flows: 

The presence of new historical and cultural agents, marginalized groups, 

colonized peoples, or emergent social and cultural formations has not only 

widened our cultural perspectives, it has also brought about a whole 

rewriting of our political as well as cultural geography. What we can say 

with some assurance at this point in time is that the postcolonial moment 

has fostered a territorial understanding of culture, of culture as spatially 

constructed. Increasingly, the spaces in which we live are perceived as not 

simply “there,” given scenarios for our actions and experiences. (Kunow, 

2001, p. 89) 

Kunow makes a critical contribution in this discussion by pointing out that space is not so 

much found but rather constructed. Kunow’s observation thus raises the resolution of the 

“rootedness” of individuals, and as evidenced by the narratives of the participants, 

“rootedness” became a critical part of their understanding and of their learning during 

their sojourn. In effect, the participants could not decouple themselves from their cultural 

and historical understandings; instead they could suspend them but only in a limited way, 

that is, these ontological understandings of who and what they represent did not go away, 

they can be suspended but are still present. The numbing invisibility of the post-colonial 

subject is its presence, and as such these participants were able in this interstitial space of 

flows to critique and renegotiate the image and to speak back to America’s imperial reach 

and interpretive force. What resulted at the end of their sojourn was a return to the 

rootedness of their identities, but a rootedness that was more critical and more global in 

its contextual understandings. 

Sociologist John Urry (2002) builds on Castells’ notion of spaces and flows 

(1996) by discussing issues of mobility and non-mobility. For Urry, modern conceptions 

of the nation-state are anachronistic. Following Castells (1996) and Deleuze and Guattari 

(1987), Urry argues that the permeability of national borders due to globalization has 

rendered the geographical concept of the nation state as obsolete, with notions of mobility 

as the centerpiece to understanding modern cosmopolitanism. Urry goes on to highlight 
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that mobility creates new spatial inequalities precisely because certain individuals partake 

in them and for specific reasons. Urry’s examination covers immigration and 

transnational voluntary movements of individuals for cultural, economic, and touristic 

reasons.  

“Mobilities are not just flows but networked relations and are globally organized 

in new kinds of spaces and temporal processes” (Delanty 2006, p. 32). Like Delanty, 

Urry’s premise holds that mobility is central to cosmopolitanism and that it is manifested 

in multiple modalities. What Urry and Castells both have in common is their 

understanding of cosmopolitanism and mobilities as a “rooted elitism”; that is, they are 

unable to understand their own arguments from the point of view of the subaltern and the 

disenfranchised. Thus, mobility becomes an elite practice. Although for many mobility 

remains a “choice,” I take issue with this argument largely because these arguments 

raised here discount the narratives of displaced war refugees, the deported, and the 

trafficked. In addition, such discourse privileges the few over those who must seek social 

or economic asylum in other countries. In this sense, one could argue that “just as 

capitalism has traditionally produced ‘its own geography,…creat[ing] a ‘second nature’ 

of built environments with particular kinds of spatial configurations” (Harvey, 1985, p. 

xvii), so, too, the new realities of globalization have been creating theirs. Accordingly, 

what is being created out of the mobile and the non-mobile is a “borderland [of] 

culture[al] areas, populated by strong, diasporic ethnicities unevenly assimilated to the 

dominant nation state,” in a sense the large scale “de-territorialization of culture and its 

subsequent reterritorialization” (Kunow, 2001, p. 90). 

Thus the nation-state is not defunct; it is being re-imagined and re-configured 

through the transmigration of mobile individuals, goods, capital, information and ideas. 

Urry’s model speaks to me of a post-national understanding of cosmopolitanism that 

moves beyond nation-state borders and embraces the de-territorialization so prominent in 

Castells’ thesis. This influence has moved IEE programming to its current configuration 

of mobility as the conduit to becoming a “world or global citizen.” Such understandings 
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of mobility do not interrogate the power relations that are enforced and reinforced in such 

understandings, nor do they address culture and history as significant factors in diasporic 

movements or in the movements of elites or subalterns. 

Rahul Rao emphasizes an argument by critical theorist Craig Calhoun (1997) by 

stating that the notion of world citizenship: 

has been championed by, or at least comes more readily to, elites who are 

able to experience a sense of inhabitation of the world as a whole thanks to 

their ability to enter and exit polities and social relations around the world, 

armed with visa-friendly passports, credit cards, membership in airline 

clubs, invitations to conferences, etc. (Rao, 2007 p. 83) 

Similar to Calhoun (1997) and Rao (2007), Arjun Appadurai (1996) makes a compelling 

counter-argument that cosmopolitanism and mobility include the under-privileged as 

well: refugees, exiles, indentured laborers, illegal aliens. These individuals create the 

diasporic communities that Urry does not address directly as recipients of pathologies of 

power. For this study, mobility is important to understand as a theoretical construct 

because it is the very access to mobility for the participants in this study that raises 

several problems. 

First, that the participants lacked the necessary capital to fund such an excursion 

is critical, and it underscores the elitism inherent both theoretically and in praxis 

regarding IEE programing. Second, because the participants in this study were 

represented in their physical appearance as post-colonial subjects, they were “racialized” 

due to their phenotype. As evidenced through the interviews, these subjects did not look 

“white” or “European;” this racialized identity creates for the post-colonial subject 

difficulty in traveling, such as concerns for their own personal safety in foreign lands; 

worries about being classified as security risks in airports, at checkpoints and going 

through customs; and arriving in a host country which has its own racialized discourse. 

Third, in addressing mobility, very rarely does one interrogate what exactly is moving, 

whether it be information, a pastiche of images and representations that inform others’ 

opinions and prejudices, capital, discursive practices, stereotypes, or new ideas. In 

discussing mobilities, then, it is apparent that mobility needs to be explored through the 
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lens of relationships between the “privileged movements of some and the co-dependent 

but stigmatized and forbidden movement, migration and interconnections of the poor, 

powerless, and exploited” (Schiller& Salazar, 2012, p. 188). 

What is evidenced in this ethnographic case study is that the participants 

themselves were part of an algorithm of power under regimes of mobility. Although they 

were not able to articulate this particularly clearly, the examples they provided in their 

various narratives speak to the ways in which current understandings of cosmopolitanism 

have informed the construction of study abroad and IEE programming. These 

constructions are formed through a particularly privileged aperture which does not 

include a wide enough lens to capture issues of real or imagined difference, and relations 

of power.  

Embedded within our understanding of regimes of mobility is the constellation of 

discursive practices as they are created through imagining various “mythscapes”. These 

mythscapes exist not just in physical space but are actually the discursive realm of 

thought and imagination that are constituted by and through temporal and spatial 

dimensions. These mythscapes are where national narratives of race and differences are 

transferred, exchanged, reconstructed, and renegotiated constantly (bell hooks, 2003, p. 

75). The participants in this study found themselves located in this highly chaotic yet 

subtly ordered discursive realm of mythscapes, having to re-negotiate their own identities 

through the imagined lens of others, within an overarching and increasingly transglobal 

hegemonic American narrative. 

6.6.4 A New Cosmopolitanism? 

Competing understandings of what cosmopolitanism is and what it can produce have 

informed much of the work done in international education and study abroad 

programming. All of the theoretical understandings of cosmopolitanism provide powerful 

and compelling examples of an idealized state of being, yet still hard questions remain as 

to how to define and measure transformative learning. Cosmopolitanism as it is practiced 

in the academy is currently understood along two distinct trajectories: 
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 Moral cosmopolitanism with a decidedly universal focus on notions of “world” or 

“global” citizenship leading to a post-national understanding that seeks to remove 

the particular and replace it with the universal. 

 Cultural cosmopolitanism entails a decidedly post-universalist approach that seeks 

to highlight the nuances of culture in a pluralistic world village. 

In both of these trajectories there exists some common understanding of a world culture, 

or world citizen, that informs the understandings of what cosmopolitanism is or should 

be. A critique of these two trajectories and their implied understanding of world citizens 

and culture is that all of these notions derive from a decidedly Western understanding of 

what a global or world citizen or global and world culture is and what that should be. 

This smacks of what Charles Taylor (1991)
34

 describes as a quest for authenticity, with 

the question of authenticity being grounded in Western ideals of what that authentic other 

is and does. 

What we do know is that cosmopolitanism as it is practiced in higher education, 

regardless of which trajectory (moral, universal or cultural), finds its base in the 

principles of globalization, and the spaces and flows of capital and modes of production 

(knowledge, materials, cultural, and bodies). We also know that higher education has 

great difficulty in defining just what a “global” citizen is and should be because it lacks a 

grounded critical structure that thematizes and problematizes from a comparative lens the 

nuances of difference, power and privilege. In other words, for post-secondary IEE 

programs there needs to be a move away from the abstract universal and pluralist 

approaches to a cosmopolitanism to one that is critical and strives to “make sense of 

social transformation by identifying new or emergent social realities” (Delanty 2006, p. 

39), thus moving beyond the particularities of one’s own understandings and affinities to 

the interstitial spaces of tension, where dialogue can occur. 
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 Taylor, C. (1991). The Ethics of Authenticity. Cambridge, MA: Harvard University Press. Available 

from http://www.scribd.com/doc/51045598/Charles-Taylor-The-Ethics-of-Authenticity 

http://www.scribd.com/doc/51045598/Charles-Taylor-The-Ethics-of-Authenticity
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“Why can’t we live with that tension?” asks African American theorist Paul 

Gilroy in an interview with Tom Shelby, “We aren’t dialectitians, but we don’t have to be 

you know? So I would rather live with that tension” (Shelby, 2008 p. 116). For the 

participants in this study, the same sentiment is apparent. In a focus group, one of the 

participants shared her experience in an encounter that was highly uncomfortable 

involving Russian students and Georgian students over a World War II victory, 

apparently a victory that was subject to different national interpretations. Originally, the 

discussion consisted of friendly banter, then quickly it escalated into a highly emotional 

argument between the two groups of students. As an American, the participant felt she 

did not have the historical understanding or background to engage the conversation,; 

however, what she did feel was a need to listen deeply and to not dismiss the reality of 

her colleagues’ feelings, emotions, and historical legacies: 

It was like WWII wasn’t that long ago, and these students, they weren’t 

alive then, but the way they talked about the war, you would have thought 

it happened yesterday. And then I realized something, that I did not know 

about this history, and I felt ashamed of that. I realized that history is 

subjective, when I listened to other people from other countries. But more 

importantly I realized that as bad as this conversation was, it was a 

conversation we all needed to have, you know, how that war affected the 

world we live in now, the way things are now, and why people feel the 

way they do. We should not let the conversation end there, we need to 

have the difficult conversations and live with the tension, don’t let the 

dialogue end there (Focus group, 2011). 

What these study participants are speaking to is what George Delanty refers to as Critical 

Cosmopolitanism, a cosmopolitanism that is “rooted” in Appiah’s (2005) sense of the 

term and is founded on Turner’s understanding of cosmopolitan virtue (Turner & Rojek, 

2001, p. 223). “Cosmopolitan virtue does not arise merely in situations of cultural 

diversity or taking the perspective of the Other. It is not an identity as such, that can be 

constrast[ed] with a national identity or other ideas of identity, except in a restricted sense 

of the term” (Delanty, 2006, p. 40). 

