CHAPTER 36

Study Abroad and Global Citizenship:
Paradoxes and Possibilities

Grahbam Pike and Mackenzie Sillem

At first glance, a study abroad experience would seem an ideal pathway on the
journey to becoming a global citizen. What better way to develop intercultural
competence and a global mindset than to fully immerse oneself as a student
in another country, with all the associated demands of having to live, work
and play amidst cultural, educational and social systems that are different from
one’s own? For some students, study abroad can indeed be a ‘life-changing’
experience, a transformative journey that triggers a period of self-reflection and
analysis thereby fomenting the development of skills and understanding neces-
sary for global citizenship. For others, study abroad is far from transforma-
tional and can, at worst, lead to a reaffirmation of the superiority of one’s own
cultural viewpoints. In this chapter, we will examine some paradoxes of the
study abroad experience and suggest some possible strategies for enhancing
the likelihood of a pathway to global citizenship. In so doing, we acknowledge
that the concept of global citizenship is complex and contested. To provide
context for this chapter, we offer Byers’ (2005, 9) definition:

Global citizenship empowers individual human beings to participate in decisions
concerning their lives, including the political, economic, social, cultural and
environmental conditions in which they live. It includes the right to vote, to
express opinions and associate with others, and to enjoy a decent and dignified
quality of life. It is expressed through engagement in the various communities
of which the individual is a part, at the local, national and global level. And
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it includes the right to challenge authority and existing power structures — to
think, argue and act — with the intent of changing the world.

The term “study abroad” is generally understood around the world but is
subject to a range of meanings and interpretations. For the purpose of this
chapter, we are adopting the Canadian Bureau for International Education’s
definition:

Study Abroad: An umbrella term referring to any for-credit learning activ-
ity abroad including full degree, exchange and Letter of Permission programs
as well as experiential or service learning abroad for credit (CBIE 2016).

Included in this definition would be internships, practicums, field schools
and study tours of any length, as long as they are for credit, but not volun-
teer or work placements or independent travel experiences. Even within this
definition the range of possible experiences is vast, in terms of factors such
as duration, degree of challenge and potential outcomes, adding to the com-
plexity of determining the relationship between study abroad and global cit-
izenship. Discussion of these, and other, factors will form the basis of this
chapter, with a principal focus on study abroad in higher education.

Implicit in this definition is the idea that students will study abroad for
a relatively short time and transfer the credits gained back to their home
institution, from where they will graduate; it does not refer to the increasing
number of students worldwide who decide to leave their home country and
pursue their education elsewhere. The former is principally a global North
phenomenon, while the latter is largely a movement from the global South—
an issue to which we will refer later in the chapter.

JOURNEY OUTWARDS, JOURNEY INWARDS

Support for the value of study abroad is growing among leaders in educa-
tion, government, business, and commerce, not only for the perceived
development of global citizens but, more practically, for the enhancement
of a wide range of desired employability skills. In many countries, the mes-
sage is being heard. A recent report (Gribble and Tran 2016) commissioned
by Universities Australia claims that 16.5% of the 2015 graduating domes-
tic undergraduate cohort have studied abroad, up from 12.3% in 2011.
Among some European nations, study abroad rates are even higher, fueled
by ERASMUS—the world’s largest student mobility program, launched in
1987—and facilitated by the introduction of the Bologna Declaration in
1999. In Germany, 29% of all undergraduate students and 41% of all mas-
ters students had participated in a study abroad experience on completion of
their degrees in 2013 and the government has set a target of 50% participa-
tion among university students by 2020 (Gribble and Tran 2016). In Canada
where, by comparison, the number of study abroad participants remains low
at about 3.1% of university students per year, the Canadian Bureau for Inter-
national Education is garnering support from government and the private



36 STUDY ABROAD AND GLOBAL CITIZENSHIP: PARADOXES AND POSSIBILITIES 575

sector to implement the recommendation of the government’s International
Education Advisory Panel to provide 50,000 study abroad awards annually
(McBride 2016).

