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Too often, the responsibility of providing inclusive
support for students falls on a single office, person,
and/or faculty member. While many practitioners
in international education and exchange recognize
and vocalize the importance of developing
collaborative partnerships across campus and/or
an organization, in actuality collaboration across
institutional/organizational units is either cursory
or not common practice. How can we harness the
power of collaboration across units to advance
equity and inclusion within global education?
How can developing partnerships with CDOs and
SIOs help increase buy-in for the importance of
global education experiences? How can support for
international students be enhanced with thoughtful
partnerships developed within our institutions and
local communities? How might global education
organizations coordinate across departments
to ensure inclusive practices from advising to
curriculum of course offerings?
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INTRODUCTION

from underrepresented students in some form of
global education experience. Faculty and senior
leadership get involved and are able to see how
those offices around campus, whether working
with inbound or outbound students, help to
advance the institution’s goals and implement the
efforts into their strategic plan.

By JINOUS KASRAVI
Director of Membership &
Community, Diversity Abroad

The international education arena has
faced staff turnover and changes to

The following articles in the Fall 2022 edition of
the Global Impact Exchange highlight various
strategies used for collaboration across campus
units, involving students and alumni, institutions
worldwide, and effective use of virtual exchange.

budgets in recent years, yet it is more
important now than ever to retain diversity,
equity, and inclusion (DEI) practices and
initiatives within the field. We find ourselves
charged with mission statements and

Effective collaboration across various units helps
create dialogue, foster self-exploration, and provide
new or additional perspectives regarding the
student populations we are helping. This increased
understanding and effort helps to build effective
measures and programming. As professionals in
the field, we have to be able to acknowledge that
it is not a one-size-fits-all approach and this work
cannot be completed alone.

campus goals to implement DEI within our
offices, curricula, and practices. Yet many
can agree that it is difficult to implement
effectively due to the demands of dayto-day workloads and for those with
fewer staff on hand. We regularly task
specific individuals in our offices with these
responsibilities but do not provide the

As you read the articles, if you are inspired to
share how you or your office or organization is
collaborating together to advance equity and
inclusion in global education, I invite you to
reach out and share a best practice with us.
We would love to hear from you. Please share
your reflections and ideas with us at members@
diversityabroad.org. We also invite Diversity
Abroad members to join the conversation on our
online community forums.

proper support or resources.

Collaboration across campus units or with
education abroad providers is a strategy to offset
these challenges and help to develop partnerships.
Through such collaboration the work of delivering
an institution’s, program’s, or unit’s mission to
address DEI does not fall under the discretion
of one sole office, but rather creates meaningful
dialogue and helps to pull from the resources and
knowledge at our disposal. The importance of
inclusive programming, advising, and resources
comes to the forefront in increasing participation
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Achieving Equitable Global Education Without Mobility
ANTHONY F. LEMIEUX
HOPE WINDLE
MARIA INES MARINO
TAMMY ROSNER

Georgia State University, Founding Co-Director of the Atlanta Global
Studies Center and Professor
State University of New York, Community Development Lead, COIL Center
Florida International University, Associate Teaching Professor
University System of Georgia, Director of International Education

Abstract: In this article, we approach the concept of “global engagement at home”
to describe what it means and how it can expand opportunities for underrepresented
students through international collaboration. To best serve students, and provide
equitable global educational opportunities, we must expand our definition of what
constitutes a “global experience.” Here we outline opportunities that exist within
our own communities and institutions, while also discussing the opportunities
and implications of virtual learning opportunities, to help our students engage
with difference while understanding the diversity of experiences within one’s own
community. Examples include international virtual exchange; creating immersive
environments embedded in courses; COIL methodology, as revealed in a suite of
approaches; and a case study of the opportunities, implications, and challenges
experienced by a cohort of Hispanic students in a higher education context.

worked to conceptualize and implement global
engagement at home, we came to the realization
that such initiatives and programs could serve
multiple purposes—especially as they speak
to equitable access to global experiences and
creating an inclusive environment for diverse
student populations across higher educational
institutional categories. Among the most promising
and compelling of the suite of approaches for
global education at home are international
virtual exchange (IVE) and Collaborative Online
International Learning (COIL).

