











CHAPTER SIX

THE CHOICE STAGE

This stage details how respondents utilized accumulated non-material resources
gained from their habitus which was informed by their social networks, community,
family and knowledge-based resources acquired from the university (from agents,
promotional materials), to eventually participate on a study abroad program. Due to
the insufficiency of “official” institutional resources to allow respondents to comply
with cultural capital requirement at this stage of the process (such as the transfer of
information to understand how the financial process works), some interviewees were
forced to employ additional resources not widely available to every respondent, to
ultimately go on a study abroad program. These resources included knowledge of the
paperwork needed to apply for a passport or Visa, knowledge of who to contact to
help with transferring credits and discretionary income that they could utilize to help
fund study abroad. Unfortunately, because of race and class based barriers, Blacks
and lower socio-economic respondents, compared with their White and high SES
counterparts in the sample, did not possess a reservoir of resources to adhere to these
particular requirements at this stage (Rocisgno and Ainsworth-Darnell, 1999).

Finally and most interesting, a distinct segment of the sample, who were
primarily White and middle class, had the cultural and social resources to facilitate
compliance with the dominant standards of this stage. Yet, they choose not invest
these resources to gain a social profit, which in these case, were ways that would allow
them to go overseas to study abroad. Thus, similar to what Lareau and Horvat (1999)

acknowledged in their research on parents activation of cultural capital in the school
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setting, structural advantages and individual agency both play a significant role in
achieving a social profit.

ELEMENTS OF THE CHOICE STAGE

Cultural Capital Assumptions

As with the “Search Stage,” the Choice phase also required respondents to
possess specific cultural capital in order to satisfy elements of this stage. Similar to
the “Choice Phase” noted by Hossler and Gallagher (1987) this phase was
characterized by respondents finally choosing or committing to a study abroad
program with the aim of going overseas to study. The elements of this stage included
applying to program, paying for the program and accumulating travel and country
specific information.

Implicit in these elements however, are requirements that are not explicitly
stated, yet are standards that respondents had to adhere to in order to achieve a result.
For instance, when applying to a program, respondents needed to have an interest in
the destination (which entails adapting to the program offerings, thus privileging those
persons whose interests and experiences comply with program offerings). They also
needed to have the time and guidance to understand the details of application process
for specific programs (such as the language of the application, requirements,
understanding how credits transferred) and had to have an understanding of the paper
work involved (knowledge of how to apply for a passport, health insurance). When
paying for the program, respondents must have an understanding of the details of the
costs (for instance, heath insurance is not covered in some programs), they must also

be organized and start months or in some cases a year in advance to gather information
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on the availability of scholarships, loans and grants. Furthermore, respondents must
have the money up front to cover program expenses, since most scholarship money is
paid as a reimbursement to expenses rather than it covering costs when payments are
due. In the following sections | suggest that these assumptions at this phase, like at
other stages, are raced and classed.
USING RESOURES TO ACTIVATE CULTURAL CAPITAL
Finding a program destination
Familiarity with a location based on travel experiences

Studies on the reproduction of inequality in the school system have repeatedly
revealed that White, middle class perspectives dominate and influence American
school curricula (DiMaggio and Mohr, 1985; Ogbu, 1990; Farkas, 1996; Giroux,
1981; Horvat, 2003; Carter, 2005; Hilliard, 1979; Delpit, 1995). Relating these
findings to the study abroad process, clearly, those whose values, beliefs and
experiences (habitus) comply with the standards of the dominant group in society and
who also exhibit the knowledge to display that they understand the “rules of the game”
(the game ultimately being the study abroad process), will have an easier time finding
program options that appeal to them. Thus, some respondents (n=5), were better
equipped than others with resources to comply with the standards for finding and
choosing a program destination. One of these resources included personal experiences
with the location respondents decided to choose for study abroad. For instance, a year
before enrolling in a journalism study abroad program to England, Marie visited a
friend in London. When | asked her what influenced her decision to choose a program

in England, she mentioned that among having a familiarity with the city and admiring
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its “easy-to-navigate and expansive Underground [train] system,” she stressed that she
relished the “feeling of being like a local to outsiders” while she was there.

Along with the ability to pass as a local in the host society (a sentiment
expressed by some respondents as the reason they choose particular programs over
others, which would be explored in greater detail later) and the familiarity with
society, she also possessed additional resources that persuaded her to choose this
location and program. Marie also gained significant information about this particular
program from other friends who studied abroad on the same program. Before she
choose this program, her peers were able to inform her of its strengths and weakness
(that the school was not academically challenging, but there were opportunities for site
seeing), and they also stressed the benefits of experiencing a journalism course in
another English speaking country (which was easier and more convenient than taking
this program in a non-English speaking country). Since this information was not
supplied by the institution, Marie was forced to depend primarily on these knowledge-
based resources acquired through social capital from her peer network. For instance,
her journalism department did not promote the idea about the “potential career
advantages” she would gain from studying journalism in another society, which would
expose her to new perspectives. She mentioned that she gained this information from
friends. Additionally, when she went to the study abroad office to inquire about
program options, she was not referred to persons who may have given her insights into
these strengths and weakness of the program. As Lareau and Horvat (1999) and
Lareau and Weinginer (2003) show in their studies on the social reproduction of

advantage by middle class parents, Marie was advantaged because she possessed
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knowledge-based and cultural resources absent among respondents who did not have a
knowledgeable peer network and personal experiences in country of their interest.
Therefore, Marie was not solely reliant on the institution for guidance. This aspect of
social reproduction also underscores a class element to her privileges. This is because
persons more likely to travel overseas for leisure and have friends who studied abroad,
come from predominantly White middle to upper class families (Burn, Cerych, Smith,
1990; Hembroff and Ruzs, 1993).

Because she possessed resources such as previous experiences in the host
society (where she felt comfortable) and information about a perspective program,
Marie consciously decided to choose a study abroad program situated in London.
Based on this decision, it can be argued that Marie realized a social advantage from
her resources, for instance, she felt comfortable in the country, she could get around
easily and she knew which program to choose, based on her friends information. By
choosing this program, Marie activated (invested) her resources by choosing a
program that complies with the program choices of the intuition (mostly a variety of
European nations). Thus, she converted her resources into activated cultural capital
and now used this capital to place herself in a better position to study abroad.

When examining the notion of passing as a local which Marie alluded to in her
explanation of factors that influenced her destination and program choice, it
underscores some respondents’ preoccupation with not being considered an “other” in
a foreign environment (Talburt and Stewart, 1999: 171). Ann, a White female, also
acknowledged the importance of blending in as a reason why she chose her destination

and program. Ann, like Marie, who chose a study abroad program to Western Europe,
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previously visited the region on vacation with her family. When | questioned her
about her reasoning for choosing this location, she mentioned that she felt “very
comfortable around the native Western Europeans,” and also that she “loved the
culture.” She also added that she liked the feeling that she could “just be herself” in
that environment. These feelings comfort in regions with populations who racially
and culturally alike is a similar sentiment voiced by African Americans when they
consciously choose destinations in Africa and the Diaspora in order to explore their
heritage (Morgan, Mwegelo, Turner, 2002; Landau and Moore, 2001; Day-Vines,
Barker, and Exum, 1998). Studies reveal that because African Americans feel a sense
of alienation and “otherness” in American culture, the privilege of not being a cultural
and racial minority, is an important factor as to why they choose these predominantly
Black regions as study abroad options (Morgan, Mwegelo, Turner, 2002: 349).
Furthermore, according to McNair (1997) when African Americans choose countries
in the African Diaspora to study abroad, “it reveals a consciousness of these
individuals common ancestry, color, culture, history” to these particular societies
(Morgan, Mwegelo, Turner, 2002: 339; McNair, 1997).

Based on these findings, this need to experience commonalty in order not to
experience “otherness” and “hypervisiability” is also a reason for White respondents’
destination choices. By choosing Western European countries, by default, these
students are privileged in having the automatic option to study abroad in places that
represent their heritage and culture; this is because the majority of study abroad
programs are located in these regions (Cole, 1990). Since Western Europe is very

similar to North America in terms of economic parity and racial similarity between
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natives and Euro-Americans, White respondents can use their Whiteness as a
connection to these regions (Landeau and Moore, 2001:1). Thus, for Marie and Ann
for instance, “their sense of belonging to the environment came so easily” (Horvat and
Antonio, 1999: 334). Their individual habitus (which is natural common-sense way
of understanding the world), was consistent with the dominant culture of those
societies. As a result, this connection allowed them to feel comfortable and ultimately
belong (Horvat and Antonio, 1999). These and other respondents did not have to
drastically amend their dress or norms to “fit in,” and had the privilege of not being
constantly reminded of their outsider status. Thus, Whiteness was used as sources of
connection to these locations. This was privilege not conferred to Black respondents
whose heritages were hardly represented in the program options.
As previously mentioned, not only was this notion of blending in articulated by

White respondents, but Black respondents also acknowledged that the cultural and
racial similarities with certain host societies were factors that influenced their eventual
program choice. Carla, for example, studied abroad in Ghana as an undergraduate
before she came to Georgia State. She mentioned that the sense of connection she felt
toward the Ghanaian culture influenced her in choosing a location to study abroad
with a strong African influence such as Salvador de Bahia in Brazil. She explains:

My own reason for going to Brazil kinda was the reason that | went to Ghana

and it bounced of a Ghana. | was like, ok where do | go next? Then I found out

about Brazil and its cultural connections to Africa and exactly how strong they

were and so that’s why | went to Brazil...
For some, as in the case of Tiffany, a respondent’s discomfort in a largely non-Black

country influenced her decision to choose a program location with a sizable Black
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population. Before enrolling at GSU, Tiffany studied abroad in Mexico as an
undergraduate. Because of the racism she was subjected to while over there, she faced
varying degrees of discomfort around the native population. She explains:
| was definitely the Black girl, and everybody in Mexico, even though they were
Mexican they were like White people, like they almost didn’t have an ethnicity,
they’re like White people who spoke Spanish. 1 felt like | was around a whole
bunch of White people. And I just don’t like to be around a whole bunch of
White people all the time. Its just kinda, it’s definitely uncomfortable and
somebody always says something stupid and it’s hard for me to relate to people
who don’t get me and then my hair and the way | talk and all that stuff. When |
was in Mexico these little kids kept coming up to me and kept, | had braids, kept
trying to touch my hair and stuff, and | was like Jesus Christ, and one guy kept
talking about Snoop Dogg to me and stuff like that and | was just like, “All
Black people do not listen to rap music, I do not like rap music, that’s not my
thing.”
These feelings of being “othered” when persons “kept touching her hair,” and treated
her as a representative of her race, made her feel “uncomfortable” and out of place.
Because of this negative racialized treatment, Tiffany decided to choose the Brazil
program to “see what the Black people were doing there.” She expands further:
Tiffany: | was wondering what the Black people are gonna be like when | got
there, | definitely was like, | wanted see the Black people, take me where the
Black people are...
Interviewer: Why was it important to see other Black people?

Tiffany: Cause, when | go abroad I feel like I’m around a whole bunch of White
people and that’s so odd!

