EXPLORING INTERCULTURALITY 1

EXPLORING INTERCULTURALITY IN LOW-INCOME, FIRST-GENERATION,
TECHNICAL, AND RURAL (LIFTR) POPULATIONS: LESSONS LEARNED FROM LIFTR

STUDENTS AT A U.S. COMMUNITY COLLEGE

A dissertation presented to the Faculty of Universita Cattolica del Sacro Cuore in fulfillment of
the requirements for the degree of Doctor of Philosophy (Ph.D.) in Higher Education
Internationalization

by

Dawn Renze Wood

Milan, Italy
January, 2023



EXPLORING INTERCULTURALITY

© 2023 by Dawn Renze Wood



EXPLORING INTERCULTURALITY 3

Approval of the Dissertation

EXPLORING INTERCULTURALITY IN LOW-INCOME, FIRST-GENERATION,
TECHNICAL, AND RURAL (LIFTR) POPULATIONS: LESSONS LEARNED FROM LIFTR

STUDENTS AT A U.S. COMMUNITY COLLEGE

This dissertation by Dawn Renze Wood has been approved by the committee members below,
who recommend it be accepted by the faculty of Universita Cattolica del Sacro Cuore in partial

fulfillment of requirements for the degree of

Doctor of Philosophy in Higher Education Internationalization

Dissertation Committee: Gary Rhodes, Ph.D., Professor, College of Education California State
University (President);
Chris Glass, Professor of the Practice, Boston College, Chestnut Hill, MA;
Rita Locatelli, Ricercatrice di Pedagogia generale e sociale, UCSC;
Melissa Whatley, Ph.D. Assistant Professor of International and Global
Education, SIT Graduate Institut, Brattleboro, USA

Supervisors: Rosalind Latiner Raby, Ph.D.,
Hans de Wit, Ph.D.



EXPLORING INTERCULTURALITY 4

Abstract

EXPLORING INTERCULTURALITY IN LOW-INCOME, FIRST-GENERATION,
TECHNICAL, AND RURAL (LIFTR) POPULATIONS: LESSONS LEARNED FROM LIFTR

STUDENTS AT A U.S. COMMUNITY COLLEGE

Dawn Renze Wood

Universita Cattolica del Sacro Cuore

The purpose of this comprehensive study is to explore interculturality in low-income,
first-generation, technical, and rural (LIFTR) students who study in U.S. community colleges. In
the U.S., 41% of all undergraduates study in community college (American Association of
Community Colleges [AACC], 2022). Globally, 33% of all undergraduates study in a
community college or global equivalent (UNESCO-UIS, 2020). These institutions are more
likely to serve non-elite and marginalized populations and are often sidelined in mainstream
internationalization literature.

This dissertation uses an anti-deficit theoretical framework to buoy LIFTR community
college students by recognizing that LIFTR students are fully capable of navigating
interculturality and realizing substantial benefits. LIFTR students’ experiences are compared
across three groups: those who study abroad, those who participate in Internationalization at

Home (IaH), and those who do not participate in planned intercultural experiences.
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Statistical methods measure the demographic profile of a Kirkwood Community College
student enrollment dataset of 62,000 students. Findings indicate that students with certain LIFTR
identifiers are often more likely to participate in intercultural activities than students who do not
possess LIFTR identities. A retrospective study abroad survey gathers study abroad student data
to analyze the long-term impact of interculturality. In addition, 63 semi-structured student
interviews amplify community college student voices and experiences in interculturality.
Qualitative themes emerge including community college students’ purposeful choices,
maximization of intercultural opportunities, and realization of immediate applications to their
local work environment. Students experience growth in diversity appreciation, an awareness of
their ability to overcome life struggles, and a realization about the importance of human
connections.

These research findings provide an eye-opening perspective on the significance of
intercultural experiences in the community college local context. This study substantiates that
community college internationalization is an effective vehicle for promoting social justice and

fostering inclusivity of historically underrepresented students in international education.

Lo scopo di questo studio ¢ esplorare l'interculturalita negli studenti a basso reddito, di
prima generazione, tecnici e rurali (LIFTR) che studiano nei community college statunitensi.
Negli Stati Uniti, il 41% di tutti i laureandi studia in un community college (American
Association of Community Colleges [AACC], 2022). A livello globale, il 33% di questi studia in
un community college o in un istituto equivalente (United Nations Educational, Scientific and

Cultural Organization Institute for Statistics [UNESCO-UIS], 2020). Queste istituzioni hanno
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maggiori probabilita di fornire servizi educativi a popolazioni non elitarie ed emarginate e sono
spesso trascurate dalla letteratura tradizionale sull'internazionalizzazione.

Questa tesi utilizza un quadro teorico anti-deficit per promuovere gli studenti LIFTR dei
college comunitari, riconoscendo che questi essi sono pienamente in grado di navigare
nell'interculturalita e di ottenerne notevoli benefici. Le esperienze degli studenti LIFTR sono
messe a confronto tra tre gruppi: gli studenti che studiano all'estero, quelli che partecipano a
progetti di Internationalization at Home (IaH) e quelli che non partecipano ad alcuna esperienza
interculturale programmata.

Attraverso metodi statistici abbiamo misurato il profilo demografico di un campione di
62.000 studenti iscritti al Kirkwood Community College. I risultati indicano che gli studenti con
determinati identificatori LIFTR sono spesso piu propensi a partecipare ad attivita interculturali
rispetto agli studenti che non fanno parte dell'identita LIFTR. Un'indagine retrospettiva sugli
studi all'estero ci ha permesso di raccogliere i dati degli studenti all'estero per analizzare
I'impatto a lungo termine dell'interculturalita. Inoltre, 63 interviste semistrutturate agli studenti
hanno amplificato le voci e le esperienze di interculturalita degli studenti dei college comunitari.
Da questi dati emergono temi qualitativi, tra cui le scelte mirate degli studenti dei college
comunitari, la massimizzazione delle opportunita internazionali e la realizzazione di applicazioni
immediate al loro ambiente di lavoro locale. Gli studenti sperimentano una crescita
nell'apprezzamento della diversita, una consapevolezza della loro capacita di superare le
difficolta della vita e una consapevolezza dell'importanza delle connessioni umane.

Questi risultati innovativi forniscono una prospettiva illuminante sull'importanza delle
esperienze internazionali nel contesto locale dell'universita comunitaria. Questo studio dimostra

che l'internazionalizzazione dei community college ¢ un veicolo efficace per I'impatto sulla
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giustizia sociale e I'inclusione degli studenti storicamente sottorappresentati nell'educazione

internazionale.
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CHAPTER 1: INTRODUCTION

In the U.S., 41% of all undergraduates study in community college (AACC, 2022).
Globally, 33% of all undergraduates study in a community college or global equivalent
institution (UNESCO-UIS, 2020). For many U.S. community college students and those students
at similar institutions globally, community college is the best choice option for their education
and for many, it is the only choice. Despite this large proportion of the world population being
educated at community colleges and like institutions, participation in planned intercultural
educational experiences by these populations and the stories that result from that participation
are often not studied nor understood. For example, despite close to half of U.S. undergraduates
choosing to enroll in community colleges, only 1.7 percent of U.S. undergraduates who study
abroad are enrolled at a community college (Institute of International Education [IIE], 2021).

Community colleges enroll students who are more likely to possess diverse and
marginalized identities such as low-income, first-generation, technical, and rural among other
typical disadvantaged identities. Although marginalized and diverse identities are prevalent in
community college student populations, unfortunately their intercultural educational experiences
are not being comprehensively studied, heard, and understood by policy-makers in a meaningful
way. This lack of understanding is due in part to a lack of data on student participation and
therefore lack of critical analysis. Due to this gap in understanding this population, I am
compelled to write this dissertation with the purpose of exploring the interculturality of this
understudied population, their personal stories, and their professional journeys. This frequently
overlooked group of students reflects a large segment of our society that is poised to derive great

reward for both themselves and the greater society from participation in intercultural
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experiences. Their story is the one to be told here and framed in the exploration of the process

endeavored upon during the intercultural experience itself, that of interculturality.

Intercultural experiences are experiences included in the formal curriculum such as study
abroad or virtual exchange where students engage with people from other cultures.
Interculturality is the process students undergo while participating in intercultural experiences.
Put simply, the intercultural experience is the event itself and interculturality is the process an
individual undergoes as they engage in the experience. This dissertation explores interculturality
specifically because of the desire to better understand the LIFTR population of students at
community colleges and how their engagement in interculturality impacts their personal and
professional lives.

Interculturality, as defined by the Council of Europe, is the set of processes and outcomes
through which relations between different cultures are devised based on equity and mutual
respect (Leclerq, 2003). Within the construct of the internationalization of higher education,
interculturality exists and is experienced by students in a learner-centered environment wherein
education accompanies the phenomenon of interculturality, both the processes and the outcomes.
According to UNESCO (2013), interculturality supports those whose cultures are not valued by
the powerful centers. Interculturality is chosen as the exploration for this research in order to
support the cultures and richly diverse experiences of U.S. community college students, often
undervalued in the higher education research literature.

This dissertation examines interculturality in four groups of students who are typically
underrepresented among the populations engaging in interculturality: low-income students, first-
generation students, technical or Career Technical Education (CTE) students, and rural students.

I created the acronym, LIFTR (low-income, first-generation, technical, and rural), to simplify the
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discussion of these four target groups. U.S. community colleges provide an ideal setting to study
LIFTR populations where they enroll in proportionally larger numbers. The LIFTR student
population and LIFTR stories are the focus of this research. This research avoids the norm in
international education research to-date with its usual focus on measuring intercultural
competence as an individual trait to be gained. Instead, this research has a different target by
intentionally shifting focus to the population of LIFTRs themselves, who they are, how they
experience interculturality, and their stories of rich intercultural impact.

In the field of higher education internationalization, community colleges in the U.S. and
similar institutions around the world appear to lag behind their four-year counterparts in
comprehensive internationalization efforts and student access to intercultural experiences. As
institutions, community colleges have allocated less resources to internationalization than their
four year university partners who serve a more elite population overall (Raby, 2008). This
institutional phenomenon has sometimes been falsely passed on to community college students
themselves. This premise that community college students have a “lesser than” or “lagging
behind” participation level in intercultural experiences is often explained in the literature through
a deficit narrative suggesting that community college students do not possess the resources
and/or interest in intercultural experiences. The deficit narrative continues to be challenged
(Ardoin, 2018a; Malveaux & Raby, 2019; Quaye et al., 2015) and data has concluded that the
modern generation of community college students do in fact have an affinity and interest in
intercultural experiences (Amani & Kim, 2018) and that the availability and participation in
these experiences contribute to student success (Raby & Rhodes, 2018). This dissertation will

follow suit with an anti-deficit approach supporting the idea that internationalization for all not
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only includes community college students but rather that community colleges and community

college students represent the ideal setting and participants for engaging in interculturality.

Because of this challenge to the deficit narrative and a more asset-based approach to
higher education, it is timely and relevant to conduct this research examining the profile of
community college students. This research will analyze community college students who
participate in planned intercultural educational experiences and those who do not in an effort to
better understand the holistic experiences of LIFTR community college students and explore
their engagement in interculturality. The purpose of this research is to provide insight into these
students’ voices, stories, motivations, challenges, and experiences. These student voices are
shared in the findings of this study and will serve to guide and inform prioritization of resources

dedicated to intercultural experiences at community colleges in the future.

The objectives of this study are to examine the profile of community college students
who engage or do not engage in intercultural experiences, analyze their backgrounds and
characteristics, hear their voice regarding their participation in intercultural experiences, and
analyze the themes that result regarding their engagement in interculturality. Intercultural
experiences considered will include study abroad experiences as well as Internationalization at

Home (IaH) experiences such as virtual exchange and in-class structured intercultural exchanges.

The exploration of interculturality among community college students challenges two
common claims found in internationalization higher education literature. The first claim is that
internationalization emphasizes a neoliberal and market-driven agenda over social responsibility
and the holistic education of humankind (Kim, 2009; Stein, 2021). Some suggest that
internationalization agendas need a realignment or shift to facilitate internationalization

becoming more impactful globally and locally through social and intercultural engagement
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(Jones et al., 2021). This study challenges this first claim by determining that the driver for U.S.
community college internationalization is the common good (Godwin & de Wit, 2020) that
serves local communities (Wood & Raby, 2022). U.S. community college internationalization
serves as an appropriate example for shifting and realigning toward the betterment of society.

The second claim is that interculturality occurs primarily among the elite at elite
institutions that send 1000 or more students abroad enrolling students whose profiles are largely
from wealthy urban populations (Baer, 2019). The stereotype that non-elite populations do not
heavily participate in internationalization fosters research primarily involving elite institutions
and therefore elite students. This study unequivocally confirms that non-elite institutions such as
community colleges do indeed advance interculturality and thereby include broader non-elite
populations such as low-income, first-generation, rural, technical, and other marginalized
categories typically classified as non-elite.