In fact, this “critical” cosmopolitanism is an “internal cognitive transformation” 

(Delanty, 2006, p. 41), based on deep listening and self-reflection. In developing a sense 
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of cosmopolitan virtue one must develop a sense of one’s own history and culture and be 

able to critically and reflexively understand its relationship to others without hyper-

affective responses, while simultaneously recognizing that all perspectives are culturally 

conditioned and contingent 

Following Bryan Turner’s analysis, cosmopolitan virtue can be related to 

such virtues as irony (emotional distance from one’s own history and 

culture), reflexivity (the recognition that all perspectives are culturally 

conditioned and contingent), skepticism towards the grand narratives of 

modern ideologies, care for other cultures and an acceptance of cultural 

hybridization, an ecumenical commitment to dialogue with other cultures, 

especially religious ones, and nomadism, as a condition of never being 

fully at home in cultural categories or geo-political boundaries. (Turner 

2011; Turner and Rojek 2001, p. 223) 

This is a process of self-transformation that leads to social transformation and 

emancipatory learning in the Freirian sense of the word (Turner 2011). In this sense, 

critical cosmopolitanism is an open process by which the social world is made 

intelligible; it should be seen as the expression of new ideas, opening spaces of discourse, 

identifying possibilities for translation and the construction of the social world” (Delanty, 

2006, p. 42). In this space of critical inquiry and dialogue, all individuals should have the 

capacity to not only translate reading and writing, but rather they should have the ability 

to translate narrations of post-modern realities, experiences, and understandings. In so 

doing, one develops the skills to translate the local and global, the self and other, the 

particular and universal, the past and present, and the core and periphery (Delanty, 2006, 

p. 43). 

The participants of this study served not only as representations but as translators 

to their hosts, in effect translating the post-colonial past to the present with a critical eye 

to the future. Translation is a process, and as stated by the participants their role consisted 

of not simply translating ontologically or epistemically; instead, they served also to 

evaluate, assess, re-negotiate and re-inscribe meaning to the translation. In this sense, the 

act of translating became a part of the participant’s citation. 
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Because translation involves an evaluation of events, I go back to Said’s words 

about what it means to see things as a post-colonial subject, which allows the individual 

to see: 

[t]hings both in terms of what has been left behind and what is actually 

here and now; there is a double perspective that never sees things in 

isolation. Every scene or situation in the new country necessarily draws on 

its counterpart in the old country. Intellectually this means that an idea or 

experience is always counterposed with another. (Said, 1993, p. 134) 

My study highlights what Rüdiger Kunow refers to as the “archimideal perspective” 

(Kunow, 2011 p. 346) that the post-colonial subject brings to investigations of difference, 

power, and multiculturalism. The act, in itself, is the basis of translating and evaluating 

and renegotiating meaning: to translate is to transcend. That is, to follow the call of 

critical cosmopolitanism is to understand one’s “rootedness” and to self-reflect then 

abstract beyond that rootedness — through rich and critical inquiry and dialogue — and 

to arrive at a place of mutual understanding, individual, and community agency towards 

social change. To follow the work of emancipatory learning is to allow for mixed 

registers in a world of different voices. 

I go on at length here because I feel that IEE programming and study abroad need 

a different philosophical base as a framework. I believe they must move away from 

Kantian cosmopolitanism that neither acknowledges the multiple voices of 

postcolonialism or subalternity or the changing demographics of the world’s geo-political 

borders involving non-European migrations and diasporas, nor understands the rise of the 

Global South and its impact or hold a critical understanding and analysis of power 

differentials. Instead, I see that IEE programming and study abroad need to base their 

philosophical underpinnings away from capitalist and Marxist understandings of spaces 

and flows and move to a place that is dialogic, critical, and understands that, unlike 

global citizenship, critical cosmopolitanism speaks to “global justice.” 

Critical cosmopolitanism is thus not an identity but rather, as one of the study 

participants stated, a “state of mind”; it is a process, a process that involves tension and 

dialogue. What I am advocating is a move from European Enlightenment notions of 
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cosmopolitanism, as practiced today, to a conceptualization of cosmopolitanism that 

recognizes the mass demographic shifts that are happening all over the world. As critical 

theorist Renato Rosaldo states, “The Third World has imploded into the metropolis” 

(Rosaldo , 1989, p. 4); the mass transcoursing of texts across space has created 

unprecedented webs of interlocution and tension. I follow Mignolo’s (2000) call to a 

critical cosmopolitanism, emerging from the various spatial and historical locations of 

colonial difference as opposed to being managed from above (Mignolo, 2000). 

In conclusion, it is apparent that profound and nuanced shifts in identity 

articulation brought forth in the participants more of an attached affinity to their ethno-

racial identity than to their national identity as Americans. These findings contradict the 

conventional belief that students who study abroad become more “American,” 

“cosmopolitan,” or even “post-ethnic,” or “post-national.” What is evidenced in this 

research is the disconnect between the rhetoric of study abroad to create cosmopolitan 

and global citizens and the actual outcomes. The results of this research have shown that 

the participants developed a deep appreciation for a “critical” cosmopolitanism: this 

cosmopolitanism does not produce post-ethnic or post-national sentiments but does 

provide a critique to American and global discursive practices on race and difference 

both at home and abroad as well as a critical examination into the pathologies of power 

and the agency to advance global justice. 

For IEE programming to move beyond its current station of cosmopolitanism as 

an enlightenment era universalism, practitioners will have to embrace the cacophony of 

different voices and registers on difference and disentangle those discursive practices that 

transfer into political and structural violence. IEE programming must be able to create a 

pedagogy that encourages and helps students to “observe and investigate the boundary-

transcending and boundary-effacing multi-perspectivism of social and political agents” 

(Beck and Sznaider, 2006, p. 18). 
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6.7 Summary 

This chapter has presented a theoretical exploration of the nature of IEE programming 

and its impact on students of color in post-secondary education institutions as regards 

their greater understanding of themselves and the world. As such, this chapter examined 

through a diasporic and dialectic vocabulary the situatedness of the participants as they 

sought to articulate their complex relationships between racial and national identity in an 

international setting. Data produced from the participants and informed by the research 

questions were organized into five notions or “ideas” that functioned as meta-themes for 

further discussion: The “idea” of students as citations, the “idea” of identity, the “idea” of 

(re)presentation, the “idea” of global citizenship, and the “idea” of cosmopolitanism. 

These five themes served to de-construct the current cannon of IEE programming and 

allowed for a re-configured framework of IEE that suggests critical cosmopolitanism as a 

pedagogical approach to understanding difference, identity, privilege, and pathologies of 

power.  

This chapter underscores the need to re-think possible theoretical frameworks that 

bridge multiculturalism and democratic understandings of social justice within 

international experiences. The next chapter builds upon these theoretical frameworks by 

examining an applied approach to curriculum development in international programming 

both pre-departure and post-return. 
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7. Pedagogy of the Repressed: Conclusions and Recommendations 

I refer to this chapter as “pedagogy of the repressed” to present a play on Paolo Freire’s 

influential manifesto the Pedagogy of the Oppressed (1970/ 1972). I raise the notion that 

the participants in this study are not so much “oppressed” as they are “repressed;” that is, 

they have an understanding of themselves and a sense of agency, but it is either 

misdirected or is unsure, perhaps even confused as to how to articulate that agency; 

hence, they are repressed. Oppressed is a different register, in which the subject has no 

agency or is structurally denied that agency. Oppression is at its very core the final result 

of “epistemic violence (Spivak, 1998a, p. 282). In the case of the study participants, 

Carlos, Brandon, Suzy and Dora, I see them as indicative of many students who have the 

privilege, albeit somewhat restrictive due to their subaltern status, of being in a post-

secondary setting that affords them an opportunity to explore and engage the world. 

These recommendations and the discussion on the “pedagogy of the repressed” 

address the need for study abroad and IEE to de-center the current canon on study abroad 

and IEE away from European Enlightenment notions of cosmopolitanism, to a highly 

effective, experiential, pedagogical praxis developed within the framework of a critical 

cosmopolitanism that this research identified through certain themes: (a) critical 

understanding of the world as text, (b) competing narratives of difference, (c) privilege 

and power, (d) global historical contexts, (e) issues of representation, (f) and the art of 

translation. 

This chapter also draws upon the working theories of Paolo Freire’s emancipatory 

education and Mezirow’s transformative learning theory. The theoretical underpinnings 

of this chapter are drawn from post-colonial theory and subaltern theory as theories of 

resistance. Through this concluding evaluation, I look to move IEE and study abroad 

programming in general to a place of reflexive learning, critical inquiry, and social 

action. In this chapter, I first review the effects of history on education then present four 

recommendations for curriculum development in IEE programs: 

 Experiential Learning as a High Impact Pedagogical Practice 
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 Pedagogical Shifts: Decentering the Canon 

 Mobility as a Pedagogical framework: Greenblatt’s Manifesto 

 Pre-Departure and Post-Return Curriculum 

o History and its ties to political, ethical and philosophical discourses 

o Different narratives of difference 

o Issues of representation 

o Privilege and power 

o The art of translation 

o Discursive praxis and how narratives are constructed — how we understand 

the “other” and how the “other” understands us 

o Understanding democratic and civic engagement for global and local justice 

7.1 History and Education 

The existential question of our time is how to bring about humanity in a world of 

inhumane acts. In his treatise Education After Auschwitz, Theodor Adorno looks to 

Auschwitz, not for the answers it provides but for the questions it provokes:  

the fact that it happened is itself the expression of an extremely powerful 

societal tendency…I do not believe it would help much to appeal to 

eternal values [or]…that enlightenment about the positive qualities 

possessed by persecuted minorities would be of much use. One must come 

to know the mechanisms that render people capable of such deeds, must 

reveal these mechanisms to them and strive, by awakening a general 

awareness of those mechanisms, to prevent people from becoming 

so…[O]ne must labor against this lack of reflection, must dissuade people 

from striking outward without reflecting upon themselves. The only 

education that has any sense at all is an education toward critical self-

reflection. (Adorno, 1966, p. 2) 

Auschwitz stands not only for the end of Modernity, but it also raises existential 

questions about the end of humanity. More than any other historical singularity, 

Auschwitz stands as a physical metaphor of man’s internalized self-hatred of himself and 

of Eros (Freud, 1923). Adorno’s treatise entreats us to move away from our self-delusion 

in Thanatos (Freud, 1923) to a critical pedagogy of love, deeply rooted in self-reflection 
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and global social responsibility, with a single commandment: “The only education that 

has any sense at all is an education toward critical self-reflection” (Adorno, 1966, p. 2). 

Adorno’s commandment calls upon us to re-imagine the purpose and role of 

education, particularly as it strives to cultivate humanity across borders and boundaries of 

difference. For practitioners of learning experiences, Adorno’s commandment aligns with 

the pedagogical practices of Paolo Freire (1970) and Jack Mezirow (1991), who seek to 

transform and transcend individual limitations through critical self-reflection and 

dialogue. 

This study is critical in that it used the IEE experience as a true laboratory for 

students to participate in meaningful and critical dialogue about themselves and the world 

around them, thus providing one possible pedagogical strategy to embrace the full 

spectrum of what it means to be truly human in a dynamic and volatile changing world. 

In doing so, both the participants and their compatriots were transformed by these IEE 

interactions. The findings of this study highlight and underscore the need for all students 

participating in IEE programs to engage in a curriculum that analyzes the ways in which 

collective identities are formed through constructions of alterity. What this calls for is an 

investigation into the contrapuntal tensions that exist between integrative co-existence 

and exclusion, which includes the ways in which students can connect contemporary 

conflicts within communities to “comparable phenomena in other epochs and cultures 

and draw historical and intercultural comparisons that might yield insights into long 

range continuities and developments” (Buchenau & Messmer, 2001, p. 2). 

