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Cushner (2009, 2012), Deardorff (2006), DeJaeghere and Cao (2009), and Mahon (2007) reiterate that to maximize our ability to develop students as interculturally competent 21st century citizens able to engage with other peoples and cultures peacefully and productively, then we need to intentionally teach and equip our educators with skills, knowledge, and attitudes related to intercultural competence.  An oft-cited vehicle to develop this competence is the use of international immersion programs, which can fast track the development of intercultural competence if such a program is intentionally designed and implemented explicitly to meet that objective (Che, Spearman & Manizade, 2009; Cushner, 2012; DeJaeghere & Cao, 2009).  Supporting this contention, Newton, Oudghiri, Obenchain, and Phillion (2020) expand the discussion with the inclusion of social justice in their article, “Preservice teachers’ understandings of social justice within the context of study abroad programs.”  Citing the cultural and experiential gap between the typical monolingual, white pre-service teacher and the cultural diversity embedded in the classroom, Newton et al. (2020) explore how pre-service teachers can build their intercultural competency and understanding of social justice in the context of international study abroad programs.  
Newton et al. (2020) begin by asserting that participation in an immersion program is insufficient to the development of a socially just, interculturally competent, and diversity-aware mindset.  To develop this mindset, Newton et al. (2020) argue intentional instruction, design, and implementation of education-based study abroad programs should focus on three key components, specifically context (location of study abroad program), curriculum (what is studied), and co-curricular activities (what participants do in addition to their studies during the program).  To assess how these components influence the development of social justice and intercultural competence, the authors consider three study abroad programs in Germany, Tanzania, and Honduras.  Following preparatory, formative, and summative assessments of participants in these programs, Newton et al. (2020) cites the recognition of a pedagogical necessity for critical reflection; when combined with an intentional construction of context, curriculum, and co-curricular activities, such individual and group reflection “maximizes the potential for transformation” and “reinforces core ideas of social justice” (Newton et al., 2020, p. 265).  In conclusion, the authors suggest additional areas of research, such as increasing recognition of parallel social justice issues in the United States by incorporating service learning; increasing dispositions such as “empathy, cross-cultural understanding, critical reflection, global citizenship, (and) curiosity” (Newton et al., 2020, p. 266); and sustaining learning and reflection on social justice over a lifetime (Newton et al., 2020).
To support their research, Newton et al. (2020), considered here as the STEM article, lean on a diverse group of academic peers.  Four of those peers, called Nodes, were chosen for consideration based on the following criteria:  the frequency the STEM referenced the Node; the apparent relevance of the reference within the STEM; and my lack of familiarity with the Node author.  Newton et al. (2020) utilized these four Nodes to support their key suppositions that attention to context, curriculum, and co-curricular activities is critical to effect social justice within an immersion program.  The following report reviews each Node, and then explores three sub-Node articles derived from each Node, and how those sub-Nodes support or do not support the Node’s or STEM’s conclusions, and ultimately contribute to developing social justice. 
The first Node is the article “Examining the practice of critical reflection for developing pre-service teachers’ multicultural competencies: Findings from a study abroad program in Honduras” (Sharma, Phillion, & Malewski, 2011).  This article explores the role of critical reflection in developing intercultural competence among pre-service teachers, which Newton et al. (2020) highlights in their research.  Sharma et al. (2011) analyzes participants’ experience during a Honduras immersion program, a location also used by Newton et al. (2020), to illustrate how context can generate new perspectives and how critical reflection can facilitate personal and professional growth.  This critical reflection challenges assumed frames of reference by pushing participants to examine and “take ownership of their beliefs, attitudes, and perspectives and develop new interpretations for multicultural teaching and learning” (Sharma et al., 2011, p. 20).  These experiences can create conflict between the self and other, ultimately leading to a new “meaning-making” process and transformation (Sharma et. al., 2011, p. 11), which is also discussed and referenced by Newton et al. (2020).  
To support their research, Sharma et al. (2011) references the work of Jared Keengwe (2010) in his article, “Fostering cross cultural competence in preservice teachers through multicultural education experiences.”  Keengwe (2010) touches on teachers’ limited knowledge of and struggles to teach diverse learners, and the associated risk of not holding high expectations for students from unfamiliar backgrounds.  Like Sharma et al. (2011) and Newton et al. (2020), Keengwe (2020) is focused on preservice teachers, but rather than looking at immersion programs, he analyzes how teachers’ multicultural education may be influenced through placement with English Language Learners (ELL) living in the Midwest.  While Keengwe (2020) sites the importance of active and experiential education to increase understanding, his tool (local placement with ELLs) differs significantly from the tool sited in Newton et al. (2020) and Sharma et al. (2011), namely immersion programs.  As such, a comparative between the results of intercultural competency development between the sub-Node, the Node and STEM are not conclusive given the difference in the intervention used.
