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ABSTRACT

The three studies in this dissertation contribute to our knowledge about study abroad
program impact, particularly as it relates to understanding the interplay of factors that influence
students’ decision to study abroad, to employing a more robust methodology to examine the
effect of study abroad participation, and to developing and refining measures of instructional
practice that can be used to identify effective features of study abroad programs.

I begin with the first study asking the question, who studies abroad? Utilizing logistic
regression, I identify individual characteristics, experiences prior to college entry, and first year
college experiences that predict study abroad intent and participation. In particular, I examine if
factors that predict intentions at the time of entrance predict actual participation during students’
second or third years in college. Based on findings, I provide implications for studies that use
intentions as a proxy for participation.

The purpose of the second study is to estimate the effect of study abroad participation on
academic performance and interest in international specializations. To address the
methodological limitations of prior research, this study utilizes propensity score matching to
create a sample of study abroad participants and non-participants that are similar in terms of
characteristics that predict involvement. The effects of study abroad on students’ academic
performance (time to degree, 4-year degree completion, total credits earned) and academic
interests (completed an International Studies major, completed a major with

international/global/language theme) are assessed.



The third study is an exploratory attempt to demonstrate how qualitative data from
multiple short-term faculty led study abroad programs might be used to improve surveys
designed to gather data in large-scale studies of instructional effectiveness. The study examines
what measures of instructional activities derived from faculty proposals and student reports of
their study abroad engagement predict students’ intercultural competence. Based on findings,

implications for developing and refining surveys of practice effectiveness are suggested.



Chapter 1: Three-manuscript Dissertation Overview

Problem Statement

Education abroad is hardly a new phenomenon. It has various historical roots from its
origins in the independent quests of the wandering scholar to the cultural tourism for the elite
classes known as the “Grand Tour” during the 17" and 18" centuries (Edwards et al., 2005).
Incorporation of an international experience within the context of U.S. education date from the
1920s and since then, a segment of the U.S. undergraduate student population has spent some
portion of their college years studying in a foreign country for the main purpose of language
learning and cultural enrichment (Hoffa, 2007).

However, what stands in contrast with these historical precedents is the fact that while
prior discussions of U.S. education abroad focused almost exclusively on ‘study abroad,”'
defined as academic study in another country for credit toward a U.S. degree, now education
abroad encompasses a broader range of activities, including but not limited to internships,
volunteering, field work, and service learning (Edwards et al., 2005). Such expanded meaning of
the term reflects the shifting rationales for study abroad in concert with the changing landscape

of American higher education and international dynamics (de Wit, 2002).

! International educators and researchers have noted the definitional challenge in deciding between commonly used
terms in the field of international education such as international education, education abroad, and study abroad.
International education refers to everything that organizations do to foster cross-cultural educational experiences
(Bolen, 2007). Education abroad is defined as off-campus education that occurs outside the participant’s home
country, which includes but is not limited to study abroad, internships, work, volunteering, and directed travel
(Peterson et al., 2007). Study abroad is a form of education abroad that results in progress toward an academic
degree at a student’s home institution (Peterson et al., 2007). However, in the interests of varying language and
making the text less repetitive, this dissertation uses the three terms interchangeably, although all three papers focus
on study abroad, namely, those programs that are credit based.



During the Cold War Era, study abroad emphasized the promotion of peace through
relationship building and knowledge exchange between people and communities in the U.S. and
around the world. Over time, this motivation was replaced by policy makers to specific aims
concerned with economic issues of global competitiveness and with national priorities (de Wit,
2002; Friedman, 2006). In the aftermath of September 11, heightened concerns about national
security called for increased investment and participation in study abroad (American Council on
Education, 2002).

Today, many view study abroad as an important vehicle for increasing global awareness
and intercultural competency and for producing an internationally aware and concerned citizenry.
Institutional stakeholders of all kinds — government, businesses, and schools — claim that study
abroad helps students develop cross-cultural skills and knowledge that are needed to enhance the
global competitiveness of American businesses and the effectiveness of the U.S. in its relations
with other nations (Carlson et al., 1990). In other words, education abroad is no longer linked
exclusively with language learning and acquisition of cultural knowledge but also perceived as
serving important career-oriented goals to prepare individuals to participate in the new global
economy.

As an effort to meet the demands of the new environment, various providers (e.g.,
colleges and universities, consortia of colleges, third-party providers, foreign institutes) have
played a role in expanding the number and types of education abroad programs. For instance,
while home institutions play a key role in developing and running study abroad programs or
study centers in the host country, the Institute of International Education (IIE) reports that
approximately one quarter of students studying abroad in 2000-2007 did so through a third-party

provider such as CIEE, the American Institute for Foreign Studies (AFIS), and the Institute for



the International Education of Students (IES Abroad) (Redden, 2007). These general trends have
contributed to the increase in the number of students studying abroad. According to the Open
Doors Report, the number of American college students studying abroad has more than tripled
over the past two decades, with more than 313,000 students going abroad for academic credit in
2014-15 (1IE, 2016).

Yet some study abroad scholars have begun to question whether the successful push to
increase participation rates has outpaced efforts to ensure the effectiveness of the education
abroad experience (Salisbury, 2011; Vande Berg, 2007; Woolf, 2007). They point out that
despite widely held convictions and assumptions about the value of international education,
limited research has been conducted on the outcomes of various education abroad experiences
and the conditions under which students benefit most and in what ways (e.g., Carlson et al.,
1990; Edwards et al., 2005). Such concerns are situated within the general movement toward a
culture of accountability in U.S. higher education, which leads to a wide variety of assessment
activities to demonstrate the extent to which students are meeting institutional learning goals
(Zukroff et al., 2005). Hence, NAFSA: Association of International Educators called for the field
of international education to develop its own culture of assessment in order to be part of this
important academic conversation (Hoffa, 2005).

As a response to these calls, several multi-institutional studies (e.g., Braskamp et al.,
2009; Sutton & Rubin, 2004; Vande Berg et al., 2009) and numerous qualitative inquiries into a
single program or with a small sample of students (e.g., Cushner & Mahon, 2009; Dolby, 2004;
Paige et al., 2004; Talburt & Stewart, 1999; Wilkinson, 1998; Williams, 2005) have sought to
empirically demonstrate the unique educational benefit of study abroad participation. For

instance, the GLOSSARI study conducted by Sutton & Rubin (2004, 2010) compares students



from the University of Georgia System who did and did not study abroad on their academic (i.e.,
graduation, persistence rates, GPA) and intercultural outcomes (i.e., knowledge of other cultures,
intercultural interaction, global interdependence, comparative civics, world geography). Their
findings indicate that study abroad participants are likely to have higher graduation rates, show
greater improvement in academic performance upon return, and better knowledge of cultural
content. The Georgetown Consortium Project involved pre- and post-testing of 1,297 students for
foreign language and intercultural learning who were either participants in 61 programs abroad
or in control groups on three home campuses (i.e., Georgetown University, University of
Minnesota-Twin Cities, and Dickinson College) (Vande Berg et al., 2009). Their results indicate
that study abroad participants averaged more progress in intercultural learning and oral language
proficiency. Braskamp et al. (2009) also employed a pretest-posttest design to measure changes
in the global perspective of students (N=245) who participated in ten different study abroad
programs over the period of one semester. Their findings suggest that study abroad enhances
participants’ global learning and development in such areas as knowledge of cultural traditions,
sense of self, and relations with others.

A number of inquiries into a single program or small-scale qualitative studies (e.g.,
Cushner & Mahon, 2002; DiBiasio & Mello, 2004; Dolby, 2004; Engle & Engle, 2004; Lewis &
Niesembaum, 2005) provide some evidence regarding the positive effects of participating in
study abroad. For instance, DiBiasio & Mello (2004) provide a detailed description of a project-
based program designed for undergraduate engineering and science students at Worcester
Polytechnic Institute. Students become involved in technology/society projects on campus or at
an international site as part of their degree requirement to examine how science or technology

interacts with cultures, societal structures, and values. The assessment of program impact based



on final project reports indicates that participants in international projects show higher project
quality and academic outcomes (i.e., ability to engage in lifelong learning, understand impact of
engineering on society, knowledge of contemporary issues, understanding of professional and
ethical responsibility, multidisciplinary team and topic). Lewis & Niesenbaum (2005) study the
effects of a short-term program on environmental and cultural conservation in Latin America.
Their findings based on a survey indicate that the participants developed an increased interest in
courses outside their major and interdisciplinary studies, and engaged in subsequent travel or
study abroad. Dolby (2004), on the other hand, examines how the study abroad experience
shapes students’ perceptions of their national identity. Interviews with 26 students who studied
abroad in Australia for a semester illustrate that students come to a better understanding of what
it means to be an “American” and develop new and more complex perspectives on the world.
While research on study abroad generally suggests that an international experience can
improve a range of intercultural attitudes and skills, a number of methodological weaknesses
undercut the generalizability and validity of their findings (Pascarella & Terenzini, 2005; Sell,
1983; Stimplf & Engberg, 1997). First, these findings are mostly based on qualitative studies of
small samples or quantitative studies that utilize self-reported gains in intercultural learning,
which poses the risk that participants’ may respond as they believe they should (Carlson &
Widaman, 1988). Second, not many studies establish control groups when making assessments
of change over time for study abroad participants, despite the fact that the change observed may
be a result of some other factor such as maturation (Hadis, 2005). Third, even those studies that
include a control group are often problematic, as they do not adequately account for the
potentially confounding demographic and attitudinal characteristics that might systematically

differentiate between students who do and do not study abroad (for a notable exception, see



Salisbury’s (2011)* examination of the effect of study abroad on intercultural competence among
participants of the Wabash National Study on Liberal Arts Education). Finally, the findings are
also inconsistent often because they do not consider variations in program characteristics.

In sum, over the past decades, study abroad has come to occupy a more central role in
undergraduate education and the number of students going abroad has dramatically increased. As
a consequence, there has been a substantial growth in study abroad research with the goal of
documenting the unique benefits of living and learning outside one’s home country.
Nevertheless, while these studies demonstrate a welcomed movement toward study abroad
assessment, their lack of methodological rigor provides little evidence to support the purported
positive effects of participation. With the growth in concerns about the escalating costs of higher
education, colleges and universities face increasing demands to provide clear evidence of the

value that a study abroad program adds to an undergraduate education (Paige et al., 2009).

Purpose of the Dissertation
The purpose of this dissertation is to examine the effects of study abroad participation on
academic and intercultural outcomes at one large research university in the mid-west of the
United States. The dissertation consists of three interrelated article manuscripts that focus on
different aspects of study abroad (See Table 1.1 for an overview of three studies).
I begin with the first study asking the question, who studies abroad? This study utilizes
logistic regression to identify individual characteristics, experiences prior to college entry, and

first year college experiences that predict study abroad intent and participation. In particular, I

* Salisbury (2011) conducted an analysis of data from the 2006 cohort of the Wabash National Study of Liberal Arts
Education (N=1,593). In addition to various controls assessing demographic characteristics, pre-college attitudes,
institutional context, academic pursuits, college experiences, he used a propensity score to account for potential
selection bias.



examine if factors that predict intentions at the time of entrance predict actual participation
during students’ second or third years in college. Based on findings, I provide implications for
studies that use intentions as a proxy for participation.

The purpose of the second study is to estimate the effect of study abroad participation on
academic performance and interest in international specializations. To address the
methodological limitations of prior research, this study utilizes propensity score matching to
create a sample of study abroad participants and non-participants that are similar in terms of
characteristics that predict participation in study abroad. The effects of study abroad on students’
academic performance (time to degree, 4-year degree completion, total credits earned) and
academic interests (completed an International Studies major, completed a major with
international/global/language theme) are assessed.

The third study co-authored with Dr. Janet Lawrence, is an exploratory attempt to
demonstrate how qualitative data from multiple short-term faculty led study abroad programs
might be used to improve surveys designed to gather data in large-scale studies of the
effectiveness of instructional activities. The study examines what measures of instructional
activities derived from faculty program proposals and student reports of their study abroad
engagement predict students’ intercultural competence. Based on findings, we discuss
implications for developing and refining surveys of faculty and students that can be used to

identify effective practice in study abroad.



Table 1.1. Overview of Three Papers

Paper 1 Paper 2 Paper 3
(Chapter 2) (Chapter 3) (Chapter 4)

Title Who studies abroad? The effect of study abroad | Measuring impact of study
Understanding factors that | on academic performance | abroad program activities
predict study abroad and interest of
participation undergraduate students

Research (1) What factors predict After accounting for (1) What measures of

question participation and non- differences in students’ instructional activities
participation in study characteristics prior to derived from (a) short-term
abroad of all types, in college entry and first-year | study abroad program
long-term, and in short- college experiences, does proposals and (b) student
term? study abroad participation | reports of their study

) affect participants’ abroad engagement predict

(2) In par.tlcglar, qO factors | 5cademic performance and | students’ intercultural

that predict intentions at interests? competence at the

the time of entrance predict program’s conclusion?

actual participation during

students’ second or third (2) What are the

years in college? implications for
developing surveys of

(3) What are the study abroad faculty that

implications for studies capture more detailed

that use intentions as a information about the

proxy for participation? learning activities they
intentionally incorporate
and can be used to identify
effective practice?
(3) What are the
implications for refining
surveys of students used to
assess the effectiveness of
instructional activities in
study abroad programs?

Methods Logistic regression Propensity score matching | Multiple method (Content

analysis, OLS regression)

Data Freshman survey (CIRP), Freshman survey (CIRP), 53 short-term program
Student academic records Student academic records faculty proposals, student
(registrar), Open Doors (registrar), Open Doors pre/post surveys on
tracking study abroad tracking study abroad intercultural learning and
participation participation program activities

Dependent Intent to study abroad Academic performance Intercultural learning

variable(s) (1=Yes) (time to degree, 4-year (knowledge of host culture,

Participated in study
abroad (1=Yes)

degree completion, total
credits)

negotiating interactions,
perspective taking, cultural




Academic interest self-awareness, cultural
(completion of major with | judgement)
international theme)

Independent Individual characteristics, Individual characteristics, Individual characteristics,
variables predispositions, high predispositions, high prior college experiences,
school/college experiences | school/college experiences | faculty planned program
activities, student
experienced program
activities

Significance of the Dissertation

A recent campaign launched by the Institute of International Education (IIE) dubbed
Generation Study Abroad seeks to have 600,000 U.S. students studying abroad annually by
2020, which is twice the number of students who went abroad in the 2014-15 academic year.
Allen E. Goodman, President of IIE, states that as the careers of all our students will be global
ones, they will need to function effectively in multi-national teams. He continues, “Studying
abroad must be viewed as an essential component of a college degree and critical to preparing
future leaders.” A diverse array of institutions has pledged to join the Generation Study Abroad
initiative to increase the diversity of students who study abroad, ensuring quality, and removing
barriers to participation. Salisbury (2014) aptly points out that “as this effort steam, we have to
stay focused on learning” and not just on accomplishing the goal of doubling participation rates.

The three studies in this dissertation will contribute to expanding our knowledge about
study abroad program impact, particularly as it relates to understanding the interplay of various
factors that influence students’ decision to study abroad, to employing a more robust
methodology to examine the effect of study abroad participation, and to developing and refining

measures of instructional practice that can be used to identify effective features of study abroad
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programs. The findings of these studies will have the following implications for research and
practice.

These studies will provide additional insights into establishing conceptually and
methodologically rigorous outcome assessment programs, which can provide a foundation for
future research on study abroad impact. An empirical analysis of characteristics that differentiate
study abroad participants and non-participants not only informs practical efforts to expand and
equalize participation across these groups but also provides a solid basis to better account for the
selection bias in research examining the effects of study abroad. The use of an analytical method
that can increase accuracy in estimating the effect of a non-randomly assigned treatment could
yield additional understandings in conducting methodologically sound research documenting the
value of study abroad. Investigations into study abroad program activities can contribute to
expanding our understanding of how measures of instructional practice can be strengthened to
better identify “what works” across a variety of programs.

The study findings also have important practical implications. Evidence to support the
contribution that studying abroad makes to student outcomes could inform public higher
education policy decisions to increase or decrease postsecondary investment in study abroad
infrastructure or scholarships. It could also help institutional leaders in identifying and expanding
the type of international or intercultural experiences that benefit students most or developing
ways to diversify students who go abroad. Above all, the findings from these studies could be
used to better inform students and parents about what students will study and experience abroad,
helping them make better choices in terms of their academic trajectories when they prepare to go

overseas.
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Chapter 2: Who Studies Abroad?
Understanding Factors that Predict Study Abroad Participation

Introduction

In many decision domains, intentions are found to be the best predictors of behavior (e.g.,
Fishbein & Ajzen, 1975; 1980). Consequently, intervention strategies to replace, alter, or
maintain behaviors (Sheppard et al., 1988). Within the field of higher education, researchers
examine intentions to understand college choice (Pitre et al., 2006), college persistence (Okun et
al., 1996), academic success over students’ college careers (Harackiewicz et al., 2002), and
participation in college programs such as volunteering (Okun & Sloan, 2002). Given study
abroad intent is positively associated with actual participation (Twombly et al., 2012), inquiries
into study abroad have frequently examined factors that influence intent to study abroad (e.g.,
Booker, 2001; Peterson, 2003; Rust et al., 2007; Salisbury et al., 2010; Stroud, 2010).
Researchers argue that determining discrepancies in intent would aid efforts to effectively market
study abroad programs and to remove potential barriers to going abroad (Li et al., 2013).

One reason for the prevalence of studies that focus on study abroad intent appears to be
the availability of data gathered in freshmen surveys conducted by most colleges or universities.
The Cooperative Institutional Research Program (CIRP) Freshmen Survey, for instance, provides
data on incoming college student demographics, high school experiences, attitudes, behaviors,
and expectations for college, and specifically includes a question that asks an individual’s plans

to study abroad in college. Accordingly, many studies have devoted efforts to understanding
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individual characteristics and experiences prior to college entry that predict intent to study
abroad.