She continued to mention that when she “found out that there’s so many Africans
[people of predominantly African decent]” in Brazil it piqued her interest to choose
this country. Thus, the unease she felt in this non-Black location positively influenced
her decision to choose a study abroad program in a predominately Black country

(Morgan, Mwegelo, Turner, 2002).
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Unfortunately, since the majority of the program choices were overwhelmingly
situated in Western Europe, a trend that is significant among most universities that
offer study abroad programs (Carter, 1991; Washington, 1998; Landau and Moore,
2001; Carroll, 1996), respondents who have no interest in European culture and
heritage, but have a desire to learn more about non-White cultures and histories, will
ultimately be disadvantaged when it comes to program options. Carla acknowledges
this deficiency in the narrow program choices for people who are interested in non-
European countries. The absence of these options sent the message to her that her
culture and heritage were not valued (Carter, 1991):

| don’t think they [the school] really care about whether | wanted to go to a

country or not that wasn’t in Europe, because those are the countries that are

actually up there, for what 1’ve notice, to study abroad. They have the most
different, different types of programs and things like that. To find a way to go to

a country in South America, is like hard, and they only have one that they go to

in Africa, you know two [choices] South Africa and Ghana from what |

understand, and Africa is like how big? [Laughing] You know, Africa is like two
times the size of North America...
As these examples continue to reveal, being “White” is a form of cultural capital
which complies with the standards of program choices (Lareau and Horvat: 1999: 42).
Unlike White students, Black students do not have these choices that would give them
the peace of mind of going to countries with similar ethnicities and cultures; this may
be because their habitus is not in harmony with the culture of the dominant host
society (Lareau and Horvat: 1999: 42). Race, therefore, allows White respondents to

profit more from hidden institutional benefits than their Black counterparts (Mclntosh,

1996).
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Familiarity with a location through curricula exposure

Similar to respondents who choose their program locations through personal
experiences, other interviewees were motivated to choose a certain destination because
of exposure to those societies via their curricula. For instance, Catherine took an
anthropology course that was focused on Chilean culture. Because of this introduction
to the culture, Catherine realized that she was fascinated by aspects of Chilean art.
This love for this culture’s art was also a connection that she shared with the professor
who taught that class, Dr. Baker. By taking these courses and sharing an interest with
Dr. Baker on aspects of the culture, Catherine possessed resources from which she
realized a social advantage; for instance, she realized she had a connection with this
professor and could develop this interest more by going on her professor’s study
abroad to Chile. Thus, this realization allowed her to gain cultural capital.

Eventually, she invested this cultural capital by making the decision to pursue this
program.

Catherine also had other equally valuable resources at her disposal which was
used to activate her cultural capital to gain social advantages. For example, since
Catherine worked on a Master’s project with Dr. Baker, this facilitated her
establishing a relationship and gaining specific information about the Chile program as
it was being formulated. Due to this relationship, she was able to form “bridging
social capital” with her professor that facilitated an easy exchange of information
(Coleman, 1988; Putnam, 1998). Furthermore, Catherine extensive knowledge about
South America’s culture and scenery, since she did extensive research on South

American environmental health issues as part of a Master’s project. Catherine realized
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that possessing these resources were assets, that could be help her when choosing a
location to study abroad. When | asked Catherine what made her choose Chile as a
destination, among other responses, she mentioned that her research in the region
prompted her interest:
| mean honestly South America, 1’ve been interested in that region and I’ve
done a lot of research with on it, for my practicum | had to do was on
Environmental health issues in South America and so | was doing things with
them for a while...
By talking to Dr. Baker and asking her to send her information about this study abroad
program, Catherine activated her cultural capital. Clearly, her cultural resources and
the purposive action that she took to invest these privileges helped her choose this
program (Lareau and Horvat, 1999; Lareau, 2000; Reay, 1999; McDonough, 1997).
Within the context of using resources to choose programs, although some
respondents possessed a reservoir of additional resources and exerted their agency
when it came to choosing a program destination, they believed that they were impeded
in their attempts to activate their cultural capital by institutional gatekeepers. The case
of Antonio offers an example of this phenomenon. Antonio, who was majoring in
Russian, mentioned that he learned a great detail about their culture when he took
Russian business classes. He utilized his knowledge-based resources from classes and
supplemented his knowledge about the culture’s norms and traditions with information
he gained from his network of friends who studied abroad in this country. By taking
these approaches, Antonio realized an advantage by possessing these resources. For
instance, that familiarity with the society, the norms, and especially information from

the business courses, allowed him to acquire a more detailed understanding of the
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culture that he could utilize when traveling there. Furthermore, Antonio also shared a
“weak tie” with his Russian professor Dr. Franklin, who validated his interest in
studying abroad in Russia. At this point, Antonio possessed “unactivated” cultural
capital (Lareau, 2000: 178). However, he invested this “unactivated cultural capital”
to produce “activated cultural capital” by approaching Dr. Franklin, whom he had
confidence to interact with, and inquired about broadening his language skills. This
activation produced a social advantage when Dr. Franklin recommended a St.
Petersburg program to him. Antonio’s decisions are similar to what Horvat,
Weininger and Lareau (2003) found, in that middle class persons compared with lower
income counterparts, are able to rely on a wider variety of ties to access and
supplement their information.

When he tried to suggest cheaper programs to Dr. Franklin (based on
information from his friends), the Professor dismissed his suggestion and told him to
focus on one program alone. As a result of this response, he perceived that he was
denied the opportunity to activate his capital. He elaborated on this interaction as
follows:

If I brought other things [program options] to the table it was like, it was like
well, it was never actually implicitly stated, but its definitely, from being in the
office when people are talking about other opportunities and myself even bringing
up others, it’s always the overbearing aura of we’re really not gonna talk about
that right now, because you need to focus your sites on this over here. | know my
friend that went for three months spoke with her [Dr. Franklin] on every option,
what about this one? What about this one? But eventually it got to a point where
everything had gotten turned down. Everything that was practical for him. It was
like, I can do this one cause the costs are in line, this is in line, but [she said] this
isn’t worth your time. But if someone can only afford the third tier school, we
need to find the best one of the third tier. Cause if they don’t get the scholarship

or it doesn’t coincide with proper times, we need to have the best of the tiers
available to them. That’s what | think is being overlooked.
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Dr. Franklin’s actions underscore the importance of the “gatekeeper” role of
institutional agents who legitimize resources based on their own sets of formal and
informal standards (Lewis, 2003; Roscigno and Ainsworth-Darnell, 1999; Carter,
2003; Farkas, 1996; Lareau and Weininger, 2003). Based on Antonio’s account, Dr.
Franklin rebuffed his and his friends’ deployment of cultural capital (his knowledge
about the variety of other potential programs) by creating her personal standards and
evaluations. In this case, she assumed that Antonio and his counterparts were
financially secure enough to fund the programs that she recommended, and failed to
consider if these programs were “practical” for them in terms of timing and financial
expenditure. Similar to Lareau’s (2003) findings in Unequal Childhoods, whereby
teachers would judge working class parents absence from PTA meetings as
“disinterest” in their children’s education, while ignoring that these parents did not
have the luxury to take the time off from work to attend meetings, Antonio’s professor
based her judgments not on the reality of Antonio and his peers circumstances, but on
“middle class” standards (timing, adequate funding); this standards however, are
unequally distributed across the society. Thus, her suggestions ignored the reality of
Antonio and his friends’ social situations.

These examples reflect the subtle classed and racialized nature of choosing
study abroad programs. Clearly, persons that conformed to many of these standards,
(Have an interest in the narrow program selection mostly to Europe, have the money
to fund the options presented to them, and have the time and additional resources to
supplement the insufficient school based information) will be able to find study abroad

programs comfortably. Conversely, persons who are deficient in these criteria will
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have defer their dreams of studying abroad or change their interests to fit the standards
of the institution.
Understanding the application process
Completing Paperwork
When it came to applying to study abroad programs, some respondents
continued to use their available resources in a variety of different ways. Even though
the application process differed from program to program, their formats were very
similar. For Antonio, who choose to apply to a St. Petersburg Russian language
program, his application process was comprised of “an essay, two letters of reference
and an interview with the review panel.” For Maxine, who applied to go on a “World
Citizens” French program to France, she recalls there “was a lot of paper work”
involved, which consisted of “passport applications, two recommendations, a letter of
intentions, passport documentation,” and emphasized the fact “it was a long process.”
Patrick also realized that aspects of the process took a lot of time and effort to
coordinate and without adequate help, persons may run the risk of making mistakes or
getting lost. This was especially the case when studying abroad with programs not
sponsored by the university:
It takes an effort, you know, to put everything together in terms of applications,
talking to different people, cause many of the programs are not offered through
GSU, so it will take a little bit more effort on my part to reach out and try to find
the information about the programs, and how they are and just talk to somebody |
guess
In order to understand these application requirements, all the respondents at

this stage (n = 19) sought assistance from institutional agents, such as the program

director of their prospective program, or the study abroad office. Those that had

155



access to additional resources, both school based and informal, used a combination of
these to understand and satisfy paperwork requirements. Tiffany for instance, utilized
the “bonding social capital” (Putnam, 2000) she gained from her professor/program
director Dr. Pearson. This strong connection allowed her to gain concrete information
about the application process of the Brazil anthropology program that she considered
applying to. In the exchange below, Tiffany elucidates the intellectual resources she
was able to attain through her “strong ties” with Dr. Pearson (Granovetter, 1973):

Interviewer: When you decided to apply to this program what was the
application process like?

Tiffany: I think when you work closely with a like a program director you’re
fine...

Interviewer: What do you mean work closely?

Tiffany: Like uhm she just told me what to do and 1 did it. If I had any problems
| could call her or go to her office, so | was just really easy cause | just gave her
what she needed. If she needed something else she would let me know. So | was
just easy. | think going through her program is easy cause you could just easily
work with her, so I think some program directors can really make it really easy
and really hard for students. So she just kept up with me on my forms and stuff
like that to make sure that | gave her what she needed.

Interviewer: And what did you get help with specifically, when it came to the
application?

Tiffany: Oh if I need help for anything she’d help, | don’t need to ask.

As noted above, Tiffany’s resource was the relationship with Dr. Pearson. This strong
connection between the two parties facilitated the “easy” exchange of information
about navigating passport applications. She realized a social advantage from
possessing these resources (the fact that she could depend on her for “anything” which

was exemplified in other situations when she needed assistance). Next, Tiffany made
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strategic usage of this cultural capital when she “called” or “went to her office” with
problems with the study abroad process. Ultimately, this action resulted in her gaining
practical assistance with filling out passport documentation and other application
forms that the program required. What is significant about Tiffany’s comment is that
she also realized that she was privileged in gaining information from her
professor/program director compared with other respondents. She mentioned that
“some program directors can really make it really easy and really hard for students,”
which underscores the importance of the gatekeepers in not only legitimizing
resources of students, but also remove barriers or simplifying bureaucratic procedures
(Stanton-Salazar, 1997). Nevertheless, in order for these barriers to be removed,
relationships “based on trust and understanding” have to be developed between agents
who have this ability to navigate these bureaucratic hurdles and students in order to
gain valuable social capital (Stanton-Salazar, 1997; Stanton-Salazar and Dornbusch,
1995). As mentioned in detail in the previous chapter, when race and class based
antagonism come into play, formulating these ties can be problematic for some
students (Smith-Maddox, 1999; Stanton-Salazar, 1997).

Despite the fact that Dr. Pearson was considered to be an invaluable resource in
helping Tiffany understand the paperwork involved in the application process, the
following situation alludes to the fact that having a access to multiple sources of
resources (having an extensive network of contacts with access to information and
resources — greater social capital) is better than depending on just one or two sources
(Portes, 1998, Stanton-Salazar, 2001). Under the direction of Dr. Pearson, Tiffany

filled out paperwork for a passport and eventually, mailed her completed
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documentation. After more than three months of waiting for her passport to arrive,
she realized that her passport processing was being delayed. When she called the
embassy to inquire about the reasons for the processing delay, the officials told her she
did not submit a self addressed envelope along with her documentation, and this was
what was holding up the mailing of her passport. Tiffany mentioned that if students
who are unfamiliar with intricacies of the study abroad process do not get
individualized attention from agents, incidents like these would continue to occur:
Tiffany: It [studying abroad] is difficult cause there’s so much to do like, my
passport, | thought | wasn’t gonna get that back because I didn’t send them a
self addressed envelope so they weren’t giving me uhm my passport back. So |
just sent an envelope and then it came back. And that was a little bit before | had
to go | was like damn man...
Interviewer: And nobody told you that you needed to have requirements?
Tiffany: No. I didn’t know about the envelope, like | kept with uhm, “Dr.
Pearson’ on that, kinda like how to fill the passport applications out and stuff
like that so she helped me with that, but I missed the envelope part.
Interviewer: Would you have liked some additional help with all those details?
Tiffany: Yeah, it would be nice, it would be nice if somebody kept with people.
Like people who say they’re gonna go [study abroad], if you had somebody who
would check up on you, like with the email, “I wonder if you have any questions
about your passport, and about your program and about funding and like
scholarships.”
Interviewer: Why do you think that additional help is important?
Tiffany: Cause otherwise people might get discouraged and just say forget it! Or
because people like, it makes them feel like somebody’s like, caring about them
and its easing a little bit off of them and then sometimes you’re just
overwhelmed like who do | ask? So you wouldn’t have to ask that question if
somebody like came to you first...

