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It has been suggested that the human experience is an increasingly globalized one
in which people have multiple cross-cultural exchanges or interactions. Given the
growing global interdependence and awareness of common problems facing humanity,
many educational leaders have advocated for the internationalization of higher education.
Student participation in a study abroad program is a common strategy employed to meet
this objective. Educational leaders and decision makers are faced with the difficult task
of balancing competing programs as stewards of institutional and human capital in an
environment of limited resources. This common, yet special challenge, calls us to find an
objective means of evaluating the effectiveness of study abroad programs. The calls, for
internationalizing university curricula come from within the academy as well as from the
increased student demand for international experiences, are being answered in the
affirmative as seen in the recent growth of student participation in study abroad
programs. Traditionally, study abroad has been thought of as an experience that requires
significant interaction with a host culture often consisting of a semester or year in length.
Yet one of the areas of greatest growth has been increased participation in short

programs, usually consisting of 8 weeks or less. While different program types, length,
and objectives vary from institution to institution, in general, it is agreed that
internationalizing higher education should help students prepare for living in the 21st
century. Two foundational constructs often cited as necessary components of this
preparation include global-mindedness and self-efficacy.
The purpose of this study was to determine the differences in outcomes of study
abroad length and participation on general self-efficacy, and attitudes reflecting globalmindedness of students at three private Christian universities. This study sought to
examine the differences between students who had participated for a semester with
students who had participated in a short-term program consisting of 8 weeks or less as
well as students who intended to attend study abroad prior to their actual participation.
Findings and recommendations reflect the context of the current climate of increasing
pressures on university budgets and calls to more accurately measure curricular and cocurricular outcomes.
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CHAPTER ONE
Introduction

A Myriad of voices from diverse quarters call us to prepare ourselves for living in
an increasingly interdependent world. The process of this growing interdependence is
often referred to as globalization. Globalization might best be seen in our own country’s
drive to remain competitive at home and abroad. America’s drive to create jobs at home
and increase profits is only part of the larger context of the world’s economies competing
for a place or a greater share in the global market. One illustration of global competition
can be seen in the number of careers that require some level of fluency in a foreign
language or international experience. The process of change seems ambiguous at best
and unsettling, if not fearful for others. Perhaps change should be expected as Green
(2002) points out,
Globalization is a tricky term, with many different meanings and increasingly
negative connotations. For some, globalization is a fairly neutral description of an
unstoppable reality; its definition points to the flow of ideas, capital, people, and
goods around the world in the context of the diminishing relevance of national
borders. For others, it implies the hegemony of the capitalist system, the
domination of rich nations and corporations over poor, and the loss of national
identity and culture. (p. 11)
Given the growing interdependence and awareness of common problems facing
humanity, it is important that these problems be identified and confronted (Hess, 1982).
Perhaps, the internationalization of curricula and higher education in general is a
response to both the real and imagined effects of globalization. As pointed out in these
comments, the migration of people from their traditional homelands to places of
perceived economic opportunity and other freedoms as found in the United States,
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presents all parties involved with the challenge of working toward mutual understanding
and cooperation.
The rationale or motivation of higher education in general to involve itself in the
exercise of internationalizing itself may vary widely. Stier (2004) suggests three basic
ideologies which exist within higher education foster efforts to internationalize university
campuses and curricula. For some, the motivation is idealism in which
internationalization is good in and of itself. The effort is therefore a means to “increase
awareness of global life-conditions and social injustices” (p. 88) with the hopes of
making the world a better place. Another common ideology, known as instrumentalism,
has as its goals to “maximize profit, ensure economic growth and sustainable
development, or transmit desirable ideologies, transnational corporations, interest groups,
or supranational regimes” (p. 89). More succinctly put, the goal is “to ensure a
sufficiently large labor force, with adequate skills for competence-demanding jobs, in an
increasingly more complex global and multicultural world” (p. 92). Still others hold
what Stier refers to as educationalist ideology, which maintain that contact with other
cultures, customs, and teaching methods deepens the whole educational experience of
both students and faculty.
NAFSA: Association of International Educators (2003) argues that the recent
troubling events associated with global terrorism underscores the need for a national
policy on international education. The following summary encapsulates this report:
The challenges of the new millennium are unquestionably global in nature. This
reality imposes a new and urgent demand on Americans, one this country has
been all too quick to ignore: international knowledge and skills are imperative for
the future security and competitiveness of the United States. The rhetoric of a
decade attests to the widespread recognition of this fundamental truth, yet
concrete steps to fulfill this need have been few. Strong leadership and a coherent

3
policy are still lacking. To address this serious deficit in global competence, the
report of NAFSA’s Strategic Task Force on Education Abroad proposes a
national effort to promote study abroad. We strongly believe that the events of
September 11, 2001, constituted a wake-up call—a warning that America’s
ignorance of the world is now a national liability. Americans in vastly greater
numbers must devote a substantive portion of their education to gaining an
understanding of other countries, regions, languages, and cultures, through direct
personal experience. (p. 6)
Some highly esteemed American values such as self-reliance and individualism may be
detrimental to bridging or creating mutual understanding and cooperation among
different cultures of the world. Given these truths, Americans must develop new ways of
thinking and behaviors to encourage such cooperation and interdependence (Hess, 1982).
One way that educational leaders have addressed these needs in higher education is to
provide students with opportunities to learn and live outside of their home culture
through a variety of contexts and formats commonly known as study abroad programs.
Colleges and universities have often offered opportunities for students to
participate in a study abroad program as an answer to the increasingly difficult question
of “how do educators go about making a university education relevant in a global
society?” (Cash, 1993, p. 1). de Wit (1995) refers to this institutional endeavor as the
activity approach to internationalizing a university campus. NAFSA: Association of
International Educators (2003) believes that higher education institutions in the United
States must step up to the plate to serve the national interests. This organization has
called on college and university presidents to initiate policies and practices that
encourage study abroad on an institution-wide basis. Strategies include: involving the
faculty, easing curricular road blocks, making it affordable, and accessible to a wide array
of students. Several organizations and institutions have indeed stepped up their efforts to
make study abroad available to students. One example of these efforts is the United

4
Negro College Fund’s (UNCF) Institute for International Public Policy which consists of
a complete menu of programs including study abroad, summer policy institutes, intensive
language training, and internships. This program offers underrepresented minority
students the education and training necessary to serve effectively in international affairs
careers (United Negro College Fund, 2005).
The current state of college and university study abroad programs has its roots in
post World War II when soldiers returned to Europe to learn more about the places in
which they once fought. Just following this period of time, Americans were also exposed
to a diverse array of cultures through international students coming to the United States
for their own educational needs. The current number of international students studying in
the United States is over half a million (Davis, 2001). These students have been
welcomed for both the rich cultural diversity they bring as well as the revenue they
generate for schools and local economies.
Both the numbers of American students who participate in study abroad programs
outside the United States and international students continues to increase. Despite this
sustained growth and success, the numbers of American students choosing to study
abroad only makes up about 1% of all students enrolled in post-secondary education in
the United States (Davis, 2001). Students who have returned home from these programs
often speak about their personal growth, intellectual development and greater
understanding of the countries, and cultures in which they have lived.
In a recent study intended to help administrators better understand the process of
internationalizing the curricula and student experiences at comprehensive universities,
Green (2005) attempted to determine common strategies among those institutions
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considered highly active in this process. The list of common strategies used by these
institutions included administering study abroad programs for undergraduate credit. This
particular strategy may be especially strong at these institutions when students are
required to take a general education course with an international focus.
Important questions regarding international education on our college campuses
remain. Hess (1982) suggests that with increasing costs involved in study abroad,
students, parents, faculty, and administrators must be persuaded of its value and merit.
Leaders and decision makers are faced with the difficult task of balancing competing
programs in an environment of limited resources. According to recent analysis from the
American Council on Education, a comparison of the views of educational administrators
in the United States, Canada, and Europe indicate that several issues must be resolved.
This very pointed analysis raises questions including the following:
To what extent can colleges and universities demonstrate that they actually fulfill
their claims that they prepare students for citizenship and provide disinterested
scholarship, and that their benefits accrue to the larger society?; Can institutions
back up their claims that they, unlike the new providers, exist to serve the public
good and are not simply providing students with employment credentials?; What
forms of quality assurance can institutions use to protect students?; What kinds of
curricular changes can ensure that all higher education graduates are globally
competent? (Green, 2002, p. 13)
Possibly as a function of closer scrutiny from their constituents, decision makers
within higher education have recently called for a more objective means of evaluating the
worth of study abroad programs. This is needed to help pave the way for developing
more effective and affordable programs. It therefore becomes important to document
both the accomplishments and failures of study abroad programs so that it might be
determined whether or not they promote the educational objectives set by educators
(Cash, 1993).
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One concern that merits the attention of the educational research community is
that of the growing trend toward shorter study abroad programs. The programs, in which
students have traditionally enrolled in for academic credit, were either a semester or year
in length. A recent Open Doors 2000/2001 report (Davis, 2001) shows that the recent
growth of study abroad can be attributed to the increase in programs involving sessions of
8 weeks or less. Perhaps as a reflection that short-term study abroad programs are more
related to tourism than education, these are sometimes referred to as study abroad tours
(Hopkins, 1999).
It seems important to note, as pointed out by Lewis, that students may not choose
to study abroad for a variety of reasons (Lewis & Niesenbaum, 2005). These may
include financial limitations, fear for personal safety, or lack of academic fit. The latter
rationale can be particularly inhibiting with certain degree plans and the nature of
courses. The sciences and pre-health profession majors are often cited as especially
difficult to accommodate during a semester abroad. This is usually due to
recommendations made by advisors to take certain courses in close sequence and
approximation to one another, making it especially difficult to leave the home campus for
an extended period of time. Lewis argues that short-term study abroad programs are an
excellent alternative for these types of students.
Previous studies aimed at measuring the effects of study abroad on student
participants have involved the more traditional, longer programs. As noted previously,
recruiting and retaining students as consumers is a reality that all institutions of higher
education must face. It follows then that if educators have questions about the ability to
meet educational objectives or achieve student outcomes in relation to programs of at
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least one semester in length, they should be equally concerned, if not more, about
meeting the objectives set for students in an even more condensed time frame.
Just as the federal government must consider which educational programs
effectively meet the goals and needs of the American public, state and local leaders must
be accountable to their constituents in the use of entrusted resources provided to achieve
specific goals (Lingenfelter & Lenth, 2005). Assessing the effectiveness of international
programs must be considered an essential part of national, state, and institutional leaders’
responsibility to increase the cost-effectiveness of programs intended to meet their goals.
The assessment of the study showed outcomes as a necessary and vital element in
the development of quality progress. This special need was expressed by Dr. Richard
Gathro, Executive Vice President of the Council for Christian Colleges and Universities.
He expressed his need to have information about the differences among students of study
abroad for differing amounts of time (Appendix E).

Statement of the Problem
Student participation in a study abroad program is frequently cited as an important
tool for internationalizing campuses and helping students to prepare for living in the 21st
century. Some have suggested that participation in a study abroad program increases
student self-efficacy and global mindedness. Recent growth in participation in short-term
study abroad programs raises an important question about the differences between
student outcomes for semester-long and short-term study abroad participants. All stake
holders and constituents in higher education must not only be convinced of the value of
study abroad by having objective means of evaluating its worth, they must also
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understand what differences, if any, exist between students who choose to study abroad
for different amounts of time.

Purpose of the Study
The purpose of this study was to compare the differences of personal
characteristics, general self-efficacy, and social attitudes reflecting global-mindedness of
student participants at three private Christian universities’ (Abilene Christian University,
Baylor University, and Pepperdine University) study abroad programs. This study sought
to examine the differences between students who had participated in a semester-long
program and students who had participated in a short-term program consisting of eight
weeks or less in length. The study will also establish the baseline levels of self-efficacy
and global-mindedness of students intending to attend a program at these institutions
prior to any potential study abroad experience.

Research Questions
Specifically, this study addressed the following research questions:
1. How do the demographic characteristics of students who intend to study
abroad, those who have completed a study abroad experience of eight weeks or less, and
those who have completed a study abroad experience of a semester differ from one
another?
2. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those on the home campus who intend to study abroad in the
future?
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3. Are there differences in general self-efficacy in students who study abroad for
one semester and those on the home campus who intend to study abroad in the future?
4. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those who study abroad for a semester?
5. Are there differences in global-mindedness in students who have completed a
study abroad program of eight weeks or less and those on the home campus who intend to
study abroad in the future?
6. Are there differences in global-mindedness in students who study abroad for a
semester and those on the home campus who intend to study abroad in the future?
7. Are there differences in global-mindedness in students who study abroad for
eight weeks or less and those who study abroad for a semester?

Research Methodology
A brief description of the research methodology used in this study is noted here.
A non-equivalent control group design using convenience sampling was employed. One
instrument was used to gather selected demographic information as well as information to
measure participants’ general self-efficacy and global-mindedness.
Those intending to study abroad prior to their participation in a study abroad
program were selected as a comparison group to help minimize differences in motivation
among all three groups. Groups attending the short-term and semester-long programs
were administered the questionnaire upon completion of their respective programs, while
those students intending to participate in either a short-term or semester-long program
completed the questionnaire prior to their departure. It should be noted that the group
consisting of students intending to study abroad were selected on the basis of their
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intention to participate in the same type of programs in which the short-term and
semester-long groups had already completed.

Definition of Terms
1. Direct Enrollment – Direct placement of U.S. students into the host country’s
educational system. This type of study abroad program may include either one-way or a
more traditional two-way exchange of students and/or faculty. Faculty from the host
institution teach the courses and students are housed independently or with students from
the host institution (Hanouille & Leuner, 2001).
2. Ethnocentrism – The assumption that one’s own world view is central to all
reality (Bennett, 1993).
3. Ethno relativism – An understanding that cultures can only be fully
comprehended relative to each another. A specific behavior can only be understood
within each culture’s context. Cultural differences are therefore neither good nor bad
(Bennett, 1993).
4. Globalization – A worldwide process that implies standardization across
cultures that occurs as technology, migration, and education become dispersed around the
globe. This process suggests that ultimately the world will evolve into greater levels of
sameness or homogenization (McCabe, 2001).
5. Global/World mindedness – Global/World mindedness is a term used to
denote a worldview in which an individual perceives his or herself as connected to the
world community and is aware of his or her responsibility for its members. This sense of
obligation is reflected in attitudes, beliefs, and behaviors (Hett, 1991).
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6. Hybrid Programs – This type of study abroad program includes opportunities
for students to be enrolled directly in courses of the host institution as well as in courses
taught by faculty from the home university. Housing options may also include home
stays, hostels, or housing leased or owned by either the home or host countries (Hanouille
& Leuner, 2001).
7. International Education – A term used interchangeably with Global Education
to describe the activity of teaching or studying about the differences and similarities
between at least two different countries of the world in areas that may include, history,
geography, political science, languages, cultures, and religions.
8. Internationalization – The process of integrating an international or
intercultural dimension into teaching and is often referred to as “internationalizing the
curriculum,” but also includes an integration of this dimension into research and service
at institutions of higher education (Knight, 1994).
9. Island Program – This type of study abroad program is often thought of as a
self-contained academic program. Students take courses alongside other students from
the home institution. Faculty may be employed and travel from the home institution or
hired locally at the site of the host country. Typically, classrooms are outside any local
host university while the language of instruction is English - with the exception of foreign
language courses (Hanouille & Leuner, 2001).
10. Long-Term Study Abroad Programs – Long-term study abroad programs
referred to in this study denote those programs of at least one semester in length.
11. NAFSA: Association of International Educators – A leading professional
organization promoting the exchange of students and scholars to and from the United
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States. Originally, NAFSA was the acronym for the National Association for Foreign
Student Affairs but was later dropped and only remains as a sign of it past history. Today
the organization promotes and provides professional development opportunities in
international education.
12. Self-Efficacy – “Self-efficacy is the belief in one’s capabilities to organize and
execute the courses of action required to produce given attainments. A person’s beliefs
about themselves influence their course of action, effort, perseverance, and level of
achievement realized” (Bandura, 1997, p. 3).
13. Sheffe’s Test – This post hoc test is typically used to ascertain the significant
differences between group means in which an analysis of variance is calculated. Post-hoc
comparison procedures particularly take into consideration that two or more samples
were used.
14. Short-Term Study Abroad Programs – Short-term study abroad programs refer
to those programs of eight weeks or less in length.
15. Study Abroad Programs – Sometimes referred to as Education Abroad
Programs, study abroad programs are organized educational activities in which students
enroll in courses for academic credit. These activities take place in a country other than
the student’s home country.

