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The research‘s purpose was to examine how exemplary community college
study abroad programs assisted student participants in acquiring global competence.
Three research questions were explored: 1.What issues need to be anticipated when
planning a study abroad program for community college students in order to
effectively incorporate opportunities for students to begin achieving global
competence? 2. What characteristics of study abroad programs in community
colleges strengthen opportunities for students to achieve global competence? 3. What
mechanisms might be embedded in study abroad programs to enable assessment of
program effectiveness in achieving global competence?
The case study research design was based on interpretive social science
philosophical approach. Five exemplary community college programs were selected
through a Delphi process. The study used three major data sources: website
documentation, program directors interviews, and online threaded discussions with
recommended student participants. An exploration of global competence elements
provided the research context and resulted in a proposed definition that incorporated
components identified in the literature.

Findings included agreement on the proposed definition, with the caveat that
specifics of ―global competence‖ needed to reflect the country/culture. In research
question one four themes were identified: (a) ―Enlightened Leadership,‖ (b)
―Continuous Program Improvement Planning,‖ (c) ―Static Presentation in
Communication Channels,‖ and (d) ―Planning for Common Student Transitions.‖
Research question two revealed two themes: (a) ―Escaping the Bubble Effect,‖ and
(b) ―Being There.‖ Research question three yielded three themes: (a) ―Continuous
Improvement Planning,‖ (b) ―Multiple Paths to Assessment,‖ and (c) ―Awareness
and Acknowledgement.‖ Across all data sources, three overarching themes were
revealed: (a) ―Communication Disconnection,‖ (b) ―Opportunities—Providing,
Perceiving, Taking Advantage,‖ and (c) ―Need for Multiple Assessment
Mechanisms.‖
The implications for practice and national policy included cautions to avoid
communication problems and include multiple and varied channels of
communication. Another practice implication was the need for continual
reassessment linked to planning. National policy implications included (a)
supporting implementation mechanisms for the 2009 Simon Foundation Act, (b)
establishing a nationally applied definition of global competence, (c) fostering
enlightened institutional leadership, (d) developing a culture of institutional interest
and support, and (e) establishing community college consortiums for program
support in planning and assessment, and information sharing. Personal insights and
application recommendations and future research avenues were suggested.

©Copyright by Ellen A. Arden-Ogle
October 19, 2009
All Rights Reserved

Study Abroad and Global Competence:
Exemplary Community College Programs Which Foster Elements of Achievement

by
Ellen A. Arden-Ogle

A DISSERTATION
submitted to
Oregon State University

in partial fulfillment of
the requirements for the
degree of
Doctor of Education

Presented October 19, 2009
Commencement June 2010

Doctor of Education dissertation of Ellen A. Arden-Ogle presented on October 19,
2009.

APPROVED:

____________________________________________________________________
Major Professor, representing Education

____________________________________________________________________
Dean of the College of Education

____________________________________________________________________
Dean of the Graduate School

I understand that my dissertation will become part of the permanent collection of
Oregon State University libraries. My signature below authorizes release of my
dissertation to any reader upon request.

Ellen A. Arden-Ogle, Author

ACKNOWLEDGEMENTS
This is the one page that all doctoral students get to write without fear of
revision, APA errors, formatting goofs, or the need to send multiple drafts.
Unquestionably, it‘s the most fun to write. (I digress, but here I‘m allowed.)
I first wish to thank the community of study abroad professionals and the
study abroad students who gave so generously of their time and patiently worked
with me. To the study abroad directors quoted in this study, you all rock! To the
students, you will run the world someday and your study abroad experiences will
help you get ready. Make it so, and then make it better. To Dr. Rosalind Raby, who
works so hard to make sure the community college voice is represented, you go
girlfriend, I couldn‘t have done it without you.
Next the members of my dissertation committee have been completely and
utterly fabulous. My major professor, Dr. Alex Sanchez, has been a touch stone for
me during this doctoral process, and was always ready to offer the patient reality
check. Dr. George Copa, my minor professor on this journey of self-discovery and
scholarship, has been more than generous with his time, his revisions, and his subtle
and not so subtle pushes back into the main stream current. You have both been very
patient with me (and my sense of humor), and you have my profound gratitude. Dr.
Betty Duvall supported my inner theatre producer and was an early believer. Dr.
Greg Thompson, my grad school rep, supported my rights and was always there.
And finally, Dr. Cid Gunston-Parks, read everything again and again, listened to me
whine, jollied me out of the doldrums, pushed me back into the game, argued with

me, agreed with me, and supported me in every sense of the word. She also makes a
terrific pot of tea and scones to die for. Cid, next venture: The Novel Tea!
To my colleagues in Cohort 14, I extend many thanks for literally years of
support and friendship, particularly in the face of unending pine paneling. In
particular, thanks go to Bridgid for keeping the instructional focus foremost and
listening to me, Julie for laughter and clarity and listening to me, Claire for
compassion and cookies and listening to me, and Windy for having a sense of humor
about the whole process and giving me someone to listen to.
Finally, ultimate thanks go to my family members who took this journey with
me. No one in grad school ever does it alone. My husband, Gary, was patient and
understanding when I announced that no meals would be cooked in our house the
week I had to go to Silver Falls, and he read innumerable drafts of papers, sections of
the dissertation, and entire chunks of exam questions. Thanks also go to my children,
Emmy and Erick, who grew up on a community college campus, had to listen to my
―Tales from the Doctoral Student Dark Side,‖ and understood when there was only
take out for dinner. Emmy also did work above and beyond the call of child-dom by
getting the draft version in printable form before I sent it to the committee. (Who
knew that making text boxes to get rid of lines was not the way to go? Computers
will only be useful when they work like they do in Star Trek.)
Both Emmy and Erick studied abroad and their experiences gave me insights
and always reminded me that there is a real student face to every study abroad
experience. You are both such talented, wonderful, compassionate, and terrific

individuals, I have no doubt that both of you are going to make a difference in the
life of this interdependent planet of ours

DEDICATION
Finally, I dedicate this work to the memory of my parents, Alphonso Dalio
Woltman Gerrido Arden and Elrita NMI Erickson Arden, gone too soon, who always
believed passionately in education and in me, and to my children, Emily and Erick,
who carry the belief on to the future.

TABLE OF CONTENTS
Page
Chapter 1: Focus and Significance ....................................................................

1

Research Purpose .......................................................................................

4

Research Questions ....................................................................................

5

Research Significance ................................................................................

6

Need to Build Global Competence in College Students .......................

6

The Case for Community College Study Abroad .................................

7

The Research Gap on Study Abroad in Community Colleges ..............

9

Summary ...................................................................................................

10

Chapter 2: Review of the Literature ..................................................................

12

Purpose and Approach to Review of Literature .........................................

12

Search Process for Materials .................................................................

13

Criteria for Inclusion and Exclusion of Research Literature ................

13

Organization of the Review of Literature ..................................................

15

Clarification of Terms ................................................................................

15

Global Competence Acquisition and Assessment .....................................

16

Need for Global Competence ................................................................

16

Meaning of Global Competence ...........................................................

17

Conceptual Framework for Global Competence .......................................

22

Assessment of Global Competence ...........................................................

25

TABLE OF CONTENTS (Continued)
Page
Cross Cultural Competence ..................................................................

26

Subject Interest and Competence Items ................................................

27

Summary ...............................................................................................

28

Proposed Definition of Global Competence ..............................................

29

Summary ...............................................................................................

30

Study Abroad Program Structures and Variables ......................................

32

The Academic Program.........................................................................

33

Less than Full Term Program Length ...................................................

35

Program Location ..................................................................................

36

Study Abroad Assessment Measures for Global Competence
Acquisition ............................................................................................

39

Summary and Next Steps ..................................................................................

42

Chapter 3: Design of Study ...............................................................................

45

Philosophical Approach: Interpretive Social Science ................................

45

Historical and Contextual Underpinnings .............................................

47

The Nature of Truth and Reality ...........................................................

48

Strengths and Limitations of the Interpretive Approach .......................

52

Personal Disclosure ...............................................................................

53

Method: Case Study ...................................................................................

57

Rationale ...............................................................................................

57

Key Concepts ........................................................................................

58

TABLE OF CONTENTS (Continued)
Page
Major Steps ...........................................................................................

59

Summary ...............................................................................................

62

Procedures ..................................................................................................

63

Program Selection .................................................................................

63

Data Sources..........................................................................................

68

Data Collection Techniques ..................................................................

73

Data Analysis ........................................................................................

76

Strategies to Ensure Soundness .............................................................

77

Strategies to Ensure Protection of Human Subjects ..................................

81

Chapter 4: Presentation of Findings ..................................................................

83

Evidence of Soundness in Data, Analysis, and Interpretation ...................

84

Data Source Analysis ............................................................................

85

Credibility .............................................................................................

86

Conformability ......................................................................................

87

Dependability ........................................................................................

87

Transferability .......................................................................................

88

Section One: Definition of Terms and Global Competence
Definition ..............................................................................................

88

Definition of Terms ...............................................................................

89

Patterns and Themes .............................................................................

92

Proposed Definition of Global Competence ..............................................

93

TABLE OF CONTENTS (Continued)
Page
Selection of Exemplary Programs for the Current Study ..........................

98

College Characteristics..........................................................................

99

Confidentiality Considerations .............................................................

104

Student Data Collection .............................................................................

105

Process and Protocols of Student Responses ........................................

106

Section Two: Findings in Response to the Research Question..................

108

Research Question One ..............................................................................

108

Data Source: Study Abroad Program Directors ....................................

109

Data Source: Websites ..........................................................................

117

Data Source: Student Respondents .......................................................

127

Summary ...............................................................................................

131

Research Question Two .............................................................................

134

Data Source: Student Respondents .......................................................

137

Data Source: Study Abroad Directors ...................................................

142

Data Source: Websites ..........................................................................

146

Summary ...............................................................................................

149

Research Question Three ...........................................................................

153

Data Source: Study Abroad Directors ...................................................

154

Data Source: Student Respondents .......................................................

158

Data Source: Websites ..........................................................................

162

Summary ...............................................................................................

165

TABLE OF CONTENTS (Continued)
Page
Summary of Findings .................................................................................

166

Chapter 5: Summary, Discussion, and Implications .........................................

172

Summary and Discussion ...........................................................................

173

Research Questions ...............................................................................

176

Summary ...............................................................................................

188

Implications for Practice and National Policy ...........................................

192

Implications for Practice: New Programs .............................................

194

Implications for Practice: Existing Programs .......................................

198

Implications for National Policies.........................................................

199

Personal Insights and Recommendations………………………………… 202
Implications for Further Research .............................................................

207

Final Thoughts ...........................................................................................

210

References .........................................................................................................

212

Appendix A. Northern California Study Abroad Consortium .........................

221

LIST OF FIGURES
Figure

Page

1.1

Hi from Study Abroad ...........................................................................

1

1.2

How is Rome? .......................................................................................

2

1.3

Coming Home! ......................................................................................

2

2.1

Proposed Conceptual Framework for Global Competence ...................

31

2.2

Study Abroad Program Structure ..........................................................

33

3.1

Major Steps in Case Study Research ....................................................

59

4.1

Single Mixed Study Abroad Structure ..................................................

90

4.2

Language Intensive Study Abroad Structure ........................................

91

4.3

Consortium Mixed Academic Study Abroad Structure ........................

92

4.4

Characteristics of Study Abroad Websites ............................................

125

4.5

Study Abroad Program Structure (Figure 2.2 Repeated) ......................

132

5.1

Implications for Practice………………………………………………

205

LIST OF TABLES
Table

Page

2.1

The Components of Global Competence ..............................................

19

3.1

Strategies for Soundness .......................................................................

80

4.1

College Study Abroad Program Characteristics ...................................

102

4.2

Characteristics of Study Abroad Student Respondents .........................

107

4.3

Study Abroad Website Characteristics .................................................

121

4.4

College Cross Case Website Comparison .............................................

124

4.5

Research Question One: Patterns and Themes......................................

132

4.6

Elements of Global Competence in Website Materials and
Information .......................................................................................

148

4.7

Research Question Two: Patterns and Themes .....................................

151

4.8

Research Question Three: Patterns and Themes ...................................

165

5.1

Generational Communication ...............................................................

184

STUDY ABROAD AND GLOBAL COMPETENCE:
EXEMPLARY COMMUNITY COLLEGE PROGRAMS WHICH FOSTER
ELEMENTS OF ACHIEVEMENT
Chapter 1: Focus and Significance
The following are actual email transcripts (edited only to remove identifying
names of participants) from a community college student over the course of a
semester-long study abroad program. This student‘s unsolicited sentiments gladden
the heart of the study abroad program director, faculty, and administrators because
these words hint at a significant change in the student at a deep and meaningful level.
These student feelings indicate that the student has gained some knowledge, acquired
skills and experiences, and developed attitudes that suggest that, in addition to really
great memories and photographs, the student returned from the experience with a
measure of global competence. In one particular program, one particular student
achieved a measure of success that is at the heart of what study abroad programs
seek to accomplish.

Subj:
Date:
From:
To:

Re: Hi from Study Abroad
9/2/20xx 9:22:45 AM Pacific Standard Time
American.student@gmail.com
MomandDadUSA@aol.com

I miss you a lot and I start school tomorrow...I‘m kinda nervous. You need to call
me, so CALL ME!!!! I'm writing this from the computer lab in the study center.
The faculty have a lot of stuff set up for us to do and I‘m gonna go out to do all of
it. They gave us a bunch of handouts that have recommendations for places to go
and eat and hang out while we were in our lectures this morning. Okay I‘m tired,
so I‘m gonna go back to the apartment and get all my stuff ready for school. I
hope I can do this.
Figure 1.1. Hi from Study Abroad.
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Subj:
Date:
From:
To:

Re: how is Rome?
11/1/20xx 8:25:00 AM Pacific Standard Time
American.student@gmail.com
MomandDadUSA@aol.com

Italy was amazing and beautiful! I managed to be the team leader for the entire
trip. I was the one who always had the map and always knew which way to goisn't that AMAZING!!!!!!! I feel like I have really matured. Before I came here I
would have just freaked out with all the trouble we had. The last 2 weeks or so of
my life have been the most mind altering days of my life. Having to figure out
your own way around Europe, deal with so many problems, and actually come out
of it all successful is really a feat that I never knew I could complete. The amount
of maturing and personal growth I‘ve gone through is absolutely mind-boggling. I
think I‘m actually glad we ran into so much trouble, because it just made the trip
that much more worth it.
Figure 1.2. How is Rome?
Subj:
Date:
From:
To:

Re: COMING HOME!!!!!!!!!!!!!
12/8/20xx 6:35:12 AM Pacific Standard Time
American.student@gmail.com
MomandDadUSA@aol.com

I can‘t believe that we are all coming home so soon!!! I think I am gonna be really
sad when I leave here. I‘m happy to come home and see everyone who I love, but
at the same moment I feel sadness for leaving this new world I've created for
myself. I've changed and grown so much that I kind of can't remember what home
was like before or me either, for that matter.
*
*
*
*
*
*
Figure 1.3. Coming Home!
Study abroad programs have long been the province of the traditional four
year, liberal arts, general education, private college, or university (Abraham Lincoln
Study Abroad, 2005, p. 22). Community colleges have been late comers to the study
abroad movement and still relatively few community colleges have complete study
abroad programs that are staffed with full time employees and mount full time
recruiting drives for first and second year students. Community colleges make up 4550% of the undergraduates in higher education, however only 3-4% of the
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participants in study abroad programs (Abraham Lincoln Study Abroad, 2005, p. 9).
But, when the Congress of the United States has determined that there is a ―serious
deficit in global competence in the United States,‖ and ―institutions of higher
education in the United States are struggling to graduate enough students with the
language skills and cultural competence necessary to meet the current demands of
business, government, and educational institutions‖ (Senate Resolution 308 ATS.,
2005, p. 1), the community colleges can no longer defer this responsibility to four
year institutions. As Merkx (2003) noted in the International Educator, ―The goal of
providing every graduating student with foreign language fluency, international
competence, and an understanding of international affairs has extraordinary salience
in the post-September 11 United States‖ (p. 6). Frank Falcetta (2001), Associate
Provost of Middlesex Community College in Massachusetts, extended the goal to
community colleges specifically while making the point that community colleges
must look to different structures for study abroad programs:
The ―junior year or semester abroad‖ is a stereotype that is as
applicable to community colleges as a 500 student lecture hall…The
thought of spending even a semester abroad is a foreign concept to this
[community college] learner…Many community college students need
to work year round to fund the cost of their education and
lifestyle…The need for a broad global perspective is an increasingly
acknowledged component in a student‘s education but there is so little
time (and money) for the cost of a traditional study abroad experience.
(p. 6)
In the interests of student success, community colleges need to become fully
vested partners in study abroad, with programs designed to meet the goals of global
competence through the program structure. For community colleges just starting
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study abroad programs, there is a lack of knowledge available on how to structure
programs so that global competence is an integral part of the program outcomes. For
the assiduous and careful designers of a new study abroad program, one overarching
concern is to meet the expectations raised on a national level, namely that students
who participate in study abroad programs achieve global competence. But the
designers quickly come to the unwelcome realization that nowhere in the current
literature is there a definition of global competence. Many researchers identify
certain knowledge, skills and abilities, and attitudes that are indicative of global
competence, but nowhere is that information collected, codified, and disseminated.
There is no single definition of global competence to guide the designers of study
abroad programs or to serve as assessment measures for existing programs. The
inefficiency of the lack of a clear and unified definition impedes community colleges
in their efforts to create effective study abroad programs and will be addressed in this
dissertation.
Research Purpose
The purpose of this dissertation is to examine community college study
abroad programs to explore which aspects of the programs enable students to acquire
global competence. Further, this research will attempt to generate a workable
definition of global competence and to create a conceptual framework of global
competence through which community college faculty and administrators could
generate effective study abroad programs. More specifically, what knowledge, skills,
experiences, and attitudes are the result of a study abroad program experience.
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Further, this research will identify attitudes that are expected of and result from
participation in an effective study abroad program. Through identification of
attributes that result in positive attitudes of program participants, the study will
directly benefit community college leaders who are establishing study abroad
programs that incorporate the need for acquiring global competence.
Research Questions
The specific research questions are:
1. What issues need to be anticipated when planning a study abroad program
for community college students in order to effectively incorporate
opportunities for students to begin achieving global competence? As
study abroad programs proliferate at community colleges, college
planners face academic, practical, and realistic concerns and limitations.
This research can serve as one source of verified findings to assist
program designers at community colleges.
2. What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence? The
structures of study abroad programs vary widely. Therefore, an
exploration of specific program characteristics will allow community
colleges to construct effective programs with respect to presenting
opportunities for students to begin achieving global competence?
3. What mechanisms might be embedded in study abroad programs to
enable assessment of program effectiveness in achieving global
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competence? This issue of program assessment is one of central
importance because college planners, transfer partner institutions,
accreditation agencies, and study abroad participants need to have some
sense that there is demonstrated attention paid to the study abroad
program, and the issues that normally arise and attention, revision, and
correction from any distance education academic program.
Research Significance
Three scholarly and practical reasons support the significance of the proposed
study purpose and questions. These include: (a) the need to build global competence
in college students, (b) the case for community colleges having study abroad
programs, and (c) the community college research gap on study abroad program
characteristics, and their relation to global competence acquisition.
Need to build global competence in college students. The need for the
United States to become globally literate is forcefully argued by the Abraham
Lincoln Commission‘s (2005) report:
Producing successive generations of undergraduates who have
engaged with the world beyond American boundaries will do more
than anything else to enable the United States to hear the world, to see
the world—and to know the world in ways that will alert us to
emerging problems before they become serious threats. (p. 8)
Institutions of higher education have always been partners of choice to
address critical economic, social, and political issues facing the country. The Morrill
Act of 1862, the G.I. Bill after World War II, the National Defense Education Act of
1958, and the Higher Education Act of 1965 illustrate the country‘s dependence on
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higher education and ―each time the nation‘s leaders have called on higher education,
public and private colleges and universities have responded‖ (Abraham Lincoln,
2005, p. 4).
NAFSA: Association of International Educators directed their 2003 report,
Securing America‘s Future: Global Education for a Global Age, at U.S. institutions
of higher education:
Americans in vastly greater numbers must devote a substantive
portion of their education to gaining an understanding of other
countries, regions, languages, and cultures, through direct personal
experience…College and university presidents must implement
strategies to encourage study abroad on a school-wide basis. They
must involve the faculty, ease curricular rigidities, counter financial
disincentives, and create new study abroad models and diverse study
abroad options that recognize the changed demographics of U.S.
higher education today and make study abroad accessible to the
broadest possible spectrum of students. (p. iv)
The contentions and arguments are clear and persuasive, and the preponderance of
evidence urgently supports the need for college students to acquire global
competence for the continued economic, political and strategic health of the United
States in the world.
The case for community college study abroad. Given the current estimates
by the American Association of Community Colleges (AACC) (2006) and the
Abraham Lincoln Commission (2005) on the participation rates of community
colleges in study abroad programs each year, it is clear that community colleges are
not yet able to fully engage in providing students with the opportunities to acquire
global competence. In the 2006 AACC and Association of Community College
Trustees (AACCT) joint statement, Building the Global Community, these two
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associations called for all community colleges to ―Enhance international study and
exchange for students and faculty‖ (p. 1). U.S. Secretary of State, Condoleezza Rice,
is quoted in the joint statement ―America‘s mission in this new century must be to
welcome more foreign students to our nation and send more of our citizens abroad to
study‖ (p. 1). It is clear that community colleges must become stronger participants
in the mission of global competence acquisition for American college students.
The Stanley Foundation and the American Council on International and
Intercultural Education (ACIIE) hosted a 1994 conference, ―Building the Global
Community: The Next Step,‖ to ―determine strategies to construct a plan of action to
implement global education in all U.S. community colleges‖ (Stanley Foundation,
2000, ¶2). The conference concluded with the articulated mission statement, ―To
ensure the survival and well being of our communities, it is imperative that
community colleges develop a globally and multi-culturally competent citizenry‖
(Stanley Foundation, 2000, ¶3). The AACC also recognized the pivotal role that
community colleges play in global education in the 1996 Policy Statement on
International/Intercultural Education:
Community colleges are strategically positioned and experienced to
respond to this educational and economic development imperative by
educating and training individuals to function successfully in a
multicultural and advanced technological environment that crosses all
boundaries of education, communications, language, and business.
(Finnegan, 1997, p. 2)
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The research gap on study abroad in community colleges. In the Abraham
Lincoln Commission (2005) report, specific mention is made of the lack of
community college participation and the lack of information about these programs:
―Doing more to encourage study abroad for students at community colleges …
promises large dividends in terms of both numbers and diversity of Americans
studying abroad‖ (p. 15). Yet, few of the studies cited in the report were based on
community colleges. After the terrorist attacks on the United States of September 11,
2001, there has been significant renewed interest in study abroad programs,
structures, and outcomes in four year colleges and universities; however, relatively
little research has examined study abroad programs at community colleges.
Additional research into the experiences with community college study abroad
programs will begin to address this gap in the scholarly field and allow for more indepth analysis of the acquisition of global competence by community college
students. Retired Broome Community College President, Donald Dellow, in his
essay, Globalization, Offshoring, and the Community College, articulated the
community college situation:
Every community college president who speaks to local constituents
is sure to emphasize how the college is there to serve local
community needs. Those who think seriously about the future will
realize that, in order to serve those local needs, as the global economy
becomes more robust, community college educators must once again
reinvent themselves to find ways of responding to events halfway
around the world, and better yet…anticipating them. (Dellow &
Romano, 2006, p. 22)
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Summary
In the wake of the attacks of 9/11/01, the county‘s leaders have turned again
to institutions of higher education to provide both answers to current problems and
direction for the future. Unmistakably, from the U.S. Congress, the highest
legislative authority in the country, the case for the need for global competence is
clearly and persuasively made: ―the security, stability, and economic vitality of the
United States in an increasingly complex global age depend largely upon having a
globally competent citizenry and the availability of experts specializing in world
regions, foreign languages, and international affairs‖ (Senate Resolution 308 ATS.,
2005, p. 1). The case for significance of college study abroad programs is strong; but
comprehensive and practical guidelines are limited and there is a gap of knowledge
on community college programs specifically.
The purpose of the proposed research study is to examine community college
study abroad programs to explore which aspects of programs enable students to
acquire global competence. This exploration and identification of effective
characteristics will directly benefit community college leaders who are exploring
opportunities to establish study abroad programs that meet the identified needs for
global competence. To accomplish this examination the following research questions
are proposed:
1. What issues need to be anticipated when planning a study abroad program
for community college students in order to effectively incorporate
opportunities for students to begin achieving global competence?
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2. What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence?
3

What mechanisms might be embedded in study abroad programs to
enable assessment of program effectiveness in achieving global
competence?

There is direct practical application of this research for community colleges
seeking to establish study abroad programs with acquisition of global competence as
one of the outcomes and to review established programs. The proposed research may
lead to discussions regarding the goals of study abroad programs for global
competence acquisition, and structural program requirements including evaluation,
which can assist community colleges leaders as they formulate policy and make
decisions regarding the strategic placement and management of study abroad
programs.
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Chapter 2: Review of the Literature
If September 11 really does mean the end of America‘s exemption
from the horrors of history, the new dispensation should remind us
that our actions are inextricably bound up with those of others
throughout the world. Thus it behooves us to look at our notions of
international education, as well as our practice, in light of a critique
that examines not only the content of our programs but also their
purpose, form and international impact. (Shaheen, 2002, p. 262)
Purpose and Approach to Review of Literature
The purpose of this review of relevant literature was to provide an overview
of research and development related to study abroad programs which focused on the
acquisition of global competence by student participants. To assess the current state
of knowledge about study abroad in U.S. institutions required several areas be
addressed in the review of the literature. First, what were the current issues
surrounding learning in the academic area of global competence? Related to global
competence learning outcomes, what evidence existed that assessed the effect of
study abroad programs on achieving global competence? Examining the answers to
these questions gave direction to the design of the study. Second, assuming that the
characteristics of specific programs had an effect on student global competence
acquisition, were there any effective characteristics (i.e., standards, best practices) of
study abroad programs, particularly programs that gave specific attention to
developing global competence as student learning outcomes? Third, were there
particular attributes that characterized students who participated in study abroad
programs? Which of these characteristics or attributes were seen as being more
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effective in promoting the acquisition of global competence? Answers to these
foundational questions helped guide the design of my proposed research.
Search process for materials. The initial literature review involved online
access to the Oregon State University library system including Educational
Resources Information Center (ERIC) EBSCOhost and First Search, Academic
Search Premier, Dissertation Abstracts International, and Vocational and Career
Collection. Google Scholar was used for additional internet searches. Additional
research materials were requested and received from the American Institute for
Foreign Study and the American Institute for Foreign Study Foundation. Specific
websites received from conference attendance were also referenced, specifically
NAFSA: Association of International Educators (formerly National Association of
Foreign Student Advisors), California Colleges for International Education (CCIE),
Council on International Educational Exchange (CIEE), Institute for International
Education (IIE). Finally, the research database of the Los Rios Community College
District, eSearch, was accessed. The descriptors and terms searched included: study
abroad, foreign study, international education, global competence, study abroad
educational requirements, foreign, service learning, and community college study
abroad programs.
Criteria for inclusion and exclusion of research literature. Central to the
initial planning for the review of the literature section was the recognition that the
broader field of international education had been fundamentally changed by the
terrorist attacks on the United States on September 11, 2001. Criteria for inclusion of
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research literature included studies conducted after the September 11, 2001 terrorist
attacks on the United States because after this event, the nature and focus of study
abroad programs changed. NAFSA and the Alliance for International and Cultural
Exchange (2003) revised their joint 1999 policy statement to reflect the new reality:
On September 11, 2001, the challenges of global terrorism replaced
those of the cold war as the central organizing concept of American
foreign policy. An international threat of which Americans were
largely ignorant proved capable on that day of doing more serious
damage to the homeland than any foreign power had managed to
inflict since the War of 1812. Nothing could have awakened us more
dramatically to the continuing necessity of international knowledge
and understanding. (¶ 2)
William Gertz, President of the American Institute for Foreign Study,
commented on both the importance of the 9/11 date and the lack of community
college research. In the Impact of Education Abroad on Career Development: Four
Community College Case Studies (2005), Gertz noted: ―While education abroad at
the four-year college level continues to increase, despite September 11, the weak
dollar and Iraq war, limited attention has been paid to developing study abroad
programs at our nation‘s 1200 community colleges‖ (p. 3). While not specifically
excluding material prior to this date, more analysis was conducted on post September
11, 2001 research due to the increased focus on national security needs and the
relation to global competence in American society. Certainly, trends towards
globalization and economic interdependence that grew dramatically during the later
20th century spurred initial interests in multiculturalism and intercultural sensitivity.
But, it was after the events of September 11, 2001 that the term ―global competence‖
becomes prominent and the need to address global competence as a matter of