However, reports indicate that although students exhibit awareness of study abroad
opportunities upon college entry and an intent to participate, a large proportion of them do not
actually partake. For instance, the American Council on Education (2008) reported that students
express interest in gaining international learning experiences in college. In fact, 55% of college-
bound students said that they were certain or fairly certain they would participate in study abroad
programs, with another 26% reporting a strong intent to study abroad (American Council on
Education, 2008). Nevertheless, despite such awareness and interest, the number of American
college students who studied abroad remained low and participation was unevenly distributed
across groups. Open Doors 2016 reports that more than 313,000 U.S. students studied abroad for
credit during 2014-15, which is an increase from the past years but still constitutes less than 2
percent of all undergraduates enrolled in U.S. colleges and universities (IIE, 2016). Given
ongoing efforts among higher education institutions to prioritize study abroad, reflected in the
diverse array of programs available, such low numbers do not appear to be due to lack of
international opportunities (Twombly et al., 2012).

The statistics suggest that international educators need a better understanding of not only
the factors that predict participation in study abroad but also the potential reasons for the gap
between intent and actual participation. One wonders, for example, if the factors that are known
to predict intent also predict participation and what role curricular and co-curricular college
experiences (e.g., student clubs, government, learning community) may play in students’

decisions to participate in study abroad. In light of the diverse array of study abroad programs, it



16

is also important to consider how program characteristics, such as duration, language
requirements and such, affect students’ participation.

Hence, there is a need for longitudinal studies that capture not only intent at college entry
but also college experiences and study abroad program characteristics that may affect
participation in study abroad programs. Using surveys and institutional data across three cohorts
of undergraduate students I aim to address this need. I use a data set that provides a unique
opportunity to examine (1) the characteristics and experiences both prior to and during the first
year of college of student participants in study abroad of all types, in short-term, and in long-
term in comparison to their non-participating peers, and (2) the individual characteristics and
experiences prior to college enrollment that predict either or both study abroad intent and
participation. A more accurate understanding of the characteristics that differentiate study abroad
participants and non-participants will not only inform practical efforts to expand and equalize
participation but also provide a solid basis to better account for the selection bias in research

examining the effects of study abroad (Salisbury et al., 2013).

Literature Review
There is a substantial body of research on the factors affecting intent and actual study
abroad participation. Studies that focus on intentions assume intent is the best predictor of
participation and thereby justify the use of intent as a proxy for participation. Study abroad
intentions capture student plans or perceived chances of studying abroad, generally measured
through surveys or interviews. Studies that focus on study abroad participation, on the other hand,
assess how different student characteristics and experiences, one of which is intent to study

abroad, are associated with actual engagement. These studies are based on institutional records
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(e.g., program applications, transcripts) or graduation surveys gathered after students study
abroad. Hence, in this section, I first review literature that uses intent to study abroad and then
examine inquiries that identify factors that influence actual participation. Finally, I discuss the
Theory of Reasoned Action (Ajzen & Fishbein, 1980), a framework widely used to explain and
predict behaviors, to help explicate the theoretical relationship between study abroad intent and
participation.

Factors Predicting Study Abroad Intent

As I stated earlier, given the strong association between intent to study abroad and actual
participation (e.g., Goldstein & Kim, 2006; Luo & Jamieson-Drake, 2014; Twombly et al., 2012)
as well as an interest in increasing engagement among U.S. students, researchers have directed
attention to understanding factors that shape intentions. The assumption is that factors that shape
intent to study abroad would yield strategies to effectively market study abroad programs and to
develop programs that better fit student interests (Li et al., 2013; Rust et al., 2007).

Perhaps due to the availability of multi-institutional surveys such as the CIRP,
researchers tend to conduct cross-sectional studies to understand the influence of characteristics
at college entry on intent to study abroad. Many of these inquiries have centered on identifying
individual socio-demographic characteristics (e.g., Booker, 2001; Salisbury et al., 2009; Thomas
& McMahon, 1998), high school or college experiences (e.g., Rust et al., 2007; Salisbury, 2011;
Salisbury et al., 2009), and predispositions or motivations (e.g., Goldstein & Kim, 2006; Rust et
al., 2007; Salisbury et al., 2009; Stroud, 2010) that are associated with intent to study abroad.

Individual characteristics. Stroud (2010), in her study of 2,258 University of
Massachusetts-Amherst full-time freshmen who completed the CIRP Freshman survey, finds that

gender is most influential, with the odds of women intending to study abroad 2.4 times higher
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than men. Similarly, Luo & Jamieson-Drake (2014) from their analyses of three entering cohorts
who participated in the CIRP Freshman survey show that women are more likely than men to
indicate a strong interest in studying abroad. Using data based on 2,772 undergraduates from 19
different institutions in the Wabash National Study of Liberal Arts, Salisbury et al. (2010)
conduct a close examination of the differences between male and female intent to study abroad
to understand why more women than men plan to participate. They found that while women’s
intent to study abroad is affected by influential authority figures and educational contexts, men’s
intent to study abroad appeared to be primarily shaped by personal values, experiences, and peer
influence. Based on these results, the authors conclude that experiences prior to college entry and
in college differentially affect the formation of study abroad aspirations, potentially creating
discrepancies in participation rates between the two groups.

Research also demonstrates that socioeconomic status and parental income constitute
powerful influences on the intent to study abroad (e.g., Carlson et al., 1990; Dessoff, 2006;
Salisbury et al., 2009). Studies have consistently found perceived constraints due to lack of
finances to be negatively associated with study abroad intent (e.g., Thompson, 2007; Dessoff,
2006; Van Der Meid, 2005). Nevertheless, scholars argue that it is not simply the financial costs
involved but levels of social and cultural capital individuals accumulate that influence study
abroad intentions. Drawing from college choice frameworks (e.g., McDonough, 1997; Paulsen &
St. John, 2002; Perna, 2006), Salisbury et al. (2009) theorize that students from high SES
families are likely to come to college with high levels of social and cultural capital or habitus.
Such pre-college capital plays an important role in the development of interest in study abroad,
as it creates differences among SES groups in terms of availability of information about study

abroad, the perceived educational importance of participation, awareness of and interest in
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international events and issues, or previous travel abroad. Nevertheless, the evidence supporting
this perspective appears to be mixed. While some studies such as Salisbury et al. (2009) find that
lower income students are indeed less likely than higher income students to intend to study
abroad, others find no significant associations between parental income or education and student
intentions (e.g., Luo & Jamieson-Drake, 2014; Stroud, 2010).

Financial constraints and lack of social and cultural capital are particularly prominent
among the reasons cited for low minority student participation in study abroad (Brux & Fry,
2010; Dessoff, 2006; Stallman et al., 2010; Twombly et al., 2012). For instance, the perception
that study abroad is irrelevant appears to be more prevalent among underrepresented minority
students; according to Burr (2005), Hispanic students reported that study abroad was primarily
for high-income students. Brux & Fry (2010) suggest that cultural differences and lack of family
support and role models contribute to this belief that study abroad is not useful.

Several studies also consider the effect of high school GPA and ACT/SAT scores as
proxies for knowledge or skills accumulated prior to attending college that may influence the
intent to study abroad (e.g., Luo & Jamieson-Drake, 2014; Salisbury et al., 2009; Stroud, 2010).
The results are mixed, however, with some studies reporting no significant effect of SAT scores
(e.g., Luo & Jamieson-Drake, 2014) and others such as Salisbury, Paulsen, and Pascarella (2011),
indicating ACT/SAT scores predict racial and ethnic minority student interest in studying abroad.

To summarize, many studies focus attention on individual characteristics that influence
intentions to study abroad. More specifically, scholars highlight the important role of pre-college
human, social, and cultural capital in shaping an individual’s interest in study abroad.

High school experiences. Evidence from existing research suggests that involvement in

certain high school experiences predicts intent to study abroad (e.g., Luo & Jamieson-Drake,
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2014; Rust et al., 2007; Salisbury et al., 2009). For example, Rust et al. (2007) in their analyses
of the CIRP data show that students who frequently interact with members of racial/ethnic
groups different from their own in high school are much more likely to plan to go abroad than
those who do not. In addition, students who report that they were active participants in social,
political, community, and academic activities in high school (e.g., social interaction with peers,
political interest and activity, volunteerism) are more likely to report stronger intentions to go
abroad than those who were not (Rust et al., 2007). The authors surmise that because study
abroad is about intentionally moving beyond one’s comfort zone and navigating a new
environment, students who are more involved in such high school activities are likely to make
deliberate choices to encounter environments that require personal change and adaptation to
values different from their own (Rust et al., 2007).

Other categories of high school activities have been examined and perhaps due to the
nature of the activities examined, studies report inconsistent results regarding the association
between high school involvement and study abroad intentions. For example, Luo & Jamieson-
Drake (2014) find no significant associations between high school activities (i.e., volunteer work,
asked teacher for advice after class, voted in a student election, used internet for research or
homework) and interest in study abroad. Salisbury et al. (2009) find that their composite measure
of high school involvement, based on student use of internet for homework or research,
participation in extracurricular activities, studying with a friend, talking with teachers outside of
class, participating in community service or volunteering, is negatively related with intent to
study abroad.

College experiences prior to study abroad. Given that study abroad intention has been

examined mostly through cross-sectional studies of entering freshmen, our understanding of the
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influence of college experiences on students’ plans to study abroad is limited. Except for
academic major and students’ intentions to participate in curricular or co-curricular experiences
in college, which is frequently captured in studies of freshmen intentions to study abroad, other
facets of the college experience such as actual extracurricular involvement or diverse interactions
have been examined to a lesser extent.

Consistent with the discrepancies observed in study abroad participation among academic
majors, a number of studies show that students studying natural sciences and engineering are less
likely to plan to study abroad (e.g., Luo & Jamieson-Drake, 2014; Stroud 2010). Researchers
note that unlike the coursework in the humanities, the coursework for engineering is more
structured and sequenced (Carlson et al. 1990; Stroud 2010). In addition to curricular
inflexibility, prior research identifies institutionally created barriers such as lack of information
about study abroad opportunities (e.g. Coldwell, 2013; Brux & Fry, 2010), limited administrative
and faculty support (e.g., Brown, 2002; Gore, 2009), ineffective marketing (e.g., Gore, 2005),
and scarcity of resources (e.g., Salisbury et al., 2011) to be deterrents to study abroad plans.

Results based on a small body of research suggest extracurricular involvement and
campus practices that facilitate diverse interactions are strong predictors of intentions to study
abroad. Salisbury et al. (2009), for instance, based on estimates derived from logistic regressions
find that the amount and quality of diversity experiences (e.g., how often a student participated in
a racial or cultural awareness workshop during academic year, how often a student had serious
conversations with students of a different race or ethnicity) and the number of hours per week a
student spends participating in co-curricular activities significantly increased the probability
students plan to study abroad. The authors posit that such diversity experiences provide a means

to accumulate social capital (i.e., awareness and access to resources, networks, timelines,
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processes about study abroad) and cultural capital (i.e., values, attitudes, and beliefs that
emphasize the importance of study abroad) that result in study abroad intentions. Such findings
fit with research examining the effect of college diversity experiences in general (e.g., Bowman,
2012; Bowman et al., 2011; Gurin, 1999). For example, Bowman (2012) reports that students’
engagement with diversity experiences during their first year are associated with increased
involvement in diversity-related activities in their subsequent years in college.

Motivations and predispositions. Researchers have also looked at the effect of student
predispositions on intentions to study abroad. Findings indicate that students who want to expand
their understanding of other cultures and countries are more likely to aspire to study abroad
(Dessoff, 2006; Luo & Jamieson-Drake, 2014; Stroud, 2010). Kim & Goldstein (2005) in a study
based on a survey of 282 first year undergraduates at a small liberal arts college show that
students with higher levels of ethnocentrism and prejudice are less likely to study abroad; in
other words, students with unfavorable expectations of study abroad may believe they have little
gain from experiencing another culture (ethnocentrism) (Kim & Goldstein, 2005). Not
surprisingly, the authors also find high levels of language interest predict favorable expectations
for study abroad. Li et al. (2013) in their study of 431 survey participants enrolled in an
Introduction to Psychology class found that personality traits such as desire to work hard and to
do things well (achievement motivation), appreciation for and/or a desire to have new
experiences (neophilia), and tendencies to be highly mobile (migrant personality) are positively
associated with intentions to study abroad.

Summary and limitations. The literature on study abroad suggests a host of student
background characteristics (e.g., gender, race/ethnicity, socioeconomic status), motivations (e.g.,

to improve linguistic ability, to gain cultural knowledge), predispositions (e.g., interest in
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understanding other cultures), and engagement in select high school or college activities (e.g.,
academic major, interactions with students of another racial/ethnic group, diversity interactions)
predict study abroad intentions. Based on a comprehensive review of study abroad research
literature, Twombly et al. (2012) conclude that there is strong evidence indicating an association
between intentions and actual study abroad participation. Nevertheless, studies consistently find
that an increasing number of students who planned to study abroad upon college entry do not
participate (e.g, American Council on Education, 2008; Luo & Jamieson-Drake, 2014; Pope et
al., 2014). This may be due in part to the emphasis given to the activities and interests of students
prior to or at the beginning of college with limited attention to what they do in college. In other
words, the predictors of intent to study abroad identified in these studies may be accurate at the
time of college entry, but are susceptible to change over time as students become immersed in
college academic and social life, which may reinforce or alter their plans.
Factors Predicting Study Abroad Participation

Early research on study abroad aimed to understand qualities of a “typical” study abroad
participant (Nruyes, 2015). As such, resultant findings sketch a profile or offer descriptive data
about an average student who goes abroad (See for example, the Open Doors report published by
the Institute of International Education, which has reported U.S. students studying abroad for
academic credit since 1985). Hence, our understanding of some of the demographic
characteristics of study abroad participants both nationally and within particular types of higher
education institutions is comprehensive.

Individual attributes. Researchers note the disparities in study abroad participation rates
by gender, race, and socioeconomic status (e.g., Carlson et al., 1990; Twombly et al., 2012).

Prior studies and annual reports find that women are consistently far more likely than men to
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study abroad; nearly two-thirds of study abroad participants were women in each of the years
from 2002 to 2015 (Dessoff, 2006; I1E, 2016; Stallman et al., 2010). Moreover, white students
were nearly four times more likely to study abroad than minority students during the same period,
an indication that the historic underrepresentation of racial and ethnic minorities in higher
education overall is reflected in study abroad as well (Twombly et al., 2012).

A number of studies have also shown that American students studying abroad typically
come from higher income families, have more educated parents, are high academic achievers,
and a high proportion of them have already been abroad (e.g., Carlson et al., 1990; Gonyea, 2008;
Miller, 2004). For example, a study based on the University System of Georgia (Sutton & Rubin,
2010) examined the effect of financial aid on students’ decision to study abroad. Findings
indicate that for each $1,000 of unmet need, the probability of study abroad decreased by four
percentage points. To a similar extent, Paus & Robinson (2008), in comparing study abroad
participants and non-participants in Mount Holyoke College, point out that not only financial
expenses involved in studying abroad but also the potential opportunity costs involved due to
loss of a part-time job is an important consideration particularly for those who are from low
socioeconomic backgrounds.

College experiences prior to study abroad. College academic performance, as reflected
by GPA, and majors students choose also appear to strongly influence their proclivity to study
abroad. For instance, Paus & Robinson (2008) show that students with higher GPAs are
significantly more likely to study abroad; they conjecture that students with lower GPAs feel less
confident about their ability to succeed abroad.

There is much more evidence conveying the influence of academic major on study

abroad behavior. Study abroad has historically been the domain of students in humanities and
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social sciences. According to the 2016 Open Doors report, 17.3 percent of all students studying
abroad in 2014-2015 were social science majors, 20.1 percent business majors, and 14.6 percent
humanities and international studies majors (IIE, 2016). Nevertheless, a dramatic increase in
Science, Technology, Engineering, and Math (STEM) majors over the past decade is noteworthy.
STEM students comprised 16.3 percent of students abroad in 2004-2005, which more than
doubled over the past decade with 23.9 percent of U.S. study abroad participants coming from
the STEM fields in 2014-2015 (IIE, 2016). Even so, the number of study abroad students
majoring in the STEM fields is undeniably lower than those majoring in humanities and social
science fields (e.g., Obst, Bhandari, and Witherell, 2007; Stallman et al., 2010). Prior studies
suggest lack of curricular flexibility as a major reason for low participation rates among STEM
majors (e.g., Carlson et al., 1990; Twombly et al., 2012).

Motivations and predispositions. Several researchers also note that study abroad
participants and non-participants exhibit different predispositions and motivations. Based on a
survey of 179 undergraduates at a small liberal arts college, Goldstein & Kim (2006) conclude
that compared to non-participants, participants held more positive expectations (e.g.,
participating in an international study program would build my self-confidence) about study
abroad, were less ethnocentric, and less racially biased. In a similar vein, Van der Maid (2003),
in his study based on a survey of 153 Asian American students from across the United States,
finds that Asian American students who study abroad are more adventurous and motivated
compared to their non-participant counterparts. Several studies also find that in contrast with
non-participants, study abroad participants show higher levels of cross-cultural interest (e.g.,
Bates, 1997; Carlson et al., 1990). For example, Bates (1997), in her dissertation study of 49

undergraduates who qualified to be participants in the Honors International Program at a public
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university in South Carolina, found that 14 study abroad participants, compared to 35 non-
participants, were more interested in experiencing other cultures and were concerned about
international issues.

Prior research on students’ goals for studying abroad indicates that they go abroad to
improve their foreign language skills based on the belief that immersion in the host culture will
facilitate improved linguistic ability (Allen, 2010). Students may also choose to study abroad in
hopes of gaining cultural knowledge (Goldstein & Kim, 2006), or to improve their future job
prospects (Dessoff, 2006; McKeown, 2009; Relyea et al., 2008). Perhaps contrary to the primary
objectives of study abroad proposed by international educators, such as developing intercultural
competencies or preparing to live in a global and diverse world, many studies indicate that one of
the strongest influences on students’ decision to study abroad is a desire to have fun (e.g., Forsey
et al., 2012; He & Chen, 2010). For example, a University of Western Australia study based on
surveys and focus group interviews of study abroad participants shows that for many of them,
prioritize having fun, traveling, making friends, and getting a break from serious work (Forsey et
al., 2012).