Participants in the Study

Institutional Demographics and Mission
The universities and programs selected for inclusion in this study were chosen for
a variety of reasons. First, it should be noted that all three of the institutions have similar
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mission statements reflecting a Christian heritage. Additionally, these institutions share a
common ethos reflected in their intention to integrate faith and learning into both the
curricular and co-curricular aspects of the universities.

Abilene Christian University. Abilene Christian University (ACU), a private,
comprehensive university was founded in 1906. The campus is located on 208 acres in
northeast Abilene, Texas approximately 180 miles west of the Dallas/Fort Worth
metroplex. ACU has a total student population of more than 4,800 students, including
550 graduate students. Students come to ACU from 50 states and 60 countries. Abilene
Christian University offers approximately 100 baccalaureate majors, 27 master's degree
programs, and one doctoral program. ACU is affiliated with the Churches of Christ.
The mission of Abilene Christian University is to educate students for Christian
service and leadership throughout the world. The mission statement indicates an
emphasis on providing cross-cultural learning opportunities for its students. An
additional indication of its international interest can be seen in the recent theme used in
marketing the university known as “Change the World.”

Baylor University. Baylor University was chartered in 1845 by the Republic of
Texas. Baylor has more than 14,000 students and offers 147 baccalaureate degree
programs at the undergraduate level. Baylor also offers 23 master's degrees and 21
doctoral degrees. The 735-acre campus is located in the central Texas city of Waco.
Baylor University is affiliated with the Baptist General Convention of Texas.
The mission of Baylor University is to educate men and women for worldwide
leadership and service by integrating academic excellence and Christian commitment
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within a caring community. The expanded purpose statement expresses Baylor’s
commitment to excellence in teaching, research, and service both locally and globally. In
the current 10 year vision statement, known as Baylor 2012, there are several references
to helping students develop a Christian world-view and hiring world class faculty. More
specifically stated, imperative 10 of the vision statement calls on the university “to
strengthen our efforts in international education, we will increase the number and quality
of Baylor's international programs, raise the level of participation by students in studyabroad programs and the percentage of international students on campus, expand
international opportunities for faculty and graduate students, enrich the quality and
application of the study of modern foreign languages and gather an ethnically diverse
faculty and student body” (Baylor University, 2002, p. 1).

Pepperdine University. Pepperdine University was established in 1937 and the
main campus is located on more than 800 acres in Malibu, California. Approximately
3,000 undergraduate students in more than 35 majors enroll in Seaver College with more
than 5,000 students in the graduate schools of Business, Psychology, Law, and Public
Policy. Pepperdine University is affiliated with the Churches of Christ.
The mission statement of Pepperdine University (2005) states that “Pepperdine is
a Christian university committed to the highest standards of academic excellence and
Christian values, where students are strengthened for lives of purpose, service, and
leadership” (p. 1). The university continues to be guided by the thoughts expressed by its
founder Dr. George Pepperdine who said,
Therefore, as my contribution to the well-being and happiness of this generation
and those that follow, I am endowing this institution to help young men and
women prepare themselves for a life of usefulness in this competitive world and
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to help them build a foundation of Christian character and faith which will survive
the storms of life. (p. 1)

Study Abroad Programs by Institution
The types of programs selected for this study were all classified as Island
programs. These types of programs were organized and operated by the home institution
in the United States. Students from each of the respective institutions enrolled in courses
found in their home institutions catalog and with the exception of a few courses, studied
with faculty from their home campus who traveled with them abroad.

Abilene Christian University. Abilene Christian University short-term and
semester-long programs are located in Oxford, England and Montevideo, Uruguay.
These sites are the only two, year round programs maintained by Abilene Christian
University. Semester-long programs require that students enroll in 16 semester credit
hours. All semester-long participants are required to enroll in a one hour credit course,
entitled “An Introduction to Global Studies,” in which students must learn basic concepts
of cross cultural adjustment. Students are also required to submit a reflection paper at the
conclusion of their sojourn.
Participants in Abilene Christian University’s short-term study abroad programs
must enroll in at least six hours of credit. The course offerings for summer programs
typically involve upper level courses from a specific academic discipline. Any one
session, either in the short-term or semester long program, is limited to approximately 30
to 35 students.
The organizational infrastructure for study abroad programs at Abilene Christian
University includes dedicated office space and human resources housed within the
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Abilene campus. This infrastructure also incorporates the university’s resources for
communication and technology support through which they are able to promote and
organize international programs and initiatives.

Baylor University. Baylor offers a number of semester-long programs in
conjunction with exchange agreements with foreign universities. Through agreements set
up through Baylor’s Center for International Education, students may be accepted to
participate as a part of an official Baylor exchange program. Students also participate in
direct enrollment programs in which academic credit is transferred from the host
institution back to the home institution. Only those students that have participated in the
Maastricht program were included in this study.
Baylor University requires participants in their semester-long program in
Maastricht, Netherlands to enroll in at least 14 semester credit hours. The participants
involved in the semester-long programs are required to enroll in at least two courses
which are offered through the Center for European Studies at the University of
Maastricht. These courses have strong cross-cultural or comparative content.
Students participating in one of Baylor’s short-term study abroad programs must
enroll in three to six credit hours. The course offerings for these types of programs
typically involve upper level courses from a specific academic discipline. The number of
students admitted to either the short-term or semester-long programs is limited to
approximately 30 students per session.
The organizational infrastructure for study abroad programs at Baylor University
also includes dedicated office space and human resources housed within the Waco
campus. This infrastructure also incorporates the university’s resources for
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communication and technology support, through which they are able to promote and
organize international programs and initiatives.

Pepperdine University. Students from Pepperdine University who participate in
semester-long programs are expected to enroll in between 12-18 hours. Pepperdine
University has semester-long programs in Buenos Aires, Argentina; Heidelberg,
Germany; Hong Kong, Japan; Florence, Italy; London, England; and Lyon, France as
well as short-term programs in more than two dozen countries. Semester-long
participants must enroll in a one credit hour course in which they are required to keep a
personal journal outlining and chronicling their experiences. Students who had attended
Pepperdine’s Heidelberg, Germany semester-long program were selected for this study
because of the program’s similarities with the programs at the other institutions.
Semester-long students enrolled in the Heidelberg, Germany program are required to take
one course in German as a Foreign Language.
Participants in Pepperdine University’s short-term study abroad programs may
enroll in three to six credit hours. The course offerings for short-term programs typically
involve upper level courses from a specific academic discipline. Students who had
participated in a short-term program were chosen from programs in London, England;
Florence, Italy; and Heidelberg, Germany. The number of students admitted to either the
short-term or semester-long programs is limited to approximately 50 students per session.
The organizational infrastructure at Pepperdine University study abroad programs
also includes dedicated office space and human resources housed within the Malibu
campus. This infrastructure also incorporates the university’s resources for

18
communication and technology support through which they are able to promote and
organize international programs and initiatives.

Student Participants
The subjects for the experimental, short-term study abroad groups were full time
students enrolled in an undergraduate degree program at ACU, Baylor, and Pepperdine
who had participated in a short-term study abroad program consisting of 8 weeks or less
in length. Subjects for the semester-long study abroad group were students enrolled in an
undergraduate degree program at ACU, Baylor, and Pepperdine who had previously
participated in a semester-long study abroad program. All students included in this study
were enrolled as full time students at their respective universities at the time of
completing the questionnaire.
Subjects for the third group or otherwise indicated in this study as those intending
to study abroad, consisted of full time undergraduate students enrolled at their respective
home campuses of ACU, Baylor, and Pepperdine during a regular semester that had been
accepted or admitted to attend a short-term or semester-long study abroad program
through their institution. These students successfully met all of the criteria for admission
to attend a study abroad program and were awaiting the particular session for which they
had been admitted. Those intending to study abroad prior to their participation in a study
abroad program were selected as a comparison group to help minimize differences in
motivation among all three groups.
While each of the schools do have programs in countries where English is not the
first language, none of the universities have a target level of language competency as a
prerequisite of acceptance. Student housing for all of the long and short-term programs
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examined in this study consisted of multiple room structures much like a large house or
flats in close proximity to one another. All multiple room facilities were either owned or
leased by the institutions considered in this study.
Semester-long student participants at each of the institutions were typically
involved in one of these programs during their sophomore or junior year. Most of the
courses offered during the semester-long programs met the university’s general education
requirements. This also enabled the university to provide the widest selection of courses
to the greatest cross section of academic majors as possible. All of the institutions had a
minimum number of courses which students completed on the home campus before they
were eligible to study abroad. The nature of the three programs chosen for this study was
such that the majority of courses offered to students were in the areas of the traditional
liberal arts and social sciences while a few courses were offered in business and the
sciences. Typically, courses were offered which were related to the language, literature,
fine arts, and behavioral sciences with historical or contemporary connection to the site in
which the program was held. Curricular and co-curricular activities in these programs
also included a variety of community service-learning opportunities and course related
travel. A portion of the course work also included an element of recording personal
reflections. Students typically participated in personal travel during weekends and
official school breaks. A few students extended their stay beyond the regular term
(usually less than an additional 2 weeks) in order to take advantage of personal travel.
Short-term study abroad programs at each of these institutions were
characteristically eight weeks or less in length and were meant to correspond with the
traditional summer sessions at their respective universities. The most common amount of
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time spent in one of these programs was 4-5 weeks in length during what was usually
known as the first or second summer session. Shorter terms of 2-3 weeks were also not
uncommon during the summer or winter breaks. Each of the universities sent one or
more of their faculty to lead a variety of sessions often centered on a certain theme.
These typically offered courses for upper level students, or courses required in majors
whose content or format do not easily adapt to a semester-long program. All of the shortterm study abroad programs referred to in this study required that students enroll in three
to nine semester credit hours.
All study abroad programs offered at each of the universities required that
students meet additional requirements before being considered eligible to attend. The
application process at each of the schools included completing a formal application,
submission of acceptable personal references, additional forms requiring a student’s
signature indicating that they understood the rules and regulations of the program, and an
application fee or deposit. Applicants were also required to complete an interview with
one of the visiting faculty or study abroad program staff.
Abilene Christian University and Pepperdine University required a minimum of a
2.5 grade point average before a student may be considered for participation in a study
abroad program. Baylor University required students to have at least a 3.0 cumulative
GPA to be considered for its study abroad programs in Maastricht, Netherlands. Students
at each of the institutions enrolled in credit bearing courses while studying abroad.
Students received an evaluation of their performance in the form of a letter grade just as
they did in courses taken on the home campus. Additionally, students completed both
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program and course evaluations at the conclusion of study abroad sessions on a regular
basis.

Faculty Selection
The selection process for faculty to participate in study abroad during the fall and
spring semester may differ from that used for selection of those that teach during shortterm summer sessions. Typically, faculty selected to teach during a semester-long study
abroad program had successfully obtained tenure. The faculty was also selected based
upon their area of expertise, and its connection with the culture, history, and environment
of the study abroad site. Faculty appointments take into account previous teaching or
living experience abroad, flexibility, and willingness to serve in multiple roles that might
include acting academic or campus life dean. Faculty must also be willing to recruit
students to enroll in the program as well.
Visiting faculty from the home institution may be expected to teach two or three
courses. Some faculty may also be involved in research or service as a part of their study
abroad assignment. Compensation for participation in semester-long program usually
included a faculty member’s regular salary, travel expenses, accommodation as well as
funds for professional development. Additional benefits included accommodation and
travel expenses for a spouse and children.
Many of the requirements for faculty that served during a short-term summer
session abroad are the same. However, the course load reflected the shorter time period.
Some faculty members were involved in research. These programs had a tendency to be
more popular with faculty who had young families or those who had additional
responsibilities during the regular semesters such as a committee service or research.
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This meant that short-term programs also provided more opportunities for junior faculty
as they break from the activities found on their track to obtaining tenure. It should be
pointed out that short-term programs are typically initiated, facilitated, and led by faculty.
Compensation for participation in short-term programs usually includes summer pay on a
per course basis, accommodations, and other expenses related to travel.
Each of the universities in this study employed a full time on-site director or
coordinator who was responsible for the administration of all of its programs. The onsite director played many roles and has numerous responsibilities that included classroom
management, organization of service learning opportunities, and program related
excursions. The on-site director often served in the role of academic dean, responsible
for the academic quality of the program. Another role filled by the on-site director is that
of dean of campus life in which student community life and safety are paramount. In
addition to these responsibilities, on-site directors also had teaching responsibilities of
one or two courses during the semester. During the short-term programs, his or her
responsibilities were sometimes limited to administration. The on-site director may or
may not have been a tenured faculty member of the home institution.
It should also be noted that all three of the programs involved in this study
employ support staff. These individuals served in a variety of roles including the
implementation and supervision of co-curricular activities, student mentoring, and the
management of budget and finances.
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Limitations
1. The researcher’s involvement in study abroad programs may have influenced
the interpretation of data and conclusions relevant to this study. Extensive effort was
made in the methodology to avoid this potential bias.
2. It is thought that among some communities of faith, there are fears of a
movement among some United Nations member countries to consolidate power to create
global governance. This is frequently referred to as The New World Order. It is often
linked to such terms as “globalization.” Even among students from religious heritages
other than Christianity, the term globalization may carry a negative connotation that
suggests a kind of neo-colonialism in which indigenous cultures are forced to assimilate
into invading cultures (McCabe, 2001). Critics of globalization point to disruptive effects
which result in greater gaps between the rich and poor, the spread of a culture of
violence, and widespread environmental degradation (Slimbach, 2001). Because of the
characteristics of constituents of the universities under consideration in this study, some
student responses may have reflected a prejudice against questions about globalmindedness.
3. Students at each university were assessed a program fee in addition to the
costs associated with tuition, room, and board. These additional costs may have limited
access to study abroad program participation.
4. Participants that took part in a study abroad experience varied in the amount
of time between their semester or summer of participation and the time at which they
completed the on-line survey. These differences in distance dictate that the application of
results to other study abroad programs should be made with caution.
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5. The organizational infrastructure at all three universities include dedicated
office space and human resources housed within each of the home campuses. This
infrastructure also incorporates each university’s resources for communication and
technology support through which they were able to promote and organize international
programs and initiatives. The organizational infrastructure and administrative support for
study abroad programs in the United States varies by institution. Therefore, application
of these results must be applied to other study abroad programs with caution.