In a second sub-Node, Christine Sleeter (2008), in her article, “An invitation to support diverse students through teacher education,” examines the work of two teachers in a California school.  Sleeter (2008) emphasizes the relational and innovative act of teaching, and the importance of community and family engagement to capture the “lived experiences” of students (p. 215).  Sleeter (2008) also calls out the need to avoid deficit-oriented assumptions about students, and the careful planning necessary to reach diverse learners.  This point is reflected in the work of Keengwe (2020), who also cites the risk of demanding less from diverse learners. Additionally, like in Keengwe (2020), Sleeter (2008) is not using an immersion program to assess best practices of developing intercultural competency, and instead focuses on the experiences of in-service teachers finding ways to effectively work with diverse learners within their schools.  While Sleeter (2008) and Keengwe (2020) support the principles of the work of Newton et al. (2020) and Sharma et al. (2011), the intervention and distinct focus on social justice is not present in these two sub-Nodes.  
Sharma et al. (2011) reference a third sub-Node, which is an article by one of the Node’s authors, Suniti Sharma, called “From the red-dot-Indian woman to jet-set-mangoes and all the hyphens in-between: Studying abroad and discovering myself” (Sharma, 2009).  This non-peer reviewed article is a personal narrative describing Sharma’s experience as a researcher supporting a study abroad program in Honduras, a location in common with the Node and STEM.  Sharma (2009) explores her “hyphenated cultural schizophrenia” through an autobiography and life story (p. 119).  Living within a different culture as someone identifying with multiple identities becomes a trope in the narrative, culminating in recognizing the power of study abroad as something that “stirs the foundations of my intellectual cultural well-being….and creates a breakdown in the safety of experiences” (Sharma, 2009, p. 135).  Sharma’s (2009) focus on identity and the interactive dynamism within cultures serves as an example of critical reflection in action, a helpful context for the Node, which emphasizes critical reflection as a tool to transform “ways for framing multicultural experiences, constructing multiple perspectives, and reconceptualizing self and other as a continuous and systematic educational practice” (Sharma et al., 2011, p. 20).  Likewise, Newton et al. (2020) affirms critical reflection as a “crucial step” in pre-service teacher’s transformative learning (p. 264).  
A second Node used by Newton et al. (2020) is the article, “International education and service learning: Approaches toward cultural competency and social justice” (Smith, Jennings, & Lakhan, 2014).  Rather than focused on pre-service teachers, this Node assesses psychology students on a four-week, study abroad program in Singapore and their associated development of intercultural competency and social justice concepts, such as recognizing power dynamics.  Like Newton et al. (2020), Smith et al. (2014) notes daily reflection, an international context, direct cultural contact, and service learning as key factors in transforming learning and developing awareness, knowledge, and skills in intercultural competency.  Also cited is the challenge to “personal frameworks” and social justice perspectives (Smith et al., 2014, p. 1206), and how “studying abroad appeared to be effective at creating these transformations as a result of disorienting dilemmas” (Smith et al., 2014, p. 1207).  Likewise, Newton et al. (2020) also references “the interconnectedness and synthesis of the program components (which) serve to reinforce core ideas of social justice” (p. 265).
The work of Smith et al. (2014) is supported by the sub-Node, “Disorienting experiences during study abroad: Reflections of pre-service teacher candidates” (Trilokekar & Kukar, 2011).  Trilokekar and Kukar (2011) emphasize the point made in the Node and STEM that “international experiences alone do not make…a multicultural educator” (p. 1141).  In further alignment with the Node and STEM, Trilokekar and Kukar (2011) discuss the power of study abroad, and the importance of engaging with socio-cultural differences to help participants discover their culture when outside of it.  The transformative experience of an immersion program is well cited in Smith et al. (2014) and Newton et al. (2020), which like Trilokekar and Kukar (2011), call out the importance of critical reflection as part of that transformation.  