7.2 Experiential Learning as High Impact Pedagogical Practice 

Current literature suggests that study abroad and International Educational Exchange 

programs are a “high impact” pedagogical practice. These programs and opportunities 

fall under the rubric of highly effective pedagogy because they are founded upon the idea 

that experiential learning is a praxis that leads to transformation. Experiential learning 

occurs when carefully chosen experiences are supported by reflection, critical analysis 
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and synthesis. These experiences are structured around theories of androgogy
35

 which 

emphasize learner-initiated learning. Following an androgogical approach, the learner is 

actively engaged in critical inquiry by thematizing and problematizing their experiences 

as well as seeking solutions, assuming responsibility and constructing meaning. Paolo 

Freire (1970) and John Dewey (1916/1963) provide us with a framework to understand 

the impact of experiential learning by locating experiential learning in the larger 

democratic ideals of creating citizens through practice and action  

According to experiential learning theoretical frameworks, learning is 

considered a process that involves the reconstruction of experience taking 

into consideration the “action” of participating and working in a different 

environment and the “thinking” or reflection about that experience and 

context [through this process] [e]ducators seek to encourage critical 

thinking and problem solving skills through student reflection on the 

reconstruction of their experience and the discussion and framing of key 

issues. (Pagano & Roselle, 2009, p. 217) 

What makes experiential learning so attractive for IEE and study abroad is that it is an 

opportunity to take the basic philosophy of what experiential learning is and apply it to a 

global context; a context that moves the student outside of the classroom into an 

environment that is unpredictable, unfamiliar, different, and challenges assumptions and 

pre-conceived notions. In doing so, experiential learning adds value to traditional models 

of education both as a method and as an approach to learning that enhances each 

individuals learning and personal outcomes. “As such, experiential learning sends 

students out of the classroom into a world that is complex and interconnected, 

challenging their prevailing world view and their ability to take responsibility for their 

own learning” (Montrose, 2002, p. 1). 

This method of teaching and learning is then evaluated by the students reading, 

writing, presenting, or producing projects that measure achievement based on direct 

experience. Perhaps most importantly, experiential learning is not merely going out in the 

field and experiencing the “Other”, or engaging in a service learning project that just 

                                                 
35

 Androgogy refers to “adult learning” and was first utilized by Malcolm Knowles (1980) in which he 

defined androgogy as the “art and science of helping adults learn” (p. 43). 
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involves service without the learning. Experiential learning is about an intellectual and 

academic curriculum, a project that includes both an academic body of knowledge 

buttressed by critical inquiry, and a real-life experience in a community or international 

setting. 

Current understandings of IEE as a component of experiential learning abound 

throughout post-secondary education institutions. Both community colleges and four-year 

universities are engaged in enhancing their study abroad options and programs and have 

included numerous options for students to engage the global through multiple mediums. 

Some of these global experiential learning projects include short-term study abroad, 

internships, and service learning opportunities in countries in need of some assistance. 

Although these programs are very popular, all of them raise serious questions as to their 

purported learning outcomes and the efficacy of measuring student learning (Andreotti, 

2006; Mohanty 2003; Moore-Gilbert, Stanton, & Maley, 1997; Streitwieser, 2009; 

Zemach-Bersin, 2007a, 2007b). Perhaps more controversial are the questions being raised 

regarding international service learning projects, which are perceived by global theorists 

as well as some students, as somewhat neo-colonialist (Andreotti, 2006; Zemach-Bersin, 

2007a, 2007b). These “nation-building” excursions place American students in the role of 

First World intervener and nation-builder to “third” world “Others.” In essence, they 

represent themselves as the “saviours of marginality” (Spivak, 1990) and “interven[e] 

benevolently to further the struggle of the subaltern…and end up reproducing the same 

power relations that they seek to put an end to” (Spivak, 1990; Andreotti, 2007, p. 72).
36

 

Such excursions as of late have raised serious concerns about how IEE programs are 

marketed and how students are prepared to engage the world. Such preparations should 

be considered pre-departure, and in all of the programs reviewed at Upper Northwest 

College, none of the participants were provided a critical framework from which to 

inform themselves prior to their sojourn. 

                                                 
36

 Gayatri Spivak has criticized Foucault and Deleuze for replicating these same power differentials when 

referring to “Third World Subalaterns” without problematizing the heterogeneity of these areas of the 

global south and the realpolitik of such assertions. 
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To merely speak of experiential learning as having an “experience” without 

critical reflection and action, is to speak only to a voyeuristic notion of what it means to 

engage students in active learning. For this reason, study abroad and IEE programs must 

be more than just a “trip” to some foreign place; it must be a “critical and comparative 

analysis” of where someone is, why it is what it is, and how that relates to one’s inner 

landscape and future trajectories for the self and others. By engaging in this way, students 

are deliberately involved in the process of thinking critically that leads to practical 

problem solving, “they are generating their own ideas and working through possible 

solutions to complex problems. This integration of concrete action and reflective thought 

makes possible the evaluation of learning through intentional, measurable learning goals 

and objectives” (Montrose, 2002, p. 3). 

“Apart from inquiry, apart from praxis,” states Paolo Freire (1972) “Knowledge 

emerges only through invention and re-invention, through the restless, impatient, hopeful 

inquiry human beings pursue in the world, with the world, and each other” (p. 53). 

Freire’s statement aligns nicely with the goals of experiential learning as an applied 

pedagogical practice. Learning, in this sense, must be grounded in theory and move to 

action, then follow with careful reflection. Freire’s assertion — that action (through 

applied learning environments) leads to emancipatory learning — serves as a critical 

framework to student learning and experiential learning outcomes. 
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Figure 2: Kolb’s learning cycle (based on Kolb 1984, in Montrose, 2002) 

 

Expanding on Freire’s call to action, David Kolb described a model of the learning cycle 

(Figure 2) in which he highlights the methodology of experiential learning as it moves 

through various phases. This cyclic motion, based on the work of Kurt Levin (1942), 

acknowledges the importance of observation and reflection, and how individuals form 

abstract concepts that move to strategies in how to manage different situations. Kolb’s 

model presents to us a basic framework for how learning occurs within any group of 

individuals; however, what it does not address is the ways in which that learning is 

processed and organized by individuals and then translated both within the learning group 

and shared externally. It is here that the educator must be well-versed to add a critical 

voice, not one that negates but rather one that facilitates through meaningful questions an 

open dialogue to illuminate any biases, or misperceptions. This learning model must be 

intentional; it cannot be left to chance. What I have seen through this study is that all too 

often study abroad and IEE could lead to much richer learning outcomes if the pre-

departure portion of the sojourn were supported with a structure of value to assist the 

participants-students in their own development. 

Step 1: 

Concrete Experience 

Step 3: 

Forming Abstract Concepts 

Step 2: 

Observation and Reflection 

Step 4: 

Testing in New Situations 
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7.3 Pedagogical Shifts: De-centering the Canon 

What is evidenced in this study is a need to change how IEE programming is organized 

pedagogically. As a project in experiential learning, IEE needs a more critical curriculum 

both pre-departure and post-return to realize its self-purported learning outcomes. It is not 

enough for us to continue with pre-departure programming that does not prepare students 

for the types of cross-cultural interactions they will no doubt experience. It is also not 

enough to assume that an academic grounding in their particular discipline will prepare 

them for different pedagogical styles around the world or for various discursive practices. 

What is needed, and evidenced by this study, is a serious pre-departure program that 

entails a critical component on pathologies of power, privilege, and discursive practices 

around the world; in addition, this cannot be a simple study of the Other but must involve 

critical self-reflection on one’s own biases with an internal, comparative approach to the 

upcoming international experience. 

Such preparation should be concerned with de-centering the canon of study 

abroad and of IEE programming to reflect upon a critical cosmopolitanism, one that re-

conceptualizes traditional representations of intercultural encounters away from the 

domination of historiographical discourses by Europe’s Enlightenment to one that 

includes articulations of colonialism, cultural hegemony, privilege, and power. By doing 

so, study abroad and IEE would offer students: 

the opportunity to raise questions about how the categories of race, class, 

and gender are shaped within margins and centers of power; it also 

provides a new way of reading history as a way of reclaiming power and 

identity. This is no small matter for those students who have generally 

been either marginalized or silenced by the dominant ideologies and 

practices of public schooling. (Giroux, 1992b, p. 9) 

Critical cosmopolitanism offers students a pedagogy that allows them to transcourse and 

engage difference across physical and ideological borders. For a critical cosmopolitanism 

to effect transformative learning in students, it must create conditions for students to 

speak differently and safely so that their divergent and convergent voices and questions 

can be heard (Andreotti, 2006; Giroux, 1992b). Implicated in these voices are the 
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histories and contexts that each student brings to bear on specific subjects and shifting 

contexts. It is here that the practitioner must be able to direct and facilitate conversation 

that leads to critical inquiry and allows those who have been traditionally silenced to 

speak. This is what Chandra Mohanty refers to as “public cultures of dissent,” in which 

one creates: 

spaces for epistemological standpoints that are grounded in the interests of 

people and which recognize the materiality of conflict, of privilege, and of 

domination. Thus, creating such cultures is fundamentally about making 

the axes of power transparent in the context of academic, disciplinary, and 

institutional structures as well as in interpersonal relationships (rather than 

individual relations in the academy. (Mohanty, 1989, 90, p. 207) 

Mohanty’s emphasis on interpersonal relationships speaks to one of the core aspects of 

IEE, in its ability to cross borders and engage the Other in relationship, that is, to 

transcourse borders and difference to a place of dialogue, mutual respect, and 

understanding. A pedagogy of critical cosmopolitanism requires that one be able to create 

webs of engagement across ideologies of difference. Such a notion requires that students 

and practitioners develop the skills towards reading the “word and world” as text. Post-

colonial educational theorist Vanessa Andreotti refers to reading the “word and world” as 

text as critical literacy, she emphasizes this relationship between critical literacy and 

building relationships between learners as a reflexive engagement through “the analysis 

and critique of the relationships among perspectives, language, power, social groups and 

social practices.” In addition, Andreotti emphasizes the need for critical and inclusive 

dialogue: 

Criticality, in this context does not refer to the dominant notion that 

something is right or wrong, biased or unbiased, true or false. It is an 

attempt to understand origins of assumptions and implications. In this 

sense, critical literacy is not about “unveiling” the “truth” for the learners, 

but about providing the space for them to reflect on their context and their 

own and others’ epistemological and ontological assumptions: how we 

came to think/be/feel/act the way we do and the implications of our 

systems of belief in local/global terms in relation to power, social 

relationships, and the distribution of labour and resources. (Andreotti, 

2006, p. 49) 
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Andreotti’s remarks remind us that for students to engage their IEE experience and to 

grow their intercultural awareness, as well as their understanding of themselves and their 

civic obligations and social responsibility to a global community, they must engage in 

critical dialogue and critical self-inquiry both before the departure and after the return of 

their international sojourns. 

7.4 Implications for International Education Exchange 

Conceptually, IEE and the idea of global citizenship has always maintained its alignment 

with European Enlightenment notions of cosmopolitanism. These notions have allowed 

the course of IEE to follow a pattern of organization and a philosophical framework that 

is still decidedly colonialist and dismissive of other voices and registers, even though it 

purports to build the capacity of understanding across lines of difference. Such challenges 

to the way we construct pre-departure programming were evidenced through this study. 

A critique of the data and the recommendations that may be gleaned from it 

suggest curricular changes to pre-departure programs and post-return understandings.  

7.5 Mobility As Pedagogical Framework 

Stephen Greenblatt’s (2010) model of cultural mobility provides a structure that serves as 

an orientation to ground discussions of mobility in general and thus to study abroad or 

international education and exchange programming in particular. In this sense, I used 

Greenblatt’s algorithm to IEE as a framework from which to build an understanding of 

critical cosmopolitanism and to suggest subsequent curricular adaptations of IEE 

programming both pre-departure and post-return. 

7.5.1 Greenblatt’s Manifesto 

the humanities and social sciences have inherited a strong assumption of 

rootedness as the norm of human culture; particular cultures are routinely 

celebrated for their depth, authenticity, and wholeness, [while] whole 

others are criticized for shallowness, disorientation, and incoherence. A 

sense of “at homeness” is often claimed to be the necessary condition for a 

robust cultural identity. (Greenblatt, 2008, p. 10) 
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This, Greenblatt goes on to say, is the current definition driving multiculturalism and 

some international programs; however, “what if mobility were understood to be the 

constitutive condition of culture, not its disruption?” (Greenblatt, 2008). Indeed, when 

speaking of IEE programming, one must begin to see that rootedness need not be 

uprooted but rather integrated, not as a rupture of the cultural status quo but perhaps a 

disruption, or rather a citation, into misperceptions, misunderstandings, and misguided 

representations. Culture, then, is about hybridity and sharing, it is always in flux crossing 

and re-organizing borders (Appadurai,1996; Bhabha, 1994; Giroux, 1992b; Ling, 2002 ). 