Beyond the rhetoric and the numbers, questions abound regarding the
true value of a study abroad experience, especially in terms of its relationship
to global citizenship. In addition to the issues addressed in this chapter, other
pertinent questions include:

e How does a student’s motivation to study abroad, embedded in a com-
plex web of personal, family and socioeconomic factors, impact their
learning from the experience?

e What is the impact of study abroad marketing, often couched in terms
of exotic adventures and ‘doing good’ in the world, on participants’ atti-
tudes, perceptions and eventual learning (Zemach-Bersin 2009)?

e What kind of preparatory learning is required to equip students with the
ability to transform a fleeting emotional response to cultural difference
into a more refined and reflective platform for intercultural understanding?

e What should be the key components of a study abroad experience in
order to engage students’ critical thinking skills and nurture a commit-
ment towards responsible social action?

e How, in short, can we best ensure that the journey outwards, to a new
nation, culture and landscape, becomes also a journey inwards, to a
deeper understanding of self and one’s relationship to the wider world
(Pike and Selby 1988)?

Perhaps an even more critical question is whether study abroad is defen-
sible, from a global citizenship perspective, if it is available only to an elite,
and privileged, minority (Picard et al. 2009; Green et al. 2015). While gov-
ernments and international education advocacy organizations continue to
promote study abroad, many higher education institutions are turning their
attention and resources to ‘internationalization at home” on the grounds that
the majority of students—even in the most optimistic study abroad growth
scenarios—will probably not be able to enjoy a study abroad experience. Is
study abroad a twenty-first century manifestation of the seventeenth century
Grand Tour, undertaken by aristocratic Europeans to further their liberal
education and reaffirm their position in society? We shall return to the issue
of privilege later in the chapter.

SENSE OF BELONGING

Global citizenship education is an ontological activity (Lilley et al. 2015), and
study abroad experiences are unique in their potential as opportunities for
students to define who they will become. Whether or not a student resists
or embraces global citizenship will depend on their development readiness
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(Jones 2008). During their sojourn, students may begin to question their
identity and discover that they are unprepared to shift their social identifica-
tion from their in-group (nationality, or home culture) to an outgroup (host
culture or global community). At a memorable study abroad debrief one of
our students responded to the question “What did you learn?” by replying:
“I learned I do not belong here and I really only belong at home.” (personal
communication, May 17, 2001) Her statement demonstrates that rather than
finding their place in the world, students can return from study abroad with a
stronger sense of identification with their home culture (Savicki 2012).

The word ‘belong’ describes the affinity a person has for a specified loca-
tion or environment. It implies a relationship with a place or, in the context
of a study abroad experience, a cultural identity. Paradoxically, the chal-
lenge of fitting in with cultures different from those we were raised in can
strengthen a sense of belonging to one’s own culture(s) (Osland 2000).
Through immersion in another culture, study abroad requires students to
relate themselves to a group or a nation to which they do not belong (Allport
1954). This experience of marginality is a critical foundation for intercultural
empathy. It is also necessary to develop the ability to construct an identity for
oneself that is flexible enough to accommodate a pluralistic existence, a hall-
mark of a global citizen (Bennett 2012; Lilley 2014). However, if students
do not understand their own cultural identity as part of the fabric of a global
community prior to their study abroad experience, the challenge to become
a member of what was previously an outgroup can confuse their develop-
ment of self-identity. Rather than embrace their newly expanded vision of
the world, students may conclude they do not belong and reject engagement
beyond the cultural borders of “home.”

A student’s sense of marginality, more often described as culture shock
or cultural transition, is constructive in the sense that the student is actually
experiencing the dissonance created by exposure to other ways of existing in
the world. As students move through their experience abroad and reach out
to develop relationships with cultural others, those relationships can act as a
mirror, reflecting back an image of oneself in addition to an image of how
one is seen by others (Killick 2012). This reflection can also reveal cultural
differences previously unseen or deemed insignificant. However, if students
are unable to grasp more than a shallow understanding of cultural differ-
ences, the cultural commonalities that allow students to see themselves in the
other may be obscured. Overwhelmed by their perception of the threat that
differences pose to their identity, the cultural immersion of a study abroad
experience can lead students to develop a more polarized view of the world
(Hammer et al. 2003).

A study abroad experience allows for the development of a more eth-
norelative (Bennett 2012) mindset which can lead students to struggle to
find an authentic cultural home in a global community (Coryell et al. 2014).
Students who have previously had a monocultural socialization and then
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experience alternative ways of knowing and being (Hammer etal. 2003)
through study abroad may develop a more sophisticated view of the world
that brings about the need to make choices, potentially changing their cul-
tural identity. In the ongoing process of becoming, students have to decide
which values, ideas and behaviors of their home culture need to be challenged
and which elements of their host culture they would be well served to adopt
(Osland 2000).