15
national security becomes acute. While reviewed for any relevant information,
studies that focused exclusively on international students (i.e., foreign nationals
coming to the United States to study at colleges and universities) were excluded. All
studies reviewed were originally written and published in English.
Organization of the Review of the Literature
The literature review begins with a clarification of terms and then is
organized into the following sections: (a) definition and exploration of global
competence and how it is acquired; (b) characteristics and attributes of study abroad
programs and students related to effective global competence acquisition outcomes;
(c) study abroad program structures and variables that may influence student success
in global competence acquisition; (d) characteristics of knowledge components
related to global competence; (e) characteristics of skills and abilities related to
global competence; and (f) characteristics of attitudes related to global competence.
The sections of the review were designed to establish what is already known in
relation to the study‘s purpose and research questions. Each of the sections was
organized with sub headings for clarity.
Clarification of Terms
The terminology in the areas of study abroad and global competence learning
outcomes is sometimes confusing as different researchers use the same terms to
mean different things or use different terms to mean the same thing. In the literature
reviewed, the researchers used the terms ―study abroad,‖ ―foreign study,‖
―international education,‖ and ―learning abroad‖ to mean what Kitsantas (2004)
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defined as ―all educational programs that take place outside the geographical
boundaries of the country of origin‖ (¶ 2). Within the examined literature from U.S.
researchers, however, ―international education‖ was confined to mean non-U.S.
students coming to the U.S. to study at U.S. colleges and universities. Common
usage by these researchers also reserves the terms ―study abroad,‖ ―foreign study‖
and ―learning abroad‖ to mean U.S. students traveling outside the U.S. to study in
another country, although not necessarily at host country institutions. For the
purposes of this study, ―study abroad‖ means U.S. students who spent some
identified academic term studying and living outside the U.S. The reasons for this
definition are twofold. First, the definition is applicable to the research questions and
the purpose of the current research. Second, this definition was in line with the major
authors in the related literature.
Global Competence Acquisition and Assessment
The purpose of this section is to address and analyze the core components of
global competence and level of consensus of the components. This section is
organized into three subsections: (a) significance of the need for a broad
understanding of the term ―global competence,‖ (b) nature and composition of global
competence, and (c) a conceptual framework for global competence.
Need for global competence. Central to the focus and design of this study
was an understanding of what is meant by ―global competence.‖ The national need
for more systematically acquired global competence was most urgently and
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persuasively articulated by the Commission on the Abraham Lincoln Study Abroad
Fellowship Program (2005):
And our lack of knowledge about economic, commercial, and
industrial development in Japan, China, and India successively, has
undermined American competitiveness. Global competence costs, but
ignorance costs far more. The point is so fundamental that it bears
repeating. In global affairs…what nations do not know exacts a heavy
toll. The stakes involved in study abroad are that simple, that
straightforward, and that important. For their own future and that of
the nation, it is essential that college graduates today become globally
competent. (p. 3)
Meaning of global competence. The Lincoln Commission‘s call for global
competence required some examination and exploration of the specific parameters
and composition of global competence. If the future of the nation is dependent in part
on the ability of the nation‘s college graduates to acquire global competence, it is
necessary to understand what that entails. In his dissertation, Knowledge, Skills,
Attitudes, and Experiences Necessary to Become Globally Competent, Hunter (2004)
worked to establish a global competence baseline and argued that a ―working
definition‖ of ―global competence‖ needed to demonstrate a link between thought
and action. His working definition was for the individual to have an ―open mind
while actively seeking to understand cultural norms and expectations of others,
leveraging this gained knowledge to interact, communicate, and work effectively
outside one‘s environment‖ (p. 1).
The structure of Hunter‘s (2004) quantitative study used a Delphi Technique
(i.e., a forecasting process used to establish a consensus by comparing expert
opinions) conducted with a panel of 17 experts, who were asked to determine a
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definition of ―global competence.‖ The use of the Delphi Technique was an
appropriate method given the number and location of the experts engaged in this
definition process. According to Linstone and Turoff (1975) in their book, The
Delphi Method: Techniques and Applications, the Delphi Technique is ―particularly
effective in allowing a group of individuals, as a whole, to deal with a complex
problem‖ (p. 1). The experts‘ definition was coupled with a survey of 122
international educators and 42 human resource directors representing transnational
corporations to assess the knowledge, skills, attitudes, and experiences necessary to
be considered globally competent. Hunter noted that his findings did not yield a
single definition of ―global competence‖ but rather indicated that ―(T)he lack of
concurrence on the aspects necessary to become globally competent has led to the
fractionalization of program foci‖ (2004, p. 108). Hunter proposed that some
agreement on the required elements of global competence is critical in order to
support the concept of global competence acquisition without the necessity of having
a certificate in global competence or acquiring a bachelor‘s degree. Hunter
developed an 18 item check list of competencies deemed most necessary by the
panel of experts who participated in the study, and then used those competencies to
assess institutions‘ claims to have fostered global competence. The 18 necessary
competencies Hunter identified were grouped into three areas: (a) knowledge, (b)
skills/experience, (c) attitudes (2004, p. 115). I have used these competence areas as
an organizing structure to analyze components of global competence from various
sources and the results are summarized in Table 2.1.
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Table 2.1
The Components of Global Competence
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In order to get a more historical perspective on the logic of trying to establish
a single encompassing definition of global competence, Raby and Tarrow‘s (1996)
text, Dimensions of the Community College: International, Intercultural, and
Multicultural Perspectives, was examined. While Raby and Tarrow do not use the
exact term ―global competence,‖ they do make a case for knowledge, skills and
abilities, and attitudes of international, intercultural, and multicultural competence:
In light of recent social and economic events, community colleges
recognize the need to include international and inter/multicultural
competency as a key element of their missions. For students to work
and live effectively in an increasingly international and multicultural
world, they must understand, without bias, the histories, goals and
values (i.e., cultures) of the world community. Such understanding
forms the basis for international and inter/multicultural competency.
This competency requires more than simple awareness; it requires a
deep understanding of the world and the interrelationships that exist
between different cultures. (1996. p. 21)
Additional work on defining global competence has been conducted in many
educational and governmental venues including the Federal Office of Postsecondary
Education, the AAIIE in continuing partnership with the Stanley Foundation, the
University of Pittsburgh‘s Center for International Business Education and Research,
and the AACC. Each of these organizations attempted to analyze and identify global
competence. In order to use these organizations‘ research and work to help the
design of my research project, each of the specified components was analyzed and
assigned to one of three competency areas (I used Hunter‘s (2004) competency areas
for clarity and continuity and because Hunter made a good case for common sense
distinctions of these areas).
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The U.S. Department of Education, Office of Postsecondary Education
(2006). identified six specific attributes and characteristics necessary for global
competence:
1. Critical thinking skills
2. Ability to analyze various cultural situations from the others‘ perspective
3. Ability to communicate in more than one language
4. Ability to communicate across cultural and national boundaries
5. Informed judgments on social issues
6. Informed judgments on personal issues
While the Office of Postsecondary Education offered no detailed description
of these six characteristics and attributes, they were analyzed in terms of Hunter‘s
three competence areas, (a) critical thinking skills, and (b) ability to analyze cultural
situations from the others‘ perspective, fit best in the knowledge component, as these
are considered competencies in most college and university general education
patterns (e.g., California State University System General Education pattern,
California Community College General Education pattern). The next three, (c)
ability to communicate in more than one language, (d) communicate across cultural
and national boundaries, and (e) make informed judgments on social issues, appeared
to fit best with skills and experiences. While obviously there was some acquisition of
knowledge involved, many of these characteristics could come from related family,
work, or social experience and from skills developed in these contexts. The final
characteristic, (f) informed judgment on personal issues, seemed to fit best with
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attitudinal competence. According to Milton Rokeach‘s, (1968) Beliefs Attitudes and
Values: A Theory of Organization and Change (1968), attitudes are shaped by an
individual belief system which included both experiences and knowledge. ―An
attitude is a relatively enduring organization of beliefs around an object or situation
predisposing one to respond in some preferential manner‖ (p. 112). The involvement
with an individual‘s sense of social conscience, moral judgment, and personal ethos,
all indicate an individual‘s overall attitudinal competence.
Conceptual Framework for Global Competence
Similar analyses were conducted on the other key pieces of research from the
AAIIE and Stanley Foundation, the University of Pittsburgh‘s Center for
International Business Education and Research, and the AACC. For ease of
comparison, the results are presented in Table 2.1. In the Knowledge Competence
Area, the general characteristics that emerged included understanding world history
and current events, knowledge about global business interactions and organizations,
understanding of critical thinking, decision making, and multiple viewpoint analysis
in geo-political issues. The rationale for including these characteristics in the
Knowledge Competence Area was that the characteristic required the student to have
consciously studied in either a formal academic setting (e.g., taking a class in the
content area such as world history) or in some experiential context (e.g., participating
in Model U.N. or attending a professional conference on global business
interactions).
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In the Skills and Experiences Competence Area, the attributes and
characteristics that emerged included effective intercultural communication skills
including language skills, and the ability to function effectively as a member of
another culture. The characteristics and attributes assigned to this competence area
were those that could have been developed experientially in the student‘s life (e.g.,
language proficiency in a language other than English could be developed through
the student‘s family interactions rather than in a formal class).In the same way, a
student could have developed effective intercultural skills as a result of living outside
the United States for a period of time (e.g., military dependent children often have
lived in more than one foreign country as a result of a parent‘s duty posting). While
some of the skills identified in this area could be supplemented by formal situations
that would overlap the Knowledge Competence Area, it is completely probable that
the skills and experiences identified for this competence area can be developed
contextually and experientially.
In the Attitudes Competence Area, the attributes and characteristics that
emerged included an appreciation of one‘s own and others‘ personal and cultural
norms, critical awareness of and appreciation of cultural differences, and
appreciation of and openness to global interdependence. Drawing on Rokeach‘s
(1968) work on the hierarchical interaction of a person‘s beliefs, attitudes, and
values, indicated that attitudes are shaped by an individual belief system which
includes both experiences and knowledge. Attitudes can then be seen as predictive
vectors that guide one‘s decision making and influence one‘s value system.
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Awareness and appreciation were both attitudinal vectors identified in Rokeach‘s
work (p.123).
The relationship of these three competence areas is represented in the
Proposed Conceptual Framework for Global Competence, Figure 2.1. The
conceptual framework is structured as a larger circle that includes the entirety of
Global Competence Components and Characteristics. Within the larger circle, the
three competence areas are identified by different shadings and broken into eight
components. These eight components are the critical elements that emerged from the
review of the related research, although it seems likely that these eight do not
constitute a definitive list. Therefore, the rest of the circle is lightly shaded to
represent the other skills, abilities, and experiences that relate to and operationalize
the elements of global competence. Having identified these eight global competence
components will give some direction to the design of the study in terms of what
initial elements to look for in study abroad programs to include in the proposed
design.
In summary, the reviewed research yielded several common competence
characteristics that help form the beginning of both a definition and conceptual
framework for examining programs to be included in the current study. The three
competence areas of (a) knowledge, (b) skills and experiences, and (c) attitudes lend
a rudimentary structure to the criteria for inclusion of study abroad programs to the
current proposed study.
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Assessment of Global Competence
The purpose of this section is to examine research that identifies assessment
measures of global competence that could, in turn, be used as selection criteria for
programs to be described in this study. This section is organized by most recent
research first, and uses Hunter‘s organizational schema, due to its accessibility and
ease of use, to codify the findings.
To further the contention that study abroad programs achieve the goals of
global competence acquisition, Forgues (2005), in his dissertation, A Study of the
Relationship of Study Abroad and Students‘ Attitudes toward Diversity and Culture,
asserted that study abroad programs do make a statistically significant difference in
students‘ attitudes toward diversity and culture. Attitudinal shift is one of the three
areas identified by Hunter as hallmarks of global competence. The organization of
Forgues‘ research centered on assessing student attitudes just prior to leaving for a
semester-long program and from students who had just returned from their study
abroad experience. Forgues‘ purpose in this research was to see if there is a
difference in student attitudes, ―the study showed that students who have already
studied abroad are more interculturally sensitive and more open to diversity than
those who have not yet departed‖ (p. 81). This in-depth statistical analysis did not
seem to break new ground since most studies, including Hunter (2004), Kitsantas
(2004), and Shaheen (2004), asserted that exposure to study abroad increases
positive aspects of student attitudes as a dimension of global competence. However
Forgues‘ work established one of the few studies that used a statistically-based
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structure to assert the significance of the study abroad experience on an important
component of global competence. The implications of Forgues‘ work for my study
included looking at the advisability of an analysis of attitudes and attitude shift as a
measure of assessment.
In Studying Abroad: the Role of College Students‘ Goals on the Development
of Cross-Cultural Skills and Global Understanding, Kitsantas (2004) offered specific
and definite conclusions that study abroad programs do have an impact on students‘
acquisition of global competence. ―Specifically, the findings demonstrated that study
abroad programs significantly contribute to the preparation of students to function in
a multicultural world and promote international understanding‖ (¶ 19). This
quantitative study employed a pretest-posttest design of 232 study abroad students
from four year colleges and universities in programs located in five European
countries (i.e., England, France, Greece, Italy, Spain) with a return rate of 40%100% and fairly sophisticated methods for data analysis including paired t-test
analysis, factor analysis, and correlation and regression analysis (¶ 8). Kitsantas
measured changes on the following competence characteristics and attitudes:
Cross cultural competence.
-

Desire to live in and make acquaintances from the host country of the
Study Abroad Program (SAP)

-

Desire to enhance my understanding of the host country of the SAP

-

Desire to interact with local people and learn more about the customs and
traditions of the host country of the SAP
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-

Desire to gain insight into the culture of the host country of the SAP

-

Desire to develop my own perspective of the host country of the SAP

Subject interest and competence items.
-

Desire to learn more about the subject areas covered in the SAP

-

Desire to possess personal strength in the subjects covered in the SAP

-

Desire to use/improve a foreign language

-

Desire to improve career prospects

-

Desire to establish ties with family/ethnic heritage

-

Desire to be with other friends that were participating in the SAP

-

Desire to attend the study abroad program because it was recommended
by previous participants

-

Desire to travel to countries near the host country of the SAP. (¶ 30)

The pretest and posttest instruments included the Cross-Cultural Adaptability
Inventory (CCAI) developed by Kelley and Meyers (1995), The Global Perspective
Survey developed by Hanvey (1982), and The Study Abroad Goals Scale developed
by Opper, Teichler and Carlson (1990). However, none of these instruments were
updated for a post-9/11 student sample and, while the age of the instruments alone
does not invalidate the results, questions regarding relevance of the test items remain
due to the changes called for after 9/11 to make study abroad programs focus more
specifically on student acquisition of global competencies. Additionally, none of the
students in the study were community college students and therefore the impact of
barriers that community college students might face, including marital and parental
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status, financial constraints, and employment responsibilities, were not accounted
for. Finally, the study included only students who studied in Europe, which does not
reflect a truly ―global,‖ post 9/11 perspective.
Summary. In summary, there was significant and compelling research that
global competence could be described and defined in terms of three competence
areas of (a) knowledge of specific learned material, (b) skills and experiences related
to effective communication, and (c) attitudes regarding one‘s own and others‘
cultural norms coupled with an appreciation for and critical awareness of cultural
differences and global interdependence. The various components of global
competence, which were isolated from the broadly based research identified to
represent a range of interests in global competence, are summarized in the Table 2.1
with a synthesis of the components presented. Hunter‘s organizing schema of three
competence areas was used as the most generally applicable organizational scheme
across the research and the most clearly stated.
The triangulation of the research demonstrated a level of congruency among
these researchers regarding the component parts of global competence in study
abroad programs. Analyzing across the studies represented in Table 2.1 yielded a
synthesis of the eight components in three areas of competence: knowledge, skills
and experience, and attitudes. The synthesis, in turn, suggested a proposed definition
of global competence, and a conceptual framework for global competence,
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Proposed Definition of Global Competence
Based on the components in Table 2.1, I proposed the following definition of
global competence:
Global competence is a continuing process of acquiring specific
economic, historical, and geo-political knowledge which supports the
intercultural communication skills and authentic lived experiences
that allow a person to function in another culture, and result in
attitudes of cultural appreciation and interdependence.
To further understand the relationship among the various components of the
definition, I created a diagram represented in Figure 2.1. This diagram represents the
interaction of the definition components in a proposed framework for global
competence. The utility of the diagram is as an explanatory vehicle to allow others to
understand what I am defining as global competence, and will assist in developing
selection criteria for study abroad programs to be included in my study, as well as
understanding themes as they emerge from the research.
An explanation of the diagram is necessary at this point to understand how it
was used to address program inclusion in the proposed study. The totality of global
competence is represented by the larger circle, as no researcher claims to have a
universally accepted definition of global competence. But the research supports the
conclusion that these components and characteristics are central to the larger
definition so they are placed toward the center, with the very central shaded circle
representing the core of common competencies. This model, while by no means
complete, was the beginning of a conceptualization of how the elements of global
competence might fit together to form a whole concept. Additionally, the model,
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however rudimentary, formed the basis for continued conversation regarding student
learning outcomes and assessment measures in study abroad programs. The strategy
of identifying competences in the areas of knowledge, skills and experience, and
attitudes allowed study abroad programs to be selected based on their inclusion of
elements in the three competency areas.
Summary. Formulating a model to conceptualize global competence was a
critical beginning for this research. The analysis of need for future action could not
have been made without knowing the current state of the issue. To propose action to
increase levels of global competence in the nation‘s college population, without a
clear understanding of what that means, is both illogical and futile. Undoubtedly, the
model here proposed can be expanded, edited, restructured to another form, or reconceptualized into another model, but it was a place to start, grounded in the most
current understandings across several studies and authorities. It was a reasonable
ground from which to begin to examine the forms, structures, strategies of support,
and participant characteristics of study abroad efforts to instill global competence in
participants.
There was a sense of critical urgency in the Lincoln Commission‘s report
regarding the need for increased global competence through participation in study
abroad programs in order to meet national security and economic goals. Indeed, the
most current economic challenges in late 2008 and early 2009 have added to that
sense that economic soundness is inextricably intertwined with the national security.
Given the relationship among global competence, study abroad, and continued
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national success, the need for a reasonable foundation of understanding global
competence in order to begin the analysis was undeniable.
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Figure 2.1. Proposed Conceptual Framework for Global Competence.
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Study Abroad Program Structures and Variables
The various components of study abroad programs vary widely among
educational institutions. In order to understand how programs facilitate the
acquisition of global competence, a review of various program characteristics and
structures is necessary. During the review of study abroad research, two major study
abroad distinctions with numerous characteristics were revealed: the academic
program and the residential program—essentially the study abroad and the living
abroad. Characteristics in the academic program include faculty and curriculum
selection, program location, and program length. Characteristics of the residential
component include housing options, cultural activities, and student services. Most of
the research reviewed was based on study abroad programs at four year colleges and
universities, all of which had residential programs at their U.S. campuses. These four
year colleges have expertise and experience structuring residential life for students.
By comparison, relatively few community colleges have residence halls on campus,
and there was an emphasis in the reviewed literature that the community colleges
were dealing with an unfamiliar burden in both the academic and residential
programs. The importance of having residential experience with students should not
be overlooked, as the living abroad experience is so critical to the success of the
study abroad experience. Therefore the two components of study abroad programs
that must be analyzed in tandem are the academic program and the residential
program. Figure 2.2 indicates the organization of this section of the literature review.

Academic
Program
Program Length
Program Location
Faculty Selection
Curriculum Selection

Cultural Experiences
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Residential
Program
Type and level of
student services
Housing options
Cultural activities

Figure 2.2. Study Abroad Program Structure.

The academic program. This section of the literature review focuses on the
components of the academic program including characteristics of program length,
program location, and the selection process for both faculty and curriculum.
The characteristic most often discussed in reviews of academic program
structure is the amount of time students actually spend abroad. As the length of the
study abroad term logically affected other aspects of the proposed program,
including program location, curriculum taught, and faculty selected, program length
seemed a valid place to begin. Specifically, Tillman (2001, 2005), and MedinaLopez-Portillo (2004), and Chieffo and Griffths (2004) examined program duration
as one of the chief components of the academic program structure. One of the most
vigorous areas of on-going discussion among study abroad faculty and
administrators revolved around the value of short-term programs (defined in the
context of the reviewed research as any program of less than an academic quarter or
semester in length) as argued by Isabelli-Garcia (2003), Kitsantas (2004), and
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Tillman (2005), compared to the value of traditional semester length or academic
year length programs as recommended by Dwyer (2004) and Ruhter McMillan and
Opem (2004). Program length was a critical area of concern for scholars and
practitioners because of the impact on acquisition of global competence. Essentially,
these scholars have been trying to answer the question of how long is long enough?
For example, Dwyer argued for the traditional junior year abroad model, while
Tillman and Kitsantas argued that shorter models of less than a semester can be
structured to maximize acquisition of global competencies. The continuing
conversations regarding program duration were justified by the colleges‘ needs to
establish the most efficacious academic structure of study abroad programs in order
to assert that students have the necessary learning opportunities to acquire global
competence. Colleges cannot afford to put together programs that do not maximize
their students‘ opportunities to acquire global competence, but neither can these
institutions structure programs that are too expensive for their students to attend.
Adriana Medina-Lopez-Portillo (2004), of the University of Maryland, in her
journal article, ―Intercultural Learning Assessment: The Link between Program
Duration and the Development of Intercultural Sensitivity,‖ asserted that there are
significant problems associated with students‘ assessments of their levels of
intercultural sensitivity that are unrelated to other variables in study abroad
programs. The structure of her study examined the major variables and models of
intercultural sensitivity used by some study abroad programs and applied these
variables and assessments to two programs; one seven week summer program and
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one 16 week semester program both in the same host country with results being in a
similar direction but with the longer program having a more profound impact. While
some researchers, for example Medina-Lopez-Portillo (2004) and Dwyer (2004),
argued strongly for the lengthiest experiences for student success, other researchers,
including Chieffo and Griffiths (2004), and Tillman (2001, 2005) asserted that
shorter programs can have positive impacts on student success in acquiring global
competence.
Less than full term program length. In order to construct a cogent
justification for shorter term study abroad programs required a sufficiency of data
that supports program development based on shorter term study abroad experiences.
Chieffo and Griffiths (2004), of the University of Delaware, asserted in their journal
article, ―Large-Scale Assessment of Student Attitudes after a Short Term Study
Abroad Program,‖ that not much actual data exists that deals with the effectiveness
outcomes of short term study abroad programs because, ―nearly half of the students
earning credit overseas are doing so for a period of fewer than eight weeks, leaving
educators to explain or defend with only spotty evidence what the benefits of these
shorter-term sojourns might be‖ (p. 166). Over a two year period, the mixed methods
study assessed 2,300 students studying in short term (less than eight weeks)
programs and was structured to assess levels of student global awareness in four
areas: intercultural awareness, personal growth and development, awareness of
global interdependence, and fundamental knowledge of world geography and
language. The statistical analysis included frequency data analysis, while the
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qualitative analysis coded student responses in categories. Their purpose was to
conduct research in order to validate structures and identify best practices in order to
assess the value of shorter programs. Their conclusions supported short term
structures as valuable:
Based on the data yielded by this first study, it was concluded that
short-term programs, even as short as one month, are worthwhile
educational endeavors that have significant self-perceived impacts on
students‘ intellectual and personal lives. The data collected over a
two-year period from over 2,300 students provide a much needed base
of information from which international educators can begin to draw
conclusions about the impacts of short-term programs abroad.
(Chieffo and Griffiths, 2004, p. 174)
There was an overall lack of consensus regarding the most effective study abroad
structures in the literature review at this point. Tillman (2005) asserted that short
term programs are the area of greatest growth (p. 2) and therefore are important to
consider in assessing what academic structure is best suited to the particular needs of
a particular college. Short term and long term programs are both valuable in terms of
student learning outcomes and global competence according to research by Chieffo
and Griffiths (2004), Dwyer (2004), Tillman (2001, 2005), and other researchers.
However, no clearly defined good practices emerged from the literature review and
this illustrated a gap that needed to be addressed, namely what program length
contributes to overall student success in global competence acquisition.
Program location. Related closely to program length was program location.
Where to locate a study abroad program was a critical component to program
success. Students have interests, expectations, and biases for certain locations, as do
the faculty. Some locations are simply more practical for a study abroad program due
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to the accessibility of partner or host educational institutions and the existence of an
academic infrastructure that allows for ease of access to classes. But in the Abraham
Lincoln Commission Report (2005), it was noted that while the majority of
American students study in Europe, it is in the national interest of the U.S. to
encourage study abroad in growing and influential non-European countries:
Although it is encouraging that some 5 percent of Americans studied
in multiple regions in 2003–04, the reality remains that study abroad
is heavily Eurocentric. European nations are important trading
partners and allies, but student interest in Europe must be matched by
study in Africa, Asia, Latin America, and the Middle East if vital
American interests are to be served. (p. 18)
The length and location of the study abroad program also have a major
influence on the selection of faculty and curriculum. In the academic structure of
what is going to be taught and who is going to teach it there was the widest range of
configurations for study abroad programs. Study abroad program configurations
included a single student from a U.S. institution traveling to another country and
enrolling with a host institution using that institution‘s curriculum, faculty, student
support services including housing all the way to consortium arrangements of
colleges sending their own faculty teaching their own courses and all variations. The
academic program is most closely monitored by colleges, largely because there
exists models for how to assess and evaluate academic programs. Less clearly
defined is the residential program.
In constructing a study abroad program, one half of the program is concerned
with the academic structure but the other half, which is equally important to student
success in acquiring global competence, is concerned with how the students live in
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another culture. Kline (2004) explored the idea that each study abroad cultural
structure plays a large role in a student‘s success: ―For certain personality types, out
of class contexts will be more effective than formal instructional settings‖ (p. 3).
Structuring these out of class contexts is the part of the study abroad program
structure that most colleges have the least experience coordinating (Kline, 2004, p.
14). There are a myriad of details to be coordinated and plans made including
transportation of students, faculty and study abroad program staff through local and
international public and private transportation, student housing in residential
facilities, shared apartments, or home stay families, meal plans, and cultural
activities. Equally important are the security considerations and a communication
infrastructure that works well with the needs of colleges. Because colleges for the
most part lack the necessary labor force to organize the residential part of the
program, most colleges work through a third party vendor who handles all of the
residential logistical details. The advantage to the colleges of using a third party
vendor are numerous; first the housing and other logistical details are arranged for by
the vendor‘s agents who have knowledge of the host country and are usually on site
to make the physical and financial arrangements necessary to support the study
abroad students. Secondly, the financial arrangements for housing and travel can be
handled by the vendor saving the college from needing to oversee and administer
collecting funds and handling the accounting. Finally, an additional advantage to
colleges using an outside vendor is that certain promotional responsibilities are
handled by the vendor which leads to greater recruitment efforts (Tillman, 2005).
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In summary, college study abroad programs may be broken into two parts:
the academic program and the residential program, with each part of the program
requiring different expertise and attention in order to contribute to the overall
strength of the study abroad experience.
Study Abroad Assessment Measures for Global Competence Acquisition
―Motivated by institutional curiosity, assessment will become, over time, an
organic process of discovering how and what and which students learn‖ (Hernon &
Dugan, 2004, p. 100). Assessment to gauge the student‘s mastery and retention of
knowledge within a specific discipline is an inclusive component in any academic
endeavor. Even in personal enrichment classes there is some form of assessment that
results in a credit or no credit ―grade.‖ The typical grade assessment of A, B, C, D or
F generally motivates students to some level of scholarship in the class
commensurate with their grade needs and expectations. In some programs and
disciplines, there exist capstone courses and exit exams, and licensing tests that
gauge the student‘s overall mastery of necessary and critical knowledge in the
broader area. There are increased calls for accountability and assessment in higher
education, particularly in regards to student learning outcomes (Hernon & Dugan,
2004, p. xvi). Many authorities argued for that same accountability to exist in study
abroad programs, particularly to assess global competence.
Susan H. Gillespie, in her article ―The Practice of International Education in
the Context of Globalization: A Critique (2002) asserted that without focus and
intentionality study abroad and international education programs run the risk of
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becoming ―island programs‖ in which the students cluster together with their home
college faculty in a foreign location, but never really stopping being Americans
Abroad to come to a deeper understanding of the culture in which they are living.
Gillespie believes that ―International education programs…primarily…exchange and
study abroad programs, can be based on the principles of mutuality and equality. Or
they can be based on commercial principles of profit and loss‖ (p. 263). Her
overarching theme was that it is the responsibility of these programs to purposively
structure and assess global and intercultural competence measures. To a certain
extent, Gillespie‘s goal in this article was to promote two programs based at Bard
College in New York State, where she is the founding director of the Institute for
International Liberal Education. She is passionate in her belief that Bard College‘s
Institute has taken the appropriate first steps to making assessment of the extracurricular characteristics that contribute to global competence. But Gillespie did not
account for any variation in program structure or purpose. She also offered very
limited description of the outcomes of the program; however, she made a persuasive
case for including elements of equality and mutuality within the academic structure
of a program.
Moving to a more specific level of analysis is Stephanie Shaheen‘s
dissertation, The Effect of Pre-Departure Preparation on Student Intercultural
Development During Study Abroad Programs (2004), which offered a mixed method
comparative study approach to assessing the effects of study abroad program
structures on student acquisition of intercultural competencies. The specific
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assessment structure Shaheen analyzed was a pretest posttest design with two groups
of study abroad students, one group who received a pre-departure orientation course,
and one group of study abroad students who did not receive the orientation. There
was also a control group of students who did not participate in either the orientation
or the study abroad program. The findings showed that ―students who had the
treatment (the pre-departure orientation course) did not have significant increases on
their posttest scores when compared to (study abroad) students who were not in the
treatment group‖ (Shaheen, 2004, p. 146). More critically to the purpose of my
study, was the finding that both study abroad groups scored relatively the same on
the Development Model of Intercultural Sensitivity (DMIS). The DMIS ―was created
by Milton Bennett in 1986 as a way to explain the ways in which people make
meaning of cultural differences‖ (Shaheen, 2004, p. 151). The DMIS has some
drawbacks however. While the age of the instrument alone does not invalidate the
quantitative results, it was not reassessed for a post-2001 sensitivity. These
conclusions, which rejected the hypothesis that the pre-departure orientation course
would contribute to higher posttest scores, did have implications for my study. The
implications of Shaheen‘s work validated the foundational assertion that it is the
experience of participating in a study abroad program by living in a foreign country
that generates changes in knowledge, skills and experiences, and attitudes that lead
to global competence. Shaheen‘s study strengthened the case for including both the
Residential Program as well as the Academic Program (from figure 2.2) in the design
of my study.
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There may be specific characteristics of community college study abroad
students who were successful in achieving levels of global competence. The
motivations, skills, preparation levels and goals of students in a study abroad
program have obvious implications for student success outcomes in acquisition of
global competence. If student characteristics are an element that impacts acquisition
of global competence, the implications for my study were to make certain that these
characteristics were included in the data collection.
Summary and Next Steps
Except for the few emails from one student, no student voices, community
college or other, were heard in the research. There were none of the authentic lived
experiences of the students to amplify and reflect on what constructs of the study
abroad programs were most meaningful or how the student as an individual was
changed by the experience. Chieffo and Griffths‘ (2004) research employed some
limited short responses, but these were simply classified into response areas and
counted. Their large sample size (2,400 students over two years) yielded substantial
qualitative results; however, the open-ended responses were limited in scope and not
separately analyzed. Rather these responses were assessed and then counted into
broad categories. Essentially, Chieffo and Griffths changed the qualitative responses
into quantitative data. While their research did assess student attitudes on
intercultural measures after short term study abroad programs, the individual student
voices were not heard in this study. The implications for my study design, given that
my focus is not the students‘ experience per se but their success in acquiring global
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competence and how that success was supported in the study abroad experience,
were to check to see where the student voice is heard. Do individual study abroad
programs ―listen‖ to their students? Would those student voices have an impact on
the assessment measures used by community colleges to evaluate global competence
acquisition? These questions had implications for the design of the study, and
influenced the content of the questions posed to student respondents.
Critiques of the research methods highlighted the lack of survey instruments
based on or evaluated for recent global events (e.g., terrorist attacks on the United
States 2001, Great Britain 2005, and Spain 2004, and the war in Iraq 2003). Given
the contention that community college study abroad programs, while the smallest
component of study abroad endeavors in the United States, are attempting to impart
global competence in much the same manner as four year institutions, and the
contention that institutional articulation and accreditation are important
considerations for both community colleges and four year institutions, the argument
for specific research on global competence acquisition at the community college was
not only supported, it became imperative.
The design of the current study was dictated by the research purpose,
primarily how community college students acquired global competence through
participation in study abroad programs. Secondarily, the design was guided by the
research questions regarding how institutions structure these programs, including
curriculum and other content issues, the planning process, planned and unplanned
opportunities inherent in these programs, and assessment strategies that evaluated
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global competence acquisition. Taken together, this purpose and the questions
indicated using an interpretive philosophical approach.
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Chapter 3: Design of Study
One of the first things Heidegger emphasizes in turning to the
question of interpretation is that one must not see the ―interpretive‖
function of understanding as something ―extra‖ or as something that
understanding does only under certain special circumstances. In fact,
he seems to say that without interpretation, understanding is not
complete. (Gelven, 1989, p. 93)
This section describes the philosophical approach for my proposed research,
personal reflections, the research method, and the specific procedures including
necessary data needs and collection techniques, data analysis strategies, program
participant selection procedures, and strategies to ensure soundness.
Philosophical Approach: Interpretive Social Science
The interpretive approach seeks to ―understand specific issues or topics‖
(Creswell, 2007, p. 24). Creswell also noted that ―using an interpretive lens may also
lead to a call for action and transformation‖ (2007, p. 24). Neuman (2003) stated that
the ―interpretive approach adopts a practical orientation. It is concerned with how
ordinary people manage their practical affairs in everyday life or how they get things
done‖ (p. 76). The reason for selecting the interpretive philosophical approach for
this study was to understand the practical realities of the study abroad program
through the experiences of those who participate in that program, particularly
students. The effective design of study abroad programs was a significant issue for
community colleges and the study illuminated a deeper understanding of how study
abroad programs supported student acquisition of global competence. The Lincoln
Commission, the Stanley Foundation reports, the various international education and
study abroad organization all issued calls to more specific actions. Carr and Kemmis
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(1986) suggested the need for action to be linked to the deep understanding of
meaning and significance: ―For those who seek to act in more informed and
enlightened ways, with wisdom and prudence, interpretive accounts offer
opportunities to see more deeply under the surface of social life and human affairs‖
(p. 92). My research was designed to respond to calls for specific action by looking
―deeply under the surface‖ of how global competence was embedded, acquired, and
assessed in study abroad programs. Ultimately, my research addressed a very
practical issue, and sought to illuminate how exemplary community college study
abroad programs ―got things done.‖
Interpretive social science emerged as a reaction to the stringent scientific
methods of the positivists and post positivists who reduced educational theory to the
realm of ―applied science‖ much like medicine (Carr & Kemmis, 1986. p. 56). The
purpose of this section is to provide grounding for the interpretive philosophic
approach in order to lay the historical and contextual foundation for the method of
the study and offer a rationale for both the philosophic approach and the method. The
section begins with a review of the philosophers, Hegel, Husserl, Heidegger, and
Gadamer, and their contributions to the interpretive approach and their beliefs on the
nature of truth and reality, then proceeds with a section on the strengths and
weakness of the interpretive approach, and concludes with a section of personal
disclosure.
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Historical and contextual underpinnings. For the proposed study, I
reviewed some of the philosophical writings of mainly the German philosophers,
Hegel, Husserl, Heidegger, and Gadamer, with their emphasis on the qualities of
being, time, meaning, and the relationship of these to hermeneutical interpretation.
These German philosophers have a rich tradition of being engaged in the exploration
of what is the essential nature of existence and truth, what place humans have in
existence and what is the nature of being, and what it means to exist consciously and
meaningfully. Initially, simply reading the assertions and arguments, the rebuttals
and counter arguments, was confusing until I narrowed my attention to the impact of
the ideas on process and meaning of interpretation.
The impact of the ideas presented by Hegel, Husserl, Heidegger, and
Gadamer has been to refocus my understanding of purpose for my design. In the
hermeneutical interpretation of the study abroad experience, the essential question is
not how to gain, measure, evaluate, assess, and structure programs for acquisition of
global competence, but rather, what does the experience mean to the student and
staff participants, and how do their experiences enrich my own understanding about
the nature of global competence. These are important questions, but they are
technical questions that need to be grounded in a thorough understanding of the
experience of study abroad programs – what they really mean to students and staff,
and what do their experiences tell me about what it means to exist in another cultural
reality, which helps me, make decisions and construct meaningful programs.
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As Heidegger asserted:
From the many ways in which I exist, I am searching for an answer to
the question what it means to be….But the question here is not one of
morals or even behavioral modes; it is not What modes of action ought
I to impose upon my life? but rather, What is it that my own
understanding can tell me about what it means to exist? (Heidegger as
cited in Gelven, 1989, p. 39)
Heidegger‘s assertion (as interpreted and related by Gelven) exactly described the
purpose of my study: What did an understanding of the students‘ study abroad
experience tell me about how students acquire global competence, and how can those
experiences be strengthened and assessed? What was critical is the nature of the
understanding and the depth of the description in order to discover themes that may
have meaning for me and others. Action may be an outcome of better understanding,
but understanding was the primary focus of my research.
The nature of truth and reality. This subsection deals with the philosophic
implications of the relative and subjective terms ―truth‖ and ―reality.‖ While it may
appear that this wanders from the straightforward case underpinning the design of
the proposed study, actually an understanding from the philosophic approach
clarifies how criteria of truth can be established for the study. This section is
organized to move from the philosophic discussion of truth and reality to the
standards for truth and reality in my study; that is, how these truth and reality
standards lead to inter-subjective agreement of participants, researcher, and reader as
a criterion for the soundness of my data, data analysis, and findings..
In the world of interpretative philosophy, the terms ―truth‖ and ―reality‖ have
meaning only when situated in a construct of the participants‘ daily lives and how
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their lived experiences create both the reality and measures of truth. Since
philosophers like nothing better than to deal with the essential questions of existence,
the historic literature on interpretive social science is rich with discussions on the
nature of truth and reality. Hegel‘s theory of truth revolves around coherence, ―truth
is a relational property, a function of how well our beliefs are integrated or ‗hang
together,‘ reinforce, or depend on one another…The True is the whole‖ (Fox, 2005,
p. 109). Other philosophers challenged Hegel‘s coherence theory of truth.
Particularly in Husserl‘s theory of transcendental phenomenology, and in
Heidegger‘s (1927) Being and Time, Hegel‘s more rigid and nearly scientific
approach to truth and reality was challenged by positing that truth is contained in the
unfolding experience of the phenomenon or the process of being (Gadamer & Linge,
1976, p. xliv).
Heidegger sees truth as ―defined as unhiddenness based on disclosure, and
since only Dasein discloses, truth can exist only in the mode of Dasein‘s existence‖
(Gelven, 1989, p. 133). Heidegger‘s concept of ―Dasein‖ is ―to question what it
means to be‖ (Gelven, 1989, p. 19). What emerges from these writings is a common
theme of the truth being dependent on the participants‘ reality which varies
situationally and contextually. The implications for my study are cautionary; because
the reality for the participants varies from situation to situation, and by extension,
from program to program, it will be necessary to guard against reducing findings to
the one ―best‖ structure or practice. Because the goal of interpretive studies is
understanding the nature of truth from the participants‘ viewpoint, there may emerge
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multiple ―best‖ structures or practices. The interpretive philosophic stance does not
assume that what will emerge is a one size fits all conclusion, but rather, that there
may be multiple realities that posit multiple best solutions.
Gadamer extended this discussion of truth and reality to encompass the
participant or subject of the research, the researcher, and the reader of the research—
whom Gadamer saw as the participant on the other end of the process. ―For what else
is interpretation in philosophy but coming to terms with the truth of the text and
risking oneself by exposure to it‖ (Gadamer & Linge, 1976, p. 201).
Drawn from these philosophers, what is true, therefore, is:
A function of the participants‘ authentic, lived realities and there are multiple
realities,
Based on inter-subjective agreement,
The meaning for the participants is defined by the participants, and
Value-laden and the values are integral to both the process and the
interpretation,
The confluence of the participants‘ context and meaning yields the
interpretation,
A holistic construction of all components.
To extend the German philosophical stance on reality and truth to a modern
application requires updating the interpretive approach through the lens of modern
writers. According to Neuman (2003), ―the interpretive social approach is the
systematic analysis of socially meaningful action through the direct detailed
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observation of people in natural settings in order to arrive at understandings and
interpretations of how people create and maintain their social worlds‖ (p. 76). The
interpretive method encompasses many facets of social science research although the
interpretive philosophical approach does not necessarily seek to generalize from the
interpretation but rather to understand the context and complexity of the case or the
bounded system through the close examination and analysis of data. In interpretive
research, social reality is defined by the individuals who live it. Interpretive research
posits the probability of multiple realities given individual contexts. Related to this
concept of multiple realities, is the assumption of individual creations of meaning. In
the interpretive philosophy, no one meaning is better than or more real than any other
meaning, and all reality is socially constructed by people in specific contexts.
Authenticity of experience is more constructively ―real‖ if it makes sense to those
involved and can allow others to experience the constructed reality. To make sense
to the participants is more important in the interpretive world view than being able to
make a determination of the reality being true or false (Bogdan & Bilken, 1998;
Creswell, 2005, 2007; Fox, 2005; Gall, Gall, & Borg, 2003; Gelven, 1989).
However, the interpretive philosophy does not preclude multiple effective
components that can be presented as multiple solutions, multiple answers, multiple
effective results. This research sought to develop a conceptual framework of global
competence for use in study abroad programs. My study addressed the multiplicity of
effective and supportive features of study abroad programs without presenting a
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―best‖ program, a best practice, or a list of required components for study abroad
programs.
Strengths and limitations of the interpretive approach. Merriam (1998)
offered a summation of strength of interpretive social science research: ―It is
assumed that meaning is embedded in people‘s experiences and that this meaning is
mediated through the investigator‘s own perceptions… [T]he key concern is
understanding the phenomenon of interest from the participants‘ perspectives‖ (p. 6).
Carr and Kemmis (1986) also noted that the strength of interpretation ―is not to
provide causal explanations of human life, but to deepen and extend our knowledge
of why social life is perceived and experienced in the way that it is‖ (p. 90). These
observations can be used to inform actions taken by the actors without the necessity
of cause and effect explanations.
Limitations of the interpretive social science approach include the lack of
generalizability of results to larger populations (Carr & Kemmis, 1986). However,
this is not the language of interpretive social science, but the language of positivistic
quantitative research, the goal of which is entirely different from the goal of
interpretive social science research with its emphasis on ―richly descriptive,
comprehensive, holistic, expansive‖ understanding (Merriam, 1998, p. 9). Other
limitations, noted by Carr and Kemmis (1986), include that the ―interpretive model
neglects question about origins, causes and results of actors adopting certain
interpretations of their actions and social life and neglects the crucial problems of
social conflict and change‖ (p. 95). Two other limitations Carr and Kemmis reported
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are related and include when the participants‘ (or actors‘) ―self understanding is
illusory or deceptive‖ (p. 96) and ―the unintended consequences‖ of their behavior
on the ―social actions‖ (p.95). However, Carr and Kemmis‘ language is suspect in
the totality of interpretive social science. Given that one of the truths underlying
interpretive social science is that truth is a function of the participants‘ authentic
lived experiences in a holistic content, using language that posits that the
participants‘ understanding is ―illusory or deceptive‖ denies the very nature of what
interpretive social science is about. Interpretive social science is all about
participants‘ perceptions, values, and multiple realities. The criticism of interpretive
social science in these cases is that it makes no effort to point out the illusory or
deceptive nature of the actors‘ perception or to illustrate the social consequences of
the actors‘ actions. These criticisms, however, also fail to note that action is not the
intended outcome of interpretive social science; there may be some action taken
based on the deeper understanding elicited through the interpretation but that is the
reality of the person taking the action and not the outcome of the interpretive study.
In my study, it was important to acknowledge that the values, perceptions, and
actions of different study abroad programs and program participants yielded different
realities and each was equally valuable.
Personal disclosure. Here an acknowledgement of one of my insights in
doing the background reading on interpretive social science and my own professional
practice seems appropriate. Initially, when I was puzzling out the design of the study,
I was looking for the one best, off the shelf, practical, logical, and efficient answer to
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the research questions. My initial approach was one of practicality: if the results of
my study are not generalizable, of what earthly use is the study? Then I realized, in
examining how I structure study abroad programs in my role as the Director of Study
Abroad for the Los Rios Community College District, that I have no off-the-shelf,
cookie cutter solutions, even when I am structuring a program for the same foreign
location that I have structured programs for previously. While a rational, common
sense approach guides my decision making, in all cases, I look to prior programs for
general themes, yet each program is unique in many respects although the
overarching goals of the program are the same. This is the very essence of
equifinality, the biological theory that posits that there is more than one right way to
examine a problem and achieve a solution. It also reinforces the idea that context is
an integral part of the experience, as I am constructing it for students with the
acknowledgement that each student will have a different end ―truth‖ and bring
different values to the experience.
Los Rios participates in a study abroad consortium arrangement with three
other community college districts. When I became the director of the Los Rios
program, our participation had been less than stellar up to that point in time; indeed,
we were on the cusp of being asked to leave since we never made our target
enrollment, hosted meetings or took our share of paying for language instruction.
There was not much respect for Los Rios as a member of the group which was made
alarmingly clear at the first faculty selection meeting. Therefore, I asked the Los
Rios Deputy Chancellor what the district really wanted because I felt that I could go
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one of two ways: grow the program or get Los Rios out of the study abroad business
altogether. I was given direct instructions to grow it and make it as strong as
possible. With that clear direction, I set about laying a foundation to revitalize the
program. Two things were vitally clear to me just in a superficial overview: (a)
students did not take the program seriously-it was Shop Abroad not Study Abroad,
and (b) there was a sad lack of diversity in both faculty applicants and student
applicants. Over the eight years that I have been the director of the Los Rios Study
Abroad, I have tried to strengthen the program by requiring more academically
rigorous standards for student applicants in both overall college GPA and completed
course work requirements, recruiting from all four colleges for both students and
faculty, incorporating faculty expertise on methods and maneuvers to strengthen the
academic program, and advise me on ways to make the program stronger, and
exploring options for student financial assistance.
I have attended conferences, been the main northern California community
college test site for CCIE‘s sample protocols and reporting results of our programs,
written the operating procedures for the Northern California Study Abroad
Consortium, made presentations to four other community college districts who wish
to join our consortium, trained two new deans in the consortium, made official site
inspections and had numerous heart to heart counseling sessions with students who
apparently thought I was kidding when I said it was study abroad and if I showed up
they had better be prepared to show cause why they shouldn‘t be sent home. And I
have seen lives change. The directionless student who returned committed to
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language study; the opinionated sports fanatic who returned talking about soccer as
the ‗real football‘ and :American football‘ as what is played here; the student who
realized that the ability to get around as a guest in someone else‘s country is a
valuable skill and that people are very much the same even if their residential
plumbing is very different; the student who talked about the British driving on the
‗wrong‘ side of the street now talking about the British driving on the ‗other‘ side of
the street—all of these individual experiences crystallized in me a belief that if there
is any hope for the people on this planet making a go of it, we had better start making
those connections in real and meaningful ways—not just academic tourism. Finally, I
sent my own child so I could experience the program as a parent. In fact, the emails
that begin this dissertation are actual emails from my son to me over the course of
his London program. I am now a true believer, a passionate advocate for this
constituency, and I can attest to the differences a study abroad experience can make
in a college student‘s life. I now realize that many of the key concepts of the
interpretive philosophical approach, specifically, multiple truths, critical common
sense, emergence of participant themes, values incorporated into the experience, and
participant structured social reality, already exist for me in the practice of structuring
study abroad experiences. And how can one not like a philosophic approach in which
common sense is critical?
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Method: Case Study
This study used the case study method, grounded in interpretive social
science, to examine study abroad programs that are exemplary in fostering student
success in global competence acquisition. The rationale for using case study, key
concepts, and major steps in doing case study research are presented in this section.
Rationale.
No man (sic) ever steps in the same river twice,
For it's not the same river and he's not the same man. Heraclitus
While situations, like the flowing river, are never exactly the same, the case
study method in interpretive social science research is used to study an issue
―explored through one or more cases within a bounded system‖ (Creswell, 2007, p.
73). Collective case study research is particularly suited for research on programs
where the same issues or concerns are selected and examined across several
programs or cases using the ―logic of replication, in which the inquirer replicates the
procedures for each case‖ (Creswell, 2007, p. 74). In this research, I was seeking to
analyze exemplary study abroad programs in light of three research questions
regarding acquisition of global competence, specific activities and practices that
support that acquisition, and evaluation and assessment of student participant
acquisition of global competence. From my perspective as the Los Rios Community
College District Director of Study Abroad, I know that there are numerous forms of
documentation that deal directly with the process of building a study abroad
program, designing the curriculum, evaluating and hiring faculty, recruiting students,
and assessing the program‘s effects. According to Yin (2003) ―the case study‘s
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unique strength is its ability to deal with a full variety of evidence—documents,
artifacts, interviews, and observation‖ (p. 8). Further, Yin stated that some situations
call on specific strategies for their advantages. ―For the case study, this is when a
‗how‘ or ‘why‘ question is being asked about a contemporary set of events, over
which the investigator has little or no control‖ (p. 9). I am asking ―how‖ questions
around contemporary events and I have no control over the event. Case study met all
the particular specifics of my research project.
Key concepts. There are several key concepts that are important to using the
case study method interpretively, the first of which is context and boundary
identification. The researcher sets the context of the case, which may be broadly or
narrowly conceptualized, and the case is identified as a bounded system because
there are identifiable limits or boundaries: ―the case as a thing, a single entity, a unit
around which there are boundaries‖ (Merriam, 1998, p. 27).
The second key concept about the case study is that it relies on detailed, in
depth, rich description that is generated from the participants in the bounded case. In
this way, the interpretive function of researcher is folded into the case study because
the researcher acts as a bridge between the experience as described by the case study
participants and the reader. ―Qualitative research tries to establish an empathetic
understanding for the reader, through description, sometimes thick description,
conveying to the reader what experience itself would convey‖ (Stake, 1995, p. 39).
This was particularly important in my study because of the varied levels of
understanding of global competence and how the elements are acquired by student
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participants. Purposeful sampling was used to specify why certain cases were
selected and a rationale for that selection. Multiple sources of information are critical
to provide depth to the case and allow for a deep description. Description is the first
step of the case study analysis as is stating the facts of the case or cases.
―Understanding the case in its totality, as well as the intensive, holistic
description and analysis characteristics of case study, mandates both breadth and
depth of data collection‖ (Merriam, 1998, p. 94). This holistic analysis is the third
key concept in case study research. The researcher determines if it is a cross cases or
with-in case analysis design, and then the analysis of themes follows the description
in the analysis portion which can be holistic or embedded analysis, with direct or
naturalistic interpretation results.
Major steps.
1. Case identification
2. Data collection
3. Data analysis
4. Verification
5. Theme emergence
6. Implications