Delimitations
1. The study assumed that students responded truthfully to all measures
including self-efficacy and global-mindedness.
2. Students who failed to complete the measures on global-mindedness and selfefficacy were removed from the study.
3. All students who participated in this study were informed about the study and
only those who voluntarily completed the measures of global-mindedness and selfefficacy were included in the study.
4. This study was limited to students eligible to participate in a study abroad
program at their respective universities.
5. Study abroad programs conducted through Abilene Christian University,
Baylor University, and Pepperdine University were unlike any other study-abroad
programs because of the particular missions of the schools and the specific makeup of
their students, faculty, and administrators. Therefore, application of these results must be
applied to other study abroad programs with caution.
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Summary
Recent growth in participation in short-term study abroad programs raises
significant questions about the differences between student outcomes of semester-long
and short-term study abroad participants. Educators and administrators in higher
education as stewards of both the human and financial resources entrusted to them must
be certain of the value of study abroad by having objective means of evaluating its worth,
and understanding what differences, if any, exist between students who choose to study
abroad for different amounts of time.
The objective of this study was to compare the differences of personal
characteristics, general self-efficacy, and social attitudes reflecting global-mindedness of
the student participants of three private Christian universities’ (Abilene Christian
University, Baylor University and Pepperdine University) study abroad programs. This
study sought to examine the differences between students who had participated in a
semester-long program and students who had participated in a short-term program
consisting of eight weeks or less. The study ascertained the base levels of self-efficacy
and global mindedness of students intending to attend a study program at these
institutions prior to any potential study abroad experience.

CHAPTER TWO
Review of the Literature

Background
The number of American students who participate in study abroad programs
continues to increase. During the 2002-03 year, 174,629 U.S. students studied abroad, a
new record total number of students to have studied abroad in a year. This number is an
increase of 8.5% over the previous year and a growth of nearly 130% since the mid1990s. Almost 50% of the total number of participants during that year took part in a
short-term study abroad program of eight weeks or less. According to the Institute of
International Education (2004), short-term programs have grown more than any other
type of program.
Approximately 9 out of 10 students that study abroad participate in a program of
one semester or less. Despite sustained growth and success, the numbers of American
students choosing to study abroad only makes up about 1% of all students enrolled in
post-secondary education in the U.S. (Hey-Kyung & Gallup-Black, 2004). Students who
have returned home from these programs often speak about their personal growth,
intellectual development, and greater understanding of the countries and cultures in
which they have lived.
Again, it is important to reflect on the concerns of university and college leaders
in the post 9/11 world. Prior to the events of September 11, 2001, there was strong public
support for student participation in study abroad programs. Survey results indicated that
contrary to expectations, there was actually a slight increase in public support after 9/11
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(ACE, 2002). It is noteworthy, that despite this sustained support, the public is less
intense in their support when they are asked about encouraging their own children to
participate in such a program (ACE, 2002). It is especially interesting to note that in this
same study, more than 50% of university and college faculty believe that college
undergraduate students should participate in a study abroad program before they
graduate. Information gathered after September 11, 2001 indicates that only 12% of the
faculty is less likely to advise students to participate in a study abroad program.
As a part of the call for the internationalization of higher education in the United
States, some speak out in favor of an international experience as an important, if not
essential aspect of a college education. One indication of the priority being given to
student participation in an international experience was recently noted in the May issue of
Harvard University’s (2005) National On-Campus Report. It is significant to note that
the United States leading institution of higher education has increased its level of
commitment to making an international education experience a priority for its students.
During a recent speech, Harvard President Lawrence Summers indicated that the
university would begin emphasizing study abroad for undergraduate students. While
almost 800 students had an international educational experience in 2003 -2004, degree
programs and course offerings were not conducive or encouraging for more students to
participate. In response to this commitment from the institution, the faculty was asked to
create room in the curriculum for students to have a study abroad program.
According to Engle and Engle (2001), the most prominent, if not the only
measurement of an American university’s or college’s level of internationalization, is
found in its statements and statistics regarding its involvement in study abroad programs.
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Green (2005) found that among comprehensive universities, more than 95% of those
considered highly active in the pursuit of internationalizing their curricula administered
study abroad programs. This was compared to 82% of those institutions considered less
active. In the same study, Green reported a significant difference between highly active
and less active institutions in the number of students who studied abroad annually.
Levy (2000) suggests that a study abroad experience was once viewed as an extra,
reserved for the economically and socially privileged. Rather than seen as a luxury to
cushion the curriculum vitae, it has become viewed as a necessity for employment or post
graduate work. In one recent study investigating the long-term impact of study abroad,
Norris and Gillespie (2005) found significant differences among study abroad alumni
now employed in international careers and those alumni who did not seek vocations with
global ties. Those now employed in the international arena were almost three times more
likely to have altered their career plans following study abroad. They were also
significantly more likely to have had their decision to attend graduate school influenced
by their study abroad experience. The results of this study seem to suggest the
importance of a study abroad experience in preparation for work in an increasingly global
economy as more than half of the respondents reported that they were now involved in
careers which included a global facet.
The National Council for Social Studies (2004) drives this point home in a
position statement regarding international education which states,
Global and international education are important because the day to day lives of
average citizens around the world are influenced by the burgeoning international
connections. The human experience is an increasingly globalized phenomenon
with which people are constantly being influenced by transnational, crosscultural, multicultural and multiethnic interaction. (p. 293)
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This advance is seen by some as the key ingredient that makes it possible for people to
develop skills and tools essential to thrive if not, survive in a globalized world (McCabe,
2001). In referring to the internationalizing of higher education in the United States,
Knight (2004) says,
The world of higher education is changing and the world in which higher
education plays a significant role is changing. There are many reasons for
transformation. Key drivers of change are the development of advanced
communication and technological services, and increased international labor
mobility, more emphasis on the market economy, and the trade liberalization,
focus on the knowledge society, increased levels of private investment and
decreased public support for education and life-long learning. The international
dimension of post secondary education is therefore becoming increasingly
important and, at the same time more complex . . . study abroad might be
considered as the internationalization strategy. This refers to both programs and
organizational initiatives at the institutional level. This term implies a more
planned, integrated and strategic approach. It is one of many approaches. Others
include student exchange programs, foreign language study, internationalized
curriculum, international students, visiting lecturers and scholars. The question
becomes, is it cost effective. (Knight, 2004, p. 5)
Anderson (1982) goes so far as to call the idea of questioning the worth of
internationalizing an American education as nonsensical. More than 20 years ago, he
predicted that Americans would find the absence of foreign language competency as
embarrassing and the lack of cross-cultural awareness as dysfunctional. He suggests that
this means that U.S. citizens are unable to become effective contributors in political and
social action and make them predisposed to exploitation and unable to protect the interest
of others. According to Berman and Miel (1984), experiential learning, such as that
provided by study abroad, helps to encourage learning that questions local, regional, or
national prejudices. Hoffa and Hoffa (1996) suggest that a study abroad experience “can
lead into the global job market – if students perceive their experience as part of
undergraduate degree preparation and not as isolated interludes” (p. 1).
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International education is not just a phenomenon with which colleges and
universities in the United States have concerned themselves. A recent comparative study,
conducted by the Chinese Academy of Sciences involving an investigation of academic
and scientific contributions made by study abroad returnees and those who had not
participated in a study abroad experience, noted significant differences (Xiaoxuan, 2004).
Study abroad returnees were found to have made more contributions in a variety of
spheres including scholarly publications and scientific research. This study also noted
that the language skills gained during the study abroad experience enabled scholars to
track cutting edge developments in their particular fields of study and research.
Writing about Higher Education across Europe, Teichler (2004) suggests that
international education is no longer limited to a few, select institutions. Institutions that
were once regarded as national or regional in their outreach and emphasis have come face
to face with the need to become internationally oriented. He does not, however, view
internationalization as a new trend or occurrence. In the context of understanding higher
education in Europe over the past 200 years, he believes that it would be more
appropriate to talk about the re-internationalization of colleges and universities. The
current total of post-secondary students traveling abroad within Europe stands at about
3%. This should be understood in contrast to the 10% who participated in similar types
of experiences more than a century ago.
It should be pointed out here that there are limits to the globalization or
internationalization of colleges and universities. Woolf (2002) suggests that unhindered
student mobility is a myth because there are few similarities between educational systems
of the world. He believes that when educators do not recognize that at least some basic
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differences exist or assume that systems are basically the same, both students and faculty
may become deterred in their pursuit of understanding and appreciating cultural
differences. It should be pointed out here that there are limits to the globalization or
internationalization of colleges and universities. Furthermore, there are very few
“international” universities, since most institutions are accredited and funded at the
regional or national level. He argues that we should be careful to distinguish between
universities with international interests and international universities.
Based upon this thinking, it would be reasonable to assume that the number or
size of study abroad programs offered at any one institution would translate into greater
internationalization at particular institution of higher education. However, the effects of
internationalization measured in terms of the number of an institutions study abroad
programs seems unclear at best. A study of more than 1,000 students from six U.S.
universities found that students attending institutions with nine or more overseas
programs were less cosmopolitan in their attitudes than those from moderately involved
(five to eight overseas programs) and low involvement institutions (one to four overseas
programs) (Sharma, Klasek, Harre, Dorn, & Walker, 1991).
Furthermore, Sharma et al. (1991) found that U.S. students from low involvement
institutions had the most positive responses in the area of “support for internationalism,”
“worldmindedness,” and “acceptance of international students” (p. 200). Accordingly,
they suggest that the significant differences between low and high involvement
institutions may be found in the combination of interest and commitment to both off
campus programs and campus interaction between U.S. and international students. This
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study suggests that the number of study abroad programs alone is not the best strategy for
internationalizing the campus.
While many students believe that having a study abroad experience improves
their opportunities for employment and leisure, Bollen (2001) argues that at some
institutions students are pushing internationalization faster than faculty. This push or
emphasis is often blamed on consumerism. Any hint of consumerism has often created a
conflict with those that insist that a traditional liberal arts education should be pursued
just for the joy of learning. In this regard, Bollen says that
Consumerism has had an indelible impact on education in general and study
abroad in particular. Attitudes of students, parents, practitioners, and government
officials toward education have been shaped by a view of programs as
commodities. The commercial pressures helped form everything from student
behaviors to government policies. The professionalization of the international
education field and in some cases internationalization of an institution results
from market pressures brought by students on institutions. Institutions
increasingly see study abroad as a way to attract students and realize that it must
be run well to serve its market purposes. (p. 196)
If the concerns expressed by Bollen (2001) have any validity, these trends raise
important questions regarding international education on our college campuses both at
home and abroad. If, according to McCabe (2001), it is essential to develop a skill set
needed to survive in a globalized world, it will require that educators be concerned about
the types and subsequent benefits of a study abroad experience. Administrators have
begun to recognize that with increasing globalization come both opportunities and
responsibilities for higher education to take action.
While many factors must be considered, it seems more and more apparent that
administrators are answering yes to the question, “is study abroad educationally
enriching?”(Gmelch, 1997, p. 475). When considering the increasing costs involved in
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study abroad, students, parents, faculty, and administrators must be persuaded of its value
and merit. Decision makers within higher education have called for a more objective
means of evaluating the worth of study abroad programs. It therefore becomes important
to document both the accomplishments and failures of study abroad programs so that it
might be determined whether or not they promote the educational objectives set by
educators (Cash, 1993). If some form of consumerism is at the root of program selection
and length of study, it is the responsibility of study abroad professionals and other
educational administrators to make carefully informed and educated decisions in order to
avoid calling into question the quality and integrity of study abroad programs (Bollen,
2001).

Length of Study
Traditionally, students have enrolled for academic credit either for a semester or
year in length. Interestingly, a recent Open Doors Report 2000/01 shows that the recent
growth of study abroad can be attributed to the increase in programs involving sessions of
two months or less (Davis, 2001). These are sometimes referred to as study abroad tours
(Hopkins, 1999). Previous studies aimed at measuring the effects of study abroad on
student participants have involved the longer semester and year long programs. If
educators are uneasy about the value of programs of at least one semester in length, they
should be equally concerned about whether or not their objectives for students to become
better prepared for working and living in the 21st century can be met in an even more
condensed time frame.
According to Ashwill (2004), 91% of students from the U.S. attending a study
abroad program do so for a semester or less and that such experiences are better

34
described as a brief introduction to a country rather than an occasion to develop some
form of intercultural competence. If participation in study abroad is to be considered as
an investment in a student’s future, administrators, parents, and students alike must
consider what length of time constitutes a reasonable rate of return (Eustis, 1986).
According to Zamastil-Vondrova (2005), it may be determined that if students come to a
greater appreciation of cultural differences and a more positive attitude about foreign
language study and travel from a study abroad experience, then faculty and
administrators might decide that this is as important as a student’s cognitive
development.
If, on the other hand, it can be determined that there are no significant differences
between student outcomes of those that spend a semester and those that spend
significantly less time abroad, then administrators must decide what action to take.
Colleges and universities may come to the conclusion that they must continue to find
ways to develop and promote these shorter term programs or find ways to ensure that
participation in a semester-long program results in a significantly higher rate of desired
outcomes.
Faculty and administrators must be prepared to act accordingly if student
participation in a semester-long study abroad program results in significantly greater
desired outcomes. If this is the case then educators should encourage student
participation in programs of this length and look for ways to increase the desired
outcomes in shorter programs typically taken during the summer.
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Short-term Study Abroad
Kitsantas and Meyers (2001) sought to examine the link between students’
participation in a study abroad and cross-cultural awareness. The experimental group
consisted of 13 students enrolled in a summer study abroad course while the control
group was made up of 11 students enrolled in a summer graduate course on their home
campus. Both groups of students were administered with a personal data questionnaire
and the Cross-Cultural Adaptability Inventory. Pre-test results of the Cross-Cultural
Adaptability Inventory did not indicate significant differences between experimental
study abroad participants and the control group. Significant differences were found
between these groups on respective post-test responses to the Cross-Cultural Adaptability
Inventory. Kitstantas and Meyer believe that these results indicate that study abroad
enhanced cross-cultural awareness. It was further suggested that the differences noted in
this study show that study abroad students were able to successfully deal with the
difficulties of cross-cultural experience, develop more adaptable role behavior as well as
to show understanding and regard for the host culture.
Lewis and Niesenbaum (2005) found that participation in a two week study
abroad experience in a Latin American country required as a part of a semester Biology
course yielded many benefits. Students from one university who had participated in this
particular course during the past six years were surveyed to measure outcomes. The
benefits noted from this study abroad experience included non-science majors registering
for upper level Biology while Biology majors enrolled in additional Spanish courses back
on the home campus. It was also reported that nearly 50% of these students participated
in a subsequent study abroad program following this experience. Finally, student
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participation in this short-term experience influenced their assessment of the advantages
and disadvantages of globalization.
Research examining the outcomes of short-term study abroad has not been
conclusive. One recent study measuring the influence of study abroad participation on
the development of a global perspective and attitudes toward cultural diversity indicates
that the qualitative and quantitative data provide researchers with two very different
stories (Zhai, 2000). Demographic and other survey data do not demonstrate or suggest
any significant changes in these variables as they relate to participation in a study abroad
program. Quantitative data do not indicate that students attending a summer study abroad
experience were influenced in any significant way on global perspective, attitudes toward
cultural diversity, or self-efficacy. No differences were noted between males and females
on these variables nor could they be used to predict whether or not a student actually
participated in a study abroad program. Student interviews conducted in this study, on
the other hand, imply that these variables are positively impacted by a short-term
international educational experience.
This more qualitative aspect suggests that students do experience increased levels
of global perspectives, cultural sensitivity, and self-efficacy. Referring to the results of
one qualitative study involving a 6 week Transcultural Nursing course in Ghana, West
Africa, Tabi states:
The need to provide students with a transcultural international experience is
essential. The effect of international experience reaches far beyond the period of
time one spends abroad; it promotes knowledge of a diversity of values, beliefs,
and practices on one’s education; it expands one’s horizons; and it also provides
the opportunity to develop an enriched understanding of the self and gives a
broader perspective of the world around us. Thus, transcultural international
experience can be an asset in every area of study and professional activity. (Tabi
& Mukherjee, 2003, p. 138)
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Another recent study conducted at the University of Delaware, compared the
means and significant differences between students enrolled on-campus and those
students who spent approximately four weeks studying abroad (Chieffo & Griffiths,
2003). The study, comparing 665 study abroad participants with 430 home campus
participants, found that study abroad students were more prone to agree with statements
which indicate some degree of global understanding than the on-campus comparison
group.