With mobility as a keyword of Greenblatt’s manifesto, a clear framework emerges from 

which to build a praxis of critical cosmopolitanism that can inform IEE for all students 

based on Greenblatt’s notions of what is diacritic to an understanding of study abroad and 

IEE. 

First, mobility needs to be taken at a highly literal sense that is examining the 

mundane: “boarding the plane, crossing the border, the maps, the cost, the paperwork 

required, the authorizations, the housing factors — all are serious objects of 

examination”, as stated by Greenblatt (2010, p. 250). In particular, these rather mundane 

features become very real for the traveler, that is, one must ask what might be barriers for 

certain individuals when they are traveling? Under what conditions? How might gender, 

phenotype, or surname add to ease or dis-ease for the traveler? When speaking of post-

colonial students as embodying a host of representations within different contexts, how 

does this affect the more mundane aspects of their traveling? In addition, Greenblatt adds 

that by understanding the nuances of the more mundane aspects of travel, one then can 

fully understand the metaphoric movements of travel: such as power negotiations, faith 

and skepticism, order and chaos, exteriority and interiority (Greenblatt, 2010, p. 2). 

Second, Greenblatt (2010) argues that “mobility should shed light on hidden as 

well as conspicuous movements of peoples, objects, images, texts, and ideas” (p. 250). 

Within this understanding, Greenblatt argues for students to critically engage what is 

“hidden,” such as subtle messages, packaging of items, propaganda and political 

messages, and other nuanced forms of medial texts, so as to inquire about what is 
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unconscious, unrecognized, or deliberately distorted. This critical engagement would 

allow students to gain an understanding of regimes of repression, censorship, and what is 

considered “legal” and “illicit,” literally and metaphorically. 

Third, “students should be taught to identify and analyze the ‘contact zones’ 

where cultural goods are exchanged” (Greenblatt, 2010, p. 251). This requires students to 

identify, observe, and analyze where places of intercultural exchange occur and are 

sanctioned and where they are forbidden, under what circumstances, and for what 

purpose.  

Fourth, students should be allowed to: 

analyze in new ways the tension between individual agency and structural 

constraint. This tension cannot be resolved in any abstract theoretical way, 

for a given historical circumstances structures of power seek to mobilize 

some individuals and immobilize others. (Greenblatt, 2010, p. 250) 

Fifth, students should be able to “analyze the sensation of rootedness” (Greenblatt, 2010, 

p. 252). I refer to this as internal comparativism, that is, students should be able to reflect 

not just on their external experiences but also make a comparative analysis with their own 

internal topography. This requires students to understand personally their own cultural 

identity and its historical meaning then frame this against alternative discourses. “It is 

impossible,” states Greenblatt, “to understand mobility without also understanding the 

glacial weight of what appears bounded and static. Cultures are almost always 

apprehended not as mobile or global or even mixed, but as local” (p. 252). Greenblatt 

goes on to argue that “one of the characteristic powers of a cultures is the ability to hide 

the mobility that is its enabling condition” (p. 252). 

Greenblatt’s overarching thesis allowed me, in short, to develop a curricular 

framework from which to organize our thoughts on IEE as a serious endeavor that begins 

with the literal and mundane and leads to the metaphorical; it invites questions that move 

from the rootedness of multiculturalism, past the universalism of Enlightenment 

cosmopolitanism and the focus on binary differences in post-colonialism, towards a more 

relational and reflexive understanding of intercultural encounters. 
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7.5.2 Understanding Intercultural Encounters 

Critical cosmopolitanism in conjunction with Greenblatt’s Manifesto on Mobility allows 

educators and practitioners to organize a curriculum around intercultural critical 

hermeneutics, in effect teaching students how to read the “word and world” as texts. In so 

doing, students become the citation to issues of power and dis-enfranchisement; they 

engage in a comparative de-centering, and an interrogation of the cultural status quo that 

seeks to hold political and structural regimes in place that marginalize communities and 

prevent polycentric democratic institutions. Pedagogically basing IEE learning in such a 

methodology gave me the ability to create pre-departure and post-return preparation as a 

necessary praxis for intercultural learning that is geographically broad, historically deep, 

and engages with issues of alterity on multiple levels from multiple subjectivities.  

To accomplish these goals, clear identification of learning outcomes must be 

formulated at the beginning of the process. Such learning outcomes should include 

possibilities that allow students to explore and define on multiple levels what global 

learning means to them individually and the outcomes they desire. This should occur in a 

dialogic atmosphere where both student and practitioner are co-creators of the learning 

outcomes. This then moves the learning outcomes away from being a pedagogical tool to 

an androgogical instrument, where adult learners take more responsibility for their 

learning and its outcomes (Merriam, 2001). Bernhard Streitwieser’s research on study 

abroad with both American and European students speaks to the need for students to be 

able to define for themselves what their international sojourns mean both to and for them. 

His research provides some data, though not quite refined and focused on this subject, 

that indicates student understandings of the outcomes do not often match the intended 

learning outcomes of study abroad or IEE programs. 

Students need to be able to triangulate their thoughts and feelings pre-departure so 

as to better disentangle any misperceptions or misreadings of their host country, their 

fellow sojourners, or themselves. It may be helpful to have students engage in the 

Intercultural Development Inventory (IDI) (Hammer & Bennett, 1998; Hammer, Bennett, 

& Wiseman, 2003), which measures intercultural competency. In performing this 
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inventory, students should also be allowed to critique the efficacy of this instrument in 

identifying their own competencies. This, I believe, is important for students for them to 

have a baseline of knowledge and to not make assumptions about themselves or their 

international compatriots. Critical to cross-cultural learning is the ability to self-reflect 

and locate oneself within the world and within the historical narratives that position each 

of us. A pre-departure recommendation would be to create a class that discusses the 

implications of history and that allows individual students who wish to participate in IEE 

to explore what that means in terms of their own identity articulations and how that might 

be understood in their host country. Students will also need preparation in how to respond 

to challenges of current American foreign policy that are based on historical relationships 

as well as the host country’s own political and historical understanding of “Others”, with 

a particular emphasis on minority groups ,immigrants, guest workers, and trafficked 

individuals. 

7.6 Pre-departure Considerations 

I didn’t think much of going abroad; I think that this [experience] 

illuminated study abroad for me. It wasn’t a bubble experience. I have 

taken the time to invest in my international exchange through making 

friends, — I think it’s important for a lot of people to have this experience 

(Dora). 

Like Dora, the participants of this study raised several pre-departure issues through their 

narrative interviews. The most critical challenges to their education seemed to follow a 

certain trajectory that points to a lack of pre-departure programming that examined 

difference, discursive practices, and context, as well as a post-return discussion to unpack 

and triangulate experiences and those incidents that provided the most profound learning. 

Next, I offer recommendations, based on Greenblatt’s framework and informed by post-

colonial thought and critical cosmopolitanism to move IEE pre-departure preparations 

towards a more critical understanding of how international sojourns will affect students.  

Tying these disparate themes together through a curriculum must be done in a 

way that moves IEE from its current Kantian universalist notion of cosmopolitanism to a 
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critical cosmopolitanism that utilizes some of aspects of post-colonial theory by 

informing the way in which the world is currently structured. As Stuart Hall argues, “Far 

from being eternally fixed in some essentialized past, they (post-colonial subjects) are 

subject to [the] continuous ‘play’ of history, culture and power” (Hall & duGay, 1996, p. 

255). 

This shift requires that IEE move itself pedagogically in a new direction that 

thinks critically, asks critical questions and affords the student participant an opportunity 

to engage the world. What I propose is a comparative analysis of Kantian 

cosmopolitanism (currently informing IEE and study abroad programs), post-colonial 

understandings, and critical cosmopolitanism as a pedagogical praxis. The respective 

theory has been reviewed in chapter 6; subsequently, I shall apply this to my findings 

from the interviews. 

A description of themes identified by the participants is necessary for both pre-

departure and post-return curricular development. I identify the themes then include them 

in a brief discussion of their pedagogical practice in both pre-departure and post-return 

curriculum: 

(a) History and its ties to political, ethical and philosophical discourses 

(b) Different narratives of difference 

(c) Issues of representation 

(d) Privilege and power 

(e) The art of translation 

(f) Understanding democratic and civic engagement for global and local justice 

7.6.1 History and its political ethical and philosophical discourses 

Each participant in this study identified the need for a historical context, not just of their 

host country but also how to locate themselves as individuals with their own historical 

legacy within a wider context of historiographical constructions. This required 

conversations not just about history per se, but about comparative historical constructions 

and how they were understood both within their country of origin  and the host country. 
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Participants identified that the lack of history had a discernible effect: it had 

keenly biased their views of the host country; they were woefully misinformed or 

underprepared for some of the historical sites they visited; and it had created an 

ambiguous tension when difficult conversations arose about any specific historical event. 

In addition, participants began to understand that America’s colonial past is always ever-

present in the neo-colonialist interpretations of American foreign policy and American 

media projections. Thus, as representatives not just of their respective minority 

communities but also of a counter-narrative to America’s hegemonic past and present, 

these participants needed to have some sort of understanding of the complexities of 

American colonialism and history. In other words they needed an understanding of the 

intersectionalities of different identities and histories. 

7.6.2 Different Narratives of Difference 

Participants in this study were surprised by the various narratives regarding race, 

ethnicity, gender, class, and ability that were constructed by their international hosts. 

Prior to departure, a discussion with students should include an understanding of 

discursive practices of difference and how they may be the same or dissimilar to the 

American discourse on difference.  

7.6.3 Issues of Representation 

Representations and visual imagery were a key component of the participants’ experience 

both pre-departure and during their sojourn. Preparing students to observe images, text, 

media representations, then to allow them to critique these formats before departure 

would be helpful in developing a skill set that allows for critical literacy. Such a skill set 

as identified by Andreotti (2006) would allow students the abilities to understand those 

“hidden” aspects of their experiences and to question critically their production and how 

they affect intercultural encounters (Greenblatt, 2010). A study of these images and texts 

should include not just how the students may have misperceptions or preconceived, 

misinformed ideas about their host country and where and how these images come into 

play — as in the case of Carlos, who held negative images of Germany pre-departure — 
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but also a discussion on American hegemony overseas through popular culture. What 

might be some of the challenges students may encounter in their sojourn that reflect 

America? Will these reflections be accurate or acceptable? Will the students, particularly 

minority students studying abroad, be confronted with a specific American stereotype 

about their community as we have seen evidenced in Dora’s narrative interview? 

Students who participate in IEE need to be made aware of the power of visual and 

popular culture as a “zone of cultural contact” and thus discourse. 

7.6.4 Privilege and Power 

One of the more profound learning outcomes within this IEE experience is discovering 

who has privilege under what circumstances and in what context. As evidenced by this 

study, the participants came away with an understanding that Americans in general, and 

“White” Americans in particular, were viewed as privileged or even “rich” as seen by 

their international hosts. For post-colonial students, this was both a surprise and 

simultaneously disturbing. Many American students are not prepared to engage their 

international counterparts in issues of power and privilege, largely because many 

students, and in particular the post-colonial participants of this program, have never held 

a position of relative privilege given their subaltern status in their home country, the 

United States. This disequilibrium will definitely need to be attended to so that students 

understand that although they are a member of a counter-public subaltern within their 

home country, on the global stage they still represent something uniquely “American.” 

