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SOARIing for Employability — can this serve as a transferable pedagogy and
process for developing ‘global graduates’?

Abstract

SOARIng for Employabilitgpproaches have been developed and authored icottitext of UK higher
education, to enable staff to integrate the persostcial, academic and career development of all
students within their curriculum. TIEBOARmModel animates the universal-personal dynamia-inte
relationships betweegelf, Opportunity,Aspirations andResults. The main ‘Result’ intended through
SOAR pedagogy is to facilitate students througefiective-active, structured and supported process
intended to give them a greater sense of persagethey, direction and destination — empowering them
to deal effectively with life, work and lifelongtaing in today’s competitive global economy.

SOAR is theoretically sound and empirically eviggh@ncluding evaluations with international
students) but its implementation in different crdtuand contexts is relatively under-researcheds Th
paper documents a study on SOAR as it was apmlidtetdesign and delivery of a newly-introduced
Personal and Professional Development unit for MBAdents at the University of Bedfordshire in
2010-11. Since 99% of this cohort was from India interesting to analyse the impact of SOAR
reported by students at this postgraduate levéhiis cultural context. The findings broadly confirm
SOAR can be a transferable meta-model that dev@opable graduate attributes, applicable in ‘a
borderless workplace’.

Arti Kumar, University of Bedfordshire, UK. Arti.kumar@beds.ac.uk

Introduction: Conceptualisations of ~ SOARing for Employability

SOARIng for Employabilitis a phrase used in this paper on the back ofrilgenal SOARIng to
Successub-title of a book (Kumar, 2007) which comprelwesly describes the process and
pedagogy, tools and techniques that incrementaNgldp a range of generic graduate attributes for
application to current study and transfer to futiffectiveness in the world of work. TBROAR

model animates the universal-personal dynamic-igiationships betweegelf, Opportunity,
Aspirations andResults (hereafter referred to simply as SOAR). Eadfiter-connected and part of a
wider picture. Individuals need to explore how dyaamic interactions and relationships between the
inner world of Self with the outer world of Opponity can generate, clarify or modify Aspirations

and produce Results. It is the combinations, peatimuts and constructive alignment of these SOAR
elements that create synergy in self-development.

The tools and technigues that flow from SOAR enahleents to identify and critically
appreciate their interests, values, abilities aatdinal styles, and explore how these interact
developmentally with various options and opportesitThis dynamic can lead to realistic
Aspirations (soundly informed decisions and actitmalans) and effectivResults (e.g.
better engagement in learning, job satisfactionnimg CVs/ resumes/ applications,
interviews, etc.) The process of making personaheations between these elements in the
minds and hearts of students needs to be promptealding relevant awareness of tutor and
employer requirements: what do students need andalevelop in order to articulate and
demonstrate effective behavioural competencie®ih kearning and in work? How is
‘learnability’ linked with ‘employability’ — espeaily in today’s learning and work
environments? The SOAR process needs to be &edity active-reflective learning,
context and person-specific information, guidanoe support.
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SOAR is underpinned by theories but primarily eealin a UK context through empirical evidence
gleaned from the experience of designing and détigecareer development units within higher
education curricula, refined continuously throughlaations with students from different subject
disciplines and cohorts (including internationaldgints), teaching teams, external examiners and
graduate employers. It is also based on the lopgréence of responding to a series of UK reports
and recommendations, the most significant of wiieh

= the PDP agenda, which requires all HEIs to offar structured and supported process
undertaken by an individual to reflect upon thearolearning, performance and/or achievement
and to plan for their personal, educational and ear developmehi{QAA, 2000, revised and
reinforced 2008);

» the Burgess Report (2007), which requires all HElprovide a Higher Education Achievement
Record (HEAR) detailing and validating each stutderskills and experiences in addition to the
degree certificate at graduation;

= the skill needs of graduate recruiters, which skkonsiderable similarity and
consistency in what employers generically seek @gngual AGR Surveys; CIHE and
UKCES Reports, 2008, 2009; CBI & UUK, 2009; CBI &J8, 2011. Also see AGCAS
& NASES visits to China in 2009, and India in 2010)

SOAR was also informed by the Blueprint for Caf@ewvelopment project in Canada and Australia,
published at the time of researching and writirggltbok (Kumar, 2007). Accordingly the model
updates and reframes ‘career’ as ‘lifelong andvifde learning’, defining it not so much as
occupational titles but as an individual's portapégsonal skills and values (Straby, 2002).