Semester-long Study Abroad
Zorn (1996) found that the most impressive impact of a study abroad experience
on nursing students was the growth of a person’s international or global perspective and
personal development. Questionnaires were administered to alumni of the bachelor’s of
nursing program who had participated in an international education program during their
studies. Results indicated a significant correlation between length of international
program and global perspective. This study found that nursing students who completed
programs of 16 weeks or longer reported a greater effect than those who participated in
programs of four weeks or less. The length of the study abroad program was shown to be
positively associated with the impact of a more global perspective and personal
development.
Saghafi (2001) found that long-term international travel which puts American
students in direct contact with other cultures results in a decrease in a student’s tendency
toward ethnocentricity. American undergraduate students at San Diego State University
who had enrolled in international business courses and traveled internationally were less
ethnocentric than those students who had never traveled internationally.
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Hett (1993) found that global-mindedness scores of students who spent more than
nine weeks out of their home countries were significantly higher than those that had only
made one or two brief trips abroad (p<.05).
As mentioned above, a few previous studies have focused on the differences of
student outcomes based upon the length of study. The primary focus of investigations in
the area of study abroad have placed more emphasis on the relationship of student
characteristics and some measurable change in attitude of those who study abroad.
Finding common ground in the literature is difficult at best because of the lack of
operational definitions and a consensus of what is being measured. The two constructs
that have garnered the most attention are self-efficacy and some form of cross-cultural
competency or global-mindedness.

Self-Efficacy
Student development theory has long been interested in the development of
student abilities needed to foster growth toward independence or autonomy. Chickering
(1969) considered that the achievement of emotional independence may be hindered by a
lack of opportunities to develop operational independence. He says:
In college, most “work” is academic: right answers are presumed to exist;
prescribed ways to meet problems are spelled out; assistance can be sought if
difficulties are encountered. These conditions, under girded by financial
dependence on parents impede development of operational independence,
complicate the development of independence and obscure the basic interdependencies existing between parent and offspring, old and young, teacher and
student. (p. 1)
It might be argued that given the right conditions, a study abroad experience during the
college years helps to foster the kind of emotional and operational independence
discussed by Chickering (1969). Opportunities for meeting difficulties and conditions
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without the usual assistance found on campus or near families may be more easily found
while studying abroad as opposed to the safety and comfort of the home campus.
Summarizing qualitative studies concerning intrapersonal development of students that
study abroad, Kauffmann notes that students depart on their study abroad sojourn as
dependent individuals and return more self-reliant (Kauffman, Martin, Weaver, &
Weaver, 1992). Students that are dependent on others prior to their experience, report
that they are more autonomous after completing their study abroad experience, indicating
an increase in inner dependence.
Building on the concepts of autonomy and independence, the construct known as
Self-efficacy has captured the attention of investigators looking at its role in student
characteristics and the impact of study abroad participation. Self-efficacy refers to an
individual’s “judgments of personal capability” or more specifically, a person’s belief
that he or she possesses the ability to complete a process of action that leads to a
preferred result (Bandura, 1997). Bandura’s theory suggests that self-efficacy makes a
difference in how people think, feel, and act. People with high self-efficacy choose to
perform more difficult tasks, set higher goals, and see those tasks through to completion.
Self-efficacy levels can increase or inhibit motivation toward a variety of situations
including academic achievement.
Juhaz and Walker (1987) investigated the impact of a study abroad experience on
student reports of self-esteem and self-efficacy. Students were enrolled in either a year or
semester-long program abroad. Participants were administered with pre- and post-test
measures of self-esteem and self-efficacy that were developed specifically for this study.
Those participating in the full year program showed a much greater level of self-efficacy
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over those involved in the semester long endeavors. It should be noted that there were a
few behaviors in which students did feel less confident. The major finding suggests that
study abroad participants change considerably in perceptions of personal aptitudes to
carry out certain behaviors over the course of a program.
Bates (1997) measured the self-efficacy of student participants in a semester-long
Honors International Program. This study sought to determine the difference between
study abroad participants and a control group. Differences were measured by way of a
questionnaire and a written essay completed by each participant. Qualitative and
quantitative results seem to indicate conflicting results. Quantitative measures did not
reveal any statistically significant differences between the experimental and control
groups, while qualitative data revealed that study abroad participants increased on the
measure of self-efficacy.
Davis (2000) focused on the self-efficacy among participants based on different
types of study abroad programs, gender, and academic major. Participants choosing to
apply to their home institution’s semester-long study abroad program showed the highest
level of self-efficacy followed by students applying to international exchange programs
and direct enrollment in a foreign university. Those with the lowest self-efficacy scores
were those who indicated that they were applying to a short-term program. Differences
in self-efficacy between each of the program choices were noted to be statistically
significant. Self-efficacy was higher for men than women in this study. A statistically
significant interaction between gender and academic major variables was noted.
In a longitudinal, qualitative study by Cross (1998), returned Peace Corps
volunteers described their experience as having increased their self-efficacy. After more
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than 30 years since their assignments, the volunteers portrayed their experience as
resulting in feelings of self-confidence, willingness to take on a challenge as well as to
excel in difficult circumstances. Most importantly for these volunteers, the returnees
reported having great confidence in their ability to teach.

Global/World Mindedness
Many argue that students need to be equipped with the skills and ability to interact
as well as to compete effectively in a global environment. At the postsecondary level,
this can best be seen in the mission statements and goals of traditional liberal arts
colleges and universities. These often include some kind of reference to gaining
knowledge of other cultures (Hopkins, 1999). Motivation for imparting this knowledge
or exposing students to different cultures varies. English (1996) used the concept of
international competence to examine the role of international educational experience on
student intentions toward international competence. Intention was predicted directly by
perceived opportunity, self-efficacy, social influence, and liberal values. Student
intentions appear to be shaped by professor’s opinions but the professors did not typically
influence them toward international competence. This study suggests that this intention
may be influenced by college without reference to background characteristics or
international experience.
According to Tye (1991), some educators aim to provide students with a global
education to assist them in understanding the history and current events of the United
States in the wider context of the entire world. Sharma and Klasek (1986) suggest that
international education made available to students through study abroad programs is one
way to facilitate diversity on home campuses. There are others who insist on the need for
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students to gain valuable exposure to different cultures in order to be competitive in the
job market. It is argued that at least one way in which graduates are made more
competitive is in their ability to understand different cultures. One way to gain this
knowledge and understanding is through participation in a study abroad program
(Henthorne, Miller, & Hudson, 2001).
It has also been suggested that study abroad experience may affect different types
of students in different kinds of ways. Differences in participant values may play a part
in changes in student attitudes. Marion (1980) investigated 90 students who had
participated at a variety of international sites in a year or semester long, study abroad
program. Student participants were asked to complete a series of instruments including
an Antecedents Questionnaire, Transactions Questionnaire, as well as scales measuring
dogmatism, internationalism, radicalism-conservatism, perceptions of the host and home
countries, and perception of the United States before going abroad. Several relationships
were found between student characteristics and attitude change resulting from a year or
semester in a study abroad program. Students who visited fewer countries, lived with a
host family, had fewer friends from the host country, and more American friends became
more conservative. Conversely, students who visited a greater number of countries
became less intolerant. Accordingly, this would lend credence to the assertion that
international travel leads to a more open-minded and global perspective.
Another study (Stephenson, 1999) involved 52 American students studying for a
semester in Chile, participants indicated differences between their anticipated or expected
adjustment with that which was actually experienced. Items such as “keeping an open
mind about Chilean culture,” “maintaining a clear concept of your personal beliefs,” and
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“changing personal beliefs as a result of your experience” were all considered
significantly more difficult than anticipated (p. 1). Overall, even as positive changes took
place as a result of the experience, actual difficulty in adjustment was greater than
anticipated and may have adversely affected the way students viewed themselves.
Two terms that appear to be very closely linked in the literature are worldmindedness and global-mindedness. Sampson and Smith (1957) described worldmindness as
a value orientation, or frame of reference, apart from knowledge about, or interest
in, international relations. We identify as highly world-minded the individual
who favors a world-view of the problems of humanity, whose primary reference
group is mankind, rather than Americans, English, Chinese. (p. 99)
Similarly, Hett (1993) uses the term global-mindedness to denote a worldview in which
an individual perceives his or herself as connected to the world community and is aware
of his or her responsibility for its members.
Several researchers have attempted to measure world-mindedness, or what others
call global perspective, in students that participate in some kind of study abroad program.
English (1996) sought to test the reliability and validity of a concept known as
intercultural competence. It is desirable for outcomes of study abroad experiences to lead
to an accumulation of information but its primary contribution is the development of
empathy and favorable attitudes toward the host country. McCabe (1994) sought to
determine the impact of a semester study abroad at sea experience on student’s global
perspectives. Qualitative results indicate that students experienced an increased degree of
openness towards other countries and cultures as well as development toward a more
global centric view of the world and less from an ethnocentric perspective.
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Institutional involvement in study abroad programs also appears to enhance the
global perspective of American students (Sharma & Klasek, 1986). This study found that
students from institutions with high international involvement help to broaden their
international outlook. Institutional involvement in education abroad programs helps
students to develop reciprocal appreciation among countries and helps to educate them
regarding the accomplishments of other cultures outside of the United States.
Douglas and Jones-Rikken (2001) administered Sampson and Smith’s (1957)
Scale to Measure World-Minded Attitudes to an experimental group of students who had
participated in a study abroad program as well as a control group who completed the
scale as a part of an in class assignment. Students who participated in a study abroad
program showed a greater sense of world-mindedness than the control group that had no
international travel experience (Douglas & Jones-Rikken, 2001). Additionally, these
findings indicate that the more significant the cultural difference between the host and
home culture, the greater the increase in world-mindedness. This study also suggested
that as study abroad participants move away from their comfort zone to explore culture
by becoming more involved and successful in developing new relationships, they will be
more likely to enter other situations involving people of different cultures in the future.
In a survey of 145 undergraduate students at The Ohio State University, Zhai and
Scheer (2004) found that students, who had more contact with people from other
countries, increased their level of global perspective significantly. Student attitudes
toward cultural diversity were also found to be more positive. Results did not indicate
any relationship between a student’s prior overseas experiences, age, and home of origin,
nor classification with their level of global perspective. However, study findings did
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indicate a high correlation between a student’s grade point average and attitude toward
diversity. Additionally, females were found to be more positive toward cultural diversity
than males.
In an attempt to develop an instrument to measure the construct of Globalmindedness, Hett (1993) sought to understand the extent to which university students
develop a worldview in which they see themselves as connected and responsible to the
global community and have that worldview reflected in their attitudes, beliefs, and
behaviors. A total of 396 undergraduate students at the University of California, San
Diego completed the Global-mindedness Scale. Significant differences among students
were noted. Females scored significantly higher than men (p<.001). Other students
which reported statistically significant scores on the Global-mindedness Scale included
those taking five or more global studies courses (p<.05), those who were regular
participants in internationally-oriented programs and activities (p<.05), and those who
reported stronger political interests and liberal political views (p<.05).
Deng and Boatler (1993) administered the Sampson and Smith World-mindedness
Questionnaire to 203 undergraduate, business students enrolled at the University of
Saskatchewan. While those surveyed had not attended a study abroad program, it was
found that females were significantly more world-minded than male students. It was also
reported that students with annual family income of $100,000 or more were significantly
less world-minded than students from lower income families. No evidence was found in
this study of previous international travel, foreign language ability, university class, or
age that were related to increased levels of world-mindedness.
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Using retrospective questions, Hadis (2005) found that alumni of the New Jersey
State Consortium for International Studies who studied abroad sometime between fall
1997 and summer 2003 reported a significant impact of their experience in several areas.
These alumni reported that they came back from their experiences more interested in
international affairs, read more newspapers, increased second language fluency, and were
friendlier toward people from other cultures.

Summary
The number of American students who participate in study abroad programs
continues to increase. Nearly half of the total number of participants studying abroad
each year take part in a short-term study abroad program of eight weeks or less. Students
have returned home from these different types and lengths of programs speaking about
their personal growth, intellectual development, and greater understanding of the
countries and cultures in which they have lived.
As a part of the call for the internationalization of higher education in the United
States, many educators insist that an international experience should be an essential part
of every college students’ education. In general terms, it is suggested that the human
experience is an increasingly globalized one in which people have multiple cross cultural
interactions of one kind or another.
This study focuses on the differences of student characteristics, self-efficacy, and
world-mindedness between students that have completed a semester abroad with those
who have participated in study abroad programs of eight weeks or less in length and
those who intend to study abroad in the future.

CHAPTER THREE
Methodology and Procedures

Purpose Statement
The purpose of this study was to compare the differences of personal
characteristics, general self-efficacy, and social attitudes reflecting global mindedness of
student participants of three private Christian universities’ (Abilene Christian University,
Baylor University, and Pepperdine University) study abroad programs. This study sought
to examine the differences between students who had participated in a semester-long
program and students who had participated in a short-term program consisting of eight
weeks or less. The study examined differences in self-efficacy and global mindedness of
students intending to attend a study program with those that study abroad for a semester
and those that have participated in similar programs of 8 weeks or less. The data for this
study were gathered by means of a survey and analyzed employing descriptive and
inferential statistics.
The methodology used in this study was designed to determine the differences
among three groups of students at selected Christian universities on measures of selfefficacy and global-mindedness. The following points were considered for inclusion in
this chapter: research questions, design, measures, procedures, and data analysis.

Research Questions
The methodology used in this study answers the following seven questions:
1. How do the demographic characteristics of students who intend to study
abroad, those who have completed a study abroad experience of eight weeks or less, and
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those who have completed a study abroad experience of a semester differ from one
another?
2. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those on the home campus who intend to study abroad in the
future?
3. Are there differences in general self-efficacy in students who study abroad for
one semester and those on the home campus who intend to study abroad in the future?
4. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those who study abroad for a semester?
5. Are there differences in global-mindedness in students who have completed a
study abroad program of eight weeks or less and those on the home campus who intend to
study abroad in the future?
6. Are there differences in global-mindedness in students who study abroad for a
semester and those on the home campus who intend to study abroad in the future?
7. Are there differences in global-mindedness in students who study abroad for
eight weeks or less and those who study abroad for a semester?

Research Design
A non-equivalent control group design using convenience sampling was
employed. One instrument was used to gather selected demographic information as well
as information about participants’ self-efficacy and global-mindedness. This single
questionnaire was administered to those intending to study abroad prior to their
participation while those groups who attended the short-term and semester-long programs
were administered the questionnaire upon completion of their respective programs. In
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this way, the control group consisting of students who intended to but had yet to study
abroad were used to control for predispositions that study abroad alumni might have had
prior to their study abroad experience.