Figure 3.1. Major Steps in Case Study Research.

There are six major steps in the case study structure. As with other case study
research, Step 1 was Case Identification which included:
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 Identify cases with boundaries
 Provide in-depth comparison of the identified cases
 Identify individual, individuals, program, event, or activity
 Use ―purposeful maximal sampling‖ to show different perspectives or
approaches to the same problem, process or event‖ (Creswell, 2007, p.
75).
Step 2 involved Data Collection in which the researcher engages in extensive
data collection drawing on multiple sources of information including documents,
archival records, participant interviews, direct observations, participant observations,
and artifacts, where artifacts include audiovisual materials, ―films, photographs, and
videotapes‖ (Yin, 2003, p. 85). Within each of these categories are wide varieties of
forms that must not be overlooked. In this research study, the boundaries of the case
were the programs themselves, and included publically available documents, audiovisual materials, forms, and electronic information including web links to related
sites, all from the study abroad websites; telephone interviews with study abroad
directors; and online and email interactions with students who had participated in the
selected programs.
Step 3 was Data Analysis in which the researcher first conducts individual
case analyses, and then a holistic analysis across the whole set of cases. As Merriam
(1998) asserted:
Data collection and analysis is a simultaneous activity in qualitative
research. Analysis begins with the first interview, the first
observation, the first document read. Emerging insights, hunches, and
tentative hypotheses direct the next phase of data collection, which in
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turn leads to the refinement or reformulation of questions, and so on.
(p. 151)
The ―emerging insights‖ came from questions raised during interviews with the
study abroad program directors, and helped reveal patterns and themes. Much of
what ―emerged‖ in the course of the interviews was related to the impact of the
current economic recession on the ability of colleges to continue to support the study
abroad programs. These influences prompted follow up questions for both the study
abroad directors and the student participants, and led me to examine the websites of
these exemplary programs for evidence of economic reflection in the materials (e.g.,
increased student resources for financial aid). For the purposes of this research study,
it was important to keep in mind the simultaneous nature of collection and analysis
and to periodically revisit questions and conduct call backs to the study abroad
directors or send follow up emails to the student participants to get the fullest sense
of the case experience.
Step 4 involved Verification which can be engaged through inter-subjective
agreement, participant meaning and value checking. According to Stake (1995)
member checking is used when no further data will be collected from that participant
and the participant is asked to review the researchers‘ materials for ―accuracy and
palatability‖ during which the participant may offer ―critical observations and
interpretations‖ (p. 115). In this research study, it was through the participant
responses, that patterns and themes emerged in the analysis of the data. Measures of
triangulation, by using multiple sources and multiple forms of data, ensured
credibility, while member checking, through follow up phone calls and emails,
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helped establish a level of conformability. The dependability and authenticity of the
research was supported by using the participants‘ own language and syntax to
maintain the ‗truthiness‘ of the results and in support of the interpretive
philosophical stance that the meaning for participants is defined by the participants
and that there are multiple realities. My task was to maintain those multiple truths to
represent the depth and breadth of the case study.
When the Verification step was completed, the researcher moved to Step 5,
Theme Emergence. From the data analysis, focus was given to key themes or issues
in order to understand the complexity of the case and develop a holistic
understanding of the case, and to generate within-case and then cross-case analysis in
order to render an interpretation of case meaning. The research required me to allow
the themes and subthemes to emerge from very large patterns and for me to resist the
temptation to create one ‗big picture‘ reality.
Finally, Step 6 Implications, the interpretive phase of analysis, wherein I
examined and interpreted what had emerged from the cases. ―In summary, data
analysis in case studies must account for some of the identifying features of this
particular type of qualitative research, including the focus on understanding and
typically broad range of data available for analysis‖ (Merriam, 1998, p. 196).
Summary. This section set forth the key concepts, major steps, and rationale
for the use of the case study method that guided the structure of this research on
acquisition of global competence by community college students through
participation in community college study abroad programs.
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Procedures
This section provides specific procedures that were used in exemplary
program participant selection, data needs, data collection techniques, data analysis,
strategies to ensure soundness, strategies to ensure protection of subjects, and
projected timeline.
Program selection. The first critical item was identification and selection of
study abroad programs that exemplified some level of global competence in their
program structure and student outcomes. Intentionality of program selection was
critical to my research since I was interested in the elements of exemplary programs
at community colleges, and how those programs contributed to student success in
acquiring global competence, specifically related to knowledge, skills/experiences,
and attitudes, during participation in study abroad programs. From my own
experience as the director of study abroad for a community college district, I know
that study abroad program directors most often operate alone coordinating single
college or single district programs, and rarely are study abroad programs operating in
a resource rich environment that allows for conference attendance, consortium
creation, and other forms of program support. Therefore, it was important that I was
able to tap into the expertise of study abroad advocates who had the requisite larger
picture, both regionally and nationally. Based on the results of the literature review
and the Proposed Conceptual Framework for Global Competence (Figure 2.1), the
first selection criterion was that the program attempts to meet the three areas of
Knowledge, Skills and Experience, and Attitudes. I relied primarily on the
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nominators to have assessed the exemplary programs based on the program‘s success
in meeting these three components of competence.
The second criterion for selection was that the program had some internal
assessment protocol that informs program improvement. These assessment protocols
varied based on the experiences, needs, and values of the particular program, college,
and student populations. I offered as examples of assessment measures the various
assessment formats used by the Northern California Study Abroad Consortium
(NCSAC) community college districts. Appendix A contains the assessment
protocols for NCSAC, and these were offered as examples only, not requirements.
The final criterion was the basic structure of the program, as reflected in
Figure 2.2, Study Abroad Program Structure. In order to assure that the programs I
used as the bounded cases for my study were similar, the basic structure needed to be
roughly equivalent in having both a residential component and a study component.
This eliminated programs that were work abroad only programs, or service learning.
The exclusion of these programs was not a value judgment, but rather an attempt to
equalize the participant cases as required in case study research and to support
credibility, one of the strategies for soundness in interpretive research.
To select the final cases for study, a mini Delphi technique was used. The
websites of four of the major international education agencies, The Institute of
International Education, the Council on International Educational Exchange, the
American Council on International and Intercultural Education, and NAFSA: the
Association of International Educators include membership lists of individuals who
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are active in the study abroad programs across the country. From these lists, several
contacts, who have experience with state and national study abroad programs at
community colleges were identified, all of whom were participating in the February
2008 Community Colleges in International Development (CCID) conference in Long
Beach, California. CCID is a consortium of 160 two year colleges in the United
States and twelve other countries. The mission of CCID is to help community
colleges internationalize heir programs and develop the community college model
internationally (CCID, 2007, p.2), The experts who participated were:
Dr. Rosalind Raby, Director of California Colleges in International
Education (CCIE). Dr. Raby was asked to suggest strong community
college programs based on her work with the Consortium of California
Community Colleges, and NAFSA: the Association of International
Educators. Dr, Raby‘s book, Dimensions of the Community College:
International, Intercultural, and Multicultural Perspectives (Raby &
Tarrow, 1996), was reviewed in the literature review, and her particular
interest is in study abroad programs at community colleges. Dr. Raby also
offered her assistance and network of contacts and using her expertise
served needs of timeliness, access, and frugality.
Mr. Colin Speakman, formerly the Senior Vice President of the American
Institute for Foreign Study (AIFS). Mr. Speakman was the senior vice
president in the AIFS Partnership program for Europe, and later Asia and
India. He worked extensively with both community colleges and four
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year institutions, and has extensive experience with all components of
residential programs and the integration of those with academic
programs. Currently, Mr. Speakman is an independent consultant for
study abroad programs situated in Asia that are offered through both
community colleges and four year colleges and universities.
Dr. Gary Rhodes, director of the Center for Global Education, at Loyola
Marymount University. Dr. Rhoades is also the grant director for a
Department of Education Grant to develop initiatives for international
students to study in the United States, as well as strengthening study
abroad opportunities for American students.
Mr. John Halder, President of CCID and former director of the
International Studies Department at Kirkwood Community College in
Cedar Rapids, Iowa.
Ms. Paetra Hauck, Assistant Director of the Benjamin A. Gilman
International Scholarship Program, which is sponsored by the U.S.
Department of State, Bureau of Educational and Cultural Affairs, and
administered by the Institute of International Education (IIE) Houston,
Texas.
I attended the conference for professional reasons, to conduct the Delphi
technique, and seek additional input from a national pool of experts all conveniently
gathered in one place. The experts were given the proposed definition of global
competence and the proposed conceptual framework of global competence, and were
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asked to nominate 10 community college programs that, in their judgment,
incorporated global competence into the study abroad program experience and
outcomes. The expert lists were compared and the programs with the greatest
number of expert nominations were identified to constitute the bounded case,
According to Stake (2006) ―the benefits of multicase study will be limited if fewer
than, say, 4 [sic] cases are chosen, or more than 10 [sic]‖ (p. 22). Exemplary
programs were defined as those meeting the goals of the eight identified attributes in
the areas of knowledge, skills/abilities, and attitudes identified in the proposed
definition and the conceptual framework.
The Delphi participants were also asked for their selection criteria and for
advice on final participant selection. Their criteria for inclusion on the list of
exemplary community college programs included factors in addition to the areas of
knowledge, skills/abilities, and attitudes. Those additional factors included length of
time the program had been in operation, overall strength of program in terms of
numbers of student participants, membership in one of the national education abroad
organizations (e.g., Institute of International Education (IIE) ) and ranking in the
2007 Open Doors survey. (The Open Doors survey and ranking is one function of the
IIE.) Once the cases were identified, the structure of the data collection was
identified to the Delphi participants for review and suggestions. The data was
collected through three major initiatives: telephone interviews with study abroad
directors that were digitally recorded and transcribed; written questions and a series
of threaded BlackBoard discussions and emails with students nominated by the study
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abroad directors and hosted on the Cosumnes River College website; and a review of
online resources, including documents, audio/video materials, and related materials,
paying particular attention to covering the six sources of evidence, as suggested by
Yin (2003, p. 85).
Data sources. The data needed for the study were specific to the research
questions, and were triangulated from three sources of data; interviews with the
study abroad directors, online discussions with students who had participated in the
nominated study abroad programs, and materials accessed from the study abroad
websites. In order to provide the study abroad program director with a context for the
research study, each director was given copies of the Proposed Definition of Global
Competence, and the Proposed Conceptual Framework for Global Competence
(Figure 2.1) and Study Abroad Program Structure (Figure 2.2). Providing a
contextual framework helped to keep the focus of the study on the elements of study
abroad that contribute to student pursuit and acquisition of global competence and
how that acquisition is assessed. Because of the variety of study abroad program
configurations, specifics and practical considerations of each program were needed
to provide a complete contextual understanding of that college‘s program and to
contribute to the transferability soundness of the data and interpretation. I anticipated
that some of my interview questions directed to the study abroad directors would
need to address how certain pieces of that particular program were operationalized
simply to expand my own frame of reference and understanding. From that general
understanding and contextualization, specific questions pertaining to each of the
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research questions were used to explore those three areas more completely.
Additionally, I wanted to allow the interviews to include other information and
follow paths that the study abroad directors deemed important in order to fully
expand the common patterns and themes.
Student participants were nominated by their study abroad program directors. I
had asked the study abroad program directors to select students based on two criteria:
(a) the student had acquired a level of global competence based on the proposed
definition and as assessed by the director, and (b) the student was interested in (and
likely to) participating in the study. Because institutional requirements for protection
of student subjects varied from college to college and state to state, student
participants entered the online discussions at different times. Each study abroad
director was also provided with a copy of the questions that were asked of the
students.
Research question #1. What issues need to be anticipated when planning a
study abroad program for community college students in order to effectively
incorporate opportunities for students to begin achieving global competence? To
answer research question one, the data accessed included
Recruitment history including gender and demographic breakdown of
student participants and faculty selections,
Study abroad program documents, web sites, promotional materials
Processes for student recruitment
Processes for faculty recruitment
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Program planning protocols
Curriculum selection processes including curriculum forms and syllabi,
Financial aid history and resources,
Program assessment instruments and protocols,
College study abroad budget and resource allocations.
College or Board of Trustee policies, regulations, or guidelines regarding
the authorization of study abroad in the larger curriculum mission of the
college.
In additions to these documents, the study abroad director was interviewed and
specifically asked:
What are the prevalent planning issues for your study abroad programs in
order to support global competence acquisition by your students?
How does the program structure support global competence acquisition
during the study abroad experience?
Research question #2. To answer the question regarding what characteristics
of study abroad programs in community colleges strengthen opportunities for
students to achieve global competence, the data utilized included
Historical materials that described programs, including cultural events,
required and optional field trips and student events during the study
abroad program
Historical data on student participation rates in the academic, cultural,
and experiential components of the program.
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Historical data on faculty participation rates in cultural and experiential
components of the program that students also attend,
Promotional materials including the web site
Vendor proposals and contracts, including optional program events and
study opportunities,
Final reports and program assessments from faculty
Program assessments from students
In addition to these data, the study abroad directors were interviewed and asked
questions based on the document analysis. Not all directors were asked the same
questions as the questions were drawn from an analysis of the websites. Common
questions asked of the study abroad directors were:
Document analysis of the study abroad website revealed a variety of
courses and activities in the study abroad program. How do these courses
address global competence attitudes and dispositions?
What specific activities and experiences in the study abroad program are
included that support appreciation of personal and cultural norms?
How is critical appreciation and awareness of cultural differences
acquired while participating in study abroad?
How is appreciation of and openness to global interdependence supported
by the program structures and goals?
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The student participants were asked to respond to several questions regarding
opportunities that they perceived strengthened their abilities to acquire some of the
pieces of global competence. Key questions asked of all student participants were:
What in your study abroad experience had the biggest impact on your
attitudes about cultural appreciation and interdependence?
How have your study abroad experiences affected your views about other
cultures?
What have you discovered about your own attitudes towards other
cultures in this study abroad program?
How have your attitudes changed and what experiences contributed to the
attitude change you have identified?
Research question #3. The data needed to answer the question regarding
what mechanisms might be embedded in study abroad programs to enable
assessment of program effectiveness in achieving global competence, included both
study abroad director responses and student participant responses, as well as a review
of website materials. Study abroad directors were asked the following questions:
How are changes or developments in the study abroad students‘ acquired
knowledge, skills and experiences, and attitudes assessed in the
program‘s structure?
How are student experiences recognized and their feedback incorporated
in the on-going structuring of study abroad programs?
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Because I interviewed the study abroad directors first (necessary by the design of the
study since I asked the study abroad directors to identify and make the initial contact
with they students), it was useful to include their recommendations to guide question
identification for students. All the study abroad directors indicated that one of the
assessment measures they currently use is a survey of students that asks students if
they intend to travel again and if so, where would the student like to go next. Their
assumption was that student interest is one logical indicator of the students‘
assessment of their own growth and one overall measure of global awareness.
Student participants, therefore, were asked:
Did your study abroad experience encourage you to want to continue to
travel and spend time in other cultures?
Would you recommend study abroad to other community college
students?
Data collection techniques. Data collection techniques occurred in three
phases: (a) Approval and Cooperation, (b) Document Retrieval, (c) Personal Contact,
Interviews, and online/electronic discussion.
Phase 1: Approval and cooperation.
Secured approval and cooperation from the exemplary program directors
Met institutional needs for protection of human subjects (i.e., study
abroad students in the selected programs as well as study abroad faculty,
staff, and directors) were provided with and signed informed consent
forms
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Sent written explanation and brief overview of the research including
case for significance and Figures 2.1 and 2.2
Phase 2: Document retrieval.
Gathered documents to represent the bounded case of the study abroad
program (printed documents, electronic documents, media materials)
available through the study abroad websites (it was a feature of the
exemplary programs that all had study abroad websites hosted on the
colleges‘ main website).
Gathered institutional background documents that supported the existence
of the study abroad program as part of the curricular structure of the
college (Board Policy and Regulations, Curriculum Master Plan, Student
Learning Outcomes) from the colleges‘ main websites.
Phase 3: Personal contact and interviews.
Study abroad program directors were interviewed and my understanding
clarified of the program structure and elements that support student
acquisition of global competence elements.
Using interview questions as delineated, obtain a fuller understanding and
description of the study abroad program, its elements and components
that support student acquisition of the identified attitudinal components of
global competence. Probe for more depth with each director and allow
program directors to expand on themes and issues regarding student
success in acquiring global competence.
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Blackboard sites with discussion boards were established that addressed
each of the questions for students. Blackboard was used for several
reasons including ease of use by students at remote sites, interactive
nature of discussion boards encouraged participation, and the anonymous
nature of the online environment encouraged candid expression and
responses to the questions. Not all students responded to the first email
invitation to participate, and two follow up email were sent. In all but four
cases, students needed additional reminder emails of how to log on, go to
the first screen, which was the informed consent form, electronically sign
it and then enter the discussion site. Seven students responded to the
second email, and the final eight respondents replied to the third email
contact. Five of those eight students asked if they could email me the
responses, and two of the students asked if they could text message their
answers to me on my cell phone. After ensuring that the informed consent
requirement had been satisfied, I sent emails to the five containing the
questions that were posed on the discussion boards, and provided the
remaining two students with my personal cell phone number. The text
messages were transcribed to written documents. I had not anticipated
that the online form would be perceived as old technology by some of the
students.
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Data analysis. Data analysis was primarily within case and cross case
analysis organized by each research question. Detailed descriptions of the cases were
the first step of the data analysis with detailed case ―facts‖ (Creswell, 2007, p.163).
From the three main sources of data, interviews with the study abroad directors,
online and email discussions with student participants, and website review, patterns
were identified and themes emerged.
As the information from each case emerged, a fuller context of understanding
for the structure and operation of the particular study abroad program assisted in the
identification of emerging themes and helped with cross case analysis. Much of the
material gathered contributed solely to the structural understanding of how a
particular case functioned; however, all the bits and pieces of information became
part of the contextual understanding of the overall effects of the particular study
abroad program on students‘ abilities to acquire global competence. I needed to
know as much about a particular case as possible in order to identify emergent
themes from the interviews with the program directors. Therefore, I ended up
gathering information that gave me deeper levels of understanding a particular
institutional value for global competence, or commitment of the college
administration to the goals of study abroad programs, although some of the
information I found necessary to assess, such as resources of a particular program,
did not ―fit‖ with one of the three research questions. Follow up questions were
necessary in order to clarify how certain college structures and state regulations
affected the selected study abroad programs.
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Strategies to ensure soundness. The purpose of this section is to establish
strategies to ensure soundness for my study based on interpretive social science
theories. The section is organized by first a refreshing of the interpretive foundations
of case study research, relating these to my proposed research, and ending with
particular strategies for soundness organized into a table format.
Stake (1995) wrote that in case studies ―our primary task is to come to
understand the case. It will help us to tease out relationships, to probe issues, and to
aggregate the categorical data, but those ends are subordinate to understanding the
case‖ (p. 77). While this lacks the helpful usability of a checklist of items to function
as a guide through the analysis of the case study, the sentiment is more in keeping
with the interpretive philosophy. The reality for one study abroad director in one
interview may have little to no relation to the reality of another study abroad director,
and that‘s part of the success of the philosophic stance. What may work in one
exemplary program may be absent from another, equally exemplary program. But
both realities have value and meaning and both may speak to others who look to
those cases for insight. The case study method structurally lends itself to
triangulation both within case and cross case analysis since numerous types of
evidence were gathered for each of the exemplary community college programs, and
Creswell noted that triangulation involves ―corroborating evidence from different
sources to shed light on a theme or perspective‖ (2007, p. 208). Triangulation serves
to establish credibility, through the convergence and agreement of information from
multiple sources and in multiple forms (Stake, 2006).
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In addition to triangulation, member checking was used as one procedure to
establish a level of conformability, which ensures that the analysis and interpretation
remain true to the meanings and experiences of the research participants. Stake
(1995) recommended that the researcher ―count on member checks to get the
meanings straight‖ (p. 56). This procedure ―involves taking data, analyses,
interpretations, and conclusions back to the participants so that they can judge the
accuracy and credibility of the account‖ (Creswell, 2007, p. 208). I asked the
program directors to check my understanding of the discussion as the interviews
progressed and then followed that with an email review of the interview, in order to
ensure that the program structures were accurately and fairly represented in the
specifics, and that my analysis made sense to the director. None of the study abroad
directors wanted to see a verbatim transcript of the interview. Students were
encouraged to periodically review the threaded discussions online and add additional
comments or clarifications. This member checking ensured accurate representation
and conformability, and allowed them to provide the context of their program
―reality‖ and offer insight regarding the patterns and themes that emerged in the
analysis of the data.
The guiding principle in interpretive research is that meaning for participants
of their multiple realities is defined by those participants and makes sense to those
who live in those realities, not necessarily to those who may be observing the
realities. I used rich, deep description through the use of the exact words of both the
study abroad directors and the student participants, both to make sure that the
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multiple realities were represented fairly and to give voice to the authentic lived
experiences of the students who had studied abroad and, hopefully, had acquired a
level of global competence. Allowing for a full voice, even if that voice sometimes
rambled or seemed a bit long, was important in allowing the realities of the
participants in the study to emerge without unseemly editing. In addition, I used an
auditor to check my identification of patterns and themes as recommended by
Creswell (2005) who asserted that researchers should validate the accuracy of the
research finding by using the ―the three primary forms typically used by qualitative
researchers: triangulation, member checking, and auditing‖ (p. 252). Using these
procedures supported the soundness strategies of transferability and dependability.
Transferability is the degree to which the information gleaned from the study may fit
with other cases beyond those delineated in the study, although it is not to imply a
quantitative version of validity. Dependability is linked to the authenticity and
coherence of the research, that the characteristics are recognizable to those with
contextual familiarity with the information. Contextual completeness through direct
quotes, rich, thick description and attention to letting the realities speak from the
participant‘s frame of reference are procedures that support these soundness
strategies.
Strategies for Soundness in Table 3.1, the four elements that guide soundness
in the case study analysis, including (a) Credibility, (b) Conformability, (c)
Transferability, and (d) Dependability are linked with techniques used to satisfy the
soundness strategy: (a) Relevance to Practice / Usefulness, (b) Contextually
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Complete and Interpreted, (c) Meets Common Sense Standard, and (d) InterSubjective Agreement through triangulation of data.
Table 3.1
Strategies for Soundness
Standards for
Interpretive
Research:
Strategy for
Soundness