Those who identify strongly with a nation may wonder how they can
maintain their allegiance to their national community (Davies and Pike 2009)
in light of an expanded view of the world and a newly formed relationship
with another or multiple nations. To acknowledge that other ways of know-
ing and being in the world have validity can threaten a sense of nationalism.
Students coming to a study abroad experience steeped in messaging about
the superiority of their own culture may not be motivated to give up their
allegiance to a nation that they believe to be the best. For study abroad to be
a transformative experience, students must first be motivated to move beyond
their comfort zones and step outside established communities in order to
experience disequilibrium and develop synergy with their new environment
(Kolb 2015). For study abroad to provide global citizenship education, stu-
dents’ efforts to cultivate relationships with a global community need to be
both supported and legitimized (Killick 2012).

MANAGING Risk, CONTROLLING LLEARNING

In a world in which threats to personal safety and security have become
increasingly unpredictable, it is not surprising that educational institutions are
devoting more attention to risk management and mitigation in their study
abroad programs. While the concern for personal well-being is of paramount
importance, the impact of risk management strategies on students’ learning
needs to be explored if the potential of study abroad for global citizenship
education is to be fully understood. Learning theories, within and beyond
the student mobility literature, suggest that more profound personal learning
happens when the learner is in intellectually or emotionally challenging situ-
ations, where she finds herself outside her comfort zone (Killick 2012; Lilley
ctal. 2015). Study abroad has significant potential for giving rise to a vast
array of challenging situations, from the mild to the severe, simply due to
the fact that participants are living and working daily outside their comfort
zone. To some extent, the degree of challenge will be mitigated by partici-
pants themselves, depending on their preparedness to take personal risks in
the choices they make in any situation: the student who ventures off alone
to explore an unknown city neighborhood will expose herself to potentially
greater challenges than her peers who stick together as a group in the city
center. However, the degree of challenge will also be established through
key decisions made by administrators and organizers in the home institu-
tion, including such factors as the location and duration of the study abroad
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experience as well as the level of preparedness of participants, the degree to
which they are supervised and the sophistication of emergency plans.

Study abroad research reports consistently show that students from OECD
countries have a strong preference for study abroad destinations in similarly
developed countries (Macready and Tucker 2011). There are many reasons
for such choices, including the similarity of academic programs and ease of
credit transfer, fewer communication challenges (especially the likelihood
of one’s own language or English being understood), familiarity with the
logistics and services available in the country (e.g., travel systems, standards
of accommodation, leisure opportunities), and perceived levels of safety and
security. Such choices generally limit the degree of emotional and intellectual
dislocation that participants are likely to experience. The field school or field
study experience, in which groups of students are led on study tours by their
professors, add further layers of comfort through creating a group of like-
minded traveling companions to whom one can retreat when the sense of dis-
location becomes too severe. Duration is another key factor: despite research
to indicate that short-term experiences can be as effective in achieving cer-
tain goals, such as intercultural development and personal growth, as semes-
ter- or year-long study abroad experiences (Chieffo and Griffiths 2009), the
full impacts of culture shock are more likely to be felt during a longer period
abroad when the comforting thought of returning home remains in the dis-
tant future.

If deep learning requires a feeling of disequilibrium (Killick 2012), the
paradox would seem to be that a stronger focus on personal safety, security,
and support will limit the personal insights to be gained from addressing
the mental destabilization that helps us to reshape our understanding of the
world. As Barnett (2004) suggests, as we encounter more descriptions of the
world, often in conflict with the stereotypes we hold, we become less certain
about our prior interpretations and begin to see our vision of the world as
fragile and always contestable. Such uncertainty is a precursor to the intel-
lectual adjustment that needs to take place in the emotional transition from
national to global citizenship, the shifting of allegiance and identity from a
single country focus to a framework that views that country and all its values
in a broader context.

It is generally accepted that the purpose of higher education is to pro-
mote deeper learning, including analytical and critical thinking. Students
are encouraged to experiment with ideas, to take risks and develop more
sophisticated insights into self and society. Study abroad would certainly be
considered by most to contribute to that purpose. However, the increasing
focus on risk management, alongside the growing trend in higher education
toward the development of measurable learning outcomes (Barnett 2004),
would seem to limit the learning potential of study abroad experiences. Pro-
found learning often comes from the unplanned encounter, the multisen-
sory onslaught for which no pre-departure briefing can adequately prepare.
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Such encounters cannot be predicted, but their likelihood can be enhanced
or diminished through the decisions taken in planning and implementing the
study abroad experience. Of course personal safety has to be a primary con-
sideration and sound planning and preparation are vital in order to mitigate
the risks; however, the study abroad experience that incorporates higher lev-
els of personal comfort and security, perhaps in order to attract greater par-
ticipation, is less likely to achieve the depth of learning, or the sense of social
responsibility, that the global citizen requires.