The background and context of this study

The University of Bedfordshire in the UK, where tharent study was undertaken, recruits a
culturally and educationally diverse range of shidérom within and outside the UK, to a
range of disciplines across four faculties: Edwratind Sports Sciences; Business; Health
and Social Studies; Creative Arts, Technology atidri&e. 94% of its students are from
state schools; more than 48% of its undergradwatemature students. 43% of its young
full-time students are from National Statistics ®economic Classification (NS-SEC)

groups 4—7 and approximately 35% are ethnic mipatitdents. Many therefore suffer
multiple disadvantage in entering and participatimgducation and employment.

The University has long been aware that educatoitd diversity of students’ needs must
change in line with the changing world. Its visemd provision has centred on vocational
education, so graduate employability has been @oitant end goal driving curriculum
revisions and innovations. The University has atsale a commitment to
internationalisation, defining it ag he process of integrating an international and
intercultural dimension into the teaching, reseagstd service function of the institution
(Knight, 1994). It recognises that broadening aitlents' cultural and global perspectives
will enrich their learning, prepare them to opefatafessionally in multinational career
opportunities and develop a sense of responsitbdiyeal with socio-economic and
environmental issues that increasingly cross natibaundaries.

Since 2008-9 SOAR is in principle embedded as tati#fe and productive learner-centred
pedagogy within its revised institutional curricoli{Atlay et al, 2008). The new teaching,
learning and assessment methods can be adoptddted to connect personal and career
development with good learning in all subject aula, and with generic graduate attributes
and employability. Faculty and careers staff haagably used some of the theories,
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activities, reflective aids and techniques to mswlents incrementally to graduate and
professional identity, aligned with the requirenseot a competitive and changing global
economy.

There is convincing evidence from student evalustiat SOAR has produced its intended
benefits for the majority of students who engagen s tools and techniques for
personalised development, regardless of their vaokgl, age, subject and level of study
(Kumar, 2007). It has the potential for widespreagdact and benefits — not only across UK
HE institutions but also overseas. However thigwia relatively under-researched and the
potential still needs to be realised by implemen&®OAR in different curricula and
analysing its suitability for and impact on studer8haring good practice can help to clarify
‘what works well’, and what needs to be done oretigyed to make it effective and
productive in different contexts and cultures.

Current MBA research

The research aim and question

The research reported on in this paper was designaelvelop evidence that speaks to — to
confirm, challenge or redefine — previous literat(Kkumar 2008, 2009, 2010) and broadly
compare findings with data from previous evaluaioonducted with undergraduate students
on a range of different subject areas, from Accancy to Business Marketing to Computing,
Psychology and Tourism. The need to do this rekeaes also prompted to some extent by a
dearth of available theory and literature on thpant of SOARIng as a PDP-related set of
concepts and practices — as PDP is a relativegnteand under-researched pedagogy for the
UK Higher Education sector. The importance of tBiPRagenda has been reinforced by the
revisedProgress File Guideline@AA, 2008), several Government White PapersL#itch
Review of Skill§2006) andBeyond the honours degree classificatibhe BurgessGroup

final report (2007).