Technique/
Procedure

Justification for
Technique

How Achieved

Credibility
Convergence
and agreement
of information

Triangulation
of Data,
Auditing,

Conformability
Analysis and
interpretation
remain true to
the participants‘
experiences and
meanings
Dependability
Recognizable to
those outside
the study with
contextual
familiarity;
Truthiness
Transferability
Fits with other
cases outside
the bounded
case of the
particular
research

Member
checking,
Auditing,
Makes Sense
(to members,
researcher, and
auditor)
Direct quotes,
Relevance to
Practice,
Usefulness

Authenticity of the
interpretation and the
participant experience is
the major test of soundness
and the hallmark of a valid
interpretive study.
Numerous types of data
needed for study and can
be used for checking in
both within case and cross
case analysis
Hallmark of interpretive
approach requires that
interpretations are
grounded in common
sense, in addition to values
and differing realities

Member checking by asking
study abroad directors to
review interview impressions
of patterns, reflections of
student participants through
Blackboard discussion groups
and email and text message
responses, patterns and themes
are audited, and participant
experiences are clearly
articulated
Member checking, and using
dissertation committee
members to check for common
sense criterion, and checking
researcher identification of
patterns and themes

How each study abroad
program operated needed
be included in the
emergence of themes

Avoided conclusions of
generalized and sweeping
nature; not one size fits all –
the point was to understand
from the participants‘
viewpoint (value centric)

Each study abroad
program had a unique
context that affected the
overall interpretation;
overall interpretations may
be quite different in cross
case analysis and still have
relevance and value

Avoided presenting
conclusions as the best
practice, the single answer, the
procedure and steps that must
be taken to achieve the desired
outcome. Acknowledged that
different student and faculty
experiences and perspectives
have value and strength.

Extrapolated
from:
Gall, Gall & Borg
(2003)
Creswell (2005)
Newman (2003)

Rich, thick
description
that is
contextually
complete and
interpreted
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Strategies to Ensure Protection of Human Subjects
I completed the Oregon State University course in The Protection of Human
Research Subjects (CITI) in June 2006. The Oregon State Human Subjects policy
were followed and proposed interview questions, procedures, and protocols were
submitted to the Institutional Review Board (IRB) of Oregon State University for
approval prior to beginning the study, and approval was granted in November 2008.
Additionally, the questions the questions that were asked of the program directors,
and student participants, procedures of the case study, and protocols for collecting
and analyzing data were submitted to the appropriate agency or committee at the
participant community colleges, and Oregon State University IRB approval form was
provided to the study abroad directors at the participating institutions. Individual
informed consent forms were obtained either by fax or electronic submission from
the program directors. Student participants also were required to be informed of their
rights and protections in the log on page of the online discussion board, or they were
provided with an emailed copy of the informed consent form to be signed and
submitted. All community college sites remained anonymous as did the identities of
the program directors, and student participants. All identifying characteristics, such
as geographic location, initials, or other such identifiers were removed and colleges
and college directors were identified by alpha designations only. At the request of
the study abroad directors, all identifying information from the student participants
(i.e., identifying students as coming from one institution or another) were removed in
the reporting of the findings. Some study abroad directors were concerned that their
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own students would feel too exposed by close identification with the particular
college, or a particular program, and the students would be more likely to engage in
frank exchanges if they (the students) were assured from the beginning that they
could not be identified with a particular institution. Therefore, all the identifying
characteristics of the student participants were disaggregated in chapters 4 and 5.
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Chapter 4: Presentation of Findings
I have gone on to choose a major that hopefully will lead to
communication and understanding of other cultures and hopefully I
can communicate the importance of such understandings to others. I
don't think I would have come to this conclusion had it not been for
study abroad. It can truly shape our futures for the better.
(I know it‘s cheesy but it‘s true) Study Abroad student
This chapter presents the analysis of the data collected in this case study of
five community college study abroad programs nominated by experts as being
exemplary in structuring their programs to allow students opportunities to acquire
high levels of global competence. This chapter is organized into three sections. The
first section addresses the evidence provided to support the case for soundness in
analysis and interpretation (e.g., what was done, what were the results).
The second section starts with a short discussion of terms used in this
research, followed by an examination of the proposed definition of global
competence and the proposed model of global competence. The section concludes
with overviews of college characteristics and of student respondent characteristics
from the selected programs of each participating college.
The third section presents the findings organized by the following three
research questions:
1. What issues need to be anticipated when planning a study abroad program for
community college students in order to effectively incorporate opportunities
for students to begin achieving global competence?
2. What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence?
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3. What mechanisms might be embedded in study abroad programs to enable
assessment of program effectiveness in achieving global competence?
The research questions create a contextual framework to both analyze the
data and present the findings. Each question is supported by an analysis of the
evidence from the websites, interviews with the study abroad directors, and student
participant responses. Patterns and themes were identified within each data source
and across sources.
Evidence of Soundness in Data, Analysis, and Interpretation
The strategies used to ensure soundness in the collection, analysis, and
interpretations of the data were based on interpretive social science theories. The
purpose of interpretive social science research is to examine the authentic stories of
how participants in an event or situation construct meanings for themselves within
the context of the event or situation. The historical underpinnings of interpretive
social science research are based, in part, on the work of Heidegger and Husserl, and
include the understanding that only within a specific context of a rich, deep, textured
understanding of an authentic story, can there be an understanding of a particular
truth, and that ―truth‖ is always in flux and liable to change as the participants‘
experiences, realities, and temporal and social constructs change. This historical
understanding posits several underlying assumptions that create a context for
interpretive social science research that are relevant to the current research: (a) there
are multiple realities and none is inherently ―more true‖ than another, (b) there are
multiple way to achieve an end and all paths have value, (c) the lived experiences of
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participants come through in authentic stories of the participants, (d) themes that
emerge from the lived experiences highlight the ―truth‖ and ―reality‖ of the
particular situation for those particular participants, (e) the values of participants
enter into their lived experiences and those values enrich the experiences, and (f) the
researcher‘s reality and values are not separate from the interpretive process.
One of the basic tenets of case study research and analysis is that the
researcher must strive to fully understand the case, its relationships, patterns, themes,
and related data that give the researcher the most complete understanding of the case.
As discussed extensively in Chapter 3, the strategies for soundness in this research
included credibility, conformability, dependability, and transferability sustained and
supported by the use of procedures including triangulation of data from multiple
sources and in multiple forms, ―member checking,‖ the use of extensive direct
quotes to maintain strength and accuracy of voice, ―rich thick description;‘ and
―external auditing‖ (Creswell, 2003).
Data source analysis. Three sources of data were analyzed. The first source
was interviews with study abroad directors at four of the five selected exemplary
programs (the fifth director responded minimally by email). These telephone
interviews were transcribed, and the printed transcriptions used for analysis. The
second source was threaded discussions with students who had participated in the
selected study abroad programs. The student data was printed from the Blackboard
site and from emails and text messages sent to the researcher‘s cell phone. The
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printed materials were used for analysis. The third source of data was the study
abroad program websites which were housed on the college websites.
Credibility. Credibility in interpretive social science case study research is
achieved if the description of the research context appears to accurately and fairly
represent what occurred in the case and to be believable. Credibility was supported
by using two forms of triangulation, multiple methods of data collection (i.e.,
interviews, threaded discussions, emails, and document analysis) and a variety of
sources (i.e., website data, director interviews, and student participant responses).
Additionally, credibility was supported by use of an external auditor with specific
expertise in research methods, who independently analyzed and coded the data. In
the website data source, websites were examined and compared, and an external
auditor independently repeated the comparison analysis. The second data source was
the interviews with the selected study abroad program directors, and credibility was
supported through triangulation of data across the interviews with all study abroad
directors and with website and student respondent data sources. Additionally,
credibility was supported by use of an external auditor who independently coded the
transcripts of the director interviews. The third data source was the threaded
discussions and emails from the student respondents. Credibility was supported
through the use of triangulation of data with other students and with the website and
director data sources, and through the use of an external auditor. The triangulation of
information and use of the external auditor examined different sources of
information to determine if the information converged and agreed (Stake, 2006). The

87
triangulation of data from multiple sources and in different forms revealed an
overarching disconnection in the communication regarding planning issues that
might not have emerged had multiple data sources not been used.
Conformability. Conformability in interpretive social science research
assures that the analysis and interpretation remain true to the participants‘ (student
participants and study abroad program directors) experiences and meanings.
Techniques included member checking and the use of an external auditor. In the
website data source, conformability was supported through the techniques of external
auditing and ―making sense‖ to the researcher and auditor. Conformability was
supported in the director data source by member checking with the study abroad
directors at the conclusion of the interviews, and using an external auditor to
examine the transcripts for category, pattern, and theme emergence. Conformability
of the student respondent data source was supported by member checking, as
students were prompted to review their answers, and through the external auditing
process to check the researcher‘s interpretations.
Dependability. Dependability in interpretive social science case study
research is achieved if the information provided in the study is recognizable to those
who are familiar with the context of the study. In the website data source,
dependability was supported through the examination of website pages for relevance
to the research questions, and use of direct quotes. Dependability in the director and
student participant data sources was supported through use of extensive direct quotes
from transcripts of interviews, threaded discussions, and emails.
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Transferability. Transferability examines the degree to which the
description and information related in this study fits with other cases outside the
particular research described in this study. Transferability was supported in the
website data source by using contextually complete, rich, thick description drawn
from the contents of the websites. Transferability of the study abroad director data
source was also supported by the rich, thick responses of the study abroad directors
that established contextual completeness. Transferability was supported by the rich,
thick description provided by the student respondents, and provided student
perspectives in one case that fit with student perspectives in different cases, creating
a cross case interpretation that was relevant and had value outside the bounded case.
The relevance of the findings and therefore the transferability was consistent with
both my own experience and with other study abroad programs with which I am
familiar.
Section One: Definition of Terms and Global Competence Definition
I went to six different countries and learned how to say ―thank you‖
in each. The biggest rush there is, is traveling and adapting to a
new culture and it‘s all thanks to study abroad. I can officially say I
am a better person for it. Study Abroad student
Section one begins with a definition of the terms used in this chapter in order
to establish a foundational vocabulary and presents the results of the examination of
the proposed definition of global competence with the study abroad directors. A brief
review of the process for selection of exemplary community college programs
follows, including a brief review of college characteristics and comparison of study
abroad program characteristics among the selected colleges. The operationalization
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of confidentiality considerations is reviewed, and the section concludes with the
student data collection process and protocols, how students responded, and a
description of student characteristics.
Definition of terms. A few definitions are presented here to aid the reader in
understanding the study abroad program structures and to eliminate the need for
repetitive description.
Blackboard is a computer based, electronic learning environment that allows
participants to interact remotely from anywhere in the world through access-control
websites that link the participants in either synchronous or asynchronous
interactions. Blackboard is ―designed to enable educational innovations everywhere
by connecting people and technology‖ (Blackboard, 2006, ¶ 1).
Third party vendor is the term used to designate an organization that provides
some or all of the residential services to community college students (second party)
in the study abroad location where the college‘s (first party) study abroad program is
located. Figure 2.2 in chapter 2 identified the basic residential components of a study
abroad program as: (a) the type and level of student services, (b) student housing
options, and (c) cultural activities. Typically, third party vendor student services
include ground transportation in the host country (e.g., passes for public
transportation), student support services (e.g., mail collection, assistance with health
care needs), and orientation lectures or presentations when students arrive in the host
country. Student housing is another critical service offered by third party vendors.
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Single Mixed Academic study abroad structure refers to a college that sends
its own faculty to teach that college‘s courses abroad in conjunction with hiring local
experienced language instructors. Figure 4.1 illustrates this structure where the study
abroad program (small grey circle) is part of the community college (large shaded
circle). The small rectangle represents the country where the study abroad program is
sited and where the academic instruction is provided by the community college‘s
faculty teaching community college classes, but language instruction is provided
either by the third party vendor or by the college hiring local language instructors.
Instruction in the host country culture (including local history, performing and visual
arts, and other cultural elements of the host culture) is provided either by a series of
guest lectures arranged by the third party vendor or by the study abroad program
through host country contacts.
Legend
CC = Community College

CC
SAP
HC L&C
CC in.

SAP==Community
Study Abroad College
Program
CC
SAP
= Study
Abroad Program
HC= Host
Country
HCIn = Host Country Instruction
L&C = Language and Culture
L&C = Language and Culture
CC In = Community College instructors
and curriculum

Figure 4.1. Single Mixed Study Abroad Structure.

Language Intensive study abroad structure refers to a community college that
has a partnership arrangement with a university in the host county where the
community college students take intensive language instruction supplemented by
courses in the local culture and history. Figure 4.2 illustrates this structure where the

91
large shaded circle represents the home community college, the shaded oval
represents the college‘s study abroad program, and the rectangle represents the host
country university where the community college students take intensive language
instruction at the host country‘s university. Host country culture (including local
history, performing and visual arts, and other cultural elements of the host culture) is
provided by the host country university or by the study abroad program through
hiring local instructors.
Legend

CC

SAP

HCU
L&C

CC = Community College
SAP = Study Abroad Program
HCU = Host Country University
L&C = Language and Culture

Figure 4.2. Language Intensive Study Abroad Structure.

Consortium Mixed Academic study abroad structure refers to partnership
arrangements of community colleges that collectively plan, design, and offer a
coordinated study abroad program. In many cases, including all of the consortia
programs in this study, the colleges also recruit and send their own instructors to
teach the college curricula. The advantages of the consortium design include: a rich
variety of courses available to students; diversified recruitment, both geographically
and demographically; and reduced institutional cost since each partner college
typically only sends one instructor. Students take all classes through the college‘s
consortium curricular offerings, reducing articulation and transfer issues for students.
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Figure 4.3 illustrates this structure where the shaded CC ovals represent the
community colleges that are members of the consortium. Each college‘s study
abroad program is represented by the shaded SAP circle (each study abroad program
is independent of the consortium), the trapezoid CON shape represents the
consortium through which the program is coordinated, and the dotted rectangle
represents the host country language and culture instruction, provided by local
instructors, and arranged for by either a third party vendor or local contacts through
the consortium members.

CC
SAP

CC
SAP

CC
SAP

CON

Legend
CC = Community College
SAP = Study Abroad Program
HC = Host Country
L&C = Language and Culture
CON = Consortium
CON In = Instruction by Consortium
member faculty in community
college classes

HC L&C
CON In

Figure 4.3. Consortium Mixed Academic Study Abroad Structure.

Having established a foundation of common terms, the following section
presents the examination of the proposed definition of global competence from the
selected exemplary program directors. My logic is that the Delphi experts examined
the proposed definition of global competence and evaluated exemplary programs on
their ability to include of global competence acquisition as part of their study abroad
program. Because this quality was one of the nomination criteria, the opinions of the
study abroad program directors are, therefore, valuable. Subsequently, the
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examination of the proposed definition of global competence is critical to
understanding the evidence that supports the research questions.
Patterns and themes. In order to organize and evaluate the findings, a
process of identifying and coding similar parts of the research into patterns that
suggested themes was used based on the directives of Bodgan and Bilken (1992, p.
123) that ―The researcher scans the data to develop coding categories (patterns) to
cover each optic of recurring themes.‖ Charles and Mertler (2002, pp. 183-184)
suggested that ―categories form into patterns; from such patterns the investigator
ultimately formulates overall impressions (themes) that help depict interactions…‖
Drew, Hardman, and Hart (1996, pp. 411-417) suggested that:
Preliminary field analyses can reveal possible patterns in the data that
required additional data, broader sample or a search for new
informants…and some inferences can begin to be developed on the
basis of preliminary patterns in the data. Qualitative researchers must
become expert at maximizing serendipity.
So, for the purposes of this study, the data was first analyzed for patterns,
which were then grouped into larger categories or themes. For clarity and
ease of organization, tables of patterns and themes in each data source are
identified at the end of the discussion of findings relevant to each research
question.
Proposed Definition of Global Competence
The results of this research confirmed the usefulness of the proposed
definition of global competence for use in community college programs, albeit with
some addenda. The proposed definition, Global competence is a continuing process
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of acquiring specific economic, historical, and geo-political knowledge which
supports the intercultural communication skills and authentic lived experiences that
allow a person to function in another culture and result in attitudes of cultural
appreciation and interdependence, was amended as revealed in the following
discussion.
While the study abroad directors generally agreed with the proposed
definition, several also offered suggestions for improvement. In keeping with the
directives of interpretive social science research, I am presenting the study abroad
directors‘ comments without my comments or edits, except for grammatical
consistency, since I am sure that they would all want to be grammatically consistent.
Specifically, the study abroad director at College B commented that the proposed
definition had many of the elements of the student learning outcomes that College B
was working on formally incorporating into the institution‘s program structure:
I think we have a pretty similar idea and basically the first one
[student learning outcome] I came up with focuses on that
knowledge area and the second one [outcome] then has to do
with the cultural component, and then I have a couple of ones
[outcomes] that basically just deal with the ability to function
in a different country, and I saw that we‘re actually very
similar there too. College B Study Abroad Program Director
The study abroad director of College D commented on the basic soundness of
the definition but went beyond the definition to practical application. College D‘s
director also used a metaphor for understanding global competence as ―peeling the
onion.‖
I have your definition of global competence which is a good one;
there‘s nothing here that you can disagree with but how do you
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implement it? ―Critical awareness and appreciation of cultural
differences,‖ OK, what do you do with it? ―Attitudes, skills,
experiences and knowledge‖ are useful ways of segmenting
learning. But it‘s going to play out differently in Costa Rica vs.
Japan versus Russia. And somehow to get faculty talking and buying
into a common set of definitions is really important, and then
developing curriculum that reflects really the essence of the study
abroad experience. What do they want students to walk away with
from the experience, not just to say ―I went to Japan and I had a
great experience.‖… So you have to take that onion and you have to
keep peeling it back until it‘s actually culture specific and not just in
a broad based way. Okay, global competence understanding
involves the historical trends, but more specifically why those trends
in Costa Rica vs. Japan vs. Russia? College D Study Abroad
Program Director
The director at College D was quite clear in expressing the interlocking and
overlapping dimensions of global competence that need to be reflected in the
academic structure, the ―curriculum,‖ and that these dimensions need to change for
each program site to reflect the specific historical trends, the specific cultural
experiences, and how students interact and relate the specifics to their entire
experience.
The director at College R commented that the proposed definition should be
incorporated into learning outcomes at the institution, not just into the study abroad
programs.
We have college initiatives that have to do with diversity with
understanding the changes in the world. I expect that later this
semester we will have student learning outcomes incorporated in
the consortium...I don‘t know that anyone has thought of a
definition in the way you have presented it. I think that we have the
essence of the definition however in the slo‘s [student learning
outcomes]. The learning outcomes reflect all of these areas in your
definition: knowledge, skills and experiences, and attitudes. I‘ll take
those [outcomes] forward to our faculty committee that oversees
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study abroad; we‘ll discuss them and I‘m sure they‘ll be
incorporated. College R Study Abroad Program Director
College R‘s study abroad director clearly found the component parts of the
definition to be consistent with the College R diversity initiatives that support the
study abroad program, and that the ―essence‖ of the definition exists at College R in
their proposed student learning outcomes.
College F‘s study abroad director did not indicate that the programs had
specific student outcomes, because as the director put it, ―our students are so
diverse.‖ When I asked how that affected the ability to acquire some of the measure
of global competence, the director elaborated:
Our model is language and culture. What that usually means.50%
of student‘s time spent learning the language….but also there‘s a
cultural component to it especially as the students get more
advanced. For example in [name of city], they go to [name of
school],and there‘s a lot reading of local literature and local news
reports and things like that are discussed and give students more of
an idea of the culture they are studying. The students take short
mini-lectures in [the country‘s] literature, history, philosophy which
also helps expose the student to the culture. Then we also have two
courses in English in every program. One is art history and one is
something that focuses on the local history and culture. So we try to
give the students as much as we can … not only …to work towards
becoming bilingual, but to get some idea about the history and
culture and to become bicultural. We do talk to them quite a bit
about how communicating with people in that country is not just a
matter of language but also a matter of culture. College F Study
Abroad Program Director
While the College F director did not specifically address the proposed
definition, but instead offered the model used by the College F study abroad
program, many of the component parts are represented in the proposed definition,
particularly in the areas of knowledge. College F stressed ―literature, history,
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philosophy‖ and ―art history‖ and ―local history and culture‖ in addition to language.
The experiential and skills elements are embedded in College F‘s model that has
students interacting with local university students. The course students took that
focused on the local culture and history also seemed to cover some of the aspects of
the attitudinal component of the proposed definition.
Only the College C director did not comment on the proposed definition
other than to respond (minimally by email) that it ―seems good and complete.‖ I was
unable to discern any formal or informal elements of the definition from the website
and document analysis for the Study Abroad program at College C.
While four of the five study abroad directors were in general agreement that
the definition was basically sound, there was some support for tailoring parts of the
definition for each program location. The rationale for a tailored definition was based
on the study abroad directors‘ agreement that global competence has different
specific elements in China than it had in France.
While the proposed definition was sufficiently robust and comprehensive to
reflect the three component parts of global competence, ―we have a pretty similar
idea,‖ some site-specific additions to the definition would be useful to those
attempting to incorporate global competence acquisition into their study abroad
program structures. As the study abroad directors revealed in their comments, the
definition lacked a site specific implementation; the ―definition of global
competence…is a good one; there‘s nothing here that you can disagree with but how
do you implement it.‖ The definition did not lead to a clear implementation of the
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three component parts, and what was needed was a mechanism that would ―somehow
to get faculty talking and buying into a common set of definitions is really important,
and then developing curriculum that reflects really the essence of the study abroad
experience,‖ was what the study abroad directors were focused on: ―take that onion
[of global competence] and you have to keep peeling it back until it‘s actually
culture specific and not just in a broad based way.‖ The study abroad directors were
focused on the specifics of how they achieved a context in which students could
acquire global competence and not on the elements of the proposed definition: ―The
students take short mini-lectures in [the country‘s] literature, history, philosophy
which also helps expose the student to the culture.‖ However, a definition by its very
nature is a statement of what an expression or word means, or according to the
Webster‘s On Line Dictionary (2009, p. 1), ―a concise explanation of the meaning of
a word or phrase or symbol.‖ Therefore, the proposed definition fit the general
parameters of a definition in general, while specific implications for particular study
sites were embedded in the operationalization of each college‘s instructional goals
and institutional objectives.
Selection of Exemplary Programs for the Current Study
The colleges included in this study were selected due to their exemplary
study abroad programs, identified through a Delphi technique conducted at the
February 2008 Community Colleges for International Development conference held
in Long Beach, California (this process was explained in detail in Chapter 3). The
Delphi experts‘ analysis also assessed program longevity as a nomination criterion,
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and all the selected programs had been running consistently for at least 25 to nearly
30 years. Longevity also contributed to overall soundness of the research results
since these programs had survived during institutional changes in leadership and
resource allocation, national and local economic difficulties, and had pre 9/11 as well
as post 9/11 historical influences on their study abroad programs. There was a
remarkable degree of agreement among the experts on the ten exemplary programs,
as eight programs were common to all the experts‘ lists, and the experts were helpful
in suggesting the four criteria (listed below) for inclusion in this research. From the
nominated list of 10 exemplary programs, the Delphi experts suggested the final
selection include specific college diversity, and the five programs that were the
subject of my research were selected because they represented a diversity of: (a)
locations, (b) student populations, (c) types of study abroad programs, and (d)
consortia arrangements.
College characteristics. A brief review of the colleges and their
characteristics from the more extensive information presented in Chapter 3 is
included here.
College B was a large urban center (20,000 students) that was geographically
more isolated than other colleges and in a relatively affluent area. It was a single
college district with no consortium partnerships. College B sent its own faculty to
teach College B courses abroad in conjunction with hiring local experienced
language instructors. College B‘s study abroad program used the ―single mixed
academic‖ structure.
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College F was a super size college (50,000+ students) in a major urban center
with complete range of economic and cultural diversity. While a single college
district, there were numerous sites and campuses all under the same college name.
College F was not a part of any consortium. College F used the ―language intensive‖
structure.
College R was a geographically isolated single college with two campuses
and 28,000 students. The students came from rural and small town backgrounds and
had limited cultural diversity but a large range of economic diversity. College R was
a member of a study abroad consortium and used the ―consortium mixed‖ academic
structure.
College D was a suburban large college with approximately 31,000 students,
within 40 miles of a major urban city. It was a single college district and a member
of two consortia. College D had numerous options for students to take long and short
term study abroad programs through its consortia agreements and partners. College
D had study abroad programs that follow both the ―consortia mixed academic‖
structure and the ―language intensive‖ structure.
College C was a suburban medium sized college of 11,000 students, part of a
large college district, and was within fifty miles of a major urban city. It was a
member of a study abroad consortium and students took courses from the curricular
offerings of the consortium. The consortium member colleges did not all participate
in each study abroad program or study abroad location. College C had programs in
the ―consortium mixed academic‖ structure and ―language intensive‖ structure.
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Table 4.1 presents a summary of the five study abroad programs and their
characteristics.
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Table 4.1
College Study Abroad Program Characteristics
Characteristics of College
Study Abroad programs
When did College Begin
Study Abroad Programs?
(Website history and director
interview)
Consortium Membership
Program
Length

Program
Teaching
Structure

Semester (1014 weeks)
Short term (3 –
5 weeks)
Other length
College sends
own faculty
teach in the
program
Foreign faculty
are hired by the
college to teach
in program
Students enrolled
in foreign
university
courses

Third Party Vendor Used
Program Administration
(full time or part time)
Program Locations = Europe
(E), Asia (A). Africa/Middle
East (Af/ME), South America
(SA), Latin America (LA)
Australia/New Zealand (ANZ)

College
B

College
F

College
R

College
D

College
C

Mid
1980‘s

Early
1980‘s

Mid
1980‘s

Mid
1980‘s

Mid
1980‘s

No

No

Yes

Yes (2)

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

Yes

No

No

No

10 day

2 weeks

Yes

Yes only
short term
program

Yes

Yes

Yes

No

Yes

Yes
Yes

Yes

language
classes
only

No

Yes

No

No

No

Yes

Yes

Yes

Yes

Yes

Full time

Full time

Part time

Full time

Part time

E,
Af/ME,
SA, LA,
ANZ

E, A, LA

E, A, LA,
Af/ME

E, A, LA,

E, A, LA
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All of the exemplary programs partnered with a third party vendor, which
made operating the residential and experiential part of the program much easier,
according to the study abroad directors. Two of the five exemplary programs did not
belong to a study abroad consortium; three of the five belonged to consortia and one
of those belonged to two different consortia (local community college, and statewide all higher education institutions). All of the study abroad programs had full
semester or quarter programs, which were considered the ―long‖ term study abroad
programs, and all had shorter term programs which ran three to five weeks, usually
in a summer session or between fall and spring semesters, in what one study abroad
director described as the ―J term‖ since it took place during the month of January
when the college was on semester break. Two of the five programs also had
additional programs (or participated in consortia shorter term programs) that ran
from ten days to two weeks. All the programs also sent their own college faculty to
teach in the study abroad programs, although one college limited faculty
participation to short term programs only (three to five weeks). All the programs
hired host country faculty to teach in the programs, although for the most part these
faculty were hired to teach the host country language, and, in three programs,
additional host country faculty were hired to teach, in English, the civilization, life,
and culture class. One of the advantages of hiring host country language teachers
was that these instructors were always employed from a local language school, and
so had the experience necessary to help students learn quickly what was necessary in
an immersion-by-experience learning situation. Since those instructors specialized in
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teaching their language to foreign students, they were best equipped to know what
students really needed in terms of active ability to communicate in the specific
culture and city. Only one of the programs actually enrolled students in host country
universities; the other four had their students take classes for credit through the
community college where the study abroad program was located. Four of the five
programs studied did not have, as an emphasis of the program, language immersion.
However, language acquisition was considered one of the parts of knowledge
consistent with the definition of global competence. Most of the study abroad
programs were offered in countries where English was not the primary language and
so there was opportunity for students to acquire at least some basic level of spoken
language.
Confidentiality considerations. It was critically important to the study
abroad directors that the anonymity of their institutions, programs, and students be
absolutely maintained. The study abroad directors did not want to have any programs
even identified by city, although they were less adamant about the anonymity of the
host country. The reasoning presented was that some programs were well known for
a program of a certain duration in a particular city. Therefore, the following steps
were taken to ensure that the colleges, study abroad directors and their students were
protected by the researcher to the ultimate degree possible. The colleges are
identified only by letters, and any identifying information, such as specific course
names and numbers, instructor names, foreign institution names, or other identifiers
have been removed. The study abroad directors are referred to only by college letter
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designation and as a study abroad director. The study abroad directors were united in
their commitment to protect the student participants. Consequently, with their
agreement and support, the student data was aggregated and no students were linked
to their home college, although country references were allowed as they were broad
enough to not identify a specific program at a particular college. Additionally,
because third party vendors were commonly used by numerous college study abroad
programs and therefore not indicative of any specific study abroad program, they are
referred to by name where appropriate. The most common third party vendors
included the American Institute for Foreign Study (AIFS), Accent, and Leonardo
World LLC.
Student Data Collection
Students were selected and contacted by their study abroad program director
and asked if they were interested in participating. If the student indicated an interest,
the study abroad director forwarded that student‘s email address to me. Study abroad
program directors forwarded a total of 44 student email addresses to me (without
student names). A total of three emails were sent to all 44 potential student
responders in November and December, 2008. Because student email addresses were
received at different times from the study abroad directors, the first email, inviting
students to participate, went out at different times in November. The second email,
reminding the student about the study and the opportunity to participate, went out
three weeks after each first email. The third email appeal was sent ten days after each
second email, both to galvanize those students who were interested but had just put
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off responding and because the end of the various college terms was approaching.
Experience with the demands on student time at the end of term suggested that if the
student had not responded before the end of the term, that student was probably not
going to participate. This assumption proved to be accurate as no students made
contact after the end of December, 2008.
Process and protocols of student responses. Once the students indicated
interest in participating, each was sent a short email describing the purpose of the
research and including in the text of the email the proposed definition of global
competence and the proposed model (as detailed in Chapter 2). The model was
included to appeal to those students who process information using different visual
cues. The procedures to protect their anonymity over the course of the study were
explained in the email. Information was given as to how the Blackboard site was set
up and how each student was to log on and navigate through the four pages of
threaded discussions.
Table 4.2 presents a summary of characteristics of student respondents who
participated in the threaded discussions on Blackboard, emails, and in two cases, cell
phone text messages.
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Table 4.2
Characteristics of Study Abroad Student Respondents

Study sites and #
of students
respondents (more
than 19 due to four
students with multiple
study abroad
experiences)

Living situation of
student
respondents
N = 19

Belgium (1), Costa Rica (1), France (6), India (1), Italy (3), New
Guinea (1), South Africa (1), Spain (3), Thailand (1) , United
Kingdom (4)

Home stay
(lived with local
family with American
roommate in all but
one case)

6

Student hostel or
dorm
(shared room with
American roommate)

4

Apartment
(room shared with
American roommate,
usually 2 bedroom
apartments)

9

Length of study
abroad program

Thirteen of the student respondents had participated in semester
length programs, which ranged from 10 to 14 weeks. Short term
programs (sometimes intersession course) ranged from three
weeks to five weeks, and 6 students participated in those.