That global experiences constitute an important
component of the educational experience has
become well-known and widely accepted. The
question of what kinds of experiences count as
“global” and the ability to accurately capture
and categorize them, and why these are critical
components of an equitable and inclusive
education, are addressed in this paper.
Starting in the Spring of 2020, many of the
traditional mechanisms of global education that
involved international travel and study abroad
came to a screeching halt. At the same time,
higher education was faced with the question
of how to continue to offer compelling global
experiences. As we collectively and collaboratively

For example, in the University System of Georgia
(USG) during the 2018–19 academic year, 8,859
students participated in study abroad, representing
8

experience that can be a reasonable approximation
of an inclusive workplace and a space in which a
shared community of practice learn how to work
through differences in a global setting. As such, IVE
presents an opportunity for students to practice soft
skills on teams, reflect on their own as well as their
peers’ identities, and work through how to bridge
differences and build on similarities. Put simply,
IVE is the convergence of “culture” and “inclusion.”

just 2.7% of the USG total student population.
While the USG surpasses national trends in study
abroad participation, the numbers still represent a
low portion of the student body. With only 8,859
out of 330,000+ students going abroad, we can
no longer focus solely on international student
mobility as the dominant mechanism for providing
students with high-quality global experiences.
Offering in-class personalized global experiences
through IVE and supplementing these with other
enriching and immersive global experiences, such
as immersive video, can provide more students
who are not able to go abroad for a whole host of
reasons with access to these types of experiences.
In response to this reality, starting in Spring
2019, the USG began implementing attributes
at the course-build level to track study abroad,
study away, and IVE courses. The data shows that
USG can provide more students with a global
experience without extra cost or time away from
work or family with an IVE course. Through efforts
to promote both mobility and at-home global
courses, all students can be provided equitable
access to these transformative experiences that
have implications for their career preparedness and
long-term success.

IVE programs such as COIL can help lessen
marginalization of underrepresented student
populations in higher education. With support
from the Stevens Initiative, Marino and Tadal
(2022) conducted an unpublished internal study
examining perceptions, experiences, and behaviors
of United States-based Hispanic students who
collaboratively participated in COIL courses
with Latin American institutions. Their findings,
along with those of others conducting research
in this space (e.g., Poe, 2022), strongly suggest
that IVE programs could be instrumental for
underrepresented populations in higher education
who seek social and economic mobility (also
see O’Dowd et al., 2018). IVE programs provide
marginalized audiences with opportunities
to perform their cultural identity through the
establishment of connections to culture and
language. They found the COIL experience to
impact:

In its 2018 Employer Research Report, the
Association of American Colleges and Universities
(AAC&U) reveals preparedness gaps between
employer needs and recent college graduates’ skills
to be able to solve problems with people of different
backgrounds (30% gap), work effectively in teams
(37% gap), and apply skills to the “real world”
(48% gap). For our students to work together
in international teams and communicate across
cultures, hands-on, project-based experience
gives multiple chances for students to reflect
on differences and equity between countries,
institutions, and themselves. While study abroad
and global education focus on culture and domestic
diversity programs focus on inclusion and
diversity, IVE takes this a step further, providing an

1. Identity performance as a catalyst to reclaim
presence through which they re-establish contact
with their cultural background, and a strong sense
of connection to culture and language (reported
by United States-based Hispanic students), which
emerged from the opportunity to interact and
collaborate with Latin American peers through
their COIL programs. Participants’ motivation and
sentiment of togetherness propelled them to share
their culture in the academic context saying: “I feel
we are all in the same boat;” “I feel my voice is being
heard;” “I felt closer to my roots;” and “Now I can
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experience what my parents talked… about.” Thus,
students were able to further the performance of
their cultural identity in more visible social ways
through meaningful collaboration (Biggs & Tang,
2007). At its core, for these students the COIL
experience was perceived as an opportunity to
apply, practice, or remind of participants’ cultural
identity through language (Spanish) performance,
experiencing “home” language, while creating
access to global experiences and interactions that
might not otherwise be possible.

immersive video, have also proven to be a powerful
component of global education and can be readily
incorporated into IVE/COIL collaborations.
Examples include Global Virtual Internships as well
as the SUNY COIL Global Commons connected
to UN Sustainable Development Goals (SDGs) and
NGO projects to virtual student teams working on
specific needs to reduce poverty and inequities for
accessibility within an online course setting. Again,
these experiences are examples of compelling and
enriching global educational opportunities that can
be implemented at the local level.

2. Presence and representation as preparation
for professional development and career
opportunities is a notable outcome of participation:
“Professionally I will be able to communicate
with people from other countries;” “I feel it is an
advantage.” Linking the sharing of participants’
own cultural experiences positively impacts
their engagement in learning and their ability
to communicate and collaborate effectively with
their peers (Garcia, 2017; Jagers et al., 2018;
Rovai, 2007). Feelings of representation also serve
to boost participants’ sense of empowerment
and confidence, which has a significant value
in academia because the establishment of
empowerment results from the performing, reaffirmation, and validation of their cultural identity
(Ou et al., 2021; Torres et al., 2020).

Recommendations for Increasing Access
to Global Experiences at Home for
Underrepresented Students

Based on our observations, experiences, and
analysis, we posit that several practices will
specifically frame IVE and immersive experiences
such as COIL to inclusively support identity
performance, generate engagement and sense
of belonging, and consequently help lessen
marginalization of underrepresented populations in
higher education.
1. Inform students about IVE / COIL / immersive

opportunities and expectations.