Community colleges serve their local communities and have local needs in their mission
and value statements. The concept of ensuring global topics and global learning is included
within the local community and environment is endemic to community colleges where they serve
students located within a local radius and naturally have embedded ties to local communities
(Topper & Powers, 2013). Raby & Valeau (2016) show how the local and global are intertwined
due to the imprint of globalization. Local context, when connected to interculturality, can
provide more evidence that internationalization efforts can and do impact community college
student populations (Wood & Raby, 2022a) and their local communities. As international
educators who aspire for internationalization for all, community colleges are the ideal setting to
impact a larger and wider population that includes the non-elite, the diverse and those pursuing

social mobility that can be derived from intercultural experiences.
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This dissertation addresses the need for a more in-depth analysis of the community
college setting by addressing four research questions. Research Question 1 (RQ1) is the over-

arching question followed by three more specific questions (RQ2, RQ3, and RQ4).

1. What are the experiences of low-income, first-generation, technical, and rural U.S.
community college students who engage in interculturality through participation in
educational intercultural experiences? (RQ1)

2. What is the profile of U.S. community college students who participate in educational
intercultural experiences compared to those who do not? (RQ2)

3. How do educational intercultural experiences impact low-income, first-generation, rural,
and technical U.S. community college students both in the short and long term? (RQ3)

4. How do study abroad experiences impact low-income, first-generation, rural, and
technical U.S. community college students compared to the impact from planned
Internationalization at Home (IaH) experiences or no planned educational intercultural
experience? (RQ4)

The chapters that follow this introduction will delve into each of these four research
questions. Chapter 2 presents a comprehensive literature review of relevant literature and
research related to community college internationalization, intercultural experiences, and
interculturality. Chapter 3 proceeds with a presentation of the theoretical framework guiding this
research including anti-deficit theoretical perspectives and the concept of interculturality.
Chapter 4 provides institutional background to the context of the case study institution,
Kirkwood Community College, in order to better present a holistic picture of the environs of the

study.
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Chapter 5 presents the complex mixed methods design utilized to achieve a complete
picture of LIFTR community college students engaging in interculturality. Chapter 6, 7, and 8
present the extensive quantitative and qualitative findings told by the data analysis, survey
instrument, and personal interviews. Finally, Chapter 9 presents poignant discussion topics
related to LIFTR community college student interculturality exploration. Discussion is focused
on student identities, the role community colleges play in the movement toward social justice,
and the call to debunk the deficit narrative as it currently pervades the intercultural experience
conversation. This dissertation concludes with implications for international education leaders
and administrators to direct their work toward LIFTRs and toward community colleges with a
more intentional and inclusive strategy. Through a social justice and equity lens, international
educators have an opportunity to optimize intercultural experiences and bring a critical

consciousness of interculturality to the forefront for all students.
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CHAPTER 2: LITERATURE REVIEW
Introduction
In this chapter, a comprehensive literature review is presented to address the research
topic: exploring interculturality through the experiences of low-income, first-generation,
technical, and rural (LIFTR) U.S. community college students. The chapter begins by describing
the overall literature review methodology. Following the methodology, several topics are
reviewed in depth that add perspective to this study including globalization and higher education
internationalization, inclusive internationalization, intercultural experiences, intercultural
competence, interculturality, context of the U.S. community college, and finally the topic of
access and equity as it pertains to higher education.
Literature Review Methodology
The methodology of the literature review focuses on a synthesis of the extant literature
and identification of gaps in knowledge that this study will address. To find relevant journal
articles, books, reports and resources, I searched within higher education journal databases
including Education Research Complete (EBSCO) and Google Scholar. My search centered on
published research in the field of community college internationalization and on higher education
internationalization in general. Additionally, topics related to stratification of higher education
and access and equity of intercultural experiences were searched in relevant higher education
journals and publications including the Journal of Studies in International Education, Journal of
Comparative and International Higher Education, Community College Journal of Research and
Practice, and Journal of Higher Education.

% <6

In the search process, I first used search terms including “interculturality”, “intercultural

e 1Y

experiences”, “intercultural competence”, and “internationalization of higher education”
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connected with “community colleges” to find relevant studies to answer my research questions. I
began by conducting searches of the most recent articles published in the field. As recent articles
were found, a snowball approach was utilized to find additional reading from the reference list of
those key articles. Upon finding a publication, I looked at the title and then read the abstract for
relevance, limiting those that I read entirely to the ones that pertained directly to
internationalization of community colleges and the impact of intercultural experiences on diverse
populations, especially LIFTRs.

In the literature review presented in this chapter, I choose to nestle the topic of
interculturality within the field of higher education internationalization and globalization as a
whole. This background and context sets the stage for where internationalization of higher
education has been and is called upon to go. In the present day, concurrent with the fallout from
the global pandemic, calls for social justice and renewed interest in global mobility, international
educators are asked to take a proactive role in making intercultural opportunities available for all
(Brandenburg et al., 2019; Jones, 2019; Jones et al., 2021).

The literature review is comprised of six sections beginning with a broad-based summary
of literature and concepts about globalization, internationalization of higher education, and
inclusive internationalization. The second section addresses intercultural experiences including
study abroad and Internationalization at Home (IaH) activities, especially among community
college students. This section on intercultural experiences speaks to the research on community
college students’ participation in intercultural experiences as well as the impact of the
intercultural experience on diverse community college students.

The third and fourth sections of the literature review explore two central concepts that are

utilized to study the impact of intercultural experiences on students’ personal and professional
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lives. The first of these two concepts is intercultural competence and the second is
interculturality. The norm in the internationalization of higher education research and studies is
to focus on intercultural competence as an outcome or personal attribute gained through
intercultural experience. Therefore, this literature review presents a short overview and critique
of intercultural competence as a concept. The literature review then widens the lens to review the
construct of interculturality holistically, tying together how interculturality as a concept is
directly relevant to community college internationalization and therefore relevant to this study.

The fifth section of the literature review provides a closer look at the context of the U.S.
community college as it relates to internationalization and intercultural experience. This section
is important because the U.S. community college is a unique sector of higher education globally
that requires explanation and context. Its diversity of students, industry/workforce linkages, local
focus, low cost, open-access mission are all elements of the community college context that
makeup the setting for this study.

The final section reviews literature related to access and equity in higher education
utilizing a social justice lens and discusses how study abroad and intercultural experiences
impact diverse community college student populations. This final topic of access and equity to
intercultural experiences is framed in the context of democratizing intercultural experiences
expanding access to more groups of students in order to create a better society.

Globalization and Higher Education Internationalization

This dissertation is focused on globalization and higher education internationalization in
the broad sense and specifically how these phenomenon impact community colleges and the
diverse populations they serve. In this section of the literature review, globalization will be

introduced first, followed by a review of higher education internationalization, specifically
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pointing to research on inclusive internationalization as it relates to diverse populations and
access.
Globalization

Globalization, as a phenomenon, is commonly viewed as the interconnected context and
academic trends that are part of today’s reality (Altbach & Knight, 2007). Globalization is not a
new phenomenon but rather something that has always been with us. In the present day,
globalization is inevitable in our society and within higher education. Globalization often
becomes a polarizing concept especially when viewed from the differing perspectives of the
Global North and the Global South in terms of who benefits from a free market global economy
and free trade. The global interconnectivity that exists due to globalization is often associated
with economic possibilities, but is also underpinned by moral, intercultural, and ethical concerns
(Rizvi, 2004).

Global knowledge, skills, behaviors, and attitudes gained through intercultural
educational experiences are essential for higher education graduates seeking to be productive
global citizens (Twombly et al., 2012; UNESCO, 2013). As our world continues to become
increasingly global and will inevitably continue to be global (Altbach & Knight, 2007; Rumbley
et al., 2012), studies indicate that students of all backgrounds, including community college
students, participating in global academic opportunities value and view intercultural experiences
as integral to their educational experience and subsequent futures (Alexiadou et al., 2021;
Petzold & Peter, 2015).

Higher Education Internationalization
Internationalization is often criticized as a concept within higher education lacking a

consistent definition. Within the literature, one can discover many definitions and many critiques
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about the lack of a clear definition of internationalization (de Wit et al., 2017; Knight & de Wit,

2018). One current commonly referenced definition of internationalization of higher education is
the intentional process of integrating an international, intercultural or global dimension
into the purpose, functions and delivery of post-secondary education, in order to enhance
the quality of education and research for all students and staff, and to make a meaningful

contribution to society (de Wit et al., 2015, p.29).

This definition establishes internationalization as a strategy that institutions of higher education
should strive toward with the goal of internationalizing their campuses, internationalizing their
faculty, and internationalizing their students and communities through these purposeful efforts
and strategies.

While internationalization is indeed an increasingly visible strategic priority among
higher education institutions, there is also a body of literature that indicates that
internationalization practices can actually be practices that engender inequality (Buckner &
Stein, 2019; George Mwangi & Yao, 2021). As internationalization of higher education
continues to be present in higher education, the concept of inclusive internationalization has
emerged as a response to the concerns about inequity of opportunity.

Inclusive Internationalization

As a response to the nature of the general internationalization literature focusing on
international mobility and the associated social selectivity that accompanies it, several articles
refer to inclusive internationalization as an ideal for providing access and equity to intercultural
experiences (de Wit, 2019; de Wit & Jones, 2018). This approach to expand internationalization
suggests a more inclusive approach and intentional strategy addressing how internationalization

practices and strategies can result in further inequities especially in terms of social status
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inequities (de Wit & Jones, 2018; Van Mol & Perez-Encinas, 2022). Within the community
college internationalization literature, research has also investigated how inclusive policies and
practices exist to provide accessible intercultural experiences (Whatley & Raby, 2020).

Educators in today’s society face challenges to provide equitable access to intercultural
experiences to diverse students of all backgrounds. Literature regarding internationalization of
higher education has addressed concerns of post-colonialism and a re-assessment of the ethics of
internationalization in terms of access, inequity and impact (Altbach & Knight, 2007; Ballatore
& Stayrou, 2017; Knight, 2015; Stein, 2016). In the words of Fanta Aw (Aw, 2017, p. xxii),

If we are vested in internationalization work that reflects more equitable policies and

practices and translates into relevant and sustainable models, we must have the courage

and duty of care to ask and seek answers to important questions relating to the broad
domains of knowledge, access, and relevance.

This is a valiant goal to challenge internationalization to be more equitable as well as
relevant to all students. It is critical to note that the challenge is not only quantity of intercultural
experiences available, but also quality or relevance to all students. Marginson (2016) writes
about the social stratification in higher education and how high-participation or massification of
higher education is not necessarily of high value. In other words, by increasing the number of
participants in a given educational activity (i.e. study abroad, IaH, etc.), international educators
are not necessarily increasing the educational and/or the impact of the educational activity on
society. This dissertation intentionally widens the range of types of participants from a wider
range of social statuses and identities, LIFTRs. Through this widened lens, international
educators can increase the high-value social outcomes by intentionally designing programs that

are relevant to LIFTRs.
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Internationalization strategies and activities are held up as an ideal that facilitates
common good (Godwin & de Wit, 2020; Jon & Fry, 2021). The concept of Internationalization
of Higher Education for Society (IHES) elaborates upon international education’s social
responsibility to make a meaningful impact on local communities and the common good
(Brandenburg et al., 2019; Jones, 2019; Jones et al., 2021). When higher education prioritizes
intercultural experiences and interculturality, the stage is set for a more understanding and
equitable society, thus connecting the ideals of international education to the ideals of social
justice (Berger, 2020). This study’s research question exploring the experiences of
interculturality of LIFTRs relates directly to these ideals.

Among international educators, there is a shared aspirational goal of higher education
internationalization that education should provide intercultural experiences to all students (de
Wit & Jones, 2018). In this way, inclusive internationalization is also sometimes referred to as
internationalization for all. Inclusive internationalization assumes that all students need to be
equipped to function in a globalized world and that their local communities will be impacted in a
way that requires global skills, attitudes, and knowledge. There is an inherent moral or ethical
direction implied in the literature indicating that intercultural experiences are important to the
overall nature of our society and therefore should be accessible to all students (Brandenburg et
al., 2019; Jones et al., 2021; Legusov et al., 2022). There are several examples of research and
articles published about how internationalization of higher education is linked to the United
Nations Sustainable Development Goals (SDGs) thus making a better and more sustainable
world (Legusov et al., 2022; McGrath & Powell, 2016). According to a post in the University

World News, the goal of internationalization is to create global citizens who both contribute to
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the global workforce but also become engaged in creating a more civil society, “creating peace
through compassionate understanding” (Clifford & Haigh, 2018).

In the next section, the two concepts of intercultural experiences and interculturality, that
are a focus of my research, will be explored in more detail. Included in this section are
descriptions of the two types of intercultural experiences of focus in this research, Study Abroad
and Internationalization at Home (IaH). Study abroad is linked to mobility and IaH is not linked
to mobility. IaH is presented in the context of Internationalization of the Curriculum (IoC).