Measure/Variables
The dependent variables in this study were the measures of self-efficacy and
global-mindedness. The independent variables included demographic characteristics and
the three groups of participants: 1) students intending to study abroad, 2) students who
had completed an 8 week or less study abroad program, and 3) students who had
completed a one semester long study abroad program. Demographic characteristics
utilized in this study included: gender, age, student classification, ethnicity, country of
citizenship, previous travel abroad, and parental income.
The General Self-Efficacy and Global Mindedness Scales, including a
demographic profile, were combined into one questionnaire and given to three
comparison groups via an internet based delivery system. Students were also asked to
read and agree to the terms of the consent form (Appendix A) before moving on to
complete the survey (Appendix B). Only those students who agreed to the terms of the
consent form completed the survey and therefore those surveys collected from individual
students who chose to participate in the research assumed their consent to participate.
Permission to use the General Self-Efficacy Scale was obtained from its author,
Dr. Ralf Schwarzer (Appendix C). This instrument consists of 10 statements measured
by a four point Likert scale ranging from not at all true to exactly true. While selfefficacy is widely thought to be domain specific, Scholz found that a more
comprehensive sense may refer to a universal confidence in an individual’s ability to
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cope across a wide range of challenging or unusual situations (Scholz, Gutierrez-Dona,
Sud, & Schwarzer, 2002). The General Self-Efficacy Scale, developed by Schwarzer and
Jerusalem (1995) has been used in numerous studies that have suggested that general
self-efficacy is a universal construct evident in many cultures
In light of the literature reviewed in this study it was determined that one
additional question should be added that might help provide information about a student’s
self-efficacy as it relates to future employment or career choice. In consultation with the
author of the General Self-Efficacy Scale, an item seeking to gain information about how
students might view themselves if employed abroad was added to the survey. The item
included to supplement the General Self-Efficacy Scale was stated as follows: “I am
certain that I can live a successful life abroad, if my job would require this.”
The Global-Mindedness Scale selected for use in this study was developed by E.
Jane Hett (1993). Permission to use the Global Mindedness Scale was obtained by Dallas
Boggs, executor of Dr. Jane Hett’s estate (Appendix D).
The Global-Mindedness Scale comprises of 30 statements in which participants
are asked choose one answer for each statement. This instrument uses a five point Likert
scale used for each statement. The choices range from strongly disagree to strongly
agree. The internal reliability, using Cronbach’s coefficient alpha was .90 for the overall
tool and alphas for the subscales ranged from .70-.79 (Hett, 1993). A content Validity
Index (CVI) was established by a panel of four content judges with an overall CVI of .88
(Hett, 1993). It should be noted that Hett’s instrument consists of 10 subscales. The
research question in this study did not require the data analysis of those subscales.
Samples drawn for the General Self-Efficacy Scale from 23 nations revealed
Cronbach’s alphas that ranged from .76 to .90. The majority were found to be in the high
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.80s. The scale measures only one dimension. Evidence of criterion-related validity has
been documented with positive coefficients related to favorable emotions, dispositional
optimism, and work satisfaction. Negative coefficients were found with depression,
anxiety, stress, burnout, and health complaints (Schwarzer & Jerusalem, 1995).

Procedures
Permission to administer the questionnaire was first sought from each university’s
director of international programs. Permission was subsequently sought from the
appropriate body which governs and monitors research with human subjects within each
institution.
While all three institutions offer several types of study abroad models and
opportunities for their students, a well thought-out effort was made to ensure the
maximum comparability of groups. In addition to the similar mission statements that
these three schools share, only those students who studied abroad in their respective
institutions’ “Island” programs were chosen to participate in the study. This type of
program allows students to take courses along side other students from the home
institution. Faculty may be sent from the home institution or hired locally. Classrooms
are usually separate from those at a host university and the language of instruction is
English (Hanouille &Leuner, 2001). Similarly, only those students who intended to
participate in their home institution’s island type programs were selected to participate in
this study. A total of 992 students currently enrolled in their respective institutions at the
time of this study were asked to participate. A total of 520 responses were received for a
total response rate of 52%. It was not the intent of the researcher to compare data
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gathered from each individual university. However, an analysis of the data by university
has been included in Appendix E.
Careful attention was given to the construction of the on-line survey.
Consideration was given to the variety of down load speeds and quality of graphics due
to differences in computer hardware and internet providers. The timing of administering
the survey was careful to take into account the academic calendar as it relates to activities
and official school holidays. Participants were sent the electronic survey and then emailed up to two additional requests to complete the questionnaire. Surveys received
later than four weeks from the day the initial invitations were sent out were not included
in this study. Information Technology administrators at all three institutions were
consulted to insure that the survey would not be subject to limitations caused by spam
filtering systems.

Data Analysis
Quantitative data were obtained from surveys completed by the three study
groups including one made up of students intending to study abroad, those who had
completed a study abroad program of eight weeks or less, and those who had completed a
semester-long program. Comparisons of demographic variables, including gender, age,
classification, ethnicity, citizenship, previous travel, and parental income, were made
using the chi-square test. A descriptive analysis of the independent (length of study
abroad experience) and dependent (self-efficacy and global-mindedness) variables were
conducted including measures of central tendency and variance. Analysis of variance
(ANOVA) was performed to determine differences between the three study groups.
Scheffe’s multiple comparison procedure was used to identify significant differences
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among the groups. The effects of each demographic variable on the dependent variables
were examined using ANOVA. Any significant finding was followed by a two-way
ANOVA with length of study abroad experience and the specific demographic variable.
P-values less than 0.05 indicated statistically significant effects.

Summary
Recent growth in college student participation in study abroad programs and
increased interest in global issues in a post 9/11/01 world have helped to raise important
questions regarding international education on college campuses. Traditionally, study
abroad has been conceptualized as an experience that requires significant interaction with
the host culture. Until recently, students have most often participated in programs of one
or even two semesters. Research indicates that the greatest growth in study abroad
participation is in the enrollment of short-term programs of five weeks or less.
In the current climate of increasing pressures on university budgets and calls to
more accurately measure curricular and co-curricular outcomes, educational
administrators are faced with difficult decisions in their roles as stewards of institutional
financial and human resources. While some qualitative studies indicate that personal
development and intellectual growth may result from a study abroad experience,
additional objective means of evaluating the impact of study abroad programs are needed.
Very few studies in the research literature deal with the interaction of study abroad
program length on these variables.
The purpose of this study was to determine the differences in outcomes of study
abroad program length and participation on students’ personal development and globalmindedness. More specifically, this study compared the differences of personal
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characteristics, self-efficacy, and global-mindedness between undergraduate students
who have participated in a study abroad program of eight weeks or less in length, those
who study abroad one full semester and those students who intend to enroll in a study
abroad program.

CHAPTER FOUR
Review and Analysis of Findings

Introduction
This chapter discusses the findings related to each of the seven research questions
that are the focus of this study, as well as, findings related to demographic information
collected from participants. Each question is analyzed, and the findings are explained in
this chapter. The data are analyzed through the use of tables and statistical procedures.
Tables are used to show a summary of the data collected, and to express the findings of
the statistical procedures used in this study.
Two statistical procedures were used to determine if there were any significant
differences within a group of means. This study employed a one-way ANOVA in order
to determine if there were any significant differences between the means. When
significant differences were demonstrated, this study used a post-hoc test to determine
exactly which of the averages were significantly different. The Scheffe test was
employed as the post-hoc test for this study.
Tables are utilized to show a summary of the data gathered and to help
communicate the findings of the statistical measures used in this study.
This study addressed the following questions:
1. How do the demographic characteristics of students who intend to study
abroad, those who have completed a study abroad experience of eight weeks or less, and
those who have completed a study abroad of a semester differ from one another?
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2. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those on the home campus who intend to study abroad in the
future?
3. Are there differences in general self-efficacy in students who study abroad for
one semester and those on the home campus who intend to study abroad in the future?
4. Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those who study abroad for a semester?
5. Are there differences in global-mindedness in students who have completed a
study abroad program of eight weeks or less and those on the home campus who intend to
study abroad in the future?
6. Are there differences in global-mindedness in students who study abroad for a
semester and those on the home campus who intend to study abroad in the future?
7. Are there differences in global-mindedness in students who study abroad for
eight weeks or less and those who study abroad for a semester?
Chapter 4 contains eight sections. Consideration of the overall results is followed
by specific discussion of the findings concerning each of the questions that have guided
this study. Each question is analyzed in the same manner.

Results of Research Questions

Overall Results
Of the seven research questions, data analysis indicates that there is a statistically
significant difference of the mean scores on the global-mindedness measure of
participants of the semester-long, short-term, and those intending to study abroad in the
future. Those students who participate in a semester-long study abroad program report a

57
greater degree of global-mindedness than those who attend a short-term program or have
indicated that they intend to study abroad. Additionally, the short-term and intending
student groups did not differ significantly from one another on the global-mindedness
measure.
Data collected for this study did not demonstrate any significant difference
between semester-long and short-term participants on self-efficacy. Similarly, no
significant differences in general self-efficacy were found to exist between those
intending to study abroad and those who studied abroad for a semester nor those who
participated in a program of eight weeks or less in length.
Males and females differed significantly from one another on the measure of selfefficacy. Males reported higher levels of general self-efficacy than female participants.
When gender was added as a factor in a two-way ANOVA, no significant interaction
with length of study abroad experience was found. No other demographic category
demonstrated a significant association with the measure of self-efficacy.
Males and females also differed significantly from one another on the measure of
global-mindedness. Males reported higher levels of general self-efficacy than female
participants. When gender was added as a factor in a two-way ANOVA, no significant
interaction with length of study abroad experience was found. Additionally, parental
income was associated with students’ responses to the global-mindedness measure.
Higher parent income was associated with lower scores on the global-mindedness scale.
There was no statistically significant interaction between parental income and length of
study abroad experience.
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Research Question 1
How do the demographic characteristics of students who intend to study abroad,
those who have completed a study abroad experience of 8 weeks or less, and those who
have completed a study abroad of a semester differ from one another?
Demographic data collected for this study are summarized in Table 1. A total of
992 individuals were sent an online survey to gather information about each student’s
level of self-efficacy and global-mindedness. A total of 520 surveys were returned. The
surveys were included in the study on the basis of their completion of the self-efficacy
and global-mindedness sections of the survey. Table 1 displays differences between all
participants in gender, age, university classification, ethnicity, citizenship, previous
travel, and parental income.

Table 1
Demographic Table – All Groups
Variables
Sample size

Total

%

520

Control

%

Short-term

%

Semester

%

183

35

144

28

193

37

Gender
Male
Female

0.05
150
369

29
71

50
132

27
73

33
111

23
77

67
126

35
65

Age
17-20
21-23
24+

0.0001
325
189
6

63
36
1

158
22
3

86
12
2

65
78
1

45
54
<1

102
89
2

53
46
1

Classification
Freshman
Sophomore
Junior
Senior

p-value

0.0001
57
141
171
145

11
27
33
28

56
77
43
7

31
42
24
4

0
14
57
68

0
10
40
47

1
50
71
70

<1
26
37
36

(table continues)
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Variables
Graduate

Total

%

Control

%

Short-term

%

Semester

%

6

1

0

0

5

3

1

<1

p-value

Ethnicity
AfricanAmerican
Caucasian
Hispanic
Asian
Other

0.89
6

1

4

2

0

0

2

1

44
29
18
19

86
6
3
4

155
8
4
11

85
4
2
6

124
7
10
3

86
5
7
2

166
14
4
5

87
7
2
3

Citizenship
U.S.
Non U.S.

0.81
508
12

98
2

180
3

98
2

140
4

97
3

188
5

97
3

Previous
Travel
0-4 weeks
5-16 weeks
17-52 weeks
> 1 year

0.023
288
150
30
52

55
29
6
10

103
49
13
18

56
27
7
10

87
43
3
11

60
30
2
8

98
58
14
23

51
30
7
12

Parental
Income
Below
$50,000
$50,000$100,000
Above
$100,000

0.01
86

17

22

12

31

22

33

17

218

43

67

38

53

38

98

51

203

40

89

50

54

40

60

31

A few surveys were returned with demographic questions unanswered. This
accounts for the lower number reported in those particular demographic tables as
indicated by the totals.

Research Question 2
Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those on the home campus who intend to study abroad in the
future?
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Statistical analysis indicated that there was insufficient evidence to conclude that
there were significant differences in the general self-efficacy of students who studied
abroad for eight weeks or less and those who had been identified as intending to study
abroad in the future. The mean scores for the self-efficacy measure comparing those
intending to study abroad with those who have completed a short-term program are
displayed in Table 2.

Table 2
Self-Efficacy – Mean Scores for Intending to Study, Short-term and Semester-long
Groups
Group

N

Mean Score

SD

Intending to Study Abroad

183

33.45

3.26

Short-term

144

33.53

3.29

Semester-long

193

33.53

3.43

p - value

0.89

Research Question 3
Are there differences in general self-efficacy in students who study abroad for one
semester and those on the home campus who intend to study abroad in the future?
Statistical analysis indicates that there was inadequate evidence to conclude that
there were significant differences in the self-efficacy of students who study abroad for
one semester and those who intend to study abroad in the future. The mean scores for the
self-efficacy measure comparing those intending to study abroad with those who had
completed a semester-long program are displayed in Table 3.
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Table 3
Self-Efficacy by Demographic Variables
Variable

N

%

Mean Score

SD

Gender
Female
Male

0.008
369
151

70
29

33.12
34.22

3.24
3.43

Age
17-20
21-23
24+

0.15
325
189
6

63
36
1

33.28
33.65
35.50

3.49
3.03
2.20

Classification
Freshman
Sophomore
Junior
Senior
Graduate

0.74
57
141
171
145
6

11
27
33
28
1

33.25
33.18
33.49
33.68
33.88

3.28
3.55
3.30
3.16
3.62
0.21

Ethnicity
African American
Caucasian
Hispanic
Asian
Other

6
445
29
18
19

1
86
6
3
4

32
33.38
33.04
34.33
34.74

3.52
3.526
4.50
2.99
3.14
0.70

Citizenship
U.S.
Non U.S.

508
12

98
2

33.44
33.50

3.33
3.50

Previous Travel
0-4 weeks
5-16 weeks
17-52 weeks
> 1 year

0.92
288
150
30
52

55
29
6
10

33.37
33.44
33.65
33.67

3.33
3.24
3.01
3.78

Parental Income
Below $50,000
$50,000-$100,000
Above $100,000

P-value

0.95
86
218
203

17
43
40

33.52
33.41
33.49

3.49
3.33
3.30
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Research Question 4
Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those who study abroad for a semester?
Statistical analysis results indicated that there was insufficient evidence to
conclude that there were significant differences in the self-efficacy of students who
studied abroad for eight weeks or less and those who studied abroad for one semester.
The mean of scores for the self-efficacy measure comparing those who participated in a
semester-long program with those who had completed a short-term program is displayed
in Table 2.
Analysis of self-efficacy by demographic variables and length of study revealed
that only gender merited further examination. Males and females differed significantly
from one another on the measure of self-efficacy. Males reported higher levels of general
self-efficacy than female participants. The mean of scores for self-efficacy by
demographic variables is displayed in Table 3. When gender was added as a factor in a
two-way ANOVA, no significant interaction with length of study abroad experience was
found. The mean scores for self-efficacy by gender and length of study abroad program
are displayed in Table 4.
Statistical analysis indicated that there was insufficient evidence to conclude that
there were significant differences on the additional question regarding the respondent’s
self-efficacy related to potential international employment. The item added to
supplement the General Self-Efficacy Scale was stated as follows: “I am certain that I
can live a successful life abroad, if my job would require this.” No differences were
noted among students who have been identified as intending to study abroad in the future,
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Table 4
Self-Efficacy – Mean Scores by Gender and Length Study Abroad Experience
Group

N

Mean Score

Std. Dev

132
111
126

33.33
33.06
32.96

3.07
3.29
3.36

50
33
67

33.64
35.13
34.06

3.74
2.83
3.83

Female
Intended to Study
Short-term
Semester-long
Male
Intended to Study
Short-term
Semester-long
p. <value 0.19

those who completed a program abroad of eight weeks or less, and those who had
completed a semester-long program. The mean scores for this single item (Question 18)
comparing responses of these three groups is displayed in Table 5.