Intent to study abroad. Intent to study abroad, as a predictor of actual participation, has
been examined in many studies. Generally, these studies operationalize study abroad intent as a
single variable that asks students to estimate their chances of participating in study abroad;
findings consistently show that intent is a strong predictor of actual participation (Luo &
Jamieson-Drake, 2014; Goldstein & Kim, 2006). For instance, Luo & Jamieson-Drake (2014) in
their study of three student cohorts from 2009 to 2011 at a medium-sized, private, highly
selective research university demonstrate that entering students with a strong intent to study

abroad are significantly more likely to participate than their peers with a weak intent. Estimates
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derived from logistic regressions suggest that the odds of going abroad are about 4.77 times
greater for students with a strong intent.

A few dissertation studies move beyond conceptualizations of study abroad intent as a
single variable that predicts participation (e.g., Booker, 2001; Kasravi, 2009; Peterson, 2001,
2003). These inquiries aptly point out that existing studies have no theoretical framework or
model for understanding the complex nature of the study abroad decision process. They utilize
Fishbein and Ajzen’s (1980; 1985) Theory of Reasoned Action (TRA) to conceptualize study
abroad decisions and the possible relationship between intention and behavior. Peterson (2001),
for instance, adapts Fishbein and Ajzen’s TRA (1980) to develop a study abroad decision model
to examine determinants of the formation of study abroad intentions (see Figure 2.1).

Figure 2.1. Peterson’s model of decision to study abroad
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Using survey data of 539 undergraduates in Michigan State University who had not studied
abroad, Peterson (2001) tests the model using multiple regression and structural equation
modeling techniques. Based on preliminary tests of model fit, the author confirms that student
intentions to study abroad at college entry can be predicted by determining attitude (i.e., strength

and evaluation of salient beliefs about study abroad) and subjective norm (i.e., perceived
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normative beliefs about study abroad and motivation to comply with expectations of salient
referents) (Peterson, 2001).

To a similar extent, Booker (2001) uses survey data to examine the difference between
study abroad program applicants (77 students) and non-applicants (105 students) in terms of their
personal characteristics, study abroad preferences, and perceptions of institutional support for
international education. Applying TRA, he also examines the perceived outcomes, perceived
social pressures, and perceived obstacles in students’ decisions to study abroad. His study finds
that some of the salient factors that directly shaped the decision to study abroad are faculty and
advisors’ influence, perception that study abroad would delay graduation, and finances (Booker,
2001).

An important contribution of these studies is application of TRA to explain students’
decision to study abroad. In particular, using TRA, what they suggest is a broader approach that
considers and integrates multiple factors, such as attitudes of others toward study abroad
participation, which is a shift from the focus of prior studies on identifying individual factors
(Peterson, 2003). In the next section, I provide a more in-depth overview of TRA and the
benefits of the framework to better understand the relationship between intention and
participation.

Theory of Reasoned Action (TRA)

The Theory of Reasoned Action (TRA) assumes behavior is the result of deliberate
decision-making and intentions constitute a key element. The framework posits that a behavioral
intention, defined as the subjective probability that an individual will perform a behavior (e.g.,
planning to study abroad), is the single best predictor of whether he or she will engage in a

behavior (e.g., study abroad participation) (Fishbein & Ajzen, 1980).



29

The TRA posits that attitudes and subjective norms influence an individual’s intention to
perform an action or behavior. Attitudes toward a behavior are composed of (1) beliefs about the
outcomes a behavior might yield and (2) evaluations of these outcomes (Ajzen & Fishbein,
1980). For example, if an individual considers study abroad as having favorable consequences
(e.g., better job opportunities), then the individual’s intention to engage in behaviors related to
studying abroad is increased. Subjective norms, on the other hand, refer to an individual’s
perceptions of the social expectations of significant others (e.g., faculty, parents, peers) and a
willingness to comply (Pitre et al., 2006). TRA would suggest that a student’s intention to study
abroad is greater if a student highly values her parents’ expectations and perceives her parents
think that she should participate. TRA (Ajzen & Fishbein, 1980) suggests, then, that intentions to
participate are a joint function of favorable or unfavorable attitudes toward study abroad and of
subjective norms that encourage or discourage participation. When students evaluate study
abroad positively and believe that important others think that they should take part, students
intend to participate. However, when attitudes and subjective norms are inconsistent (e.g.,
student thinks study abroad will improve job prospects but parents think it will delay graduation
and therefore, discourage participation) or attitudes and subjective norms are consistently
negative, it is likely that individuals will develop weak or no intentions to participate (Ajzen &
Fishbein, 1980).

It is important to note, however, that prior research finds the predictive validity of TRA is
supported if the following three criteria are met: (1) measures of intended and performed
behaviors are comparable, (2) intention does not change between the time it is assessed and the
actual behavior is performed, and (3) the investigated behavior is under the individual’s

immediate control (Sheppard et al., 1988). In particular, Ajzen (1985) notes that certain factors
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may cause the intentions of individuals to change, creating discrepancies between initial

intention and subsequent behavior. One such factor is the events that occur in the period between
the declaration of intention and the corresponding action. Such events may trigger changes in
attitudes toward the behavior or the expectations of social referents toward engaging in the action,
which in turn may lead to changes in intentions. Specifically, in the context of study abroad,
between the time students estimate the probability they will participate in study abroad (intent)
and when they decide whether to participate (behavior), different events happen in their lives
(e.g., taking courses, interactions with diverse individuals). These events can shift the weighing
and valence of factors that enter the decision-making process, altering intentions and attenuating
the intention-behavior relation.

The TRA framework helps to understand the limitations of current research and suggests
potential reasons why we observe discrepancies between intent and participation. First, there are
inherent complexities involved in the decision-making process to participate in study abroad that
are typically not captured in current research. To provide a more accurate assessment of
intentions to study abroad, evidence of a student’s attitudes and subjective norms must be
measured. In short, it is important to know what are the factors that contributed to an initial
intention and that might change between the initial assessment and at the time one must act.
Most prior studies measure study abroad intentions at college entry while actual participation
mostly occurs one to three years later, creating a long temporal distance between the assessed
intent and behavior. Hence, many interceding events, especially first year college experiences,
may produce changes in intent.

Second, there is a distinction between predicting individual behavior and predicting the

behavior of large sample of people. Ajzen & Fishbein (1980) note that predicting behavior of



31

large samples tends to produce more stable intentions over time, as idiosyncratic events are
likely to balance out at the aggregate level. Nevertheless, intentions at the individual level (e.g.,
planning to study abroad) tend to be unstable over time, creating a potential source of disconnect
between intent and behavior.

Third, TRA research suggests that the relationship between attitude and behavioral
intention is enhanced when attitudes are based on direct experience. Given intentions are
typically assessed at college entrance, it is likely that students will have abstract and not concrete
knowledge of study abroad opportunities at the time intentions were measured. Findings from
Chieffo (2000) support this argument as they show that less than 30 percent of the sample of
1,060 students at a large research university reported to know more than just fundamental basics
about study abroad programs. Since study abroad programs are not uniform and vary in terms of
duration (e.g., short-term, long-term), program emphasis (e.g., service learning, research), or
destination just to name a few aspects, a lack of concrete knowledge about study abroad
opportunities may lead students to draw conclusions based on faulty assumptions.

In sum, it is clear that the predictive validity of findings based on study abroad intentions
has several limitations. Conceptually, most studies do not consider student experiences that can
shape intent and that occur between the time intentions are assessed and a decision to study
abroad is made, potentially weakening the intention-behavior relation. The factors prior studies
have taken into account in predicting intent often consist of experiences prior to college entry or
predispositions gauged at college entry that may become less salient after a year or two of
college. This suggests that study abroad intentions measured in prior research may be accurate at
the time of measurement (e.g., at college entry) but as a result of college experiences and life

events, intentions may change by the time students make the decision to participate.
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To address the limitations of prior research, I use longitudinal data that incorporates the
widely used CIRP Freshmen survey, Open Doors, and institutional records of three cohorts of
undergraduate students to examine predictors of study abroad intent and study abroad
participation. I use the theoretical lens of TRA to interpret the findings and offer propositions
regarding the study abroad decision-making process and the role of intentions in that process that
might be pursued in future research. The specific research questions that guide this inquiry are:

(1) What factors (students’ background characteristics, predispositions, intentions,
experiences prior to college entry, first year college experiences) predict
participation in study abroad of all types, in long-term, and in short-term?

(2) In particular, do factors that predict intentions at the time of entrance predict actual
participation during students’ second or third years in college?

(3) What are the implications for the use of intentions as a proxy for participation?

Methods

Data Source and Sample

The data for the study are drawn from multiple sources gathering information about three
cohorts of undergraduates at one large research university in the mid-west. The university is
known for its active engagement in international initiatives as reflected in the large number of
students studying abroad, a strong presence of international students on-campus, and availability
of many academic programs focused on world regions and global themes. In particular, more
than 200 study abroad programs are available to students.

Specific data sources of the study include: (1) institutional records capturing students’

background characteristics and their academic pathways, (2) CIRP Freshman Survey data
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administered at college entry, and (3) Open Doors data tracking study abroad participants. I
collected institutional data over the course of students’ entire academic careers including
demographic information, high school GPA, SAT/ACT scores, course registration information
(number of credits, course title, and grade point averages each term), major/minor declaration,
and degree completion records. CIRP Freshman Survey data provided information on incoming
first-year students’ demographic backgrounds, predispositions and college expectations. Finally,
Open Doors accurately identified students who participated in study abroad. I combined these
three data sources to create a unique longitudinal data set to examine the determinants and
outcomes of study abroad. Major strengths of this data set are the availability of student
information relevant to study abroad over the entire course of his/her academic career, in
particular, student behaviors (e.g., number of first year credits, cumulative GPA, participated in
learning communities) in addition to self-reported predispositions (e.g., intent to study abroad,
goal to improve understanding of other cultures).

Institutional records were available for 18,299 new freshman students who entered
college directly from high school in the Fall 2008, Fall 2009, or Fall 2010. I matched these
records with CIRP Freshmen Survey data using student identification numbers; however, only 57%
of the records were ultimately matched because (1) survey participation was voluntary and not
all freshmen completed it and (2) a number of students did not report their student identification
numbers or provided incorrect information that prevented linking their survey data to
institutional records. I selected the Fall 2008, Fall 2009, and Fall 2010 student cohorts to
examine predictors of study abroad participation associated with academic credit (credit-bearing)
during academic years 2010-2011 (from Fall 2010 to Summer 2011) or 2011-2012 (from Fall

2011 to Summer 2012) (see Table 2.1). As a result, for the cohorts 2008 and 2010, one year of
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study abroad participation data was included while for the cohort 2009, two years of
participation data was included. I selected these cohorts and the study abroad participation time
periods based upon input from administrative personnel from study abroad offices at the
university. They indicated that beginning in 2010, the study abroad data collection process
became more systematic and reliable.

Since a majority of students go abroad during their sophomore and junior years (IIE,
2016) due to basic program eligibility requirements that make participation among freshmen
very unusual during the study timeframe, I only considered those students who participated in
study abroad during their second or third years at the university (as shown in Table 2.1). Hence, I
excluded from the sample, students with credit-bearing study abroad experiences prior to the
2010-2011 and 2011-2012 academic years. In addition, I sampled only domestic students given
that for international students, pursuing a degree in the U.S. is already a form of study abroad.

The selection criteria resulted in an effective sample size of 9,151 students.

Table 2.1. Sample Cohorts

2008-2009 2009-2010 2010-2011 2011-2012 2012-2013 2013-2014
Cohort 2008 Cohort 2008 Cohort 2008 Cohort 2008
(I"yr) 2" yn) (3" yr)—Study | (4" yr)
abroad
Cohort 2009 Cohort 2009 Cohort 2009 Cohort 2009
(1% yr) (2" yr)—Study | (3" yr) - Study | (4™ yr)
abroad abroad
Cohort 2010 Cohort 2010 Cohort 2010 Cohort 2010
(I"yr) (2" yn—Study | (3“yr) (4" yr)
abroad
Measures

The outcomes of interest in this study are study abroad intent and participation. For study
abroad intent, I dummy coded the original response categories (very good chance, some chance,

very little chance, no chance) to the survey item “What is your best guess as to the chances you
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will participate in a study abroad program?” To ease comparison of study results with previous
findings (e.g., Luo & Jamieson-Drake, 2014; Salisbury et al., 2009; Stroud, 2010), I chose to
examine a binary indicator of study abroad intent, rather than using original response categories.
This also simplifies comparison of factors that predict intentions and actual participation, since
participation is a dichotomous variable. Study abroad intent is, then, a binary variable indicating
an individual’s best guess at the time of initial enrollment regarding the chances that he or she
would participate in a study abroad program; 1 represents some to very good chance and 0
represents no to very little chance.' As prior studies indicate study abroad intent is a strong
predictor of actual participation, I also included this variable as an explanatory variable of
interest in the models predicting actual participation.

Study abroad participation is a binary indicator where 1 indicates a student participated in
a credit-bearing study abroad experience during his or her second or third years (2010-2011 or
2011-2012 academic years)?; 0 indicates the student did not participate. I included three binary
variables indicating students’ initial year of entry (i.e., cohort 2008, cohort 2009, cohort 2010) to
control for potential cohort effects (The definitions of variables used in this study are
summarized in Appendix 2.A1).

I selected the explanatory variables based on prior inquiries into factors associated with
study abroad intentions and participation. I derived variables representing individual

characteristics mostly from the institutional records. Given that women and white students are

' Since the outcome variable of intent to study abroad is originally on a 4-point scale, an alternative approach would
be to employ a multinomial logistic regression model. Some preliminary analyses (i.e., likelihood ratio and Wald
tests) indicate the categories of the outcome variable are distinct and cannot be combined, which suggests that
conducting a multinomial logistic regression may provide further insights into factors that predict study abroad
intent.

2 Types of study abroad programs varied in terms of location and type (e.g., service learning, language focused,
faculty-led) but other than program duration, program characteristics were not adequately accounted for due to the
limited program information available.
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far more likely than men and underrepresented minorities to study abroad (IIE, 2016; Twombly
et al., 2012), I included binary variables representing gender (1=Men) and underrepresented
minority status (1=Yes). I combined racial and ethnic groups categorized as Hispanic/Latinos,
African-Americans, and American Indians/Alaskan Natives to create a binary variable indicating
underrepresented minority status (1=Yes). As for parental education, I used father’s education
and mother’s education provided in the institutional records and CIRP data to flag cases where at
least one parent had a college degree or higher. I derived parental income from a CIRP variable
that categorized income using a 14-point scale; these income categories were recoded into low-
income (less than $50,000), medium-income ($50,000-$100,000), and high-income groups (more
than $100,000). Finally, I included three binary variables of high school GPA (low: 2.99 or less,
medium: 3.0-3.49, high: 3.5-4.0) and a continuous variable of ACT scores as proxies for students’
pre-college knowledge, skills or abilities. I converted SAT scores provided in the institutional
records to an ACT metric.

I drew variables representing student predispositions and intentions at college entry that
may influence the decision to study abroad, such as self-reported competencies, importance of
certain goals or values, and probabilities they would engage in particular college experiences
(intentions) from the CIRP survey. In the CIRP survey, items representing these variables
utilized four-point scales (intentions: no chance, very little chance, some chance, very good
chance; goals: not important, somewhat important, very important, essential) except for self-
ratings of one’s competencies, which employ a five-point scale. I converted four-point scale
items asking about goals and intentions into binary variables with 0=no to very little chance/not

to somewhat important, and 1=some to very good chance/very important to essential.
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Prior research indicates that predispositions toward openness to diversity and interest in
cross-cultural and racial understanding increase the likelihood of studying abroad (e.g., Luo &
Jamieson-Drake, 2014; Rust et al., 2007; Stroud, 2010). Therefore, I included binary indicators
of plans to interact with someone who is racially/ethnically different and perceived importance
of improving cross-cultural understanding. In addition, I utilized eight binary variables that may
potentially support or deter decisions to study abroad; specifically, these variables asked about
chances that a student will (1) change major field, (2) change career choice, (3) work full-time
while attending college, (4) need extra time to complete degree requirements, (5) get a job to
help pay for college expenses, (6) participate in student government, (7) participate in student
clubs or groups, and (8) socialize with someone of another racial/ethnic group.

I created a scaled variable representing student self-perceptions of his or her ability to
work effectively in multicultural settings (diversity rating) through a series of exploratory
principle component factor analyses and varimax rotation (alpha reliability=0.79). Specific
survey items included (1) ability to see the world from someone else’s perspective, (2) tolerance
of others with different beliefs, (3) openness to having my own views challenged, (4) ability to
discus and negotiate controversial issues, and (5) ability to work cooperatively with diverse
people.

I also included a set of variables representing actual behaviors during the last year of high
school (high school experience). High school experiences related to diversity involvement are
captured by three binary variables drawn from the CIRP survey indicating student self-reports of
the extent (0=none to occasional, 1=frequently) to which they performed volunteer work,
socialized with someone of another racial and ethnic group, and performed community service as

part of a class during their final year in high school.
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I created another set of variables from institutional records to capture college experiences.
To account for the discrepancies in study abroad participation by academic major, I formed three
variables indicating school or college of enrollment at the end of the first academic year; namely,
(1) Humanities & Sciences (HS), (2) Engineering, and (3) Other (i.e., Music, Nursing, Art &
Design, Kinesiology).” I created total number of credits taken and cumulative grade point
average at the end of the first academic year given that prior research indicates high academic
achievers are more likely to study abroad and study abroad application processes often require
students to have a minimum number of credits and GPA. I included another indicator for high
academic performance which is a binary variable flagging those students selected to receive a
prize awarded to first-term freshmen who rank in the upper five percent of their class within their
school or college.