Intercultural Experiences

A common goal of higher education internationalization strategies is the provision of
intercultural experiences during the educational experience. An intercultural experience is a
situation or context in which one individual or group of individuals have the opportunity to
engage with individuals of another culture (Paige, 1993). This dissertation will focus on
community college students’ intercultural experiences within the community college experience.
Some of these experiences involve mobility and some do not involve mobility. Paige’s definition
could be critiqued for its reference to individuals of another culture when the term “culture” is so
broad and difficult to delineate; however, this study embraces the idea that culture is not only
about being a member of a certain nation or region. Culture also encompasses intersectional
identities, is contextual, and recognizes diversity.

Educators have long found educational value in providing intercultural experiences, thus
giving the opportunity for engagement among culturally different individuals. The engagement is
the first step in the intercultural experience. There are several theories and studies on the topic of
intergroup contact theory and integrated threat theory that discuss how exposing groups that are

different from one another results in reducing prejudice and an increase in empathy (Harrison &
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Peacock, 2010; Pettigrew, 1998; Pettigrew & Tropp, 2006). The research in this area also
suggests that attitudes toward one another are likely to improve when interactions involve
behavioral engagement, such as educational activities (Davies et al., 2011). This research also
points to the importance of going beyond the first step of interaction only, going intentionally
deeper through critical consciousness and the reflection that enhances the impact of the
intercultural experiences. It is not the contact with others that is the critical component. Impact
instead is derived from the intentional and well-designed education that surrounds the intergroup
contact in terms of critical consciousness and reflection (Deardorff, 2004; Dietz, 2018; Berg et
al., 2012).
Study Abroad

Study abroad, also referred to as education abroad, is often the most recognized form of
intercultural experience. Study abroad/education abroad is defined by the Forum on Education
Abroad Glossary (Forum on Education Abroad, 2018) as education that occurs outside the
participant’s home country, including study and study through intercultural experiences such as
work, volunteering, non-credit internships, and directed travel. Study abroad is also sometimes
used to include degree-seeking study abroad (Twombly et al., 2012). This dissertation does not
include degree-seeking mobility because degree-seeking mobility does not reflect the interaction
and relationship between the intercultural experience abroad and the home study experience as
well.

This dissertation focuses primarily on short-term credit-seeking study abroad. To be
considered study abroad, the program must be driven to a significant degree by learning goals
and defined student learning outcomes. According to the Commission on the Abraham Lincoln

Study Abroad Fellowhip Program (2005), “Promoting and democratizing undergraduate study
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abroad is the next step in the evolution of American higher education. Making study abroad the
norm and not the exception can position this and future generations of Americans for success in
the world” (p. v).

Study abroad is the most common example of intercultural experience, and therefore the
most researched. According to the Institute of International Education’s (IIE) Open Doors Report
(2021), in the most recent academic year, only 7,856 students from community colleges
participated in study abroad programs. In fact, students enrolled in the community college sector
make up only about 1.7% of students studying abroad, even though they comprise 30% of total
U.S. higher education enrollment.

Low participation at community colleges may be attributed to the low percentage of
community colleges who actually report their study abroad enrollment to IIE, however this low
reporting phenomenon is only one factor impacting the low number. Low reporting by
community colleges is attributed to low staff support and lack of centralization of study abroad
efforts at most community colleges. Only 11.5% of all community colleges offered education
abroad according to Open Doors reporting so there are many community colleges who do not
house a study abroad or international education office (Malveaux & Raby, 2019).

Community college students are choosing to study abroad each year, in small numbers,
with the majority selecting short-term faculty led programs for their study abroad experience.
Prior to the arrival of the COVID pandemic which put study abroad on hold for two to three
years, it did appear that community college study abroad participation was on the rise. This small
uptick in global experiences at community colleges was creating a growing awareness by
administration that study abroad and global learning are essential. With the COVID pandemic

beginning to subside enough to allow for global travel on a larger scale, this increase will likely
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once again occur. As a result, an increasing number of community colleges will likely be seeking
to expand and improve study abroad programming on their campuses once again.

Studying abroad at a community college and at most institutions is explicitly an opt-in
type of participation for students which typically requires extra fees for participation. An opt-in
experience is an experience in which students must make an intentional decision to participate.
Because of the opt-in nature of study abroad, more research is needed about motivations among
community college students to engage and/or not engage in study abroad. Some findings of
previous research at community colleges have found that community college students tend to
make decisions about studying abroad more often based on family input (Robertson, 2016) and
on the fact that this may be the one-time opportunity for them to have an intercultural experience
(Amani & Kim, 2018).

Several studies have used the college choice model as a way to interpret how students are
motivated to make choices to study abroad (Amani & Kim, 2018; Brux & Fry, 2010; Salisbury et
al., 2009). The integrated college choice model originally developed by Perna (2006) examines
the range of factors that affect student decisions about opportunities in higher education. Perna’s
model has proven to be effective in analyzing the impact of financial, human, social, and cultural
capital on students’ decision to study abroad. Factors such as socio-economic status are also
introduced as related to this decision process. Regarding participation in study abroad, some
studies have delved more closely into institutions as a whole, rather than student-level
participation and found that the community college sector as an institution type might be a space
where some underrepresented student groups are more able to participate in intercultural

experiences, including study abroad (Whatley, 2018a).
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This review of study abroad literature reveals a broad base of study abroad literature both
at the university and community college levels. The topic of this dissertation, LIFTR
interculturality, however, is missing. This dissertation will fill a gap by examining LIFTR study
abroad students and exploring their engagement with interculturality.

Internationalization at Home (IaH) and of the Curriculum (IoC)

While study abroad is one option, in general for a small portion of students due to its
reliance on mobility, this study compares the student study abroad experience with students who
are involved in Internationalization at Home experiences, another important dimension of the
internationalization strategies for higher education institutions. Internationalization at Home
(IaH) is most commonly defined as the purposeful integration of international and intercultural
dimensions into the formal and informal curriculum for all students, within domestic learning
environments. (Beelen & Jones, 2015; de Wit & Leask, 2017; Leask & Carroll, 2011). IaH grew
out of a need to turn the focus of internationalization away from exclusively mobility programs
and instead focus on non-mobility. This study’s IaH experiences include on-campus
internationalized courses that are part of a student’s normal course of study.

Internationalization of the Curriculum (IoC) is the incorporation of international,
intercultural, and/or global dimensions into the content of the curriculum as well as the learning
outcomes, assessment tasks, teaching methods, and support services of a program of study
(Leask, 2015, p.9). IaH overlaps quite substantially with Internationalization of the Curriculum
(IoC). The main distinction between the two is that laH does not include mobility, while IoC can
include that option.

Curriculum can be a complicated concept to grasp. Leask (2015) explains in her book,

Internationalization of the Curriculum, that curriculum includes both formal and informal
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curriculum. Formal curriculum is the planned schedule of experiences laid out in a course
syllabus that students must undertake and be assessed on in order to complete a course. This
study defines an intercultural experience, as a formally planned curriculum event that involves an
intercultural component, and has defined student learning outcomes. This study focuses then on
those students engaged in the formal curriculum including study abroad and formally planned
Internationalization at Home (IaH) activities.

This dissertation explores participation in formally planned IaH activities that take place
within the domestic learning environment and do not involve mobility. This research also
recognizes that IaH also occurs in the informal component of domestic learning environments,
noteably at the community college where much diversity in backgrounds exists. IaH is a concept
that is adopted by many institutions including community colleges to benefit non-mobile
students in their pursuit of intercultural experiences (Beelen & Jones, 2015). Community
colleges have been engaged in IaH and IoC for decades (Raby & Tarrow, 1996). Of course there
are criticisms of [aH indicating that it is a western concept and that it is not high on the agenda in
Africa or Asia, for example (Beelen & Jones, 2015).

Internationalization at Home (IaH) can be viewed as a specific subset of [oC focusing on
the non-mobile dimensions of [oC (Gregersen, 2017). IaH activities that are formally planned
can include on-campus international activities such as virtual exchange, collaborative online
learning, multicultural teams in the classroom, etc. Research about IaH activities have been
shown to contribute to the development of intercultural competence (Beelen & Jones, 2015; de
Wit & Leask, 2017; Leask & Carroll, 2011; Riley et al., 2016) and have been shown to increase

employability skills among participants (de Wit & Jones, 2022; Jones, 2013).
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Less research is found on IaH intercultural experiences and impact than one can find on
study abroad intercultural experiences. Even less IaH research focuses on experiences of students
at community colleges. Some studies do exist that show that IaH impact is significant and a
growing area of interest in the higher education internationalization field. Custer & Tuominen
(2017) published results of an [laH community college intercultural activity between U.S.
community college students and Japanese students. There are also studies that focus specifically
on virtual exchange pedagogy and the design of effective virtual exchange (Dorroll et al., 2019)
as well as exploring the impact of virtual learning on participants (Liu & Shirley, 2021, Prieto-
Flores et al., 2016). During the COVID pandemic, many institutions including community
colleges pivoted intercultural experiences to virtual and have been subsequently gathering data to
support continuing virtual experiences as one method to democratize access to students who may
not be able to participate in mobility programs (Fischer & Whatley, 2022; Liu & Shirley, 2021;
Whatley et al., 2022).

The literature provides evidence that IaH has the potential to broaden intercultural
experience participation across more diverse populations. The gap in the IaH literature is the lack
of studies specifically about LIFTR students’ engagement in interculturality and subsequent
understanding of the impact of the experience given their identities. The gap also exists in a
comparison directly between experiences of LIFTR students that experience study abroad
compared to those that experience IaH and then those who do not. This study provides some
additional insight into community college students’ stories about their participation in study
abroad, their participation in formally planned Internationalization at Home (IaH) activities such
as virtual exchange or other intercultural experiences, and their non-participation in planned

international activities. These three groups’ stories and engagement interculturality will add to
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the body of knowledge about those students who do or do not participate in planned intercultural
experiences.
Intercultural Competence

This dissertation explores interculturality. Interculturality is a broad term that
encompasses all that is intercultural including the much-researched term, intercultural
competence. Intercultural competence is a common concept used in international education and
frequently cited as a desired student learning outcome of intercultural experiences and/or as a
desired graduation attribute within higher education institutions. This study does not specifically
attempt to measure intercultural competence as an outcome or attribute; however, it is important
to review the literature on intercultural competence, understand its history, development as a
concept over time, and its critiques. This review will set the stage to build on what is known of
intercultural competence and build on its insights as it relates to the exploration of
interculturality, the focus of this research.
Intercultural Competence Overview

Intercultural competence is not a new concept. The Sage Book of Intercultural
Competence, authored by Spitzberg and Changnon (2009), provides a comprehensive research
review of intercultural competence and its long history, including a summary of the origin of
terms such as intercultural competence, intercultural effectiveness, and others as originating back
in the 1970s and 1980s. Spitzeberg and Changnon (2009) define intercultural competence as “the
appropriate and effective management of interaction between people who represent different or
divergent affective, cognitive, and behavioral orientations to the world” (p.7). Intercultural

competence has also been defined as “the ability to communicate effectively and appropriately in
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intercultural situations based on one’s intercultural knowledge, skills and attitudes” (Deardorff,
2004, p.194).

Within the field of international education, it is accepted that student participation in
intercultural experiences often involves an intense and transformational experience; however, the
experience alone is not necessarily enough to develop intercultural competence. Mere contact is
not sufficient (Deardorft, 2009; Paige, 1993). To develop intercultural competence, there must be
an intentional structuring of the intercultural content and an opportunity for critical reflection.

Several theories have been used to determine what type of intercultural experience and/or
intercultural contacts are the most likely to lead to increase levels of intercultural competence
(Allport, 1954; King et al., 2015; Pettigrew, 1998; Riley et al., 2016; Soria & Troisi, 2014).
Intercultural competence theories and models are comprehensively summarized in Spitzburg and
Changon’s Chapter 1 (2009) of the Sage Book of Intercultural Competence where intercultural
competence models are classified as compositional, co-orientational, developmental,
adaptational, and causal process models. Several frameworks have been established to allow for
the assessment of intercultural development in study abroad. These include Byram’s Intercultural
Competence Model (1997), Bennett’s Developmental Model of Intercultural Sensitivity (DMIS)
(2003), Hammer’s Intercultural Development Continuum (IDC) (2012) and Deardorff’s Process
Model of Intercultural Competence (2004, 2006), to name a few. These models are very different
in nature and refer to different views on intercultural competence contributing to the complexity
of the concept. In the next section of the literature review, I choose to focus on one common
model, Deardorff’s Process Model of Intercultural Competence, as a good example, and one that

is frequently utilized among international educators.
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Deardorff’s Process Model of Intercultural Competence

In this section, Deardorff’s Process Model of Intercultural Competence is described in
more detail. For a visual overview of Deardorff’s model, see Figure 1.
Figure 1

Deardorff’s Process Model of Intercultural Competence

Individual
| ) SR
Attitudes: Comprehension:
Respect (valuing other Cultural seli-awareness,
0ullur§sj; . deep cultural knowledge,
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Euriolsuiltdyggzl;;tovew Skills: To listen, observe
L Hik & evaluate; To analyze,
(tolerating ambiguity) interpret & relate
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Outcome: Outcome:
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intercultural situation <—‘ empathy)

Interaction

Note. Begin with attitudes; move from individual level (attitudes) to interaction level (outcomes).
Degree of intercultural competence depends on degree of attitudes, knowledge/comprehension,
and skills achieved. Source: Deardorftf (2006).