Characteristics of
student
respondents

Eighteen of the 19 students had roommates from the same study abroad
program; one student lived in a single room with a family.
All student respondents were between 19 and 27 years old; although, not
all programs were geared to traditional college aged students.
Three of the students had participated in more than one program; two
students had participated in both a short term program and a semester
program at the same college. One student had participated in three
programs at two different colleges.

The protocol of using the Blackboard threaded discussion site was identical
for all students. Each student was provided with an anonymous login identity, sas001
through sas019 (study abroad student and a number) and a common password,
―abroad,‖ which took the students to the first page which was the informed consent
document (see Appendix A). Once the informed consent document was signed with
the student login code, the student could migrate to the discussion pages. The first
page was set up with some general questions (e.g., Where did you study and for how
long? Where did you live? Did you have a roommate?). The other three pages, which
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were all linked to the first page and easily accessed, posed questions that related to
each of the research questions. Some students posed technical questions on the
online threaded discussion boards (e.g., How do I get to the next discussion?) or by
email (e.g., I forgot what I my login id is--can you send it to me again?) and the
researcher responded directly to those questions. Otherwise, no additional contact
with students was made.
Section Two: Findings in Response to the Research Questions
Enlightened leadership can make anything happen regarding study abroad. A little
faith, and a lot of creativity, and a little good will, and you can build incredible
programs. College D Study Abroad Program Director
Section Two addresses the responses to the research questions from the study
abroad directors‘ perspectives, from the students‘ perspectives, and material from the
website that illuminates the directors‘ and students‘ responses. The responses to each
research question are organized by the overall amount, depth, and breadth of study
abroad director interview responses and student respondent threaded discussions, and
the richness of the website data source; not all questions are organized in the same
structure.
Research Question One.
What issues need to be anticipated when planning a study abroad program for
community college students in order to effectively incorporate opportunities for
students to begin achieving global competence?
Questions that examined planning issues were asked of the study abroad
directors and posed to the students through the threaded Blackboard discussions. The
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websites were also examined to ascertain how planning was evident in each
program‘s website. In the previous section on common terms, the use of patterns and
themes was defined. The study abroad directors‘ responses were analyzed for
patterns which included: (a) ―economic influences,‖ (b) ―administrative support and
institutional commitment,‖ (c) ―faculty perspective,‖ (d) ―time-program length,‖ and
(e) ―structured and unstructured opportunities.‖ Patterns that emerged from the
student responses were: (a) being lost in the unfamiliar, (b) misperceptions, and (c)
appreciation. The website analysis revealed two patterns: (a) ―text-heavy
information,‖ and (b) ―common components.‖ These patterns coalesced to the four
themes of (a) Enlightened Leadership, (b) Continuous Program Improvement
Planning, (c) Planning for Common Student Transitions, and (d) Static Presentation
in Communication Channels. The themes emerged in the context of the planning
focus of research question one, and then the data triangulation revealed an
overarching theme of Communication Disconnection.
Data source: Study abroad program directors. The study abroad directors
were asked questions over the course of the interviews that included background
information so that I would understand the breadth and depth of the particular
program. The study abroad directors were specifically asked the following questions:
What are the prevalent planning issues for your study abroad programs in
order to support global competence acquisition by your students?
How does the program structure support global competence acquisition
during the study abroad experience?
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In direct response to research question one, the study abroad directors all
stressed that deliberate planning is critical for the study abroad programs to be
successful, and the key to successful programs was commitment of the
administrators and institution to study abroad as a critical academic component of
the college. All of the directors were interviewed between November and December,
2008, a period of intense economic confusion as the United States slipped into a
serious economic recession.
Economic influences. ―Economic influences‖ was the first pattern that
became apparent. The economic conditions influenced all of the interviews because
of the impact the economy was having on all college financial situations, and
because, as one director told me, ―Study Abroad is an easy target for public censure,
even if no college money is going into the program, and the administration always
bows to public censure‖ (College D Study Abroad Program Director). College B‘s
Study Abroad Program Director elaborated:
It‘s certainly going to be harder for students to go abroad. I think
what we have to do is maybe we‘ll have to find models where
students will be able to work part time while they‘re abroad. We‘re
trying to get funding, and we‘ve been successful, in that, for
instance, from the China program we have been able to get
internships from grants so that we can give our students $500 to
$1000 in internship money. We also are very actively looking for
donations in the community so we have I believe over a half-million
dollars in scholarship funding that we have available, that has been
raised in the community, so we really try to look for financial
resources that can provide to the students. College B Study Abroad
Program Director
These two different perspectives point out the critical nature of economic
influence pattern on the success of study abroad programs. The study abroad
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directors acknowledged that one of the problems they were going to face in the new
economic reality was the need to convince students ―that the cost is worth the
experience and the faculty are going to need to step up their recruiting game‖
(College R Study Abroad Program Director). Whether from an adverse public
reaction, the ―easy target‖ or from needing to rethink how students can financially
contribute through part time work, internships, or community donations, the study
abroad directors clearly felt the additional burden of the economy. College C‘s study
abroad director noted that the economic impact was felt by the program as well as by
the students, and that resource allocation was an issue at the college. College R‘s
study abroad director expanded the effect to how the economy affected not only
program planning, but also affected program viability:
If the economic picture gets much bleaker, it‘s going to be hard to
maintain what we have now, much less even think about expanding,
but that‘s what needs to happen. Where is the student interest?
Students will need more convincing that the cost is worth the
experience and the faculty are going to need to step up their
recruiting game, if we have any hope of surviving this in one piece.
College R Study Abroad Program Director
While some programs minimized program costs to the institution, such as
some of the study abroad programs at College D, other programs had more costs
associated with them and these additional costs were of concern to the study abroad
director:
Not only do we run our office but we also compensate our faculty
for recruitment, for instance, before they go abroad, and we pay our
faculty additional administrative stipends while they are abroad, so
we try to incentivize our faculty to participate in this program and
that is a cost. College B Study Abroad Program Director
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Administrative support and institutional commitment. ―Administrative
support and institutional commitment‖ was the second pattern cited by the directors
as needed to protect the concept of study abroad and commit resources to support the
program. Setting aside the economic issues (which was hard to do since economic
issues have such a huge impact on students and the community colleges), study
abroad directors reiterated a number of times that administrative support and
institutional commitment to study abroad were critically necessary to developing
new programs and strengthening existing programs. College R‘s study abroad
director explained:
Without administrative support—and I mean coming from the very
highest level, board members, president or superintendant or
chancellor—there is no way for a single faculty member or dean to
keep a program going. And to start one without that top level
support is unthinkable. Faculty usually see the advantages for
students and for the curriculum, but without support the whole
thing‘s impossible. These people need to hear the students‘ voices.
College R Study Abroad Program Director
Support from the ―very highest level‖ -- the institutional level -- needed to
extend to the operations of running the program as an integral part of the academic
programs of the college, and the need for program support was clearly articulated by
College C‘s study abroad director:
Running a study abroad program with only part time support is
crazy-making. At minimum you need a full time dean or faculty
member whose sole job is promoting, recruiting, administering, and
supporting the study abroad program and the students in it. College
C Study Abroad Program Director
The need for administrative leadership and institutional commitment to study
abroad also extended to program direction and how that was institutionalized. Three
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of the five programs had full time faculty in charge of coordinating and directing the
program. This was a key point of difference among the programs. Of the other two
programs, one had only a part time program administrator, who only spent two days
a week in the study abroad office, and the other program was directed by a college
administrator as an addition to that director‘s regular administrative load. The study
abroad directors spoke to this need strongly and consistently:
Leadership is one of the critical elements to have the program
succeed—people who have the understanding, the passion,
commitment, the compassion can move heaven and earth, in
terms of study abroad, but those are the enlightened leaders
who are few and far between. That element to me is so critical.
Who is calling the shots? Faculty need an administrator who
is enlightened in order to have support for this to happen. So
they are not constantly bucking the current working against
them. College D Study Abroad Program Director
The concept of ―enlightened leaders‖ articulated by College D‘s study abroad
director summarized the strong belief that all the study abroad directors cited for
program planning success and emerged as one of the strong themes in findings in
respect to question one.
From the patterns of: (a) ―economic influences‖ and (b) ―administrative
support and institutional commitment,‖ a consistent theme of Enlightened
Leadership emerged in planning and structuring study abroad programs that
incorporate global competence opportunities for students.
Faculty perspective. The need for ―faculty perspective‖ was the third primary
pattern identified in the study abroad program directors‘ responses. There was
unanimous agreement among the directors that faculty needed to be involved in the

114
ongoing discussions of what constitutes global competence and how that was
planned for, acquired, and assessed in study abroad programs:
The second thing I would do if I was to create the world of study
abroad is I would have all the faculty come together. I would make
them come to grips with global literacy and have them work through
what it actually means in terms of their individual programs.
Faculty need to hear each other talk about this because it spurs
their thinking, and probably can generate some unique perspectives
that they hadn‘t thought about. College D director
The need for the ―unique perspectives‖ that faculty members bring to
planning the academic structure was a logical extension of one of the faculty‘s
primary responsibilities in most community colleges as the curriculum experts.
Additionally, the need, as the College D Study Abroad Program Director said, for
faculty to ―come to grips with global literacy…in terms of their individual
programs‖ highlighted the need for the faculty perspective on global competence
related to different disciplines and curriculum.
The study abroad director responses also revealed two additional patterns,
specifically, ―time-program length,‖ and ―structured and unstructured opportunities,‖
from which emerged a second theme of Continuous Program Improvement Planning.
Time-program length. Program length was a common concern that study
abroad directors addressed, but there was less agreement among the directors. Some
directors were adamant that the amount of time students spent in the host country
was, after the curriculum, of primary importance. Other directors were less
concerned about the amount of time students spent in the host country versus
structured opportunities for students to interact with the culture in meaningful ways

115
and to have additional experiences that contributed to the students‘ acquisition of
global competence. The study abroad director at College D asserted: ―At least a
month is the minimum before you even begin to understand the lay of the land…The
time factor to me is everything.‖ The director from College R agreed:
As far as the length of the programs, I honestly feel that any
program under four or five weeks is extraordinarily limited in
scope—it has to be—but also in opportunities for students to have
those meaningful ah ha moments. College R Study Abroad Program
Director
All of the study abroad programs presented in this research have both short
and long term study abroad programs (see Table 4.1 earlier in this chapter for
definitions and comparisons), and College D had the greatest number of program
configurations, as a member of two consortia and having semester length, short term,
and very short term (10 day) programs. Therefore, the directors spoke with specific
experiential information, but not all the directors agreed on the need for minimum
program length. The College B director disagreed:
I think it‘s not necessarily the time factor; obviously you don‘t
have the same kind of immersion than if you were there for a
semester but I still think if the program is structured well, if
you offer a lot of opportunities to interact with the host culture
you still get a significant change[in student levels of global
competence]. College B Study Abroad Program Director
Structured and unstructured opportunities. The need for students to have ―a
lot of opportunities to interact with the host culture‖ and to have ―those meaningful
ah ha moments‖ highlighted the other secondary pattern: ―structured and
unstructured opportunities.‖ The study abroad directors were justifiably proud of
their programs when I interviewed them. Since they were selected by Delphi experts
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as exemplary programs in the opportunities for their students to acquire global
competence, it is reasonable to pay attention to their program planning successes and
failures. They were also very honest in their own examination of where their
planning processes had not met their expectations for students.
College D‘s study abroad director explained the need for continuous, careful
planning, and integration of curriculum and experiential learning opportunities:
…it‘s not just language but also culture and civilization or culture
and society. There is no common agreement as to what those goals
are. We are re-designing the curriculum for the [country] program
at the moment… . I think the way the course has been structured up
to now is that it is sort of a catch-all where you learn about the
environment, the politics, the history, but I don‘t sense that there is
any integration following certain themes so that when you step back
you can say aha, here are the bigger issues in [the country] and how
they impact the entire culture. It‘s done kind of piece meal, as most
courses are. So that kind of integration, I think, is missing. College
D Study Abroad Program Director
Four of the five (one did not comment) study abroad directors were also
aligned on the need to keep revisiting the information given to students and on the
necessity of integrating that information into on-going student interactions. The
College F director described a common structure of student preparation for both life
in the host country and the experiences that the students could expect:
We provide them [the students] with pre-departure orientations both
before they leave and after they arrive. The one before they leave is
pretty short but the orientation after they arrive is fairly intensive
and takes place over a week. There is a lot of discussion about
cultural differences and cultural adjustments and things like that.
And of course the courses focus on the language of the culture the
art and the history sometimes the sociology of the country as well.
But I think that for some students, it‘s what they learn in the
classroom but for other students what really makes the difference is
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the experiential part of the program. College F Study Abroad
Program Director
Some directors indicated that there needed to be more ways for students to
acquire global competence, including ―service learning and volunteering‖ which
supports the ―unstructured experiences‖ part of the pattern. ―Unstructured
experiences‖ were not just chance encounters at the local pub, but rather experiences
that had purpose, objectives, and required contribution from the study abroad
students:
We also need to be looking at other kinds of experiences: service
learning and volunteering. Service learning for one week is kind of
like study abroad for two weeks. Service learning is useful when it
meets academic objectives. Most service learning you put a student
out into a placement and whatever experience the student has is
good. They need to actually set academic objectives…Something
that actually requires research and observation and participation
and without those three components it‘s doing good and that‘s not
what service learning is. College D Study Abroad Program Director
These patterns identified by analysis of the study abroad directors‘ responses
regarding program planning for global competence opportunities resulted in the
emergence of the second theme relevant to research question one: Continuous
Program Improvement Planning. The study abroad directors were conscious of the
need to continually monitor and update the planning for their study abroad programs
to include opportunities for students that could maximize their abilities to acquire
measures of global competence.
Data source: Websites. The college websites all had separate sites for the
study abroad programs. An examination of the websites, and some general
information about the contents, type and extent of information presented, is
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necessary at this point as the websites were an important data source for all three
research questions. The website information presented various levels of information
accessible to all members of the public as well as the college community. However,
potential students were the intended target of all the college study abroad websites.
The college websites served as the initial point of contact for students and their
family members to gather information about the study abroad programs. While the
information contained in the exemplary study abroad program websites did not
answer research question one directly, there was much that supported the definition
of global competence and positioned the student looking into the possibility of
studying abroad by first looking at the website to discern the flavor of global
competence acquisition in the particular study abroad program.
The five college study abroad programs all had dedicated study abroad
websites linked to the college home page, however in several instances the specific
study abroad site was difficult to find and the website search function had to be used.
Difficulty finding information on the study abroad program was not consistent with
the study abroad directors‘ acknowledgment of needing to ―step up the game‖ in
order to effectively present the study abroad experience to potential new students
which is part of the planning process.
Text heavy information. The first pattern identified from the overall websites
was ―text heavy information.‖ For the most part, the college study abroad websites
used the same web banner as the main college website; only one college had its own
banner for the study abroad program. All of the websites used the default font style
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(Ariel) and size (9.5 point), which required more careful reading so as not to miss
any detail and reinforced the text-heavy and visual nature of all the websites.
Additionally, the overall appearance of the websites included heavy reliance on page
after page of text punctuated with some visual images, usually scenery pictures of
host countries where the college had a study abroad program, and some pictures of
student residential accommodations. Common external links, mainly to financial
resources (e.g., the Gilman scholarship program) and safety priority information,
including the U.S. Government State Department travel advisory site and the Center
for Disease Control travel and warning site, were also extremely text heavy with
minimal visual images. The colleges all made liberal use of photographs of the host
country culture and of the colleges‘ previous study abroad students engaged in
various activities in that particular location. This relates to the first research question
because on-going planning for the anticipated student needs to take into account that
the millennium generation (the Y generation) is not responsive to text heavy
messages and expects messages delivered in multiple forms, according to Cox-Otto
(2007, 2008, 2009).
Common components. The second pattern evident in the websites was
―common components.‖ As study abroad directors planned their programs, one of
their major forms of communication with potential students—those students
planning to participate in the study abroad program—was the study abroad website.
All of the websites included; (a) specific curriculum offered in each program
location, (b) the faculty either teaching in the program from the host country‘s
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institutions or the local college faculty traveling with students and teaching the local
community college courses in the host country, (c) student housing options and
benefits of the various options, and (d) the attributes of the study site in terms of
local culture and attributes of the city and country and travel opportunities for
students. Table 4.3 presents an overview of the website data.
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Table 4.3
Study Abroad Website Characteristics
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The website pages ―Program Structure,‖ ―Housing and Residential
information,‖ ―Financial Aid,‖ ―Scholarships,‖ ‗Health and Safety,‘ and ‗Travel
Information‖ supported the planning observations of the study abroad directors. The
websites reflected a comprehensive attempt to provide potential students with all the
background information necessary to help them make informed decisions about
studying abroad. The website served as the first portal for information on the study
abroad program; students and their family members were able to gather some useful
information that could assist them in evaluating the value of the program to the
students. The academic program was well represented on the websites. Table 4.4
presents the results of the cross case comparison of the website elements. A review
of this table supported the patterns, ―text heavy information‖ and ―common
components‖ as well as the overall theme of ―Static Presentation in Communication
Channels‖ as it relates to overall planning. The theme emerged as the channel of
communication—the website information—with potential students was
exceptionally limited in all of the websites. According to communication theories
and the seminal Shannon-Weaver Communication Model, as summarized in the
Communication Initiative Network (2008, p. 1), the channel is the method by which
a message (content) is transmitted from the source of the message (sender) through
the channel to the receiver. Some influences on the message content, identified as
―noise in the channel‖, can change the meaning of the message that the receiver
decodes to be different than what the source of the message intended:
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In the process of transmitting a message, certain information that was
not intended by the information source is unavoidably added to the
signal (or message). This "noise" can be internal (i.e., coming from
the receiver's own knowledge, attitudes, or beliefs) or external (i.e.,
coming from other sources). Such internal or external "noise" can
either strengthen the intended effect of a message (if the information
confirms the message), or weaken the intended effect (if the
information in the "noise" contradicts the original message).
The concept of ―noise in the channel‖ was relevant to the current research
because the websites were the major source of information for students, their
families, and interested faculty in all of the selected study abroad programs.
However, the channel of communication, in this case the collection of textual
presentation on the websites was static and not adapted to the potential
audiences (assuming the audiences were primarily those students considered
to be part of the Millennial Generation as defined by Cox-Otto, 2007) in the
respect that all of the information was conveyed through text with limited
visual support. In only one case was a video embedded in the website, but
that video had some limitations as previously noted.
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Table 4.4
College Cross Case Website Comparison
Home page
Welcome
Program structure
Housing and residential
information
Financial aid
Scholarships
Applications
Orientation, recruitment,
registration meeting
schedules
Health and safety
Travel information
Third party vendor links
Consortia links
Streaming video (with
sound)
Student learning outcomes
FAQ‘s
Study abroad links
Contact information

College B
X

College D
X

College F
X

College R
X

X

College C
X
X
X

X

X

X

X

X

X

X

X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X

X
X
X
X

X
X
X
X
X

X
X

X
X
X
X
X

X
X

X
X
X

X*
X
X

X

X
X

X

*College R‘s website mentions that student learning outcomes for the Consortium have
been developed and will be on the website ―soon.‖

Figure 4.4 below graphically illustrates the shared nature of the elements on
all the study abroad websites from Table 4.4. Seventeen elements were identified
from analysis of the websites. However no one website contained all the
characteristics. Figure 4.4 illustrates the relative weight in terms of the inclusion of
various characteristics across all five of the study abroad programs. Six of the 17
characteristics (35.3%) were shared by all five of the college websites. The
characteristics of the websites relate to research question one through the planning
thought given to the inclusion of these characteristics in the website. Since the study
abroad program directors designed the websites as the first portal for students to
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access information about the college‘s particular study abroad programs, it was
logical to assume that the characteristics of the websites were part of the study
abroad program directors‘ planning processes. In other words, the characteristics that
appeared in the websites were not there by chance, but as part of a deliberate process
of planning and inclusion of information considered important by the study abroad
program directors and therefore relevant to the scope of research question one.

Figure 4.4 Characteristics of Study
Abroad Websites

home page
program structure
financial aid
scholarships
applications
contact info
welcome
schedules
health and safety
travel info
vendor links
consortia links
SLO's
FAQ's
study abroad links
video

Figure 4.4. Characteristics of Study Abroad Websites.

Four of the five websites listed the classes available for students to take in
upcoming programs, and four of the five programs detailed the components of their
cultural class (which was called by various names including ―Life and Culture,‖
―Culture and Civilization,‖ or ―The Culture of [country name]‖). These findings
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supported both patterns of ―text heavy information,‖ and ―common components.‖
Research question one was focused on the planning portions of study abroad
programs relative to including global competence opportunities for students. One of
the elements of planning that all study abroad directors commented on was complete
information. While to a reader with the appropriate context, the information was
indeed complete (I had no problem seeing all the planning that had taken place), yet
the evidence from the website data source indicated that the information was only
presented in one channel of communication: written text. Cox-Otto (2007, 2008,
2009) has indicated that the Millennial Generation of students, who are the main
target for study abroad programs, expects and prefers messages delivered in a variety
of channels. But the evidence from the websites does not support different forms of
message variety, which had direct implications on the theme of Continuous Program
Improvement Planning.
Another overall theme that relates to research question one emerged from the
evidence of the websites: ―Static Presentation in Communication Channels.‖ By
reliance on ―text heavy information‖ and ―common components‖ that missed some
of the materials that potential students could reasonably expect to find on the
websites, a question was raised about how well the theme of Continuous Program
Improvement Planning was supported across all the study abroad programs selected
for the research. The websites were not the only evidence of a disconnection between
the study abroad directors‘ theme of Continuous Program Improvement Planning and
the evidence apparent in the websites. The student data combined with the website
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data and study directors‘ data highlight a clear gap or disconnect among the three
sources of data. The implications of the findings will be addressed in Chapter 5.
Data source: Student respondents. The student responses to research
question one on planning revealed a general lack of interest in planning on the part of
the students. Obviously, the student respondents could not be queried in the same
form as the questions asked of the study abroad directors. Therefore, the questions
were designed to elicit student responses that would indicate how the students
prepared or planned for the study abroad experience. The students were specifically
asked:
What were your initial impressions of the country where you had your
study abroad experience? (Responses indicated level of preparation and
planning undertaken before arriving in the host country.)
How have those initial impressions changed? (Responses indicated the
level of reality adjustment between the planning efforts of the student and
the reality as experienced.)
These two questions were specifically designed to elicit from students what planning
they had undertaken to get ready for living in a foreign country. Obviously, the
students had different planning perspectives than the study abroad directors.
However, student responses appeared to give very little consideration to pre-planning
or becoming ready to go to live and study abroad. Some of the student comments
revealed how very little preparation and planning were engaged in by some of the
students: ―there is definitely NOT a lot of space.‖ If the students had done even a
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minimal level of preparation and planning by examining the study abroad website for
previous program information, including pictures (which all the websites included in
the Housing and residential information webpage), the student would have known
that the housing situation was bound to be very different than at the student‘s home.
Students who expected physical parity between the student‘s home and the study
abroad residential situation were bound to be surprised, as all the study abroad
locations were in locations with much longer histories and much older buildings than
students were accustomed to at home. One student offered one of the comments that
showed the least amount of planning and preparation of all the student respondents:
―The money was so different and things were so expensive I was surprised.‖ The
notion that the student was surprised by the currency differences and the exchange
rate implications argues for a lack of even most basic planning on the part of the
student. And one student recognized the level of preparation and planning as being
inadequate: ―I romanticized it more…you should see more of the sites where you
live.‖
Being lost in the unfamiliar. One pattern that was immediately apparent was
―Being lost in the unfamiliar‖ in both the literal and figurative sense. Several of the
students commented that they were physically literally lost: ―(I) had to find my way
around with just my roommate...we seemed lost for the most part‖ commented one
student, while another student saw the physicality of being lost as a progression in
the learning process: ―At first, I was completely lost and bewildered.‖ Another
student equated the being lost phenomena as part of a movement from being an
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outsider, ―a tourist‖ to being an insider, a resident of the city: ―my initial impressions
were those of a tourist.‖ Yet another student saw the totality of the physical location
as an overwhelming size and unknowable situation: ―It [the city] was endless in size
and mystery.‖ The responses indicated a level of naiveté regarding the students‘
abilities to feel comfortable and confident in their level of being able to navigate,
literally and figuratively, in the host country.
Misperceptions. The pattern of ―being lost in the unfamiliar‖ was linked to a
second pattern of ―misperceptions.‖ One student reported that, ―I discovered that
people act and think a lot differently than we do in America;‖ while another student
from a different program revealed the level of preparation for culture difference: ―I
was prepared for [the host country residents] to be cold and aloof.‖ Some of the
students recalled the impressions that arrived in the host country with them: ―My
initial impressions were that the weather wasn‘t agreeable,…people had bad
teeth,…there were a lot of historical places.‖
Appreciation. Finally, there was a pattern of moving to ―appreciation‖ of the
experience that showed up in many students‘ comments: ―By the end of the time, I
know a lot of us didn‘t really want to leave.‖ Many of the students became
passionate advocates for their temporary home: ―I fell in love with the city and
country‖ and another student recognized the transition in a common simile: ―at the
end of three months, I felt like [the city] was my hometown;‖ and yet another student
made the transition to a level of global competence that was reflected in an
expression of belonging with the culture: ―(my feelings) developed into those of a
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resident.‖ Other students willing admitted to the misperceptions that had formed the
basis of their initial prejudgments and stereotypes: ―I found…strangers were kind,
helpful, and willing to interact.‖ While three of the students had already participated
in more than one study abroad program (see Table 4.2), one student expressed the
unanimous desire by the student respondents to participate again in a study abroad
program if possible: ―I can‘t wait to pay off these loans so I can rack them up again
going somewhere else!‖ Even though the ―appreciation‖ pattern appeared to be
anomalous to the research question because it seemed to indicate a final stage rather
than a planning stage, the pattern supports the movement that students made during
the study abroad experience.
These patterns of ―being lost in the unfamiliar,‖ ―misperceptions,‖ and
―appreciation,‖ revealed a common movement for the students from literally being
and feeling lost to recognizing their own initial perceptual misunderstandings and
biases to a final state of appreciation of the host country and its culture. The theme
that captured this sense of student evolution was ―Planning for Common Student
Transitions.” In the planning processes, students should have had the opportunity to
understand that ―being lost in the unfamiliar‖ and having some ―misperceptions‖
were transitional stages in learning to live in another culture as an outsider. Further,
appropriate planning would have given students the understanding that the
transitional stages were common, part of the process that all new residents felt to
some extent, and would lead to a final stage of cultural ―appreciation‖ which directly
supported a part of the acquisition of global competence. The student respondents
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who were veterans of different programs at different colleges relayed very similar
experiences in their study abroad experiences. Students could reasonably be expected
to have done some research on the host country, the specific city in which they
would be living, and what were typical weather conditions during the time of the
study abroad program if for no other reason than it would help the student know
what clothing to pack.
The first question asked of students regarding their initial impressions was
designed to ascertain how much planning students had put into the getting ready
process. The second question about changes in the students‘ initial impressions was
designed to assess how successful the student‘s planning for the program had been.
Students who did not indicate any changes to their initial impressions had done
adequate preparation and planning, and were not surprised by differences in housing
accommodations, local customs, transportation options, opportunities and events in
the host culture, and monetary differences. Secondly, because in the threaded
environment of Blackboard, all participants could see the responses of other
participants, I thought that one student‘s recollections might spur the memories of
other student participants. Finally, I reasoned that students were not going to
automatically compartmentalize their experiences and that responses to questions in
one area might support student responses in other questions as well.
Summary. Research question one dealt with the planning issues that are
necessary to be considered in order to incorporate opportunities to begin acquiring
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global competence. Table 4.5 organizes the patterns and themes from the findings in
response to research question one.
Table 4.5
Research Question One: Patterns and Themes
Research Question One: What issues need to be anticipated when planning a study
abroad program for community college students in order to effectively incorporate
opportunities for students to begin achieving global competence?
Data Source
Patterns Revealed
Emerged Themes
Economic Influences
Administrative Support and Enlightened Leadership
Institutional Commitment
Study Abroad Directors
Faculty Perspective
Continuous Program
Time-Program Length
Improvement Planning
Structured and Unstructured
Opportunities
Websites

Text Heavy Information
Common Components

Static Presentation in
Communication
Channels

Being Lost in the Unfamiliar
Student Respondents
Planning for Common
Misperceptions
Student Transitions
Appreciation
Emergent theme across all data sources was revealed as Communication
Disconnection. Without the data triangulation, the communication disconnect would
not have been revealed in my study.
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Study abroad program directors had multiple levels of planning experience
and were able to articulate clearly defined needs that supported the theme of
―Enlightened Leadership‖ through planning for changing ―economic influences,‖ and
garnering the necessary ―administrative support and institutional commitment,‖ and
―faculty perspective.‖ The ―Continuous Program Improvement Planning‖ theme
emerged from the study abroad program director responses involving the ―timeprogram length‖ pattern, as well as the ―structured and unstructured opportunities‖
pattern. However, while the study abroad directors articulated clearly delineated
planning needs to support opportunities for students to begin to acquire global
competence, the analysis of the study abroad program websites revealed areas of
generational communication weakness. The communication weakness was supported
by the patterns of ―text heavy information‖ and ―common components‖ from which
emerged a theme of ―Static Presentation in Communication Channels.‖ The study
abroad directors were thorough and complete in their inclusion of information in text
form, supported by the inclusion of limited photographs. However, the information
on generational communication patterns (Cox-Otto, 2007, 2008, 2009) and from the
preferences identified by the NASA Millennial Generation employees (2003), clearly
indicated a mixed channel presentation of the message would be more effective.
Student planning responses were minimal, as if planning was an activity
unassociated with the students‘ preparations to live in a host country for an extended
period of time. The students‘ responses illuminated the transitional stages they
experienced and highlighted the importance of ―Planning for Common Student
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Transitions,‖ which emerged as a theme from the students‘ experiences of ―being
lost in the unfamiliar‖ with ―misperceptions‖ impinging on their authentic lived
experiences to an acquired ―appreciation‖ of the host country, culture, and people.
As a result of synthesizing all the data sources, an overarching theme of
―Communication Disconnection‖ was clear. It became apparent that intent of
planning, as defined and elaborated on by the study abroad directors, was only
partially reflected in the websites and was not discerned by the student participants.
The study abroad program directors had a clearly defined and established plan of
providing comprehensive information to potential students and their families.
However, the presentation of the information was limited to only one channel of
communication, and the students did not perceive the usefulness of the content nor
the need for comprehensive planning and readiness. The study abroad directors were
clearly convinced that they had done a good job of planning their respective study
abroad programs, although the analysis of the websites revealed some problems that
resulted in ―noise in the channel‖ that had led students to have little perception of the
planning that had been done or of the need to engage in active planning. Discussion
of recommendations addressing the ―Communication Disconnection‖ is presented in
Chapter 5.
Research Question Two
What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence?
I think that for some students, they learn in the classroom, but for
other students what really makes the difference is the experiential
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part of the program,…for example cooking classes, attending
performances, going to local movies and having discussions
afterwards, meeting with local students. So it‘s not one thing; it‘s a
combination of experiences that makes the difference. But for some
of our students you could talk to them till you‘re blue in the face
about cross cultural differences and global competencies and they
don‘t absorb anything. They have to be in the country, have an
interaction with somebody, and that‘s what sets the light bulb off.
College F Study Abroad Program Director
Research question two was based on the fact that study abroad programs have
two distinct parts, the academic and the residential, and that those two parts overlap
and interact through the third component of cultural experiences. Based on the
review of the literature, cultural experiences are part of the structured and planned
academic program and occur as unstructured experiences in the residential program.
The cultural experiences and the opportunities to engage in meaningful interactions
in order to strengthen opportunities for students to acquire levels of global
competence occur in the intersection of the living abroad and study abroad program
components. Figure 2.2 is repeated here to refresh the recall of the study abroad

Academic
Program
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Program Location
Faculty Selection
Curriculum Selection
Faculty Selection

Cultural Experiences

program structure.