2. Support the incorporation of immersive global

3. Social and economic mobility has the distinct
potential to be impacted through the incorporation
of global engagement at home experiences,
especially to the extent that they intentionally
incorporate the development of communication,
collaboration, and multi-cultural opportunities.
On a related point, bilingual students from both
countries stated they wanted to practice using their
second languages when collaborating with their
international partners. Participants also mentioned
that they felt pushed beyond their “comfort zones,”
which motivated an increased openness to learning.
Virtual and augmented reality projects, along with

content (including 360-degree video) into
courses across the curriculum with intention.

3. In the implementation of IVE programs, match

underrepresented students with international
peers or countries with whom they can share
their identity or feel cultural/ethnic/racial
connections.

4. Encourage students to use free and accessible

virtual spaces (survey students beforehand).
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5. Provide activities or icebreakers that provide
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This article highlights collaborative efforts by students, faculty, and the provost’s
office to reform a graduate international education management (IEM) program,
optimize for online learning, and center technology, inclusion, diversity, equity, and
sustainability. We hope that this research-based case study can serve as a model
for leveraging partnerships like these for systemic change to advance equity,
diversity, and inclusion in global learning programs, classes, and virtual exchange.

goals and student learning outcomes to integrate
TIDES. These TIDES-informed goals and outcomes
guided reform of all aspects of the IEM program.

Faculty, students, and alumni identified technology,
inclusion, diversity, equity, and sustainability, or
TIDES, as values, goals, and objectives that must
be woven throughout the IEM program to prepare
graduates to contribute meaningfully to the field
now and into the future. Four publications or
initiatives underscore the immediacy of the TIDES
themes: the guiding principles of equity, diversity,
and inclusion in the sixth edition of the standards
of Good Practice for Education Abroad (The Forum
on Education Abroad, 2020); the calls to action in
Social Justice and International Education (Berger,
2020); the foundation and efforts of the Climate
Action Network for International Educators
(CANiE); and the proliferation of technology
supported global learning activities (Bhandari &
Kastler, 2022). A student and faculty team reviewed
these resources, and others, and rewrote program

TIDES Reform Process

We gathered guidelines and frameworks for
integrating each of the TIDES themes into our
program and discussed how we might apply
them. This process allowed us to see that systemic
change requires review and refinement at five
interconnected levels: program, curriculum, class,
teaching, and individual. Resources we reviewed
provided detailed approaches to decolonizing
course syllabi (Ahadi & Guerrero, 2020), online
course design (Digital Learning and Inquiry, 2022),
equity in online learning (Peralta Community
College District, 2020), and more. With our goal
13

of fostering change at all five levels, we created a
matrix for the application of each resource and
selected or adapted tools to support systemic
change at each level. This article focuses on the
collaborative course audit process that students led
to bring program-level learning objective changes
to course design and teaching. This process is built
on the foundation of the abovementioned online
course design rubric.

aimed at refining course curriculum. Prior to the
audits faculty had reflected on their pedagogy and
curriculum. The audit process heightened and
focused that work. In initial conversations with the
students, some faculty proposed ideas they were
considering for students to investigate. Students
also expressed that the faculty were open to hearing
the suggestions they unearthed after completing an
initial audit.

Throughout our course audit process, students
and faculty kept field notes. The co-authors of
this article also interviewed all student auditors.
This research-based approach provided insights
into the student-faculty collaborative process and
the impacts on individual courses and the overall
program. The following paragraphs outline our key
findings at this stage in the audit process.

Personal biases affected the results of the audit.
There were differences between student and faculty
perspectives. The collaboration allowed for a view
of curriculum design and how it is received. For
the faculty, working with the graduate assistants
made it easier to understand the diverse student
experiences. The student auditors took the courses
before conducting the audit and were able to
consider how different topics resonated with
themselves and their classmates. For the student
auditors, faculty provided insights on course design
and student learning with examples from student
work in the class and course evaluations.

Findings from Collaborative
Course Audits

The power dynamics inherent to professorstudent relationships presented challenges and
benefits. Students often felt intimidated when
first partnering with faculty members. Although
they were working with professors with whom
they were familiar, they recognized the existing
power structure and felt they may lack knowledge
and experience in curriculum design and thus
be unprepared to recommend graduate program
changes. However, the student auditors highlighted
how existing close relationships with faculty and
faculty commitment to the TIDES audit process
provided the necessary foundation for this critical
review process.

In addition, the graduate assistants learned about
their own limitations, imposed by personal
bias, interest, and privilege. Different graduate
assistants found different parts of the audit easy or
challenging to assess. Some found that inclusivity
and educational technology were easy to assess
because of their familiarity with the area, while
others found equity and sustainability difficult
to assess due to their own privilege or lack of
knowledge. They also mentioned the content and
activities were sometimes tricky to assess due to
varied course structures and teaching styles. This
meant that the student auditors had to conduct
research to address concerns raised by the audit.
Because they recognized the impact of their own
experience on the audit, several also mentioned
that the audit on courses may need to be conducted
again by another. This finding from our interviews
underscores our intention that these course audits

Openness to change as an essential requirement
for the audit process was a second theme that was
present in the students’ reflections. Not only did
it serve to reduce the intimidation students felt
at the beginning of the collaboration, but it was
also a foundation of the entire audit process that
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serve as a process, not a goal. In other words,
completing an audit of every class in the program
will create a baseline for ongoing, iterative work.

way the process and products of our collaboration
both advance integration of inclusive practices into
the curriculum. Reforming a program to address
equity, justice, and sustainability could easily
remain abstract, but by breaking down our system
into levels, we were able to create a replicable
course audit process and make significant progress
in two semesters.