I considered participation in living-learning communities as a key student experience that
may increase the likelihood of studying abroad. Living-learning communities involve a
residential component designed to offer more intentional and structured curricular and co-
curricular experiences and often revolve around a theme (Bowman, 2012; Rocconi, 2011). They
have been associated with a wide range of educational outcomes, including more openness to
diversity (Pike, 2002) and increased engagement in diversity-related experiences (Zhao & Kuh,

2004), one of which may be studying abroad. At the institution of this study, eight learning

3 School or college of the student may change over his or her academic career given that some students change
majors or are admitted to and begin a program after their first year (e.g., business, public policy, information). As
such, school/college variable is the best estimate of students’ affiliation gauged at the end of their first academic
year, which may differ from their school/college affiliation when they graduate. However, analyses of students’
affiliation at graduation indicate that most students remained in the school/college they were affiliated with at the
end of their first academic year. Specifically, among students in the Engineering school at the end of year one, 90%
graduated with an engineering degree. Among students in HS, 90% graduated with a BA or BS degree, indicating
that their school/college affiliation mostly did not change.
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communities® are available for freshmen but due to their popularity among incoming students,
admission into these programs is selective and space is limited. All new, first-year students have
an opportunity to apply to two of the learning communities; they submit an application that
includes an essay about their interests in a particular program. Students are admitted to a
program based on the fit of their interests with the themes of the learning communities. I created
a binary variable representing participating in living learning communities to understand how it
may relate to students’ decisions to study abroad.

According to Kim & Goldstein (2005) and Goldstein & Kim (2006), high levels of
language interest predict intentions to study abroad. Allen (2010) also points out that language
learning is a strong motivation for students. As such, I utilized a variable representing the total
number of language credits taken by the end of the first academic year (see Appendix 2.A1 for
detailed variable definitions).

Analyses

The first goal of this study is to identify student characteristics, predispositions, and high
school and college experiences that differentiate students who go abroad from those who do not.
I apply binary logistic regression to examine the factors that predict study abroad participation
(research question #1). To understand if these factors varied by duration of the study abroad
program, I estimated two separate models which used the same dependent and independent
variables but different samples. To examine the determinants of long-term (one semester or more)

study abroad participation, I excluded all short-term (2-8 weeks) participants from the sample.

* The theme of the eight learning communities are: health sciences, arts, research, science and engineering for
women, writing and arts, community service, honors program (HS only), and residential college (HS only)
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Similarly, I dropped long-term participants from the sample to examine determinants of short-
term study abroad participation.’

The second goal of this study is to determine the extent to which student characteristics at
college entry that predict study abroad intent are similar to or different from those that predict
study abroad participation (research question #2). As the outcome variables are dichotomous, I
estimated two binary logistic regression models to identify predictors of study abroad intent and
participation. I do not include first year academic experiences in these models because study
abroad intent is measured at college entry. To enable comparison of the two models predicting
intent and participation, I also excluded first year experiences in the model predicting study
abroad participation.

Limitations

A few limitations of this study should be acknowledged. First, categories of long-term
and short-term study abroad included programs that varied in terms of location and type (e.g.,
service learning, language focused, faculty-led) that were not adequately accounted for due to the
limited program information that was available. These variations may well exert influence on
students’ decisions about going abroad but this study only examined whether factors that predict
study abroad differ by program duration (i.e., short-term or long-term). Second, participants in
this study are not representative of all students who study abroad. However, the sample provides
a more nuanced understanding of a specific cadre of students enrolled in a large, elite research
university who generally tend to be highly motivated and from high socioeconomic backgrounds.

Therefore, the findings cannot be generalized across all American college students who go

> Open Doors (2016) uses three categories of program duration: short-term is summer or eight weeks or less, mid-
length is one semester or one or two quarters, and Jong-term is academic or calendar year. Following this trend, I
define short-term as 2-8 weeks and long-term as one semester or more, combining the mid-length and long-term
categories used by Open Doors.
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abroad, particularly those who may be non-traditional students entering as transfer students.
Third, study abroad participants in this study were limited to those who engaged in activities
abroad for academic credit. Given that there is a growth in the number of students who
participate in non-credit work, internships, and volunteering abroad (IIE, 2016), the study
findings may not be applicable to students who have engaged in such experiences. Finally, and
as [ point out earlier, only 57% of the institutional records were matched with CIRP data because
not all first-year students participated in the CIRP survey and because some responses could not
be linked to institutional records due to inaccurate student information provided in the survey.
This may have introduced nonresponse bias that merits future analysis that compares the

characteristics of respondents and non-respondents.

Results

Sample Description

Table 2.2 summarizes descriptive statistics for all students (N=9,151) and by study
abroad participation. It also presents the t-tests of mean differences for study abroad participants
and non-participants within the total sample. Students who have studied abroad constitute 13%
of the sample (n=1,201) and there are clear differences between the two groups. Consistent with
Open Doors data, a higher percentage of the participants are women (52%) and are from high-
income backgrounds (66%). There also appear to be differences between the participant and non-
participant groups in terms of predispositions at the beginning of college. For instance, a higher
percentage of the participant group self-reported they are likely to change their choices of career
(75%) and major (68%). A larger number of participants also report strong intentions to study

abroad with 92% of the group reporting they plan to study abroad as compared to 70% of the
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understanding of other countries and cultures is important while only 56% of the non-participant

group perceive such goal to be important. Comparisons of college experiences also indicate some

differences between groups. The average cumulative GPA at the end of first year, total number

of credits and total number of language credits earned by the end of first year are slightly higher

for the participant group than for the non-participant group. Nearly 80% of study abroad

participants are HS students.

Table 2.2. Descriptive Statistics by Study Abroad Participation *

.. Non-
Participants Participants t-test |  All students
Outcomes
Studied abroad 0.13 (0.34)
Will study abroad 0.92 (0.27) | 0.70 (0.46) | *** 0.73 (0.44)
Individual Characteristics
Men 0.31 (0.46) | 0.52 (0.50) | *** 0.49 (0.50)
Under-represented minority 0.10 (0.31) | 0.10 (0.30) 0.10 (0.30)
Low-income (less than $50,000) 0.13 (0.33) | 0.15 (0.36) | * 0.15 (0.35)
Medium-income ($50,000-$100,000) 021 (0.41) | 027 (0.44) | *** 0.26 (0.44)
High-income (more than $100,000) 0.66 (0.47) | 0.58 (0.49) | *** 0.59 (0.49)
Parental education (college degree) 0.89 (0.32) | 0.85 (0.36) | ** 0.86 (0.35)
Low high school GPA (2.99 or less) 0.01 (0.10) | 0.01 (0.12) 0.01 (0.11D)
Medium high school GPA (3.0-3.49) 0.09 (0.29) | 0.08 (0.27) 0.08 (0.28)
High high school GPA (3.5-4.0) 0.90 (0.30) | 091 (0.29) 0.90 (0.29)
ACT score 29.19 (2.90) | 29.08 (3.08) 29.10 (3.00)
Predispositions
Diversity self-rating (scale) 4.05 (0.53) | 4.00 (0.56) | ** 4.00 (0.56)
Will get a job to pay for college expenses 0.77 (0.42) | 0.82 (0.38) | *** 0.81 (0.39)
Will work full-time while attending college 0.17 (0.38) | 0.20 (0.40) | * 0.19 (0.39)
Will need extra time to complete 0.32 (047)| 032 (0.47) 0.32 (0.47)
Will change career choice 0.75 (0.43) | 0.62 (0.49) | *** 0.64 (0.48)
Will change major field 0.68 (0.47) | 0.58 (0.49) | *** 0.60 (0.49)
Will socialize with other racial/ethnic group 0.98 (0.12) | 098 (0.13) 0.98 (0.13)
Will participate in student clubs/groups 0.97 (0.18) | 0.92 (0.27) | *** 0.93 (0.26)
Will participate in student government 0.40 (0.49) | 032 (0.47) | *** 0.33 (0.47)
Improve understanding of other countries/cultures 0.68 (0.47) | 0.56 (0.50) | *** 0.58 (0.49)
High School Experience
Performed volunteer work (high school) 0.42 (0.49) | 041 (049 0.41 (0.49)
Performed community service (high school) 0.70 (0.46) | 0.71 (0.45) 0.71 (0.45)
Socialized other racial/ethnic group (high school) 0.14 (0.34) | 0.15 (0.36) 0.15 (0.36)
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College Experience
Participated in learning community 0.18 (0.39) | 0.12 (0.32) | *** 0.13  (0.33)
Cumulative GPA end of 1st year 340 (0.39) | 3.20 (0.55) | *** 323 (0.54)
Total credits end of 1st year 31.05 (3.64) | 29.96 (4.68) | *** 30.11 (4.57)
Received for high academic performance 0.06 (0.23) | 0.04 (0.19) | ** 0.04 (0.20)
Total language credits end of 1st year 490 (4.28) | 3.37 (3.92) | *** 3.57 (4.00)
College: HS end of 1st year 0.79 (0.41) | 0.68 (0.47) | *** 0.69 (0.46)
College: Engineering end of 1st year 0.12 (0.32) | 0.23 (0.42) | *** 0.22 (0.41)
College: Other end of 1st year 0.09 (0.28) | 0.09 (0.29) 0.09 (0.29)
Cohort 2008 0.36 (0.48) | 032 (047) | ** 0.32 (0.47)
Cohort 2009 0.41 (0.49) | 0.27 (0.45) | *** 0.29 (0.45)
Cohort 2010 0.24 (0.42) | 041 (049) | *** 0.39 (0.49)

Observations 1,201 7,950 9,151

Note. * p<0.05, ** p<0.01, *** p<0.001. Asterisks indicate there is a statistically significant difference between the

two group means (study abroad participant, non-participant) as determined by t-tests.

* This table summarizes the means and standard deviations (in parenthesis) by study abroad participation and the

entire sample.

Predictors of Study Abroad Participation

I first examine results of logistic regression models that include characteristics at college

entry and first year college academic experiences to identify factors that predict participation in

the following types of study abroad: (1) any type, (2) long-term (one semester or more), and (3)

short-term (2 to 8 weeks). Tables 2.3 and 2.4 include coefficient estimates and their respective

standard errors, odds ratios, and statistics assessing the model fit. While the significant predictors

are generally consistent across the three models, the results provide more detailed information

regarding which factors may influence students’ decisions to commit for a longer or shorter stay

overseas.

Table 2.3. Logistic Regression -Model Predicting Study Abroad Participation

Parameter Standard Odds
Estimate Error Ratio
Constant -5.99%** 0.63
Individual Characteristics
Men -0.61%*** 0.08 0.54
Under-represented minority 0.25 0.13 1.28
Low-income (less than $50,000) * -0.11 0.12 0.89

Medium-income ($50,000-$100,000) * -0.26%* 0.09 0.77



Parental education (college degree)
Low high school GPA (2.99 or less)”
Medium high school GPA (3.0-3.49) °
ACT score

Predispositions
Diversity self-rating (scale)

Will get a job to pay for college expenses
Will work full-time while attending college

Will need extra time to complete
Will change career choice

Will study abroad

Will change major field

Will socialize with other racial/ethnic group
Will participate in student clubs/groups

Will participate in student government

Improve understanding of other countries/cultures

High School Experience

Performed volunteer work (high school)
Socialized other racial/ethnic group (high school)
Performed community service (high school)

College Experience
Participated in learning community
Cumulative GPA end of 1st year
Total credits end of 1st year

Received award for high academic performance

Total language credits end of 1st year
College: Engineering end of 1st year °
College: Other end of st year °
Cohort 2008 ¢
Cohort 2009 ¢

-2 log likelihood

LR chi2 (Df=31)

Pseudo-R2

HL goodness-of-fit statistic

Correct classification rate

Sensitivity

Specificity

"c" statistic

Ne

0.00
0.09
0.22
-0.01

0.12
-0.45%%*
-0.02

0.01

0.49%**

1.20%**
-0.03
-0.35

0.34

0.20%*

0.08

-0.06
-0.11
-0.20

0.27*
0.69%**
0.01
-0.22
0.04***
-0.07
0.11
0.53%:*
0.94%**
-2574.40
698.58
0.12
0.04
65.5%
70.8%
64.7%
0.75
7,576

0.12
0.36
0.14
0.02

0.07
0.09
0.10
0.08
0.10
0.12
0.10
0.29
0.19
0.08
0.08

0.08
0.08
0.11

0.10
0.10
0.01
0.17
0.01
0.12
0.15
0.09
0.09

1.00
1.09
1.25
0.99

1.13
0.64
0.98
1.01
1.63
3.32
0.97
0.70
1.41
1.22
1.09

0.94
0.90
0.82

1.31
1.99
1.01
0.80
1.04
0.93
1.12
1.70
2.57

Note. * p<0.05, ** p<0.01, *** p<0.001
*Reference group is high-income group

" Reference group is high high school GPA
“Reference group is college of HS

4 Reference group is Cohort 2010

¢ Sample includes all students
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Table 2.4. Logistic Regression — Long-term and Short-term Study Abroad Participation

Long-term Participation

Parameter Standard Odds
Estimate Error  Ratio

Short-term Participation

Parameter Standard Odds
Estimate Error  Ratio

Constant
Individual Characteristics
Men

-8.81#**  1.01

-0.64%** (.12 0.53

Under-represented minority -0.18 0.23 0.83
Low-income (less than $50,000) * -0.46* 0.22 0.63
Medium-income ($50,000-$100,000) * -0.34* 0.15 0.71
Parental education (college degree) 0.42 0.23 1.52
Low high school GPA (2.99 or less) ° 0.55 0.51 1.73
Medium high school GPA (3.0-3.49)° 0.09 0.23 1.09
ACT score -0.03 0.02 0.97
Predispositions
Diversity self-rating (scale) 0.17 0.11 1.18
Will get a job to pay for college expenses -0.79%** (.13 0.45
Will work full-time while attending college -0.03 0.16 0.97
Will need extra time to complete 0.10 0.12 1.10

Will change career choice

0.72%**% 0.17 2.06

Will study abroad L.71%** (.23 5.52
Will change major field 0.01 0.15 1.01
Will socialize racial/ethnic group -0.59 0.42 0.56
Will participate in student clubs/groups 0.56 0.31 1.75
Will participate in student government 0.23 0.12 1.26
Improve understanding of other countries 0.07 0.13 1.07

High School Experience
Performed volunteer work (high school) -0.24%#x (.12 0.78
Performed community service (high school) -0.16 0.12 0.85
Socialized racial/ethnic group (high school) -0.14 0.17 0.87

College Experience
Participated in learning community 0.20 0.15 1.23
Cumulative GPA end of 1st year 0.62%** (.16 1.86
Total credits end of 1st year 0.03 0.01 1.03
Received for high academic performance -0.45 0.29 0.63
Total language credits end of 1st year 0.06%** 0.01 1.06
College: Engineering end of 1st year ° -0.34 0.20 0.71
College: Other end of st year ° -0.53 0.27 0.59
Cohort 2008 ¢ 226%**  0.21 9.63
Cohort 2009 ¢ 232%** 021  10.19

-2 log likelihood -1212.22

LR chi2 669.74

Pseudo-R2 0.22

HL goodness-of-fit statistic 0.68

Correct classification rate 73.7%

-6.04%** (.79

-0.59***  0.10 0.55
0.45*** (.15 1.57

0.08 0.14 1.08
-0.18 0.11 0.83
-0.18 0.14 0.83
-0.13 0.49 0.88
0.29 0.17 1.33
0.00 0.02 1.00
0.10 0.09 1.11
-0.17 0.12 0.84
-0.03 0.12 0.97
-0.04 0.10 0.96

0.39***  0.12 1.47
0.95***  0.14 2.59

-0.07 0.12 0.93
-0.26 0.38 0.77
0.24 0.23 1.27
0.19 0.10 1.21
0.11 0.10 1.11
0.07 0.09 1.07
-0.07 0.10 0.93
-0.26 0.13 0.77

0.30* 0.12 1.35
0.72%%*  0.12 2.05

0.00 0.01 1.00
-0.08 0.20 0.92
0.04***  0.01 1.04
0.11 0.14 1.11

0.38* 0.17 1.46

-0.30* 0.12 0.74

0.49***  0.10 1.63
-1841.65
335.88
0.08
0.36
62.8%
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Sensitivity 81.5% 70.6%
Specificity 73.2% 62.1%
"c" statistic 0.84 0.72
N 6,998 © 7,171"

Note. * p<0.05, ** p<0.01, *** p<0.001

*Reference group is high-income group

" Reference group is high high school GPA

“Reference group is college of HS

4 Reference group is Cohort 2010

¢ Sample includes long-term program participants only
f Sample includes short-term program participants only

Individual attributes. Estimates across the three models indicate that gender and income
are significantly associated with participation in all types of study abroad. More specifically,
men are 46% less likely to study abroad than women (odds ratio=0.54, p<0.001; Table 2.3) and
similar odds ratios are associated with long-term (odds ratio=0.53, p<0.001; Table 2.4) and
short-term (odds ratio=0.55, p<0.001; Table 2.4) study abroad participation. Variables related to
finances are negatively associated with studying abroad, particularly for long-term. Compared to
students from the high-income group, students from the low-income group are 37% less likely,
and the medium-income group is 29% less likely to go on a study abroad program for a semester
or longer. Further corroborating the importance of income, students who perceive higher
probabilities of getting a job to pay for college expenses are 55% less likely to study abroad
long-term than their counterparts who report lower chances. However, such differences between
participants and non-participants are not observed for short-term study abroad programs. One
other individual characteristic that appears to predict only short-term study abroad participation
is underrepresented minority status; the odds of engaging in a short-term study abroad program is
significantly higher for minority students (odds ratio=1.57, p<0.01; Table 2.4).