Based on this and other situations, it was generally assumed by university agents that

students had a “universal” understanding of the nuances of the application process.
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(Lareau and Weininger, 2003: 596). However, students unfamiliar with the
assumptions of the process will have problems complying with its requirements. In
these cases, guidance with various aspects of the study abroad process is crucial. Yet,
this assistance is typically absent from the institutional entities developed to help
students understand these procedures.

Maxine’s experience further illustrates the need for an extensive network of ties
to gain social capital, so as to help with the paperwork process of applying for a study
abroad program. Unlike Tiffany who had strong ties with her professor, Maxine had
“weak ties” with her History professor who encouraged her to pursue study abroad.
Despite his verbal encouragement for her to pursue study abroad, she did not get any
concrete direction from him when it came to filling out paperwork; even though she
activated her cultural capital (knowledge that she could rely on his help) by making
the decision to go to him when she was encountering problems with the application:

Interviewer: To what extent did he [her professor] help you with the
paperwork?

Maxine: 1 mean, he was there as a sounding board, he was there for
somebody to talk to and to tell me his experience, its not like we went
through the paper work together or anything you know...
As this comment suggests, guidance from this agent to help simplify the paperwork
process was minimal. Frustrated, Maxine then went to the study abroad office for help
with her problem; however, she noted that there was not enough staff that could assist
her with understanding her application. She remembers:
| think it would have been nice to have you know..umm...more people
maybe that worked there [at the study abroad office] who could actually

take an interest in several students and kinda mentor them through it.
Cause [thinking] [when | went to the study abroad office] they didn’t
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have a large staff cause it was like three people who worked there, two
or three student aids

As the preceding example illustrate, for respondents that did not have additional
resources at their disposal, such as social networks to draw on for forms of assistance
with the paperwork they encountered, they were forced to rely solely on formal or
official sources, such as the study abroad office (Perna, 2006; Royster, 2003: 116). In
Maxine’s case the lack of staff support at this office was a “structural barrier,” that
tends to “problematize and thwart access to institutional support and therefore to key
institutional resources” (Stanton-Salazar, 1997:24); McDonough, 1997; Rosenbaum,
2001). Inthis regard, respondents who lacked additional social networks of contacts
that could provide guidance and who solely relied on ineffective “official” sources,
were ultimately disadvantaged in this phase of the study abroad process.
Overwhelmingly, Black respondents (n= 4) were more likely to possess fewer
resources to help at this stage than White respondents (n= 0) in the sample. They also
had no choice but to rely on “official” assistance at a greater rate than Whites (Perna,
2006; Cabrera and LaNasa, 2001; Freeman, 1997; Horn et al., 2003; Terenzini,
Cabrera, and Bernal, 2001). For instance, Ricardo, who was looking into applying to
several Spanish study abroad programs, stated that he was confused with certain
program application requirements and wanted guidance as to how to adequately
complete the documentations; especially since the majority of programs he was
interested in were sponsored by GSU. Unlike Marie (who had friends to assist with
the “confusing” paperwork), Ann (who went over the paperwork together with her
parents) and Howard (who had his professor help him with application details),

Ricardo lacked these additional resources to guide him. Since he could not get in
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contact with program directors for information, by default, he had to rely on official
sources for resources such as the study abroad office:
For all of the [applications]my focus was to be in touch with program directors,
I guess for clarity to make sure | was getting everything | needed and there
wasn’t something omitted that | needed that wasn’t listed in the program online
or on the application.
Thus, due to Ricardo’s lack of access to knowledgeable contacts, he did not have the
opportunity to acquire social capital and by extension cultural capital that is usually
not transmitted through public channels. For example, he could not access specific
instructions or directions on how the bureaucracy operates, especially since he was
choosing a non-GSU program to study abroad. In the following excerpt, he continues
to allude to this disadvantage:
[What would have helped me]l think is that if someone, | don’t know who
specifically, but somebody that knows people for you to follow up with. That so,
if you haven’t been able to get whatever part of the process they would be able
to give you specific instructions and directions and follow up points, persons to
be followed up with to insure that things continue to be done.
As studies have shown (Bourdieu and Passeron, 1977; Lareau, 1987; Lareau and
Horvat, 1999; Lewis, 2003; McDonough, 1997; Horvat, Weininger and Lareau, 2003),
minorities and the working class are less likely to possess multiple and mutually
reinforcing networks such as having friends and family that studied abroad who could
clarify aspects of the paperwork. Consequently, they were forced to rely on
institutional agents for guidance. Without access to these additional resource
networks which provided crucial information when institutional resources were

limited (Schneider and Stevenson, 1999), interviewees were more likely to be stuck at

this stage of the process.
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Although Black respondents lacked access to certain resources, this is not to
suggest that their networks were completely irrelevant (Horvat, Weininger, and
Lareau, 2003). Like White participants, Black respondents overwhelmingly reported
that certain aspects of the paperwork process were relatively easy; especially writing
essays and getting recommendation letters. Similar to their White counterparts, Black
participants were also able to access random agents in their networks for
recommendation letters, such as a professor who they took a class with or an
influential agents at a former institution they attended whom they developed a
relationship with. They also were able to depend on friends and family to help
proofread their personal statements and essays. Despite these forms of assistance, the
help that was most needed at this stage was with the administrative aspects of the
process. These aspects included how to transfer credits when applying to non-GSU
program and directions on how to interpret certain aspects of the application forms.
These all required persons with experience working in these areas.

Help with transferring credits

The preceding analysis reveals that when a respondent chose to apply to a non-
GSU sponsored program, guidance from persons who were familiar with the steps of
the non- GSU program was essential when it came to getting certain paperwork
approved. This guidance also extends to understanding how credits are transferred
from one institution to another. In Howard’s case, he chose a Swedish program
through “Camden University” based on the recommendation of his Swedish language
professor. Because of this activation of social capital (he learned of the program

through this professor), his professor “made sure to find a program where he satisfied
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the credit requirements.” Unlike most students at this stage, he was relieved from
exerting the effort of finding out how the credit transfer process worked ; his
professor, who was knowledgeable about the procedure, “took care” of those elements
for him. Due to this professor’s help with understanding his credit situation, Howard
did not need to depend on the study abroad office for clarity. However, he reported
that he only went to the study abroad office “to make sure I got a handle on things”
and to just “sign off on the paperwork.”

Contrast Howard’s relatively easy experience with transferring credits with
Shannon’s case. Shannon was going to study abroad program to France through a
company called “Educational Immersion” that was not affiliated with GSU. However,
she lacked effective guidance on how the go about this process, even though she went
to several agents, including her departmental advisors, for clarity. Unfortunately, this
lack of guidance played a significant role in her deciding not to study abroad. She
explains:

Interviewer: So what influenced your decision to not go on this program?

Shannon: Uhm, well, partially the fact that | didn’t feel like I could get a

straight answer from anybody. But | went to, | went to uhm, | went to my faculty

advisor in the department and he said, well you have to go talk to the academic
advisor and then | went to the academic office and the new French advisor
didn’t have any idea so like I guess the ahh head advisor was like ““No, you’re
department has to do this” and he said, so | went back to my faculty advisor
who’s like well I can clear you for these two hour credits, but when | went back
to talk to the academic advisor and they were like, well you have to talk to the

program and blah, blah, blah.

Interviewer: So are you saying you couldn’t find anyone who could guide you on
what to do?

Shannon: Yeah, I couldn’t find anyone who was like ““Oh I’ve done this, we’ve
taken care this before”. It was just like...ok, I mean, it was like, other people
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were as lost as | was. All | can say this tentatively but | can’t give you a real
answer...

Because the design of the process favors persons who have the social capital
requirements to help navigate the credit transfer requirements, those persons who
cannot comply with these requirements face severe bureaucratic barriers. Howard’s
following statement also lends credence to this finding. He acknowledges that the
bureaucratic nature of the study abroad process is a microcosm of the wider university
environment. Furthermore, he mentioned that since the university was a commuter
campus, which contributed to its disjointedness, it necessitates knowledgeable agents
who can help students understand how “the rules of the game” work (Horvat, 2003: 7).
Persons who lack access to these ties would be left out of the process. He states:

Howard: It’s [The school system] a bureaucracy. It’s a very big bureaucracy. It

works, but it works because you have people that will intervene and help you. And

if you didn’t have those people intervening and not doing their job stepping out

then you wouldn’t get anywhere.

Interviewer: How were you able to get help?

Howard: | asked for help. Most people don’t. Or they don’t know that they can.

Hmm if | ran into a problem then I don’t try to solve it by myself. I try and find the

people who are most knowledgeable...
Howard’s comments are significant because he alludes to two important trends found
repeatedly in social reproduction literature — that there are specific rules of the game
governing different fields of interaction and that the activation of cultural capital by
those who possess it is considered to be natural and universal, but is actually taught

and developed because of their habitus. Firstly, Howard mentions in the study abroad

process (the field of interaction) there are specific “rules of the game” that govern its
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operation (Bourdieu and Wacquant, 1992; Horvat and Antonio, 1999; Horavt, 2003;
Lareau and Horvat, 1999; Delpit, 1995). Institutional agents are seminal resources
that assist students in “decoding” these rules, either through the use of additional
networks or information. Without these institutional maps to help navigate the
bureaucratic process, students will get lost or become stuck and eventually drop out of
the process at this stage (Stanton-Salazar, 1997: 33; McDonough, 1997; Horvat and
Antonio, 1999; Horvat, 2003). Secondly, Howard continues to mention that all he had
to do was “ask for help” with decoding the rules of the game. His flippant response
suggests that he underestimates the difficulties of accessing agents for help, which in
reality, is more difficult for people who have problems forming ties with institutional
agents. In this sense, Howard was already advantaged because he could easily form
ties with agents, such as his Swedish professor who guide him through aspects of the
study abroad process, which impacted his habitus — that asking agents for help is
possible because he gets a good reception from them. As this research and others
continue to show, students need to develop supportive relationships with these agents
in order for resources to be transmitted (Stanton-Salazar, 1997; Stanton-Salazar and
Dornbush, 1995). However, for Black respondents especially, developing these
relationships take special efforts to gain trust and understanding especially if their
experiences with the institution have not been favorable.

Another interesting point made by Howard and Shannon was the admittance that
the university was disjointed and the lack of communication between various
departments and offices was poor when dealing with student issues. In her work on

the college choice process of high school students, McDonough (1997) found that
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some institutions in her study were not equipped to provide the guidance and support,
such as time and human resources that students needed to understand how to apply for
college. Inthis regard, structural barriers such as the work load constraints of agents
and limited staff availability (which many respondents including Maxine mentioned as
an obstacle to receiving knowledge-based resources at the study abroad office) limit
the effective distribution of intellectual resources to students. Moreover, “bureaucratic
policies at many institutions aimed at administrative efficiency, take precedence over
the consideration of the needs of individual students” (Stanton-Salazar, 1997: 18). For
instance, Shannon mentioned that the study abroad office “wanted to help” her with
her credit transfer situation, but they were waiting for the go-ahead of the department
before they signed off. As such, these structural barriers play a significant role in
limiting student access to resources and cultural capital (cultural knowledge) to help
simplify this stage of the study abroad process.
Using Financial aid

When it came to accessing finances, socio-economic disparities played a major
role in the types of difficulties respondents had when deciding how to finance study
abroad. For the majority of respondents (n= 10) they decided to apply for financial aid
to study abroad based on information they gleaned from the study abroad office and
from other agents (Table 3 and 3.1, Appendix F). After attending the study abroad
information session, Rachael for instance, reported that she found out that the HOPE
scholarship (a State scholarship program that awards students entering universities
with the financial assistance based on their GPA), “could be used to cover tuition.”

Similarly, Dizino, who chose to apply to a GSU sponsored Spanish language program
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to Spain, attended an information session at the study abroad office where she became
aware that based on her GPA, she was eligible for the university study abroad
scholarship. Other respondents who attended the session, such as Tiffany and Rosa,
were made aware that loans and financial aid could be used to pay for their study
abroad programs. This was based on their realization that one general scholarship that
the university offered could not cover the majority of costs abroad.