A final theme was the consideration of
sustainability, the S in TIDES, an emerging area of
concern in international education. It was pointed
out by several student auditors that sustainability
was difficult to assess. As they completed audits
of different courses, they saw how the concept of
sustainability was defined and applied varied from
course to course. In the first semester Principles
& Practices of International Education course, the
sustainability discussion focused on the carbon
footprint tied to travel in global learning. In
Marketing & Recruitment, however, the discussion
took a turn to focus on resource management
practices and employee burnout. In addition to
the integration of sustainability in coursework,
the graduate assistants had to strategize a way
to prevent fatigue and feelings of overwhelm in
themselves as they complete detailed evaluations of
multiple courses.
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Intercultural competency has been the framework that has shaped conversations
about racial inequity in higher education in past decades. Recently, scholars have
problematized traditional approaches to “intercultural competency” arguing
that “competency” shouldn’t be seen as the training of fixed, homogeneous,
and objective sociological/behavioral characteristics that culminate in the full
competence of a “target culture.” This traditional view ignores within-group
variability, reduces differences and conflicts to an individual level, and overlooks
the role of power relationships, institutional racism, and structural inequality (e.g.,
Punti & Dingel, 2021). Ascribing to a more fluid and complex conceptualization
of intercultural competency entails shifting the focus from the mastering of a
“target culture” to the ability to negotiate multiple cultural identities and contexts
especially in a diverse global society that has become highly polarized.

As international educators and practitioners, we
seek to promote intercultural dialogue; fulfilling
this goal is not easy, but it is attainable with
continued collaboration informed by current
research and student input. First, we need to
emphasize that the development of intercultural
competency is not detached from learners’
(multiple) racial and ethnic identities and from
the ways different cultures talk about race. Second,
following an anti-racist pedagogical approach
(Kishimoto, 2018), we need to incorporate topics
of race and inequity into course content and help
organize anti-racist efforts on campus. In this
article, I discuss four areas that can be developed
collaboratively to enhance equity and inclusion in
global education:

1. Virtual exchanges with a focus on
social justice

Virtual exchanges focusing on social justice as
an overarching theme are gaining momentum
in higher education (e.g., Dorroll & CaballeroGarcia, 2020) since they can promote meaningful
discussions that help students reflect on unjust
systems of oppression.
As part of the internationalization initiatives on
the campus where I teach, we partnered students at
our local university in California with peers from
a public university in Argentina so that they could
engage in cross-cultural conversations (both in
English and Spanish) about systemic inequities in
their respective communities—that is, how their
communities have both experienced and resisted
oppression. Organizing these virtual exchanges
16

the disruption of deficit approaches toward BIPOC
students’ participation in global education.

entailed evaluating social justice topics that could
engage and benefit both groups (e.g., voters’ rights,
indigenous rights, civil rights movements) as well
as coordinating the structure of the exchanges with
program directors, staff members, and students.
After six weeks of the virtual exchanges, results
from weekly student reflections and pre-/postsurveys showed that students in both universities
perceived that discussing topics related to social
justice helped them challenge stereotypes. Students
in the United States self-identifying as Black,
Indigenous, and People of Color (BIPOC) shared
their lived experiences with their counterparts in
Argentina. Moreover, participants mentioned that
the virtual exchanges with a focus on social justice
provided them with a sense of self-discovery and
insights onto their own culture as well as that of the
exchange partner.

3. Working with BIPOC students who
studied abroad

It is recommended that during the reentry phase
of a study abroad program, faculty leaders in
collaboration with staff members in international
centers offer BIPOC students who studied abroad
opportunities to (re)elaborate their immersion
experience; BIPOC students may not have (fully)
disclosed discriminatory or biased treatment
based on their racial and ethnic identities during
immersion (e.g., with host families, in public
spaces); end-of-program reflections and poststudy abroad conversations are critical to continue
supporting BIPOC students, and to gain a better
understanding of the study abroad program sites
so that improvements/interventions can be made
accordingly based on BIPOC students’ experiences
and feedback.