Predispositions. Two predisposition variables, an individual’s subjective probability that
he or she will change career choice and participate in a study abroad program, significantly and

strongly predict study abroad participation in all three models. Students who think they are likely
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to change their career choices exhibit a significantly higher likelihood of studying abroad (long-
term and short-term) than students less likely to expect a change. Supporting prior research,
intention to study abroad is a strong predictor of actual participation. Students with stronger
intentions to study abroad are 3.32 times, 5.52 times, and 2.59 times more likely to participate in
study abroad programs of all types, long-term, and short-term (respectively) than students
reporting weaker intentions. The very high odds associated with intent to study abroad predicting
long-term participation suggests that strong intentions may play an important role in pushing
students to not only study abroad but to spend a longer time abroad. Finally, while prior studies
have suggested that participating in student leadership activities may be a barrier to study abroad,
results from this study indicate students who think they are likely to participate in student
government are significantly more likely to study abroad (odds ratio=1.22, p<0.05; Table 2.3).
College experience. A number of first-year college experiences also appear to increase
the likelihood of studying abroad. For instance, among students who participated in learning
communities during their freshmen year the odds of going abroad, especially short-term, are
about 1.3 times higher than students who were not part of a learning community. Cumulative
GPA and the total number of foreign language credits taken by the end of the first year in college
differentiate participants and non-participants in both long-term and short-term study abroad
programs. For instance, a one-point change in cumulative GPA increases the odds of going
abroad for a long-term by a factor of 1.86 (Table 2.4). Similarly, ceteris paribus, a one-credit
change in the number of language credits, increases the odds of going abroad for a long-term by
a factor of 1.06 (Table 2.4). Although the results are only marginally significant, compared to HS
students, students enrolled in Engineering and other schools (i.e., Music, Nursing, Art & Design,

Kinesiology) are less likely to participate in long-term study abroad programs. Students enrolled
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in schools/colleges of Music, Nursing, Art & Design, and Kinesiology, on the other hand, are 46%
more likely to participate in short-term study abroad programs than HS students (odds ratio=1.46,
p<0.05; Table 2.4).

Assessing model fit. Given strong effects of some of the first-year college academic
experiences, I conducted the likelihood ratio test to determine if adding college experience
variables improved model fit. I first specified the restricted model and the unrestricted model;
specifically, (1) the restricted model consisted of variables pertaining to individual
characteristics, predispositions, and high school experience, and (2) the unrestricted model
consisted of all the variables included in the restricted model plus college experience variables.
Then, I conducted the likelihood ratio test to determine if there is a significant difference
between the log likelihood of the restricted model and the unrestricted model. The result shows
that the likelihood ratio test is significant, which indicates that the unrestricted model fits the data
better than the restricted model (LRX*=239.97, df=9, p<0.001). In other words, there is strong
evidence that first year college experiences examined in this study are likely to be important
factors that affect study abroad participation.

In addition, to determine the predictive accuracy of all models, a Hosmer-Lemeshow
goodness-of-fit statistic and correct classification rate, and the C statistic were calculated and the
results are displayed at the bottom of Tables 2.3 and 2.4. The HL goodness-of-fit statistic
indicates that the all student model (Table 2.3) does not fit the data well as the test yielded a
small p-value of 0.04. The models for long and short-term programs, however, have non-
significant p-values from the Hosmer-Lemeshow test, indicating good model fit. The predictive

accuracy of the models was also tested graphically by plotting the receiver operating
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characteristics (ROC) curve. The C statistics, or area under the ROC curve are between 0.72 and
0.84, providing further evidence of good model fit.
Characteristics at College Entry Predicting Study Abroad Intent and Participation

Next, I consider if intention measured at the time of college entry is a good proxy for
actual participation. Table 2.5 presents the results of logistic regressions, indicating the
characteristics that are predominant predictors of study abroad intent and participation. It is clear
from the results that factors predicting stronger intentions to study abroad differ from those that
predict actual participation. For instance, socio-demographic characteristics appear to be more
salient predictors of stronger intentions to study abroad than they are for participation. Gender
and income are the only attributes that significantly predict both intentions and participation;
men and students from the middle-income group have significantly lower odds of not only
reporting stronger intent but also participating in a study abroad program compared to women
and students from the high-income group. Students who are minorities, whose parents earned a
baccalaureate degree, and those with high ACT scores are more likely to report stronger
intentions to study abroad compared to those who are non-minorities, whose parents have less
formal education and with low ACT scores. More specifically, being a minority or having
parents who earned a baccalaureate degree increases the odds of reporting stronger intentions by
a factor of 1.52 and 1.29, respectively; a one-point increase in ACT scores increases the odds of
reporting stronger intentions by a factor of 1.04 (Table 2.5).

There appears to be more overlap in the student predispositions that predict study abroad
intent and participation. For example, individuals who report they are more likely to change
career choices or participate in student clubs or government and those who are personally

invested in improving their understanding of other countries and cultures are significantly more
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likely to intend and to participate in study abroad. In particular, the magnitude of the effect of
student plans to participate in student clubs (odds ratio=2.58, p<0.001), and desire to improve
understanding of other countries and cultures (odds ratio=2.41, p<0.001) is most potent among
variables that predict study abroad intent (see Table 2.5). Students’ self-ratings of their ability to
tolerate diversity and self-reports that they are likely to change their majors and to need extra
time to complete their degree predict intent but not participation. Students who perceive a higher
probability of getting a job to pay for college expenses are less likely to participate in a study
abroad program compared to students who do not report such need (odds ratio=0.67, p<0.001);
no significant difference is observed in terms of their intentions to study abroad. Among the
student predispositions predicting study abroad participation, the magnitude of the odds ratio is
the largest for intent to study abroad (odds ratio=3.38, p<0.001) which confirms prior studies that
indicate a strong correlation between intent and participation (e.g., Twombly et al., 2012).
Together, these results suggest that characteristics at college entry better predict whether students

plan to study abroad than whether they participate in study abroad.

Table 2.5. Logistic Regression — Characteristics at College Entry Predicting Study Abroad Intent
and Participation

Study Abroad Intent Study Abroad Participation
Parameter Standard Odds Parameter Standard Odds
Estimate Error  Ratio Estimate Error  Ratio
Constant -2.26%*%* 040 -3.68***  (0.56
Individual Characteristics
Men -0.88***  0.06 0.41 -0.74***  0.08 0.48
Under-represented minority 0.42%*x* 0.11 1.52 0.14 0.13 1.16
Low-income (less than $50,000) * -0.28*** (.09 0.75 -0.13 0.12 0.88
Medium-income ($50,000-$100,000) * -0.33*** 0.07 0.72 -0.24* 0.09 0.78
Parental education (college degree) 0.25%**  0.09 1.29 0.07 0.12 1.07
Low high school GPA (2.99 or less) ° 0.13 0.26 1.14 -0.06 0.35 0.94
Medium high school GPA (3.0-3.49)° 0.07 0.11 1.08 0.10 0.13 1.11
ACT score 0.04***  0.01 1.04 0.01 0.01 1.02
Predispositions



Diversity self-rating (scale) 0.12%* 0.05 1.13 0.12 0.07 1.13
Will get a job to pay for college expenses 0.05 0.07 1.05 -0.40***  0.09 0.67
Will work full-time attending college 0.10 0.07 1.10 -0.08 0.10 0.92
Will need extra time to complete 0.17* 0.06 1.18 0.00 0.08 1.00
Will change career choice 0.17* 0.07 1.18 0.54%** (.10 1.72
Will change major field 0.40%**  0.07 1.49 -0.03 0.09 0.97
Will socialize with racial/ethnic group 0.12 0.20 1.12 -0.30 0.28 0.74
Will participate in student clubs/groups 0.95%**  0.10 2.58 0.41* 0.19 1.51
Will participate in student government 0.48***  0.07 1.62 0.20* 0.08 1.23
Improve understanding of other cultures 0.88***  0.06 241 0.18%* 0.08 1.20
Will study abroad 1.22%*%* (.12 3.38

High School Experience
Performed volunteer work 0.04 0.06 1.04 -0.07 0.08 0.93
Performed community service -0.05 0.06 0.95 -0.13 0.08 0.88
Socialized other racial/ethnic group -0.06 0.08 0.94 -0.21%* 0.11 0.81

-2 log likelihood -3903.64 -2696.00

LR chi2 1116.12 458.99

Pseudo-R2 0.13 0.08

HL goodness-of-fit statistic 0.42 0.68

Correct classification rate 67.3% 60.3%

Sensitivity 67.2% 71.8%

Specificity 67.8% 58.5%

"c" statistic 0.74 0.70

N 7,589 7,589

Note. * p<0.05, ** p<0.01, *** p<0.001
*Reference group is high-income group
" Reference group is high high school GPA

Discussion
In the past decade, postsecondary institutions and third party providers dramatically
expanded study abroad opportunities for college students, while advocates of international
education have actively encouraged participation. Due in part to such concerted efforts, today,
we see record numbers of American students studying abroad every year, but considering the
entire college student population in the U.S., study abroad participation rates remain low. As

such, a number of recent studies have empirically explored the obstacles to increasing
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participation (e.g., Luo & Jamieson-Drake, 2014; Salisbury et al., 2009; Stroud, 2010). In doing
so, researchers have frequently examined factors that influence intent to study abroad, under the
assumption that an individual with a strong intent to study abroad is more likely to participate.
Nevertheless, researchers have found that many students who express an interest do not follow
through and take part in study abroad programs (Heisel & Stableski, 2009).

The same pattern is observed in this study; only 17% of the students who reported
intentions to study abroad at the time of college entrance actually participated. Consequently, I
undertook this study to better understand the relationship between intent to study abroad and
actual participation using the Theory of Reasoned Action (TRA) (Ajzen & Fishbein, 1980) as a
conceptual lens. The theory predicts that students’ attitudes (beliefs about and evaluations of the
outcomes they associate with participation in study abroad) and subjective norms (perceptions of
the participation expectations of significant individuals in the student’s life and willingness to
comply with these expectations) at college entry interact to form an initial intent to study abroad.
However, Ajzen (1985) would further suggest that events occur in the period between the time
intentions are typically gathered in study abroad inquiries (i.e., made in the first semester of a
student’s first year) and when students decide whether to participate (i.e., end of first or second
year of undergraduate study). Such events can trigger changes in attitudes, subjective norms and
intentions, creating discrepancies between initial intentions and subsequent behavior.

The importance of first year college experiences viewed through the TRA lens suggests
these experiences may be conceptualized as intervening events that interact with other student
characteristics, such as socio-demographic background or interests, to alter intentions at the time
of college entrance and strengthen or diminish their influence on actual study abroad

participation. In this study, participation in residential learning communities significantly
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increased the likelihood of studying abroad. Research on college diversity experiences indicates
that involvement in living-learning communities is associated with increased engagement in
diversity-related activities (e.g., Zhao & Kuh, 2004) and studies have also shown that active
participation in diversity activities is significantly and positively related to intent to study abroad
(Rust et al., 2007; Salisbury et al., 2009). The learning communities at this institution draw
students and faculty from diverse backgrounds with common intellectual interests. As such,
study findings may be conveying that an individual who participates in a residential learning
community could potentially have greater exposure to diversity activities in his or her first year
of college than those who do not participate. This may increase his or her interest in study abroad,
a form of diversity-related experience given the opportunity to learn new languages, cultures,

and ways of life. TRA might further suggest these faculty and peers constitute a key group in
terms of subjective norms. On the one hand, support for study abroad among influential members
of the living-learning community might strengthen intentions among those already interested in
study abroad. Students with weak intentions to study abroad, on the other hand, may develop
perceptions that study abroad is valued by their peer group and if they seek to comply with their
peers’ expectations, initial intentions may be changed toward participation.

First-year academic performance and the number of language credits taken are strong
determinants of study abroad participation; namely, students who have a high cumulative GPA,
and those who have completed more foreign language credits are significantly more likely to
study abroad than those who have a low cumulative GPA and fewer language credits completed
by the end of first year. On the one hand, this finding confirms prior reports of study abroad
participants as more likely to be high academic achievers (e.g., Carlson et al., 1990; Gonyea,

2008) with high levels of language interest (Goldstein & Kim, 2006). Specifically, assuming that
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the number of language credits completed reflect an individual’s language interest, the greater
the number of credits, the higher the interest in that language. Goldstein & Kim (2006) would
suggest an individual with strong language interest might be more motivated to study abroad to
improve his or her linguistic skills and TRA would suggest a student’s interested in language
would likely hold positive attitudes toward the study abroad experience. On the other hand, this
finding might also suggest that individuals who enter college with the intent to study abroad may
be aware of the eligibility requirements (e.g., minimum GPA, language fluency) of study abroad
programs and plan accordingly, beginning in their first year. First year academic performance
may be conceptualized as a life event that intervenes between declaration of intent to study
abroad at college entry and participation at a later time point. From the perspective of TRA, it
can be anticipated that for students who earn good grades, intentions to study abroad may be
strongly related to participation given that they meet the basic eligibility requirements. In
contrast, low grades may undermine the intention of some students as it may reduce their
subjective valuations of participation. This suggests that when assessing the impact of intentions
on study abroad participation, program requirements and student achievement ought to be taken
into account.

Unlike previous research on major differences in study abroad participation, I found no
statistically significant differences in the likelihood of study abroad participation among students
in different colleges or schools (i.e., HS, Engineering, other). However, it is worth noting that
although marginally significant, HS students are more likely to engage in long-term study abroad
programs than students in other colleges. This finding is understandable given that coursework
required for engineering majors, for instance, is more structured and sequenced, making it more

challenging for students to engage in a long-term study abroad program. Nonetheless, the fact
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that engineering majors are no less likely to study abroad than humanities and sciences students
overall is interesting and may in part be attributable to institutional efforts to expand the number
of engineering students going abroad. For example, the College of Engineering has a dedicated
study abroad office to accommodate the needs of engineering students with interests in study
abroad and to design and implement programs that can more easily be structured into the
engineering undergraduate requirements. Study abroad programs focused on conducting research,
carrying out an engineering project, learning a theme that relates to the subject matter, or taking
courses that could fulfill degree requirements at home are made available, providing much
leeway for students to study abroad, and yet meet their academic requirements. Clearly, this
study finds that engineering students do not appear to display lower interest in study abroad than
students in other majors, which illustrates the importance of subjective norms within a college.
Readily available institutional support and messages from college leaders and faculty that study
abroad is an important component of preparation for a global engineering workforce appear to
increase the likelihood that students will develop intentions to study abroad. In addition,
removing barriers caused by inflexible curricula can potentially increase the number of
engineering students who study abroad.

While I highlight predictors of study abroad participation that pertain to college
experiences, it is also essential to note that study results generally confirm prior findings as
regards characteristics at college entry, with a few exceptions. For example, individual socio-
demographic characteristics such as gender and parental income influence whether students
participate in study abroad, which accords with prior research (e.g., Carlson et al., 1990;
Twombly et al., 2012). Figure 2.2 displays the predicted probabilities of men and women to

participate in a study abroad program, holding all other variables in the model at their means;
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men are 5% less likely to study abroad than women. Follow-up subsample analyses of men and

women provide some preliminary insights to why this occurs (see Appendix 2.A2).

Figure 2.2. Probability of Study Abroad by Gender
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For men, characteristics such as parental income or performing community service in
high school differentiate participants from non-participants while for women, there are no
differences between the two groups as regards these characteristics. For women, several
predispositions gauged at college entry (i.e., plans to participate in student government/clubs,
personal goals to improve understanding of other cultures) enhance the likelihood of study
abroad participation. For men, these same predispositions make no difference in their likelihood
of studying abroad. However, first-year cumulative GPA and the number of language credits
taken are positively associated with the likelihood of study abroad participation for both men and
women. Together, these results suggest that male and female students differ in certain
predispositions that may create variations in the attitudes and subjective norms within the two
groups. TRA would argue that such differences affect the likelihood of study abroad and

potentially create discrepancies in participation rates among men and women. Future research
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should further examine differences in attitudes and valuations of study abroad within gender
groups that may shape initial intentions but change as a result of on campus experiences.

As expected, financial status (i.e., income, likelihood of getting a job to pay for college
expenses) appears to be an important factor associated with students’ decisions to study abroad.
Moreover, findings from the subsample analyses by program duration contribute to a deeper
understanding of the role of individuals’ finances in their decision to study abroad. The influence
of an individual’s financial resources is most potent for long-term study abroad participation.
Students from low and medium-income groups are significantly less likely to study abroad for
one semester or more compared to students from the high-income group. Similarly, students
reporting a greater likelihood that they will get a job to pay for college expenses are less likely to
engage in long-term study abroad. However, no significant differences in these financial factors
are observed for short-term study abroad participation. From the perspective of TRA, student
perceptions that study abroad has favorable consequences may interact with their financial
situation (e.g., limited resources to pursue study abroad) or expectations of their parents (e.g.,
perception that study abroad is expensive) that together dissuade them from considering long-
term opportunities, but perhaps allow them to consider the alternative of short-term study abroad
that involves less cost. In part, this finding supports Long and associates’ assertion (2010) that
briefer sojourns may be the only realistic option for students with fewer financial resources.
Together, the findings suggest that researchers must distinguish between long and short-term
programming when estimating the impact of various factors on intent and actual participation in
study abroad. Contrary to studies reporting that underrepresented minority students are broadly
underrepresented in study abroad (IIE, 2016), I found that underrepresented minorities at this

university are significantly more likely to go abroad for short-term than non-minorities. When I
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calculated the predicted probabilities that minorities and non-minorities participate in a short-
term study abroad program, I observed a 3% difference between these groups, with minorities

exhibiting a higher likelihood of participating than non-minorities (Figure 2.3).

Figure 2.3. Probability of Short-term Study Abroad by Minority Status
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This result, together with the previous discussion regarding the influence of financial
status, seems to convey that discrepancies in study abroad participation rates created by
background characteristics are more likely to be attenuated by short-term study abroad than by
long-term study abroad programs. However, it is important to note that these results may also be
due to the institutional context of this study. For instance, one study abroad program in this
institution is a short-term program initiative that makes a concerted effort to actively recruit a
wider range of participants (e.g., students from low socioeconomic status, students of color, and
non-humanities/social science majors) by lowering direct costs to students. Hence, these results
may be reflecting the effectiveness of such initiatives in diversifying the study abroad
participants at this institution. This finding fits well with TRA in the sense that such institutional

efforts can be thought of as an intervening event that affects cost-benefit analyses and influences
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intentions that students initially exhibit. More specifically, a student with low aspiration to study
abroad at college entry due to perceived financial constraints may learn about this short-term
study abroad initiative that makes study abroad more affordable, which causes him or her to
reevaluate plans for study abroad.