The second sub-Node, “Cultural competency: From philosophy to research and practice” (Sue, 2006) focuses on therapists and the importance of possessing “scientific mindedness, dynamic sizing, and culture-specific skills” as a framework for developing intercultural competence and effectiveness with clients (Sue, 2006, p. 239).  This scientific framework of understanding cultural skills is recognized differently in Smith et al. (2014), who define cultural competency as the development of “awareness, knowledge and skills,” that is, the emotional, cognitive, and behaviors of intercultural competency (p. 1189).  Further, while Sue (2006) and Smith et al. (2014) are addressing the importance of cultural competence, Sue (2006) is focused on the audience of active psychologists while Smith et al. (2014) and Newton et al. (2020) are focused on pre-service teachers. This difference in audience suggests the shared need for intercultural competency among different professionals, although Sue’s (2006) therapeutic standards framework is distinct from the pre-service teachers’ orientation and purpose. 
The third sub-Node, “Innovative practices in service-learning and curricular engagement” (Bringle & Hatcher, 2009), takes a different angle from the other two sub-Nodes by focusing on the role of service learning in higher education institutions as a tool to increase civic and community engagement.  Service- learning courses, considered a “valued pedagogy for engaged campuses” (Bringle & Hatcher, 2009, p. 44) should be “evenly distributed” across the academic curriculum and faculty (Bringle & Hatcher, 2009, p. 41).  When referring to the work of Bringle and Hatcher (2009), Smith et al. (2014) indicate service learning is about working “with a particular community rather than providing a service for a particular community (Smith et al., 2014, p. 1192).  This reference does not clearly align with the work of Bringle and Hatcher (2009), whose discussion of service learning is focused on its frequency on campuses as a forum for civic involvement, faculty development, and university engagement.  Further, while service learning is a key learning opportunity during immersion programs, Newton et al. (2020) also does not examine the role of service learning as a function of university engagement.  Therefore, it appears the work of Bringle and Hatcher (2009), while important, does not align with how the Node, and by extension the STEM, references this sub-Node’s research study.
The third Node is “(Un)becoming tourist-teachers: Unveiling white racial identity in cross-cultural teaching programmes” (Enriquez-Gibson & Gibson, 2015).  Reiterating the assertions of Newton et al., Enriquez-Gibson and Gibson (2015) assert critical reflection is essential during and after immersion programs, which they argue contributes to teachers developing culturally sensitive dispositions such as empathy and a sense of otherness.  Enriquez-Gibson and Gibson (2015) further emphasize the importance of engaging one’s racial identity and making whiteness visible, a point not explicit in the work of Newton et al. (2020).  Immersion programs, Enriquez-Gibson and Gibson (2015) argue, can lead to critical transformation among participants through community engagement and attention to the “sense-scapes,” that is, the embedded senses available through that immersion experience (p. 113).  In addition, the authors call out the need to shift from a “tourist gaze,” how individuals make sense of the world (Enriquez-Gibson & Gibson, 2015, p. 112), to “an other-focused gaze” (Enriquez-Gibson & Gibson, 2015, p. 113).  Newton et al. (2020) similarly discuss how the context, curriculum and co-curricular activities give participants a vehicle to shift perspectives and gain “opportunities to learn about social justice,” that is, the other-focused gaze (p. 264).  
In support of this Node, the sub-Node, “Beyond educational tourism: Lessons learned while student teaching abroad” (Quezada, 2004) reviews different types of international immersion programs and their efficacy of improving cultural understanding based on “instructional pedagogy, self-learning and genuine multiculturalism” (p. 461).  Quezada (2004) highlights the importance of pre-departure training, service learning, re-entry follow-up, and funding support as key components of developing intercultural competence through study abroad programs, as well as the challenges of adapting curriculum, isolation, and language barriers for participants.  While the work of Quezada (2004) generally supports the work of Enriquez-Gibson and Gibson (2015), the Node presents the research of the sub-Node as conclusive and informed.  For example, in reference to Quezada (2004), Enriquez-Gibson and Gibson (2015) state university study abroad programs are limited when “presenting the same opportunities for students in primary and secondary education” (p. 108).  Problematically, Quezada (2004) is not supported by a robust literature review; in Quezada’s (2004) study, assertions frequently are made without research citations, which therefore limits the trustworthiness of the conclusions.  Further, Quezada (2004) does not contribute to or reflect the principal discussion points in the work of Enriquez-Gibson and Gibson (2015), and aside from the mention of service learning, Quezada’s (2004) work additionally does not strengthen the assertions of Newton et al. (2020). 