In the University of Bedfordshire’s academic ye@i@-11 a newly introduced unit for the
Personal and Professional Developmehstudents in the Business MBA in Intercultural
Communications provided fertile ground for evalngtthe impact of SOAR-related activities
when they are applied in this context. It was atipalar interest to analyse how SOAR
impacts this particular intake of postgraduate estisl as they were predominantly from
various parts of India. The research question Wass SOAR act as an agent of
development for these students? What benefitssme$s do they report?

Participants: MBA staff and students

As an Honorary Visiting Research Fellow at the @nsity of Bedfordshire, and as the author
of the SOAR framework, the researcher designedsthidy with MBA tutors, declaring her
interest in exploring the model’s suitability fandaimpact on this cohort of postgraduate
students. She was looking for clearly-reporteddibktween cause-and-effect types of
student development. However, as an external obgecisitor, and with an awareness of the
many variables that influence students’ learnihg, designed the research to be an open-
minded, exploratory and evaluative study on theneaand extent of possibilities in further
developing pedagogy and practice to suit the sipdeiirning needs of students from other
cultural backgrounds.
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The two MBA tutor participants in this research vére academic course leader and the
careers adviser responsible for the Business faclitiey were jointly responsible for
designing the new PPD unit and delivering the swiitworkshops. They used SOAR to
provide a linear structured and supported proaasstiidents, but perceived that SOAR can
also be cyclical as a recurrent process that tBkesonal Development Planning spiralling
into future Continuous Professional Developmergets foundational habits and attitudes
that connect personal strengths and self-developnesds with lifelong and life-wide
learning, enabling individuals to perceive theitlskand experiences as relevant and inter-
linked for the purposes of current learning thansfers to future (or concurrent) careers in a
high-tech, rapidly changing world.

Students were given to understand that they casldsit and reflect 0SOAR inter-
relationships even beyond the MBA, Sadf maturesOpportunities changé\spirations are
modified andResults achieved. Several active-reflective SOARexyat different levels and
transition stages in an individual’s life-careendarm a dynamic spiral of development.

The staff participants in this research found thaseepts relevant, meaningful and useful

for their students and for their own needs. Formgda, the research design enabled them to:

» share, explore and develop concepts; incorporaaelapt existing SOAR practices and
resources;

» evaluate SOAR pedagogy from different perspectaresexperiences;

» support students in replicating a personal devetgmlanning (PDP) process in their
own continuous professional development (CPD)hay teflected and recorded their
personal learning journeys;

 fulfil the University’s expectations in respectafidence-based practice, and its
requirements as written into its Education Strat&tgsearch-informed Strategy and
Employability Strategy.

All students on the course were invited to partitgpon a voluntary basis. Informed, ethical
consent was obtained from 26 of the total cohdrts Was an opportunistic sample and no
attempt was made to choose or control a representsmple, so the outcomes cannot claim
to be generalisable across ‘the Indian culturelebd arguably there is no such thing, as
India is renowned for its diversity, multilinguaié multicultural features. However
anecdotally in general, and specifically from imtews with the MBA tutors, postgraduate
international students in general were perceivagutésent particular challenges. Tutors felt
that the prior Indian education these studentseixperienced would lead to expectations of
more classroom contact time with tutors and passbssarption of knowledge from them
rather than actively co-constructing knowledgeantpership with them. They said that
Indian students have not developed skills in indéeet critical thinking, problem solving,
self-management, reflective practice and commuioicah the same way as UK home
students.

While the demand for MBA education has increase@aent years its prestige has
fluctuated. It has been criticised for producingdyrates who are unable to apply the
academic content of their programmes to a fastgpgtmbal economy. Students want (and
justifiably need) to articulate and demonstratevileie of the MBA qualification — not only
in monetary terms but in terms of the personalfgasional and career prospects it adds to
their repertoire of existing knowledge, skills aatttibutes. Such needs have led to various
studies to measure the added value MBA graduatebrigg to an organisation (e.g. Ainin &
Mohezar, 2009).
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Against the background of such studies and comfligberceptions, the research questions
which were agreed to by staff were: to what extier@s self-assessment and SOAR,
underpinned by the values of PDP, act as an agefiange in the personal and career
development of MBA Indian students? What benefitd imsues are reported? What
circumstances and learning environments work wglident developmentvas here
definedas any type of personal learning and change thdésts might perceive (conceptual,
practical, creative) whether it raises awarenagsites understanding, embeds practice or
changes behaviours. Change may occur as a regdrtfipating in the PPD and the SOAR
process, and in the light of reflecting and pertinimgy through the assignments students
undertake. The researcher was aware however #at dine many variables influencing
student engagement and development and outcomedenimerpreted tentatively in
relation to ‘creating global graduates’.