In Tiffany and Rosa’s cases, these respondents’ habitus (familiarity with the
financial aid) allowed to them to realize that loans were a viable option to fund study
abroad (McDonough and Calderone, 2006). Similar to Perna’s results in her research
on the relationship between low income student’s financial aid knowledge and their
behaviors towards college, some respondents may be hesitant to take out loans to fund
study abroad. This is because they may be unwilling to borrow money due to cultural,
social and psychological factors which considers the borrowing of money as a burden
rather than a relief (Perna, 2006). Thus, respondents who were more familiar with the
loan process (for instance, if they funded aspect of their college education with loans
already) were more likely to understand and be willing to fund study abroad in this
manner than other respondents who may not have utilized this method before. This
point was illustrated by Rosa, who chose a Spanish language program to Spain. She
articulated how easy it was for her to understand the financial aid process:

| already have a college degree so a big chunk of my student loans have already

been taken out, so | didn’t go through private loans, private student loans . So |

just applied online through Citibank. So uhm I was able to get that and just was

able to go from there. I’m pretty much familiar with the financial aid process and
just used what was available to me...
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Rosa’ s habitus allowed her to see that borrowing money for study abroad was no
different from funding her undergraduate education, and based on this previous
experience, saw loans as a possible and realistic option. Because the information
about financial aid presented at these information sessions were only rudimentary
(mentioning only that you can use aid to study abroad), it assumed that persons had a
familiarity with the details and variety of aid available to study abroad. It also assumed
that students had a disposition towards using aid (habitus). On the other hand, since
she was considering how much debt she would incur by borrowing loans, Rachael was
conflicted about whether to use financial aid to fund study abroad. This concern was
attributed to her limited financial support. Once again as Perna (2006) reveals,
socioeconomic characteristics is positively correlated with borrowing money from
lending agencies (1630). Thus, Rachael’s apprehension to borrow money is a function
of her present financial insecurities. However, the study abroad process does not
consider those students who fall into this category.

Because some respondents only acquired basic information about how to utilize
their financial aid, this information was insufficient to activate their cultural capital
and produce a social profit. For instance, Tiffany possessed resources such as
familiarity with using loans and information that she could use aid to study abroad.
She possessed “unactivated capital” because she realized a social advantage from
these resources based her habitus (confidence to use loans again to fund study abroad,
this could help her fund study abroad). She activated her cultural capital by investing
her resources — going to the financial aid office to find out about loans and apply for

them. Initially, she believed that efforts at activating her cultural capital were going to
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be rebuffed by the financial aid office, since some of the staff could not understand her
financial aid situation. Because of this initial misunderstanding, it seemed as if
Tiffany was not going to get enough loans to cover expenses. However, she had in her
possession other resources to help activate her capital (she was a graduate assistant for
a professor in her department and thus got her department to help her pay tuition).
Therefore, she got her department to pay for her tuition (spoke to the department about
her situation and they took care of the fees) which activated her capital, (she was able
to use her loans to go abroad) which produced a social advantage. Thus, using the
study abroad information alone (the fact that she could use loans) was not enough to
help produce a social advantage. She needed additional resources help finance her
program.

In a related vein, Maxine recalled the vague information agents told her about
financing study abroad and alluded to the fact study abroad advisors failed to mention
details about how she could finance study abroad if scholarships and grants did not
pay for her fees:

If you gonna go study abroad that there should be more aid available, that’s like

in your face, you know. | think she [study abroad advisor] said | would get to

save my tuition with HOPE scholarship and Pell [grant], but I still have to think
about program fees. | think Pell and HOPE should give you more money. |
think you know it should be like if you’re studying abroad you gonna this much
you know. | think that there needs to be a section devoted to study abroad you
know, this is realistically [respondent’s emphasis] how can finance your
education abroad..

Additionally, Carla also noticed this shortcoming when she went to the study abroad

office information session, and mentions that the information session excluded

students who were not financially privileged:
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| feel like I felt like the session made it seem as though people were more | guess
ahh monetary secure than what they thought. And I don’t think that they
really...[pause]l don’tthink that they reached as many people as they could if
they were to be a little bit more inclusive of what everyone’s issues or money
issues may be

In similar instances, some respondents who had great financial responsibilities, felt
that their financial situation was not representative of the conventional study abroad
student. As a result, they felt awkward talking to agents about their “atypical”
situations. A good example of this scenario comes from Antonio, who was a home
owner, and was concerned about paying his mortgage while he was away studying
abroad in Russia for a year. When | asked him to what extent did he approach anyone
in the university community with these concerns, he said that initially, he was
reluctant to mention his situation to his professors and advisors. Eventually, he
mentioned that he deliberately gauged the receptivity of these agents by causally
bringing up his financial situation in a conversation. He admitted that he approached
the situation in this tentative manner because he wasn’t sure how interested these
agents were with dealing with his issue. He recalls:
| really didn’t have anyone to go to [to talk about his financial situation]. I don’t
think that a lot of times my advisors, | didn’t speak with them at length on the
issue. Uhm often times cause | got the feeling, like, I would mention it, kinda like
fishing | would throw it out there to see what kinda bite I got. And it never
really seemed like it was a bite like ““ Lets find out what you can do about your
house.” Uhm, you know, ““lets see what options are there for you. You know,
what’s your GPA? What’s your scholarships options? Uhm, you know Freeman
Asia even if you won $5,000 that’s four months of mortgage for you. If you plan
on being there for year, we gotta come up with 8 months more mortgage.” And
it uhm, that topic was never broached in any depth really. It seemed, and I
mean, probably because honestly there’s never been a precedent for that. And

it’s not something that I felt like you know, I can’t talk to them and they’re
worthless. It’s more like what 22, 23 year old Black person owns a house!?
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Like Carla and Maxine, Antonio alludes to similar things in his comments. His
comments reveal that the design of the study abroad process is made “with a certain
student in mind,” one which has unlimited financial resources (Werkema, 2004:20).
Therefore, respondents like Antonio with substantial fiscal obligations such as paying
a mortgage for instance, will be excluded from the process. Secondly, he perceived
that his advisors had preconceived notions of who the “typical” study abroad student
was. Since he believed that he did not comply with their notions, these agents did not
provide any options or solutions to his problem. However, most importantly, Antonio
mentions that because he deviated from the typical stereotype of a Black male, one
that owns a house at a young age, his advisors would be preoccupied with this
anomaly, rather than his situation. Thus, he argues that this was one of the reasons that
prevented him from talking to his advisors seriously about his concerns.

Antonio’s actions share some similarities with the “Stereotype threat”
documented in Steele and Aronson’s (1995) work. This threat, prevalent among
African Americans, is seen as a reaction to negative racial stereotypes. This results in
a climate of intimidation and fear that can affect the academic achievement of these
students (169). “This fear comes not from internal doubts about their ability, but from
situations, such as testing, class presentations, or token status, where concerns about
being stereotyped can cause anxiety and self-consciousness” (Taylor and Anthony,
2000: 189). In Antonio’s situation, he was aware that he belonged to a minority group
that is typically not noted for their early home ownership. As such, he believed that
his advisors would stereotype him as an “anomaly” because possessing a home was

not representative as something “typical” young African Americans would have.
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Because of his “atypical situation,” he perceived that his advisors would be more
preoccupied by this revelation than with helping him find solutions to his financial
problems (negative stereotype). Thus, because he perceived they would judge him
using a racist ideological lens, their reaction to his achievement as being one of
overwhelming surprise, he decided against telling them about his financial issues. In
this regard, Antonio would lose out on the opportunity to gain cultural capital
(knowledge-based resources) which could have helped him find some solution to his
financial situation.

Finally, in a related vein, some respondents who also did not fit the “typical”
image of a study abroad participant tried to employ different ways to finance their
study abroad program when they realized that despite having scholarships and loans,
the cost to study abroad was still substantial. Maxine, for instance, did not have
access to additional financial resources. She lacked a family who could contribute
funding for the remainder of her expenses (such as the majority of the sample) or
receive a scholarship that took care of the majority of study abroad expenses (like
Marie and Ann). Furthermore, she did not have a boss like Catherine’s, who gave her
a cash advance to go abroad, to activate cultural capital (finances) to pay for her study
abroad program. When she found that the program to France through “World
Citizens” would cost nearly $15,000, she tried to activate her cultural capital. In order
to lower her program fees, she suggested to her program director that she could stay
with a family that she knew in France instead of staying in the dorm which accounted
for the bulk of program fees. Despite her creative suggestion, her idea was rejected

(her activation of cultural capital was rejected and was not turned into a social profit-
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using this option to reduce her fees). Additionally, Maxine worked as a waitress at a
local restaurant and tried to ask for a cash advance from her boss, which was also
denied. She mentions that she was so financially strapped that she was thinking of
“becoming an egg donor and stopped smoking for three months” to try and amass
enough funds to study abroad. However, she decided against taking such a drastic
step. Because she lacked financial capital, Maxine ended up foregoing the program
and not study abroad. Indeed, the inflexibility of the financial process and poor
guidance from institutional agents towards students without additional financial
resources disadvantages those who lack the resources to comply with institutional
standards (Lareau and Horvat, 1999; Lareau and Weininger, 2003).
Dealing with Travel Logistics

When it came to the logistics of traveling, such as getting visas, knowing how to
pack for a particular country, and satisfying health requirements, interviewees who
could rely on resources and information outside of general program orientations
conducted by program directors were at a distinct advantage. Students who traveled
abroad either on vacations or on previous study abroad programs were privileged
when to came to adhering to certain cultural capital requirements. These included
knowing where to go to acquire visas, vaccinations or other general travel information.
For example, Carla, who studied abroad in Ghana before she enrolled at GSU and was
now going on a program to Brazil, acknowledged how privileged she was knowing
how and where to go and who to contact to get her Visa and vaccinations to go on her
program. However, she realized that her program orientation and information sessions

neglected to mention these important details:
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Carla: I already knew how to go and get my visa and you know, whatever little
stamps and immunizations and stuff in my passport that | needed so 1 just, |
knew how to do this cause | already had that prior experience with study
abroad before.

Interviewer: Was this information was provided your Brazil program
orientations?

Carla: No...
Interviewer: Where to get immunizations for instance?

Carla: How much it would cost? No. How do go about really [respondent’s
emphasis] getting your visa? No, none of that.

Respondents who were male and Black, were more likely to report that some
program orientations were geared towards the typical study abroad participant — a
White female (IEE 2002: 58-68). This sentiment is articulated by Andrew, who chose
a study abroad program to Egypt. As one of two males attending the program
orientation, he mentioned that he felt the male perspective was excluded in the
discussions, since the orientation was focused primarily on women and how they
should prepare for life in a Muslim society:

Interviewer: How did you feel about the orientation being focused primarily on
women?

Andrew: It was all about you know what you could wear and pretty much it was
almost like a fashion [laughing] thing, it was pretty bad I’'m like gosh you know.
Talking about hygiene and other stuff like that and, ahh [sighing] I’'m like yeah,
it’s like I really don’t mind but its like, can we get something that | can use. Uhm
yeah, instantly from the get go I get felt left out, so to speak. Being that | was a
guy and the entire focus at first was all about girls because all that were there
were all girls and stuff like that and in the orientation the professor was a girl, so
yeah, | think that uhm not thinking from a guy’s perspective really, no knowing a
guy’s perspective really kinda alienated me because they just didn’t think about
it...
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Similarly, Allison mentioned that her Brazil and Argentina program orientation
neglected to talk about race, which in hindsight, was necessary based on the
harassment she and her mostly Black female friends experienced in the racially
homogeneous Argentina.

Interviewer: To what extent were racial issues mentioned in the program
orientations?

Allison: No it wasn’t! I wish they kinda mentioned that cause they really didn’t
go into detail about you know how everybody might be affected differently. Or
how the women would be affected cause we really didn’t like expect that
[harassment] at all
Based on Allison’s report, the format of the orientation was operating on a “color-
blind ideology” whereby race was seen as something that does not “matter.” This
ultimately, minimized the role it plays in the lives of individuals (Bonilla-Silva, 2003).
In actuality, the orientation was actually geared towards the “general” student
experience, being a White individual abroad (Talburt and Stewart, 1999). Allison
realized that the absence of conversations about racial dynamics in the host societies,
inadequately prepared students for the reality of how racial privilege operated abroad
and how some students were treated differently by the locals based on their racial
positioning. Because race issues abroad were not addressed, Allison, and other
respondents who were unfamiliar with other Black persons who studied abroad in
these regions, believed that they were denied resources to study abroad. These
included information that would mentally prepare them for their encounters abroad,
such as what to expect in these societies. Thus, at these orientations, all students,

irrespective of race, are being held to comply with the “normative” White standard.