It is interesting to note that individuals who report greater chances of changing their
career choices are significantly more likely to participate in study abroad programs. This may
indicate that students with stronger career commitments have more distinct ideas about the type
of curricular or co-curricular experiences they would like to engage in during college. Consistent
with the idea of subjective norms proposed by TRA, if an individual chooses a career and the
norms of that career do not value study abroad, for instance, then he or she is less likely to
develop intentions to study abroad. In contrast, an individual who is open to different career
options may be more flexible in the types of curricular or co-curricular experiences they would
like to get involved in, one of which may be study abroad. What is more, study abroad may
better appeal as an opportunity to improve future job prospects for students who are less set in
the type of careers they want to pursue. Hence, along with program duration, institutional context
in terms of financing available to students along with predominant norms regarding the
importance of study abroad should be taken into account.

While some research findings suggest that student leaders or active participants in student
clubs are less likely to participate in study abroad (e.g., Dessoff, 2006), findings from this study
suggest otherwise. Students who report plans to become involved in student clubs and
government in college are more likely to study abroad than their counterparts. This may imply
that for individuals in this study, plans to get involved in other types of college co-curricular

activities do not lower their interest in study abroad, even though going abroad may restrict the
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amount of time available to participate in these activities. More research is needed to better
understand under what circumstances student involvement in other college activities promotes or
impedes study abroad participation.

High involvement in high school activities such as volunteering or service, on the other
hand, appears to lower the probability of study abroad, which has been observed in other studies
(e.g., Salisbury et al., 2009). However, research suggests that through high school involvement,
students gain social and cultural capital (e.g., networks for acquiring knowledge, experiences and
information about curricular or co-curricular activities) that inform their decisions about
engagement in educational experiences in college (e.g., Astin, 1993; Walpole, 2003).
Consequently, one might conjecture that frequent participation in volunteering or service
learning activities would increase the likelihood of study abroad participation, rather than
decrease the likelihood. Along the lines of Salisbury et al. (2009), the study results may be
indicating that the type of resources students gain through their high school involvement in
volunteering or service learning benefit educational experiences in college other than study
abroad. TRA suggests that such participation may lead to formation of different subjective norms
and attitudes that, in turn, would differentially predict the likelihood of study abroad
participation. For instance, students may have developed a genuine interest in volunteering or
service during high school, which would promote engagement in college experiences that would
involve these components, especially given the multitude of volunteering and service learning
opportunities available at this institution. It is also worth noting the growth in volunteering or
service learning abroad programs that are non-credit based are not captured in this study; it is
plausible that students who reported frequent participation in volunteering in high school might

exhibit higher likelihood in volunteering for non-credit bearing options abroad, for instance. As
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such, inquiries in the future should take into account availability of other types of co-curricular
activities on-campus or abroad that may enhance or dissuade students from participating in study
abroad experiences.

In light of these findings that identify predictors of study abroad participation, I
considered whether or not individual attributes gauged at college entry that significantly predict
study abroad participation would also predict study abroad intent measured at college entry. The
study’s results demonstrate that while there are factors that predict both intent and participation,
a number of factors only predict intent and not participation, or vice versa. A larger number of
individual background characteristics such as gender, minority status, parental income, and ACT
scores predict stronger intent to study abroad but not all of them predict participation. On the
other hand, students’ assumptions that they will need to get a job to pay for college expenses
predict non-participation, but not intentions. This suggests that intent can be moderated by the
effects of factors such as student beliefs that participation may enhance employment
opportunities (attitude) and parental expectations that they should participate (subjective norms)
that can change in response to increased knowledge of their chosen majors and family economic
circumstances, respectively. What is more, the process of planning to study abroad extends over
time and may be perceived as demanding for some students (Doyle et al., 2010), which may in
turn alter initial intentions to study abroad. Hence, from the perspective of TRA, study findings
suggest that intervening events, such as college experiences and family circumstances, interact
with other student characteristics, such as interests, to strengthen or diminish the influence of
intentions to study abroad at the time of college entrance. The observed differences in the
percentage of students who initially say they intend to study abroad and those who actually

participate may be due to alterations in intentions that are not assessed in current research.
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Finally, when study abroad intent was examined as a predictor of actual participation,
results demonstrate that intent is a strong predictor of actual participation across all models, even
after accounting for first year college experiences. However, study abroad intent appears to be
particularly important to engagement in long-term study abroad programs; compared to students
who report weaker intent to study abroad, students who report stronger intent are nearly 6 times
more likely to have participated in a long-term study abroad program. These results are
consistent with prior findings (e.g., Luo & Jamieson-Drake, 2014; Salisbury et al., 2009), and
suggest that regardless of whether an individual actually participates or not, having an initial

interest in study abroad may be a necessary but not sufficient factor to explain participation.

Implications for Research

Together, the findings of this study present several research implications for higher
education and study abroad researchers. In light of the study results, I offer propositions
regarding the study abroad decision-making process and the role of intentions in that process
particularly as they relate to TRA that might be pursued in future research.

To improve understanding of the study abroad decision-making processes, more research
on how intent is formulated is essential. Figure 2.4 uses TRA and Peterson’s model of decision
to study abroad to provide an overview of prior and current studies’ approach to understanding
study abroad intent and participation. The figure provides preliminary insights into important
constructs that need to be considered when examining the study abroad decision making process
and student information that would need to be gathered accordingly. As discussed earlier, most
studies thus far, have focused on identifying student characteristics and experiences at college

entry (#1 in Figure 2.4) that predict either intent to study abroad at college entry (#3 in Figure
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2.4) as a proxy for participation or actual study abroad participation (#5 in Figure 2.4). In this
study, I examined if intent to study abroad at college entry would serve as a reasonable proxy for
actual participation. Results demonstrate that characteristics at college entry better predict
whether students plan to study abroad than whether they participate in study abroad. In other
words, the predictors of intent to study abroad may be accurate at the time of college entry, but
may change over time as students become immersed in college academic and social life.
Following the TRA framework, this suggests the importance of gauging study abroad intent
closer to actual participation (e.g., end of first year of college) or at multiple time points to more
accurately represent the relationship between intent and participation.

Figure 2.4. Constructs of study abroad intent and participation
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A few studies such as Peterson (2003) or Booker (2001) have applied the TRA
framework to examine determinants of the formation of study abroad intentions (#2 in Figure
2.4). Nevertheless, the evidentiary basis is weak with limited application of the model for the

prediction of behavioral intentions in study abroad, and hence, lack of development and testing
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of the measures that reflect the core constructs of TRA. The TRA framework would indicate, for
instance, that intentions to study abroad are based on students’ subjective assessments of the
value of such experiences (e.g., benefits to employment opportunities), likelihood they meet
requirements to participate (e.g., GPA), and perceptions of the value of influential individuals
(e.g., faculty, peers) ascribe to study abroad. Improvement in measures that capture behavioral
intention would provide a more accurate explanation of why students study abroad.

Another contribution of this study is the examination of the effect of first year college
experiences (#4, Figure 2.4) in addition to student characteristics and experiences at college
entry (#1 in Figure 2.4) on study abroad participation (#5, Figure 2.4). Findings suggest that
future research should further examine how intervening college experiences moderate the effect
of study abroad intention on subsequent participation. As stated earlier, TRA suggests life events
and social circumstances can produce changes in intentions that, in turn, can create discrepancies
between initial intentions and subsequent behavior. The results of this study provide some
intriguing evidence that first year experiences exert a strong influence on decisions to study
abroad. Building on these findings, future studies should consider ways to better and holistically
account for college curricular and co-curricular experiences that affect the study abroad decision-
making process. TRA, for instance, would suggest it is important to see if certain college
experiences lead the students to ascribe greater or less value to study abroad and other college
opportunities and campus activities that require them to remain on campus. Moreover, specific
findings from my study indicate that when assessing the impact of intentions on study abroad
participation, the following aspects pertaining to college experiences should be taken into
account: (1) study abroad program requirements and student achievement, (2) differences in

attitudes and valuations of study abroad within gender groups, (3) study abroad program



65

characteristics such as long and short-term duration, (4) institutional context, particularly
financing available to students and predominant norms regarding the importance of study abroad,
and (5) availability of other types of co-curricular activities that may enhance or dissuade
students from participating in study abroad experiences.

Accordingly, collecting student data relevant to these aspects would involve interviews or
questionnaires that inquire students about their specific curricular experiences, co-curricular
activities, and institutional support for and requirements of study abroad programs. More
specifically, aspects of curricular experiences relevant to study abroad that may be captured are
student perceptions of the emphasis on international perspectives in courses offered at the
university writ large and in individual school/college/department, encouragement for study
abroad among faculty, staff, and peers in the college or school, and the extent to which study
abroad can be integrated into general and major curricula.

Ideally, student participation data for all types of co-curricular activities on- and off-
campus would help to identify which activities encourage or discourage students to study abroad
(e.g., opportunities to do internships off-campus could dissuade students from study abroad).
However, the diverse array of activities challenges efforts to holistically capture all student
engagement and initial efforts might begin by gathering participation information on activities
that may enhance decisions to study abroad. Some examples include, but are not limited to,
student involvement in international oriented clubs (e.g., student organizations focused on
language or culture of another country), volunteering (e.g., alternative spring break, service
learning in local communities), or other opportunities that may not necessarily take place in a

foreign country but still provide authentic intercultural learning experiences (e.g., participating in
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a short-term intercultural program at New Orleans to explore how life and the arts essential to the
lives of local residents changed in the aftermath of Hurricane Katrina).

Finally, information about requirements of study abroad participation (e.g., GPA,
language competency, class standing, major) and the availability of institutional support for
study abroad programs (e.g., number and types of programs sponsored or approved by the
institution, offices and personnel devoted to study abroad program management, financial aid for
study abroad participants) would need to be gathered along with student perceptions of the

accessibility and effectiveness of these support services.

Implications for Practice

The presence of a gap between intent and participation suggests some implications for
practice. Namely, efforts to increase study abroad participation would need to involve (1) ways
to attract students who may have no interest in study abroad at initial enrollment and (2) to
remove potential barriers to study abroad participation for those who initially show high
intentions to study abroad. Such efforts are ongoing at the study institution and are often
discussed within the best practice literature. For instance, my findings confirm that study abroad
offices organizing ongoing introductory sessions targeted particularly for first-year students to
raise awareness and interest at an early stage is essential. Such information sessions can help
students plan to include study abroad in their coursework and with other desired collegiate
experiences. From the students’ perspective, it is important to be able to study abroad, yet also
complete their required coursework and graduate on time. Having said this, it may also be
effective for academic advisors to introduce study abroad opportunities to students, explaining

how academic requirements can be fulfilled when a student chooses to go abroad. As TRA
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would suggest, it is also likely that if academic advisors or faculty communicate the benefits of
study abroad, students are more likely to see its value since a student’s intention to perform a
behavior is greater if that student perceives that others who are important think he or she should
perform the behavior. Such practices may be particularly helpful for majors with less flexible
curricula or with norms that do not particularly value study abroad experiences.

Second, the findings of this study are a useful resource for targeting efforts to diversify
study abroad participants. Comparing results based on study abroad program duration reveals
that while students from low- and medium-income groups are significantly less likely to engage
in long-term study abroad, there is no difference in participation rates in short-term programs.
What is more, underrepresented minorities are significantly more likely to participate in short-
term study abroad programs than non-minorities. Given that it is reasonable to think engaging in
a short-term study abroad program may be cheaper than engaging in a long-term program, efforts
to reverse the disparities in study abroad participation could begin with designing accessible, yet
high quality short-term study abroad programs. As discussed earlier, a short-term faculty-led
program offered at the study institution serves as a good example. During my study timeframe,
the provost’s office was actively involved in this initiative to recruit a wider range of participants
(e.g., students from low socioeconomic status, students of color, or non-humanities/social
science majors). In other words, the goal of this initiative was to lower the “sticker price” of this
program to better appeal to student groups that are less likely to study abroad. Results of this
study confirms the effectiveness of such short-term initiatives to diversifying study abroad
participants.

However, given the benefits of different types of study abroad programs vary (e.g.,

Dwyer, 2004), simultaneous efforts should be made to find ways to make long-term programs
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affordable (e.g., financial aid, scholarships). For instance, identifying effective ways for study
abroad officials to coordinate with financial aid officials to provide incoming first-year students
with information regarding how their financial aid can be used for their overseas study has been
an ongoing concern among international educators (e.g., NAFSA). This is based on the notion
that student groups that are underrepresented in study abroad need to be targeted earlier on to
have them consider an overseas opportunity, which otherwise may seem too expensive.

Together, these implications suggest that efforts to diversify study abroad participants
should begin with understanding the behaviors, and perceptions of student groups who are likely
and less likely to study abroad. For example, during this study timeframe, the engineering study
abroad office began to offer subsidized summer programs, given that summer was the only
realistic period that engineering students thought about incorporating an overseas experience.
Nevertheless, study abroad officials also came to realize that such opportunities better appealed
for early career engineering students (i.e., freshmen and sophomores) as more advanced students
preferred to use their summer months to engage in technical internships relevant to their major.
Hence, to increase the number of engineering students studying abroad, the engineering study
abroad office targeted their efforts to having their students study abroad earlier on in their
academic careers. I see in my results engineering majors are no less likely to study abroad than
humanities and social sciences students overall, which may in part be attributable to such
institutional efforts.

Finally, the fact that I observed differences in the factors that predict long- and short-term
study abroad suggests that it would be helpful to consider other program characteristics — for
example, whether a program includes service learning, is project based, faculty-led, or third party

provided-— to see if certain student characteristics predict participation in different types of
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programs. Such understanding can inform more targeted efforts to recruit groups who are
underrepresented in study abroad. Only when study abroad programs or processes are developed
and improved based on knowledge of who goes abroad to pursue what type of experience, can

they better accommodate the needs of students and promote their participation.
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Appendices

Table 2.A1. Variable Definitions

Variables Definitions

Outcomes:

Will study abroad Student self-reported response to the question: What is your best
guess as to the chances that you will participate in study abroad
program (0=no to very little chance; 1=some to very good chance)

Studied Abroad Participated in study abroad associated with academic credit during

their 2™ or 3" years (0=No; 1=Yes)

Individual Characteristics:

Male

URM

Low-income
Medium-income
High-income

Parental Education
Low GPA (high school)

Medium GPA (high school)

Sex (0=Female; 1=Male)

Underrepresented minority status; Hispanic/Latinos, African-
Americans, and American Indians/Alaskan Natives (0=No; 1=Yes)

Income less than $50,000 (0=No; 1=Yes)

Income $50,000-$100,000 (0=No; 1=Yes)

Income more than $100,000 (0=No; 1=Yes)

At least one parent has college degree (0=No; 1=Yes)
High school GPA 2.99 or less (0=No; 1=Yes)

High school GPA 3.0 —3.49 (0=No; 1=Yes)

High GPA (high school) High school GPA 3.5 — 4.0 (0=No; 1=Yes)
ACT score ACT score
Predispositions:

Diversity self-rating
(Cronbach’s Alpha=0.79)

Will get a job to pay for college expenses

Scaled variable representing students’ self-rating on each of the

following traits as compared with the average person his/her age:

(1) Ability to see the world from someone else’ perspective (factor
score=0.72)

(2) Tolerance of others with different beliefs (factor score=0.77)

(3) Openness to having my own views challenged (factor
score=0.75)

(4) Ability to discuss and negotiate controversial issues (factor
score=0.71)

(5) Ability to work cooperatively with diverse people (factor
score=0.76)

Student self-reported response to the question: What is your best
guess as to the chances that you will get a job to help pay for college
expenses (0=no to very little chance; 1=some to very good chance)



Will work full-time while attending college

Will need extra time to complete

Will change career choice

Will change major choice

Will socialize with other racial/ethnic group

Will participate in student clubs/groups

Will participate in student government

Improve understanding of other
countries/cultures

76

Student self-reported response to the question: What is your best
guess as to the chances that you will work full-time while attending
college (0=no to very little chance; 1=some to very good chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will need extra time to complete
(0=no to very little chance; 1=some to very good chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will change career choice (0=no to
very little chance; 1=some to very good chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will change major choice (0=no to
very little chance; 1=some to very good chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will socialize with other racial/ethnic
group (0=no to very little chance; 1=some to very good chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will participate in student
clubs/groups (0=no to very little chance; 1=some to very good
chance)

Student self-reported response to the question: What is your best
guess as to the chances that you will participate in student
government (0=no to very little chance; 1=some to very good chance)

Student self-reported response to the question: Please indicate the
importance to you personally of improving understanding of other
countries and cultures (0= not to somewhat important; 1= very
important to essential)

High school or college experiences:

Performed volunteer work (high school)
Performed community service (high
school)

Socialized other racial/ethnic group (high
school)

Learning community

First year cumulative GPA
First year total number of credits

Received award for high academic
performance during freshman year

Student self-report of having performed volunteering work (0=none
to occasional; 1=frequently)

Student self-report of having performed community service during
the past year (O=none to occasional; 1=frequently)

Student self-report of having socialized with someone of another
racial/ethnic group during the past year (O=none to occasional;

1=frequently)

Student participated in a residential learning community during
freshman year (0=No; 1=Yes)

Cumulative grade point average at the end of first academic year
Total number of credits taken by the end of first academic year

Student received an award for outstanding academic performance
during their freshman year (0=No; 1=Yes)
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First year total number of language credits Total number of foreign language credits taken by the end of first
academic year

College: HS Enrolled in College of Humanities and Sciences at the end of first
academic year (0=No; 1=Yes)