2. Increasing the visibility of BIPOC
students studying abroad

Another way administrators, faculty, and students
can collaborate on anti-racist efforts on campus
is by increasing the visibility of BIPOC students
who have participated in study abroad. There are
common narratives (re)produced from a deficit
approach that BIPOC students don’t participate
in study abroad due to specific “barriers” that are
attributed only to them: for example, finances, fears,
lack of family support, lack of interest (see Marijuan
& Sanz, 2018). Such hegemonic stories can be
pervasive; however, counter-narratives, as discussed
by critical race theorists, can be powerful as long as
those counter-narratives are used in ways that make
an argument and convey a sense of social justice
that goes beyond individual references (LadsonBillings, 2013). Making the learning experiences
of BIPOC students studying abroad (more) visible
in multiple campus spaces (e.g., living facilities,
multicultural/advising centers, social media) and
elevating their presence and voices as a collective
in those same spaces can potentially contribute to

Additionally, BIPOC students who previously
studied abroad (returnees) can be hired as peer
advisors to support prospective BIPOC peers
who are considering studying abroad; BIPOC
peer-advisor students can answer questions that
prospective BIPOC students may not ask other
campus advisors (e.g., how to navigate cultural
differences and communicationally challenging
encounters, how to manage stress) and give
examples of how they used the credit earned abroad
to meet degree or minor requirements.
4. Enhancing constructive dialogue
among faculty of diverse social identities

Lastly, a productive avenue for collaboration
across campus is the creation of spaces for
constructive dialogue among faculty of diverse
social identities and areas of expertise so they
can further evaluate different factors that may
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contribute to the enrichment of the immersive
experience of underrepresented students, especially
students from science, technology, engineering,
and mathematics (STEM) majors. For example,
U.S. Latinx students who grew up speaking Spanish
at home can productively develop their linguistic
skills in their heritage language when studying
in a Spanish-speaking country. However, this
linguistic development may be constrained if Latinx
students feel that their varieties of Spanish and
their bicultural identities are not honored or seen
as assets both at home and abroad, “perpetuating
the erroneous notion that Latinx peoples in the
United States are always already immigrants, useful
for their agricultural, domestic, and military labor”
(Holguín Mendoza & Taylor, 2021, p. 232). Faculty
leaders on campus can empower Latinx students
abroad by validating their unique upbringings
and by incorporating specific tasks into their
coursework where they can use and develop their
bilingual and bicultural abilities in connection with
their future professions.
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Campus-wide Collaboration to Uplift Equity and Inclusion
in International Students’ Career Development
JANE SITTER
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University of Minnesota - Twin Cities, International Career Consultant
University of Minnesota - Twin Cities, Evaluation Specialist

International Students’ Diverse Career Needs
University students around the world look to higher education as a means for
augmenting their career and social prospects (Abdrasheva, Morales, & Sabzalieva,
2022). Yet, for international students pursuing a university degree in the United States,
the process of engaging in career development can be an inequitable experience.
There is a frequent possibility for international students, who are on temporary
visas with limited work authorization, to encounter barriers in the process of seeking
internships and job opportunities. Inequities that international students may experience
in career planning could result from a lack of local professional connections, cultural
barriers, and language proficiency. Other challenges may occur due to personal factors
such as family influence and lack of sense of belonging to the host country.

Juggling between preparing for a career in the
United States or returning home to begin a career
has never been an easy process for international
students. Many students have to prepare for
multiple pathways to ensure that they have
opportunities to choose from. Studies suggest
that career services staff can better support
international students’ diversified career needs by,
for example, encouraging students to engage in
career development early on, coaching students
in self-advocacy, and celebrating the success of
international alumni in the United States and in
their home countries (Loo, 2016).

At our institution, a large, public, research-1
university in the Midwestern United States, we have
welcomed on average 6,000 international students
on campus per year with roughly 2,300 of those
being undergraduate international students, making
up around 10% of the entire undergraduate student
population. Results from a survey conducted on our
campus indicated that the top three career activities
that are most important to our international
students are gaining internship experience in the
United States, getting career development support
on campus for staying and working in the United
States, and participating in on-campus work
experience (International Student Barometer, 2019).
It was also found in a previous study that 73% of
the participants reported that the ability to gain U.S.
work experience before returning to their home
country or another country was the second top
career-related factor (Loo, 2016).

Since the COVID-19 pandemic, the United States
has faced rapidly increasing competitiveness from
other countries to attract international prospective
students as well as to retain international graduates,
especially under ambiguous immigration policies
and regulations (Esaki-Smith, 2021). As the
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pandemic crisis has started to ease globally,
there are still several issues that have lasting
and cumulative impacts on the international
student experience. During the four years of the
previous executive administration, there were 12
anti-immigrant executive orders or policies with
direct impact on international students. The new
administration is reversing some of these; however,
only time can tell how these policy shifts will be
reflected in enrollment numbers over the next few
years or even decades (Mason, 2021). Within the
past couple of years, higher education institutions
have been required to adapt due to COVID-19. It
is important to find ways to facilitate international
student career development in a hybrid space. Staff
at our institution have identified the following
methods to support international student career
development: flexibility toward operating across
different time zones, development of virtual/
asynchronous resources that help international
students build their network, individualized
support to meet unique needs, seeking
immigration-related support from international
office colleagues, along with engaging in a
community of practice to discuss with other staff
and receive training on supporting international
student employability.