In this study, I choose to borrow selected concepts from Deardorff’s Process Model of

Intercultural Competence for two reasons. The first reason is that it is a very common accepted
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model utilized in international education publications and research. The second reason is that the
concepts included in the Deardorff model are helpful to the methods for this study that will be
presented in Chapter 5 including student survey questions and interview protocols. For example,
Deardorff’s attitudinal concepts of curiosity, openness, and respect (Deardorff, 2017) are used to
develop some of the questions in the survey and interview protocol. In addition, concepts of
empathy, flexibility, communication, and self-awareness are also used to direct the open-ended
semi-structured interviews and reflection by students on their experience. All of these concepts
can be seen in the process model visual in Figure 1.

Intercultural Competence Critiques

There are many critiques of intercultural competence as a useful and/or modern method
for analyzing intercultural experiences and their impact. The first critique is that of the
complexity of the term “culture”. Rathje (2010) criticizes intercultural competence as an
outdated paradigm and attempts to revise the understanding of culture in a way that de-
individualizes it and allows for a more pluralist or collective perspective. Criticisms also include
a recognition that culture itself is not stagnant. Culture is not something that people have or
possess. Culture is instead something that is constructed and made relevant (Jackson, 2018;
Dervin, 2015).

A common criticism levied upon intercultural competence is the tendency of the concept
and the typical models of intercultural competence to have a Global North dominance. Along
this same argument, another critique is that the focus is on the individual and the individual’s
personal gain rather than focusing on the group or the impact on society as a whole. Along with

the Global North perspective as an influencer, there is also a critique of the strong influence of
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business and management as the primary field where many of the intercultural competence
literature originates (Alolio-Nicke, 2014, Koester & Lustig, 2015).

Intercultural competence is critiqued for ignoring power differentials and inequities that
exist and are unavoidable in human interactions. Rathje (2007) provides a comprehensive
critique of intercultural competence pointing specifically to the idea that intercultural
competence implies some ideal state of being that ignores power factors and situational
conditions that may be present for individuals who possess less power in a given intercultural
encounter. Because this study involves LIFTR community college students who are typically not
in a power status and are indeed members of the non-elite student group, this criticism is relevant
to this study.

In Gregersen-Hermans (2021b), intercultural competence is labeled as a complex
construct that is psychological, interactive, and contextual. Intercultural competence is discussed
as something that is co-constructed by all participants involved in the intercultural engagement.
With this co-construction, it is clear that the individuals themselves and their identities are
integrally involved in the creation of the intercultural competence. This complexity adds to the
difficulty of measurement and overall any type of consistency in measurement given the vast
individual differences involved. Intercultural competence is a concept lacking clarity and has
been referred to as a psychological construct that is interactive and contextual in nature
(Gregersen-Hermans & Lauridsen, 2021). Context and interaction are also key components in the
construct of interculturality; however, interculturality is not an attempt to measure, but rather an
exploration of the process through which individuals engage different individuals.

Intercultural competence as a student learning outcome and graduation outcome is a

common objective among higher education institutions (Gregersen-Hermans, 2021b). The
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criticism of this objective is the incredibly challenging task of assessment and measurement.
Those authors in the field of intercultural competence agree that this difficulty of assessment is
likely linked to the overall lack of clarity around the concept of intercultural competence itself
(Blair, 2017; Dervin, 2016; Rathje, 2010; Spitzberg & Changnon, 2009). There have been
multiple diverse and independent methods by which researchers have attempted to measure
intercultural competence at all types of institutions including community colleges (Deardorff &
Arasaratnam-Smith, 2017; Wood, 2018). Intercultural competence assessment is complicated
and most international educators agree that single methods of measuring and assessing always
remain insufficient (Blair, 2017).

Several studies attempt to measure intercultural competence through the use of self-
reporting methods where students themselves report out through the use of a standardized
assessment their own perception of their growth or change in knowledge, attitudes, or skills that
parallel those found in intercultural competence models. This self-reporting often is utilized
using student satisfaction surveys or a type of standard assessment such as the Global
Perspectives Inventory (GPI), Intercultural Development Inventory (IDI), Global Competence
Aptitude Assessment (GCAA), etc. to assess outcomes and attempt to measure intercultural
competence. These standard assessments were not necessarily designed for use as a study abroad
measure but nonetheless are often used by international education practitioners as well as
researchers. Some studies have also applied these measures of intercultural competence
specifically to student demographics (Haskollar & Kohli Bagwe, 2023). Surveys and self-
reporting tools have met challenges in their ability to measure intercultural competence (Koester

& Lustig, 2015).
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It is because of these critiques and the recognized complexity of measurement that this
study has switched course from a focus on measurement of intercultural competence as a
personal trait to a more intentional discovery of this study’s unique population and their co-
constructed realities as they engage in intercultural experiences. At the beginning of the study, I
began designing the methods, interview protocol, and survey questions with an expectation that
Deardorff’s model of intercultural competence would be the best model to measure impact and
used many of the concepts in the development of the methods. As the depth and color of the
qualitative responses emerged and responses were analyzed and coded for themes, I recognized
that a measure of an attribute, such as intercultural competence, would not be as significant to
this study as would be the sharing of the stories or the processes through which students
experienced intercultural experiences from a LIFTR perspective. As the results of the study were
analyzed, I began to see that the results were more linked to process than to the measurement of
an individual attribute and shifted from a goal of measuring intercultural competence to
exploring the phenomenon of interculturality itself, which will be described in the next section.

Interculturality

Upon the review of intercultural competence presented in the previous section and its
associated critiques, it is noted that researchers and international educators alike experience
many struggles identifying an appropriate way to measure intercultural competence as an
outcome. Based on this realization, I made the conscious decision to turn the focus of my
research from an intercultural competence measure as a personal attribute or outcome to an
exploration of the process of interculturality itself. The research focuses on the process that

diverse LIFTR students experience when they encounter people who are different from them.
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In this literature review on interculturality, the first section reviews the many definitions
and understandings of interculturality in the literature summarizing research that has focused on
interculturality. Following the overview, various critiques of interculturality are presented
concluding with a shared definition for the purpose of this research.

Understanding Interculturality

In the literature, interculturality has been considered as an umbrella term for all things
intercultural, including cultural encounters, intercultural education and trainings, the intercultural
coping abilities of people, intercultural competence, and the reflection on the intercultural
encounters (Allolio- Nécke, 2014). Intercultural competence, as reviewed in the prior section, fits
under the umbrella of interculturality as well as an attribute or outcome. One accepted definition
by the Council of Europe defines interculturality as the set of processes through which relations
between different cultures are constructed (Leclercq, 2003). Another definition from the
literature is that interculturality is the process that happens when two individuals from different
backgrounds meet (Jackson, 2018). In Dervin & Jacobson (2016), they define interculturality as
a phenomenon that is occurring between cultures and/or people, in a processual manner. All of
these definitions indicate that interculturality is complex and contextual, involves understanding
multiple identities, and involves relationships among the people interacting. Exploring
interculturality then is an exploration of people’s experiences, identities, and relationships.

Interculturality itself aims for equity and mutual respect according to the Council of
Europe’s report entitled Facets of Interculturality (Leclerq, 2003). In Kumar & Welikala (2021),
they indicate that “Interculturality can be seen as a pathway towards creating a more peaceful
and genuinely interconnected future, both locally and globally” (p. 6). In a broad sense,

interculturality is defined as the process that occurs when there is interaction between any
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cultural groups. Interculturality is complex and recognizes that the process of interculturality
changes all participants, not just one side or the other (Koegeler-Abdi & Parncutt, 2013; Wood &
Raby, 2022b).

Dervin (2015) explains that interculturality requires an awareness of the context in which
interculturality occurs. Interculturality also requires a cognizant recognition of the existence of
power relations, multiple identities, and the intersectionality of multiple and overlapping
identities. Interculturality is political and ideological because it pays attention to the context,
recognizing power relations that exist between people of different identities (Jackson, 2018).

The concept of diverse and overlapping identities within the context of power relations is
a concept that is often couched in a conversation about intersectionality. Intersectionality was
first articulated by Kimberle Crenshaw (1989) in her work in the legal field noting that multiple
social identities make up diverse people’s lived experiences and their subsequent treatment as
members of society. In this study, identities of low-income, first-generation, technical and rural
students on their own and as they overlap are investigated. Intersectionality is the idea that
individuals have multiple identities beyond the national (Abdallah-Pretceille, 2006; Cho et al.,
2013; Dervin & Jacobsson, 2016; Montgomery, 2020). Intersectionality as a concept, in its
recognition of the multiplicity of identities, fits in well with the nature of the community college
students in this study who identify as low-income, first-generation, technical, and rural students.
Each of these four identities is often labeled as marginalized groups and it is some combination
of those identity markers that may impact their experience as students.

Jackson (2018) addresses the relationship of interculturality and international education
stating that “Interculturality translates a process and something in the making when two

individuals from different backgrounds meet” (p. 5). The importance of intersectionality or the
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idea of multiple identities beyond the national are central to this perspective (Abdallah-Pretceille,
2006; Jackson, 2018). Interculturality also recognizes that we cannot only associate international
education and its intercultural encounters as occurring between nations when so much diversity
exists within nations. It is not possible to ignore the diversity within nations (Jackson, 2018).

The literature also refers in some publications to the concept of interculturalization. There
are perspectives advocating that interculturalization may be a better concept than
internationalization and that interculturalization also lends a new perspective on exactly what
goals international education is trying to accomplish. Jones (2019) discusses how “the term
‘interculturalization’ might create a better way to view the new agenda that creates the potential
for students to question their own assumptions, acknowledge alternative viewpoints and to cross
cultural boundaries, extending their knowledge and understanding by respecting and valuing
diversity as essential for living and learning in a changing society” (p.3). Interculturalization and
interculturality seem related given these comments although also very different in that
interculturalization is described as something that is referencing individual gain and individual
understanding whereas interculturality is about the process and relationships that occur within
the intercultural learning experience. Interculturality is a communication process within the
interaction itself, based in equity and mutual respect that involves making sense of intercultural
experience through exploring individuals’ similar or different intersectional identities.

As has been evidenced here, there is a lot of discussion, essays, and papers written about
the concept of interculturality; however concrete research studies rooted in the concept of
interculturality are not easy to find. Jackson (2018) and Dervin (2015) write a great deal about

the concept as a phenomenon but actual research related to how interculturality is experienced by
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diverse population is not readily available, thereby adding to the unique nature of this
dissertation.

In Gregersen-Hermans (2021b), a study is conducted in which students share narratives
and relate their experience with interculturality to their sense of belonging. The findings of this
publication indicate that in order for interculturality to be realized, the ethos of the institution in
which it is occurring needs to support the participants and act with equity and respect.

The concept of interculturality lends itself well to the diverse nature of the community
college population. Rather than focusing on how intercultural experiences illustrate differences
between countries, the experiences of community college students in this study focus more on
the similarities as well as the differences detected during intercultural experiences. Due to the
intersectional identities present among community college students, the diversity of the
community college context is ripe for interculturality to occur in many forms.

Interculturality Critique

Along with the multiple definitions presented about interculturality in the section above,
interculturality also receives some criticism (Alolio-Nécke, 2014). The main criticism is about
the lack of agreement on what culture itself means (Alolio-Nécke, 2014; Dervin, 2015). What is
culture? There is a lack of agreement on defining culture as a unique standard that distinguishes
it from all other cultures. Indeed, cultures are not homogenous and stable entities and cultures are
not synonymous with nation-states (Dervin, 2015). Finally, Jackson (2018) points out that the
construct of interculturality is complicated and there are many differing opinions about how or
even whether it should even be assessed as an outcome, indicating that the process itself may be
more valuable to researchers than the outcome.

Interculturality in this Dissertation
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In this dissertation, I define interculturality as a process, based in equity and mutual
respect that involves making sense of intercultural experience through exploring individuals’
similar or different intersectional identities. This definition of interculturality parallels Jackson’s
(2018) above and others (Gregersen-Hermans, 2021a) but also emphasizes the intersectionality
of identities that individuals experiencing interculturality may possess and how those diverse and
overlapping identities impact the experience. This definition also allows space to have a broader
perspective on intercultural relations rather than limiting to culture or nationality.