This paradox generates some awkward decisions for study abroad admin-
istrators. While it would be irresponsible for any educational institution to
condone a study abroad program that knowingly places participants at risk
of personal harm, a primary focus on risk management can severely limit
participants’ learning potential. Gorski (2008) argues that few administra-
tors are likely to make choices that will leave themselves and their institutions
vulnerable but, in choosing the more secure options, they fail in their duty
as intercultural educators to challenge existing norms and dominant power
structures. The fact that study abroad mobility patterns show a majority of
students moving from North to North (Macready and Tucker 2011) is disap-
pointing; the likely impact of an increased focus on risk management reinforc-
ing this trend is troubling for the development of future global citizens.

REPRODUCING PRIVILEGE

In societies where the dominant educational paradigm is to graduate stu-
dents to compete in the global marketplace and where travel is seen as a lei-
sure activity or as an opportunity to enhance their employability profile, study
abroad may be catering to students as global consumers rather than develop-
ing them as global citizens (Lewin 2009; Lilley 2014 ). From the perspective
of global citizenship, we are obligated to explore the question of how study
abroad programs engage students in critical thinking and nurture a commit-
ment toward responsible social action, ultimately contributing to a more just
global community. Unfortunately, students’ sense of superiority of one cul-
ture over another may not be challenged and study abroad curricula are often
silent on issues of systemic discrimination against non-Western ways of know-
ing and being. Despite the fact that a majority of study abroad participants
come from white, privileged backgrounds (Green et al. 2015), students often
do not expect to analyze, nor are they asked to become more aware of and
understand, the implications of their own power and privilege through their
study abroad experience. The focus on increasing study abroad participation
rates in developed countries may, in fact, lead to a sense of justification, and
a reproduction, of existing patterns of power and privilege in the global com-
munity (Gorski 2008).

Study abroad is built upon the premise that the “other” exists primar-
ily outside of the boundaries of one’s own country. As previously discussed,
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one of the strengths of study abroad is that it provides students exceptional
opportunities to “become” themselves. However, those who come from
more powerful and privileged backgrounds tend to be in control of the rules
for engagement in a cross-cultural interaction, which may require already dis-
enfranchised participants to render themselves even more vulnerable. While
engaging in cross-cultural dialogue seems to be a logical and beneficial activ-
ity during a study abroad program, the opportunity for learning from that
dialogue is often not equal (Gorski 2008). Research indicates that participa-
tion in cross-cultural interactions can result, in the short term, to changes in
attitudes (Dessel et al. 2000); however, absent from this scholarship is evi-
dence that cross-cultural dialogue contributes to, or even mitigates, systemic
inequities (Gorski 2008). In some cases, it may be that study abroad per-
petuates a discourse where only less-developed nations are home to poverty
or social injustice and a belief that these things could not be experienced in
one’s home country (Jorgenson 2014). This lays the foundation for the neo-
colonial belief that study abroad students are somehow helping developing
countries to make progress. Thus, the dogma about the superiority of devel-
oped country ideologies and values systems endures, unchallenged.

A prevailing belief among well-meaning attempts to increase study abroad
participation rates in developed countries is that the key impediment to
involvement in higher education student mobility is a lack of adequate finan-
cial resources. This would seem a reasonable assumption, given the evidence
to indicate that study abroad participants come disproportionately from privi-
leged backgrounds. Indeed, a national survey of Canadian higher education
students found that 70% of respondents who had not participated in study
abroad listed a lack of funding as a barrier (Academica Forum 2016). How-
ever, the survey data revealed that concerns about study abroad costs did not
vary considerably between low and high household income groups. Other
research suggests that the profile of a ‘typical’ study abroad participant is a
white female from a middle to upper-middle-class home background (Pic-
ard etal. 2009; Green et al. 2015). The disproportionately low representa-
tion of minority students in study abroad stems, arguably, from the mix of
personal and social resources that participants already have packed in their
bags as they begin their journeys. Financial security is certainly among these
resources, but so too are parental support, international travel experience,
personal confidence and resilience, and a belief—though not always well-
informed—in the intrinsic value of engaging in an experiential encounter with
the “other”. Such resources, as a whole package, are more likely to be found
among students from privileged backgrounds than among the more disadvan-
taged, suggesting that increasing funding for study abroad is just one of sev-
eral initiatives that need to be undertaken in order to ensure equitable access.
A report on the US State Department’s Gilman International Scholarship
program, which awards study abroad funding for traditionally underserved
undergraduate students, indicates that targeted programs for such minority
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groups can have a significant long-term impact on participants’ intercultural
understanding and career aspirations (Association of American Colleges and
Universities 2016). While increasing participation in study abroad would
seem to be a worthy goal, it appears that a more nuanced and strategic vision
is required if the impact of larger numbers of mobile students is to avoid the
pitfalls of reproducing existing power dynamics and further advantaging the
already privileged.