Table 5
Self-Efficacy – Future Career – Mean Scores by Group
Group

Never
True

Hardly
True

Mod.
True

Exactly
True

Totals

Intending to Study

0

12

55

115

182

Short-term

0

8

51

84

143

Semester-long

0

4

60

128

192

Totals

0

24

166

327

517

p.<value

0.19

Note: Frequency Missing = 3
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Research Question 5
Are there differences in global-mindedness in students who have completed a
study abroad program of eight weeks or less and those on the home campus who intend
to study abroad in the future?
Statistical analysis indicated that there was insufficient evidence to conclude that
there were significant differences in the global-mindedness of students who studied
abroad for eight weeks or less and those who intended to study abroad in the future. The
mean of scores for the global-mindedness measure comparing those intending to study
abroad with those who have completed a short-term program are displayed in Table 6.

Table 6
Global-mindedness – Mean Scores for Intending to Study, Short-term,
and Semester-long Groups
Group

N

Mean Score

Std. Dev

Intending to Study Abroad

183

114.07

10.78

Short-term

144

112.57

13.05

Semester-long

193

118.50

12.13

p. <value

.0001

Research Question 6
Are there differences in global-mindedness in students who study abroad for a
semester and those on the home campus who intend to study abroad in the future?
Statistically significant differences between the semester-long group and the
intending to study abroad group were noted. Differences were analyzed using ANOVA
with Scheffe’s post-hoc test. Responses in Table 6 indicate the mean of the global-
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mindedness scores of students who completed a semester-long program was higher than
those students who intended to study abroad.

Research Question 7
Are there differences in global-mindedness in students who study abroad for eight
weeks or less and those who study abroad for a semester?
Statistically significant differences between the semester-long group and the
short-term group were noted. Differences were analyzed using ANOVA with Scheffe’s
post-hoc test. Responses in Table 6 indicate the mean of the global-mindedness scores of
students who participated in a short-term study abroad program of eight weeks or less and
those who completed a semester-long program.
Analysis of global-mindedness by demographic variables and length of study
revealed that only gender and parental income merited further examination. Males and
females differed significantly from one another on the measure of global-mindedness.
Males reported higher levels of general global-mindedness than female participants. The
mean of scores for global-mindedness by demographic variables is displayed in Table 7.

Table 7
Global-mindedness by Demographic Variables
Variable

N

%

Mean Score

SD

P-value

Gender
Female
Male

0.0001
368
150

71
29

116.51
112.28

12.31
11.39

(table continues)
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Variable

N

%

Mean Score

SD

Age

P-value
0.17

17-20
21-23
24+

325
189
6

63
36
1

114.75
116.03
122.63

10.87
13.81
22.26

Classification
Freshman
Sophomore
Junior
Senior
Graduate

0.057
57
141
171
145
6

11
27
33
28
1

117.08
113.87
114.08
117.34
117.47

9.50
11.12
12.27
13.77
9.34

Ethnicity
African American
Caucasian
Hispanic
Asian
Other

0.066
6
445
29
18
19

1
86
6
3
4

113.17
114.93
121.41
113.42
117.74

13.11
12.02
11.78
14.07
12.74

Citizenship
U.S.
Non U.S.

0.83
508
12

98
2

115.23
118.42

12.21
11.32
0.15

Previous Travel
0-4 weeks
5-16 weeks
17-52
>1 year

288
150
30
52

55
29
6
10

114.36
115.79
117.65
117.79

12.57
11.74
12.34
10.82

Parental Income
Below $50,000
$50,000-$100,000
Above $100,000

0.03
86
218
203

17
43
40

117.55
116.12
113.85

10.93
12.60
12.09

Males and females also differed significantly from one another on the measure of
global-mindedness. When gender was added as a factor in a two-way ANOVA, no
significant interaction with length of study abroad experience was found. The mean
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scores for global-mindedness by gender and length of study abroad program is displayed
in Table 8.

Table 8
Global-mindedness – Mean Scores by Gender and Length Study Abroad Experience
N

Mean

SD

Intended to Study Abroad
Short-term
Semester-long

132
111
126

33.33
33.06
32.96

3.07
3.29
3.36

Intended to Study Abroad
Short-term
Semester-long

50
33
67

33.64
35.13
34.06

3.74
2.83
3.83

Variable

Group

Female

Male

p.<value 0.64

Parental income was also associated with students’ responses to the globalmindedness measure. Higher parental income was linked with lower scores on the
global-mindedness scale. When parental income was added as a factor in a two-way
ANOVA, no significant interaction with length of study abroad experience was found. It
is difficult to know why higher parental income was linked to lower scores on the globalmindedness measure. It might be argued that higher levels of income were accompanied
by higher levels of education and very possibly exposure to diverse ideas and people. If
in fact this is the case, it does not necessarily follow that the children of these parents
have yet attained the same level of experience and education. An alternate explanation
might be that students with higher parental income have been shielded from or otherwise
lacked opportunities exposing them to the diversity of race, ethnicity, and cultures. The
mean scores for global-mindedness by parental income and length of study abroad
program are displayed in Table 9.
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Table 9
Global-mindedness – Mean Scores by Group and Parental Income
Variable

Group

N

Mean

SD

Below $50,000

Intending to Study
Short-term
Semester-long

22
31
33

118.17
114.03
120.45

9.64
11.77
10.29

$50,000-$100,000

Intending to Study
Short-term
Semester-long

67
53
98

115.24
111.58
119.17

9.66
14.90
12.32

Above $100,000

Intending to Study
Short-term
Semester-long

89
54
60

112.50
113.21
116.42

11.63
11.75
12.82

p.<value 0.52

Summary
The analysis of data collected for investigation in this study suggested that those
students who participated in a semester-long study abroad program had a greater degree
of global-mindedness than those who attended a short-term program or those who
intended to study abroad in the future. Participants of the short-term study abroad
programs and those who intended to study abroad did not differ significantly from one
another on the global-mindedness measure.
No significant differences between semester-long, short-term participants, or
those who intended to study abroad were found on the measure of general self-efficacy.
While males reported significantly higher levels of general self-efficacy than their female
counterparts, no significant interaction with length of study abroad experience was found.
Gender was the only demographic variable category which indicated significant
differences on the measure of self-efficacy.
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Significant difference among genders was also noted on the measure of globalmindedness. Males reported higher levels of global-mindedness than female participants,
but no significant interaction with length of study abroad experience could be established.
Parental income appeared to be related to students’ responses to the global-mindedness
measure. While higher annual salary was associated with lower scores on the globalmindedness scale, no statistically significant interaction between parental income and
length of study abroad experience appeared. Gender and parental income were the only
demographic variables which indicated significant differences on the measure of globalmindedness.

CHAPTER FIVE
Discussion, Conclusions, and Recommendations

Purpose Statement
The purpose of this study was to compare the differences of personal
characteristics, general self-efficacy, and social attitudes reflecting global mindedness of
the student participants in three private Christian universities’ (Abilene Christian
University, Baylor University, and Pepperdine University) study abroad programs.
This study sought to examine the differences between students who had
participated in a semester-long program and students who participated in a short-term
program consisting of 8 weeks or less. The study also established the baseline levels of
self-efficacy and global mindedness of students intending to attend a study program at
these institutions prior to any potential study abroad experience.

Discussion
The discussion that follows is based upon data collected and statistical analysis
used in this study as well as the findings presented in literature germane to this study.
The principal objective of this study was to consider the differences on self-reported
measures of self-efficacy and global-mindedness between groups who differ in the length
of study abroad program participation. Furthermore, this study sought to ascertain which,
if any, demographic variables might reveal significant interaction with the length of study
abroad program on either self-efficacy or global-mindedness.
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Conclusions
Conclusions drawn on each of the seven questions that guided this study are
addressed in the following paragraphs.

Research Question 1
How do the demographic characteristics of students who intend to study abroad,
those who have completed a study abroad experience of 8 weeks or less and those who
have completed a study abroad of a semester differ from one another?
The data, collected through demographic questions posed to participants, revealed
that the gender of students who studied abroad was consistent with national trends as
reported in the latest Open Door Report (Hey-Kyung & Gallup-Black, 2004). Based
upon enrollment trends reported at each of the universities included in this study, there
were an even smaller percentage of male students choosing to study abroad as compared
to the total percentages enrolled in classes on the home campuses.
Differences in the demographic categories of both age and classification were
noted as significant, but can be accounted for by the nature of the study abroad programs
offered at each of the three universities. Age and classification are often parallel to one
another due to the normal progression of students toward completion of an undergraduate
degree program. Freshmen completing the survey were primarily those students that had
been accepted to attend one of the study abroad programs. As discussed earlier, the
semester-long programs examined in this study were intended for students with
sophomore or junior standing when general education courses were offered. The shortterm programs, on the other hand, primarily consisted of slightly older students who had
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completed most of their general education requirements and were now focusing on
courses within a specific major or discipline.
While ethnicity did not show any significant differences between groups, a closer
look at the demographic or enrollment profiles of the institution’s home campuses reveals
information that merits a closer look. The percentage of ethnic minorities who completed
a survey included in this study was well below the individual percentage reported in the
overall enrollment data provided by each school. No definitive conclusion about ethnic
minority student participation rates in study abroad programs can be drawn from this
study, but these figures are not encouraging news for administrators seeking to increase
access and participation in study abroad to all students.
The majority of students, or more than 50% of students included in this study, had
previous travel experience of four weeks or less prior to their study abroad sojourns. This
was true for each group by length of study abroad experience. Additionally, the majority
of students reported that their parent’s annual income exceeded $50,000. Again, this was
true for each group by length of study abroad experience. Information about previous
travel experience and parental income levels for all undergraduate students at each of the
institutions would help to inform the current data before additional conclusions could be
drawn.
Analysis of self-efficacy by demographic variables and length of study revealed
that only gender merited further examination. Males and females differed significantly
from one another on the measure of self-efficacy. Males reported higher levels of general
self-efficacy than female participants. Male students reported higher levels of selfefficacy among all three groups by length of study abroad experience. This finding is
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consistent with other studies that found that male study abroad participants have higher
levels of self-efficacy than do females. However, the levels of self-efficacy reported by
both groups who had completed differing lengths of time abroad did not differ
significantly from one another or from those who were intending, but had not yet
embarked on their sojourn abroad. These findings may suggest that female and male
students who intend to study abroad have pre-disposed or developed levels of selfefficacy prior to their departure. It is also important to note that the demographics were
skewed because more than twice as many females responded to the survey instrument.
Therefore, the analysis of variance must take into account the difference in gender
involvement.
Analysis of global-mindedness by demographic variables and length of study
revealed that both gender and parental income merited further examination. Males and
females differed significantly from one another on the measure of global-mindedness.
Males reported higher levels of global-mindedness than female participants. This finding
is not consistent with other studies which found that female students reported higher levels of global-mindedness (Hett, 1993; Deng & Boatler, 1993). However, additional
analysis using Scheffe’s post-hoc test did not reveal any significant differences or
interactions between groups. Future studies should include the administration and
analysis of pre-test and post-test differences of global-mindedness among these groups.
It was also noted that among all groups, participants who reported their parents
annual income to be above $100,000 indicated significantly lower levels of globalmindedness than those who either reported annual parental income to be less than
$50,000 or to be between $50,000 and $100,000. This finding is consistent with other
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studies which found that lower levels of global-mindedness were found among those
reporting annual parental income to be above $100,000 (Hett, 1993; Deng & Boatler,
1993). It could be speculated that those students who come from wealthier families grow
up in an environment that is less socially, ethnically, and culturally diverse. Additional
analysis using Scheffe’s post-hoc test did not reveal any significant differences or
interactions between groups. Future studies should focus on gathering additional data to
understand the characteristics of study abroad participants with annual parental incomes
above $100,000. Additionally, pre-and post test results might reveal helpful information
about the impact of a study abroad experience by length of program.

Research Question 2
Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those on the home campus who intend to study abroad in the
future?
The data collected for statistical analysis indicated that there was no basis for
concluding that there are significant differences in the general self-efficacy of students
who study abroad for eight weeks or less and those who had been identified as intending
to study abroad in the future. Due to the lack of significant difference between these two
groups no relationship could be established between self-efficacy and the length of study
abroad program.

Research Question 3
Are there differences in general self-efficacy in students who study abroad for one
semester and those on the home campus who intend to study abroad in the future?
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The data collected for statistical analysis indicated that there was no basis for
concluding that there were significant differences in the general self-efficacy of students
who studied abroad for one semester and those who had been identified as intending to
study abroad in the future. Due to the lack of significant difference between these two
groups no relationship could be established between self-efficacy and the length of study
abroad program.

Research Question 4
Are there differences in general self-efficacy in students who study abroad for
eight weeks or less and those who study abroad for a semester?
The data collected for statistical analysis indicated that there was no basis for
concluding that there were significant differences in the general self-efficacy of students
who studied abroad for eight weeks or less and those who had studied abroad for a
semester. Due to the lack of significant difference between these two groups no
relationship could be established between self-efficacy and the length of study abroad
program.

Research Question 5
Are there differences in global-mindedness in students who have completed a
study abroad program of eight weeks or less and those on the home campus who intend
to study abroad in the future?
Analysis of the results of this study did not provide sufficient evidence to
conclude that there were significant differences in the global-mindedness of students who
studied abroad for eight weeks or less and those who intended to study abroad in the
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future. Due to the lack of significant difference between these two groups no relationship
could be established between global-mindedness and the length of study abroad program.
It also could not be posited why no such relationship existed between those who studied
abroad for eight weeks or less and those who intended to study abroad.

Research Question 6
Are there differences in global-mindedness in students who study abroad for a
semester and those on the home campus who intend to study abroad in the future?
Statistically significant differences between the semester-long group and the
intending to study abroad group were found to exist (see Table 6). Differences were
analyzed using ANOVA with Scheffe’s post-hoc test. Specifically, students who had
completed a semester in a study abroad program reported significantly higher levels of
global-mindedness than those students who intended to participate in a program some
time in the near future. This finding suggests that global-mindedness may not be an
inherent characteristic shared at the same level by students intending to study abroad and
those who complete a semester program abroad.

Research Question 7
Are there differences in global-mindedness in students who study abroad for eight
weeks or less and those who study abroad for a semester?
Statistically significant differences between those students who studied abroad for
eight weeks or less and those who studied abroad for a semester were found to exist.
Differences were analyzed using ANOVA with Scheffe’s post-hoc test. Specifically,
students that had completed a semester in a study abroad program reported significantly
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higher levels of global-mindedness than those students who had completed a study
abroad of eight weeks or less. This finding suggests that a greater level of globalmindedness may be obtained by a significantly longer period abroad.

Other Findings
Nearly all past and present discussions about the need for university students to
gain international experience through study abroad include something about its necessity
to prepare students for the world of work in a growing interdependent and global
economy. In discussion with the author of the General Self-Efficacy Scale, it was
determined that an additional question should be added to help provide information about
a student’s self-efficacy as it relates to potential employment abroad. The item added to
supplement the General Self-Efficacy Scale was stated as follows: “I am certain that I
can live a successful life abroad, if my job would require this.”
Analysis of data collected from participants on this question did not reveal the
existence of statistically significant evidence of differences among groups based upon the
length of study abroad program participation. Due to the lack of significant difference
between groups, no relationship could be established between the responses to the
statement, “I am certain that I can live a successful life abroad, if my job would require
this,” and length of study abroad program participation.