This representation in and of itself can be problematic given the country the 

student is planning on visiting, either by virtue of an over-excitement to engage the 

“American” as a positive and enriching influence, or as a hegemonic neo-colonialist 

imposition. In either context, students must be able to identify that their passport identity 

does have an impact on how they are perceived and received in an international context. 

Euro-American students as well need to understand that they are seen as the 

embodiment of American Empire, wealth and power, although this may seem to be a 

privileged position it actually places on Euro-American students an additional burden, 



243 

 

(Kipling’s “white man’s burden”) to represent a benevolent Empire, a Pax Americana in 

a corporeal form. Students participating in IEE do not perceive themselves in this way, as 

Souders (2009) in his study on Euro-American students studying abroad discovered; in 

fact, they see themselves as Americans with an asterisk, that is Americans that are 

different than the Americans portrayed  in media and policy representations. 

Unfortunately, these students must be able to identify that they in fact represent 

much more to both their international hosts and to their post-colonial compatriots. The 

key to open and free discourse that allows for critical social change will be through the 

willingness of Euro-Americans to participate in collaboration with their post-colonial 

compatriots to identify misrepresentations and to clarify and interrogate America’s 

position in the world. 

7.6.5 The Art of Translation 

Translation is not just about language skills in this context; translation is about how we 

translate cultural meanings, symbols, images, texts, and historical legacies to each other 

in ways that are understandable and can be metabolized towards some future endeavor. 

Translation requires deep listening, a willingness to suspend judgment, and the courage to 

live in a moment of tension to get to the root of understanding. A pre-departure course 

that allows students through an intergroup dialogue to unpack and discuss difficult issues 

relevant to their international destination requires us to think critically as educators about 

how best to pedagogically engage the students in the art of translating. Translation, for 

these purposes, will mean reviewing all of the aforementioned themes and examining 

how narratives are produced then disseminated as well as how they impact individuals 

and by extension societies and legal frameworks (immigration policy, citizenship, 

exclusion, and inclusion). Students must also be able to understand that translation is not 

just an external process, but an internal one as well. In other words, using critical self-

reflection can be seen as an avenue to translate events, images, texts, conversations, and 

non-verbal interactions in ways that add to understanding, assist in articulating issues, 

and create agency and action toward global justice. 
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7.7 Critical Democratic Understandings: Post-Return experience 

Perhaps the most critical time for self-reflection will not be during the sojourn, but what 

comes after in response to IEE global learning goals. Several researchers have begun to 

explore the transformational learning aspects a posteriori (Kauffman, Martin, & Weaver, 

1992; Storti, 2001; Uchara, 1986). 

To address these issues, many institutions of post-secondary education now offer 

re-entry orientation for returning students, usually consisting of web sites that provide 

information about what to expect; what to do if you develop discomfort such as anxiety, 

marginality, depression; and ways to harness the enthusiasm you have developed upon 

your return to various organizations and campus activities. Most institutions prefer that 

there exist two main foci for assisting the students upon re-entry: to ease their adjustment 

and to add meaning to the experience post-return. The first are the personal and 

emotional aspects of the re-entry process, and the second is the civic engagement and 

social action process. Unfortunately there exists little data on the efficacy of these 

programs, and the few programs in existence consisted primarily of webpage resources. 

None of the programs reviewed offered a colloquium or opportunity to “critically” reflect 

on the sojourns, and none of them articulated a pathway for students to understand the 

value of a foreign experience in gaining a critical understanding of themselves and the 

world they live in. 

This lack of post-return engagement denotes a critical absence in the development 

of the transformative effects of student learning within IEE. First, it denies students an 

opportunity to critically reflect with other students upon the meaning of the experience, 

and second it marginalizes the student and their experience by not acknowledging the 

learning and perspective shifts that occurs from such encounters. 

Providing students with a structured curriculum in the form of a post-return 

colloquium would be most helpful in allowing students to make meaning of their sojourn, 

to interrogate and triangulate their experience with other students, to identify critical 

incidents, and to converse openly and freely using Greenblatt’s framework as a guideline 
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for constructive dialogue. A colloquium of this sort should allow for multiple artifacts to 

be presented to discuss what learning shifts occurred, why, under what circumstances, 

and what students plan to do with this shift. 

Additionally, educators should be able to facilitate these discussions in a way that 

allows for critical interrogation and self-expression. This means that educators must also 

be aware of their own biases in constructing probing questions. Last, in discussing the 

post-return it is not enough to incorporate Greenblatt’s mobility manifesto as a baseline 

framework for guiding discussion. The educator must also be able to situate the 

colloquium within a broader conversation about democracy, not only as a national 

project, but also as a global project. Data suggests that study abroad, international 

internships, and short-term international academic exchanges all lead to an interest in 

some form of civic engagement; however, very little of this has been promoted as a part 

of the IEE portfolio. To move forward critical dialogues on democracy, social justice, and 

human rights, it is critical that this interest in civic engagement be addressed in an 

intentional manner that ties together the international experience, critical reflections, and 

democratic possibilities. 

This call to action supports arguments by Bonnie Honig (2003) in Democracy and 

the Foreigner, wherein she asks that: “[d]emocracy be thought of as a cosmopolitan and 

not just a nation centered set of solidarities, practices and institutions within which 

democracy is seen as an instrument to redistribute power, right and privileges that define 

a community and order it hierarchically” (Honig, 2003, p. 8). By invoking democracy we 

are addressing the human capacity to engage issues of justice and struggle. John Dewey 

(1916, 1963) advocated that a “liberal education affords people the opportunity to involve 

themselves in the deepest problems of society, to acquire the knowledge, skills, and 

ethical responsibility necessary for ‘reasoned participation in democratically organized 

publics”
37

. In line with Dewey’s observations, Henry Giroux adds emphasis to these 

                                                 
37

 This particular quote is cited in Border Crossings by Henry Giroux (1992, p. 109). The original 

statements can be found in John Dewey (1916), Democracy and Education. 
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sentiments by providing in detail his thoughts on why civic learning and democratic 

engagement is so important in post-secondary education.  

According to Giroux, critical discourse and critical inquiry are important in 

dialogues about democracy and education because by their very nature it forces educators 

to: 

develop a critical pedagogy in which the knowledge, habits and skills of 

critical citizenship, not simply good citizenship, are taught and practiced. 

This means providing students with the opportunity to develop the critical 

capacity to challenge and transform existing social and political forms 

rather than simply adapt to them. It also means providing students with the 

skills they will need to locate themselves in history, find their own voices, 

and provide the convictions and compassion necessary for exercising civic 

courage, taking risks, and furthering the habits, customs and social 

relations that are essential to democratic public forms. (Giroux, 1992a, p. 

74) 

Giroux asks educators to think critically about IEE in its formation of future citizens, not 

just of the nation state but of the world. To include criticality in the IEE experience raises 

many questions, such as: What kinds of citizens do we hope to produce through IEE? 

What vision do we want to create of the world, given the context of the present shifting 

cultural and ethnic borders? And most importantly, “How can we reconcile the notions of 

difference and equality with the imperatives of freedom and justice?” (Giroux, 1992a, p. 

74). At its core, such questions and discussion center on the role of ethics within 

articulations of democracy. Ethics, according to Giroux, is not a description of an 

individual person’s moral compass, but rather a discourse “that refuses to accept needless 

human suffering and exploitation” (p. 74). Education must take an ethical stance that 

instills in students a sense of social responsibility to the “other;” it must take up the 

struggle for human rights exploring how “justice arises out of concrete historical 

circumstances and public struggles.” Giroux (1992b) goes on to emphasize the 

importance of “difference” in the understanding of democracy, that is to say, difference 

not as a marker of dichotomous thinking, but as (a) a way to gain some understanding of 

how individual identities and subjectivities are constructed and the meanings ascribed to 
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these identities and subjectivities and (b) to gain understanding how these differences are 

created, sustained and are enabled or disabled. 

What binds all of these themes and various theoretical constellations together are 

the common features of the work of global social justice: public dialogue, critical self-

reflection, and active social responsibility. What I am proposing is a curriculum, both 

pre-departure and post-return, for students who choose to participate in IEE programs. 

This is where British-African cultural theorist Paul Gilroy asserts that we must be able to 

“live with the tension” of tense spaces, that is, we must be able to stay in the space of 

difficult dialogues. Last, Giroux calls upon us to rethink how we engage pedagogically 

with students to create a language of critique and possibility. This requires that the 

discourse of freedom, democracy, and the social responsibility it assumes be rooted in an 

ethical understanding of what it means to live, in and of the world, as an ethical human 

being anchored in a language of hope, a language that allows us to imagine 

transformative and transcendent possibilities beyond Adorno’s reflections on the legacy 

of Auschwitz. 

7.8 Summary 

Within this chapter, an applied overview was provided of curricular challenges and 

possibilities for IEE programming, both pre-departure and post-return. Through the data 

collected from this study several epistemological points were raised that produced a loose 

framework for curricular development. These epistemological points were organized as 

curricular themes and were identified as such: (a) history and its ties to political, ethical 

and philosophical discourses; (b) different narratives of difference; (c) issues of 

representation; (d) privilege and pathologies of power; (e) translation and its praxis; (f) 

narratives and their construction; and (g) understanding democratic and civic engagement 

for global and local justice. A general framework for these epistemological points was 

formed using Greenblatt’s Manifesto of Mobility, which served to provide a pre-

departure curricular orientation focused on critical inquiry.  
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Last, and yet most importantly, this study found that all of these frameworks 

should be rooted in a theoretical understanding of “critical cosmopolitanism”, so as to 

best capture the poly-vocal perspectives and lived experiences of diverse peoples in 

diverse circumstances. To conclude, I provided an analysis and recommendations for 

how each theme could be addressed both pre-departure and post-return to assist all 

students in understanding and applying lessons learned from their study abroad-IEE 

experience.  
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8. Conclusion 

This study has examined the identity articulations of students of color within the study 

abroad international education experience. This research is unique in that few researchers 

have examined issues of identity articulation, development, and national identity in study 

abroad programs. In addition, few researchers have provided a theoretical critique about 

what it means to engage notions of global citizenship and cosmopolitanism in a trans-

national world of liquid identities, and more importantly, how that experience may be 

qualitatively different for students of color who participate in IEE programs.  

With increasing numbers of students opting to study abroad, this research is 

significant because it adds to the research and literature base concerning international 

education exchange as a transformative experience for all students; it also helps bridge 

the gap in research about the post-secondary student of color experience in international 

education exchange Ultimately, this study enhances the body of knowledge in the area of 

international education and study abroad programming by underscoring the need for 

critical pedagogical developments both pre-departure and post-return for all students that 

engage in study abroad-IEE programming. These in-depth explorations should examine 

the trajectories of identity, representation, and discursive formation of difference within 

IEE programs as it pertains to students of color and their socio-political location in a 

dynamic, transnational world. My research address these research questions: 

 What are the students’ perceptions of their study abroad and what are the 

profound learning experience of students of color as they participate in IEE 

programs. More specifically, how might IEE programs be transformational in 

expanding intercultural competencies and problematizing notions of national 

identity with their concurrent minority status and ethnic identity within a dynamic 

transnational global context? 

 What is a legitimate critique of study abroad and international educational 

exchange programming as regards cultural competence and understandings of 

negotiation and/or articulation of identity? 



250 

 

Within these questions, the research examined how students related mythologies of U.S. 

narratives on race and difference prior to departure and upon their return, and it explored 

the ways in which students of color (re)negotiated and navigated competing narratives of 

identity and representation. Through this exploration, the research examined the 

prevalence of U.S. popular culture as consumed and interpreted internationally and its 

effect on students of color within international settings. In addition, the study brought an 

understanding into how students confronted the problem of “simultaneity,” that is, how 

they managed their conceptions of the self and the other, the national and the foreign, 

their “American” identity and their “ethnic” identity, and how they re-articulated those 

various meanings throughout their international sojourns and upon their return. Through 

both the method and methodology this study revealed how the participants as 

“representations” of a colonial past interrogated the historic, semiotic, and relational 

dynamics that produced their representations, and subsequently their identities, both 

nationally and internationally as they interacted with other students, faculty, and 

individuals in a global setting. In particular, this study focused on the ways in which 

meanings were produced within relations of power. 