Interculturality acknowledges that there are relations that exist within society between
diverse majority and minority populations defined not only in terms of culture or nationality but
also defined by other group identities. Interculturality emphasizes intergroup relations within a
society as well as across societies. This study focuses on specific group identities including low-
income, first-generation, technical, and rural (LIFTR) community college students and analyzes
their experiences through the lens of equity, difference, and diversity as does the notion of
interculturality. Interculturality is a continuous process of being and becoming wherein
individuals are able to communicate across cultures with equity and respect (Gregersen-
Hermans, 2021a).

In Chapter 3, where the theoretical framework of this study is outlined, interculturality
will be further presented in terms of the theoretical lens through which this study is framed. In
the following section of the literature review, we will shift to focus on the context of the U.S.
community college as the setting for this study.

Context of the U.S. Community College
This section’s purpose is to provide an overview of the context of the U.S. community

college as it relates to this study. This study purports that the context of the U.S. community
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college is ideal for the study of diverse student experiences and this section will lay out some of
the reasons for that assertion including its history, structure, and characteristics.

Community colleges are a specific subset of U.S. higher education institutions typically
delivering two-year associate degree programs serving approximately ten million students per
year (Community College Research Center [CCRC], 2021). Community colleges provide
academic coursework for transfer, vocational training, and continuing education courses.
Because of their open-access admission policies, low tuition, and direct links to
industry/workforce needs, community colleges are often considered essential agents of
democracy, providing local access to higher education for traditionally underserved populations
(Bailey et al., 2015; Topper & Powers, 2013).

Community colleges today serve a diverse range of students in terms of age,
race/ethnicity, and socioeconomic background, providing an important pathway to many (Ma &
Baum, 2016). Community colleges play an integral role in helping students from low-income
backgrounds move into middle- or upper-income levels, making community colleges a facilitator
of upward mobility (CCRC, 2021). Among all U.S. undergraduates, 41% are community college
students. Community college demographics indicate that 36% of community college students in
the U.S. are among the first generation of their family to attend college. First-generation students
are more likely to choose community college than a four-year university. The Center for First-
Generation Student Success (2016) indicates the 64% of public 2-year community colleges are
first-generation overall and 47% of public 4-year community college students are first-
generation.

Among community college students, there are high concentrations of other marginalized

students with unique challenges such as 17 % who are single parents, and 7 % who are non-U.S.
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citizens and 4% who are veterans. It is noteworthy that 12 % of students at community colleges
are considered students with disabilities and the average age of community colleges students is
28 years old, about 2 years older than the average four-year public university student. In terms of
enrollment status, 63 % are part-time students with many working one full-time and/or multiple
part time jobs while attending school (AACC, 2022). According to the Community College
Research Center (2021), about 81% of part-time and 47% of full-time community college
students work while enrolled. In contrast, four-year institutions in the Fall of 2020 semester had
only 27% part-time students (National Center for Education Statistics, 2022). In 2018, 41% of
students enrolled in community colleges were Black or Hispanic, compared to 30% of students
enrolled in four-year institutions (CCRC, 2021).

Community colleges’ founding principles assert that education be available and
accessible for every individual, regardless of location, economic status, and background.
Community college founders believed that this accessibility would result in the betterment of
society (Vaughan, 1982). The core values that were present during the foundation of U.S.
community colleges still pervade community college organizational culture and mission:
“Egalitarianism is a hallmark for the community college philosophy. Indeed, the community
college’s open door has often provided the only access to higher education for millions of
Americans.” (Vaughan, 1982, p.2). Even with these ideals of egalitarianism, there is of course
still stratification and some researchers have documented limitations or specific areas where
access is not always as open as intended. In these cases, policies and practices can be
exclusionary, including those of study abroad programming (Whatley & Raby, 2020).

An increasing number of publications and research studies focus on internationalization

efforts at community colleges (Green & Siaya, 2005; Levin et al., 2017; Malkan & Pisani, 2011;
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Raby & Valeau, 2007, 2016; Romano, 2002). Of the over 1200 community colleges in the U.S,
about 420 have documented international programs. This amounts to about 36% of all
community colleges (Raby, 2018). According to a report by the American Council on Education
(ACE), associate degree granting institutions have seen a good amount of progress in
internationalization (Helms et al., 2017). These factors in the ACE report include increases in
articulated institutional commitment, leadership, curriculum, faculty, student mobility, and
partnerships.

The goal of providing intercultural experiences at the community college, similar to the
goal at other higher education institutions, is to produce graduates with global perspective and
global competence who will be effective in a multicultural society and contribute to the global
workforce (Green & Siaya, 2005). In the context of community colleges, all stakeholders must
emphasize that global learning is an integral part of preparation for work and for citizenship
(Green, 2016). The overall higher education internationalization literature recognizes clearly that
one of the challenges of today’s international educators is to emphasize the global and the local
(de Wit et al., 2017; Raby & Valeau, 2016). Despite this recognition of the importance of the
local in our internationalization strategies, much of the current reading and research about
internationalization omits community colleges as a context (Proctor & Rumbley, 2018). Omitting
community colleges seems counter-intuitive to the idea of impacting local communities through
internationalization. Community colleges are by their nature local.

A critical review of the internationalization strategies at community colleges found that
the focus on local needs can sometimes result in fragmented internationalization strategies and
lack of cohesion (Unangst & Barone, 2019). This fragmentation is not necessarily negative but

indicates a distinctive feature of community colleges and a different perspective on how
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internationalization can impact the local communities and stakeholders (Bissonette & Woodin,
2013; Custer & Tuominen, 2017).

Some literature has supported the idea that community colleges are indeed the ideal
locale for internationalization due to both their local impact and their tie to local needs. For
example, Treat and Hagedorn (2013) state that the community colleges have a charge to produce
globally competent students: “The community college is uniquely situated to pivot as a key
global partner for the democratization and development of a global workforce” (p. 6). Raby
(2014) states that community colleges emerged as a response to local needs and that local needs
cannot be ignored. In fact, as globalization grows, local needs become more strong and clear.

Community colleges possess distinct attributes contributing to their unique positioning
exemplifying local needs. These attributes include diversity of students, students early in their
education, industry/workforce linkages, local focus, low cost, and open-access mission. Each of
these attributes of the community college context is discussed in more detail in the following
sections.

Diversity of Students

Community colleges have offered international education opportunities to a greater
percentage of low-income and minority students than other types of institutions (Raby & Valeau,
2007). Community college models offer an alternative path and often second chance at education
to students not bound for university (Raby & Valeau, 2009). Students at community colleges are
more likely to originate from diverse populations including a higher percentage of students from
the following diverse groups: lower socioeconomic class/low-income students, underrepresented
minority students, first-generation students, non-traditional students, single parents, part-time

students, working-class students, technical students enrolled in applied science fields of study,
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students over age 25, and rural students (AACC, 2022; Ma & Baum, 2016; Raby & Valeau,
2009). The global economy demands that students of all backgrounds and academic disciplines
including technical areas will require global skills and mindsets that intercultural experiences
provide. Higher education institutions should encourage students of all backgrounds to study
abroad (Farrugia & Sanger, 2017) and/or engage in on-campus intercultural experiences.
Students Early in their Education

Students attending community colleges, by the nature of a two-year institution, are early
in their educational pursuits, allowing for earlier impact of intercultural experiences (Farrugia &
Sanger, 2017). A white paper published jointly by Institute of International Education and
American Institute for Foreign Study (2018), made conclusions that the educational benefits of
study abroad should start earlier in students’ college education to allow students to be more
intentional about selecting a program that matches their desired learning and employment
outcomes (American Institute for Foreign Study [ AIFS] Foundation and Institute of International
Education [IIE], 2018). Community colleges provide the first two years of a bachelor’s degree or
technical degree for over 41% of U.S. undergraduates. This recommendation, then, about how
study abroad education and recruitment should start earlier, is relevant directly to the population
of community college students and a call to action to community college leaders preparing
students for transfer and/or workforce. Note here that this notion of “early in their education” is
not necessarily linked to students’ biological age but rather to the stage in which they are in their
educational pursuits.
Industry/Workforce Linkages

Community colleges are linked to the local workforce needs in their communities and

curriculum is directly tied to local industry workforce needs (Farrugia & Sanger, 2017).
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Community colleges partner with local employers toward the goal of a globally competent
workforce and are able to nimbly and directly apply these learning outcomes to the curriculum.
Community colleges exist to prepare students for local employment, but that employment is in
the context of a global economy (Raby & Valeau, 2009). Many relevant publications establish a
link between study abroad and workforce readiness illustrating how study abroad contributes to
the development of work-related skills such as problem-solving, teamwork, self-awareness,
interpersonal skills, and leadership skills (Farrugia & Sanger, 2017; Harder, 2011). In 2017,
Farrugia and Sanger (2017) show that study abroad has a direct impact on the skills needed for
career success, regardless of student degree level. Whether a student is pursuing a vocational,
technical, science or arts degree, career skills are gained. In addition to study abroad,
intercultural experiences integrated in the community college curriculum, such as virtual
exchange, have also been shown to enhance intercultural competency skills desired by the work
force (Custer & Tuominen, 2017).
Local Focus

Internationalization efforts at community colleges are an opportunity to connect the
global and the local (Helms et al., 2017; Raby, 2014; Raby & Valeau, 2009, 2016; Unangst &
Barone, 2019). The literature on comprehensive internationalization calls for such a connection
between global and local, as is evidenced by several quotes including a university example from
Jones (2017) “Internationalization thus has both global and more local intercultural interests at
its heart” (p. 21) and a community college example from Treat and Hagedorn (2013) “Providing
global opportunity with local impact is thus the challenge before all community colleges.” (p. 8)

Community colleges are by their nature local in their institutional location, in their

accessibility to community members, and in their industry/workforce development focus. Indeed,
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community colleges possess many distinct attributes that serve to identify them as an ideal
locale/educational sector for certain local segments of the population to access intercultural
experiences.

Community colleges make the commitment to internationalize typically in an effort to
serve local communities/industries rather than as an external choice linked to reputation,
economic gain and positioning the institution for competition (Raby & Valeau, 2016; Shields,
2013). This is true even though community colleges are often drastically underfunded and there
is a need to justify spending and/or attempt to make a profit to make ends meet. Community
needs that serve as precursors to internationalization include the jobs in the local community that
require international skills such as import/export skills, knowledge of global economy, diversity
awareness, empathy, customer service, and provision of services to local multicultural
communities.

Low Cost and Open-Access Mission

Community colleges maintain low costs of tuition for students and foster an open-access
mission, evidenced in specific policies and in the overall organizational culture. In this way,
community colleges provide opportunities to students who may otherwise not have access to an
intercultural experience due to institutional barriers to admission and cost. The open-access
mission of community colleges is demonstrated by extremely open admissions policies which are
much easier to navigate than four-year university admissions policies. This ease of admission
accompanied by low and/or free tuition provides access to large numbers of low-income, first-
generation, single-parent, part-time, rural students, and students from other underrepresented
minorities. By providing access to internationalization efforts to diverse groups of students,

community colleges become a key global partner for the democratization and development of a
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global workforce comprised of global citizenry (Barone, 2021; Green, 2007; Lynch, 2020; Treat
& Hagedorn, 2013; Unangst & Barone, 2019; Whatley & Raby, 2020).
Challenges for Community Colleges

Community colleges face several challenges related to internationalization. Instead of
recognizing the intersection of local and global, there is often a perceived priority by community
college administrators and constituents placed on the local over the global. Resources spent on
global initiatives and internationalization may be perceived by various constituents and
stakeholders as taking away from those resources directed toward local needs. It is only those
community colleges who have recognized that global initiatives and education contribute to the
local impact that have made strides in internationalizing.

The research has clearly shown that one major challenge for community colleges is that
internationalization at community colleges can only be successful with strong leadership support
and advocacy at the top executive level. Several research studies and dissertations have focused
on findings related to the critical nature institutional leadership of community colleges including
both Presidential and Board of Trustees support and advocacy (Bissonette & Woodin, 2013;
Brennan, 2017; Harder, 2011; McRaven, 2015; Raby & Valeau, 2016; Samaan, 2005) for
internationalization. Other research literature has stressed that in addition to high level executive
support, community colleges must also have the support and advocacy of mid- and senior level
administrators (Cruz et al., 2020; Raby et al., 2023).

Community colleges face unique challenges related to the implementation of intercultural
experiences in the formal as well as the informal curriculum. For many students, the community
college offers a unique opportunity to engage in intercultural experiences that build intercultural

competence, therefore the need to integrate the experience on campus in the classroom is critical.
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Faculty development related to concepts of intercultural competence and internationalization is
important. The overall research has indicated that community college faculty have positive
attitudes toward internationalization and the importance of intercultural experiences; however,
there is often a faculty perception or reality of lack of institutional support and resources (Bista,
2016).

Challenges implementing and scaling participation in study abroad programs has been
evident at community colleges. In the most current report, only 1.7% of all students who study
abroad in the US are community college students (IIE, 2021). This 1.7% figure is dramatically
low given that 41% of all US undergraduates are students at community college (AACC, 2022).
The typically cited barriers to community college student participation include financial, family
and work obligations and/or lack of interest. Some would argue that more predominant and
perhaps controllable challenges include institutional challenges about resources committed to
programming, visibility of programs and/or availability (Raby, 2007) as well as institutional
stratification (Whatley, 2018b).