As Green (2001) states, due to the lower status of dark skin universally, African
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Americans compared with Whites are more likely to face unfavorable treatment
abroad. Therefore, students who do not fit this White model will be inadequately
prepared to deal with “the persistence and permanence of racism and the construction
of people of color as “Other,” even in an international environment (DeCuir and
Dixson, 2004).

Similar to the ignorance of Whiteness in the racial discourse of program
orientations, in Andrew’s case, the non-recognition of males as a gender, sets the
standard of males as “normal” (Mclntosh, 1988). Although Andrew was “privileged” in
a sense because he was visiting a Muslim society were the daily norms for men were not
as ridged as those for women, the un-acknowledgement and lack of dialogue about
privilege and positioning suggests that foreign countries cultural contexts are similar to
America. This neglect tends to “ignore the variability of the American position in a new
cultural context.” (Talburt and Stewart, 1999: 173). In this regard, by not acknowledging
gender in the orientation, just like White privilege, it cements the idea that men are the
“normative” standard and will be treated in a foreign as such; despite the fact that race,
nationality and gender intersect to create unique experiences in different parts of the
world.

MAKING THE DECISION NOT TO ACTIVATE CULTURAL CAPITAL
The Underutilization of resources
Although some respondents were structural advantaged in the study abroad
process, based on their class and race position, (such as possessing the financial capital
and social networks to provide them with resources to secure advantages in the study

abroad process) they made the conscious decision not to activate their cultural capital.
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By deciding not to invest their privileges, as a result, no social benefits were produced.
Overwhelmingly, this was a major reason why the majority of White respondents in
the sample (n =3) did not study abroad.

Within the context of choosing a study abroad program, Brianna, for instance,
was interested in searching for “any” Spanish program to broaden her language skills.
With this in mind, she took a couple of Spanish classes taught by program directors
who would promote their respective programs in their classes. She remembered that
in one course, the program director of a Mexico exchange would alert the class about
upcoming program application deadlines and of times when initial orientation sessions
were held. Additionally, another program director would post information about his
program to Spain on the language department’s bulletin boards. These various
promotional techniques made Brianna aware of the availability and content of certain
Spanish programs. Most importantly, Brianna repeatedly mentioned that her parents
promised her that they would pay for any study abroad program that she chose. As a
result, she was free from assuming any financial burden of paying for a program
herself. Moreover, she also got information as to when study abroad information
sessions were held at the GSU study abroad office from friends who were participating
in programs. Even though she realized a social advantage from possessing these
resources, (she made mention throughout the interview that “she didn’t make a huge
effort” to utilize the information that was around her, an admittance of an awareness of
her advantages), she failed to exert her agency and activate her cultural capital by not

making a decision to utilize the resources at her disposal (information and program
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choice information). Thus, because of her inaction, no social benefits were achieved,
such as, choosing a program.

The case of Howard also provides an illustration of the underutilization of
resources, which impacted his eventual decision not to study abroad. Howard, applied
to a Swedish program at “Camden University,” based on the recommendation of his
professor and peers. When he applied, his application got rejected because he did not
meet the grade criteria on one of the school’s Swedish proficiency tests. Howard
mentioned in the interview that before the test, he had choice of options between this
program and one at another “Central university.” He also stated that both his
professor and his peers told him that the Central university program was “second
rate,” but was still a good program if spots at Camden were all taken. Despite having
this other option, Howard decided to take a “break” from pursuing study abroad
programs, and decided that with the help of his professor, he might try at a later date to
get into the second tier program. In this case, Howard possessed “unactivated cultural
capital” since he had resources at his disposal (a second program option to Sweden
along with his professor as a source of help) but decided not to use these resources at
this time.

Finally, in the following excerpt, the case of Rachael also highlights the need for
purposive action to activate cultural capital to produce a social advantage. Although
Rachael found it very difficult to fund study abroad on her own, she mentioned that
her mother was willing to help pay for some of her expenses:

My mom has made comments like she wants to help [her pay for a study abroad

program], cause she knows | haven’t studied abroad because of the financial

expense, but and she’s made comments, like, you know, *““She would like to help
me.” She said | can’t pay for all of it, but I’d really like to help you with part of
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it, I mean, that right there is big because | know she wants to help me. But it

kinda makes me uncomfortable | don’t really like the idea of accepting money

from parents, but even though if it’s just like a plane ticket

However, even though Rachael possessed this resource (mother’s offer of
financial assistance) and realized an advantage from having it (that it could help pay
for her plane ticket), she refused to activate her cultural capital. This was because she
did not utilize the resources her mom offered and gain a social advantage from them,
which in this case was paying for a study abroad program. Instead, she continued to
look for ways to completely fund study abroad herself. Rachael also mentioned that
she “definitely knew where to find” students with information about how to go about
choosing a variety of Spanish language study abroad programs and what to look for to
cut costs. However, although she realized a social advantage from possessing these
tools, Rachael failed to activate these resources because she did ask these persons
guestions that would help her find a program and cut expenses. In stark contrast,
Maxine, a Black female who could not afford to go on study abroad, did not have
family that offered to contribute any finances towards her program fees. As opposed
to more concrete assistance with the process, her family only gave her verbal
encouragement. Moreover, Maxine lacked access to wide network of ties with
students who could help her with program information.

For these aforementioned White respondents, this underutilization of their
privileges did little to interrupt their middle class positions. This is because they had
the privilege of finding other alternatives to achieve their goal of international travel or
could easy activate these resources to study abroad when they felt they wanted to

resume the completion of the study abroad process. For instance, since she
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experienced problems with approving her credits, Shannon decided that pursuing a
study abroad program to France was not worth the effort. Through her church
connections, she was able to find a job in France and work there for the summer while
learning the language. On the other hand, Black students who did not study abroad
did not possess these other opportunities to travel. As such, this emphasizes how
social inequality is still reproduced even when these White students underutilizated
their cultural and social capital.

As these examples continue to illustrate, Black respondents who did not end up
studying abroad, were more likely to be stuck in the “search” stage than their White
counterparts. As a result, they were still trying to gain basic information in order to
make concrete decisions about choosing a program. A major reason for these
respondents delays is due to the fact that their peer networks were segregated (being
comprised mostly of persons who did not study abroad), and thus, they had less
effective networks to tap into for knowledge-based resources (Cole, 1990). For
instance, Louis, who was still in the process of choosing between a business program
to Northern India and the other to Eastern Europe, mentioned that he was actively
searching for scholarships to cover the majority of costs to study abroad. He was also
looking for experiences persons to talk to about their experiences studying abroad in
these societies; in addition to asking persons about resources they utilized to fund
study abroad. Unlike the majority of White students who did not study abroad, Louis
lacked networks of formal and informal ties with faculty and peers to direct him on
how to accomplish these matters:

Interviewer: What do you think you need to help you along towards your goal of
study abroad?
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Louis: Uhm, I would say if someone helps me with getting scholarships that would
help, that would help me a lot. If | were to maybe to do some one on one perhaps
with faculty or students that have participated I think that would help me along.
Uhm, and probably those two things...

Interviewer: To what extent have you talked with faculty about your search for
scholarships?

Louis: No | haven’t, still uhm, you know, still trying to figure out who will be
people | talk, cause | need to get that information from [pause]and that’s still a
little unclear to me at this point. I’m still unclear about some of the folks...
Finally, when it came to activating their resources, Black respondents compared
with their White counterparts who did not study abroad, perceived that they were more
likely to be rebuffed by institutional agents. The case of Antonio, mentioned earlier,
provides an illustration of this pattern. Antonio applied to a Russian program that was
recommended by his language professor, Dr. Franklin. Even though he made it to the
interview stage of the application process, he was not accepted into the program.
Antonio mentioned that in the event that he does get accepted to this program, just as a
precaution, he suggested a variety of other Russian programs to his professor.
However, he stated that she did not approve of any of these selections. Compared
with Howard’s situation, in which he and his professor both came to mutual decision
about program criteria and options, Dr. Franklin did not suggest any “practical”
alternative options for Antonio; nor did she consult with him about options he would
prefer. Antonio mentioned that she always recommended options that were either
expensive or too lengthy in terms of the period of time spent overseas. Thus, in this
case, even though Antonio possessed cultural capital (the knowledge of alternative

programs to Russia), he perceived that his attempts at activating them were rejected.
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Based on studies that document the problematic relationship between agents and
students who are racially and ethically dissimilar cultures (Stanton-Salazar, 1995,
Stanton-Salazar and Dornbusch, 1995; Smith-Maddox, 1999), race could have played
a significant role in the lack of communication and mutual misunderstanding based on
antagonisms between this respondent and this agent.

SUMMARY

The data reveals very distinct differences between those respondents who did
not study abroad and those who eventually completed the study abroad process. In
both situations, White participants were more likely to have access to multiple sources
of resources (social capital) which was an avenue through which (potential) cultural
capital was transmitted (Monkman et al., 2005). Despite the fact that Whites in this
sample that did not participate in study abroad were socio-economically and cultural
situated to access resources, overwhelmingly, they were less likely to make conscious
attempts to activate their cultural capital. This finding is consistent with literature that
examines usage of cultural capital in the school setting (Lareau, 2000; Aschaffenburg
and Maas, 1997; Lareau and Horvat, 1999; Lewis, 2003; Reay, 1998; McDonough,
1997). These studies point out, individual actions as well as structural forces (class
based resources) are necessary in activating cultural capital and in ultimately
reproducing social inequality.

Unlike their White counterparts, Black respondents who did not study abroad
either did not possess an extensive pool of resources, or were less likely to be
successful in their attempts to activate their cultural capital. As previously mentioned,

this was due to institutional as well as individual racism. For Black respondents who
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eventually studied abroad, even though they possessed fewer resources than their
White counterparts, they were able to gain resources from knowledgeable institutional
agents; even though the majority of these ties were weak. This Chapter continues to
demonstrate that race and class played a significant role in respondents’ access to

cultural capital and its potential activation.
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CHAPTER SEVEN
CONCLUSION AND RECOMMENDATIONS
CONCLUSION

The purpose of this study was to examine the extent to which institutional
dynamics of a large urban southeastern university affect the involvement of Black and
White students in the study abroad process. Previous literature that addresses the
reasons for a gap in study abroad participation among Black and low-income students
seem to suggest that financial reasons and disinterest alone do not account for this
disparity. Although these studies identify barriers to study abroad for these
populations, they do not offer explanations of how, where and why these barriers
manifest itself in the study abroad process. My contribution to the study abroad
literature was to present a more nuanced understanding of this disparity in
participation by documenting the requirements at each stage of the study abroad
process to explain how these standards panelize mostly Black and low income
students. Furthermore, | provided a detailed understanding of where in the process
these populations are most likely to drop out.

Based on the narratives of 21 students who participated in the study abroad
process at Georgia State University, | reveal that institutional agents who design the
various elements of this process and contribute to maintaining these standards, assume
certain “taken for granted” assumptions about the availability of resources needed to
successfully complete the main steps of the study abroad process. These main
elements include finding a study abroad program, choosing a program and applying to

a program in order to eventually study abroad. 1 found that similar to previous
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literature on micro-political processes such as institutional evaluation standards in
educational settings that perpetuates inequality (DiMaggio and Mohr, 1985; Lareau
and Horvat, 1999; Lareau, 2000; Lareau and Weininger, 2003; Carter, 2003, 2005;
Reay, 1998; Monkman et al, 2005; Lewis, 2003; Smrekar, 1996; McDonough, 1997),
the process at GSU privileges those students whose knowledge and skills comply with
the cultural capital assumptions of the institution (dominant institutional standards).
As a consequence, these assumptions inadvertently disadvantage those students who
do not have the socio-economic and cultural resources to adhere to these standards.
Overwhelmingly, the students that lacked these resources happened to be Black or
from low income backgrounds. Most importantly however, | found that the students’
activation and usage of cultural and social capital was more important than their
possession of these resources. Thus, although the White students who did not study
abroad were structurally advantaged and possessed a multitude of social and cultural
capital resources to comply with these institutional standards, they purposely decided
not to invest these resources to study abroad. Conversely, | found that Black students
who attempted to study abroad but did not, either possessed none of these resources to
help them comply with the standards of the process or when they did possess capital,
they perceived that their attempts were denied, unlike their White counterparts, to
activate their cultural capital by institutional gatekeepers such as professors and study
abroad administrators. This important finding is consistent with the literature which
reveals that race is a mediating factor in the conversion of resources into cultural
capital in the educational setting and it plays a significant role in the low academic

achievement of Black students compared with Whites (Roscigno and Ainsworth-
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Darnell, 1999; Farkas, 1996; Lewis, 2003; Lareau and Horvat, 1999). Interestingly,
for the Black students who succeeded in studying abroad, even though they had fewer
resources at their disposal than White students in the sample, they were lucky enough
to access valuable knowledge-based resources through ties with an institutional agent,
especially when it came to choosing a study abroad program and applying to a
program.