Residential
Program
Type and Level of

Student Services
Housing Options
Cultural Activities

Curriculum Selection

Figure 4.5. Study Abroad Program Structure (Figure 2.2 Repeated)
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In this section, the student threaded discussion and email responses, director
interviews, and college study abroad websites were analyzed for patterns and themes
related to the specific opportunities in the study abroad experience that supported
acquisition of global competence (the process is detailed in Chapter 3). The patterns
that were illuminated by the data sources were: (a) ―everyday life,‖ (b) ―academic
application,‖ (c) ―distraction-free living,‖ (d) ―the American-only island,‖ (e)
―becoming bicultural,‖ and (f) ―incomplete information.‖ While on a surface level
these patterns might not seem to be related to research question two, a fuller
understanding of how the patterns were discerned revealed concrete links to the
question. In interpretive social science research, it is the authentic stories of the
participant experiences that create the reality that is the subject of the researcher‘s
attempt to understand. Therefore, it was necessary to delve into and rely on the deep,
rich, textured descriptions of the students‘ authentic lived experiences in order to
understand what the students‘ realities were in regards to opportunity characteristics
that allowed them to develop some level of global competence. In other words, what
the students said about the characteristics of the programs as they experienced those
events was one of the criteria for truth in the research. The questions asked were
designed to elicit more of the students‘ authentic lived experiences in order to
develop the rich, thick, description needed to discern commonalities and allow
themes to emerge. Therefore, the student responses were far more detailed and
expansive than the responses of the study abroad directors, and were the richest data
source in terms of reflective insights in this section. The theme that emerged from
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the student responses was ―Being There,‖ and the theme that emerged from both the
study abroad directors‘ responses and the student responses was ―Escaping the
Bubble Effect.‖ The website information supported many of the student comments.
Data source: Student respondents. The questions asked to explore what
specific program opportunities strengthened exposure of students to the skills and
experiences necessary to acquire elements of global competence were:
How have your study abroad experiences affected your views about other
cultures, and what did you discover about your attitudes towards other
cultures in your study abroad program?
What in your study abroad experience had the biggest impact on your
attitudes about cultural appreciation and interdependence?
When the student respondents were asked what experiences in their study
abroad programs had the greatest impact on their attitudes and cultural appreciation,
the students responded:
I would say that the biggest impact on my attitudes about cultural
appreciation was to go out there and experience it. I barely ever
was at home, and I made sure to visit as many countries as I could.
The key to having the biggest impact is going out as much as
possible and to always be open to new experiences.
Everyday life. To go out and ―experience it‖ [the life of the host country] and
to be ―open to new experiences‖ were the keys for the student quoted above in terms
of impact on ―attitudes about cultural appreciation,‖ which is one of the three parts
of the proposed definition of global competence and, in conjunction with other
student comments, established the pattern ―everyday life.‖ Another student saw the
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interactions of everyday life as the most critical part of the acquisition of global
competence. But the student also introduced the pattern of ―academic application;‖
the academic knowledge in the program as well as the research the student (only one
of the respondents mentioned prior research) had done before arriving helped and the
student was prepared for some parts of the study abroad experience:
My impressions of [the country] took a while to develop because
when I first arrived there I was so overwhelmed with everything that
there was to absorb and learn. I had also done a research project
on [the country] before arriving there so I was well prepared for its
differences. But only through living there did I find directly that [the
country] is very diverse with a very proud people and rich history
and culture. I learned the historical context in class to frame my
impressions of [the country‘s pride] pride, relaxed nature and
diversity.
Academic application. The above student identified many of the
patterns that were apparent in the responses to question two; particularly the
―everyday life,‖ ―only through living there did I find directly...;‖ and ―I
learned the historical context in class;‖ which supported the pattern of
―academic application.‖ The student‘s comments also supported the overall
theme that emerged in the responses to research question one of ―Planning
for Common Student Transitions.‖ The student went from ―overwhelmed‖
upon first arriving, to ―living there,‖ to an appreciation of the pride of the
host country people in their history and culture and their relaxed nature and
diversity.
Several students supported the pattern of ―academic application.‖ The
students observed that the classes that focused on the particular culture they were
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living in had major impacts on the students‘ abilities to function well in their study
abroad programs. One student commented: ―The culture program was excellent and
enhanced our experience greatly. I would have been in the dark so much of the time
without that class.‖ The ―academic application‖ pattern that the students supported
with their observations and feelings validated the time and care that the study abroad
directors felt that they had put into the planning considerations that were the focus of
research question one. Another student reinforced several of the patterns in the
observations of how the academic experiences--the ―academic application‖-- helped
to facilitate experiences in ―everyday life:‖
The program's Culture class (and all of the classes offered)
enhanced my learning experience by integrating us into the
everyday life of [the country], be it interviewing locals about their
views of the U.S. election (for my political science class) to the art
history lessons at the [museum]. Though my most valuable learning
came from practicing the language with the local students I met and
sharing our opinions and views about each other‘s countries. It
helped break down stereotypes, and I've made friends for life.
The student‘s observations about applying knowledge, in this case language
and political science, to interactions in which ―opinions and views about each other‘s
countries‖ were shared supports the knowledge component as a critical element in
the acquisition of global competence, as does the student‘s acknowledgement that
there were stereotypes that needed to be broken down. These observations supported
the second dimension of global competence, skills and experiences, and by the
acknowledgement that stereotypes were broken down, which indicated some attitude
shift, which is the third dimension of global competence.
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Distraction-free living. Another student reflected on the commonly
expressed feeling that students had of being separated from their normal milieu, with
all of the attendant pieces of that environment: ―friends, family, a life, and a job.‖
The students seemed to recognize that the everyday life they lived in their host
country was far removed from their American lives:
I would say interacting with people who live in [the city] and living
on my own and exploring were what gave me the best experiences
with ordinary people—people who live there.
But rather than seeing this as being isolated or cut off, the students expressed the
feeling that since those things were no longer factors, then nothing distracted them
(the students) from ―your simple daily life.‖
Mostly being alone in a foreign country forces you to see it and feel
it in a stronger way. You notice every feeling you have about your
interactions with others and you feel it all because you don‘t have
friends, family, a life, and a job to distract you from your simple
daily life.
The pattern of ―distraction-free living‖ was echoed by several of the student
respondents who found that without the requirements of their daily lives and without
those routines, it was necessary to recast experiences from being ―frustrating
cultural differences‖ to ―learning to embrace and understand‖ those differences. As
one student answered the question about what characteristics of the program and of
the study abroad experience strengthened the opportunities to acquire some level of
global competence:
Living in an apartment for three months and having to shop and
prepare my own food made me interact frequently with people in the
neighborhood, even though I don‘t speak [the host country
language]… I think directly experiencing frustrating cultural
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differences and learning to embrace and understand them rather
than condemning them [strengthened my] abilities to get at least a
little global competence.
And one student not only gave the name to the theme, but summed up the experiential
theme of ―Being There‖ this way:
Living in a city by myself, not knowing the language and trying to
blend in, just being there - the different lifestyle had the biggest
impact on me and I think on all the others [students] too.
However, not everything was always perfect in the world of study abroad.
The students‘ experiences of being isolated with other American students in the host
culture was identified by one student as ―that American-only bubble. If you just hang
around with other Americans, I mean, what‘s the point of that?‖ Unanimously this
isolation was something the students did not care for and struggled to remedy
although not all were as successful as they would have liked. One student
commented, ―being immersed in local student life really helped me bridge the gap
between two cultures,‖ but other students did not adjust as quickly and one
commented that ―communicating was really hard since I was slow at learning the
language,‖ and another student noted, ―sometimes it was hard to go out every day
and force myself to try to talk.‖ Another student identified that the living situation
was what eliminated the bubble effect:
The chance to live with a family and become friends was very
important to me. I had the chance to relate closely, to discuss our
families, compare customs, etc. Had I stayed in a hotel or dormitory
getting these close interactions would have been more difficult.
Some of the academic literature uses the term ―island program‖ to denote a
program where the American students are sequestered away from meaningful
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interaction with the host culture. However, I found the metaphor of the bubble to be
more illustrative as it creates the image that some students had of being isolated
inside a bubble, unable to interact with the host culture, although the students could
clearly ―see‖ and ―hear‖ at least some of the environmental interactions but they
could not take part in these. Therefore, the theme ―Escaping the Bubble Effect‖
emerged as the second theme from the student participants. It was clearly important
to the student respondents to be seen as part of the host country culture and not as
―tourists‖ or ―outsiders.‖
Data source: Study abroad directors. The study abroad directors were
asked the following questions in order to explore the program characteristics through
experiential opportunities included in the program:
What specific activities and experiences [for students] in the study abroad
program are included that support appreciation of personal and cultural
norms?
How is critical appreciation and awareness of cultural differences
acquired [by students] while participating in your study abroad program?
How is appreciation of and openness to global interdependence supported
by the program structures and goals?
A pattern identified by study abroad directors was the ―American-only
island,‖ and the study abroad directors also identified a pattern that one gave a name
to as ―becoming bicultural.‖ Both of these patterns supported the second theme that
emerged, the Bubble Effect.
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American-only island. One of the study abroad directors referred to the
phenomenon of American study abroad students being isolated in groups with other
American study abroad students as the problem of creating an ―island program.‖ The
study abroad director of College B explained the planning details and rationale so the
island experience specifically is not created:
The reason for that [cultural] class is that we don‘t want these
island programs where the students are completely isolated from the
host culture. That‘s why we feel it‘s very important to have some
faculty from the host country to teach classes as well. For instance,
if we have a history class or we have a culture class or even an art
history class, we think it‘s really great to get someone from that host
country to do that. College B Study Abroad Program Director
The study abroad directors were very clear about how they attempted, in the
planning process, to anticipate how and where students could be exposed to both
structured and unstructured experiences that supported opportunities for students to
challenge themselves in terms of their attitudes and skills, experiences, and
knowledge. The study abroad program director from College R stated:
But if they only cluster together in groups from [the consortium] and
never venture out on their own, what do they really learn? Getting
lost might be scary, but getting lost, using what language skills
they‘ve managed to get under their belts, interacting with regular
people, the residents, asking questions, getting directions, having to
ask a couple more times, and then getting back to the home stay or
apartment—that‘s really overcoming barriers the students never
knew were there.
The study abroad directors acknowledged the need for opportunities for
students to become more integrated with their host country‘s culture and venture
beyond the comfort level offered by sticking closely to other American students.
College D‘s study abroad program director offered the observation that students had
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to be encouraged to get out into the culture and become an ―active participant,‖ and
that faculty members should be the ones who were actively encouraging students:
Challenge your students to come to grips with it [being an active
participant in the culture]. Faculty need to be challenged as well as
students. Students can only learn what they‘re taught. So what are
the faculty teaching?
The study abroad program directors were unanimous in their belief that their study
abroad programs had been structured to allow students numerous opportunities,
particularly structured opportunities, to have begun the process of acquiring some
level of global competence.
Becoming bicultural. Linked to the idea of avoiding the ―American-only
island‖ was the second pattern of ―becoming bicultural.‖ The College F study abroad
program director named the pattern ―becoming bicultural:‖
So we try to give the students as much as we can in three months not
only the opportunity to become bilingual or to work towards
becoming bilingual, but to get some idea about the history and
culture and to become bicultural. We do talk to them quite a bit
about how communicating with people in that country is not just a
matter of language but also a matter of culture. And some students
are very open to that and for a while we were doing optional
cultural workshops and some students attended them very
enthusiastically and others weren‘t interested. College F Study
Abroad Program Director
In addition to the structured opportunities that were planned to strengthen
student exposures to experiences that allow for the acquisition of global competence,
four of the five study abroad directors indicated that they believed in the experience
of ―Being There‖ and ―Escaping The Bubble Effect.‖ College R‘s study abroad
director related some students‘ experiences and the lessons those experiences taught:
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Sometimes, I think we try too hard to make sure that the students
have the ―meaningful experiences‖ that we can then point to and
say ―That guest lecture or that cooking class or this trip to a
country village where there were World War II memorials—those
are the things that made the students globally competent, to use
your term and definition... And of course, we have student advisors
on ground in all the programs so I‘m never really worried that some
student is going to wander off and never be heard from again. But
when I‘ve visited the programs and asked students what they found
out about themselves, I often get stories that I call the ―lost and
found‖ tales, how they managed, all by themselves, to get around a
strange city in a new country. That‘s got to be a good beginning of
global competence. College R Study Abroad Program Director
College R‘s study abroad director reinforced both the pattern of ―becoming
bicultural‖ and the ―American-only island‖ and how study abroad programs must
guard against over scheduling or packing the study abroad experience so tightly that
the students never get the chance of Being There. College R‘s study abroad director
also related that at some point in their planning process, the members of the
consortium had realized that the orientation days were packed from the beginning to
the end of the day, and the students (and faculty) were still dealing with jet lag. So
they altered the entire arrangement of classes to allow students a few more
unstructured afternoons right after they arrived in the host county so they could
venture out on their own. The balancing act between too much and creating the
Bubble Effect, and having too little and running the risk of not exposing students to
opportunities was an ongoing concern for the study abroad directors and explained
why they had more to disclose in the planning discussion that was the focus of
question one. By the time the students had arrived in the host country and were
engaged in the program, the study abroad directors‘ abilities to influence the
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experience for the students was very limited; they did all their work before the
students arrived. Once in the host country, the impetus was really on the academic
and residential programs and how those intersected to provide meaningful
opportunities for the acquisition of global competence. College F‘s study abroad
director encapsulated the thinking of the various directors of the exemplary
programs:
So it‘s not one thing; it‘s a combination of experiences that makes
the difference. But for some of our students you could talk to them
till you‘re blue in the face about cross cultural differences and
global competencies and they don‘t absorb anything. They have to
be in the country, have an interaction with somebody, and that‘s
what sets the light bulb off. College F Study Abroad Program
Director
However, the students had more ideas about how ―Escaping the Bubble
Effect‖ could be achieved and ―Being There‖ enhanced:
I think that the program for the future should set up some kind of
social peer network in the form of language exchange or something
between local students and students in the program so we‘re not in
that American-only bubble. If you just hang around with other
Americans, I mean, what‘s the point of that? Other than that I think
everything that I learned was meant to be learned there because
that is part of the experience.
This comment may speak to the expectations that American study abroad students
take with them to be in contact easily and constantly through social peer networks
such as My Space, Facebook, and Twitter -- all social networks that encourage easy
and constant connection of students with others.
Data source: Websites. Review of the websites for opportunities for global
competence acquisition revealed that many elements that constituted the basis for the
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three components of global competence from the proposed definition could be found
in the websites. Yet the last student‘s comment (above) was also supported in that
the evaluation of the study abroad websites.
Incomplete information. The analysis revealed that in the area of Skills and
Experiences, defined as ―structured and unstructured opportunities to engage with
people of the host culture,‖ only two colleges had websites that delineated the
experiences that the students could expect to participate in on the study abroad
programs. The analysis supported a pattern of ―incomplete information,‖ since the
information that might reasonably be expected to highlight various opportunities for
skill and experience exposure was not clearly represented in the websites. While
every experience and opportunity could not reasonably be expected to be listed in
each program, the summary did show at least one area of weakness in the exemplary
study abroad programs‘ websites and lent support to the overarching theme of
―Communication Disconnection‖ that summarized the findings related to research
question one. Table 4.6 provides a summary of the three component areas of global
competence and how they were represented (or not represented) in the websites. If
descriptive information used in the table could potentially identify a specific program
or college, generic language was used rather than college or program-specific
language to insure confidentiality.
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Table 4.6
Elements of Global Competence in Website Materials and Information
Elements of Global Competence in Website Materials and Information

Knowledge:
course offerings
and descriptions
including
language skills

College B

College C

College D

Comparative
history, film,
art history,
English,
anthropology,
literature

Art history,
music
appreciation
sociology,
political
science,
history,
biodiversity

Interdisciplinary
studies,
literature, world
religions,
foreign
languages, field
studies and
archeology

Museum
admissions,
field trips,
tours,
public
transit
passes,
library
membership

Skills and
Experiences:
structured and
unstructured
opportunities to
engage with
people of the
host culture

Attitudes:
orientation
sessions, both
pre-departure
and on site in
host country

2 week
mandatory
pre-departure
course, on
site
orientations

Mandatory
predeparture
orientation,
on-site 3
day
orientation

Cultural
course:
including
history, politics,
economics,
interdependence,
cultural norms

Culture
course
required part
of academic
program,
taught by
local guest
lectures

Optional
Life and
Culture
local guest
lectures and
activities

College F

College R
Anthropology,
art history,
economics,
political
science,
history,
literature,
comm.
studies,
English

Library
membership,
sports
events,
walking
tours, food
and wine
tasting,
theatre,
volunteer
opportunities
On-site
orientation

Predeparture
orientation,
on-site initial
lecture on
local
customs

Mandatory
pre-departure
orientation,
on-site 3 day
orientation,
including
tours of
historic sites

Life and
Culture course
required part
of academic
program,
taught by
local guest
lecturers
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The seeming inconsistent presence of ―structured and unstructured
opportunities to engage with people of the host culture‖ in the Skills and Experiences
section seems to mirror the student findings that they do not have enough
opportunities to ―Escape the Bubble Effect,‖ and this is an area of further discussion
in Chapter 5.
Summary. In summary, the triangulation of the data sources supported the
overarching theme discerned in the analysis of research question two:
―Opportunities.‖ The reality of study abroad opportunities as specifically planned for
and embedded in the structure of study abroad programs by the study abroad
directors needed to be perceived by the students and engaged. It was not sufficient to
simply plan for the opportunities that would allow for global competence acquisition,
the students had to be cognizant of and engaged in those activities. The responses to
question two illustrate that the student respondents, who as a group had relatively
little to say about planning in response to research question one, were engaged with
details about the opportunities they had experienced during their study abroad
programs. Four of the five study abroad directors responded that experiential
opportunities were the primary characteristic that could be structured or nonstructured, but that these opportunities had to be nurtured. The study abroad directors
noted that without careful attention to experiential opportunities within the host
country, a program ran the risk of isolating the students to interactions and
experiences only in their own cohorts. But they had relatively little to say about the
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exact experiences in which the students were engaged. Table 4.7 illustrates the
patterns and themes of this section.
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Table 4.7
Research Question Two: Patterns and Themes
Research Question Two: What characteristics of study abroad programs in
community colleges strengthen opportunities for students to achieve global
competence?
Data Source
Patterns Revealed
Emerged Themes
Study Abroad
American-only Island
Directors
Escaping the Bubble
Becoming Bicultural
Effect
Websites
Incomplete Information
Everyday Life
Being There
Academic Application
Distraction-free Living
Emergent theme across data sources: Opportunities -- providing
opportunities, perceiving opportunities, and taking advantage of
opportunities
Student Respondents

Six patterns were identified including: (a) ―everyday life,‖ (b) ―academic
application,‖ (c) ―distraction-free living,‖ (d) ―the American-only island,‖ (e)
―becoming bicultural,‖ and (f) ―incomplete information.‖ Two themes emerged from
the examination of program characteristics that supported student ability to acquire
global competence. Table 4.7 illustrates the first theme that emerged from the
conversation on unstructured opportunities for global competence acquisition was
student-named as ―Being There,‖ which translated as the ability of students to feel
comfortable living and interacting as a member of the host culture society. ―Being
There‖ was clearly supported by the students‘ evidence as one of the characteristics
the students discerned that they needed from the study abroad experience. The
second theme was also named by one of the student respondents as the Bubble
Effect; of being in the culture but separated from it as if the student was in a bubble.
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The study abroad directors called this same phenomenon an ―island program,‖ but an
island paints a mental picture of a few cast away students separated from all other
people, left alone to make their way as best they can. And that was not really what
the students felt; they felt as if they could see what was going on around them, but
not participate in it fully. They felt like watchers, not like doers, or to use the
language of interpretive research, the students self-coded as observers, not
participants. The students seemed to be asking for a portal that allowed students to
escape the Bubble and have the direct opportunity to engage with other host-country
people. Additionally, the website analysis supported the incomplete quality of some
aspects of the information about specific opportunities that the students could expect
to have in the specific study abroad program.
An overarching theme emerged across data sources: Opportunities. If the
students had engaged in more focused planning and preparation, the structured and
unstructured opportunities that the students could have expected would have been
revealed, and could have been anticipated. If the study abroad directors had provided
more multi-channeled and accessible information on the websites about the
opportunities that had been structured into the program, students might have been in
a better position to ask for or effect the changes they perceived to be necessary to
have created a richer experience. Implications and recommendations pertaining to
the overarching ―Opportunities‖ theme will be addressed in Chapter 5.
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Research Question Three
What mechanisms might be embedded in study abroad programs to enable
assessment of program effectiveness in achieving global competence?
My experience in [another country] has not only opened my mind to
other cultures and the importance of awareness and acceptance but
it has also shown me directly what it is like to be a minority and to
be a foreigner. I can empathize with those who are foreigners in my
own country because I have gone through that process. Living in
[another country] has stirred a passion in me for learning about not
only [that] culture but all cultures around the world, celebrating the
world‘s diversity and talking to and making friends with an
international network of people. Study Abroad Student
The student response quoted above was one of the ways study abroad
directors used to assess program effectiveness; they directly asked students what they
thought and felt about the study abroad experience and how it had affected them. In
this section, the results of the discussion regarding assessment mechanisms are
reviewed from the perspective of the study abroad directors and the student
respondents with evidence from the materials and characteristics of the websites
added to achieve triangulation. Patterns that were evident in the data included: (a)
―multiple ways of peeling the assessment onion,‖ (b) ―consistent assessment
process,‖ (c) interest in international travel,‖ (d) ―student recommendations,‖ (e)
―awareness of interconnectedness,‖ and (f) ―incomplete information.‖ Three themes
emerged from these patterns: ―Continuous Improvement Planning,‖ ―Multiple Paths
to Assessment,‖ and ―Awareness and Acknowledgement.‖ The data source material
for research question three was equally detailed with direct experiential information
for the study abroad directors and the student respondents.
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Data source: Study abroad directors. The consensus of four of the five
study abroad directors (the fifth director did not directly address the questions
regarding assessment measures) was that there was no one assessment that could
adequately measure global competence acquisition alone, but that there were several
indications that students had at least begun the process of global competence
acquisition. During the interviews, the study abroad directors all strongly agreed that
assessing the study abroad experience was critically important to the ongoing success
of study abroad, and all of the programs had some version of assessment. There was
also a strong consensus (four of the five) that improvements to the various processes
should be made, tested, refined, and improved again and again, since no one method
of assessment answered all the questions the directors had. The two questions I asked
the study abroad directors were:
How are changes or developments in the study abroad students‖ acquired
knowledge, skills and experiences, and attitudes assessed within the
program structure?
How are student experiences recognized and their feedback incorporated
in the on-going structure of the study abroad programs?
Four patterns were identified from the study abroad directors‘ responses to the
questions including: (a) ―multiple ways of peeling the assessment onion,‖ (b)
―consistent assessment process,‖ (c) interest in international travel,‖ (d) ―student
recommendations.‖
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Multiple ways of peeling the assessment onion. The College D study abroad
director identified a useful metaphor for assessing the acquisition of global
competence; she likened it to the process of peeling an onion, and I used the
director‘s words to give a name to the pattern.
I have yet to find anyone doing a good job of it [assessment]…What‘s
missing…is the critical importance of assessment. Nobody has good answers
but you‘ve got to keep peeling away that onion and do more than just
satisfaction studies. There are all these tools out there for assessing cultural
inventory and ethno-relative scales, and it‘s good it‘s meeting different
objectives, but you need to be doing something, whether it‘s focus groups,
getting the students back together, or writing in-depth essay about some
aspects of culture. Challenge your students to come to grips with it [global
competence]. Faculty need to be challenged as well as students. Students can
only learn what they‘re taught. So, what are the faculty teaching? College D
Study Abroad Program Director
The concept of doing ―more than just satisfaction studies,‖ was a comment
that all the interviewed study abroad directors made, and led to the identification of
the pattern of ―multiple ways of peeling the assessment onion.‖ The study abroad
directors indicated that these multiple measures of assessing global competence
acquisition in their students included surveys done at the midpoint and the end of the
program, student focus groups, student and faculty interviews, and other studentbased responses such as journals.
But we are not doing well is to do follow up when they [study
abroad students] come back….We also do mid-semester surveys for
instance where we ask the students a number of questions: how
were your expectations different from before you went and what
have you learned since you‘ve been there. And then we do, at the
end of the program, kind of an evaluation of the program overall
that the students complete, and there we ask a couple of questions
as well. College B Study Abroad Program Director
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There was also a clear sense of frustration on the part of the study abroad directors
when talking about the ability to effect meaningful assessments when the students
have finished with the program and returned to the United States.
Consistent assessment process. A second pattern identified by the study
abroad program directors was the need to have a more consistent process for
collecting the assessment information in order to fold the data back into the planning
process for the next program. College R‘s director made the observation: ―Getting
the assessments is sometimes hit and miss, but without consistent feedback from the
students, we can‘t make improvements.‖ College D‘s study abroad director said, ―If
you let them off the plane without getting the assessment survey, you‘ll never get it.‖
College F‘s study abroad director commented on the assessment process in their
study abroad program:
We do it the old fashioned way and make them sit down at the
end of a semester and fill it [the assessment] out. We tried
doing it electronically but unless you‘re standing over the
students, they don‘t do it. Except for the ones who are
complaining, and then you hear from them right away—and
constantly. College F Study Abroad Program Director
College R‘s study abroad director admitted that it was difficult to get
meaningful feedback from the students after the program ended. College R‘s strategy
was to use a debrief model with the third party vendor, AIFS, and the faculty, but the
student responses had been confined to surveys of the residential program conducted
at the end of the program by AIFS for their own use.
Obviously we‘ve got the AIFS information; the instructors are in
close contact with the students, and we debrief the instructors.
When they come back I chat with them [the faculty] and assess how
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things are going; it might be informal – I don‘t have a tape recorder
or questions like that, I just want to see how it went. I like the idea
of having a student questionnaire again. Unless a student comes in
and talks to me, I don‘t have a direct way of doing it, but I think it‘s
a good idea. College R Study Abroad Program Director
Interest in international travel. The one assessment measurement that all the
study abroad directors said gave them a sense of at least the beginning of global
competence in their students was to ask the students if they were interested in
additional international travel. The pattern, ―interest in international travel‖ was
common to four of the five directors (the fifth did not comment specifically) in terms
of their assessment of the question as a reasonable barometer of student attitude
change, which is one of the elements of the proposed definition of global
competence. The overall consensus of the study abroad directors was that assessment
is critical to the planning process, and the theme that emerged was Continuous
Improvement Planning. However, study abroad directors acknowledged that were
many paths to a rich and complete assessment, and what might work for one student,
would completely miss eliciting the same level of reflection and analysis from
another student. The discussion led to a second theme, Multiple Paths to Assessment,
that was supported in all of the directors‘ interviews. The acknowledgement of
individual realities and the value of the experience as defined by individual student
was exactly consistent with an interpretative social science research approach.
College C‘s director called it the ―Yes, I had a great time‖ syndrome. The point the
director was making was that unless the assessment measure is carefully constructed
to lead students to a more in- depth analysis of the experience, the assessment is
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likely to be filled with quick one word answers. The danger of the closed ended
question, able to be answered in one or two words, was apparent in the other
question asked by all the study abroad directors, which was if they would
recommend the program to other students. Four of the five study abroad directors
commented that all the students answered that they would recommend the study
abroad program to other students, but few students articulated why they give that
recommendation.
Data source: Student respondents. I used information from the interviews
with the study abroad directors to shape the student threaded discussions. The study
abroad directors had indicated that one of the assessment measures they used was a
survey that asked students if they intended to travel again and, if so, where would the
student like to go next. Their assumption, which made sense to me and was
congruent with my background as a study abroad director, was that student interest
in further international travel indicated a measure of the students‘ assessment of their
own growth and global awareness. In the threaded discussions for the student
participants, two questions were posed:
Did your study abroad experience encourage you to want to continue to
travel and spend time in other cultures? Why or why not?
Would you recommend study abroad to other community college
students? Why or why not?
I had direct experience with the short answer syndrome with the answers to
the second question. Of the 19 students all responded in the affirmative, but two
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responses were limited to ―Yes,‖ and four were ―Definitely,‖ or ‗Most definitely‖
with no additional elaboration and there was one ―Hell yea.‖ Even though the prompt
of ―why or why not?‖ was included, not all the student respondents elaborated. The
method of data collection using the threaded discussion format may have contributed
to the seven one (or two) word answers. Once the first student started responding
―Definitely‖ the next several students responded with the same word. One student, in
an effort to perhaps be more emphatic, responded with, ―Most definitely.‖ Three
patterns were evident in the student responses which included (a) ―student
recommendations,‖ (b) ―interest in international travel,‖ and (c) ―awareness of
interconnectedness.‖
Student recommendations. The 100% support for recommending the
program to other students was a clear pattern, ―student recommendations.‖ While
seven of the 19 respondents gave very short answers (and these were students that
the directors had identified as students who had been the most successful in their
study abroad programs in regards to acquiring global competence), the other 12
students did give slightly more thought to their answers, as represented by this
student response:
After the first few weeks, things got a little easier. We learned our
way around the city and started meeting new people and making
friends. We learned how to get around and even travel throughout
Europe on weekends which kept us busy. By the end of the time I
know a lot of us didn't really want to leave. In India, however, we
were guided throughout every city and I felt as if we were being
shown only what was planned. I feel like I didn't get to experience
what a day in the life of an Indian experiences although my time
there was filled with a number of first times. India was a place that
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no matter how much people try to tell you about it, you never know
what to expect until you‘re there.
Another student echoed the sentiment, and responded in a way that spoke
directly to future students:
I would recommend this program to anyone who is looking for
inspiration, career motivation, or simply to discover oneself, and
see just how independent you are! You won't be disappointed!
The student responses that resulted in the pattern of “student
recommendations,‖ were closely tied to a second pattern, ―interest in international
travel.‖
Interest in international travel. I asked the student respondents the question,
―Did your study abroad experience encourage you to want to continue to travel and
spend time in other cultures?‖ All 19 student respondents answered ―yes‖ to this
question and several elaborated:
Yes, my study abroad experience has impassioned me to open
up to other cultures and understand more. It has taught me
how little I know and how much I have to learn.
Another student already had the next study abroad experience picked out
even though the financial aspects had not yet been accounted for:
I definitely caught the traveling bug. It just comes down to
money now. I can't thank my family enough for helping me
take on this experience and giving me a chance of a lifetime!
Greece is next on the list!
Another student had not only caught ―the traveling bug,‖ but also projected
the hope for spending an extended time in a foreign country, ―I have always like
traveling but now I would like to live for a short time in other countries.‖ And other
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students commented that they were interested in continuing to both travel and study
abroad: ―I always loved to travel but now I want to travel while studying,‖ and ―Yes,
it [the study abroad experience] has definitely made me want to travel more and
go to other countries. I now want to join more study abroad programs, such as [in]
Australia.”
Awareness of interconnectedness. Another pattern that became evident in
the student responses was that of ―awareness of interconnectedness.‖ Students
indicated that they noticed changes in themselves, ―decreased uncertainty
avoidance,‖ ―became extremely flexible,‖ and ―I was having a difficult time
with…what I thought was overreacting.‖ It was not until the student debriefed the
experience with the student‘s mother that the student realized that there had been a
profound and significant change in the student‘s own attitudes.
My time abroad has decreased my uncertainty avoidance.
I noticed the change from my first time abroad through my last
semester, I have become extremely flexible and ready for anything.
If something wrong or difficult comes up I don't make a big deal
about it and just get through it. Going to [another country] for my
second semester with some people who had never been outside of
the United States before, I noticed I was having a difficult time with
how people were reacting... or what I thought was overreacting. It
wasn't until I talked to my mom, that I realized I was in their
position two years ago.
Student ―awareness of interconnectedness‖ coupled with their complete
support for study abroad and enthusiasm for additional travel and recommending the
experience for other students supported the last theme that emerged in the responses
to research question three: ―Awareness and Acknowledgement.‖
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My experience this spring has definitely impacted my direction in
life and in college. I've been traveling since I was a child, but it has
made me want to expand my travels to beyond the Western world. I
hope to go to Tanzania next summer for a volunteer project, and I'm
looking into a journalism study abroad in Denmark next school
year. The experience made me realize how interconnected we all
are, and it was so rewarding to be able to use and improve upon my
[language skills], in ALL kinds of situations.
Awareness of the impact that the study abroad experience had made on them
individually and acknowledgement that there are other experiences that await was
clear in many of the student responses. One student responded, ―It [study abroad]
made me…also seriously consider where else I might like to live. It also made me
more confident in my ability to take risks and experience new things fully.‖ The
students‘ abilities to articulate the changes that the study abroad experience had
made in them also support all three of the components of the proposed definition of
global competence. Their abilities to assess for themselves the impact of the
experience also validated the study abroad directors‘ judgment that these students
had acquired a level of global competence as set forth in the proposed definition.
Data source: Websites. The examination of the websites for evidence of
assessment measures of program effectiveness in providing opportunities for
students to acquire global competence included an analysis of what elements in the
websites could be related to the students‘ assessment measures. Since the study
abroad directors indicated in the interviews that they used multiple measures of
assessment, the pattern of ―multiple ways of peeling the assessment onion,‖ I
analyzed the websites for evidence of those assessment measures. For example,
evidence of intended student outcomes though the inclusion of student learning
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outcomes or direct presentation of the students‘ own words in video interviews or in
written form would indicate ongoing assessment readily available to prospective
students. Evidence in the program structure of some of the multiple assessment
measures indicated by the study abroad directors were also examined. Table 4.8
presents the results of this analysis and summarizes the study abroad websites by
across case comparison.
The website materials were inconsistent when examined for assessment
measures outside of the usual academic grading schemes. While all the program
structure pages were extensive with details about the specific program, including
courses offered, general faculty information, details of the cultural components of the
programs, and supported with pictures of the host country, none of the program
structures stressed the experiences of previous participants. All of the websites had
short quotes from student participants but none of those quotes were embedded in the
program structure, while some quotes were found on home pages, College R had one
student quote on the Frequently Asked Questions (FAQ) page, and College C had
one student quote on the welcome page. Only College D had an embedded video as
part of the website, and prospective students could see an informative overview of
the college‘s multiple programs including short interviews with former student
participants, the study abroad director, and study abroad faculty. However, the video
also included an appeal for donations to the program. Roughly one third of the eight
minute video was a direct appeal for donations to support the program through
scholarships to the students. The video also made reference to the U.S. Congress
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designation of 2006 as the Year of Study Abroad, which, while still a valid citation
that highlights the importance of study abroad to the national interest, did date the
video a bit. None of the websites had student learning outcomes specific to the
experience of participating in the study abroad program, although College R‘s
director noted that College R‘s consortium was working on student learning
outcomes. None of the websites had examples of previous student projects
completed during a study abroad program, and none of the websites had any
historical or individual program evaluations, other than the selected student quotes
sprinkled sparsely though the websites. Consequently, there was no one page that a
student could refer to in order to access data about former participants‘ assessment of
the programs. The only pattern discerned was ―incomplete information,‖ which
supports the same pattern identified in the analysis of research question two, but did
not support the emerged themes in responses to question three.
Synthesis of all data sources for question three revealed more overlap in the
patterns than in either questions one or two; the study abroad directors as well as the
students identified two of the same patterns. Research questions three focused on the
mechanisms, including processes and content elements, of assessment for student
acquisition of global competence. Table 4.8 summarizes the patterns and themes
related to research question three and reveals triangulation in some of the themes
from the study abroad directors‘ themes of needing Continuous Improvement
Planning in conjunction with creating Multiple Paths to Assessment and the students‘
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Awareness and Acknowledgement theme indicating a continuum of personal
assessment.
Table 4.8 Research Question Three: Patterns and Themes
Research Question Three: What mechanisms might be embedded in study
abroad programs to enable assessment of program effectiveness in achieving
global competence?
Data Source
Patterns Revealed
Emerged Themes
Multiple Ways of Peeling
Continuous
Study Abroad
the Assessment Onion
Improvement
Directors
Planning
Consistent Assessment
Processes
Interest in International
Multiple Paths to
Travel
Assessment
Student recommendations
Websites
Incomplete Information