Access and Equity

Access and equity to intercultural experiences is a challenge. In reviewing the literature
on access and equity of intercultural experiences, there are two levels of literature to review. The
first level is the access and equity of intercultural experiences at the institutional level comparing
access and equity in the community college sector of higher education to the four-year university
sector. The second level is to discuss access and equity of intercultural experiences according to
individual student groups’ accessibility based on the categories of students, such as those in this
study who are more likely to attend community colleges: low-income, first-generation, technical,

and rural students (LIFTRs).
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Institutional Level

Focusing in on the institutional level of access and equity, there is indeed a great deal of
literature that focuses on community college internationalization (Gilbert, 2013; Manns, 2014;
Raby, 2014; Unangst, 2019). Community college internationalization, where and when it occurs,
provides a deep and lasting impact on a specific subset of U.S. society, the non-elite, who do not
easily access intercultural experiences.

It is posited in some of the literature reviewed that the field of international education as a
whole may have once developed from the altruistic goals of improving equitable access for all
(Deardorff et al., 2012); however, new intensifying global as well as institutional pressures have
left the field focusing more on revenue, profits, research dollars, and offshore programs and less
on altruism (Knutson, 2018; Proctor & Rumbley, 2018). Several researchers have postured that
internationalization itself is actually contributing to elitism and an increased stratification of
higher education institutions rather than providing equity for all in terms of learning experiences
(Ballatore & Stayrou, 2017; Knight, 2015; Stein, 2016; Whatley, 2018b). Higher education
stratification points to the reproduction of social inequality by the types of institutions students
attend and the resources those institutions have (Doob, 2013; Marginson, 2016; Whatley, 2018b).

The idea of the “democratization of study abroad” appears in multiple publications
(Proctor & Rumbley, 2018; Treat & Hagedorn, 2013; Whatley, 2018a). Democratization as
defined in the Oxford dictionary is “the action of making something accessible to everyone”
(Oxford English Dictionary, 2022). It is clear from the nature of the community college as an
institution and the students that are served that many of the students who engage in intercultural

experiences at community colleges would otherwise not have that access if community colleges
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were not available and providing intercultural experiences (Amani & Kim, 2018; Raby &
Valeau, 2007).
Individual Level

The second level of this review on access and equity is focused on individual students
and the characteristics of students who have access and equity to intercultural experiences.
Community college students are complex in their multiple identities; many community college
students are also first-generation college students, low-income students, technical students,
students of color, immigrants, non-traditional, rural, and infinite combinations of all of these
identity groups. Each of these characteristics adds a unique dimension to their identity that
affects who they are and how they might engage in intercultural experiences.

These multiple identities do not exist in isolation. Intersectionality recognizes that
multiple identities overlap to create who a person is and the way in which they experience
difference (Abdallah-Pretceille, 2006; Cho et al., 2013; Dervin & Jacobsson, 2016; Montgomery,
2020). Intersectionality was originally coined by Kimberle Crenshaw (1989) in her analysis of
the intersection between race and sex as identity markers and has since been applied to the
intersection of a multitude of identity markers. Intersectionality as a concept aligns with the
nature of the community college students in this study who identify with multiple marginalized
identities including low-income, first-generation, technical, and rural, among others such as
immigrant, minority, non-traditional, single parent, and more. Intersectionality of identities is
commonly cited as an area of needed investigation to determine how an individual’s intersecting
identities rather than only one identity element impact their intercultural experience.

In the literature of sociology, this interweaving of individual backgrounds of class and

socio-economic status are often explained as a person’s “habitus” or ingrained habits and
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dispositions that form a perception of the social world around them and how they interact with it
(Bourdieu, 1977). Literature about intercultural experiences investigates this sense of habitus and
how it may or may not play a role in student motivations to participate in intercultural
experiences (Raby et al., 2021; Salisbury et al., 2009; Simon & Ainsworth, 2012). In the
theoretical framework chapter of this dissertation, more will be discussed on this topic as it
relates to the students in this study.

Access and equity student issues are actually researched frequently in the literature but
often focus on divergences in student motivations to study abroad pointing to a lack of
motivation or deficit as a problem. Salisbury’s study (2009) about understanding the choice
process of studying abroad concluded that there was a lack of social and cultural capital or deficit
that contributed to certain types of student participation. The study in its final comments also
concluded that if the ultimate goal is to enhance global awareness and increase intercultural skills
in the greater non-elite population, perhaps an investment in increasing study abroad
participation among community college students would be the most efficient use of resources
(Salisbury et al., 2009). The same study concluded that initiatives to increase and democratize
study abroad would be facilitated by crafting more opportunities for community college students
to engage in diverse interactions and co-curricular experiences on campus or in the local
community so that is could be better understood.

Several studies have explored how intercultural experiences impact students from diverse
groups although many of them were not focused only on these groups specifically at community
colleges (Andriano, 2010; Brux & Fry, 2010; Pascarella et al., 2004; Simon & Ainsworth, 2012;
Thomas, 2013; Walpole, 2003). The conclusions from these studies of diverse student groups,

mostly at universities, confirm that diverse student groups do not participate in intercultural
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experiences proportional to their population sizes. The most consistent finding from these studies
is that lower socio-economic status students are under-represented. Findings indicated that
causes for this disproportionality were varied but often were not attributed to the lack of finances
alone, as one may assume. Attributable causes instead included the lack of program “fit” or
design to attract lower income and diverse students’ needs along with relevance to their career
choices. Institutional factors and decisions about program “fit”, marketing, program topics, etc.
played a major role in the reasons for the under-representation. The studies also directly
recommend that international educators focus and customize strategies within institutions that
serve diverse students. This study takes this recommendation by housing the study at a
community college where diverse students are more prevalent.

My motivation for this research study is to focus in on these types of diverse student
groups who are more prevalent at community colleges where studies are lacking: low-income,
first-generation, technical, and rural. In the following sections, literature regarding several sub-
group classifications will be summarized beginning with race/ethnicity because it is one that
does receive a great deal of research focus, and then followed by each of the lesser known
LIFTR categories of interest in this study: low-income, first-generation, technical, and rural.
Race and Ethnicity

Despite the overall lack of sub-group examination in the intercultural experiences
literature, there are several publications and dissertations investigating race/ethnicity as a sub-
group in study abroad (BaileyShea, 2009; Haskoller & Kohli Bagwe, 2022; Luo & Jamieson-
Drake, 2014; Salisbury et al., 2011; Simon & Ainsworth, 2012; Thomas, 2013; Willis, 2016).
Published data from IIE Open Doors 2017 compares community colleges and 4-year institutions

in the single category of race/ethnicity. This race/ethnicity data shows that the percentage of non-
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White students participating at the undergraduate level overall is 29.2%. Interestingly, the
percentage of non-White students participating at community colleges is substantially higher at
39.3%. This comparison of white to non-white is only one category of underrepresentation. The
IIE data does not contain other categories of underrepresentation such as low-income status,
first-generation, rural, or technical which are of specific interest to this research study.

Some critiques argue that race/ethnicity is not the main access differentiator but that
socio-economic status and class are stronger factors at play in the study abroad equity issue
(Ballatore & Stayrou, 2017; Thomas, 2013). There have been several dissertations and articles
that have investigated race and ethnicity as a factor in study abroad participation specifically
(Barone, 2021; Fischer, 2021; Willis, 2012) and have presented results about participation and
impact. This study does provide some data on race participation; however, the focus for this
dissertation is to intentionally direct the research toward four discrete individual, although
overlapping, identity markers other than race: low-income, first-generation, technical and rural
(LIFTR). These four identity markers are intentionally chosen as a focus in this study due to the
high percentage of enrollment of community college students and the general lack of research
focusing on these populations.

The four LIFTR identities are also chosen with the intent to highlight intersectionality of
these identities that may also include race as another influencing component. In the following
four sections, literature is summarized for each of the four LIFTR categories so as to understand
each in its own discrete way, while remaining cognizant of the realities of intersectionality.
Low-income Status

Low-income status is the first of the LIFTR categories and is consistently recognized as a

factor in participation in intercultural experiences, often as a barrier. There have been several
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studies that focus directly on how intercultural experiences are accessible or inaccessible to low-
income students (Kezar et al., 2015; Simon & Ainsworth, 2012; Walpole, 2003; Whatley &
Clayton, 2020). Researchers and international education professionals often attribute lack of
finances to pay for an intercultural experience as a barrier to participation, especially among
underrepresented students like those identified in this dissertation (Brux & Fry, 2010; Luo &
Jamieson-Drake, 2014).

Van Mol & Perez-Encina (2022) explore the concept of inclusive internationalization as
it relates to students from lower socioeconomic status. Their findings emphasize the importance
of acknowledging diversity of income status when designing internationalization activities and
the importance of identifying internationalization activities that low-income students are actually
choosing to participate in. Van Mol & Perez-Encina conclude that “If inclusive
internationalization strategies are to be truly inclusive, it is essential to first identify the
internationalization activities that different social groups of students are interested in, by asking
them instead of sailing blindly” (p. 2536).

One study found that although low-income status may be a barrier, access to need-based
financial aid may actually increase participation by low-income students when the focus is put
directly on that population (Whatley & Clayton, 2020). The significance of this study is that
instead of looking at the entire population of higher education students and concluding that low-
income status is a barrier, the study looked only at low-income students and found that need-
based financial aid was actually a motivator for participation. The finding showed that low-
income students took advantage of the opportunity when presented one and capitalized on the
chance for participation. This dissertation seeks to similarly narrow the exploration of

interculturality to the underrepresented groups themselves at the institutions, rather than focusing
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on the barriers. In this way, a greater understanding can be derived about the institutions that
tend to enroll more low-income students and what those institutions can due to enhance
participation in intercultural activities.

First-generation College Students

First-generation college students have been the focus of a growing body of overall
research and publications related to student success and overall experience in higher education
(Ezarik, 2022; Pascarella et al., 2004). First-generation students and their participation in
intercultural experiences has also been researched in the overall literature in a few cases
(Andriano, 2010; Soria & Troisi, 2014). Research on first-generation college students has clearly
focused on the varied challenges they encounter in higher education (Wick et al., 2019), rather
than what happens when they do experience interculturality. In this way, anti-deficit literature on
education abroad among first-generation students is rare.

It is interesting to note that the research I found related to students of first-generation
status and intercultural experiences is focused most often on first-generation students enrolled at
four-year U.S. universities and not specifically on the experiences of first-generation community
college students, where a higher density of first-generation students enroll. National level data
indicates that community college students are more apt to be of first-generation status and
therefore community colleges would be a natural setting for a study on the impact of intercultural
experiences (Whatley & Raby, 2020). This research study then fills a gap by focusing
specifically on the interculturality of first-generation students at community colleges.

Technical
This dissertation will use the simplified term “technical” to refer to students who are at

community college studying in Career and Technical Education (CTE). CTE is also known
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globally as TVET (Technical and Vocational Education and Training) and plays a critical role in
furthering internationalization of higher education due to its diverse student demographics
(Green, 2007). The CTE and TVET sectors offer one- to two-year pathways to careers with
curricula that align to local needs, such as agriculture, technicians, plumbing, etc., focusing on
skill building for new and emerging jobs as well as career retraining. In the United States, 41%
of undergraduate students study in community colleges (AACC, 2021). Of the total group of
community college students, 38% study in CTE programs. CTE educational pathways are
typically more accessible to rural populations, and attract a more diverse segment of society
including lower income, racially diverse, rural and/or immigrant/refugee backgrounds.

CTE and TVET institutions have a commitment to open-access admission policies
enabling non-traditional students to access opportunities for personal and professional
development and social mobility (Malveaux & Raby, 2019; McGrath et al., 2020; McGrath &
Powell, 2016; Raby & Valeau, 2018). CTE-focused careers are necessary to local sustainability
and important in the global economy. CTE is a critical sector of higher education and deserving
of more study about how interculturality impact is realized through intercultural experiences
being offered.