POSSIBILITIES—RECONCILING PARADOXES

Despite the challenges and paradoxes highlighted in this chapter, study
abroad professionals, motivated by their responsibility to prepare students
for a globalized world, have continued efforts to understand and experiment
with program design that activates global citizenship development. Educators
may not agree on the exact recipe, but there is consensus that program design
must be integrated and that students need to be prepared and supported
(Lilley 2014; Vande Berg etal. 2012). While more research is required on
why some interventions are more or less effective than others, the following
paragraphs highlight promising practices that may allow paradoxes around
belonging, risk, and privilege to be reconciled in order for study abroad to be
a more effective vehicle for global citizenship education.

INTEGRATED EXPERIENCES

Passareli and Kolb (2012) suggest that student learning would be better
served if a study abroad experience were considered but one part of a process
of global citizenship education rather than being the sole or key means to
that end. Immersed and supported in a teaching and learning environment
where global citizenship values are embedded throughout their university
experience, students are encouraged to think beyond personal experiences,
fostering the development of a more than superficial understanding of global
values, beliefs and meanings (Tarrant 2010). Scaffolding on this interna-
tionalized experience at home, study abroad can be better integrated into
the curriculum so that students have the opportunity to apply the learn-
ing they have acquired through both coursework and experiential activities
(Loberg and Rust 2014).

THEORETICAL GROUNDING

As a critical element of international education scholarship and practice, study
abroad programs should be underpinned by relevant theories (Deardorff
2016). Often a study abroad program is designed with an itinerary or course
content as the predominant consideration. However, adult learning, intercul-
tural competence development, and global citizenship education theories can
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strengthen program design. Grounding a study abroad program in develop-
mental theories can allow for more personalized learning through acknowl-
edging discrete and measurable levels of learning progress (Bennett 2012;
Stuart 2012) and provide structure for the development of personal learning
goals in an experiential setting (Kolb 2015; Passareli and Kolb 2012). Stu-
dents not only have the opportunity to learn at a deeper level and increase
their knowledge, they also have the opportunity to apply their learning and
practice skill development (Deardorff 2016).

A key area for further research relates to the use of theories from non-
Western epistemologies that can be used to provide a solid foundation for
study abroad programs. Non-western theoretical foundations not only can
expose blind spots in Western ways of knowing and being, they can also
broaden the possibilities for the interpretation of concepts to the advantage of
study abroad students (Deardorft 2016).

REerLATIONSHIPS WITH ROLE MODELS

In her comparison of the expatriate experience to a fabled “hero’s journey,”
Joyce Osland (2000) describes the critical role of “magical friends” (guides,
teachers, country nationals or fellow expats). These role models provide
moral support and guidance to expatriates through relationships that involve
sharing of questions and information. While different from expatriates, study
abroad students likewise need supportive and motivational relationships. As
mentors to students for whom the goal is the development of global citizens,
educators in these roles must be motivated by social and ethical values (Lilley
2014). Also required are skills in creating a safe space within which to chal-
lenge students to consider and imagine alternate paradigms and perspectives.
Continuous professional development is needed for educators to be as pre-
pared and effective as possible in facilitating the process of global citizenship
learning (Vande Berg, et al. 2012).

Not all “magical friends” of study abroad participants will be educational
institution employees. In his study of outbound students, Killick (2012)
notes the importance of a “significant other” in several students’ experi-
ences. While the relationships students formed with these “significant others”
could not be predicted, they were critical in enabling students to be able to
see-themselves-in-the-world.