Methodology

The importance of pedagogic action research isgias a useful methodology for putting
research outcomes into improved practice and futpeles of research and was therefore
chosen as the most appropriate methodology of erplthe proposed questions (Norton, L.
2009) The researcher wished to deploy an analydipateciative Inquiry approach (Watkins,
J. & Cooperrider, D. 2000) where the focus is opieical evidence of ‘what works and
why’, with a view to replicating ‘what works welih future delivery and disseminating good
practice and positive results in other contextwels The approach is non-threatening and
consistent with the needs and interests of stadtidencing and improving their own
practice. Appreciative Inquiry also meets the negfdsoth staff and students for
collaborative personal and professional development

An outline workplan was produced at an initial niegtith the tutors, which included
separate cycles and stages of planning, deliveevajuating, analyzing and writing up the
research, with a timeline determined by studergsignment deadlines, progress points and
milestones for the academic year 2010-11.

A mix of quantitative and qualitative methods weoenbined in 3 research stages:

1) Baseline data gathered at the start (Oct. 2@l@¢termine the starting point of students,

through awareness-raising activity linked with diagtic questionnaires, against which their
development could be measured towards the enceafahirse (May 2011). This also acts as
formative and ipsative assessment, enabling staderself-assess ‘the distance travelled’ in
their development.

2) Ethnographic participant research via the retearobserving a PPD session on 22/2/11.
3) Updates with staff; 3 discussions were heldhatstart, middle and end of the course.

4) Qualitative data analysis and synthesis frordestts’ questionnaire ratings and reflective
portfolio assignments in July 2011.

Semi-structured focus groups were to be organsethtify students’ comments and extend
findings in July/August 2011. This did not happeemually due to time constraints on the
part of the course leader, a job move on the gdtteoother, and logistical difficulties in
organising a suitable date and venue. Howeverttltests were a relatively small group

with whom to discuss emergent findings as the sewjved, and the researcher was able to
share and develop ideas and capture ‘the learaurggy’ as a narrative through the stages of
the action research process. The qualitative deteeged was more meaningful in this
context than quantitative findings (see next segtio
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Outcomes

The research started in Sept. 2010 by obtainirgnméd and ethical consent from the two
staff tutors and 26 student participants on theri@ss MBA. The Personal and Professional
Development (PPD) Unit was designed as a SOAR sire, tailored suite of five
workshops, to be delivered from Sept. 2010 to ARPiL1. These workshops were optional
but attendance was strongly encouraged by coordgqtte content, learning outcomes and
assessments with the mainstream MBA course. Thed®Ri2nt included Intercultural
communications, Academic development, Presentakils, Career development /
management and Business protocol. Its learningcbitags and outcomes were entirely
compatible with the Results expected and enable8@%R. These were expressed in the
Unit Handbook and shared with students.

Several educators make the point that whatevessisssed assumes greatest importance in
students’ eyes and directs the amount of effost the in. Apart from some traditional
assessments in the mainstream MBA, certain esE@fta assessments were designed
around SOAR, such that students had to attend ¢ksiops in order to complete them.
SOAR suggests briefs and marking criteria appaterior personal development and
reflective writing. Students were briefed to rectdir reflections at least once every ten
days in a personal journal or blog, and build thgséencrementally for the main portfolio that
was tutor-marked at the end. Students’ anonymonmsrants cited below are taken from
these personal written reflections, as they hadeoted these would provide qualitative data
for research purposes.