Recommendations
After analyzing the data, the researcher offers the following recommendations for
current practice and future studies.
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Recommendations for Further Study
1. Each of the programs investigated in this study had student sizes of between
25 and 50 students per session. It would seem that research on student to faculty ratios
for classrooms might shed light on this question. One research question that could be
addressed in such a study would be to find out what influence program size has on
global-mindedness or other desired outcomes of a study abroad experience. Given the
potential variety and depth of learning experiences what difference in learning outcomes
would result from either smaller or larger program sizes?
2. Rudzki (2002) argues that the internationalization process is made up of
several dimensions that include curriculum innovation and human resource development.
Study abroad programs necessarily involve both of these dimensions. Studies are
therefore needed to test and measure the effects of efforts to internationalize the curricula
through faculty development.
3. Additional research should inquire into the differences among students who
take courses that focus on some aspect of cross-cultural competency during a semester
with those who enroll in a similar course during the summer. What differences might
surface between educational courses or experiences of varying lengths of time on the
home campus on global-mindedness? A slightly different question might focus on how
students that have participated in courses on the home campus that have some cross
cultural-competency requirement differ from those that study abroad on the measure of
global-mindedness.
4. This particular research study might also be used to compare other types of
schools according to the Carnegie classification system for higher education institutions.
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This same study could be done among both public and private research and liberal arts
colleges and universities, as well as community colleges.
5. Study Abroad researchers should make additional efforts to understand the
differences in student outcomes based on different types of programs as discussed earlier
in the research. Lathrop (1999) found that different study abroad program types, such as
direct enrollment or hybrid programs, affect participant’s psychosocial development
differently.
6. More studies are needed that are similar to this one that would include
colleges and universities with a greater proportion of minority student participation in
study abroad. One excellent source for obtaining this information would be from study
abroad participants enrolled at Historically Black Colleges and Universities.
7. Additional studies are needed to investigate the role student participation in
orientation programs prior to study abroad has on global-mindedness. This information
could provide helpful insights into the differences in global-mindedness outcomes
between those students who participate in some type of cross-cultural orientation
program prior to departure and those who do not.
8. It might be argued that the strength of global-mindedness diminishes with
time and distance from participation in a study abroad. Longitudinal studies are needed
to understand the effects of time on levels of global-mindedness.
9. Additional studies comparing the global-mindedness of students who
participate in a debriefing or reentry program with those who do not could shed valuable
light on how global-mindedness can be strengthened or reinforced.
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10. What differences of self efficacy and global-mindedness might exist between
U.S. and non-U.S. students studying in the U.S.? Several thousand international students
enroll in U.S. colleges and universities every year as a part of a short-term and semesterlong study abroad or exchange programs. Should home institutions in the sending
country and host country try to collaborate with one another to insure a certain level of
global-mindedness? As a related issue might other studies be conducted to establish a
universal global-mindedness? It could be extremely helpful to do reliability and validity
testing of Hett’s (1993) Global-mindedness Scale among non U.S. students studying in
the U.S. for varying lengths of time.
11. More longitudinal studies are needed to measure these differences in global
mindedness among semester long study abroad alumni and their short-term program
peers. This might be done periodically over several years.
12. It is often assumed that information that students gather to make them more
global-minded or inter-culturally competent is purely content based. What role or
influence does the faculty play on global-mindedness among students? Studies that focus
on the role that mentoring or faculty/student relationships have on increasing a student’s
global-mindedness might prove especially helpful in the faculty selection process.
Information gleaned from the study in this area could also be used to help inform faculty
development for faculty and staff who work in study abroad programs.
13. Anecdotal information from study abroad program administrators and student
alumni indicate that some visiting faculty and overseas program directors are better than
others. What characteristics are common to faculty and study abroad directors which are
considered necessary to conduct successful overseas study programs? What relationship,
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if any, is there between certain characteristics of successful study abroad faculty and staff
and global-mindedness of student participants?
14. More studies are needed to look at differences in global-mindedness among
participants of other types of programs such as direct enrollment, hybrid, Island, and
exchange programs. It might be argued that students from the United States who have
more direct exposure to the culture will gain greater levels of global-mindedness than
those that sit in classrooms with fellow Americans. Do those students who sit in
classrooms, study, and travel with host country nationals have greater levels of globalmindedness than their counterparts enrolled in these other types of programs?
15. Additional studies are needed to investigate differences among short-term
programs whose emphasis is a specific academic discipline with those whose focus is on
the liberal arts or general education program. The findings of this study, in which
students who participated in semester-long programs reported greater levels of globalmindedness than those who either attended a short-term program or just intended to
attend a program, suggest that course offerings may have had some influence on levels of
global-mindedness reported by students.
16. The current study could be strengthened by including a control group that had
not anticipated participating in a study abroad program. It is important that educators
understand what differences in global-mindedness exist between all strata or
classification of students at their respective institutions.
17. This study also raises an important question about why students choose to
study for a particular length of time. Understanding the answer to this question can assist
administrators in designing, pricing, and promoting programs of different lengths. This
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might be done by surveying a random sample of all students investigating their perceived
attitudes toward study abroad, types of programs, site preferences, and reasons why
students choose not to participate. Results from this type of study would also provide
helpful information that is needed to understand why some students choose to study
abroad and why others do not.
18. What does site selection have to do with outcomes on global-mindedness?
What differences might there be in students who participate in study abroad programs
that have few cultural similarities with the United States? What differences might occur
in students that study in programs where English is not the language of instruction? How
do students that have participated in a home stay during a short-term program differ from
those that participate in an island program on global-mindedness for the same length of
study?
19. In light of the many voices which suggest that an international experience is
necessary to compete in the world of work, it seems imperative that future research seeks
a greater understanding about those that have received jobs in the international arena. It
would be especially helpful for administrators and educators to know what percentage of
their alumni, currently employed in a job classified as international or with a strong
international component, had short-term vs. long-term experiences prior to getting their
positions.
20. Studies which combine qualitative and quantitative methods are needed.
Studies should include interviews and excerpts from student journals noting personal
reflection on this experience. While time constraints make it difficult to study a large
number of subjects, every effort should be made to look at greater numbers than have
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traditionally been cited in qualitative research on study abroad. These efforts will
certainly lead to greater credibility in the research community.
21. As interest in short-term study abroad continues to increase, a closer look at
benefits of short-term studies is absolutely essential. Administrators and educators must
consider ways in which short-term participants might raise their levels of globalmindedness to those who have participated in a semester-long program.
22. One major question confronting postsecondary educators relates to the impact
of academic programs on retention. What differences in retention or graduation rates
exist between students who study abroad for different lengths of time? What
implications might differences in these rates have on institutional planning and
budgeting?
23. Administrators at Christian colleges and universities may be concerned about
the spiritual development of their students. Educators from these types of institutions
might like to know what differences occur between students who participate in a study
abroad program with an active spiritual component and those that do not.

Recommendations for Administrative Practice
1. As can be seen by the different types of programs and ways to describe them,
there is great difficulty in speaking about what is being measured. A mutually agreed
upon set of vocabulary as well as a classification system for study abroad program types
would be extremely helpful to understand and communicate the benefits of participating
in a study abroad program. Administrators should familiarize themselves with the
literature surrounding study abroad and adopt a more focused nomenclature to help
improve communication and dissemination of information.
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2. This study has revealed that students who participated in a semester-long
study abroad program reported greater levels of global-mindedness than those who either
had applied to and been accepted but had yet to attend a program and those who had
participated in a short-term program of eight weeks or less. It is important that those
making decisions regarding the study abroad programs at institutions of higher education
are regularly made aware of how well program goals and objectives are being met.
Administrators responsible for the allocation of budget dollars must be accountable to
themselves as well as all of their constituents. Study abroad programs must be held to the
same standard as other academic programs. Regular assessment that includes both preand post-testing is needed to help measure and document the changes that take place as a
result of these experiences. Students should regularly be asked to provide feedback both
at the course and program level. Study abroad faculty and on-site directors should also
be asked to provide regular feedback via evaluations and interviews as a way to add their
perspectives about the success of reaching program outcomes and objectives.
Administrators must make periodic reviews of these evaluations and make appropriate
changes as needed.
3. If educators and administrators determine that a study abroad experience is a
vital part of a college education in the 21st century for their college or university, then this
necessarily raises the basic costs of an undergraduate education. Leaders must be ready
to justify this with research that can substantiate these claims. There must also be an
increased transparency displayed in the promotion and design of programs. Serious
consideration must also be given to containing or limiting costs in order to ensure equal
access for all students. Fund raisers will want to place a higher priority on raising
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necessary resources for student scholarships and capital expenditures related to program
site development.
4. Given the growing importance of an international experience for college age
students, administrators must find ways to share results of research and regularly
communicate the benefits of study abroad for their students with their faculty, trustees,
and fellow administrators. One of the most difficult tasks administrators may have is
trying to convince others of the benefits of a cross-cultural experience who have not seen
or personally encountered it themselves. Department chairs, faculty advisors, and
mentors may see a study abroad experience, either a short-term or semester-long
program, as a distraction or impediment to a student reaching their academic goals. A
faculty member who has experienced several years as a successful teacher, having yet to
experience another culture in an academic context, may not completely understand or
appreciate the enthusiasm of his or her fellow faculty members or colleagues in the
administration who insist on the benefits of study abroad. An institution’s chief financial
officer or accountants may not be eager to venture into committing institutional funds to a
program located in a foreign country. Trustees will need to see the connection or ties
with the mission of their college or university to a study abroad experience. Those
administrators responsible for overseeing and promoting study abroad on their respective
campus must necessarily task themselves with educating the entire academic community.
In this regard, the administrator responsible for study abroad must seek opportunities to
assist the faculty and other key constituents to increase their own global-mindedness or
cross-cultural competency. This must not be done to build ownership for study abroad
and convince the faculty and upper administration that students must have this experience
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to prepare them for living in the 21st century. This must be done to help educationalists
understand that training and professional development in this area will help to make them
better educators in their own fields of expertise. Training programs are needed for all
faculty leading study abroad programs for the first time. Attendance and participation in
conferences that focus on bringing an international perspective to a faculty member’s
academic discipline should be expected. Opportunities for educators to visit and actively
interact with the culture in which their own institutions study abroad sites are located
should also be strongly encouraged.
5. Regarding the promotion of programs according to their lengths, there appears
to be at least two implications made from issues considered in this study. First, if it is
true that colleges and universities have as their objective to have students grow in their
level of global-mindedness then they should promote semester-long programs. If this is,
in fact, a characteristic or quality that potential employers are seeking or is necessary to
be considered an educated person, then students should be urged to plan on studying for a
semester abroad. Academic majors that consider such an experience as crucial should
consider making it a requirement of their particular degree plans.
6. Another implication of this study is that since there are a rapidly growing
number of students participating in a short-term study abroad experience, administrators
and educators should consider ways to capitalize on the interest in these short-term
programs. It is also necessary to consider the ethical implications of creating and
devising programs for which there is high student demand. Decision makers must
constantly review their motives less consumerism or financial gain becomes the sole
motivation for program growth and development.
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7.

At least in the current form of programs, not all students will be able to afford

the cost in terms of time and/or money. Non-traditional students such as those with fulltime jobs or children will find it almost impossible to leave their jobs or families for more
than a few weeks. It is also apparent that a substantially smaller percentage of ethnic
minority and male students participate in study abroad than are represented on their home
campuses. Administrators must therefore carefully consider ways in which they increase
and encourage opportunities to study abroad. Seeking the necessary financial resources
to provide funds for greater accessibility to study abroad will be required of
administrators charged with overseeing such programs. It seems apparent in order to
meet the diverse needs of university students both short-term and semester-long study
abroad program offerings must increase.
8. As mentioned earlier in this study, it is necessary for educators to be
intentional and focused in their attempts to meet objectives for encouraging student
growth and development resulting from a short-term program. Requiring students to
enter this experience with at least a brief introduction into culture specific and crosscultural concepts should not be considered an option. Administrators and faculty must be
careful in course selection and preparation for such programs so that they avoid the
problems of merely transporting a course from the home campus to the international one.
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APPENDIX A
Letter of Consent
Student Attitudes and Perceptions
Thanks for taking this short survey. The questionnaire that follows is designed to get your views
about problem solving and global issues. The questionnaire consists of multiple choice items and requires
5-7 minutes to complete. Your responses will be held in strict confidence. You will not be asked to identify
yourself by name to insure anonymity in all reports. All data for this study will be stored in locked
computer files to insure confidentiality and limited access. Findings for this study will be used as part of
research for a doctoral dissertation.
If you have any questions, you may contact me at the phone number or email address listed below.
Submission of this survey indicates that you agree to participate in this research and that you have read and
understand the information above. Other inquiries regarding your rights as a subject, as it relates to your
participation in this study can be directed to Baylor’s University Committee for Protection of Human
Subjects in Research. The chairman is Dr. Mathew S. Stanford, Psychology & Neuroscience, Box 97334,
Waco, Texas. The principal investigator’s faculty advisor is Dr. Robert C. Cloud, Professor, Educational
Administration (254-710-6110).

Kevin L. Kehl, 526 EN 21st St., Abilene, TX 79601 325-670-0837, kehlk@acu.edu
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APPENDIX B
Student Attitudes and Perception Survey

________________________________________________________________________
Part 1. Demographic Information – Please choose one for each below.
________________________________________________________________________

1.

Gender
F Female
F Male

2.

Age
F 17-20
F 21-23
F 24+

3.

Classification
F Freshman
F Sophomore
F Junior
F Senior
F Graduate

4.

Ethnicity
F African American
F Caucasian
F Hispanic
F Asian
F Other

5.

Residence/Immigration Status
F US Citizen
F Permanent Resident
F International Student
F Other Non-Immigrant Status

6.

Previous Travel Outside of US EXCLUDING Study Abroad
F 0-4 weeks
F 5-16 weeks
F 17-52 weeks
F 1+ years

7.

Total Annual Family Income
F Below $50,000
F $50,000-$100,000
F Above $100,000
________________________________________________________________________
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Part 2: Directions – The following is a list of statements characterizing various aspects of perceived selfefficacy. Please make ONLY ONE choice for each statement below.
________________________________________________________________________
8.

I can always manage to solve difficult problems if I try hard enough.
F Not at all True
F Hardly True
F Moderately True
F Exactly True

9.