Representation and Participation Across
Campus Partners

An effective practice that we have found is to have
representatives from each unit collaborate on
hosting yearly training sessions that the broader
university community can join to learn from
expert presenters across the campus and from
each other. Training opportunities can include
work authorization updates, tips and resources
for advising students in a global job search, and
perspectives from international student and alumni
panels. These trainings allow us to increase student
services staff knowledge, skills, and awareness of
inequities international students may face in the
career development process, and ways to be more
inclusive in practice. Apart from training events,
convening a group of staff across the institution has
been beneficial. Through this collaborative group,
those who are involved in supporting international
student career development can meet periodically
to discuss updates, share ways to resolve issues, and
join together to create student resources.
Robust and Collaborative Student
Programming

Another setting for collaboration to occur is in
student program design and implementation.
Here, Career Services can continue partnering
with the International Student Office and also
connect with other campus stakeholders such as
the Alumni Association and English Language
Support Office. Collaborative events can include
career fair preparation workshops, LinkedIn
and networking workshops, industry-focused or
location-focused international alumni panels,
and professional communication workshops, to
name a few. Collaboration can also be a means
to engage students in the creation of resources
and programs through partnering with student
organizations. By forming connections with student
groups, it becomes possible to get to know specific

Campus-Wide Collaboration Supporting
International Students

We have found that collaboration across university
departments helps us to increase equity and
inclusivity in the international student career
development process. Having collaboration between
the International Student Office and Career Services
builds a strong foundation for this effort. By
combining expertise between these two units, it is
possible to promote a strong message of inclusion
that any staff member whose work supports the
international student experience should have a basic
understanding of the various barriers encountered
in the career development process.
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student populations and help to meet their career
development needs in a more nuanced way.
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Conclusions

International students are valued members of
university communities globally. For higher
education practitioners who support the
international student experience, it is important
to build awareness of the obstacles that students
encounter when preparing for future careers, both
for reasons of empathy building and fulfilling their
diverse career needs and goals.
In this writing, we have highlighted various
opportunities for collaboration to increase equity
and inclusivity in the international student career
development process. The work of supporting
international students’ career development is the
responsibility of the broader campus. Supporting
international student career needs allows for not
only improved student outcomes and satisfaction,
but also engaged alumni and promotion of the
positive university experience around the globe.
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Collaborating for Self, Other, and World Well-Being:
Infusing Coaching-Based Practices at Lehigh University
ANGELINA RODRÍGUEZ

Lehigh University, Associate Professor/Director

To live lives of meaning and do their good work in the world over the long haul, students
and those who support them need to be well themselves. Supporting our constituents
post-pandemic is neither a one-office job nor a one-office concern. While universities
often fracture into specialized offices, a more recent holistic turn and refortified social
justice goals work to counter this. Certainly, in global education we are aware of students’
wholeness as constituted through their intersectionalities; our students are always study
abroaders/international interns or volunteers and all of their other identities.

or coachee’s habitual ways of being, thinking,
and responding. As the client sees themself
more clearly, they begin to consider other ways
of being, acting, and relating to others. They
put their growing awareness into experiential
practice, trying out new habits and responses.
Over time, the client shifts from a reactive
(unconscious, often ego-/ethnocentric) mode to a
more intentional, expansive stance characterized
by awareness, curiosity and choice. This learning
directly mirrors the learning processes in study
abroad, diversity work, global citizenship, and
other like areas, because it involves the same
skillsets of self-awareness, examining other
perspectives, engaging in experiential learning,
and designing responsible new action (AAC&U,
nd; Deardorff & Arasaratnam-Smith, 2017; Stein
& Andreotti, 2021).

Within Lehigh University’s Office of International
Affairs, we regularly seek out cross-unit
collaborations to better serve our students and
campus. In this essay, I share one example in which
we harnessed global/intercultural knowledge and
coaching practices to advance collaboration toward
more equity and inclusion on and beyond campus.
Global Education and Coaching

Global education’s expertise lies in how to engage
others and difference by becoming aware of how we
view the world and operate from specific cultural
perspectives. This includes learning to suspend
judgment about others and becoming curious
about different (non-ego-/ethnocentric) ways of
being in the world. While the goal is not for every
study abroader or virtual internship participant to
abandon their existing identities, we want them
to consider and value other approaches to living,
working, and thriving and to widen their own
repertoire of responses.

During summer 2022, I ran a four-day workshop
around globally/socially informed coaching as a
pedagogical approach that promotes self, other,
and world well-being (i.e., well-being at the
personal, interpersonal, and larger social level).
Campus attendees represented offices of study
abroad, international student services, international
internships, first-generation student initiatives, and

Coaching is a particular type of relationship that is
inquiry-based, involving a somewhat Socratic style
of questioning. As in an intercultural experience,
coaching conversations make visible the client’s
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multicultural and student affairs, and ranged in
gender, ethnicity, religion, race, nationality, age, and
faculty/staff roles.