A number of different themes emerged from the collected data to answer the 

research questions and were organized as meta-themes to allow for more exploration. The 

three overarching meta-themes that defined the IEE experience for these students were 

the following: (a) American hegemony abroad and its cultural reach overseas, (b) history 

as an integral force in self-understanding identity and in understanding global context, (c) 

representation as a mode of understanding and a mode of power in experiencing 

individuals both domestic and international. Data collected throughout the study 

supported findings that for each participant the IEE experience was more than they 

expected; in fact, they were overwhelmed as to how much they did not know, how much 

of their pre-departure expectations were based on erroneous information and 

assumptions, and how little they understood the nuances of the cultures and peoples they 

would be interacting with. Additionally, none of them had critically explored their 

American national identity, other than from their ethno-racial subaltern position in 
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American racial discourse. In addition, all were shocked by how America and Americans 

were viewed abroad and more importantly how Americans maintained and sustained 

these images and perceptions. In this sense, the participants felt ill-prepared to manage 

the difficult conversations and situations they were confronted with regarding 

representations, histories, and pathologies of power and difference. 

Perhaps most critical to this study were the profound and nuanced shifts in 

identity articulation the participants incurred. These findings were in contradiction to the 

conventional belief and research (Dolby, 2004; Souders, 2009; Streitwieser, 2009) that 

emphasized the “cosmopolitan,” “post-national,” “post-ethnic” or “American” identity 

development of students who study abroad. What is evidenced by my research is the 

disconnect between the rhetoric of study abroad, which emphasizes creating 

cosmopolitan and global citizens, and the actual outcomes. The results of this research 

demonstrated that the participants developed a deep appreciation for a “critical” 

cosmopolitan identity that was “rooted” in their specific ethno-racial affinity. In short, 

each developed a “critical” cosmopolitan identity that did not produce post-ethnic or 

post-national sentiments but instead “rooted” the individual in their individual identity 

and located that identity both nationally and internationally as a counter-hegemonic 

critique of American and global discursive practices on race and difference both at home 

and abroad. In addition, this “critical” cosmopolitan aesthetic coupled with their 

heightened sense of ethno-racial affinity led to a greater examination of the pathologies 

of power and the agency to effect change.  

Because of increases in numbers of students studying abroad, my study provides a 

response to a call to have a greater understanding of what the international exchange 

experience is like for students of color and how and in what ways this experience is 

qualitatively different than the study abroad experience of Euro-American students. As 

mentioned, very little research has been done on students of color in the area of Study 

Abroad-IEE. That alone raises many questions about the elitist approach to 

cosmopolitanism and to study abroad programs in general. This research, through the 

qualitative data from the participants, has provided a basic framework for re-thinking and 
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re-situating study abroad programs. Through the data presented in this study, several 

epistemological points are raised that produced a loose framework for curricular 

development. These epistemological points were organized as curricular themes and 

guided by the framework of Greenblatt’s Manifesto of Mobility then grounded in an 

understanding of critical cosmopolitanism. The various epistemological points were 

identified as: (a) history and its ties to political, ethical and philosophical discourses, (b) 

different narratives of difference, (c) issues of representation, (d) privilege and 

pathologies of power, (e) translation and its praxis, (f) narratives and their construction, 

and (g) understanding democratic and civic engagement for global and local justice.  

8.1 Key Recommendation: Epistemological Points 

Based on the research of this qualitative ethnographic study, two streams of thought are 

highly recommended to move IEE programming forward. First, it is highly recommended 

that a curriculum for all students who engage in IEE programming should include an in-

depth pre-departure class that addresses in a comparative analysis all seven of the 

epistemological points: 

(a) history and its ties to political, ethical and philosophical discourses, 

(b) different narratives of difference, 

(c) issues of representation, 

(d) privilege and pathologies of power, 

(e) translation and its praxis, 

(f) narratives and their construction, 

(g) understanding democratic and civic engagement for global and local justice. 

In addition, students should be able to frame and locate themselves within these seven 

points and have some understanding of how these may be the same or different in their 

host country. These recommendations were gleaned from the interviews and reiterated 

throughout this study by participants.  

Second, upon their return (post-return), students should meet in a colloquium that 

includes other individuals who have studied abroad in different parts of the world for a 
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comparative analysis of their experiential learning. This post-return colloquium should 

also address the seven epistemological points and allow students the time to reflect and to 

triangulate their thoughts, reflections, and transpection about the experience. In addition, 

there should exist some clear mentoring during the post-return colloquium that allows 

students to utilize their interests towards a civic good, either through service learning or 

engaging in social justice activities where their learning and experience can be applied 

and shared. Continued outreach and engagement with this community of students is 

critical to maintain and sustain their momentum and continued learning. 

8.2 Limitations of the Study 

In addition to the limitations mentioned in chapter 3, this study has three potential 

weaknesses related to geographic area of study of participants, sample size, and time. As 

regards the geographic region, all of these participants chose western and central Europe, 

none of the participants chose to go to any emerging countries, or those located in the 

global South. I believe the results of the study would have been most interesting had there 

been a mix of geographic locations and social situations. Nonetheless, the data from this 

study is compelling although certainly not generalizable for all students of color who 

study abroad. 

The other issue was sample size and difficulty in locating the sample. As 

mentioned in chapter 3, very few students of color participate in study abroad, hence the 

participant pool was very limited to begin with and contact was extremely difficult. Last, 

time proved to be one of the limitations of this study due to the lag time in recruiting 

students for spring break travel or summer travel, and then coordinating their return 

interviews. Many students were not eager to be interviewed immediately upon return, and 

in the few instances where the interviews were immediate, the participant seemed 

overwhelmed by their experience. This phenomenon resonates with the research of 

Souders (2009) and with Streitwieser (2009) who report that interviews with participants 

should be conducted 2–3 months after arrival and should be followed up again for more 

in-depth analysis of the IEE experience. As my study developed, I organically followed 
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up with the participants and thus organized the interviews in sections (immediate return, 

followed by subsequent 2–3 month check-ins, and focus group) to make sure I captured 

their authentic voice. 

8.3 Method and Methodological Conclusions 

Qualitative research design in the form of an ethnographic case study allowed me the 

opportunity to actually participate with my participants in a form of “meaning-making.” 

Our interviews were didactical both as the interviewer as well as for the interviewee, in 

that the semi-structured nature of the interview questions allowed for free thought and an 

openness to explore issues, observations, and insights. Ethnographic case study coupled 

with post-colonial theory also allowed the participants to engage their own identities in 

new labile ways that they had not considered before, finding new contexts and new 

meanings to their experiences through an exchange of ideas, observations and theories 

proved enlightening.  

8.4 Benefits of Post-colonial theory 

In general, post-colonialism allowed my research to explore how the participants 

constructed their identities within a paradigm of difference, and how that difference 

manifested in relation to the participants’ perceived status vis-à-vis phenotype, inherited 

social caste, historical legacies of domination and colonization both physically and 

psychologically. This study utilized post-colonialism because it allowed for a critical 

reading of the participants’ experience in IEE in relation to: (a) how colonialism had 

excluded communities of color, and by extension the participants as students of color, 

from defining their own histories and hence representations; (b) how these pre-

constructed histories, images and, representations affected the participants as students of 

color, as they traveled internationally; and (c) how the participants, as students of color, 

transnationally translated culture by articulating and restructuring their respective 

identities. Thus, post-colonialism allowed the research to explore on a deeper level the 

ways in which the participants’ identities were constructed within a paradigm of 

difference, and how that difference manifested itself in relation to one’s perceived status. 
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Because this research focused on identity articulations and their discursive 

practice, it became clear that I needed to have a critical understanding of post-colonialism 

as it pertained to imperialism and colonialism. This became a crucial aspect of this 

research because oftentimes imperialism and colonialism are conflated, with colonialism 

referenced as one expression of imperialism. As the research progressed, it was important 

to de-couple these two notions and to address the imperialist outcomes of the research as 

experienced by the participants. As stated earlier by noted theorist Linda Tuhiwai Smith, 

imperialism can be experienced in multiple registers: (a) as economic expansion, (b) 

imperialism as the subjugation of “others,”( c) imperialism as an idea or spirit with many 

forms of realization, and (d) imperialism as a discursive field (Smith, 1999, p. 21). 

The examination of data from a post-colonial perspective yielded identity 

articulation among students of color, and in particular those who study abroad. I used 

identity articulation as a counter-hegemonic response to Linda Tuhiwai Smith’s 

understanding of the “experience” of imperialism: (a) “imperialism as a discursive field”, 

(b) “imperialism as an idea or spirit with many forms of realization
38

, (c) imperialism as 

the subjugation of “others”, and (d) imperialism as economic expansion
39

 (Smith, 1999, 

p. 21). 

Other findings from my study highlight how deeply capitalism (symbolized by 

American culture and consumer notions) and globalization impacted the ways in which 

the participants experienced, understood, and interpreted their IEE experience. Such new 

understandings deeply impacted their social interactions with international hosts, as well 

as their American compatriots. The study also highlighted the pervasiveness of American 

cultural imperialism, and it shed light on how and why this cultural imperialism was 

maintained and sustained by American students abroad.
40

 

Dora, Brandon, Carlos, and Suzy served as the main focus of this study, and in 

reviewing the data, they and their Euro-American compatriots might have benefited 

                                                 
38

 Visual, aural, oral, artifacts, media, texts, pop culture, legislation and immigration.  
39

 This was evidenced in the participants experience with American hegemony abroad, see chapter 5. 
40

 As evidenced by the Euro-American students self-segregation and adherence to American racial 

discourses on difference, see chapter 5. 
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greatly from a pre-departure courses that provided a more critical understanding of 

themselves and the world around them. I believe all four, as well as majority students, 

would have benefited greatly and developed a deeper understanding of and appreciation 

for the various nuanced and situational dimensions of culture, “communities,” and 

“persons” (Moran, 2001, p. 24). In addition, the participants, as well as their Euro-

American compatriots might have benefited greatly from a post-return colloquium that 

“un-packs” their critical learning. 

As posited by post-colonial theorists (Bhabha, 2007; Ling, 2002; Said, 1983), this 

study reconfirms the deep connection between “the individual learner, the socio-cultural 

tools they acquired growing up in a specific historical, institutional, and political 

environment, and the context abroad” (Goldoni, 2009, p. 237). From such a perspective, 

this study demonstrated that IEE and the study abroad experience represent in fact 

“experiences of a lifetime” that maintain a profound effect upon the learner and on their 

future trajectory for deeper understanding and cultivating a deeper humanity. As 

evidenced by the participants’ responses, these profound learning experiences were 

embedded in difficult conversations, critical incidents on difference, conflicting value 

systems, and shifting narratives on power. However, this study also revealed that 

intercultural learning is a shared experience and one that must be critically explored and 

analyzed to create a deeper understanding of what it means to maintain and to sustain the 

humanity of oneself and of others. The challenges faced by students who plan on 

participating in IEE programs can be transformed into powerful and profound learning 

experiences that intentionally address what it means with an intentional curricular design 

that critically examines notions and negotiations of difference, power, and privilege, both 

pre-departure and post-return.  

8.5 Future Research and Considerations 

Four recommendations for further research emerged from my study. 

First, it was found that although this was a qualitative study, a mixed-method 

study should be conducted in the future, with a priority given to the qualitative data. A 
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mixed-method would add more breadth and depth to the study by adding the strengths 

inherent in both research methods. As stated by Connelly (2009, p. 31) “the goal of 

mixed-methods research is to draw on the strengths and minimize the weaknesses of both 

types of research.” I would also add that the study should include a comparative analysis 

of the experience with Euro-American students as part of the sample, to capture how the 

IEE experience, and more specifically, in what ways the experiences of Euro-American 

students and those of minority students converge or diverge. Thus, more qualitative 

ethnographic research is required to explore the need and significance for IEE programs 

to understand how race, ethnicity, gender, gender expression, age, class, and ability 

influence perceptions and practices.  