College: Engineering Enrolled in College of Engineering at the end of first academic year
(0=No; 1=Yes)
College: Other Enrolled in College of Music, Nursing, Art & Design, Kinesiology at

the end of first academic year (0=No; 1=Yes)

Cohort 2008 Fall 2008 entering cohort (0=No; 1=Yes)
Cohort 2009 Fall 2009 entering cohort (0=No; 1=Yes)
Cohort 2010 Fall 2010 entering cohort (0=No; 1=Yes)

Table 2.A2. Logistic Regression — Men and Women Study Abroad Participation

Men Women
Parameter Standard Odds | Parameter Standard Odds
Estimate Error  Ratio | Estimate Error  Ratio
Constant -5.84%**  1.05 -6.70*** (.84
Individual Characteristics
Under-represented minority 0.28 0.25 1.32 0.22 0.16 125
Low-income (less than $50,000) -0.37 0.24 0.69 -0.01 0.15 0.99
Medium-income ($50,000-$100,000) -0.44* 0.17 0.65 -0.16 0.11  0.85
Parental education (college degree) 0.19 0.25 1.21 -0.07 0.15 093
Low high school GPA (2.99 or less) -0.45 0.76 0.63 0.30 0.43 1.35
Medium high school GPA (3.0-3.49) 0.05 0.24 1.05 0.31 0.18 136
ACT score -0.02 0.03 0.98 -0.01 0.02  0.99
Predispositions
Diversity self-rating 0.14 0.12 1.15 0.11 0.09 1.12
Will get a job to pay for college expenses -0.37* 0.15 0.69 -0.50***  0.12  0.60
Will work full-time while attending college 0.15 0.17 1.17 -0.11 0.12  0.89
Will need extra time to complete -0.12 0.14 0.88 0.07 0.10 1.07
Will change career choice 0.44+* 0.16 1.56 0.52%** 0.13  1.67
Will study abroad 1.10***  0.17 2.99 1.37*%** 0.19  3.95
Will change major field -0.19 0.15 0.83 0.05 0.13  1.05
Will socialize with other racial/ethnic group -0.19 0.40 0.82 -0.42 043 0.66
Will participate in student clubs/groups -0.05 0.25 0.95 0.78%** 030 2.19
Will participate in student government 0.17 0.14 1.19 0.22% 0.09 125
Improve understanding of other countries/cultures  -0.17 0.14 0.85 0.22% 0.11 1.24




Curricular/co-curricular experiences
Performed volunteer work (high school)
Performed community service (high school)
Socialized other racial/ethnic group (high school)
Participated in learning community
Cumulative GPA end of 1st year
Total credits end of 1st year
Received for high academic performance
Total language credits end of 1st year
College: Engineering end of 1st year
College: Other end of 1st year
Cohort 2008
Cohort 2009

-2 log likelihood

LR chi2 (Df=30)

Pseudo-R2

N

-0.01
-0.61*
-0.03
0.20
0.79%**
-0.01
-0.31
0.05%**
-0.22
0.29
0.37*
0.79%**
-961.09
205.02
0.10
3,736

0.14
0.24
0.14
0.19
0.17
0.02
0.32
0.02
0.17
0.27
0.16
0.15

0.99
0.55
0.97
1.23
2.20
0.99
0.73
1.05
0.81
1.34
1.45
2.21

-0.06
-0.09
-0.16
0.29*
0.65%**
0.02
-0.16
0.04***
0.05
0.05
0.62%***
1.03%**
-1594.83
381.04
0.11
3,840

0.09
0.13
0.10
0.12
0.13
0.01
0.21
0.01
0.17
0.18
0.12
0.11

78

0.94
0.92
0.85
1.34
1.91
1.02
0.85
1.04
1.06
1.05
1.86
2.80

Note. * p<0.05, ** p<0.01, *** p<0.001
*Reference group is high-income group

P Reference group is high high school gpa
“Reference group is college of HS

4 Reference group is Cohort 2010

¢ Sample includes all students
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Chapter 3: The Effect of Study Abroad on Academic Performance and Interests of
Undergraduate Students

Introduction

Stakeholder groups argue that U.S. higher education institutions must incorporate
educational opportunities to enhance graduates’ intercultural, international, and global
competencies (e.g., Bennett, 2008; Horn et al., 2007; Middlehurst, 2013; Soria & Troisi, 2014).
National reports (e.g., Succeeding Globally through International Education and Engagement,
2012) and legislative efforts (e.g., Lincoln Commission, 2005; 100,000 Strong Foundation)
emphasize the importance of study abroad in preparing graduates who understand and appreciate
cultural perspectives different from their own, are able to reflect critically on their own culture
(Horn et al., 2007), and can communicate and engage with individuals in culturally diverse
groups (Stroud, 2010). Quoting the Supreme Court (2003), Bennett (2008) asserts, “Today’s
global marketplace and the increasing diversity in the American population demand that cross-
cultural experience and understanding [is] gained from education” (p.2). Green (2012) aptly
summarizes the goals and student outcomes of such global and international education to
encompass: understanding how one’s culture shapes identity and perceptions; developing
cultural empathy; enhancing knowledge about global issues, understanding the interdependence
of individuals and nations; and applying critical thinking and principled decision-making to
trans-national issues. Collectively, these multi-dimensional capacities have been generally

referred to as intercultural competence (Deardorff, 2006).
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Understandably, a substantial body of research has been devoted to demonstrating the
positive effects of study abroad participation on the development of different aspects of
intercultural competence (Engberg, 2013; Linder & McGaha, 2013; NAFSA, 2003; Vande Berg,
Paige, & Lou, 2012). Notwithstanding a few exceptions, findings from these studies generally
affirm study abroad as a beneficial educational activity. However, international educators have
consistently found that tailoring time invested in study abroad to fit with their undergraduate
careers is a salient concern among students (Brux & Fry, 2010; Van Der Meid, 2003). In other
words, it is highly likely that students think about study abroad within the context of their
academic plans, gauging how incorporating the experience would affect their completion of
degree requirements and time to degree. Such concerns explain, in part, the inherent gap between
intentions and actualization of plans to study abroad observed in prior studies (e.g., Bhandari &
Chow, 2008; Heisel & Stableski, 2009) and the continuing place of study abroad at the margins
of students’ academic experiences. What is needed then is an improved understanding of whether
study abroad participation affects more specific measures of academic performance, such as
degree completion.

Several prior studies have devoted efforts to counter students’ concerns about study
abroad. Descriptive and analytical studies based on large research institutions (e.g., University of
Minnesota-Twin Cities, University of California, San Diego, Georgia System), for instance,
suggest that study abroad results in timely degree attainment (e.g., Hamir, 2011; Sutton & Rubin,
2010). However, scholars note inconsistencies in the research findings and highlight
methodological issues that constrain generalizations (Anderson et al., 2006; Van de Vijver &
Leung, 2009; Salisbury, et al., 2013). One of the main statistical issues inherent in estimating the

effects of study abroad is selection bias. A substantial body of literature, reviewed in the
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following section, suggests a wide range of factors (e.g., gender, socioeconomic status, major)
that both determine decisions to study abroad and likely influence academic performance.
Consequently, to obtain accurate estimates of the independent effect of study abroad, it is
necessary to account for these characteristics.

In the present inquiry, I demonstrate how propensity score matching (PSM) can be used
to account for the selection into study abroad when estimating the effect of participation on
outcomes such as degree completion. This technique accounts for selection bias by matching
study abroad participants to non-participants using the estimated probability of choosing to study
abroad. PSM is a useful way to account for selection because, unlike traditional regression
techniques that assume specific functional forms (e.g., linear relationships) that are often not
supported in the data, it assumes a nonparametric relation between an individual’s treatment
status and the outcomes of interest (Dehejia & Wahba, 1999). Using survey and student records
data across three cohorts of undergraduates, including information on student demographic
characteristics, predispositions, college experiences, academic performance, and study abroad
participation, I employ PSM to examine the effect of study abroad involvement on academic
outcomes (e.g., time to degree) while accounting for specific individual characteristics and
college experiences between enrollment and participation in study abroad.

Understanding the link between study abroad and academic outcomes is important for
stakeholders in the higher education community for several reasons. Researchers such as Kuh et
al. (2005) assert study abroad is an educational endeavor that positively contributes to retention
and graduation. However, as stated earlier, many students are not willing to take the chance
despite being aware of participation benefits. For example, research shows that students perceive

study abroad could or will delay graduation (e.g., Carlson et al., 1990; Lucas, 2009; Shirley,
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2006). They are also concerned about racial relations and safety in other countries (e.g., Stallman
et al., 2010; Van Der Meid, 2003), believe they cannot afford to attend (e.g., Brux & Fry, 2010;
Dessoff, 2006; Stallman et al., 2010; Twombly et al., 2012), or may think that study abroad is
irrelevant to their careers (e.g., Brux & Fry, 2010; Twombly et al., 2012). Hence, more data
demonstrating the impact of study abroad on outcomes that are critical and salient for students is
necessary.

As indicated by national reports, less than two percent of U.S. undergraduate students
participate in study abroad (IIE, 2016). If study abroad improves academic performance, then
students who do not participate may be at a disadvantage. Changing student perceptions about
costs and benefits of study abroad may be key to increasing participation, particularly among
those who initially hold high intentions but do not go abroad. A critical first step in changing
students’ perceptions is estimating the extent to which participation is an advantage and non-

participation is a lost opportunity.

Literature Review

This study is informed by scholarship on the decision to study abroad as well as the
impact of the experience on college students’ academic outcomes. Hence, I discuss prior
research on (1) factors that might constitute a “selection effect,” that is, influences on the
decision to participate in study abroad, and (2) effects of study abroad on academic outcomes.
Predictors of Study Abroad Participation

There is a substantial body of research on the factors affecting study abroad intent and
participation. A majority of these studies centers on identifying the individual demographic,

social and academic characteristics (e.g., Dessoff, 2006; Institute of International Education,
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2016; Lincoln Commission, 2005; Salisbury et al., 2010, 2011; Stallman et al., 2010), high
school and college experiences (e.g., Rust et al., 2007; Salisbury, 2011; Salisbury et al., 2009),
and predispositions or motivations (e.g., Goldstein & Kim, 2006; Rust et al., 2007; Salisbury et
al., 2009; Stroud, 2010) that predict decisions to study abroad.

Individual characteristics. Investigations find that personal factors such as gender, race,
or socioeconomic status play a role in students’ decisions to participate in study abroad (e.g.,
Carlson et al., 1990; Salisbury et al., 2010; Twombly et al., 2012). For instance, prior studies and
annual reports tracking the number and types of U.S. students studying abroad find that women
are consistently far more likely than men to study abroad; nearly two-thirds of study abroad
participants were women in each of the years from 2002 to 2015 (IIE, 2016; Salisbury et al.,
2010). Salisbury et al. (2010) suggest that experiences prior to college entry and in college
differentially affect the formation of study abroad aspirations among men and women,
potentially creating discrepancies in participation rates between the two groups.

Records also indicate that over the past decade or so, white students were nearly four
times more likely to study abroad than underrepresented minority students (IIE, 2016). This
conveys that the historic underrepresentation of racial and ethnic minorities in higher education
overall is reflected in study abroad as well (Twombly et al., 2012). In addition, several studies
show that American students studying abroad typically come from higher income families, have
more educated parents, are high academic achievers, and a high proportion of them have already
been abroad (e.g., Carlson et al., 1990, Gonyea, 2008). Salisbury et al. (2009), in their analysis of
data from the Wabash National Study of Liberal Arts Education based on 2,772 undergraduates
from 19 different institutions, demonstrate that socioeconomic status and parental income

constitute a powerful influence on the decision to study abroad.
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Studies consistently find perceived constraints due to lack of finances to be negatively
associated with plans to study abroad (e.g., Dessoff, 2006; Van Der Meid, 2003). For instance, a
study within the University System of Georgia (Sutton & Rubin, 2010) examined the effect of
financial aid on students’ decision to study abroad. Findings indicate that for each $1,000 of
unmet need, the probability of study abroad decreased by four percentage points. To a similar
extent, Paus & Robinson (2008), in comparing study abroad participants and non-participants in
Mount Holyoke College, point out that the potential opportunity costs involved due to loss of a
part-time job, for instance, is an important consideration particularly for those who are from low
socioeconomic backgrounds.

Nevertheless, scholars argue that it is not simply the financial costs involved but levels of
social and cultural capital individuals accumulate that influence decisions to study abroad.
Drawing from the college choice frameworks (e.g., McDonough, 1997; Paulsen & St. John,
2002; Perna, 2006), Salisbury et al. (2009) theorize that students from high SES families are
likely to come to college with high levels of social and cultural capital or habitus. Such pre-
college capital plays an important role in the development of interest in study abroad, as it
creates differences among SES groups in terms of availability of information about study abroad,
the perceived educational importance of participation, awareness of and interest in international
events and issues, or previous travel abroad. However, the evidence supporting this perspective
appears to be mixed. While some studies such as Salisbury et al. (2009) find that lower income
students were indeed, less likely than higher income students to intend to study abroad, others
find no significant associations between parental income or education and student intentions to

go abroad (e.g., Luo & Jamieson-Drake, 2014; Stroud, 2010).
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Financial constraints and lack of social and cultural capital are particularly prominent
among the reasons cited for low minority student participation in study abroad (Brux & Fry,
2010; Dessoff, 2006; Stallman et al., 2010; Twombly et al., 2012). The perception that study
abroad is irrelevant appears to be more prevalent among underrepresented minority students;
according to Burr (2005), Hispanic students reported that study abroad was primarily for high-
income students. Past studies suggest that cultural differences and lack of family support or lack
of role models contributes to this belief that study abroad is not useful (Brux & Fry, 2010).

Several studies also consider the effect of high school GPA and ACT/SAT scores as
proxies for knowledge or skills accumulated prior to attending college that may influence the
intent to study abroad (e.g., Luo & Jamieson-Drake, 2014; Salisbury et al., 2009; Stroud, 2010).
The results are mixed, however, with some studies reporting no significant effect of SAT scores
on intent (e.g., Luo & Jamieson-Drake, 2014) and others such as Salisbury, Paulsen, and
Pascarella (2011), indicating ACT/SAT scores predict racial and ethnic minority student interest
in studying abroad.

Prior high school experiences. Research suggests that involvement in certain high
school activities predict intent to study abroad (e.g., Carlson et al., 1990; Goldstein & Kim,
2006; Rust et al., 2007; Salisbury et al., 2009; Stroud, 2010). For example, Rust et al. (2007) in
their analyses of the CIRP Freshman Survey show that students who in high school frequently
interacted with members of racial/ethnic groups different from their own are much more likely to
plan to go abroad than those who did not. In addition, students who reported that they were
active participants in social, political, community, and academic activities in high school (e.g.,
social interaction with peers, political interest and activity, volunteerism) were more likely to

report stronger intentions to go abroad than those who were less involved (Rust et al., 2007). The
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authors surmise that because study abroad is about intentionally moving beyond one’s comfort
zone and navigating a new environment, students who are more involved in such high school
activities are likely to make deliberate choices to encounter environments that require personal
change and adaptation to values different from their own (Rust et al., 2007).

Other categories of high school activities have been examined and perhaps due to the
different nature of the activities, studies report inconsistent results regarding the association
between high school involvement and study abroad intentions. For example, Luo & Jamieson-
Drake (2014) find no significant associations between their category of high school activities
(i.e., volunteer work, asked teacher for advice after class, voted in a student election, used
internet for research or homework) and interest in study abroad. Salisbury et al. (2009) find that
their composite measure of involvement while in high school, based on student use of internet
for homework or research, participation in extracurricular activities, studying with a friend,
talking with teachers outside of class, participating in community service or volunteering, was
negatively related with intent to study abroad.

College experiences prior to study abroad. College academic performance, as reflected
by GPA, and major students choose also appear to strongly influence their proclivity to study
abroad. For instance, Paus & Robinson (2008) show that students with higher GPAs are
significantly more likely to study abroad; they conjecture that students with lower GPAs feel less
confident about their ability to succeed abroad.

There is much more evidence showing the influence of academic major on study abroad
behavior. Study abroad has historically been the domain of students in humanities and social
sciences. According to the 2016 Open Doors report, 17.3 percent of all students studying abroad

in 2014-2015 were social science majors, 20.1 percent business majors, and 14.6 percent
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humanities and international studies majors (IIE, 2016). Nevertheless, a dramatic increase in
Science, Technology, Engineering, and Math (STEM) majors over the past decade is noteworthy.
STEM students comprised 16.3 percent of students abroad in 2004-2005, which more than
doubled over the past decade with 23.9 percent of U.S. study abroad participants coming from
the STEM fields in 2014-2015 (IIE, 2016). Even so, the number of study abroad students
majoring in the STEM fields is undeniably lower than those majoring in the humanities and
social science fields (e.g., Obst, Bhandari, and Witherell, 2007; Paus and Robinson, 2008;
Stallman et al., 2010). Prior studies suggest lack of curricular flexibility as a major reason for
low participation rates among STEM majors (e.g., Carlson et al., 1990; Twombly et al., 2012). In
addition to curricular inflexibility, prior research identifies institutionally created barriers such as
lack of information about study abroad opportunities (e.g. Coldwell, 2013; Brux & Fry, 2010),
limited administrative and faculty support (e.g., Brown, 2002; Dessoff, 2006; Gore, 2009),
ineffective marketing (e.g., Gore, 2005), and scarcity of resources (e.g., Salisbury et al., 2011) to
be deterrents to study abroad plans.

Results based on a small body of research suggest extracurricular involvement and
campus practices that facilitate diverse interactions are strong predictors of intentions to study
abroad. For instance, Salisbury et al. (2009) based on estimates derived from logistic regressions
found that the amount and quality of diverse experiences (e.g., how often a student participated
in a racial or cultural awareness workshop during academic year, how often a student had serious
conversations with students of a different race or ethnicity) and the number of hours per week a
student spends participating in co-curricular activities significantly increased the probability
students plan to study abroad. The authors posit that such diversity experiences provide a means

to accumulate social capital (i.e., awareness and access to resources, networks, timelines,
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processes about study abroad) and cultural capital (i.e., values, attitudes, and beliefs that
emphasize the importance of study abroad) that result in study abroad intentions. Such findings
fit with research examining the effect of college diversity experiences in general (e.g., Bowman,
2012; Bowman et al., 2011; Gurin, 1999). For example, Bowman (2012) reports that students’
engagement with diversity experiences during their first year are associated with increased
involvement in diversity-related activities in their subsequent years in college.