Student Respondents

Student Recommendations
Interest in International
Travel
Awareness of
Interconnectedness

Awareness and
Acknowledgement

Emergent theme across all data sources was revealed as Need for Multiple
Assessment Mechanisms. Patterns and themes reveal the value of multiple
mechanisms for assessment of students‘ experiences related to acquiring
levels of global competence.

Summary. The responses to research question three, regarding the
mechanisms that might be embedded in study abroad programs to enable assessment
of program effectiveness in achieving global competence, revealed six patterns: (a)
―multiple ways of peeling the assessment onion,‖ (b) ―consistent assessment
processes,‖ (c) ―interest in international travel,‖ (d) ―student recommendations,‖ (e)
―awareness of interconnectedness,‖ and (f)‖incomplete information.‖ Three themes
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emerged from these patterns: Continuous Improvement Planning, Multiple Paths to
Assessment, and Awareness and Acknowledgement. The data included interview
responses from the study abroad program directors, student responses to threaded
discussion questions, and evidence from the materials and characteristics of the
websites. Additionally, the components of the proposed definition of global
competence were supported by the patterns and themes of the responses.
Summary of Findings
This chapter presented an overview of the findings of this study as they relate
to the research questions:
1. What issues need to be anticipated when planning a study abroad program
for community college students in order to effectively incorporate
opportunities for students to begin achieving global competence?
2. What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence? and
3. What mechanisms might be embedded in study abroad programs to
enable assessment of program effectiveness in achieving global
competence?
Using case study methods, transcripts of recorded interviews with the study abroad
directors, written student responses to threaded discussions, and the colleges‘ study
abroad websites were analyzed. These three data sources comprised the complete
collection of data on which the findings were based. Four of the five study abroad
directors were interviewed and recorded, and the interviews transcribed. The fifth
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study abroad director responded only minimally by email. The student respondents
were recommended by the study abroad directors and students from four of the five
institutions responded. There were two primary methods for the students to respond
to the questions posed: threaded discussions on an interactive Blackboard website,
and directly in emails. Two students requested the ability to text their answers to me
on my cell phone, which they did. The first section of this chapter also presented the
profiles of the community college study abroad programs in terms of the general
attributes of the community college and of the particular study abroad program, and
contained a discussion of the proposed definition of global competence.
The websites for each of the five programs were analyzed for content
(including historical information, program applications and forms, program structure,
program locations) and impact (including interactivity, visual, auditory elements).
The analysis was conducted by using printed web pages and linked sources (e.g.,
Health and Safety information provided by U.S. Government agencies) from each of
the study abroad websites. No additional information was used in the website
analysis.
With respect to research question one, the study abroad directors‘ responses
yielded two clear themes; ―Enlightened Leadership,‖ and ―Continuous Program
Improvement Planning.‖ The degree of consensus among the study abroad directors
with regard to the absolute requirement of administrative support and commitment
from the highest levels in the college was striking. There was a lesser degree of
consensus with regard ―Continuous Program Improvement Planning,‖ particularly in
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respect to ―time- program length.‖ Some study abroad program directors were
committed to programs of not less than a month‘s duration; others thought that
shorter programs could be valuable if very carefully constructed. The website
comparison showed, however, that only two of the exemplary study abroad programs
had any programs of less than three weeks‘ duration, leading me to conclude that the
preferred structure must allow for some acculturation to take place through the
natural process of adjusting to a new country. The students‘ observations regarding
what should be anticipated in the planning to allow for opportunities to acquire
global competence, revealed three patterns. From the patterns ―lost in the
unfamiliar,‖ ―misperceptions,‖ and ―appreciation,‖ one overall theme emerged of
―Planning for Common Student Transitions.‖ Aligning planning processes and
website materials to include this information could possibly make the process of
transitioning, if not easier on the student, at least not unexpected. One emergent
theme across all data sources was revealed as ―Communication Disconnection.‖
Among the three data sources, the study abroad program directors were confident
that they had communicated everything necessary for students to make informed
decisions about committing resources (specifically time and financial resources) to a
study abroad endeavor. But the patterns revealed in the analysis of the websites data
source and the student respondents‘ data source did not support the study abroad
directors‘ confidence. The ―Communication Disconnection‖ was enhanced by the
lack of multiple channels of communication within the websites, which resulted in a
static presentation of information to students. Students would have been able to
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identify the common transitional stages that other students had identified and could
have included that information in their mental preparation, had that information been
included on the website in a meaningful channel. Without the data triangulation, the
―Communication Disconnection‖ would not have revealed itself.
In the findings pertaining to Research Question Two, what characteristics of
study abroad programs strengthen opportunities for students to achieve some
measure of global competence, two clear themes emerged: Escaping the Bubble
Effect and Being There. Neither students nor study abroad directors wanted the
students to feel as if they were in a bubble in the host culture, able to ―see‖ and
―hear‖ what was going on around them, but unable to experience or interact in a
meaningful way. Program structure was also concerned with avoiding the Bubble
Effect and all of the exemplary programs had constructed some form of structured
class or series of cultural events, including guest lectures and excursions in the host
country, that focused on some specific aspect of the culture: language—if not part of
the curricular studies, history and civilization, politics and government, food and
customs. All of these cultural programs used experts from the host country to guide
and instruct the American students. What was missing, according to the assessment
of some students, were formal and informal means for them to be able to connect
with and interact with students from the host culture. The emergent theme across
data sources was ―Opportunities.‖ Study abroad program directors were responsible
for planning and providing opportunities both structured and unstructured that would
allow students to acquire elements of global competence. The study abroad students
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were responsible for perceiving those opportunities provided and taking advantage of
them. This would have required students to do some more in-depth planning and
perusal of the website data, and the website information needed to have highlighted
structured and potential opportunities using multiple communication channels.
Research Question Three was concerned with assessment of student
acquisition of the components of global competence. Website findings confirm that
in many respects the exemplary programs have program structures that allow for
some measure of global competence acquisition assessment. However, there was
some interesting triangulation of findings between what some students noted as
lacking, namely opportunities to interact in meaningful ways with host country
residents (characterized as the Bubble Effect) and the program structures as
presented through the websites. Students valued ―Being There‖ in the host country
culture and attempting to become more than just a visitor or tourist. Additionally, the
students acknowledged that ―Escaping the Bubble Effect‖ was an overarching goal,
and these two thematic strains contributed to the cross-data source emerged theme of
―Multiple Assessment Mechanisms‖ that recognized the value of more richly
detailed student assessment of their own lived experiences as study abroad students.
While some of the study abroad directors were less than satisfied with their own
assessment procedures, the program structures, as represented in both the websites
and director interviews, indicated that there was at least a basis of continuous
improvement assessment looping into on-going planning. The patterns and themes
revealed in the analysis of the data sources support the value of multiple mechanisms

171
for assessment in order to have created a rich and detailed description of the student
experience in acquiring global competence in a study abroad environment. The
emergent theme across all data sources was revealed as Need for Multiple
Assessment Mechanisms.
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Chapter 5: Summary, Discussion, and Implications
When the interest and passion of faculty meet the support and
wisdom of an administrator, you have a win-win situation. College D
Study Abroad Director
The purpose of this study was to examine exemplary community college
study abroad programs to explore which aspects of the programs enable students to
acquire global competence. This chapter discusses first the definition of global
competence that was derived from the literature and proposed in Chapter 2, and then
the findings of this study in relation to previously published works, what are the
implications for new and existing study abroad programs, and recommendations for
future research.
This study focused on the features and characteristics of exemplary study
abroad programs at community colleges for community college students. Since the
terrorist attacks of 9/11/01 on the United States, there has been a renewed interest in
how the study abroad experience impacts the students‘ ability to acquire some level
of global competence (Abraham Lincoln Commission, 2005). However, traditionally
study abroad has been the province of traditional four year colleges and universities,
and the study abroad experience has been structured for and reserved for those
students. Yet, at any given time, 45-50% of all American college undergraduates are
enrolled at community colleges, yet only approximately 3% of the study abroad
students are community college students (Bhandari & Chow, 2008, p. 69). The study
abroad issues related to community college students were relatively unexplored in
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the literature when compared to literature about four year college and university
students. .
The other unexplored issue in the literature was a common meaning of global
competence leading to a generally used definition. To borrow and bend a weather
platitude, people talk about global competence, but no one does anything about it.
This study contributed to a broader understanding of the elements of global
competence through the proposed definition and model of global competence as a
theoretical construct. That definition and model were an outcome of the literature
review and served to anchor the interview and discussion questions.
This study also contributed to a structural understanding of global
competence in regards to program planning and the issues that need to be considered
to incorporate opportunities for study abroad students to acquire global competence.
The study examined what assessment methods effectively analyze levels of global
competence acquisition, and propose a continuous restructuring or looping
assessment into the program planning for improvement.
Summary and Discussion
This section discusses the findings to the definition of global competence
proposed in Chapter 2, and the three research questions in relation to the related
literature in Chapter 2 and other relevant literature. The definition of global
competence I proposed and used in the research with the participating community
college programs was:
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Global competence is a continuing process of acquiring specific
economic, historical, and geo-political knowledge which supports
the intercultural communication skills and authentic lived
experiences that allow a person to function in another culture, and
result in attitudes of cultural appreciation and interdependence
The study abroad directors agreed with the broad definition as a ―continuing
process‖ of acquiring knowledge, engaging in experiences and gaining skills that
allow the student to function successfully in the culture, resulting in attitudes of
cultural appreciation. Their comments included (as detailed in Chapter 4): College B,
―we‘re actually very similar;‖ College D, ―I have your definition of global
competence, which is a good one;‖ College R, ―we have the essence of the definition
however in the slo‘s [student learning outcomes];‖ and College C the definition
―seems good and complete.‖ While the fifth director did not speak directly to the
definition, College F study abroad director did explain the study abroad program at
the college as one of becoming bilingual and bicultural. The study abroad directors
validated the proposed definition of global competence, with some important
caveats.
College D‘s study abroad director noted that while there was nothing in the
definition ―that you can disagree with,‖ there was a lack of applicability of the
definition to specific programs in specific locations: ―Okay, what do you do with
it?...It‘s going to play out differently in Costa Rica versus Japan verses Russia.‖
College D‘s director‘s comments indicate a desire for a more tailored and sitespecific definition. A site-specific definition is supported also by Hunter‘s (2004)
proposal of a baseline, ―working definition‖ of global competence that linked
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thought and action. Raby and Tarrow‘s (1996) argument for a ―deep understanding
of the world and the interrelationships that exist between different cultures (p. 21),
also supports both the baseline definition as well as the need for specifics related to
the different cultures.
Therefore, the definition may need to be refocused within the framework of
the study abroad program to specifically designate the cultural context of the host
county. However, that refocusing as part of the framing of global competence in each
situation is completely consistent with an interpretive philosophical stance, as
multiple realities and multiple paths to those realities is one of the basic tenets of the
interpretive philosophy. Each study abroad program is going to have specific pieces
of knowledge, particular experiences and skills, and varying degrees of attitudinal
shift based on the culture, and each individual student is going to acquire her or his
own global competence reality within that contextual frame. And all of those
contextual realities are meaningful to each of those study abroad participants. The
fundamental nature of interpretive philosophy shapes the results of each of the
research questions. Multiple interpretive contextual meanings for global competence
presage the need for myriad planning agendas, structured and unstructured
experiences, and assessment measures. As one method of helping to shape the
framework for a study abroad program, the definition as proposed has value and
relevance.
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Research questions. The three research questions of my study were:
1. What issues need to be anticipated when planning a study abroad program
for community college students in order to effectively incorporate
opportunities for students to begin achieving global competence?
2. What characteristics of study abroad programs in community colleges
strengthen opportunities for students to achieve global competence?
3. What mechanisms might be embedded in study abroad programs to
enable assessment of program effectiveness in achieving global
competence?
Triangulation of the data from the study abroad directors and the student
participants allows some rich discussion of each of these questions from vastly
different perspectives. Data from the websites provided additional background to the
discussions. The 19 student respondents and the five study abroad directors were
candid, relevant, and curious about how study abroad would evolve given the current
economic, global, and national realities. The case study method was used in the
overall framework of interpretive social science in order to capture the unique and
authentic experiences of this wide range of study participants. The college study
abroad websites were used as the final piece of triangulation of data to fill out the
larger picture of study abroad at the community colleges.
Research question 1. This section presents the findings in relation to research
question one related to the literature review materials in Chapter 2. Research
question one dealt with the planning issues and processes necessary to planning
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study abroad programs with the ability to affect student participants‘ opportunities to
acquire measures of global competence. Specifically the question was: What issues
need to be anticipated when planning a study abroad program for community college
students in order to effectively incorporate opportunities for students to begin
achieving global competence?
Not surprisingly, the study abroad directors were extremely focused on the
planning aspects of study abroad programs. Indeed, much of the conversation with
the study abroad directors was focused on planning issues. Planning study abroad
programs consumed much of the study abroad directors‘ energies and their
comments supported the directives from the U.S. Department of Education (2006)
for inclusion of the six specific attributes and characteristics identified as necessary
for global competence. Those specific attributes and characteristics were: (a) critical
thinking skills, (b) the ability to analyze various cultural situations from the others‘
perspective, (c) the ability to communicate in more than one language, (d) the ability
to communicate across cultural and national boundaries, (e) the ability to make
informed judgments on social issues, and (f) the ability to make informed judgments
on personal issues. The study abroad directors had incorporated these attributes into
their programs both in the specific academic classes as well as the cultural activities
and opportunities embedded in the programs, either as part of the culture class or as
additional opportunities available to students. Hunter‘s (2004) organization of the
three distinct component areas of global competence as knowledge,
skills/experiences, and attitudes was reflected in both the study abroad directors‘
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interviews and in the initial analysis the website materials. As a study abroad
director, I found it completely easy to discern the elements, characteristics,
components, and features of the various study abroad programs.
However, what was puzzling to me initially was the overall disconnection
between what the study abroad directors thought they had clearly situated during
their planning and the student responses to planning questions. It was as if some of
the student respondents had engaged in very little review of the materials that the
study abroad directors had carefully included in their documents and websites, or if
they had reviewed the materials, the students missed some of the most salient
features of the study abroad programs. For example, student comments regarding the
size, or lack of size, in their host country living spaces completely disregarded the
pictures (if there were any) on the study abroad websites of their own colleges or on
the third party vendor websites. This disconnection was more concerning because the
student respondents were selected by their respective study abroad directors as
representatives of the students who had, in the directors‘ assessments, acquired levels
of global competence. Some explanation was necessary to this puzzling problem. If
these were the exemplary students in the exemplary community college study abroad
programs, why weren‘t the students more familiar with the aspects of the programs
before they went abroad? A possible answer was presented in the work on generation
communication by Pamela Cox-Otto (2007).
In September 2007, I had the opportunity to attend the California North/Far
North Career Technical Education lectures in Chico, California by Dr. Pamela Cox-
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Otto on Teaching the New Student and Multi Generational Struggles in Our
Colleges. Her research was compelling, backed up by an impressive data set, and
presented a possible answer to the apparent disconnection between what the study
abroad directors thought they had planned and what the students perceived. Other
explanations for the planning disconnection are certainly possible, including that the
study abroad directors had not included clear planning in the websites and I applied
my own contextual framework to read into the websites what wasn‘t actually clear to
those readers without a study abroad context. Using an auditor without that
contextual understanding was one strategy used to account for that possibility. Other
explanations are also possible, but Cox-Otto‘s information made sense to me and
explained some of the student respondents‘ behaviors. Her main thesis was that
different generations have different perspectives, contexts, and experiences that lead
to communication disconnections and conflicts. Her presentation based on extensive
research, and explained a lot about what my study revealed in terms of student
expectations, learning paradigms, and planning preparation. I revisited learning
theories specifically with Bandura, and Knowles, and discovered that many learning
theories are based on research done with only one generation of learners—the baby
boomers. So there is no reflection of the very different contexts and expectations that
the other generations grew up with. Cox-Otto, asked the community college
administrators and faculty to indicate if they maintained a blog, made movies on
computers, or composed music on their computers. Few attendees at the conference
were able to indicate that they engaged in any of these activities, but all indicated
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that they wrote reports, articles, memos, curriculum forms, etc. ―You‘re not good at
the new technology your younger students are using,‖ said Cox-Otto, ―and they are
not good at your technology—writing.‖ Cox-Otto summarized research on the
expectations of different generations of learners in Table 5.1 below (Cox-Otto,
2007). I highlighted the Tools row because the contrast of preferred tools by each
generation was so startling. It also took me an entire day to figure out that ―ttul8r‖ in
the Generation Y Love cell means ―talk to you later‖ (in my defense I got the ―you
later‖ part but took me ages to decode tt as ―talk to‖). My problems in decoding the
one short phrase highlight some of the current and potential future problems with
communication aimed at different generations of study abroad users.
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Table 5.1
Generational Communication (Cox-Otto, 2007)
Teaching
Differences
Want from
education
Life is…

Classroom

Boomers
Born 1946-1964
80 Million
Ideas

X’ers
Born 1965-1980
46 Million
Practicality

Y’ers
Born 1980-2002
76 Million
Freedom

Competitive, so be
ready to fight for
what you want
I memorized the
book.

Cruel and Unfair,
so be ready to take
the money and run
Why should I know
this I can look it
up?
Books & Digital
(email)
Writing (on the
computer)
Show me
something that
works - Practicality
is critical
Burger King
Generation: I want
it my way.

Dangerous without
friends & family, so
stay close
I‘m looking it up
now.

Tools

Books & Writing
(Often by hand)

Approach

Show me
something that
makes me think

Timing

Ready when you
are, sir/ma‘am.

Motivation

Keep getting better

Portable Career

Reward
Love…

Power/Respect
Deep discussions
on What is
possible and what
it means F2F
Groups

Flexibility
Asynchronous
Communication in
short bursts

Hate…

F2F
Groups

Digital-music, video,
blog, IM, TM
Why should I write
when I can blog?
Show me something
that is cool
I‘m ready now, can I
have it now?
Oops, too late, how
‗bout tomorrow, can I
have it tomorrow?
Flexible Career
Options
Fun
ttul8r
Two-fers
Groups
F2F with you
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In addition to the work of Cox-Otto, recent information supporting the
concept of generational communication differences was presented by NASA: the
National Aeronautical Space Administration (2006). In the presentation, ―Generation
Y Perspectives‖ the NASA engineers stated ―The traditional concept of top-down,
one way communication strategy is dead. It‘s not dying; it‘s dead,‖ (slides 24-25).
This rather startling assertion provided yet another context for the need for continual
planning and presentational updates in study abroad. The NASA presentation further
asserted that the characteristics of the Millennial Generation, or Generation Y,
included
Likes mentors, Global, Instant information, Demands instant
gratification, Empowered, Wired, Expecting (NOW! not five minutes
from now), Attracted to Large Social Movements, multi-tasking,
Quickly bored, Mobile, Interdependent, Impatient if delayed…but
highly adaptable. (slide 33)
Several of these identified characteristics have relevance for planning
processes in study abroad programs and helps to contextualize the ―Communication
Disconnection‖ overarching theme that emerged from the findings regarding
research question one. The generational communication preferences identified by
Cox-Otto and NASA gave me another tool to use to analyze the study abroad
websites data source. The analysis revealed that the websites offered more or less the
same basic format, text heavy information that required careful reading in order to
discover all aspects of the planned study abroad program. Given the information on
generational communication preferences, I revisited (and the auditor did as well) the
study abroad websites for more detailed analysis.
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The theme gleaned from the close textual analysis of the various college
websites was that of static presentation. Only one college had an embedded video
that students could view, and yet the research on generational communication styles
suggests that the most effective communication employs technology that the target
generation was comfortable with and used (Cox-Otto, 2007). In the websites, the
lack of a specific Welcome was startling by its absence; only one website had a
Welcome anywhere on the website and that was in the title of the home page of the
study abroad website. It may be a requirement of each college that the banner or
header across all the linked pages maintain uniformity. But the lack of a specific
study abroad header in all but one of the programs reinforced the static design of the
site. Supporting the static design was a study abroad home page which emphasized
in two of the five sites the next program location. Of the other three websites, two of
them first highlighted the college as a whole and not the study abroad program, and
the final site had a ―coming soon‖ notation. None of the websites had student
learning outcomes posted and none mentioned that there were plans to have any
outcomes, although the College R‘s study abroad director indicated that the
consortium planned to have student learning outcomes developed within the next
academic year and then those outcomes would be included on the study abroad
website.
The findings in response to research question 1 suggest that if study abroad
programs are going to meet the needs of multigenerational decoders of messages,
message design might include varying formats that appeal to multiple audiences. The
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message design may include accessing resources both human and technological, to
assist in crafting rich presentations that can use multiple channels of communication.
The ―Communication Disconnection‖ theme that emerged as the overarching finding
in response to question one needs to be considered when planning study abroad
programs as one measure of effectiveness for both the colleges and the student
participants. This section described the findings of this study in relation to the
present literature on the planning aspects of the exemplary community college study
abroad programs.
Research question 2. This section presents the findings in response to
research question two and in relation to the literature. Research question two dealt
with the opportunities that existed in study abroad programs for students to achieve
levels of global competence. Specifically the question was What characteristics of
study abroad programs in community colleges strengthen opportunities for students
to achieve global competence? The overarching theme that emerged from the
findings in relation to research question two was ―Opportunities--Providing,
Perceiving, Taking Advantage.‖ The study abroad directors were convinced that they
had planned for and provided opportunities, both formal and informal, for students to
acquire measures of global competence. The student respondents did not always
perceive the opportunities, either from the materials provided for them in the
program materials and websites detailing orientations and activities, or from
unstructured opportunities presented in daily life interactions, which the students
characterized as ―Being There.‖ The study abroad directors uniformly believed that it
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was entirely up to the students‘ discretion whether or not they chose to take
advantage of the structured and unstructured opportunities to acquire global
competence.
Kline‘s (2004) research supported the idea that structured and unstructured
out of class experiential opportunities are critical to students‘ success in acquiring
global competence. However Kline also noted that it was the out of class
opportunities that most college programs had the least experience in planning and
coordinating. Tillman (2005) noted that the ability to deal with the details of study
abroad programs on ground in the host country was one of the strong points of using
a third party vendor. Housing, and logistical details, transportation, student support
services, and some cultural activities coordinated by third party vendor agents on
ground in the host country relieved the colleges of that responsibility, and allowed
the colleges to focus on the academic part of the program. Tillman (2005) also noted
that colleges who used a third party vendor had greater recruitment success when
bolstered by promotional efforts of the third party vendor. Gillespie (2002, p. 26)
urged the careful inclusion of opportunities for students to develop ―intercultural
competence measures‖ was critical for students to gain elements of ―equality and
mutuality‖ that were elements of global competence.
The literature supported the need to embed opportunities for students to have
experiences that support acquisition of elements of global competence. But within
the context supported by the generational communication preferences as articulated
by the work of Cox-Otto and NASA, it might be suggested to those planning study
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abroad programs to consider highlighting those structured and unstructured
opportunities using multiple forms mediated message construction. Other methods of
presenting the structured and unstructured opportunities might also be considered.
Some methods could include panels of former student participants who could talk
about their perceptions of the opportunities in pre-departure or orientation meetings.
Written schedules of structured opportunities with suggested possibilities for
unstructured interactions, and other innovation message designs devised by program
planners and involved faculty members might also be options to consider. The
overarching theme that emerged from the findings related to research question two
identified the disconnection between what the study abroad directors thought they
had provided and what the students perceived and took advantage of during the study
abroad experience. Opportunities are of little use if they are not perceived or
accessed. Planning alone does not equal access or support student success in taking
advantage of global competence acquisition opportunities. In order to close the loop
between planning for, taking advantages of opportunities, and determining if those
efforts at planning and accessing opportunities were successful some version of
assessment for global competence acquisition has the potential to provide direction
and context for community college program planners to achieve continuous program
improvement.
Research Question 3. The next section presents the findings in response to
question 3 and in relation to the literature. Research question 3 was: What
mechanisms might be embedded in study abroad programs to enable assessment of
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program effectiveness in achieving global competence? This section presents the
findings response to research question 3 regarding assessment of program
effectiveness. The elements of assessment as proposed by the Hunter‘s (2004)
organization scheme of three general areas of ―Knowledge, Skills /Experiences, and
Attitudes‖ was supported by the work of Kelley and Meyers (1995), Hanvey (1982),
and Opper, Teichler and Carlson (1990). The value of conducting assessments was
confirmed by all the study abroad program directors in my study and confirmed the
assertions of Kisantas (2004), Shaheen (2004), and Forgues (2005) that exposure to
study abroad increases positive aspects of student attitudes as a dimension of global
competence. The student respondents‘ comments also supported the basic tenet that
the experience of participating in a study abroad program influences student
measures of global competence. The theme that emerged from the student
respondent data source in this research was ―Awareness and Acknowledgement‖ of
the host country culture in comparison to attitudes the students had originally held.
The student respondents also confirmed the need to examine the abilities of study
abroad assessment measures to address attitudes and attitude shift in program
participants.
The study abroad directors unanimously acknowledged both the need for
assessment and their frustrations with their current methods of assessment. Their
collective hope appeared to be that ―out there‖ somewhere in the study abroad
universe, the definitive assessment model and instrument was to be found. Further
research on assessment measures led me to revisit The Forum on Education Abroad
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website to determine if assessment measures were called for in their most updated
Standards of Good Practice for Education Abroad (2009). The first iteration of the
Standards of Good Practice for Education Abroad (2004) had not included any
assessment recommendation or assessment instruments, but in the 2009 updated
version assessment was mentioned in three places in the Standards. In the 2008
version of the Standards of Good Practice for Education Abroad, and Standards of
Good Practice for Short-Term Education Abroad programs (2009), assessment was
specified in the areas of ―Student Learning and Development‖ (p. 3) ―Organization
and Program Resources,‖ (p. 6) and ―Health, Safety, and Security,‖ (p. 8). In all three
recommendations for practice, the phrase ―so subsequent programs are improved
based on the assessment,‖ was included and firmly tied assessment to on going
planning. What is not included in The Forum‘s recommendations is any specific
suggestion for assessment mechanisms. That the study abroad directors‘ feelings that
assessment is critical for continuous program planning for improvement was
supported by the research and work of The Forum, but little guidance was offered on
the specific mechanisms available to community college study abroad programs.
That finding supported the overarching theme that emerged from the analysis of
research question 3, namely the ―Need for Multiple Assessment Mechanisms.‖
Summary. The findings of my research supported the definition of global
competence as presented, although with the caveat that the objectives for realizing
the definition would vary given the host country and culture where the study abroad
program was sited. A definition functions to describe and clarify meaning.
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Objectives can function to create paths to realizing the meaning of the definition.
Both can be useful adjuncts to study abroad program directors when creating student
learning outcomes for study abroad programs generally and then program features
specifically.
The findings in answer to the research questions were somewhat unexpected.
Particularly in response to question one, which dealt primarily with planning for
global competence acquisition, I was surprised that there were not repeated patterns
in the responses of the study abroad directors and student participants. Coupled with
the website analysis, the patterns and themes seemed separate from one another. This
could have been the result of a number of factors, including errors in my
observations and interpretations of the data, but the use of an external auditor was
used to support soundness. It could be that both of us made the same errors of
interpretation at different times when we independently analyzed the data, or had the
same generational or demographical biases. It could also be that the sample was
simply not large enough to reveal commonalities, although the study abroad
programs were selected for their exemplary status by experts in the study abroad
field, and the directors of those exemplary programs selected the student
respondents. Because of this, I had expected more consistency and commonality in
the revelation of patterns and the emergence of themes. Therefore, the overarching
theme of ―Communication Disconnection‖ that emerged from the 10 patterns and
four themes was consistent with the findings.
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Research question two was designed to explore the characteristics of
opportunities within specific study abroad programs that offered opportunities for
students to acquire levels of global competence. The findings for this question
included six patterns and two themes from which emerged an overarching theme:
―Opportunities – Providing, Perceiving, Taking Advantage.‖ I felt there was slightly
more alignment in these findings than in the findings related to question one. The
study abroad directors were convinced that they had incorporated such opportunities
in their program planning and had taken specific care to craft programs that would
not include the ―Bubble Effect‖ from which students would then have to ―Escape.‖
Students did not always perceive these structured opportunities and wanted more
unstructured opportunities that would arise from ―Being There.‖ One student even
suggested another structured opportunity that could be provided by having American
study abroad students linked with host country students in informal conversations.
The website data source did not, however, appear to support the directors‘ assertions
that opportunities were incorporated into the planned programs, and students did not
report any website information that prepared them for taking advantage of both
structured and unstructured opportunities. My analysis could have been in error, in
conjunction with the auditor‘s, or more student responses might have illuminated
more awareness of opportunities in other students, or specifically asking the study
abroad directors to indicate where in the websites the planned opportunities were
showcased. However, it may have relevance for practice and planning to highlight in
program message design the structured and unstructured opportunities students could