Technical and CTE institutions do offer international education programming including
student mobility programs as well as [aH programs. Research on international education within
U.S. community colleges, specifically CTE (Laanan et al., 2006), and on their TVET global
equivalents exists (Legusov et al., 2022; Raby & Valeau, 2007). Research focusing on the
intercultural experiences of vocational or technical students have been found in a select few
publications as well (Tran & Dempsey, 2017; Tran, 2016; Wood & Raby, 2022a). Vocational

schools in Holland (Gulikers et al., 2019), European vocational and technical schools as well as
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vocational schools in Finland and Scotland (Cornelius & Stevenson, 2019) have been noted in
the literature with studies related to intercultural competency development through engagement
in intercultural experiences. Wood & Raby (2022a) show that CTE/TVET internationalization
is an effective vehicle for impact and inclusivity of historically underrepresented students in
international education and emphasize that in our current context of global pandemic and
intensified global calls for social justice, the spotlighted societal inequities pertinent to students
attending CTE/TVET institutions is deserving of more study.
Rural

The final and fourth category of LIFTR is rural. Rural students are a newer phenomenon
in the research literature with many higher education institutions only recently recognizing the
unique identity of rural students (Ardoin, 2018a, 2018b; Byun et al., 2012; Crain, 2018; Schultz,
2004) and very little, if any research specifically on rural students and intercultural experiences.
The SARIHE project in South Africa (Liebowitz, 2017) provides a rare example of a study about
rurality and education. Liebowitz (2017) notes how rurality is interestingly not a strong focus in
education even though there are countries such as the U.S. where 50% of all school districts are
classified as rural. Existing research on rurality is primarily on rurality in general rather than on
rurality related to higher education and even less can found on rurality and international
education. Liebowitz (2017) goes on to assert that “rurality is not only a useful construct for
investigating life or education in rural areas, but a case in point for larger issues, of local-ness or
difference.” (p. 4)

Studies in the U.S. show that rural populations attend two-year institutions at a greater
rate than four-year universities (Ardoin, 2018a; Hu, 2002; Koricich et al., 2018; McDonough et

al., 2010). This has been attributed by deficit-based literature to a lack of choice that pushes
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these students to attend community colleges. Koricich et al. (2018) described these deficits as
lack of transportation, lack of family support, and other life situations that serve as obstacles or
perceived lesser than status.

Although many rural-serving and rural community colleges do not offer intercultural
experiences to their students, there are indeed several rural-serving and rural community colleges
that do offer opportunities. The gap exists in the research. Those rural-serving and rural
community colleges where experiences with interculturality are occurring are under-studied with
only a few examples in the literature (Raby, 2018; Whatley et al., 2022; Wood & Whatley,
2020). If indeed internationalization is an educational benefit of higher education in general and
should therefore be accessible to all who access higher education, then the sphere of
internationalization needs to expand to include rural students at community colleges. This study
seeks to gather more perspective and stories from this segment of the population who do engage
in intercultural experiences so that their engagement in interculturality can be better understood.

Conclusion

This literature review presents pertinent research and literature on the context of the U.S.
community college as it relates to the field of international education as a whole and specifically
to exploring interculturality among diverse community college students. Internationalization at
the community college is a growing phenomenon and one that soundly links globalization and its
impact on local communities. Global impact and local impact go hand-in-hand through the
intertwining of interculturality in education. I have defined interculturality as a process, based in
equity and mutual respect that involves making sense of intercultural experience through

exploring individuals’ similar or different intersectional identities.
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The literature review presents an overview of how access and equity among a specific
group of students, referred to in this dissertation as LIFTR students, is relevant and topical in our
current reality. It also emphasizes how the field of international education has loudly pronounced
its lofty aspirations of democratizing intercultural experiences and providing internationalization
for all for a better society. With this loud proclamation, the field must now link research to the
community college context. The community college mission and the aspirations of the
international education field are inextricably linked providing rationale for the research that
follows in the remainder of this dissertation. The next chapter will discuss the theoretical
framework of this study including a closer understanding of the anti-deficit perspective and the

concept of interculturality.
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CHAPTER 3: THEORETICAL FRAMEWORK
Introduction and Rationale

Community colleges provide a unique and relevant setting to analyze equity and access to
intercultural experiences. This study’s research questions seek to better understand the
participation of diverse community college students in intercultural experiences as well as the
impact derived from such experiences. The theoretical framework chosen for this study is chosen
intentionally to spotlight equity and broaden the perspective on what intercultural experiences
mean for community college students when opportunities are availed to them. The three
theoretical frameworks presented in this chapter are deficit theories, anti-deficit theories, and
theories of interculturality.

Research question two (RQ2) asks about the profile of community college students who
participate in intercultural experiences compared to the profile of those who do not. Deficit and
anti-deficit theoretical perspectives are chosen to frame this discussion because many of the
community college student profile characteristics of interest are consistently labelled as deficit.
Bourdieu’s human capital theory and the stratification of higher education theory are discussed
in the section of this chapter highlighting the deficit theoretical approach. Critical race theory
(CRT), Yosso’s community cultural wealth theory, and the capabilities theory are then
highlighted as the anti-deficit theoretical framework employed in this study.

Indeed, the focus of this study’s research questions lies squarely on students who possess
the following four deficit labels: low-income, first-generation, technical, and rural (LIFTRs). By
applying deficit and anti-deficit theories to these specific community college student population
categories, it is possible to more deeply examine how and why certain characteristics of students
either do or do not participate. Deficit and anti-deficit theories also directly address the research

questions three and four (RQ3 & RQ4) focused on the impact of intercultural experiences on
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low-income, first-generation, rural, and technical community college students. These theories
apply an equity lens and call into question the age-old perspective that community college
students are not motivated, not interested, or simply not engaged in intercultural experiences due
to their social or economic condition, challenging the notion that intercultural experiences are
elitist activities.

The third theoretical concept framing this study is the concept of interculturality.
Interculturality provides a foundation for exploring research questions three and four. These two
research questions seek to gauge the impact of intercultural experiences on community college
students through a qualitative analysis of community college student voices. Interculturality is
chosen to allow for a broad exploration of intercultural experiences as a process engaged in by
diverse groups, not limiting the term intercultural to include only interactions between
individuals who originate from different nations or cultures but rather interactions between
unique individuals from backgrounds that may be similar in some ways and different in other
ways.

Deficit Theories

Deficit theories examine elements that inherently prevent students from being successful
and/or choosing to participate in certain activities, such as intercultural experiences. Deficit
theories assert that students with certain characteristics such as low-income, first-generation,
rural, racially diverse, among others are less likely to participate in intercultural experiences due
to certain deficits they possess, such as lack of interest, lack of family connections, lack of
finances, lack of resources or a myriad of other items they may lack. Perpetuating stereotypes,
deficit thinking is defined as the process of holding students from historically oppressed

populations responsible for the challenges and inequalities they face.
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Deficit theories have existed for decades in higher education literature around the globe
often addressing the concept of student achievement gaps and so-called challenges of diversity
by attributing student inadequacies as to blame for their lack of success and/or lack of making
appropriate choices for their education. Deficit theories are applied regularly in the study abroad
literature as well. Several study abroad research studies apply a deficit approach to explain why
certain groups of marginalized students, the same marginalized groups who tend to enroll in
community college, do not participate (Brux & Fry, 2010; Doyle, 2009; Luo & Jamieson-Drake,
2014; Salisbury et al., 2009; Simon & Ainsworth, 2012).

In addition to the over-arching deficit theory, there are two additional theories that are
placed within the deficit construct that can inform this study about intercultural experiences and
the community college student population. These include Bourdieu’s human capital theory and
the stratification of higher education theory.

Human Capital Theory

Within the context of social inequality, Pierre Bourdieu posed the human capital theory
describing that academic and social outcomes are not achieved because certain sociological
groups lack the habitus or social and cultural capital necessary to achieve high outcomes.
Habitus is a concept that goes beyond social class alone to include attitudes, beliefs, experiences,
and perceptions of the world in which one inhabits. Habitus is described as the economic and
social position people occupy in society (Bourdieu, 1986; Simon & Ainsworth, 2012). Social
capital indicates a person’s network of relationships among people, their support network, or
access to knowledgeable person that can improve one’s opportunities. Bourdieu describes
cultural capital as previous exposure to beliefs or experiences or the general cultural background,

knowledge, experiences, disposition and skills that are passed from generation to generation
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(Bourdieu, 1986; Simon & Ainsworth, 2012). The deficit theory assumes then that certain groups
are lacking or disadvantaged, lacking the necessary knowledge, social skills, abilities and
cultural capital necessary to achieve the desired outcomes, such as social mobility (Bourdieu,
1977).

Bourdieu’s (1986) human capital theory asserts that some individuals and/or groups are
culturally wealthy while others have deficits, resulting in a lack of skills and/or assets needed to
obtain social and cultural capital. This deficit label is often applied to community college
students who, when compared to university students, are positioned as lacking cultural, social,
and economic capital (Raby & Valeau, 2022). Deficit labels, such as “non-university” are
ascribed to students who choose a path other than university and have never been relevant to use
as a predictor of success (Raby & Valeau, 2018). Hegemonic categorizations, dividing students
categorically into university and community college students, perpetuates a myth that certain
groups of students who attend certain types of higher education institutions cannot succeed
(Wheelahan & Moodie, 2018).

As a result of this deficit perspective, higher education institutions often work from this
assumption in structuring methods to help students labeled as disadvantaged because of their
category. The same happens in study abroad, where study abroad advisors and/or community
college administrators take on a deficit perspective leading to an assumption that community
college students are disadvantaged and therefore not the type of student who should or could
participate in a structured intercultural experience. Deficit literature claims that low-income,
rural, first-generation populations like those attending community colleges, are less interested
and/or able to study abroad due to deficit (Commission on the Abraham Lincoln Study Abroad,

2005). When applying Bourdieu’s theories to intercultural experiences, research has been
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conducted, particularly in the area of participation and motivations to study abroad, finding that
some students do not attain intercultural experiences because they do not possess the “habitus” or
social/cultural capital to access and/or participate in intercultural experiences (Brux & Fry, 2010;
Luo & Jamieson-Drake, 2014; Salisbury et al., 2009, 2011; Simon & Ainsworth, 2012).
Stratification of Higher Education Theory

The higher education stratification theory purports that higher education institutions are
clearly ordered by prestige and resources in what is termed a vertical stratification based on
access to resources. Higher education is seen to be a socially good commodity; however, starting
positions for those who access higher education in terms of socio-economic status and other
factors are unequal (Marginson, 2016). Highly resourced elite institutions offer more
opportunities for elite students, who tend to enroll at higher rates at these institutions, to gain
additional cultural and economic capital gained from intercultural experiences, while community
colleges with less resources tend to offer less opportunities for non-elite students, continuing a
cycle where community college students are not able to experience social mobility (Bloch &
Mitterle, 2021; Hearn, 1991; Trow, 1983).

Community colleges are seen to serve a non-elite class of students and therefore are
perceived to be less likely to provide the same level of opportunities to students and also
perceived to be less likely to nurture a “culture” of providing intercultural experiences as a
fundamental component of educating students (Whatley, 2018b). This perception has no teeth or
data to support. In fact, the case study provided here of Kirkwood Community College, provides
an example of close to 200 community college students studying abroad per year, which out-
paces many master’s level institutions in the IIE Open Doors data of similar size (IIE, 2021). In

Raby (2019), it is noted that community colleges have a history of students participating who are
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members of groups that have historically not had an opportunity to study abroad. In fact, the
analysis of study abroad enrollment in this chapter by Raby (2019) shows that for some racial
groups, the proportion who are studying abroad at community colleges is often exceeding the
national averages for that racial group. This research will fill a gap by researching other identity
groups besides race to see if similar likelihoods of greater representation are possible among
LIFTRs at Kirkwood where study abroad programs are offered.

Stratification of higher education in terms of resources and opportunities clearly impacts
access to intercultural experiences (Ballatore & Stayrou, 2017; Smit, 2012; Whatley, 2018b).
The stratification of higher education in this context contributes to the inequity evidenced in
community college student participation in intercultural experiences (Whatley, 2018b). For
example, we see that a far lesser percentage of community college students study abroad as
compared to their four-year counterparts from more elite institutions (Education, 2021).
Stratification of higher education implies that institutions are fundamentally different in terms of
the opportunities they provide to students as well as the establishment and nurturing of a
“culture” of intercultural experiences on their campuses. At Kirkwood, I see the opposite, in my
own experience. It seems at Kirkwood there is a “culture” of intercultural opportunities on
campus and therefore Kirkwood is a ripe setting for this research.

Anti-Deficit Theories

This study is framed in a way that counters the deficit perspective and supports an anti-
deficit perspective. There are several anti-deficit models that have emerged in recent literature
including critical race theory, community cultural wealth theory as well as human theory which
has supported a capabilities narrative or assets-based approach over the deficit approach. These

anti-deficit theories attribute student challenges not to the students themselves but rather to
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systemic oppression or institutional structures. Anti-deficit theory shows that low-income
students, for example, possess multiple forms of capital that contribute to their positive
experiences in college (Yosso, 2005). Other study abroad studies illustrate that social networks
such as family (Perkins, 2020) also play a role. In this section, three anti-deficit theories are
presented including critical race theory, community cultural wealth theory, and the capabilities
theory approach.

Critical Race Theory (CRT)

The first anti-deficit theory to explore is that of Critical Race Theory (CRT). CRT seeks
to identify, analyze, and transform aspects of education that maintain subordinate or dominant
positions due to race. CRT has shifted the lens away from this deficit view of certain subgroups,
such as race, and instead focuses on and learns from the array of cultural knowledge, skills,
abilities and contacts/community possessed by socially marginalized groups (Cho et al., 2013;
Yosso, 2005). CRT highlights the importance of other capital toward student success such as
those capitals that more marginalized students are more likely to possess. This type of capital can
include navigational capital which is the ability to learn how to work the system or familial
capital which is the ability to get support from family (Yosso, 2005).