Although the majority of existing literature on the social reproduction of
inequality in educational settings agree that investment of resources is more important
than possessing capital (Lareau, 2000; Monkman et al, 2003), many of these studies
do little to explain in detail how the process of activating and non-investment of
resources operates, especially when it comes to the underutilization of resources.

One major strength of this study is that it clearly identifies the processes by
which individuals “activate” and underutilize their cultural capital, which contributed
significantly to the race and class disparities in study abroad participation. | found that
the difference between the White students that participated in study abroad and those
that did not, was that the latter did not exert efforts to activate their cultural and social
capital, although the majority possessed a wide cache of these resources. The
advantages of these resources include networks of peers who studied abroad and
provided these students with information about program strengths and weaknesses.
These students also have the ability to formulate ties with agents who referred them to
knowledgeable persons in their networks when searching for information about
choosing a program. Furthermore, these students were more likely to come from

families with the financial resources to fund study abroad. This White population was
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also aware that these privileges could be used to study abroad (unactivated cultural
capital). But White respondents who did not go abroad, consciously decided not to
talk to peers that they knew who had information about how best to fund study abroad,
or they decided not to ask a willing agent to help them find a study abroad program,
even though this faculty member helped them before in this capacity. Thus, White
respondents had enough resources and the opportunity to employ their capital to study
abroad at the time, but choose not to invest these privileges, due to other opportunities
that arose while they were navigating the study abroad process. These included
finding alternative purpose such as a vacation to travel to their destination of choice.
Because of these and other favorable opportunities, these students decided that
pursuing study abroad was not worth the effort, or just made a personal decision to
delay study abroad.

This underutilization of their privileges did little to shift this population’s middle
class position because some of these students have the privilege of finding other
similar alternatives to achieve their goal of international travel or they could easily
activate these resources to study abroad when they felt that they wanted to resume the
completion of the study abroad process. However, Black students who did not study
abroad, possessed none of these other opportunities as alternative options to travel,
My study therefore, contributes to an understanding of how respondents activate and
choose not to activate their resources to study abroad, and how social inequality
continues to be reproduced even when White students’ underutilized their cultural and

social capital.
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Another strength of my study is that it expands on the mechanisms of acquiring
and accumulating social and cultural capital in the educational setting. Previous
studies focused on the role of parents acquiring these resources for their children in the
high school and elementary school setting. My study shifts this focus to adults in the
higher educational setting to examine how they acquire social and cultural capital
through their familial structural advantages, and through their own interactions with
institutional agents in order to progress through the study abroad process. The
obvious differences in these educational environments is that at the university level,
these individuals, who are adults or are persons entering the adult stages of their lives,
may not be dependent on direct parental attempts to gain social and cultural capital for
them, because they may not be living with parents. Also, because this particular field
of interaction (the university setting) differs from the pre-college educational setting,
the activation of social and cultural capital will be very different (Lareau and Horvat,
1999). Thus, the dependency on parents to acquire social and cultural capital
resources may not work have the same advantage for a student in the university setting
as it would in elementary school. For example, when parents/families activate
cultural capital by volunteering to help out in a classroom during reading hours in
elementary school, this action would be read by gatekeepers as parents being
“involved in the education of their child,” and therefore, legitimize these parents
cultural capital. However, in a university setting, the outcome would be different if a
parent tried to activate their capital by coming to talk with a professor about their
child’s course grade. This strategy of the parent would be read by the professor as

“meddling” and may reflect badly on the student who may be considered “immature.”
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Consequently, this parental action may result in the professor’s rejection of this
investment of cultural capital. In essence, students in higher education are treated as
adults and therefore, the onus is on them to gain cultural capital through social capital
by forging relationships with key agents. This was a popular strategy utilized by
students in the study.

Developing relationships with institutional agents or knowledgeable persons
who are familiar with the GSU process were pivotal resources in helping to understand
the specific cultural capital requirements of the study abroad process. Thus, some
students formed “bridging” and “bonding” ties with institutional agents and this
generated and built social capital and leading to the transmission of cultural capital in
the form of knowledge-based resources for the study abroad process; these included
how to choose the most appropriate study abroad program, information about
application deadlines and paperwork instructions etc. However, race and class played
a role in how some respondents were better able to access resources that allowed them
to gain and activate cultural capital more easily than others. | revealed that some
students were advantaged over others because they formed ties with agents who
provided more substantial forms of cultural knowledge than those who could not.
However, for Black respondents that did not study abroad, they had problems even
accessing these valuable ties, which included forging relationships with
knowledgeable agents in order to gain cultural capital. As a consequence of this lack
of access to knowledgeable agents, these students had to depend on “formal” sources

of information which was limited in quality and content.
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A final unigque contribution of this study is that it breaks new ground by
documenting the specific stages of the study abroad process by examining the specific
requirements needed to complete these steps, which contributes significantly to
explaining the reasons for the gaps in study abroad participation by Black and low
income students. In keeping with the tradition of college choice literature, I identified
three linear, but intersecting phases of the process. By outlining these phases, | was
able to clearly emphasize the role that individual agency (activating resources) and
structure (class based resources) play in perpetuating inequality in the study abroad
process.

For instance, in the Aspiration stage, the majority of the respondents were
predisposed to study abroad because of their class-based resources (financial and
cultural resources) that complied with the idea of international travel. However, these
students chose to activate their resources (knowledge about the benefits of study
abroad) by pursing study abroad intentionally, through agents from whom they
inquired about study abroad at GSU. Other students took classes with the aim of
studying abroad. On the other hand, even though other students knew about study
abroad, they intentionally did not pursue these opportunities because they decided not
to invest their resources to study abroad. Eventually, they activated their resources
(familiarity with study abroad) when a professor motivated them to pursue study
abroad opportunities.

In the Search Stage, which involved students searching for study abroad
programs, researching funding options and addressing concerns about studying

abroad, the respondents who were successful at this stage, were able to access
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resources from one source, but from a combination of sources. These included
institutional agents, their families and peers. Access to these resources was
distinguished by race and class differences, and this determined the ease with which
respondents gained and activated cultural capital. Successful students activated their
resources by utilizing the advantages of having access to resources. For instance,
some respondents utilized their social capital with agents and asked them for help
when searching for programs. Others asked their families to take care of their
children, if they decide to study abroad. Conversely, respondents who were
unsuccessful at this stage perceived that they were denied access to social capital that
transmitted cultural capital (this was expressed by more Black respondents than
Whites because some agents refused to entertain their ideas about study abroad); Other
reasons for their lack of success include not having the resources to comply with the
cultural capital standards of the institution (some students could not find money to
study abroad), or chose not to activate their cultural capital even though they fulfilled
the “rules” of this stage (had financial resources to fund study abroad and had in-depth
knowledge about the study abroad process at GSU).

Finally, the Choice Stage also revealed how agency and structure impacted
students’ attempts to study abroad when it came to choosing and applying to a
program. Similar to the Search stage, White participants were more likely to have
access to multiple sources of resources (social capital) which was an avenue through
which (potential) cultural capital was transmitted in order to achieve the goal to study
abroad (Monkman et al., 2005). This stage necessitated guidance from agents who

were familiar with applying to the program, filling out the required paperwork, and
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applying for financial aid. For the majority of respondents, guidance was not easily
accessible or readily available. Thus, those students who had access to multiple
sources of guidance for this stage gained advantages in this stage of the process.
However, as discussed earlier, the exertion of human agency was necessary to attain a
social profit, to eventually complete the study abroad process and go overseas.

When these stages are considered together, they indicate that structural realities
(class based resources at an individual’s disposal) shape human agency while at the
same time, individual agency shapes the social setting (reproducing their class
privileges), which contributes to the perpetuation of social inequality.

RECOMMENDATIONS

My recommendations are two fold. They address both the macro and micro
inequalities that work simultaneously to produce the disparate outcomes for Black and
low income students in the study abroad process found in the data. As the results of
this study demonstrate, access to resources such as information, is segregated by race
and class. Consistent with literature on race and class-based inequality in United
States, residential segregation not only fuels this unequal access to resources, but also
compromises the quantity and quality of socioeconomic resources (Horvat, Weininger
and Lareau, 2003; Oliver and Shapiro, 1995; Massey and Denton, 1993; Kozol, 1991;
West, 1994; Lewis, 2003). As I have shown, White middle class respondents were at
a greater advantage when it came to possessing a wider reservoir of resources
compared with Black and low income students. Many of these resources not only
supplemented, but in most cases exceeded institutional resources. These resources,

which included access to bridging and bonding social capital in the form of
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relationships with social equals such as friends and peers who served as avenues for
the transmission of knowledge-based resources about study abroad; these resources
are largely dependent on the racialization of social space. The most segregated of
these spaces are the neighborhoods in which people reside, and which contribute to
other segregated patterns of contact found in schools and other institutional spheres
such as distant interactions, due to the lack the opportunity for sustained interaction
(See Sigelman et al., 1996; Rickles and Ong, 2001). A solution to this inequality for
access and concentration of resources, is the creation of opportunities for Black and
low income individuals to attain more socio-economic parity with the White middle
class population. For instance, social policies need to place a premium on integrated
neighborhoods whereby these populations can have access to more bridging and
bonding social capital that would allow for the transmission of knowledge-based
resources in particular. Unfortunately, even though the climate for race based
integration efforts are unpopular (Orfield and Lee, 2004; Greenhouse, 2007), these
social policies need to be put in place to ensure that these populations have access to
these opportunities. However, the first step is to create a climate for pluralistic
interactions between these populations whereby all parties involved feel that they can
benefit from each other.

Although sustainable results cannot be guaranteed without macro level
interventions, complementary micro-level solutions also need to be enforced. By
documenting the stages of the study abroad process, it not only identifies the
institutional role in perpetuating inequality, but also gives an indication of where

specifically institutional amendments are needed to alleviate some of the barriers in
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the process. In general, institutional decision makers need to reexamine the taken for
granted assumptions of the study abroad process and acknowledge the socio-
economic and cultural realities of the student populations they serve. Even though
some barriers are easier to alleviate than others, | have highlighted the obstacles that
disadvantage those students who were motivated to purse study abroad, and who were
academically sound and had the determination to study abroad, but were not given a
chance to study abroad because of institutional inadequacies. These students should
have the opportunity to make an informed choice irrespective of their decisions to
study abroad; they should not be prevented from making these decisions by barriers
that challenge equality in educational opportunity “related to race, institutional
practices and personal attitudes” (Washington, 1998: 7).
Greater exposure to international opportunities

Findings in the study revealed that being pre-exposed to the idea of
internationalism is a critical factor in students envisioning international travel, and
study abroad as possible and worthwhile. Obviously, not all students belong to
environments where international exposure is encouraged. The best way for students
to be exposed to this idea is through the educational system. As such, students need
to be exposed to a more internationalized curriculum throughout their pre-college
education that broadens their global knowledge and introduces them to international
perspectives. Currently these experiences are lacking in most elementary and high
schools around the nation. Studies from the Asia Society in 2001 and National
Geographic Society/Roper 2002 Global Geographic Literary survey found that

American high school students compared with students from eight other industrial
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countries are next to last in their knowledge of geography and international affairs.
Thus, in order for this problem to be realistically addressed so that students can see
study abroad not as a “special’ educational opportunity but a norm, they must be
engaged in international education from as early as in elementary and high schools.
Also, this type of educational content must be sustained at the university level where
global perspectives are consistently integrated in the curricula of all subject areas
including the social and natural sciences. When the curriculum does not include
international content, students see international issues as peripheral, and having
limited impact on their lives. This false impression would limit students from
considering study abroad as something relevant to their lives. But, as Carter (1991)
highlighted, even when international issues are introduced into the curricula, it neglect
to link international experiences with minority student’s perspectives. Instead,
international experiences continue to be presented in terms of a White middle class
frame of reference that ‘others’ students who do not fall into this category. According
to Delpit (1995), a solution to this Eurocentric bias is that “institutions must work to
change courses that must not only teach what White Westerners have to say about
diverse cultures, they must also share what the writers and thinkers of diverse cultures
have to say about themselves, and their culture” (p.181). In this study, Black students
experienced this Eurocentric bias when looking for study abroad programs; this was
reflected in many of the program selections outside of Europe which were presented in
a format that reinforced instead of challenge stereotypes about non-Western
populations. The result of this portrayal is further marginalization of students whose

culture study abroad programs are intended to recognize.
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Even though the perception of international travel has a tendency to magnify
differences, because it is typically viewed as encounters with “exotic” others, it can be
challenged with more genuine culturally sensitive approaches to travel and learning.
For instance, institutions can develop forums or clubs where international students on
brief exchanges and those enrolled in U.S. universities have the opportunity to interact
with American students to talk about their lives and cultures (Jackson, 2005). An
advantage of this activity is that it facilitates sustained interaction with those perceived
as “culturally different others” and in this regard, change these preconceived notions
when traveling to these societies.