The second sub-Node referenced in the research of Enriquez-Gibson and Gibson (2015) is Karen Lowenstein’s (2009) article, “The work of multicultural teacher education: Reconceptualizing white teacher candidates as learners.” Lowenstein (2009) examines the concept of White teacher candidates being perceived as “deficient learners about issues of diversity” (p. 163).  Asserting that we must recalibrate our assumptions of White teachers, Lowenstein (2009) sees them as active participants in inquiry-based, reflective conversations, and notes field experiences, such as immersion programs, are helpful tools to extract such opportunities for reflection.  Further, White teachers are “not the problem,” but rather reflect the challenges embedded in the system, and moreover, teachers are too often viewed as “heroes to the rescue” in regard to pedagogical discussions of diversity (Lowenstein, 2009, p. 187). This sub-Node supports Enriquez-Gibson and Gibson’s (2015) contention of the importance of gaining an other-focused gaze rather than a tourist gaze in part by making Whiteness visible (Enriquez-Gibson & Gibson, 2015), although Lowenstein (2009) shifts the conversation from the centrality of teachers to the system of education.  Additionally, Newton et al. (2020) are generally aligned with Lowenstein’s (2009) focus on social justice conceptions and perceptions, but Newton et al. (2020) do not explore the subject of Whiteness or Lowenstein’s (2009) assertion that White teacher candidates are not the problem.  
Third, Enriquez-Gibson & Gibson (2015) reference a sub-Node by Chaim Noy, “Performing identity: touristic narratives of self-change” (Noy, 2004).  Using the metaphor that tourists are performers, Noy (2004) argues that change occurs between the performer and the audience; “a personal narrative performance” is when social meaning “is fervently negotiated and constructed” (p. 117). The self emerges from this dialogue between the performer and the audience, that is, between the tourist and the new context with story-telling as the principle language (Noy, 2004).  Enriquez-Gibson and Gibson (2015) refer to these assertions by Noy (2004) that stories and performance lead to “a rite of passage perhaps of identity” (Enriquez-Gibson & Gibson, 2015, p. 111), but the broader themes of the Node’s research in intercultural competence or immersion programs are not connected to the assertions offered by Noy (2004).  Further, Noy (2004), like Quezada (2004), offers few citations to support his research, and does not address social justice, a key component of the STEM and Node. 
The fourth Node is the article, “A study abroad program in Tanzania: The evolution of social justice action work” (Cannon & Heider, 2012).  Examining a short-term study abroad program conducted in 2008, 2010, and 2012, Cannon and Heider (2012) tease out aspects of immersion programs that increase social justice and intercultural awareness.  Examples of these components include the difference between “helping” and “doing for” in service-learning endeavors (Cannon & Heider, 2012, p. 64); the need to maintain flexibility; and the challenge of student frustration as they navigate new environments, “homesickness, culture shock,” activities and assignments (Cannon & Heider, 2012, p. 65).  Cannon and Heider (2012) use the term “justice learning” (p. 62) to refer to experiential learning that incorporates both social justice and service learning.  The authors also emphasize experiential learning as an opportunity for participants to actively engage, and the importance of pre-departure programming.  Newton et al. (2020) closely align with the principal points of Cannon and Heider (2012), including the use of immersion programs to advance conceptualizations of social justice; the goal of developing intercultural competency during these programs; and the element of service learning.  Both the STEM and Node also confirm the relevance of intentional reflection to generate learning.
In support of this Node is the sub-Node by Dan Butin (2007), “Justice-learning: Service-learning as justice-oriented education.”  Butin (2007) is the source of Canon and Heider’s (2012) concept of and reference to justice-learning.  Butin (2007) calls out the risk of service learning, which can have a “charity orientation,” while “social justice education is linked to activism,” together which are potentially “hampered by dilution and radicalization” (p. 178).  On the other hand, justice learning helps to make visible beliefs, perspectives, and ways of knowing, thereby opening up possibility and conversation, which appears through engagement with others (Butin, 2007). Cannon and Heider (2012) capture Butin’s (2007) conceptualization of the risks of service learning, which they call an “ethical concern” (Cannon & Heider, 2012, p. 64), and later note how “Butin helped us clarify how service-learning and social justice work can be productively integrated” (Cannon & Heider, 2012, p. 70). 