Motivations and predispositions. Several researchers note that study abroad participants
and non-participants exhibit different predispositions and motivations. Findings indicate that
students who want to expand their understanding of other cultures and countries more likely
aspire to study abroad (Dessoff, 2006; Luo & Jamieson-Drake, 2014; Stroud, 2010). Based on a
survey of 179 undergraduates at a small liberal arts college, Goldstein & Kim (2006) conclude
that compared to non-participants, participants held more positive expectations (e.g.,
participating in an international study program would build my self-confidence) about study
abroad, were less ethnocentric, and less racially biased. In a similar vein, Van der Maid (2003) in
his study based on a survey of 153 Asian American students from across the United States finds
that Asian American students who study abroad are more adventurous and motivated compared
to their non-participant counterparts. Several studies also find that in contrast with non-
participants, study abroad participants show higher levels of cross-cultural interest (e.g., Bates,
1997; Carlson et al., 1990). For example, Bates (1997), in her dissertation study of 49
undergraduates who qualified to be participants in the Honors International Program at a public
university in South Carolina, found that 14 study abroad participants, compared to 35 non-
participants, were more interested in experiencing other cultures and were concerned about

international issues. Li et al. (2013) in their study of 431 survey participants enrolled in an
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Introduction to Psychology class find that personality traits such as desire to work hard and to do
things well (achievement motivation), appreciation for and/or a desire to have new experiences
(neophilia), and tendencies to be highly mobile (migrant personality) are positively associated
with intentions to study abroad.

Prior research on goals for studying abroad indicates that students go abroad to improve
their foreign language skills based on the belief that immersion in the host culture will facilitate
improved linguistic ability (Allen, 2010). Students may also choose to study abroad in hopes of
gaining cultural knowledge (Goldstein & Kim, 2006), or to improve their future job prospects
(Dessoft, 2006; McKeown, 2009; Relyea et al., 2008). Perhaps contrary to the primary objectives
of study abroad proposed by international educators, such as developing intercultural
competencies or preparing to live in a global and diverse world, many studies indicate that one of
the strongest influences on students’ interest in studying abroad is a desire to have fun (e.g.,
Forsey et al., 2012; He & Chen, 2010). For example, a University of Western Australia study
based on surveys and focus group interviews of study abroad participants shows that many
prioritize having fun, traveling, making friends, and getting a break from serious work (Forsey et
al., 2012).

Most importantly, intent to study abroad has been found to be a strong predictor of actual
participation (Goldstein & Kim, 2006; Luo & Jamieson-Drake, 2014). For instance, Luo &
Jamieson-Drake (2014) in their study of three student cohorts from 2009 to 2011 at a medium-
sized, private, highly selective research university demonstrate that entering students with a
strong intent to study abroad are significantly more likely to participate than their peers with a
weak intent. Estimates derived from logistic regressions suggest that the odds of going abroad

are about 4.77 times greater for students with a strong intent. Nevertheless, the same study also



90

finds that an increasing number of students who planned to study abroad upon college entry did
not participate in study abroad. This may be an indication that although research on the factors
affecting plans to study abroad provides important insights regarding who is more likely to study
abroad, it fails to capture key factors that may account for the gap between intent and actual
engagement (Heisel & Stableski, 2009). For instance, research identifying barriers to study
abroad participation suggests that despite strong intentions to study abroad, student leaders,
athletes, and club members might find it more difficult to get away from campus (Dessoft, 2006;
Silver, 2012).

To summarize, the literature on the factors that affect study abroad intent and
participation suggests a host of student background characteristics (e.g., gender, race/ethnicity,
academic achievement, socioeconomic status), goals (e.g., to improve linguistic ability, to gain
cultural knowledge), predispositions (e.g., interest in understanding other cultures, intentions to
study abroad), and engagement in high school/college activities (e.g., academic major,
interactions with students of another racial/ethnic group, volunteering, community service,
learning communities, diversity courses) predict decisions to study abroad. These factors
constitute a “selection effect” that needs to be taken into account when estimating the
independent effect of study abroad on participation outcomes.

Study Abroad and Educational Outcomes

Early research on education abroad assessment focused attention on gains in students’
knowledge or skills in a single learning domain, namely second-language learning (e.g., Engle &
Engle, 2004; Milleret, 1990; Segalowitz et al., 2004). More recent studies have expanded the
focus to include general academic outcomes such as graduation rates (e.g., Hamir, 2011; Sutton

& Rubin, 2010), grade point average (e.g., Posey, 2003; Thomas & McMahon, 1998), or
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increased engagement in other educationally beneficial college experiences (Gonyea, 2008).
However, due to methodological and analytical weaknesses, extant empirical research provides
little evidence to back up the claim that study abroad improves students’ academic outcomes.
Among the specific concerns are sampling issues (Salisbury, et al., 2013; Tarrant, et al., 2014;
Sutton, Miller & Rubin, 2007), failure to control for factors other than program participation that
may affect outcomes (Salisbury et al., 2013), and overdependence on cross-sectional designs and
student perception data (Tarrant et al., 2014).

Graduation outcomes. The often-heard concern on the part of students and parents is
that studying abroad may delay graduation (Ingraham & Peterson, 2004). However, findings
mostly from unpublished dissertations based on single-institution studies conducted at large,
public research universities indicate that study abroad does not negatively impact time to degree
or graduation rates. For instance, in her study of students enrolled in a large, northeastern
research university, Flash (1999) finds no significant difference in time to degree completion
between study abroad participants and non-participants. Hamir (2011) and Sutton and Rubin
(2010) also show that study abroad does not delay time to degree in their respective studies of
first time freshmen at the University of Texas and participants in the Georgia Learning Outcomes
of Students Studying Abroad Research Initiative (GLOSSARI) project. Specifically,
participation in study abroad increased a participant’s likelihood of graduating in four years by
14 to 16 percent.

Posey (2003) finds that study abroad participants generally graduate at a higher rate than
non-participants. Similarly, Hamir (2011) provides some evidence that study abroad participation
positively affects graduation rates of minority students, a finding consistent with those studies

that convey a potential link between retention and study abroad (e.g., Day-Vines et al., 1998;
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Malmgren & Galvin, 2008; Metzger, 2006; Pascarella et al., 2004). For instance, Day-Vines et
al. (1998) show that African American students who participated in study abroad programs
reported increased academic achievement and motivation post-study abroad, demonstrated
through their greater involvement in intellectual activities and improved GPAs.

In sum, research shows no clear negative effect of study abroad on graduation measures;
rather, study findings point to positive effects of study abroad with participants taking less time
to graduate than those who did not go abroad. Nevertheless, Ingraham and Peterson (2004) and a
number of other researchers (Malmgren & Galvin, 2008; Posey, 2003) express a note of caution
when interpreting these results, pointing out that a host of other factors, in addition to study
abroad, could potentially affect rates of graduation. Therefore, the relationship between study
abroad and graduation measures may be equivocal.

Grades. Only a limited number of studies examine the effects of study abroad
participation on college grade point average (GPA) which may be in part due to the challenges
involved in translating the host institution’s grading scheme to the student’s home institution’s
scale (Merva, 2003). Thomas & McMahon’s (1998) study is one of only a few that examines the
relationship between pre-departure GPAs and grades attained during the study abroad year.
Analysis of student records of 1,600 University of California study abroad participants on year-
long programs indicated that pre-departure GPAs are strongly correlated with GPAs during the
study abroad year. Posey (2003) simply compares average GPA scores of study abroad
participants and non-participants and finds that the former group maintained a higher GPA.
Sutton & Rubin (2010), on the other hand, examine change in average GPAs for students who
studied abroad and for a comparison group in the same period. Consistent with Posey (2003),

they find that study abroad participants maintained higher GPAs before and after study abroad
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and showed a slightly larger increase in GPA points compared to non-participants. Moreover,
within the group of study abroad participants, researchers find that the later a student studies
abroad, the less the disruption of his or her final GPA (Sutton & Rubin, 2010).

However, Posey (2003) accurately points out that it is not possible to make a conclusive
statement that study abroad is the cause of higher GPA due to an abundance of confounding
variables. In particular, the issue of self-selectivity in the application process to study abroad and
the eligibility criteria for studying abroad set by program administrators can result in relatively
higher GPAs among study abroad participants (Hadis, 2005).

Student engagement. The voluminous research on college student development
indicates that student involvement in high impact educational practices are the best predictors of
learning and personal development (Astin, 1984; Kuh et al., 2005; Pascarella & Terenzini, 1991).
Astin’s theory of involvement (1984) posits that student involvement is the time and effort
students devote to a particular academic experience. If the activity a student engages in leads to
gains in the desired learning, it is more likely he or she will achieve desired outcomes. Astin
(1984) further postulates that learning is directly related to an educational activity’s capacity to
increase student involvement (Astin, 1984). Building on Astin’s theory (1984), Kuh et al. (2005)
use National Survey of Student Engagement (NSSE) data to identify clusters of educational
practices that promote student involvement in activities that are associated with degree
completion. The clusters of effective education practices include academic challenge, active and
collaborative learning, student interactions with faculty members, enriching educational
experiences, and supportive campus environment. Study abroad is among the enriching
educational experiences, which also include internships or field experiences, community service

or volunteer work, foreign language coursework, independent study or self-designed major, co-
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curricular activities, and a culminating senior experience. A few researchers have used the
concept of student involvement to understand the effects of study abroad participation on student
outcomes, testing the assumptions that study abroad is related to growth in intercultural
competencies (Stebleton et al., 2012) and greater involvement in other aspects of the college
experience (Gonyea, 2008; Rust et al., 2007).

Stebleton et al. (2012) use the Student Experience in the Research University (SERU)
survey based at the University of California, Berkeley to examine the relationships between
different types of travel and study abroad experiences (i.e., formal study abroad programs, travel
abroad for service, volunteering, and work experience, travel abroad for informal education,
travel abroad for recreation) and students’ global and intercultural competencies. Their findings
suggest that participating in formal study abroad opportunities contributes significantly to an
increase in students’ understanding of the complexities of global issues, application of
disciplinary knowledge in a global context, linguistic or cultural competency in another
language, ability to work with people from other cultures, and comfort working with people from
other cultures. They also show that traveling abroad for service learning, volunteering, or work
experience is significant to the development of students’ cross-cultural interpersonal skills,
providing additional support to Kuh et al. (2005)’s inclusion of internships, field experiences,
and community service or volunteer work as high-impact educational practices. Gonyea (2008),
using longitudinal NSSE data, finds that those seniors who have participated in study abroad
report significantly higher levels of engagement in reflective learning (e.g., applying concepts to
practical problems), integrative learning (e.g., including diverse perspectives in class discussions
or writing assignments), and diversity experiences on campus (e.g., having serious conversations

with students of a different race or ethnicity).
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Interest in international affairs. Academic outcomes other than graduation, grades, or
engagement have been given less attention in the research literature on study abroad. The few
studies that examine other outcomes have focused on changes in academic interests or behavior
subsequent to the study abroad experience (e.g., Carlson et al., 1990; Dolby, 2004, 2007;
Gonyea, 2008; Hadis, 2005; Rowan-Kenyon & Niehaus, 2011; Vande Berg, 2007).

Based on a survey of New Jersey college students who studied abroad between Fall 1997
and Summer 2002, Hadis (2005) shows that study abroad participants perceive their international
experience contributed to their increased curiosity and interest in academic matters upon their
return. Findings from the multi-national Study Abroad Evaluation Project (SAEP) conducted by
Carlson et al. (1990) indicate that students who study abroad are more interested in international
affairs after this experience. This result has been supported by a number of recent studies that
demonstrate study abroad participants show greater interest in international economic, political,
and cross-cultural issues (e.g., Paige et al., 2002; Ryan & Twibell, 2000) and stronger
commitment to peace and international cooperation (e.g., Gary et al., 2002; Nesdale & Todd,
1993). While these findings generally convey that students exhibit higher academic interest upon
their return from study abroad, they are based on self-reported student surveys and lack data that
track actual alterations in academic behavior such as change in major or change in course taking
patterns.

Limitations of Prior Research

The literature suggests that, overall, study abroad participation is positively associated
with academic outcomes. Nevertheless, even the most extensive efforts to demonstrate the effect
of study abroad participation on academic and intercultural outcomes suffer from a number of

weaknesses. First, with the exception of those inquiries that utilize graduation measures or
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grades, study abroad impact studies examining academic outcomes have been primarily based on
self-reported student surveys. In other words, research that includes a behavioral component such
as completing a major or minor, course taking patterns, or actual engagement in curricular or co-
curricular activities is limited. Deardorff (2006), in her discussion of the construct of
intercultural competence, states that the concept not only includes student attitudes or
perceptions but also specific behaviors such as communicating appropriately and effectively in
intercultural situations. The same argument applies to academic outcomes; an exclusive focus on
student reports of their attitudes or perceptions toward academic interests, trajectories, or
activities may provide only a partial picture of relevant student outcomes.

Furthermore, a number of studies such as Salisbury et al. (2009, 2010, 2011) and Stroud
(2010) do not examine students’ actual participation in study abroad but rather use study abroad
intent as a proxy. As noted earlier, this may pose as a limitation to accurately gauging the effects
of study abroad, given that not all individuals who express an intention toward a particular
behavior actually engage in that behavior (Heisel & Stableski, 2009; Luo & Jamieson-Drake,
2014). Hence, to understand the impact of study abroad this study attempts to address this
limitation of prior research by focusing on the performance and behaviors associated with the
academic trajectories of study abroad participants and non-participants.

Second, as stated earlier, it is unclear how much of the relationship between study abroad
participation and academic outcomes that is estimated in prior studies reflects the actual effect of
study abroad and how much is due to confounding factors such as personal characteristics or
general college experiences that are known to affect both study abroad participation and
academic performance. It is important to note that study abroad participation in most cases is

optional, and therefore, students are not randomly selected. As one can speculate, a host of



97

factors such as individual characteristics, predispositions, and prior high school and college
experiences are associated with students’ interest in study abroad. As a result, it is possible that,
on average, students who do and do not study abroad comprise dissimilar groups with different
levels of educational preparation and aspirations and experience college in different ways.

Therefore, when studying the effects of study abroad involvement on academic
outcomes, statistical techniques should be employed that address the non-random distribution of
student participation. However, most prior research including some of the large-scale studies
such as the Study Abroad Evaluation Project (Carlson et al., 1990), the Georgetown Consortium
Project (Vande Berg et al., 2009), and the GLOSSARI project (Sutton & Rubin, 2010) are based
on ordinary-least squares (OLS) or logistic regression analysis, which are likely to be ineffective
at equalizing dissimilar groups through covariance adjustment (Guo & Fraser, 2009; Reynolds &
DesJardins, 2009). Consequently, these regression-based estimates of the effect of study abroad
on academic and intercultural outcomes may, depending on the outcome, contain considerable
bias by overestimating or underestimating its effect. To more accurately estimate program
impact, a few recent studies such as Salisbury (2011) employ quasi-experimental statistical
approaches to estimate the causal effect of study abroad participation. The present study follows
this trend to account for issues of endogeneity. Specifically, the research question of this study
is: After accounting for differences in individual characteristics prior to college entry and first
year college experiences, does study abroad affect participants’ academic performance and

interests?
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Methods
Data Source and Sample

The data for the study are drawn from multiple sources gathering information about three
cohorts of undergraduates at one large research university in the mid-west. The university is
known for its active engagement in international initiatives as reflected in the large number of
students studying abroad, a strong presence of international students on-campus, and availability
of many academic programs focused on world regions and global themes. In particular, more
than 200 study abroad programs are available to students.

Specific data sources of the study include: (1) institutional records capturing students’
background characteristics and their academic pathways, (2) CIRP Freshman Survey data
administered at college entry, and (3) Open Doors data tracking study abroad participants. I
collected institutional data over the course of students’ entire academic careers including
demographic information, high school GPA, SAT/ACT scores, course registration information
(number of credits, course information, and grade point averages each term), major/minor
declaration, and degree completion records. CIRP Freshman Survey data provided information
on incoming first-year students’ demographic backgrounds, predispositions and college
expectations. Finally, Open Doors data accurately identified students who participated in study
abroad. I combined these three data sources to create a unique longitudinal data set that can be
used to examine how study abroad participation impacts college success such as degree
completion.

Institutional records were available for 18,299 new freshman students who entered
college directly from high school in the Fall 2008, Fall 2009, or Fall 2010. I matched these

records with CIRP Freshmen Survey data using student identification numbers; however, only 57%
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of the records were ultimately matched because (1) survey participation was voluntary and not
all freshmen completed it and (2) a number of students did not report their student identification
numbers or provided incorrect information that prevented linking their survey data to
institutional records. I selected the Fall 2008, Fall 2009, and Fall 2010 student cohorts to
examine predictors of study abroad participation associated with academic credit (credit-bearing)
during academic years 2010-2011 (from Fall 2010 to Summer 2011) or 2011-2012 (from Fall
2011 to Summer 2012) (see Table 3.1). As a result, for the cohorts 2008 and 2010, one year of
study abroad participation data was included while for the cohort 2009, two years of
participation data was included. I selected these cohorts and the study abroad participation time
periods based upon input from administrative personnel from study abroad offices at the
university. They indicated that beginning in 2010, the study abroad data collection process
became more systematic and reliable.

Since a majority of students go abroad during their sophomore and junior years (IIE,
2016) due to basic program eligibility requirements that make participation among freshmen
very unusual during the study timeframe, I only considered those students who participated in
study abroad during their second or third years at the university (as shown in Table 3.1). Hence,
students with credit-bearing study abroad experiences prior to the 2010-2011 and 2011-2012
academic years were excluded from the