Ladson-Billings and Tate (1995) were the first to introduce CRT in education as a
framework to understand educational inequity due to race in the education system. CRT offers a
framework to understand and analyze how race, culture or other identifiers serve to marginalize
students. Although CRT was developed as a way to understand race specifically, the concept of
intersectionality expands that to theorize about the relationship between different social groups
such as low-income, first-generation, rural, or others. All of these groups identify as

marginalized groups.
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Community Cultural Wealth Theory

The next anti-deficit theory for discussion is the community cultural wealth theory.
Community cultural wealth theory is used to understand how community college students
leverage alternative forms of capital to access intercultural experiences. As a response to
Bourdieu’s theory on social and cultural capital and the way the capital model described students
from non-traditional backgrounds from a deficit lens, Yosso’s community cultural wealth model
focuses on “the array of cultural knowledge, skills, abilities, and contacts possessed by socially
marginalized groups that often go unrecognized and unacknowledged” (Yosso, 2005, p. 69).
Community cultural wealth theory originated from race and ethnic identities but has also been
applied to other dimensions, such as class identity, rural or other non-traditional student groups
(Ardoin, 2018b).

The community cultural wealth theory is anti-deficit, emphasizing an asset-based
perspective that can be used as a way for community college students normally placed in a
deficit perspective to link positive meaning to certain dimensions of their identity, such as low-
income, first-generation, technical, or rural. For example, community cultural wealth theory
suggests that students from a low-income background possess a certain resiliency dimension that
is an asset to their pursuit of education or in the case of immigrants, already have an intercultural
background that gives them bilingual skills, or transition experience that make them capable of
success.

Yosso’s community cultural wealth theory applied to education abroad stresses the
alternative forms of capital that are leveraged by non-traditional students. Three types of capital

that are relevant to this study include familial, aspirational, and social capital.
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Familial capital represents the forms of knowledge students gain from interactions with
family and community (Yosso, 2005). Familial capital is an alternative form of capital that low-
income students or students of rural backgrounds possess that are influential in their decisions to
study abroad (Perkins, 2020; Yosso, 2005).

Aspirational capital is an individual’s capacity to be optimistic in the presence of many
obstacles including structural inequity (Yosso, 2005). Often, aspirational capital is evidenced in
how students from these groups have aspirational dreams that take them to a new realm of
possibilities outside of their present circumstances.

Social capital is the network of people and resources that serve as support to help
students navigate academic settings. Social capital also holds reciprocity in its ability to not only
see how students obtain resources and contact in the community but also provide information
and resource that they learn back to the community (Yosso, 2005).

This study seeks to apply the community cultural wealth theory to the way that
community college students experience and derive impact from intercultural experiences. The
study seeks to provide anti-deficit perspective on the impact that LIFTR students gain from
intercultural experiences. In this way the idea that students from these categories are somehow
lacking or at a deficit can be debunked.

Capabilities Theory Approach

The third anti-deficit theoretical concept for this study is the capabilities theory approach.
The capability approach was first developed during the 1980s by Nobel Laureate economist and
philosopher, Amartya Sen (Sen, 1985). Sen’s approach is known for his critique of resources-

and utility-bases assessment of human well-being and disadvantage (Gale & Molla, 2015).
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The capabilities theory approach offers a broader conception of well-being, individual
choice, and freedom that frames education in the context of human welfare and social justice
(Sen, 1997). The capabilities theory approach distinguishes itself starkly from Bourdieu’s social
and cultural capital theory and other means-based perspectives on human well-being and
success. Where social and cultural capital theory validate only the existing cultural knowledge of
dominant cultural groups, capabilities theory instead honors the culture and perspective of all
community members, whether they are privileged or not privileged. The capabilities theory
approach focuses on "what are people actually able to do and to be" (Nussbaum, 2009, p. 211)
and counters the deficit theories that focus on what people do or do not have access to. The
capabilities theory approach is a focus on the human being directly instead of on the access that
each human being possesses.

From a broader perspective, comparing the capabilities theory to the human capital
theory in the discussion and applying it to the context of higher education, one can see that
access to education as a form of human capital is not unilaterally creating successful humans and
solving the problems of inequality and poverty (Tikly, 2013). In other words, by giving a person
access to education and increasing their human capital, the positive outcome of student success is
not guaranteed. Pushing this example even further into an educational context, merely focusing
on enrollment or how many seats are filled with students, education as a human capital does not
produce the consistent result of successful human beings. The capabilities approach, on the other
hand, supports "the development of a range of capabilities that are conceived as opportunities to
develop functioning’s that individuals, their communities, and society at large have reason to
value — a good for human development itself" (Tikly, 2013, p. 4). The focus of the capabilities

approach is on the human being themselves rather than on the good (i.e. education) that can be
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bestowed upon them. Indeed, it proposes a departure from concentrating on the means of living
and instead concentrating on the opportunities of living (Sen, 2009).

Capabilities theory is not a theory of social justice and does not attempt to explain why
injustice exists. Instead it offers a framework to think about individual well-being and assess
what is available in terms of capabilities or opportunities. The focus is on the freedoms people
have to achieve what they value in life (Gale & Molla, 2015; Sen, 2009). Gale and Molla (2015)
assert that Sen’s capability approach is a useful tool for analyzing the perspective of individuals
and individual agency. This fits with this study’s purpose of understanding the individual impact
on diverse types of individuals engaged in intercultural experiences. Fakunle (2021) provides a
relevant example of a study that explores the theoretical framework of Sen’s capability approach
in examining how graduate students engaging in intercultural experiences do so for their intrinsic
value as well as their instrumental rationality. Fakunle (2021) looks carefully at student rationale
for participating in study abroad establishing a distinct tie between intercultural experiences and
capabilities theory. This study seeks to further that connection between student mobility and the
capabilities approach by investigating the intrinsic value to society of expanding access to
intercultural experiences among community college students. This study explores the impact of
community college students’ access and agency to participate in intercultural experiences on
their personal and professional lives which also impact society as a whole..

In the context of the community college, there are many students who identify with
subgroups lacking access to social and cultural capital compared to student subgroups at a four-
year institution, as Bourdieu suggests. Because of this lack of access to human capital, the
capabilities theory approach provides a clearer and more optimistic lens from which to study

intercultural experiences of community college students. This study focuses on one specific
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population of community college students, specifically low-income, first-generation, technical,
and rural students at community colleges and what happens when they. are provided the freedom
and agency to participate in intercultural experiences relevant to them. Diversity and
membership in LIFTR identity groups are not viewed through the lens of deficit, but rather
through the lens of capability and agency.
Interculturality

The third overall theoretical construct framing this study is that of interculturality. In the
literature review in Chapter 2 of this dissertation, I provide an overview of interculturality and its
many definitions eventually coming to a definition of interculturality that I will use for this
research: Interculturality is a process, based in equity and mutual respect that involves making
sense of intercultural experience through exploring individuals’ similar or different intersectional
identities. This definition of interculturality parallels Jackson’s (2018) presented in Chapter 2
and others (Gregersen-Hermans, 2021a) but also emphasizes the intersectionality of identities
that individuals experiencing interculturality may possess and how those diverse and overlapping
identities impact the experience. In this section, I will first discuss interculturality and how it
frames this research followed by a discussion of how the concept of intersectionality is an
integral component of interculturality and its relevance.
Interculturality Frame

Interculturality is the theoretical lens through which this study is framed. The overall
research question for this study (RQ1) is supported by this theoretical perspective as the study
navigates intercultural experiences through the local impact of global experiences on students
who have intersecting identities of low-income, first-generation, technical, and rural community

college students (LIFTRs).
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According to the United Nations Educational, Scientific and Cultural Organization
(UNESCO) (2013) explanation of interculturality, interculturality enables cultures that are not
recognized in the world to be heard and recognized. Interculturality, therefore, supports those
whose cultures are not valued by the powerful cultures. LIFTR students fit this category.
Interculturality gives voice to underrepresented groups such as LIFTRs. This study seeks to hear
the voices of those students participating in intercultural experiences who have not had the power
of voice because they are not from the elite class of education.

Chapter 2 presented the literature regarding intercultural competence and the many
studies that have been conducted that attempt to measure it as a personal gain. Although there is
debate about the effectiveness of measuring intercultural competence, research presented in
Chapter 2 did show that many studies have indeed measured a gain in the personal attributes
related to intercultural competence. In general, the literature indicates that intercultural
experiences facilitated with best practices in international education result in students gaining the
knowledge, skills, and attitudes associated with intercultural competence such as openness,
cultural self-awareness, effective communication behavior, adaptability, flexibility, and empathy
(Deardorft, 2006) as detailed in Chapter 2 section on intercultural competence.

As a researcher, I trust these studies that indicate gains in these personal attributes. The
lens through which I choose to explore LIFTR experiences is not one of measurement or of
assessing intercultural competence as an outcome or personal gain. Instead, I am choosing to
apply the theoretical concept of interculturality to explore the process through which diverse
LIFTRs make sense out of their intercultural experiences provided at the community college.
Interculturality allows the opportunity to be cognizant of power differentials that may be

impacting the intercultural interaction.
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Intersectionality

Based on my findings, I emphasize identity exploration within the definition of
interculturality because of the way interculturality is applied in this study through the focus on a
specific set of identities: LIFTR identities. Many of the studies that involve interculturality show
that identity has taken over and surpassed the concept of culture in order to more critically
question access, difference, inclusion, equity, and social justice (Jackson, 2018). This study seeks
to amplify student voices who possess unique and diverse identities (LIFTRs) as they engage in
intercultural experiences with culturally diverse individuals.

As suggested by Dervin (2016), interculturality calls on us to pay attention to interaction,
context, the recognition of power relations, as well as intersectionality. Intersectionality is the
idea that different identities beyond the normally thought of race, ethnicity, and nationality
contribute to and assist in the development of interculturality. In this study, these intersecting
identities include low-income, first-generation, technical, and rural identities. With
interculturality’s open notion of a broader context to intercultural experiences, it is possible to
develop a more comprehensive picture of the community college students and the impact that
intercultural experiences have on them by focusing on these identities, acknowledging the power
relations in intercultural encounters and the complex diversity within. In this way, we can
challenge ideologies of interculturality that assume a Western-centric or elite approach through
engaging with a population of students that is typically not engaged within higher education
research.

Conclusion
The theoretical grounding of this study allows for an equity lens to be applied to unique

diverse community college students’ intercultural experiences. This study gathers and listens to
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diverse voices from LIFTR backgrounds experiencing interculturality in diverse ways. An
understanding is gained of the impact derived when diverse individuals engage in intercultural
experiences. Perspective is gained on the process that occurs when intercultural experiences are
provided as opportunities for all, rather than just the elite few. With this theoretical grounding, I
am emphasizing a positive asset-based approach to exploring interculturality, debunking the
deficit narrative, and acknowledging that all students have the capability and agency to engage in
interculturality. By applying the three theoretical constructs of deficit theories, anti-deficit
theories and interculturality to this study, a broad perspective is achieved in the interest of equity

and social justice.
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CHAPTER 4: KIRKWOOD INSTITUTIONAL CONTEXT
Introduction and Significance

Kirkwood Community College is chosen as the case study institution for this study
due to its unique context, diverse student population, and high level of participation in
internationalization activities. This chapter will provide a basic understanding of the college’s
vision, mission, and priorities along with its initiatives and commitment to
internationalization as a component of learner success. It is significant to note that Kirkwood
is fundamentally similar to other community colleges in the U.S. in its academic
programming, its mission to serve community needs, and its typical enrollment of
underrepresented groups including a high number of low-income, first-generation, technical,
and rural students. Kirkwood’s uniqueness lies in its strong commitment to
internationalization and high student participation rates in internationalization activities. This
commitment provides an ideal setting to explore diverse students’ intercultural experiences
and apply the results to the broader U.S. community college context.

In this chapter, an overview of Kirkwood’s vision, mission, and internationalization
priorities is summarized followed by a description of the college dataset of relevance to this
study’s quantitative analysis. Within the dataset description, Kirkwood study abroad and IaH
programming details are shared. Finally, a summary of Kirkwood’s role in serving the four
student subgroups targeted in this study is presented including low-income, first-generation,
technical, and rural students (LIFTRs).

Overview, Vision, and Mission
Kirkwood Community College is an urban community college located in Eastern

Iowa. Kirkwood’s enrollment at the commencement of this study in the beginning of the
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academic year 2019/2020 is 14,182 students. In the range of two-year institutions by size as
classified by the Carnegie classifications, Kirkwood is considered a “very large” community
college due to its enrollment data indicating FTE enrollment of at least 10,000 students (7he
Carnegie Classifi