Second, a longitudinal study should be conducted on the transformational learning 

of study abroad-IEE programming in the longue durée. This notion was posited by 

Streitwieser (2009) and is something this study would like to continue. Based on the data 

and subsequent follow-up interviews with participants (both formal and informal), it is 

apparent that their learning continues after the transformational experiences of their 

international sojourns. Tracking this learning, and how it is applied post-return, would 

make an interesting contribution to the current body of research. 

Third, an exploration into curriculum development is critical for IEE to remain a 

relevant force in post-secondary education. Both pre-departure and post-return courses 

need to examine narratives of difference, measure cultural awareness and sensitivity, and 

promote intercultural communication. Such a curriculum should include in-depth 

discussions that are not just theory-based, but also include discussions on high culture vs. 

low culture (Goldoni, 2009; Greenblatt, 2008). These discussions must speak to the 

“visible” and the “invisible” as posited in Greenblatt’s Manifesto of Mobility (2008). 

Last, a critical examination of democracy as it is understood and practiced in the 

United States, and the rest of the world is vital to any IEE curriculum. This discussion 

would assist students in understanding how democracy has become part of a global 

discourse that is pregnant with possibilities, interpretations, and diverse voices. In 
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addition U.S. students need to understand the role and perceptions of the United States 

both as citizens of a global elite, and also as a symbol for democratic possibility. 

In conclusion, this study compels us to think differently about pre-departure and 

post-return pedagogical influences for all students who participate in IEE, and adds to our 

understanding about how important is critical dialogue about difference, privilege, 

democracy, and pathologies of power in curricular development.  

Of all the things I have done, this has really made me understand what it 

means to be human, and in a weird way, also what it means to be active in 

my own country. To really be more active in voting, watching politics and 

making sure ethical decisions are made on our foreign policy that affect 

others, as well as here [in the U. S.]. I am a much more sensitive person 

and I want to learn more. I am going to apply for graduate school now, 

and I have plans to work in education about social justice; this has really 

opened my ideas (Brandon). 

It is not enough for students to have pre-departure programs that speak to cultural 

relativism; rather, it is more important for students to unpack and understand their 

positionality in a dynamic trans-global world, to embrace their rooted identities and to 

locate these identities within a world and a language of difference. 
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10. Appendices 

10.1 Appendix A: First Interview (90 minutes) 

10.1.1 Prior to Interview 

 Welcome 

 Introduce Self 

 Introduce Study 

 Informed Consent 

10.1.2 Grand Tour 

 Tell me about yourself, how did you come to be here today? Where are you from? 

Why did you decide to come to Oregon State University? How long have you 

been here? What are you studying? What kinds of groups and activities are you 

involved in on campus or in the community? 

10.1.3 Identity 

 Tell me about the role that race has played in your life. 

 What does the term ‘racial identity’ mean to you? 

 How do you describe yourself racially? (Does this change based on context?) 

 Do you see yourself as American, why or why not? 

10.1.4 Review of demographic information 

 Please tell me in your own words your reasons for participating in an international 

study abroad program? 

 What country are you interested in studying abroad? Is there a specific reason? 

o What factors were important to you in selecting your country of choice? 

 How long will you be studying in this country? 

 Are you fluent in the language of that country? 

 Are you knowledgeable about the history and political climate of the country? 
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 What do you hope to get from this experience? What are your expectations? 

 Have you participated in any preparatory programs for your overseas study tour? 

 What are you most concerned about? Language skills, cultural skills, 

political/social situations? 

 Do you anticipate having any difficulties in your country of choice, if so what 

might they be? 

o Do families members have concerns, if so what might those be? 

10.1.5 Closing 

 Is there anything you would like to add? 

10.1.6 After Interview 

 Thank you 

 Directions for next interview 

 Set up next interview in Spring 
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10.2 Appendix B: Second Interview (90 minutes) 

10.2.1 Prior to Interview 

 Welcome 

 Reconfirm consent (give copy of form) 

10.2.2 Follow-up from First Interview 

 Re-state what I thought I heard in first interview 

 Revision/clarification/elaboration/etc. 

10.2.3 Significant Incidents 

This next section of questions will focus on your study abroad experience as a student of 

color. The questions will primarily focus on those events that were particularly 

meaningful to you, and on how you understand who you are as a student of color, and an 

American National in an international context. 

 Please describe your overall experience of the study abroad tour. How were your 

pre-trip goals and expectations of the tour met or not met? Please describe what 

you liked and did not like about the experience. 

 Tell me about your country. 

o Describe in your best words the social atmosphere of your host country. 

o Were there marked social differences, gender, race, class? 

o Did your host country perceive you as American? 

o Did your host country perceive you as “something different,” if so, what? 

 Please describe a high point you experienced during the tour regarding the culture 

of the country. 

 Please describe a low point you experienced during the tour regarding the culture 

of the country. 

 What aspect of your identity was most salient during your overseas study abroad 

experience? 
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 What was a turning point in how you understood the culture of the country you 

visited? How you understood yourself? Which experience created a profound shift 

in how you viewed your identity: as either a person of color, or an American or 

both? 

o Describe the incident (s) in detail- probe for: (a) nature of the incident (what 

happened, who was involved); (b) context in which incident occurred (when 

and where it took place; (c) his or her response; (d) and its effect on the 

individual. 

o What did this incident mean to you? Why was it significant? 

o Did you consider it a positive or negative experience? Why? 

o What kind of influence do you think the incident had on how you understand 

your identity, both as a person of color and as an American? 

 How has this experience affected your understanding of other cultures? 

 How does this cultural experience compare and contrast with previous cultural 

experiences you’ve had? 

 How has this experience affected your understanding of the United States? 

 What cultural nuances, in terms of climate, pace of life, food, material, values, 

caused you the greatest difficulty to adjust to? The least difficulty? 

 What were some of the differences and similarities you noted between yourself 

and the people of your host country? 

 How would you say you have grown in your cultural understanding of yourself 

and others? 

 What other changes do you see in yourself because of your overseas study 

experience? 

 How do you think international education and exchange programs can be 

improved? What are your thoughts for a how a course involving immersion 

experiences should be facilitated? 

Thank you; is there anything else you would like to add that would better help me 

understand your experience of yourself or of international education exchanges? 
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10.3 Appendix C: Focus Group (45 minutes) 

10.3.1 Describe purpose of focus group 

 To “check” emerging interpretations. 

 To provide participants an opportunity to interact with other students on what it 

means to be a student of color in an international setting. 

 To allow participants a chance to add anything else they want to share. 

10.3.2 Discuss confidentiality 

 Reconfirm informed consent 

 Stress the importance of confidentiality 

 What is discussed in this group must not be discussed outside of group; identity of 

individuals should also not be discussed. 

10.3.3 Go over ground rules 

 Basic issues of respect (don’t interrupt, laugh, limit side conversations, etc). 

 Recognize place in group (wide range of personalities, styles, etc. — make sure 

all voices are heard). 

 Ask participants to add any ground rules 

10.3.4 Introduction of participants 

 Tell name, major, year in school, and anything else they want to share 

10.3.5 Update on status of data collection 

 My schedule 

 Transcribed the tapes and looked over transcripts 

 Explain formal data analysis 

 Will discuss the results for their feedback in the fall 
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10.3.6 Context 

 Describe my own lens-student affairs, intercultural students services, traveled late 

 It is important that your experience is reflected; Remember there are differing 

views; there is no one “right” way. 

 Want everyone to feel comfortable talking; may call on people-if you don’t feel 

comfortable talking, that is fine. 

 Discuss  emergent themes,  if your experience is not reflected in what I have 

captured please let me know. 

 Discuss agenda: 

1. Summary of findings 

2. General questions 

3. Closing and housekeeping 

 This study may be read by higher education professionals (faculty, staff and 

administrators). What do you think is important for them to know? 

 What has this process been like for you? 

 What else should I know? 

 What questions do you have for me or for each other? 
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10.4 Appendix D: Relevant legislation (sans appropriations) supporting “study 

abroad,” 2003–2013 

Source: The Library of Congress. (2013). THOMAS, Washington, DC. Retrieved April 

12, 2013, from http://thomas.loc.gov/home/thomas.php  

10.4.1 113th Congress (2013–2015) 

None pending. 

10.4.2 112th Congress (2011–2013) 

[112th] H.AMDT.289 to H.R.754 Amendment requires the Director of National 

Intelligence to create a pilot program for Historically Black Colleges and Universities to 

help develop critical language curricula and study abroad programs.  

Sponsor: Rep Barrow, John [GA-12] (introduced 5/12/2011); Cosponsors (None)  

Latest Major Action: 5/12/2011 House amendment agreed to. Status: On agreeing to the 

Barrow amendment (A002) Agreed to by voice vote. 

10.4.3 111th Congress (2009–2010) 

[111th] S.473 : Senator Paul Simon Study Abroad Foundation Act of 2009 

Sponsor: Sen Durbin, Richard [IL] (introduced 2/25/2009); Cosponsors (33)  

Committees: Senate Health, Education, Labor, and Pensions; Senate Foreign Relations  

Latest Major Action: 3/2/2009 Referred to Senate committee. Status: Referred to the 

Committee on Foreign Relations. 

10.4.4 110th Congress (2007–2009) 

[110th] H.R.1469 : Senator Paul Simon Study Abroad Foundation Act of 2007 

Sponsor: Rep Lantos, Tom [CA-12] (introduced 3/12/2007); Cosponsors (45)  

Committees: House Foreign Affairs; Senate Foreign Relations  

House Reports: 110-138; Senate Reports: 110-272 

Latest Major Action: 3/4/2008 Placed on Senate Legislative Calendar under General 

Orders. Calendar No. 592. 

http://thomas.loc.gov/home/thomas.php
http://thomas.loc.gov/cgi-bin/bdquery/D?d112:4:./temp/~bdzESk::|/home/LegislativeData.php?n=BSS;c=112|
http://thomas.loc.gov/cgi-bin/bdquery/z?d112:HR00754:|/home/LegislativeData.php?n=BSS;c=112|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d112,d112&querybd=@FIELD(FLD003+@4((@1(Rep+Barrow++John))+01780))
http://thomas.loc.gov/cgi-bin/bdquery/D?d111:4:./temp/~bdJtFU::|/home/LegislativeData.php?n=BSS;c=111|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d111,d111&querybd=@FIELD(FLD003+@4((@1(Sen+Durbin++Richard))+00326))
http://thomas.loc.gov/cgi-bin/bdquery/D?d111,d111:4:./temp/~bdJtFU:@@@P|/home/LegislativeData.php?n=BSS;c=111|
http://thomas.loc.gov/cgi-bin/bdquery/D?d110:1:./temp/~bdIftS::|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d110,d110&querybd=@FIELD(FLD003+@4((@1(Rep+Lantos++Tom))+00663))
http://thomas.loc.gov/cgi-bin/bdquery/D?d110,d110:1:./temp/~bdIftS:@@@P|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(hr138)
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(sr272)
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*[110th] H.R.4137 : Higher Education Opportunity Act 

Sponsor: Rep Miller, George [CA-7] (introduced 11/9/2007); Cosponsors (29)  

Committees: House Education and Labor; House Judiciary; House Science and 

Technology; House Financial Services; Senate Health, Education, Labor, and Pensions  

House Reports: 110-500 Part 1; Latest Conference Report: 110-803 (in Congressional 

Record H7353-7517) 

Latest Major Action: Became Public Law No: 10t-315 

*[110th] S.377 : United States-Poland Parliamentary Youth Exchange Program Act of 

2007 

Sponsor: Sen Lugar, Richard G. [IN] (introduced 1/24/2007); Cosponsors (3)  

Committees: Senate Foreign Relations; House Foreign Affairs  

Senate Reports: 110-33 

Latest Major Action: Became Public Law No: 10t-83 

[110th] S.991 : Senator Paul Simon Study Abroad Foundation Act of 2007 

Sponsor: Sen Durbin, Richard [IL] (introduced 3/27/2007); Cosponsors (49)  

Committees: Senate Foreign Relations  

Latest Major Action: 3/27/2007 Referred to Senate committee. Status: Read twice and 

referred to the Committee on Foreign Relations. 