REFLECTIVE PRACTICE

Increasingly, educators are integrating reflective practice into study abroad
programs (Biagi etal. 2012; Vande Berg etal. 2012). Students have been
shown to learn and develop more as a result of a sojourn when they have
been prepared to be more self-reflective and are provided consistent oppor-
tunities for reflection (Vande Berg et al. 2012). To make meaning of their
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experiences study abroad students need opportunities to explore and ques-
tion their preconceptions and to revisit experiences in light of additional con-
text and knowledge (Kolb 2015; Bennet 2012). Whether reflective practice
needs to be primarily formal (e.g. reflective writing, structured debriefs) or a
mix of formal and informal (e.g. blogs and serendipitous conversations) will
depend on the program structure and educational context, as will the tim-
ing of reflection opportunities. How we process, and what we learn from
past experiences determines how future choices and decisions are made (Kolb
2015). Therefore, reflective practice during study abroad can provide critical
starting points that direct students toward future global citizenship learning
opportunities.

PrOVIDE GLOBAL CITIZENSHIP AND INTERCULTURAL
COMPETENCE LLANGUAGE AND CONCEPTS

In the fields of both global citizenship education and intercultural compe-
tence development, there is a call for educators to provide students with lan-
guage and concepts, a schema or lens, they can use to make meaning of their
study abroad experience (Bennet 2012; Lilley 2014). This schema provides
the hooks on which learners can hang their study abroad experiences and
interpret them at increasing levels of complexity (Passareli and Kolb 2012).
Learning outcomes often use explicit language about (for example) intercul-
tural awareness or global citizenship, yet students are often not provided a
definition of such terms, nor the context within which the definitions were
created. Similarly, students are left to organize the perception of their expe-
riences informed only by the schemata of their own culture or one haphaz-
ardly created through previous experience (Bennett 2012). Students need to
receive explicit information before, during and after their study abroad expe-
rience that allows them to develop an understanding of terminology and key
concepts for intended learning outcomes to have a greater probability of lead-
ing to the transformative learning they describe.

ACKNOWLEDGING POWER AND PRIVILEGE AT PLAY IN
THE STUDY ABROAD EXPERIENCE

If a goal of study abroad is to play a part in developing a global citizen who
is inspired to engage in responsible social action, then programs must involve
opportunities for students to critically analyze power and privilege in the con-
text of their experience. To achieve this, educators and administrators who
provide support to students need to be socially and ethically motivated and
articulate (Lilley 2014) and must be aware of their own power and privilege
(Gorski 2008). How students are prepared to conceptualize the other needs
to be considered. For example, are students expecting to make the world a
better place through showing the other supposedly “better” ways of doing
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something? Or are they expecting to learn from the relationships they develop
with cultural others? In addition to how the other is presented and perceived,
Gorski (2008) advocates for facilitating an anti- hegemonic discourse and
helping students develop critical thinking skills by analyzing global systems
that perpetuate the dominance of Western values and beliefs.

ASSESSMENT

Assessment of global citizenship learning can be overwhelming and is fraught
with challenges (Deardorftf 2009). Driven by a general trend toward assess-
ment in higher education and specific needs to improve programming, to
link study abroad activities to intended learning outcomes, and to promote
student-centered learning through reflective feedback, administrators and
educators are beginning to integrate purposeful assessment into study abroad
(Vande Berg et al. 2012).

To begin the assessment process, there needs to be clarity on the pur-
pose of the assessment and confidence in the appropriateness of the learning
outcomes. The goals of the assessment and how it will be used/shared will
also provide direction as to what kind of assessment techniques to employ.
While the reliability of various assessment methods is not always agreed
upon, research suggests that using multiple methods, including both quan-
titative and qualitative assessment, is the most effective (Deardorff 2009). An
increasingly common practice is the use of psychometric tools with pre- and
post-test timing to measure student development of particular mindsets or
competencies.! Additional forms of assessment used in study abroad include
reflection papers, journaling, capstone projects, portfolios, focus groups,
interviews (in person and via Skype), and documentation of discussions and
observations of student behavior (Deardorff 2009).

Integrating assessment into study abroad requires time and resources,
both in the planning and implementation as well as in analyzing and sharing
the data collected. Putting such effort into developing and sharing effective
assessment is critical to improving study abroad programs and to document-
ing their role in developing global citizens (Deardorft 2009).

NOTES

1. A list of instruments is in Paige, M. (2004) Instrumentation in intercultural
training. In D. Landis, J.M. Bennett, and M.J. Bennett. (Eds.) Handbook of
Intercultural Training. CA: Sage.
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