◊ In offices engaging in direct emotional support,

The workshop’s premises were that: 1) personal,
social, and world well-being are highly
interdependent; and 2) coaching skills can be
mobilized pedagogically toward building more
inclusive, equitable experiences for our constituents
because they involve deep listening to and
exploration of difference.

◊ An uncovering of the values and desires beneath

more clarity around where the overwhelm sits
and how being under-resourced affects both staff/
faculty and students.
the surface of our own learning aspirations as we
looked toward the upcoming academic year.

◊ Given the rapidly changing global context, shared

concerns about what support incoming freshmen
(international and domestic) will need, as well as
what support students heading to mobility-based
study abroad experiences will require.

Immersed in this understanding, workshop
participants practiced coaching each other in
pairs, triads, and other modalities. They dove into
particular forms of listening and questioning, gently
challenging beliefs and responding to others in new
ways. They learned to refrain from resolving issues
(going into savior mode) and practiced staying with
themes generated by others (aligning with critical
pedagogy; see Freire, 1994).

These are things we would not have realized had
we not been in the specific sorts of high-listening,
deep-dive conversations coaching makes possible.
This work afforded space for each person’s unique
(and therefore different) experiences, perspectives,
previously unquestioned beliefs, underlying values,
and assumptions to be articulated and heard.
2. We also identified new places to include

How We Advanced Collaboration Toward
More Equity and Inclusion

coaching-based work this fall to promote more
listening, including:

The coaching modality allowed us to practice
especially engaged inquiries and listening. We
explored our well-being within our studentcentered work and asked how we wanted to be
personally present in our shared institutional social
change and DEI missions. In terms of collaboration,
two main results emerged.

◊ training for 120 resident life student leaders

responsible for approximately 30 students each;

◊ orientation for 12 first-gen student leaders who

each check in bi-monthly with up to 20 first-gen
students (approximately 240 total);

◊ 1:1 coaching with a coordinator accompanying

a semester-long freshman program abroad with
responsibility for 15 students, and a plan to share
coaching techniques with program students; and

1. Through our coaching conversations and

debriefs, we were able to identify things we would
not otherwise have articulated, such as:

◊ more compassionate, empowering 1:1s with staff

and colleagues.

◊ Gaps in what we each knew about students’

These projects advance equity and inclusion as
we reach a range of audiences and emphasize
the intense need to be able to hear and listen to
difference. Furthermore, the more staff or student
leaders listen to others, the more they learn about

experiences over the past return-to-campus year.

◊ In offices where the administrative confines

of student engagement make longer, less
transactional conversations difficult, a hunger to
serve students more personally.
24

themselves, in the same way that immersing into a
new culture shines light on one’s home culture(s).
In short, a coaching-based practice provides a
means for everyone to learn within (versus despite)
their differences.
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Conclusions

The experiences of the past several years have
made it clear that to sustain our good work in
the world demands individual well-being and an
ability to evolve when faced with difference and
the unexpected. This involves cultivating new
ways to provide and seek support, being able to
question the inner status quo as much as the outer,
and engaging others with greater openness. By
weaving globally committed coaching practices into
collaborative efforts, we help staff, faculty, and peer
leaders expand their repertoires of student support
skills and take care of themselves at once.
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Listening to ourselves and others is also the first
step toward increasing equity and inclusion on
campus and an increasingly urgent strategy on
the world scene as nations and interest groups
retreat to us-vs-them binaries based on distrust
and ignorance about anything/anyone who is
different. With its emphasis on empathic listening,
coaching serves as one effective pedagogical tool for
expanding a sense of belonging while also making
room for difference.
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Collaborating with Vocational Rehabilitation Offices to
Support Students with Disabilities in Education Abroad
BECCA ABURAKIA-EINHORN

Gallaudet University, Manager of Education
Abroad and International Fellowships

Students with disabilities experience multiple barriers when trying to participate
in education abroad programs. In addition to their access needs, they may face
additional funding challenges because they are low income or because they
will need to pay additional money for accommodations (or both). Facilitating
study abroad for students with disabilities requires advisors to understand
these students’ intersectional identities and their resulting needs.

Each state (and U.S. territory) has its own VR office
and unique policies about what programs and
courses will be covered.2 Some state VR offices have
a reputation for being generous (e.g., California,
Washington, D.C.), while others pay for what some
consider to be the bare minimum. Each student
is assigned a VR counselor from their home state
who advises the student as they select courses and
ultimately determines how much funding can be
disbursed to their college or university to pay for
their tuition (and other costs such as housing and
books if they are covered by the state).