Having culturally sensitive faculty and staff

The Black student experiences with the study abroad process revealed the
persistence of “social distance and distrust” between minority youth and ‘institutional
gatekeepers’ (faculty, study abroad office staff, advisors,) (cited in Stanton- Salazar
and Dornbusch, 1995, p. 117; Sanchez-Jankowski, 1991; Fordham and Ogbu, 1986).
When gatekeepers were not interested in the issues confronting students of various
social class and racial groups, they tended to isolate those students because they do not
share their world view. This behavior identifies the need for faculty and
administration to be more sensitive to the experiences and needs of students of
different ethnic, cultural and racial groups. One solution to this problem is to have
program directors and study abroad administration involved in special training that
would expose them to the problems students face in general and issues minority
students face in particular; this training would equip them to find ways to talk about

and address these issues with students. Faculty and staff in study abroad must also
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have a general understanding of different persons responsible for study abroad
information at the institution, especially the person in charge of study abroad financial
aid. Therefore, if one particular agent does not have an answer to a question or
concern, the student can be referred to someone who has the information to assist then
(Phillips, 2005: 4). Follow up via email to check whether students have accessed the
help they needed is crucial to ensuring that they do not miss important steps in the
process or drop out because of institutional barriers. Another approach is to
encourage more diversity among program directors and staff administrators to achieve
balance in terms of ethnicity and cultural backgrounds of students instead of the
current predominance of Euro-American study abroad agent. According to Carter
(1991), the lack of diversity in study abroad administration sends a subtle message to
minority students that study abroad is or is not a part of their reality, consequently,
they may be hesitant to seek assistance from agents who they feel do not share their
concerns. Thus, having a diverse staff creates an atmosphere of comfort and
familiarity for students.
Greater access to information

It appeared that at various stages of the study abroad process respondents had
problems gaining a wide variety of important information such as details about
program directors of externally sponsored programs, how to fill out paperwork, how to
apply for travel visas and how to find genuine sources of finance study abroad. The
study abroad office is one of the main places where students go can obtain for these
details, therefore it should have all the relevant information about study abroad

programs and it should be easily accessible to students. Also, most of the information

197



should be posted on-line on a study abroad website where students can access this
information at their convenience. For instance, the website can offer sample passport
application or sample program applications with the corresponding instructions. If
students request specific help with these issues, such as with contacting program
directors, the study abroad office should help them to locate the contact person and
should follow up with students to resolve their specific issues. If in some cases, the
staff does not have time to address these student issues, available alternative is to have
an alumni of study abroad programs to work with these students. Additionally, fellow
applicants may have valuable information to share, and forums such as list-serve
should be made available for these students to share their resources.

Another important recommendation is that greater communication should be
encouraged among program directors, academic advisors and the study abroad office,
because up-to-date information is not being disseminated to the wide population,
especially when dealing with issues such as credit transfers. The study also revealed
that some faculty from departments sponsoring a study abroad program knew nothing
of these programs or even if they knew, they were unwilling to help some students
acquire basic information about the programs. It follows therefore that if a department
Is sponsoring a study abroad program, it should be the department’s responsibility to
inform all faculty about the basic information of the program and the business
manager or program director should be clearly identified for assistance to students.

Greater guidance and mentorship for students
My findings revealed that throughout this process, students that were most likely

to study abroad had consistent guidance and mentorship from peers or institutional

198



agents. Inorder to provide guidance to those students that lack these resources, a
program should be established to provide these students with knowledgeable mentors,
who may be students that studied abroad on a similar program or faculty and study
abroad administrators with familiarity of the steps of the study abroad process. These
individuals would provide guidance to complete the process; this may include help
with application instruction, financial aid forms, and funding opportunities. This
would require either hiring of more study abroad administrative staff or training
faculty advisors on how to help students navigate the study abroad process.
More realistic aid options available and a clearer understanding of the various aid
options

Students in the study reported that agents would continuously tell them that
“there was [study abroad] money out there,” but they were not told how or where to
locate this information. Even though this rhetoric may be an encouragement for
students to study abroad, it shattered the expectations of students who failed to find
funding and therefore the experience was considered to be burdensome. In order for
students not to become disengaged by this experience, more realistic financial options
need to be presented to those who are interested in studying abroad. This may be
achieved by offering more scholarships based on need as well as merit. Additionally,
institutional agents that work in the study abroad arena should promote other options
such as work abroad and non-academic options which may be cheaper but just as
valuable (CIEE Committee on Underrepresented Groups in Overseas Programs, 1990:
40). If these scholarships are not widely available, agents may suggest fund raising

ideas to help financially strapped students offset costs. But most importantly, agents
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need to work on democratizing information about affordable program options and
avenues for funding that target a wide range of students. These avenues can include
dissemination of information via mentors, who may be an assigned faculty or a student
who is made aware of the variety of funding opportunities available to study abroad.
Also, information cannot be solely disseminated via the internet, since many students
may not have easy access to this resource. It is therefore recommended that study
abroad information should be disseminated both in print and via the World Wide Web
where all students have access to this information; other methods of dissemination of
study abroad information include university list serves in which messages may be
attached to interested students email accounts and in departmental brochures. With
access to this information, students will be able to consider a variety of options for
financing study abroad. Of equal importance, are financial aid officers who should
give students clear guidance about financial requirements for study abroad, and these
requirements as well as funding options should be integrated into orientations so more
students can be informed.
FUTURE RESEARCH

In terms of implications for future research, it would be valuable to expand this
study to include the reports of institutional agents, such as the “gatekeepers” involved
in the study abroad process. This would facilitate examination of in order to
examination of the personal standards used by these agents to evaluate the cultural
capital of students involved in the study abroad process. Moreover, by including these
agents in a future study, researchers can ascertain how these persons decide to forge

ties with students and the type of resources they provide to students; such analysis
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would give indications of how these actions of agents contribute to inequality in study
abroad participation. It would also be interesting to study the experiences with
access, activation and usage of cultural and social capital of other racial and ethnic
groups such as Asians and Latinos, who are also underrepresented in the study abroad
process; these experiences can be compared with those of the Black and White
students in the present study. Finally, this research can be extended to other
institutions such as private universities and Historically Black Colleges and
Universities to explore the specific norms and requirements of the study abroad
process at these institutions.

This focus of sociological research on higher education in the reproduction of
social inequality will continue to seek explanations for the myriad of ways in which
educational stratification thwarts the process of gaining essential learning skills. This
is exemplified in the present study of comparative participation of Black and White
students in study abroad programs that have the potential for acquisition of a greater
understanding of the wider world. However, it is not enough to just highlight these
problems. Solutions to these problems must be found by identifying the nuances of
these processes that contribute to the reproduction of social inequality. In this regard,

the findings of this study are meant to contribute some explanations.
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Appendix A: Email Correspondence

You are asked to participate in a research study about factors that affect various
students from participating in college study abroad programs. This study is being
conducted by Jennifer Simon, a sociology Master’s student at Georgia State
University, and will be the thesis component of the degree program. ldeally, this
research will further understanding on how to increase in the participation of
historically underrepresented students in study abroad.

This study involves an interview and a short survey, which should take approximately
one hour and 40 minutes and will cover your views and experiences with regard to
study abroad at Georgia State University. | would like to schedule an interview with
you at Georgia State University Downtown campus, between........... Is there a date
and time that would be convenient for you?

Your participation in this study is completely voluntary, and you will not be penalized
in any way for non-participation. Should you decide to participate, you may decide to
withdraw from the study at any time. Your information and data generated will be
completely confidential.

Thank you for your assistance with this research project. Should you have any
guestions or concerns you may contact me via email at jsimon4 @student.gsu.edu or
jennybelle27 @yahoo.com, or call me at 404-816-2518.

Sincerely,

Jennifer Simon

Masters Candidate
Department of Sociology
Georgia State University.
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Appendix B: Recruitment Handout

Did you have a study abroad experience at GSU?

My name is Jennifer Simon, a sociology Master’s student at Georgia State University (GSU).
For my thesis, I am conducting a study on factors that limit various students from participating
in study abroad.

Length and content of interview

This study involves an interview and a short survey, which should take approximately one
hour and 30 minutes and will cover your views and experiences with regard to study abroad at
Georgia State University.

Eligible interviewees

Students who have gone on a study abroad program while at GSU in the past 2 years
Students who have applied to go on study abroad in the past 2 years (i.e. sent in an
application to go on a program) but did not go overseas.

Your participation in this study is completely voluntary, and you will not be penalized in any
way for non-participation. Your information and data generated will be completely
confidential.

If you are interested in participating in this research study please fill out the information
below. If you have any questions about this study, please feel free to contact me at the
following email address and phone number.

Jennifer Simon
Email: jennybelle27 @yahoo.com or jsimon4d@student.gsu.edu
Phone #: 404-816-2518

Thank you!

Please complete the following if interested in participating in the study

Name:

Racial/Ethnic identification: (Please circle the option that applies to you)
Black/Non-Hispanic, Caucasian/Non Hispanic, Hispanic, Asian or Pacific Islander, Native
American, Other

Which of the following options applies to you?: (Please circle the option that applies to you)
1. I have gone on a GSU study abroad in the past 2 years

2. | have applied to go on study abroad in the past 2 years (i.e. sent in an application to go on a
program) but did not go overseas.

Contact information where you can be reached:
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Appendix C: Demographic Questionnaire

The purpose of this questionnaire is to provide demographic information to
supplement the interview. All information is confidential and participation is
voluntary. The questionnaire should only require 10 minutes to complete. Please write
in or check the response where appropriate. Thank you!

Please choose your OWn PSEUAONYIM ... ...t e e e e e e e e e o

Age on last birthday..................
SEX: it RACE. ...
What is your present nationality?............ccooeeiiiiiiir i
What was your nationality at birth?...........cccoooe i
Where were your parents born?
Father  Country of Dirth....... ..o e,
Mother  Country of birth. ...
Have you ever traveled or lived abroad before your study abroad experience?

Yes, Country (ries)

No. (Please go to question 7)
If yes, type of experience?

Length of time Where Age
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Length of time Where Age

Attending school/ University

Have your parents, brothers/sisters or guardian lived for a considerable period of time
(minimum of three consecutive months) in a country other than that in which they are

currently residing?

Father YES COUNIY ... e e e e No.
Mother  YES COUNIY. .ot e e e e e No.
Guardian  YES COUNIY.....iiie e e e e e No.

8. What is the highest level of education your father and mother or Guardian has reached? (If
you are not sure, please give your best guess.)
Father or Guardian Mother
Grade SChool |
High School
Bachelors Degree ..o
MaStErS DEgrEE oo e
Ph.D. e

Other e
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9. What was your major field of study when you decided to pursue study abroad?

10. What was your grade point average when you applied to or where considering study

abroad?