If someone opposes me, I can find the means and ways to get what I want.
F Not at all True
F Hardly True
F Moderately True
F Exactly True

10. It is easy for me to stick to my aims and accomplish my goals.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
11. I am confident that I could deal efficiently with unexpected events.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
12. Thanks to my resourcefulness, I know how to handle unforeseen situations.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
13. I can solve most problems if I invest the necessary effort.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
14. I can remain calm when facing difficulties because I can rely on my coping abilities.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
15. When I am confronted with a problem, I can usually find several solutions.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
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16. If I am in trouble, I can usually think of a solution.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
17. I can usually handle whatever comes my way.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
18. I am certain that I can live a successful life abroad, if my job would require this.
F Not at all True
F Hardly True
F Moderately True
F Exactly True
________________________________________________________________________
Part 3: Directions – The following list of statements, characterize various aspects of social attitudes.
Please choose one that best reflects your belief for each statement below:
________________________________________________________________________
19. I generally find it stimulating to spend an evening talking with people from another culture.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
20. I feel an obligation to speak out when I see out government doing something I consider wrong.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
21. The United States is enriched by the fact that it is comprised of many people from different
cultures and countries.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
22. Really, there is nothing I can do about the problems of the world.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
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23. The needs of the United States must continue to be the highest priority in negotiating with other
countries.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
24. I often think about the kind of world we are creating for future generations.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
25. When I hear that thousands of people are starving in an African country, I feel very frustrated.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
26. Americans can learn something of value from all different cultures.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
27. Generally, an individual's actions are too small to have a significant effect on the ecosystem.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
28. Americans should be permitted to pursue the standard of living they can afford if it only has a
slight negative impact on the environment.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
29. I think of myself, not only as a citizen of my country but also as a citizen of the world.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
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30. When I see the conditions some people in the world live under, I feel a responsibility to do
something about it.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
31. I enjoy trying to understand people’s behavior in the context of their culture.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
32. My opinions about national policies are based on how those policies might affect the rest of the
world as well as the United States.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
33. It is very important to me to choose a career in which I can have a positive effect on the quality of
life for future generations.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
34. American values are probably the best.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
35. In the long run, America will probably benefit from the fact that the world is becoming more
interconnected.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
36. The fact that a flood can kill 50,000 people in Bangladesh is very depressing to me.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
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37. It is important that American universities and colleges provide programs designed to promote
understanding among students of different ethnic and cultural backgrounds.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
38. I think my behavior can have an impact on people in other countries.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
39. The present distribution of the world’s wealth and resources should be maintained because it
promotes survival of the fittest.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
40. I feel a strong kinship with the worldwide human family.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
41. I feel very concerned about the lives of people who live in politically repressive regimes.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
42. It is important that we educate people to understand the impact that current policies might have
on future generations.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
43. It is not really important to me to consider myself as a member of the global community.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
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44. I sometimes try to imagine how a person who is always hungry must feel.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
45. I have very little in common with people in underdeveloped nations.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
46. I am able to affect what happens on a global level by what I do in my own community.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
47. I sometimes feel irritated with people from other countries because they don’t understand how
we do things here.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
48. Americans have a moral obligation to share their wealth with the less fortunate peoples of the
world.
F Strongly Disagree
F Disagree
F Unsure
F Agree
F Strongly Agree
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APPENDIX E
Additional Analysis of Participation Rates
This section provides additional analysis of participation rates by institution and group, selfefficacy and global-mindedness measure scores by institution as well as demographic data by institution.

Table E.1
Participation Rates by Institution and Length of Study Abroad Program
Length of Study
Abroad Program

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

Intending to Study

81 (16%)

61 (12%)

41 (8%)

183 (35%)

Short-term

53 (10%)

51 (10%)

40 (8%)

144 (28%)

Semester-long

104 (20%)

45 (9%)

44 (8%)

193 (37%)

Totals

238 (46%)

157 (30%)

125 (24%)

520 (100%)

Table E.2
Self-Efficacy Scores by Institution
Institution

N

Mean

ACU

238

32.90

Baylor

157

33.85

Pepperdine

125

33.95

p.<value 0.003

100
Table E. 3
Global-mindedness Scores by Institution
Institution

N

Mean

Std. Dev.

ACU

238

116.83

11.45

Baylor

157

111.84

12.77

Pepperdine

125

116.75

11.99

p.<value 0.0001

Table E.4
Demographic Variables – Gender by Institution
Gender Variable

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

Female

169 (71.01%)

115 (73.72%)

85 (68%)

369

Male

69 (28.99%)

41 (26.28%)

40 (32%)

150

Totals

238

156

125

519

Note: Frequency Missing = 1

Table E.5
Demographic Variables – Age by Institution
Age Variable

ACU

Baylor

Pepperdine

Totals

17-20

142 (60%)

82 (52%)

101 (81%)

325

21-23

93 (39%)

72 (46%)

24 (19%)

189

3 (1%)

3 (2%)

0 (0%)

6

238

157

125

520

24+
Totals
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Table E.6
Demographic Variables – Classification by Institution
ACU (%)

Baylor (%)

Pepperdine (%)

Totals

Freshman

23 (9.66%)

9 (5.73%)

25 (20%)

57

Sophomore

73 (30.67%)

28 (17.83%)

40 (32%)

141

Junior

64 (26.89%)

60 (38.22%)

47 (37.60%)

171

Senior

72 (30.25%)

60 (38.22%)

13 (10.40%)

145

6 (2.52%)

0 (0%)

0 (0%)

6

238

157

125

520

Classification Variable

Graduate
Totals

Table E.7
Demographic Variables – Ethnicity by Institution
Ethnicity Variable

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

African-American

0 (0%)

4 (2.56%)

2 (1.61%)

6

Caucasian

213 (89.87%)

142 (91.03%)

90 (72.58%)

445

Hispanic

15 (6.33%)

4 (2.56%)

10 (8.06%)

29

Asian

4 (1.69%)

4 (2.56%)

10 (8.06%)

18

Other

5 (2.11%)

2 (1.28%)

12 (9.68%)

19

Totals

237

156

124

517

Note: Frequency Missing = 3
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Table E.8
Demographic Variables – Citizenship by Institution
Citizenship Variable
U.S. Citizen
Non-US Citizen
Totals

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

233 (97.9%)

153 (97.45%)

122 (97.6%)

508

5 (2.10%)

4 (2.55%)

3 (2.4%)

12

238

157

125

520

Table E.9
Demographic Variables – Previous Travel by Institution
Previous Travel Variable

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

0-4 weeks

136 (57.14%)

87 (55.41%)

65 (52%)

288

5-16 weeks

62 (26.05%)

43 (27.39%)

45 (36%)

150

17-52 weeks

11 (4.62%)

12 (7.64%)

7 (5.6%)

30

1+ years

29 (12.18%)

15 (9.55%)

8 (6.4%)

52

238

157

125

520

Totals

Table E.10
Demographic Variables – Parental Income by Institution
Parental Income Variable

ACU (%)

Baylor (%)

Pepperdine (%)

Totals

<$50,000

49 (21.12%)

17 (11.18%)

20 (16.26%)

86

$50,000-$100,000

115 (49.57%)

49 (32.24%)

54 (43.90%)

218

>$100,000

68 (29.31%)

86 (56.58%)

49 (39.84%)

203

232

152

123

507

Totals
Note: Frequency Missing = 13
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Table E.11
Demographic Variables – Abilene Christian University by Gender
Gender Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Female

58 (71.6%)

37 (69.81%)

74 (71.15%)

169

Male

23 (28.4%)

16 (30.19%)

30 (28.85%)

69

Totals

81

53

104

238

Table E.12
Demographic Variables – Baylor University by Gender
Gender Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Female

47 (78.33%)

39 (76.47%)

29 (64.44%)

115

Male

13 (21.67%)

12 (23.53%)

16 (35.56%)

41

Totals

60

51

45

156

Note: Frequency Missing = 1

Table E.13
Demographic Variables – Pepperdine University by Gender
Gender Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Female

27 (65.85%)

35 (87.5%)

23 (52.27%)

85

Male

14 (34.15%)

5 (12.5%)

21 (47.73%)

40

Totals

41

40

44

125

104
Table E.14
Demographic Variables – Abilene Christian University by Age
Age Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

17-20

70 (86.42%)

16 (30.19%)

56 (53.85%)

142

21-23

8 (9.88%)

37 (69.81%)

48 (46.15%)

93

24+

3 (3.7%)

0 (0%)

0 (0%)

3

81

53

104

238

Totals

Table E.15
Demographic Variables – Baylor University by Age
Age Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

17-20

50 (81.97%)

22 (43.14%)

10 (22.22%)

82

21-23

11 (18.03%)

28 (54.9%)

33 (73.33%)

72

0 (0%)

1 (1.96%)

2 (4.44%)

3

61

51

24+
Totals

157

Table E.16
Demographic Variables – Pepperdine University by Age
Age Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

17-20

38 (92.68%)

27 (67.50%)

36 (81.82%)

101

21-23

3 (7.32%)

13 (32.50%)

8 (18.18%)

24

0 (0%)

0 (0%)

0 (0%)

0

41

40

44

125

24+
Totals

105
Table E.17
Demographic Variables – Abilene Christian University by Classification
Classification
Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Freshman

22 (27.16%)

0 (0%)

1 (0.96%)

23

Sophomore

44 (54.32%)

3 (5.66%)

26 (25%)

73

Junior

12 (14.81%)

13 (24.31%)

39 (37.5%)

64

Senior

3 (3.7%)

32 (24.53%)

37 (35.58%)

72

0 (0%)

5 (9.43%)

1 (0.95%)

6

81

53

104

238

Graduate
Totals

Table E.18
Demographic Variables – Baylor University by Classification
Classification
Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Freshman

9 (14.75%)

0 (0%)

0 (0%)

9

Sophomore

21 (34.43%)

5 (9.80%)

2 (4.44%)

28

Junior

28 (45.9%)

20 (39.22%)

12 (26.67%)

60

Senior

3 (4.92%)

26 (50.98%)

31 (68.89%)

60

0 (0%)

0 (0%)

0 (0%)

0

61

51

45

157

Graduate
Totals
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Table E.19
Demographic Variables – Pepperdine University by Classification
Classification
Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

Freshman

25 (60.98%)

0 (0%)

0 (0%)

25

Sophomore

12 (29.27%)

6 (15%)

22 (50%)

40

Junior

3 (7.32%)

24 (60%)

20 (45.45%)

47

Senior

1 (2.44%)

10 (25%)

2 (4.55%)

13

0 (0%)

0 (0%)

0 (0%)

0

41

40

44

125

Graduate
Totals

Table E.20
Demographic Variables – Abilene Christian University by Ethnicity
Ethnicity Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

African-American

0 (0%)

0 (0%)

0 (0%)

0

Caucasian

74 (91.36%)

51 (96.23%)

88 (85.44%)

213

Hispanic

3 (3.70%)

2 (3.77%)

10 (9.71%)

15

Asian

3 (3.7%)

0 (0%)

1 (0.97%)

4

Other

1 (1.23%)

0 (0%)

4 (3.88%)

5

Totals

81

53

103

237

Note: Frequency Missing = 1
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Table E.21
Demographic Variables – Baylor University by Ethnicity
Ethnicity Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

African-American

2 (3.33%)

0 (0%)

2 (4.44%)

4

Caucasian

56 (93.33%)

50 (98.04%)

36 (80%)

142

Hispanic

1 (1.67%)

0 (0%)

3 (6.67%)

4

Asian

0 (0%)

1 (1.96%)

3 (6.67%)

4

Other

1 (1.67%)

0 (0%)

1 (2.22%)

2

Totals

60

51

45

156

Table E.22
Demographic Variables – Pepperdine University by Ethnicity
Ethnicity Variable

Intending (%)

Short-term (%)

Semester-long (%)

Totals

African-American

2 (4.88%)

0 (0%)

0 (0%)

2

Caucasian

25 (60.98%)

23 (57.50%)

42 (97.67%)

90

Hispanic

4 (9.76%)

5 (12.50%)

1 (2.33%)

10

Asian

1 (2.44%)

9 (22.5%)

0 (0%)

10

Other

9 (21.95%)

3 (7.50%)

0 (0%)

12

Totals

41

40

43

124

Note: Frequency Missing = 1
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Table E.23
Demographic Variables – Abilene Christian University by Citizenship Category
Citizenship Variable

Intending (%)

Short-term (%)

U.S. Citizen

79 (97.53%)

53 (100%)

101 (97.12%)

233

2 (2.47%)

0 (0%)

3 (2.88%)

1

81

53

104

238

Non-U.S. Citizen
Totals

Semester-long (%) Totals

Table E.24
Demographic Variables – Baylor University by Citizenship Category
Citizenship Variable

Intending (%)

Short-term (%)

U.S. Citizen

60 (98.36%)

50 (100%)

43 (95.56%)

153

1 (1.64%)

1 (1.96%)

2 (4.44%)

4

61

51

45

157

Non-U.S. Citizen
Totals

Semester-long (%) Totals

Table E.25
Demographic Variables – Pepperdine University by Citizenship Category
Citizenship Variable
US Citizen
Permanent Resident
Totals

Intending (%)

Short-term (%)

Semester-long (%) Totals

41 (100%)

37 (92.5%)

44 (100%)

122

0 (0%)

3 (7.5%)

0 (0%)

2

41

40

44

125

109
Table E.26
Demographic Variables – Abilene Christian University by Previous Travel
Outside of the U.S.
Previous Travel
Variable

Intending (%)

Short-term (%)

0-4 weeks

51 (62.96%)

33 (62.96%)

52 (50%)

136

5-16 weeks

14 (17.28%)

17 (32.08%)

31 (29.81%)

62

17-52 weeks

6 (7.41%)

1 (1.89%)

4 (3.85%)

11

10 (12.35%)

2 (3.77%)

17 (16.35%)

29

81

53

104

238

1+ years
Totals

Semester-long (%) Totals

Table E.27
Demographic Variables – Baylor University by Previous Travel Outside of the U.S.
Previous Travel
Variable

Intending (%)

Short-term (%)

0-4 weeks

33 (54.1%)

33 (64.71%)

21 (46.67%)

87

5-16 weeks

19 (31.15%)

12 (23.53%)

12 (26.67%)

43

17-52 weeks

3 (4.92%)

2 (3.92%)

7 (15.56%)

12

1+ years

6 (9.84%)

4 (7.84%)

5 (11.11%)

15

61

51

45

157

Totals

Semester-long (%) Totals
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Table E.28
Demographic Variables – Pepperdine University by Previous Travel Outside of the U.S.
Previous Travel
Variable

Intending (%)

Short-term (%)

0-4 weeks

19 (46.34%)

21 (52.5%)

25 (56.82%)

65

5-16 weeks

16 (39.02%)

14 (35%)

15 (34.09%)

45

17-52 weeks

4 (9.62%)

0 (0%)

3 (6.82%)

7

1+ years

2 (4.88%)

5 (12.50%)

1 (2.27%)

8

41

40

44

125

Totals

Semester-long (%) Totals

Table E.29
Demographic Variables – Abilene Christian University by Parental Income
Parental Income
Variable

Intending (%)

Short-term (%)

<$50,000

17 (21.25%)

16 (32%)

16 (15.69%)

49

$50,000-$100,00

30 (37.5%)

19 (38%)

66 (64.71%)

115

>$100,000

33 (41.25%)

15 (30%)

20 (19.61%)

68

80

50

102

232

Totals
Note: Frequency Missing = 6

Semester-long (%) Totals
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Table E.30
Demographic Variables – Baylor University by Parental Income
Parental Income
Variable

Intending (%)

Short-term (%)

1 (1.75%)

4 (8%)

12 (26.67%)

17

$50,000-$100,00

14 (24.56%)

22 (44%)

13 (28.89%)

49

>$100,000

42 (73.68%)

24 (48%)

20 (44.44%)

86

57

50

45

152

<$50,000

Totals

Semester-long (%) Totals

Note: Frequency Missing = 5

Table E.31
Demographic Variables – Pepperdine University by Parental Income
Parental Income
Variable
<$50,000
$50,000-$100,00
>$100,000

Intending (%)

Short-term (%)

4 (9.76%)

11 (28.95%)

5 (11.36%)

20

23 (56.10%)

12 (31.58%)

19 (43.18%)

54

14 (34.15)

15 (39.47%)

20 (45.45%)

49

41

38

44

123

Totals
Note: Frequency Missing = 2

Semester-long (%) Totals
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