191
anticipate during their study abroad experiences. If students are alerted to the wealth
of opportunities available to them to expand and extend their skills and experiences
that support global competence acquisition, then the students may be more keenly
aware of possibilities. In other words, students need to know what they might expect
in order to alert them to the possibilities for a rich study abroad experience—not only
does the door have to be opened, students need to see it and know that it is a door to
enter.
Mechanisms of assessment of global competence acquisition were the focus
of research question 3. There was unanimous and emphatic agreement among the
study abroad directors that student assessment regarding program goals, including
acquisition of global competence, was critical for program strength, improvement,
and accountability. The students demonstrated, in their responses, certain markers of
assessment including recommendations to other students to participate in study
abroad, an interest in continuing their own international study and travel, and a
general awareness of the interconnected of the nature of the world and its
inhabitants. The students‘ responses, in addition to meeting some of the study abroad
directors‘ interests, were congruent with the goals for study abroad as set forth in the
2005 Lincoln Commission report to Congress. Given that these student respondents
were selected by the study abroad directors as particularly strong representatives of
exemplary programs, their responses seemed both consistent and logical. These were
the best students of the exemplary community college programs in the country so I
expected that the students would be able to articulate many of the elements of global
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competence. This may indicate a possible skewing of the findings that might not be
replicated in another study, and might be considered as a possible source of error, or
it could indicate the levels of global competence acquisition that are attainable by
community college students in well planned and implemented programs, in essence a
benchmark of what can be achieved. Again, the findings from the website data
source revealed a pattern of incomplete information regarding student assessments,
as was the case in the findings on research question 2. (The pattern of incomplete
information revealed in both questions 2 and 3 may indicate one potential source of
strengthening existing programs.) The overarching theme of ―Need for Multiple
Assessment Mechanisms‖ that emerged was supported by the directors‘ experiences
and the students‘ responses, and creates the opportunity for a feedback loop tied
directly to the planning processes for community college study abroad programs.
The three overarching themes that emerged from the findings in response to
the three research questions have broader implications for community college study
abroad programs, and these implications are explored in the following section.
Implications for Practice and National Policy
The purpose of this study was to examine exemplary community college
study abroad programs to explore which aspects of the programs enable students to
acquire global competence. There were several implications for practice for both
those community college faculty and administrators who have committed resources
of time, energy, funds, and are now wondering how to actually pull everything
together to form a cohesive whole. There are also implications for established study
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abroad programs at community colleges that are wondering if they should continue
to provide study abroad programs, particularly faced with overall college needs for
their time, energy, funds, and strategic vision. The implications for programs also
have relevance for national policies on study abroad, specifically at the community
college level. There is no one right answer, no one size fits all in the world of study
abroad.
The very nature of interpretive social study is that different participants
(including readers) may analyze and interpret meaning of this (and other) research
differently. It is entirely possible that readers of the study abroad directors
interviews, student responses, and website overview data sources may glean
additional, even possibly different, insights from what is presented in Chapter IV and
here. Since individual understanding is contextual, experiential, and generational
(according to Cox-Otto 2007, 2008, 2009 and NASA 2004), additional extensions
and implications are not only probable, but necessary. If each of us brings our own
sense of Dasein to our interpretation of everything, then surely the material is
enriched, as Heidegger put it: ―What is it that my own understanding can tell me
about what it means to exist? ― (Heidegger as cited in Gelven, 1989, p. 39)
Obviously, what I offer here is my own contextual understanding of the
nature of what it means to construct and structure a community college study abroad
program that is opportunity-rich in order to allow students to acquire the critical
elements of global competence.
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Implications for practice: New programs. For those community colleges
who are considering ―throwing their hat‖ into the study abroad ring, I offer strong
encouragement. Students appear to be hungry for the experiences that can only be
afforded by living and studying in a foreign country. However, based on my
findings, it appears very important to consider developing and implementing a
cohesive planning process. The first suggested prerequisite that stood out from the
findings of this research was the need for administrative support at the highest level
of the institution. While there was no particular agreement on the necessity of a full
time person in charge of study abroad, it is noteworthy, because of the emphasis the
study abroad directors gave to inclusion of the faculty perspective, that three of the
five exemplary programs had full time faculty in charge of the program. One
program had a faculty member partially reassigned, and one program had an
administrator who had study abroad as part of the administrative assignment. All the
study abroad directors who commented on the need for leadership support believed
that commitment and passion in the person in charge of study abroad was a great
indicator of how successful the program was likely to be. And all the study abroad
directors indicated that a fully reassigned faculty member was the most conducive
structure. Administrative support in the face of the various budget crises and the
possible public perception of study abroad as a ―frill‖ program was seen as critical.
“Being there” and the “Escaping the bubble effect”—Implications for
planning. Strangely, the study abroad directors and the student participants traded
places in terms of their volubility on the characteristics that afford them the
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opportunities to acquire global competence. The students were specific and detailed
about what they perceived as working and what they wanted. By and large, the study
abroad directors were more concerned that they covered everything in the planning
stages. Students, whose comments on planning really revolved around their
experiences of being literally lost in a new country, or the lack of space, or the
difficulties of living in a culture where English was not the primary language were
able to be focused on what they saw as necessary to avert the dreaded ―Bubble
Effect.‖ The monikers of ―Bubble Effect‖ and ―Being There‖ seem particularly apt
and related; they are likely ―flip sides of the same coin.‖ The image of being trapped
in a bubble, able to see what‘s going on in the environment of the host country but
being unable to participate because the bubble has trapped the student apart from the
host culture was clear and poignant. And ―Being There‖ resonated with the
interpretive social science approach of the German philosophers. The students in this
research have instinctively found their way to the reality that the student abroad
experience is one of understanding what it means to exist as a participant, rather than
an observer, of the host culture. The implication for planning may include planning
for opportunities that allow students to spend more time interacting within the host
country culture as a member of the culture rather than an observer. Opportunities
may present themselves in structured ways, including, for example, some form of
student to student interactions as was suggested by one student respondent. Other
opportunities may be included in unstructured interactions that do not take place
within a group setting, for example, attending local sporting events, social gathering
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places, taking part of everyday life as a resident of the host country away from the
all-American group. Included in this implication is the strong suggestion to highlight
both the structured and unstructured interactions that students might expect to
experience. These highlights could be included in orientations, pre-departure
meetings, and in website materials.
Need for multiple assessment mechanisms -- the assessment dilemma. The
issue of assessment was a considerable problem for the study abroad directors; they
all expressed a sort of general frustration with the assessment measures they were
currently using. The search for a single tool may be part of the problem. As College
F‘s study abroad director put it:
There are all these tools out there for assessing cultural inventory and
ethno-relative scales, and it‘s good it‘s meeting different objectives,
but you need to be doing something whether it‘s focus groups, getting
the students back together, or writing in-depth essay about some
aspects of culture.
The directors all cited different ―tools‖ including journals, mid-program
satisfaction surveys, end of program satisfaction surveys, informal chats with
students at the end of the program, formal focus groups, and quantitative instruments
to measure different elements that could be assessed through a pre and post test
design. While I can understand that the quantitative, on-line, fill-in-the-bubble type
of assessment contains all the attractive features of ease of collection, rapid returns
(hopefully), and minimal staff time to conduct, it may be that a quantitative approach
to study abroad assessment misses the mark that this experience is ultimately and
uniquely qualitative. Or perhaps a combination of both quantitative and qualitative
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assessment measures offers more insight. For each student, in every program,
different insights and measures of global competence will likely be acquired. This
may be the background of the large circle in the model of global competence and
what is missing: the individual unique lived experience of the student in the host
country (Figure 2.1). On the other hand, assessment cannot be ignored without
running the risk of program irrelevance in the era of multi-generational
communication and learning styles.
If ―Peeling the Onion‖ is an accurate metaphor for the assessment process as
suggested by one of the study abroad directors, then it might also be proposed that
study abroad assessments be designed to explore the multi-layer implications of the
students‘ knowledge, skills and experiences, and attitudinal changes. This may
suggest a customization of the assessment experience for each college, based on the
characteristics of the student population, and indeed, for each host country program
in the colleges‘ studies abroad programs. As daunting as this strategy seems, that is,
to customize an assessment measure for each program which appeals to the various
needs of the student participants, without assessment there is little likelihood of
exploring the extent of student learning outcomes and global competence acquisition.
The overarching theme that emerged in the analysis of research question three was
the ―Need for Multiple Assessment Mechanisms.‖ I suggest that assessment
measures may be most efficaciously designed when the study abroad directors are
planning the program in conjunction with the cultural component. Looking at each of
the elements of the cultural experience that is crafted for each program could lead to
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an assessment measure, or several measures repeated over the course of the study
abroad experience.
Implications for practice: Existing programs. For those community
colleges that already have study abroad programs, it may at first seem that the
implications suggested have no apparent connection to those programs, but the study
abroad leaders might consider a philosophical ―tune up‖ of the program just to check
that all levels are still achieving the specified goals. Specifically, how do existing
programs communicate with potential study abroad students? If the existing
programs depend on handouts, flyers, posters, and other text-heavy message forms,
the findings suggest that these may not be as effective as hoped. The findings further
suggest that the majority of the students who are the target audience for study abroad
programs want the information quickly and delivered in multiple mediated
communication channels. If the standard is web-based text, with linked pages and
pages of material, important and interesting material, directors of existing programs
may wish to ascertain if students are actually accessing the information.
Technologically mediated messages may offer an additional way to appeal to
generational expectations for information. Based on the success of the embedded
video in one of the participating college‘s website, future mediated messages may
include short videos, YouTube and QuickTime movies, podcasts, and other
presentational formats that arise to populate the electronically connected student. To
initiate and maintain these new technologies will require resources, human as well as
monetary, that many community colleges are woefully short of during strained
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economic times. However, technological additions to traditional text-based messages
may offer a great return for the effort and the resource expenditure that may be
required, at least initially.
Implications for national policies. I grounded this study on the 2005
Lincoln Commission Report on Study Abroad and the recommendation that by the
academic year 2016-2017 the United States should have one million college students
studying abroad each year. The work currently in progress in the Office of Post
Secondary Education recognizes the need for global competence acquisition by
college students must be supported in concrete and specific ways if the
Commission‘s recommendations are to be implemented. The recognition that
community colleges need to be a substantive partner in the mission of global
competence acquisition is an encouraging development coming from the Simon
Commission report and the Foundation Act, and supports one of the key arguments
for significance that supported the framework of my research. Some implications for
national policy have been realized through the establishment of the Senator Paul
Simon Study Abroad Foundation, which was passed by Congress on June 10, 2009.
The Simon Act sets the goal that in ten years' time at least one million American
college students from diverse backgrounds will study abroad annually in locations
across the globe, with an emphasis on destinations in developing countries. To
achieve this goal, the legislation establishes an innovative new structure that will
provide financial support to students to study abroad, while at the same time
requiring U.S. higher education institutions to address the on-campus factors that
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currently impede students' ability to study abroad. The legislation authorizes
$40,000,000 in funding for fiscal year 2010, and $80,000,000 for fiscal year 2011.
This bill passed with one minor change that was incorporated as a result of an
amendment offered by the bill's sponsor, Representative Berman (D-Calif.). The
amendment added language to mention 4-year colleges and universities at the end of
Section 705(b)(2). That language now reads:
through responsive, flexible grant-making, promote access to study
abroad opportunities by United States students at diverse institutions
of higher education, including 2-year institutions, minority-serving
institutions, and institutions that serve nontraditional students, and 4year colleges and universities demonstrating an institutional
commitment to increasing study abroad participation (NAFSA,2009).
Additional implications for national policy might include:
1. Creating implementation mechanisms for the Simon Foundation that
respond to differences in regional awareness of the value of study abroad
programs to the community and country generally. This would embed
support for the concept of global competence and encourage development
of ―Enlightened Leadership‖ in community colleges.
2. Establishing a nationally applicable and accepted definition of global
competence with suggestions for program objectives would contribute to
increased successes in both planning and assessment of study abroad
programs. Community colleges do not need additional regulations and
mandates; they know how to design and deliver effective academic
programs. But general parameters of what students should have acquired
in terms of global competence as a result of the college‘s study abroad
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program would be of benefit to all study abroad programs, and strengthen
both planning efforts and outcomes assessments (―Continuous
Improvement Planning,‖ ―Need for Multiple Assessment Mechanisms‖).
3. Explicating the need for and value of study abroad for community college
students to community college trustees, chancellors, presidents, provosts,
and other upper administrators to encourage the development of
―Enlightened Leadership‖ in community colleges and support the
overarching theme of ―Opportunities—Providing, Perceiving, Taking
Advantage.‖
4. Encouraging awareness of study abroad in faculty members at community
colleges and supporting faculty efforts to explore possibilities for their
own professional development to support student success goals. At one of
the exemplary programs reviewed in this study, it is part of the college‘s
procedures to interview full time faculty applicants regarding where the
candidate sees her/himself contributing to the college‘s study abroad
culture. The inclusion of the sensibility around the need for global
competence is part of that college‘s culture and identity and obviously
supports the ―Awareness and Acknowledgement‖ of not only the
students, but also the administration and faculty.
5. Establishing community college consortiums and supporting their
participation in national organizations for the purpose of information
sharing, including program structures, planning agendas, student
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assessment mechanisms, and other planning and assessment strategies
(including technological strategies). These steps would support the
themes in planning (―Continuous Improvement Planning‖ and ―Planning
for Common Student Transitions‖) and in assessment (―Multiple Paths to
Assessment‖ and ―Need for Multiple Assessment Mechanisms‖) revealed
in this research, as well as create forums for community colleges to share
insights and strategies for achieving contextually appropriate
communication with the various audiences. In this way community
colleges could maximize global competence opportunities and help craft a
cohesive consciousness regarding global competence and the role that
community colleges have to play for the good of the nation. This support
structure would also help colleges counter the problems identified in
―Static Presentation in Communication Channels,‖ help maximize student
perception of their opportunities (―Being There‖ and ―Escaping the
Bubble Effect‖) and prevent some of the ―Communication
Disconnection‖ revealed in this research.
Personal Insights and Recommendations
The interpretive philosophy does not lead to specific recommendations or
directed implications, as the goal is for understanding not necessarily directed action
plans. However, as a practical outcome of applied leadership, I find my interest and
outlook linked to the immediate and practical applications of the results of this
research. The process of designing and conducting this research has led to some
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personal insights and helped me formalize my thoughts into a series of working
recommendations that are guiding our collaborative efforts to improve the study
abroad program in the Los Rios Community College District. I am at heart a
quantitative researcher who became convinced of the value and richness of the
qualitative contribution to the depth of this particular research. I essentially learned
the value of hearing, not just measuring. Additionally, examining the literature on
self directed learning supports my interest in the study abroad educational experience
for the community college student. When a student is far away from home and the
normal college and home support structures, the student becomes far more in charge
of her learning than is the case at home. Study abroad students must take charge of
their educational experience in order to get the knowledge, skills, and experiences
that influence attitudes and indicate the acquisition of global competence. Study
abroad challenges, tests, and ultimately empowers students who participate, learn,
and grow as a direct consequence of the experience.
My theoretical and practical insights gained from the research were an
expanded understanding how the planning, actualizing, assessing and then adjusting
the next program is a continuous loop, with each element influencing and
restructuring the next element. I have represented the process in Figure 5.1,
Implications for Practice. Starting at the Program Location circle, the specific
elements of global competence need to be refined and embedded in the consideration
of host country and culture where the study abroad program is to be located. The
Program Location considerations will impact the planning process in the next circle

204
in terms of both the academic program (i.e., what knowledge elements will be
highlighted in the curriculum) and the residential program (i.e., where, how, and with
whom will the American students live). These two major components of the study
abroad program are linked by the opportunities offered through structured and
unstructured (or perhaps formal and informal opportunities is a more relevant notion)
interactions that support skills and experiences related to global competence. Once
the program has been conceptualized in the specific location and the planning for the
program elements is delineated Message Design must be considered. Given the
current research on generational communication and learning preferences of students
of differing ages, it becomes critical to carefully design multiple types of mediated
messages using traditionally academic and currently popular channels of
communication. Once the various channels of communication are identified and
available Opportunities need to be highlighted. In those carefully designed messages,
the knowledge elements, expected skills, anticipated experiences, and probable
attitudinal changes need to be highlighted so potential students and their supporters
have a clearer picture of the opportunities that can be anticipated, and current
students have a point of reference for the experiences they are engaged in while in
the study abroad program. Highlighting opportunities can offer students additional
methods to become more actively engaged in their own self directed learning while
also creating and incorporating visual, written, and interactive records of the study
abroad experience from the students‘ points of views. These electronic,
photographic, textual, auditory, and visual records can add context and content to the
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study abroad materials for use with future programs. The next component in the
process is that of Assessment and Adjustment. The faculty and administrators
charged with the responsibility for program review and improvement must assess the
students‘ levels of global competence acquisition which in turn allows for adjustment
of the next program. Global competence acquired through specific and detailed
student and program learning outcomes allow for the continuous program
improvement looping that will strengthen the next program and the continue the
cycle of adjustment and improvement.

Implications for Practice

Opportunities
Highlighted
Knowledge,
Skills &
Experiences,
Attitudes

Message
Design

Planning

Multiple
Channels

Academic
Residential
Cultural

Study Abroad
Program

Assessment &
Adjustment
GC Acquisition
SLO’s

Program
Location
Specifics
Of GC
Refined

Figure 5.1 Implications for Practice
While recommendations are suggestive in an interpretive philosophy, the
reality is that study abroad directors, administrators, faculty and students live in a
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pragmatic world, and the need for sharing practical and useful information is critical
to the success of programs. The patterns and themes that emerged from this research
support concrete practical recommendations. In my experience, the need for
Enlightened Leadership is the first critical element. Without the conviction of the
very highest administrative and governing levels, chancellors, presidents, elected
board members, and key faculty that study abroad meets basic and critical student,
college, and educational, and national goals, study abroad programs cannot succeed.
The commitment from the most critically influential members of a college
community gives a level of support that allows a study abroad program to flourish,
even in difficult economic times. This is the very essence of ―Enlightened
Leadership;‖ the institutional leaders who champion, support, and believe in the
goals of study abroad and actualize that support with resources and time to allow the
students to have the experience. My recommendation is that the institutional
commitment be formalized into the college mission and vision statements, embedded
in official governance policies, and that the commitment be nurtured in the
administrative, faculty, and student leadership so that commitment becomes part of
the college‘s culture. Once the institutional culture values the opportunities that
study abroad programs can offer to the students and faculty, there are specific steps
that community colleges need to engage in order to make study abroad a viable part
of the college programming structure. Finding ways to help students take advantage
of study abroad programs must include financial assistance, appropriate and relevant
academic scheduling, and counseling and student support services. These are the first
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minimal steps, and college partners, foundations, scholarship organizations, and local
business and governmental supporters all need to be integrated into a vital and steady
supportive structure. Likewise, students themselves need to be encouraged to
anticipate a study abroad experience as part of a general education foundation.
Study abroad cannot be restricted to the students who are able to access adequate
financial and emotional resources. Unless study abroad can be democratized and
made accessible for the majority of the student body, colleges are failing in their
responsibility for supporting the national goals of achieving global competence
levels in college graduates to better meet the national security needs of the country.
Practically this requirement for access may lead colleges to innovative study abroad
structures including shorter focused trips or trips that have on campus beginnings
and conclusions.
Implications for Further Research
The purpose of this study was to examine how exemplary study abroad
programs at community colleges provided opportunities for their student participants
to acquire a level of global competence through participation in study abroad
programs. I built on the work done by Hunter, Kitsantas, Medina-Lopez-Portillo,
Raby, Tarrow, Robinson, and others working in the field of study abroad research.
As is the case with much interpretive research many possibilities for extended
research are raised, and additional opportunities for further research related to global
competence acquisition have been highlighted by my work. These future research
opportunities might include:
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1. Global Competence and Component Elements - Exploring each of the
three component parts of global competence (Knowledge, Skills and
Experiences, and Attitudes) could contribute to improvements in both
planning and assessment that would have relevance and practical
application for community college purposes; exploring optimal contexts
for global competence acquisition, and examining the relationship of a
program‘s residential, academic, and cultural components in relation to
global competence acquisition would have additional applications for
planning and assessment.
2. Planning - Analyzing how study abroad program planning is impacted in
financially difficult circumstances; focusing on planning for ―Common
Student Transitions‖ and representing those transitions in the program
materials.
3. Faculty – examining protocols and training necessary to prepare
community college faculty to teach successfully in study abroad programs
which would explore the pattern of ―Faculty Perspective.‖
4. Program Improvement - Exploring the implications for creating feedback
loops from program assessment data into continuous program
improvement planning. These implications could include an examination
of point in time assessments as well as pre-program departure meetings
and orientations.
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5. Message Design - Evaluating how study abroad programs communicate
messages and examining mediated messages with regard to presenting to
potential students opportunities to acquire global competence measures
during the study abroad program. Additionally, future research could
focus on the emerging field of generational communication preferences
and the implications for study abroad mediated message design. More
research on message design and delivery modalities would help extend
the insights on the overarching theme of ―Communication
Disconnection.‖
6. Assessment - Investigating program assessment mechanisms used before,
during, and after the study abroad experience to gauge levels of global
competence acquisition, and assess how those mechanisms might be
improved to allow for continuous program improvement. This research
could include components of pre-departure student assessments compared
to post-return assessments of the same students. Additionally, examining
national consistent outcomes assessment processes would have
implications for existing and proposed programs.
7. Replication – A possible avenue for future research might include
replicating this research but use auditors of different generational
communication preferences to analyze mediate messages.
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Final Thoughts
At the beginning of this research project, I had the vague idea that the
exemplary programs held the one best practice for a thriving, relevant study abroad
program for global competence acquisition, and that I could mine each of these to
cull out the single best practice for study abroad, which the rest of the community
college programs could simply adopt. After all, reinventing the wheel is both time
and resource wasting, and antithetical to the process of education. However, I found
that no such thing exists. There is no one best practice, or standardized program
structure that will be a model for all other study abroad programs. But there is
relevance and value for community colleges that are planning to start study abroad
programs in the experiences of those who have excelled in the field. Likewise, there
is relevance and value for established study abroad programs to learn from others in
the field and to pool knowledge in order to make all programs stronger and more
valuable for the students. But I feel that the time has never been more urgent than in
our current world to insist that our nation, through its colleges, produce graduates
whose context of understanding and actions is multicultural, global, and appropriate.
While there is always a delicate balance between the needs of the overall community
college to provide education to all, and the importance of educational breadth, I urge
my colleagues to continue to make the case for study abroad. More simply, a college
can always find a need for another basic composition class, or pre-algebra course,
but once the opportunity to study in the summer in South Africa, or spend a semester
in China or Germany is lost, it will take more time, energy, and commitment to get it

211
started again. Those faculty and administrators who toil in relative isolation from one
another need to come together in some less than structured manner—the cost of
conferences is sometimes prohibitive in terms of resources, both financial and time,
and joining organizations, while a good first step, means that there‘s all the
organizational structure, including membership requirements, and usually dues. But I
know that there is talent, passion, and commitment out there that we can collectively
tap and share, even if it is regional, sporadic, and through a social networking
system. The challenge to us all is to find those multiple ways of joining together and
sharing our knowledge resources for the good of our students, our colleges, our
communities, and our country. The late senator Paul Simon of Illinois put it most
eloquently:
We need a group of academic leaders to challenge us, to make us
dream, to lead us to sacrifice a little for the long term benefit of our
nation and our world. (Forum, 2004, p. 2)
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APPENDIX A

Northern California Study Abroad Consortium (NCSAC)
Contra Costa Community College District, Los Rios Community College District,
San Mateo County Community College District, Sonoma County Junior College District

Articles of Operations
As of December 2007

I.

Mission
The mission and purpose of the Northern California Study Abroad Consortium

(NCSAC) is to promote opportunities for California community and junior college
students to live and study in a foreign culture in order to achieve personal growth and
development, and acquire global competence through the experiences gained in
study abroad. The partners of NCSAC recognize the need for our students to acquire
knowledge, skills and abilities, attitudes, and global competencies that allow them to
become global citizens while contributing to the economic, social and political
success of their communities. NCSAC is also committed to providing global
learning opportunities for faculty and staff, and undertakes development
opportunities for faculty in order to support goals on internationalizing the
curriculum of our institutions to institutionalize concepts regarding the
interdependence of the global community.

II.

Structure
NCSAC is the organization by which the partners and associates meet the goals

of the mission and serve the needs of students. NCSAC is comprised of partner
community college districts, and associate community colleges. Each NCSAC
partner commits to having an administrator in charge of the program and for multi-
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college districts, an administrative support/contact at each college. Each NCSAC
partner agrees to have administrative clerical support for the program. NCSAC may,
at some point in the future, enact a formal structure of organizational dues which
would be the responsibility of all full and associate partners.
NCSAC retains and pays for the services of an outside Consortium
Administrative Assistant who acts as the NCSAC liaison to the vendors, maintains
the student data file and class lists in addition to Consortium records, and facilitates
communication among the members of NCSAC.
The typical functions performed by the NCSAC Administrative Assistant include
but are not limited to: taking and maintaining the minutes for NCSAC; maintaining a
consortium calendar and assisting in setting deadline dates; maintaining a consortium
directory and faculty contact information sheets per program; reviewing and
proofing promotional and application materials for the vendor; gathering and
compiling details for consortium promotional purposes (class schedule,
transferability, course descriptions, faculty biographies, class preference forms);
creating/updating appropriate statistical report forms; at applicable times, collecting
and compiling weekly student statistics, including class preferences/selections and
program options; tracking class numbers to avoid class overloads (and order of
clearance for waitlisted students); submitting class status reports and class lists to
administrators, assistants, participating faculty and vendor, when appropriate;
submitting option statistics to vendor at intervals; for pre-departure/orientation
meeting – coordinating details/materials with/for the vendor, preparing name tags
and students‘ class schedules, and distributing these materials; keeping the program
assistants, faculty and administrators apprised of changes in work or additional work
that needs to be done.
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III.

Partnership Status
There are currently four partners in the NCSAC: Contra Costa Community

College District, Los Rios Community College District, San Mateo County
Community College District, and Sonoma County Junior College District. Full
partners must have institutional backing and administrative support and participate in
all aspects including (a) student recruitment, (b) faculty selection, (c) program and
course development, and (d) program review and assessment.
Full partners (requirements)
Designated office
Designated administrator
Designated classified/clerical support staff
Faculty representation (as dictated by individual partners shared
governance structures)
Responsible for foreign language instruction on a rotating basis
Responsible for hosting the consortium pre-departure/orientation
meetings on a rotating basis
Contribute to the financial support of the NCSAC administrative
assistant.
Associate colleges (requirements)
Associates may be invited by the current full partners to participate for two
semesters as associate colleges. The responsibilities of associates include:
Attendance at NCSAC meetings for one academic year and
participation in discussions
Active recruiting of their students for one academic year
Liaison contact person
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For 2008-2009, the first two associates, College of Marin and Butte Community
College, will pilot the process. At the end of the two semesters, the partners will
evaluate the associates‘ participation and the effect on the NCSAC organizational
structure and goals. The partners will reach consensus on reorganization of the
articles to include the option of additional partners.

IV.

Operations

The academic offerings for each Study Abroad program are determined by the
NCSAC administrators based on the offerings of the faculty brought forward for
consideration. The process for each semester program is the same. Faculty from each
NCSAC partner are invited to apply to teach in specific programs at specific
locations, including, but not limited to, London, UK; Florence, Italy; Paris, France;
Madrid/Granada, Spain; and Beijing, China. The faculty must address several criteria
in their proposals including:
Relevance to the geographic site
Ability to teach in a traditional classroom without technological support
beyond an overhead projector
Proposed classes must be transferable to the California State University
(CSU) and University of California (UC) systems
Proposed classes that meet specific CSU and UC lower-division General
Education (GE) requirements are preferred
Proposed classes that meet local graduation requirements at the associate
degree level are preferred
Proposed classes must be primarily lecture, although some studio art classes
have been accommodated in the London, Paris and Florence programs, and
limited physical science and math classes have been scheduled in previous
programs.
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If language instruction is not provided by one of the partner faculty, each
college/district agrees to pay for local language instruction on a rotating
basis (as permitted by college catalog). Local language instruction is
coordinated through the vendor organization, and the college responsible for
the instruction has responsibility for all fte, wsch and productivity.
The NCSAC administrators then select the faculty proposals which best meet the
goals and mission of the program and have the most appeal for students since
recruitment is a critical component of successful Study Abroad programs. Generally,
each partner has one faculty proposal selected per program.
Once a program is determined, all partners open the application process, usually
nine to 10 months prior to the beginning of the program, in order to allow two
semesters of recruiting for the program All NCSAC partners agree to open the
application process at the same time. All NCSAC partners agree to the same
procedures for time and date stamping student applications.
Each partner will assume an equal share of consortium paperwork (e.g., printing
non-vendor promotional and home campus registration materials, and processing
program application and cross-registration materials in a timely manner.)
Priority Application and other Deadlines dates are determined, well in advance of
the beginning of the programs. Through the Priority Application Deadline, each
partner college is guaranteed a minimum of 20 spaces and students are guaranteed
seats, on a first-come-first-served basis, in home campus classes. All applications
received after the Priority Application Deadline are then placed in order of date and
time received regardless of home campus.
NCSAC administrators meet at least once a semester during the academic year
and usually once during the summer depending on the needs of the program. At the
meetings general business is conducted as well as program proposals, recruitment
and retention techniques, and other NCSAC related concerns. At some meetings, the
administrative clerical personnel are needed to conduct the business of the
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consortium and it is expected that partners make arrangements to ensure
participation.
Each partner, on a rotating basis, is responsible for hosting the consortium predeparture/orientation meetings, which are held approximately two weeks prior to the
non-tour departure date of each program.
Associate recruitment will proceed in the following manner. The two partners
with the lowest enrollment in the previous program at the program site (i.e., London,
Paris, Florence, Spain), will be the ―home‖ college for students from the associate
colleges. Those students will be allowed to choose their ―home‖ college affiliation,
and will be enrolled under the same procedure as any other student affiliated with the
―home‖ college. The NCSAC administrative assistant will keep a separate record of
the associates‘ students for purposes of tracking recruiting efforts.
The two partners with the highest enrollment in the previous program at the
program site, will have right of first refusal to add faculty if the program recruitment
warrants additional course offerings.

V.

Changes to the Articles
Changes to these articles can be made at any regular NCSAC meeting when

the majority of the partners agree.

VI.

Program Rotation
Semester NCSAC Programs will follow the rotation according to this
schedule:
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Term

Number of Programs

Locations

Fall 08

2

London and Spain

Spring 09

1

Florence

Fall 09

2

London and Paris

Spring 10

1

Florence

Fall 10

London and Spain

Spring 11

Florence

Northern California Study Abroad Consortium Student Learning Outcomes
1.
2.
3.
4.
5.
6.

Global Competence
Personal Growth
Continued Interest in Travel
Knowledge Acquisition
Development of Skills and Experiences
Attitude Enhancement and Change

1. As a result of participating in the Study Abroad program, the student will be
able to contextually appreciate, analyze, and articulate global competence.
2. The student will be able to successfully live and thrive in a culture not the
student‘s own and grow individually and personally from the experience.
3. The student will incorporate an interest in international travel into the
student‘s lifelong learning plan.
4. The student will incorporate specific cultural, geopolitical, economic, and
social knowledge into academic and personal contexts.
5. The student will develop skills to appreciate visual, historical and experiential
cultural products of cultures different from the student‘s own.
6. As one consequence of participating in the Study Abroad program, the
student will question, analyze, and potentially change attitudes about the host
culture that the student had prior to the experience, and this attitudinal
analysis will result in less ethnocentric behavior.