A second sub-Node is by Aixa Ritz (2011), “The educational value of short-term study abroad programs as course components.”  Ritz (2011) explores how a study abroad program for hospitality students in Costa Rica facilitates transformative learning and a meaning-making process while illuminating how tourism appears in a developing country.  Ritz (2011) specifically names facilitated group discussions; careful planning; opportunities for feedback and assessment; and teaching activities as ways to link the classroom with “the real world” (p. 165). Aside from the mention of economic distribution challenges found in tourism, missing from Ritz (2011) study is discussion of the role of service learning and social justice – key components of the work of Cannon and Heider (2012) and Newton et al. (2020).  Cannon and Heider (2012) lean on Ritz to confirm the value of short-term study abroad programs.  However, this link is limited given the different goals of Ritz’ (2011) study, namely to study how tourism is conceived, and Cannon and Heider’s (2012) focus of justice learning during an immersion program.  Likewise, Newton et al. (2020) are examining the experience of preserve teachers rather than the intersection and engagement of a host country and tourists.
The third sub-Node is “Becoming the change we want to see: Critical study abroad for a tumultuous world” (Reilly & Senders, 2009).  The authors walk through the history of international immersion programs with particular focus on the U.S. government’s motivations for such programs, which has currently shifted the raison d'etre for study abroad to building global competence, considered a “strategic response” (Reilly & Senders, 2009, p. 246).  Recognizing the “inherently interdisciplinary” aspect of study abroad, Reilly and Senders (2009) offer nine ways their notion of “critical study abroad” can constructively help participants respond to global crises (p. 250).  The authors argue a shift from the concept of “global competence” to “global citizenship” is essential in “critical” study abroad, which asks participants to consider “not only what they have been given, but also what they owe” (Reilly & Senders, 2009, p. 257).  Cannon and Heider (2012) highlight key attributes of study abroad programs described by Reilly and Senders (2009), such as facilitating active teaching, emphasizing responsibility, and inspiring student-led learning and teaching.  Cannon and Heider (2012) also recognize the political nature of study abroad, and the responsibility to consider new ways of knowing through engagement with the local audience.  Likewise, Newton et al. 2020) reference the political decision-making and “power dynamics within social relations” (p. 265) in their discussion of social justice, noting “education is not a purely meritocratic system” (p. 264). 
Reflecting on the four main Nodes and corresponding 12 sub-Nodes discussed in this study, a central theme appears: nearly every cited researcher reference or emphasize the importance of critical reflection during an intercultural experience. Newton et al. (2020) recognize the importance of ensuring participants reflect during their programs, even calling out a need to encourage a “lifetime of learning and reflection” (p. 266).  However, Newton et al. (2020), despite the overwhelming focus in their literature review, does not measure, frame, or assess critical reflection as a separate key component, and instead maintains an emphasis on the three components of context, curriculum, and co-curricular activities.  For example, Newton et al. (2020) does not seem to inquire of the participants how, when, or to what extent critical reflection occurred in the three immersion programs they studied despite each instructor citing reflection as important.  Further, Newton et al. (2020) seems not to acknowledge the role critical reflection plays in the success of the three assessed key components.  While acknowledging the “interconnectedness and synthesis of the program components,” the authors are silent on whether critical reflection is necessary for those components to have the desired effect – in this case, reinforcing awareness and ideas of social justice (Newton et al., 2020, p. 265).  
In general, I suggest the Nodes employed by Newton et al. (2020) and the corresponding sub-Nodes support the STEM assertions.  In their review of the three immersion programs in Germany, Honduras, and Tanzania, Newton et al. (2020) seek to illuminate ways to enhance pre-service teachers’ understanding of social justice.  The tools they assess within these immersion programs – context, curriculum, and co-curricular activities – are vehicles that can generate transformative learning when they are combined with critical reflection.  A challenge is that these vehicles are not experienced equitably by participants; depending on that participant’s backgrounds, cultures, ideologies, biases, and personal experiences with justice, they will approach the context, the curriculum, and co-curricular activities uniquely.  These differences, I argue, must be incorporated in the contextualization, design, and implementation of these components to ensure Butin’s (2007) justice learning – the theory and action of social justice and service learning – can potentially be realized for all participants.  Newton et al. (2020) and the Nodes and sub-Nodes seem to address the issue of equity tangentially at times, but this group of researchers, including Newton et al. (2020), do not yet have an answer to the question posed by our STEM: how can we support preservice teachers to fully and holistically understand social justice, particularly in the context of education-based immersion programs, and further, how does that understanding turn to action? 
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