*[110th] S.1642 : Higher Education Amendments of 2007 

Sponsor: Sen Kennedy, Edward M. [MA] (introduced 6/18/2007); Cosponsors (10)  

Committees: Senate Health, Education, Labor, and Pensions  

Senate Reports: 110-231 

Latest Major Action: 7/26/2007 Held at the desk.  

Latest Action: 11/15/2007 By Senator Kennedy from Committee on Health, Education, 

Labor, and Pensions filed written report. Report No. 110-231. 

Note: For further action, see H.R.4137 , which became Public Law 110-315 on 

8/14/2008. 

http://thomas.loc.gov/cgi-bin/bdquery/D?d110:4:./temp/~bdIftS::|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d110,d110&querybd=@FIELD(FLD003+@4((@1(Rep+Miller++George))+00808))
http://thomas.loc.gov/cgi-bin/bdquery/D?d110,d110:4:./temp/~bdIftS:@@@P|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(hr500)
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(hr803)
http://thomas.loc.gov/cgi-bin/query/R?r110,d110:FLD001:H07354
http://thomas.loc.gov/cgi-bin/bdquery/D?d110:5:./temp/~bdIftS::|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d110,d110&querybd=@FIELD(FLD003+@4((@1(Sen+Lugar++Richard+G.))+01387))
http://thomas.loc.gov/cgi-bin/bdquery/D?d110,d110:5:./temp/~bdIftS:@@@P|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(sr033)
http://thomas.loc.gov/cgi-bin/bdquery/D?d110:7:./temp/~bdIftS::|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d110,d110&querybd=@FIELD(FLD003+@4((@1(Sen+Durbin++Richard))+00326))
http://thomas.loc.gov/cgi-bin/bdquery/D?d110,d110:7:./temp/~bdIftS:@@@P|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/D?d110:8:./temp/~bdIftS::|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d110,d110&querybd=@FIELD(FLD003+@4((@1(Sen+Kennedy++Edward+M.))+01377))
http://thomas.loc.gov/cgi-bin/bdquery/D?d110,d110:8:./temp/~bdIftS:@@@P|/home/LegislativeData.php?n=BSS;c=110|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp110:FLD010:@1(sr231)
http://thomas.loc.gov/cgi-bin/bdquery/z?d110,d110:H.R.4137:
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10.4.5 109th Congress (2005–2006) 

[109th] H.R.509 : International Studies in Higher Education Act of 2005 

Sponsor: Rep Tiberi, Patrick J. [OH-12] (introduced 2/2/2005); Cosponsors (13)  

Committees: House Education and the Workforce  

Latest Major Action: 6/16/2005 House committee/subcommittee actions. Status: 

Forwarded by Subcommittee to Full Committee (Amended) by Voice Vote. 

[109th] H.R.609 : College Access and Opportunity Act of 2006 

Sponsor: Rep Boehner, John A. [OH-8] (introduced 2/8/2005); Cosponsors (8)  

Committees: House Education and the Workforce  

House Reports: 109-231 

Latest Major Action: 4/4/2006 Received in the Senate. Read twice. Placed on Senate 

Legislative Calendar under General Orders. Calendar No. 388. 

[109th] H.R.5408 : Joshua Haglund Justice and Peace Act of 2006 

Sponsor: Rep McCollum, Betty [MN-4] (introduced 5/17/2006); Cosponsors (2)  

Committees: House International Relations; House Education and the Workforce  

Latest Major Action: 6/12/2006 Referred to House subcommittee. Status: Referred to the 

Subcommittee on 21st Century Competitiveness. 

[109th] S.1614 : Higher Education Amendments of 2005 

Sponsor: Sen Enzi, Michael B. [WY] (introduced 9/6/2005); Cosponsors (1)  

Committees: Senate Health, Education, Labor, and Pensions  

Senate Reports: 109-218 

Latest Major Action: 2/28/2006 By Senator Enzi from Committee on Health, Education, 

Labor, and Pensions filed written report. Report No. 109-218. 

[109th] S.3532 : Higher Education Study Abroad Act of 2006 

Sponsor: Sen Lugar, Richard G. [IN] (introduced 6/16/2006); Cosponsors (None)  

Committees: Senate Health, Education, Labor, and Pensions  

http://thomas.loc.gov/cgi-bin/bdquery/D?d109:1:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Rep+Tiberi++Patrick+J.))+01664))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:1:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/D?d109:2:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Rep+Boehner++John+A.))+00102))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:2:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp109:FLD010:@1(hr231)
http://thomas.loc.gov/cgi-bin/bdquery/D?d109:3:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Rep+McCollum++Betty))+01653))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:3:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/D?d109:4:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Sen+Enzi++Michael+B.))+01542))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:4:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp109:FLD010:@1(sr218)
http://thomas.loc.gov/cgi-bin/bdquery/D?d109:5:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Sen+Lugar++Richard+G.))+01387))
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Latest Major Action: 6/16/2006 Referred to Senate committee. Status: Read twice and 

referred to the Committee on Health, Education, Labor, and Pensions. 

[109th] S.3744 : Abraham Lincoln Study Abroad Act of 2006 

Sponsor: Sen Durbin, Richard [IL] (introduced 7/26/2006); Cosponsors (45)  

Committees: Senate Foreign Relations  

Latest Major Action: 7/26/2006 Referred to Senate committee. Status: Read twice and 

referred to the Committee on Foreign Relations. 

[109th] S.RES.308 : A resolution designating 2006 as the "Year of Study Abroad". 

Sponsor: Sen Durbin, Richard [IL] (introduced 11/10/2005); Cosponsors (6)  

Latest Major Action: 11/10/2005 Passed/agreed to in Senate. Status: Submitted in the 

Senate, considered, and agreed to without amendment and with a preamble by 

Unanimous Consent. 

10.4.6 108th Congress (2003–2004) 

[108th] H.R.2673 : Consolidated Appropriations Act, 2004  

Sponsor: Rep Bonilla, Henry [TX-23] (introduced 7/9/2003); Cosponsors (None)  

Committees: House Appropriations  

House Reports: 108-193; Latest Conference Report: 108-401 (in Congressional 

Record H12323-12746) 

Latest Major Action: Became Public Law No: 08t-199 

Note: H.R. 2673 , the FY 2004 Consolidated Appropriations bill covers Agriculture, 

Commerce-Justice-State, District of Columbia, Foreign Operations, Labor-HHS-

Education, Transportation-Treasury, VA-HUD, and Miscellaneous Appropriations and 

Offsets. Text of conference report as printed in the 11/25/2003 Congressional Record, 

Book II (CR H12323-12746) and funding tables as printed with House debate in the 

12/8/2003 Congressional Record (CR H12766-12845). 

http://thomas.loc.gov/cgi-bin/bdquery/D?d109:6:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Sen+Durbin++Richard))+00326))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:6:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/D?d109:7:./temp/~bd1SLz::|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d109,d109&querybd=@FIELD(FLD003+@4((@1(Sen+Durbin++Richard))+00326))
http://thomas.loc.gov/cgi-bin/bdquery/D?d109,d109:7:./temp/~bd1SLz:@@@P|/home/LegislativeData.php?n=BSS;c=109|
http://thomas.loc.gov/cgi-bin/bdquery/D?d108:1:./temp/~bdRlLh::|/home/LegislativeData.php?n=BSS;c=108|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d108,d108&querybd=@FIELD(FLD003+@4((@1(Rep+Bonilla++Henry))+00107))
http://thomas.loc.gov/cgi-bin/cpquery/R?cp108:FLD010:@1(hr193)
http://thomas.loc.gov/cgi-bin/cpquery/R?cp108:FLD010:@1(hr401)
http://thomas.loc.gov/cgi-bin/query/R?r108,d108:FLD001:H12324
http://thomas.loc.gov/cgi-bin/bdquery/z?d108,d108:H.R.2673:
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[108th] H.R.3077 : International Studies in Higher Education Act of 2003 

Sponsor: Rep Hoekstra, Peter [MI-2] (introduced 9/11/2003); Cosponsors (7)  

Committees: House Education and the Workforce; Senate Health, Education, Labor, and 

Pensions  

House Reports: 108-308 

Latest Major Action: 10/21/2003 Referred to Senate committee. Status: Received in the 

Senate and Read twice and referred to the Committee on Health, Education, Labor, and 

Pensions. 

[108th] S.AMDT.3667 to S.2666 To provide funding for, and extend the termination date 

of, the Commission on the Abraham Lincoln Study Abroad Fellowship Program, and for 

other purposes.  

Sponsor: Sen Durbin, Richard [IL] (introduced 9/21/2004); Cosponsors (None)  

Latest Major Action: 9/21/2004 Senate amendment agreed to. Status: Amendment SA 

3667 agreed to in Senate by Unanimous Consent. 

[108th] International Studies in Higher Education Act of 2003 (Referred in Senate - 

RFS)[H.R.3077.RFS ] 

[108th] International Studies in Higher Education Act of 2003 (Reported in House - 

RH)[H.R.3077.RH ] 

10.4.7 107th Congress (2001–2002) 

[107th] Expressing the sense of Congress that the United States should establish an 

international education policy to enhance national security and significantly further 

United States foreign... (Reported in Senate - RS)[S.CON.RES.7.RS ] 

[107th] Whereas promoting international education for United States citizens and 

ensuring access to high level international experts are important to meet national security, 

foreign policy,... (Engrossed in Senate [Passed Senate] - ES)[S.CON.RES.7.ES ] 

http://thomas.loc.gov/cgi-bin/bdquery/D?d108:2:./temp/~bdRlLh::|/home/LegislativeData.php?n=BSS;c=108|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d108,d108&querybd=@FIELD(FLD003+@4((@1(Rep+Hoekstra++Peter))+00547))
http://thomas.loc.gov/cgi-bin/bdquery/D?d108,d108:2:./temp/~bdRlLh:@@@P|/home/LegislativeData.php?n=BSS;c=108|
http://thomas.loc.gov/cgi-bin/cpquery/R?cp108:FLD010:@1(hr308)
http://thomas.loc.gov/cgi-bin/bdquery/D?d108:6:./temp/~bdRlLh::|/home/LegislativeData.php?n=BSS;c=108|
http://thomas.loc.gov/cgi-bin/bdquery/z?d108:SN02666:|/home/LegislativeData.php?n=BSS;c=108|
http://thomas.loc.gov/cgi-bin/bdquery/?&Db=d108,d108&querybd=@FIELD(FLD003+@4((@1(Sen+Durbin++Richard))+00326))
http://thomas.loc.gov/cgi-bin/query/D?c108:4:./temp/~mdbs1Znwd5::
http://thomas.loc.gov/cgi-bin/query/D?c108:5:./temp/~mdbs1Znwd5::
http://thomas.loc.gov/cgi-bin/query/D?c107:1:./temp/~mdbs1Znwd5::
http://thomas.loc.gov/cgi-bin/query/D?c107:2:./temp/~mdbs1Znwd5::
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[107th] Expressing the sense of Congress that the United States should establish an 

international education policy to further national security, foreign policy, and economic 

competitiveness,... (Referred in House - RFH)[S.CON.RES.7.RFH ]  

 

http://thomas.loc.gov/cgi-bin/query/D?c107:3:./temp/~mdbs1Znwd5::