I serve as the Manager of Education Abroad and
International Fellowships at Gallaudet University,
which is the world’s first and only university
designed to be barrier-free for the Deaf, Deafblind,
and hard of hearing. A large percentage of
Gallaudet students have state-based funding from
their state’s vocational rehabilitation (VR) office,
and I have had success collaborating with VR
counselors to help students use VR funding for
study abroad.
VR services pay for training for people with
disabilities who “have a physical or mental
impairment that results in a substantial impediment
to employment and who require and can benefit
from VR services to achieve employment and
maximize career goals.”1 VR funding can be used
for college and in some cases graduate tuition
for people with documented disabilities. Not all
students with disabilities will have VR funding, but
most universities will have some students who use
VR funding in part or in whole to pay for college.

While university financial offices sometimes liaise
with VR counselors, in general students advocate
for themselves with their VR counselors. A VR
counselor may inform a student that a course is
not covered because it is not required. When a
VR counselor says no, students often take that as a
“hard no” and do not push back. In my experience,
many students do not know that they can ask their
VR counselor to cover study abroad costs and do

1 https://rsa.ed.gov/about/programs/vocational-rehabilitation-state-grants
2 https://rsa.ed.gov/about/states

26

aid, VR funding). At most universities, students
with VR funding are in the minority, so advisors
should find a way to encourage students to
disclose that they have VR funding during the
application process.

not know how to advocate for themselves. Study
abroad advisors should know about VR funding
so they can help students with disabilities advocate
for themselves and ultimately increase the number
of students with disabilities participating in study
abroad programs.

◊ Influence Program Selection or Registration

Process: If a student has VR funding, determine
what their state will cover. If a student’s VR office
does not cover summer, encourage the student to
look for semester programs. If the student’s VR
office only covers courses that are “required,” try
to encourage a student to select a program that
will help them fulfill major, minor, or general
education requirements. When students are
registered for education abroad programs at their
home school (instead of transferring credit in),
VR is more likely to cover the course or program
in question (e.g., faculty-led programs are usually
covered, as are approved third-party programs
that have designated institutional registration
numbers). This is because the courses look like
any other course that the student may be taking
at the university.

What Study Abroad Advisors Need to
Know About VR Funding
◊ VR funding is designed to help individuals

with disabilities “prepare for, secure, regain or
retain employment.”3 Thus, VR counselors are
encouraged or mandated to ensure that a student
only registers for courses that are required or
otherwise an official part of their degree program.4

◊ VR counselors dole out aid to students based on

relevant state guidelines. Some states cover full
tuition as well as room and board and costs for
books, while others only cover tuition.

◊ In some states VR funding is restricted to fall and

spring courses.

◊ VR counselors do their best to assess a student’s

◊ Advocate: Write a custom letter for the student

needs, but the process of awarding funding
can be highly subjective. For that reason, study
abroad advisors have an important opportunity
to influence VR counselor decision-making in
such a way as to support students with disabilities
to obtain funding for study abroad programs.

to present to their VR counselor or send a
letter to the counselor yourself. In this letter,
outline the costs for the program, elaborate on
the benefits of study abroad (e.g., increased
career readiness, enhanced cultural competency,
stronger problem-solving skills), and emphasize
the way in which the program will help a student
fulfill any major, minor, or general requirements
that they have. For some of our programs at
Gallaudet, we have a study abroad fee of $1,250
which is added directly to a student’s account,
and I will include that in my letter and ask for
that to be covered as well.

How Study Abroad Advisors Can Use VR
to Help Students with Disabilities Access
Study Abroad
◊ Identify who has VR funding: Check with your

students to find out what their current sources
of college funding are (e.g., internal scholarship,
external scholarship, federal aid, state-based

3 https://dds.dc.gov/service/vocational-rehabilitation-services
4 https://www.miusa.org/resource/tip-sheets/vocrehab/
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In general, VR counselors do not have extensive
experience with supporting students through study
abroad programs. Only some of the individuals
supported by a VR counselor are in college
(others are using VR for other types of vocational
training), and of the students in college, only a
small percentage even ask about study abroad. The
most important thing is to be a tenacious advocate
for your student and an advocate for the benefits of
study abroad.
Students with disabilities experience many barriers
when trying to apply for or enroll in study abroad
programs. They may not know about study abroad
or may not think it is something in which they
could participate. They often worry about being
discriminated against, so they don’t apply at all
(or perhaps they fail to disclose their disability
during the application process for fear of being
turned away). This is an understandable defense
mechanism (because ableism is real!) but may also
cause a delay in obtaining the accommodations
needed to make participation accessible. Lastly,
many students with disabilities, like other students,
face challenges finding funding for study abroad or
must pay for some of their own accommodations,
increasing their total costs relative to their peers.
One way we as study abroad educators can help
increase the numbers of students with disabilities
who participate in study abroad is by increasing
such funding. The life-changing magic of study
abroad should be an experience open to all
students, and study abroad advisors should know
that some students with disabilities could obtain
VR funding to support the costs associated with a
study abroad program.
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