11. How have you financed your studies in higher education? Please estimate
percentages
Cash or other contributions from parents

(e.g. rent free while living with them)

................................................................................... %
Income from your own work
................................................................................... %
Grants, scholarships, loans
.................................................................................... %
Other, Please SPECITY ... e e e e e %
Total 100 %

12. Family you grew up in level of income per year
....... Less than $25,000

....... More than $25,000 but less than $50,000
....... More than $50,000 but less than $75, 000

....... More than $75,000
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If you did not complete study abroad at this university, please skip the following

questions

Study abroad Information

13. Please indicate the department(s) and course (s) that were affiliated with the study

abroad Program(s) at Georgia State University that you participated.

14. Please indicate your enrollment status when you went on study abroad
Freshman......... Sophomore........... Junior............ Senior............ Other..............

15. Location of your study abroad program (s) (City, Country)

16. Semester/Year of your study abroad program (s)

First Program

Spring....... Maymester....... Regular summer session....... Fall....... Year........

Second Program

Spring....... Maymester....... Regular summer session....... Fall....... Year..........

Ot e
17. Duration of period you spent abroad

First Program .......c.oooiiiii i,
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18.

How did you finance your study abroad program(s)? (Choose all that apply)
Student Loans..............
Scholarships/Grants.......
Personal Finances..........

Other (please SPeCITY)......oov e

THANK YOU
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Appendix D: Interview Schedule

Date and Time:
Location:
Interviewee pseudonym:

Questions on the availability and nature of support to study abroad

Tell me about what got you interested in study abroad? (How did you first hear about
study abroad?)

How did you first get interested?

Who did you first talk to about study abroad when you decided to consider it?

Did you know other people who did it? Family? Friends?

What was the first step you took at GSU to go about study abroad?

How did you go about it?

What can you tell me about who encouraged you to pursue study abroad?

Family? Friends?
An organization?
Staff? Professors?
How? Letters of support? Identification of programs? Access to information?

Have you traveled overseas before you decided to participate in a study abroad
program? Tell me about those experiences?

Where?
Why?
When?
How often?

To what extent did your prior travel help prepare you for study abroad?
What countries were you interested in going to?

To what extent did you have problems finding a study abroad location?
Why?

What made you decide on a particular country?
Previous travel?
Major?
Culture?
Familiarity?
Lack of options?
Faculty?

Questions on access to support to study abroad

How did you prepare for study abroad?
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Who helped? Faculty? GSU formal orientation? Clubs? Student organizations? prior
experience? Family? Friends?

How did they help?

Did you have a formal orientation?

Was it helpful? In what ways was it or not?

Who was involved in the process?

Were minority affairs experts involved?

Walk me through the orientation process
Who was involved in the process?
What was said?
What issues or concerns were brought up?

Was it helpful? In what ways was it or not?
Were minority affairs experts involved?

To what extent were the orientations helpful?

To what extent did you speak with other interested students during the orientation?
What did you talk about?

Did you know of someone who has participated in study abroad?

Did you speak with them about their experiences?
What kind of feedback did they give you?

What was your experience like getting finances to study abroad?
Who helped you prepare to finance study abroad?

Family, Study Abroad Staff?, Friends, Own Savings, parents?

Tell me what were you most concerned about when considering study abroad?
Coursework? Money? Language? Fear of discrimination?
Who did you speak with about these concerns?

Administration? Faculty? Students? Alums of Program?
How did people respond to your concerns?

Stages of the study abroad process
Once you got interested in study abroad, what happened next?
To what extent did you consider applying to a particular study abroad program?

If you did apply, when did you decide? How did you decide?
If not, why not?
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If applied for study abroad: Tell me about the application process you had to undergo
when applying for study abroad?

What did it consist of?

How long? How extensive?

What kind of paper work was involved?

Did you think it was fair? If not, why?

Did you ask for help with it? Who did you ask for help?

In your opinion, what encouraged or discouraged students from participating in the
study abroad programs that you applied to or were interested in?

Mayjor/Subject restrictions? Money? Faculty?
Why do you think so?

(For those students that did not go overseas)
Why did you decide not to participate in a study abroad program?
What would encourage you to participate in study abroad?
Would you like to add anything else to the interview?
Experiences abroad (For those students that participated in study abroad)
Tell me about your experience studying abroad?

Where did you go?

For how long?

What did you do?

Did you like it?

What would you change?

Looking back, how do you think the orientation and classes helped to prepare you for
your experiences and the culture abroad?

Would you recommend study abroad to your peers? Why or Why not?

This there anything else you would like to add?
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Appendix E: Informed Consent Form

Georgia State University, Department of Sociology

Informed Consent Form

Advisor: James Ainsworth, Ph.D.
Researcher: Jennifer Simon, BSC.

You are being asked to participate in research which will be conducted by Jennifer
Simon, a sociology Master’s student at Georgia State University. This study will
examine factors that limit various students from participating in college study abroad
programs. The study will include approximately 20 participants. You are selected as a
possible participant because you fit the criteria for participation.

This study is designed to provide the university with an understanding of the factors
that contribute to limited student participation in study abroad.

If you agree to take part in this study, you will be asked to participate in an interview
and a short demographic survey. These two tasks will last about an hour to an hour
and 40 minutes. The interview will be done individually. It will be conducted by the
researcher in a location that is convenient and comfortable for you at a time you
indicate is acceptable. The interview will be tape recorded. However, you may
refuse to be tape recorded or request that the tape be destroyed after usage.

There is a risk that asking about your past experiences may cause you some
discomfort. However, we do not anticipate any other risks.

You may not benefit directly from this study. The information gained will assist
educational professionals in understanding the factors that contribute to limited
participation of students in college study abroad programs.

Participation in this research is voluntary. You have the right to refuse to be in this study.
If you decide to be in the study and change your mind, you have the right to drop out at
any time. You may skip questions or discontinue participation at any time. Whatever
you decide, you will not lose any benefits to which you are otherwise entitled or affect
your standing with the University.

We will keep your records private to the extent allowed by law. You and all participants
will be given pseudonyms, and these will be used on study records rather than your name.
Any consent forms, audio recordings and all records that bear your name will be kept in a
locked file cabinet in the Faculty advisor’s office. Only the researcher and the advisor will
have access to the data. The transcripts of the interview will be kept on a secure
computer which will be password protected. Access to the computer will be secured
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by use of specific passwords known only to the researcher and the adviser. Your name
and other facts that might point to you will not appear when we present this study or
publish its results.

The results of your participation in this study will appear in a Master’s thesis, and will
be available to the public. You will not be identified personally.

Please call Jennifer Simon at 404-816-2518 or email her at jsimon4@student.gsu.edu or
Dr. James Ainsworth at (404) 651-1849 or by email at socjwa@panther.gsu.edu if you
have questions about this study. If you have questions or concerns about your rights as a
participant in this research study, you may contact Susan Vogtner in the Office of
Research Integrity at 404-463-0674 or svogtnerl@gsu.edu.

We will give you a copy of this consent form to keep.
If you are willing to volunteer for this research please sign below.

Subject Date

Investigator Date

If you are willing to have the interview audio taped please sign below

Subject Date

Investigator Date
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Appendix F: Demographics of the Characteristics of Respondents

Table 1.1 Characteristics of Sample who studied abroad

Have you ever

Present Father's Mother's Major traveled or lived
Pseudonym | Age Sex Race Nati . . . abroad before
ationality | Birthplace | Birthplace ;
you studied
abroad?
Psychology
United United and
Carla 23 | Female Black American States States Counseling No
United United Spanish
Rosa 28 | Female Black American States States No
United United Anthropology
Tiffany 23 | Female Black American States States No
United Film and
Alexis 20 | Female Black American States India Video No
Business
Allison 22 | Female Black American Nigeria Nigeria Yes
Dizino 30
Female Black American Jamaica Jamaica Spanish Yes
United United Business
Andrew 31 Male White American States States No
United United Public Health
Catherine 27 | Female White American States States Yes
United United Sociology
Natasha 26 | Female White American States States No
United United Hospitality
Ann 22 | Female White American States States Admin Yes
United United
Marie 19 | Female White American States States Journalism Yes
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Table 1.2 Characteristics of Sample who did not study abroad

Have you
ever
Present Father's Mother's Major traveled
Pseudonym| = Age Sex Race Nationality| Birthplace | Birthplace or lived
abroad
before?
Managerial
Louis 46 Male Black American |United States|United States Science Yes
Religion
Maxine 24 Female Black American |United States|United States Yes
Patrick 20 Male Black British England England History Yes
Journalism
Ricardo 32 Male Black American Trinidad |United States Yes
Antonio 26 Male Black American |United States|United States Linguistics No
Accounting
Nicole 23 Female Black American |United States|United States Yes
Brianna 20 Female White American |United States|United States Undecided Yes
Math and
Howard 63 Male White American |United States|United States Swedish Yes
International
Rachel 21 | Female White American |United States|United States|BUSIness/Spanish|  ygg
French Literature
Shannon 20 Female White American |United States|United States Yes
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Table 2 Socio-Economic Status (SES) of Respondents who studied abroad

Father’s highest

Mother’s highest

Pseudonym Family income level of level of
education education

Carla < $25,000 High School Bachelors Degree
Rosa < $25,000 Bachelors Degree High School
Tiffany > $25,000 but < $50,000 Bachelors Degree | Bachelors Degree
Alexis > $75,000 Masters Degree Other
Allison > $75,000 Ph.D. Bachelors Degree
Dizino > $50,000 but < $75,000 Associate Degree | Associate Degree
Andrew < $25,000 Bachelors Degree | Bachelors Degree
Catherine < $25,000 Masters Degree Masters Degree
Natasha > $25,000 but < $50,000 High School High School
Ann > $50,000 but < $75,000 Ph.D. Masters Degree
Marie > $75,000 Masters Degree Masters Degree
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Table 2.1 Socio-Economic Status (SES) of Respondents who did not study abroad

Father’s highest

Mother’s highest

Pseudonym Family Income level of education | level of education
Louis < $25,000 Bachelors Degree High School
Maxine < $25,000 Bachelors Degree Masters Degree
Patrick > $50,000 but < $75,000 Bachelors Degree Other
Ricardo > $50,000 but < $75,000 Bachelors Degree Bachelors Degree
Antonio > $75,000 Bachelors Degree Bachelors Degree
Nicole > $75,000 Masters Degree Bachelors Degree
Brianna > $75,000 Masters Degree Masters Degree
Howard < $25,000 - High School
Rachel > $75,000 High School Masters Degree
Shannon > $50,000 but < $75,000 Masters Degree Masters Degree
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Table 3 Financial Resources of Respondents who studied abroad

Financing Higher Education (%0) Financing Study Abroad
Cash or Other Income
Contributions from Grants, Student . Personal
Pseudonym your | Scholarships, Scholarships/Grants | _. Other
from Loans Finances
. own Loans
Parents/Family
work
Yes (Refund
Carla 0 0 100 No Yes No Checks)
Rosa 5 15 80 Yes Yes Yes No
Tiffany 0 25 75 Yes No No Yes (Mother)
Alexis 15 10 75 No Yes Yes No
Allison 10 5 85 No Yes Yes No
Dizino 20 20 60 No Yes Yes No
Andrew 0 0 100 Yes No No Yes (Mother)
Catherine 0 75 25 Yes Yes Yes No
Natasha 0 0 100 Yes Yes No No
Ann 18 2 80 No Yes Yes No
Marie 15 0 85 No Yes Yes No
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Table 3.1 Financial Resources of Respondents who did not study abroad

Financing Higher Education (%0)

How did you plan to finance study abroad?

Cash or Other Income

Contributions from Grants, Student . Personal
Pseudonym your | Scholarships, Scholarships/Grants : Other

from Loans Finances
. own Loans
Parents/Family
work

Louis 0 0 100 No Yes Yes
Maxine 2 10 88 No No Yes
Patrick 30 20 50 No No Yes
Ricardo 80 20 0 Yes No Yes
Antonio 0 40 50 Yes Yes Yes
Nicole 20 10 70 No Yes Yes
Brianna 100 0 0 No No Yes
Howard 0 0 0 No No Yes
Rachel 0 50 50 Yes Yes Yes
Shannon 20 10 70 No Yes Yes
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Appendix G: Figure 1. Axial Coding diagram of the study abroad process

Context: Before and During Enrolment at GSU University
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