Self-awareness linked with opportunity-awareness alerts students to make the most of
life-wide learning opportunities (e.g. in voluntiegy, part-time or holiday jobs, placements
and work experience, co-curricular or extra-cutacinvolvement in student union societies,
etc.). Students were briefed to use and draw upesetfor examples to demonstrate requisite
skills and experience when producing their CVs, MB&arbook and Linked-In profiles.
Linked-In did double duty: it was promoted as alire, flexible CV-related medium that
could be shared selectively with employers, and almeans of social and business
networking. Many students’ comments indicated thay valued the contacts and friendships
they had formed through groupwork and interacteagning on the PPD — contacts they
intended to maintain through future e-networkingisiwas a valuablResult of SOARIng —

one which has both a social and economic valueetgorking to maintain and increase
business contacts is increasingly important in sSeguand enhancing employment.

Despite promoting the advantages of PPD, the fatigwomment is a salutary reminder that
not all students perceive PPD learning outcomésasediately relevant. Educators know
that students are often instrumental and tend tghwep perceived benefits against perceived
sacrifices in their engagement with teaching aadnlieg, especially when it requires learning
and assessment methods that are unfamiliar:

At the beginning of the MBA course | took this gmePPD unit as something which will not add as
much value as it will add stress - something thiitdistract from studies and add more burdensakw
not very much interested in attending lectures wneckshops related to this unit, but in tH¥ @eek

after | got positive comments from my classmatesitthis unit | decided to give it a go. | had save
issues about studies in the UK, culture shock whiak affecting my studies, being homesick,
depressed, feeling isolated and unsettled. Whiending PPD workshops | was greatly motivated as
well as encouraged to manage and solve these isist@gyh various exercises and tasks that gave me
exposure and getting over the language barriemlashy/isolated persona, but some of the sharing
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experiences worked really well — e.g. CV building &mpressions Management workshops... all this
has made the MBA a lifetime learning experience.

Self as ‘Hero in
the journey of
life-career’

= \Where am | now?

= \Where do | want to be?
= Where do | need to be?
= How will | get there?

N .4 : - —
Figure 1:Career development planning in a global world

The questions in Figure 1 were introduced to sttedgmough the concept of a journey in
which reflecting on aspects of Self was personadigful but also a hard-edged business
need, useful for such things as articulating andafestrating one’s strengths (and

limitations) during selection processes, in camggyerformance appraisals and situations that
require self-presentation, self-management andogpiate interactions with others.

Identifying one’s unique mix of interests, abilgiand attitudes would help to begin with the
end in mind (Where do | want / need to be?), satgyand take stock of the current position
(Where am | now?).

The language of SOAR encourages students to tliit8etf as Hero’ and offers practical

ways for each individual to be(come) positive, pative and productive in finding and
navigating life-career directions and destinatidrtis SOAR ethos of ‘self as hero’ builds a
positive self-image and self-efficacy beliefs, gatieag the personal agency that is needed for
life, work and study in a competitive global world.

The researcher attended and observed Workshop it of which was ‘Career
development and planning in a global world’. Ptmand during this workshop (as with
every other workshop) students completed tasksea&pdrienced a variety of methods in self-
assessment, group discussion, tutor input and &xdletc. The researcher — as the author of
SOAR - and the tutor explained why and how SOARargmployability was beneficial.

One student in her final assignment wrote thathsttefound this brief input most
enlightening: the set of skills related to self-asveess, self-motivation and self-management
became significant and linked with ‘other-awarehessinderstanding, motivating, leading
and managing others — and that these attributes wtar-linked and essential in be(com)ing
employable.

Page | 10



The workshop provided interactive opportunitiesifdernational students to contribute from
their experiences and perspectives on businessqarac their respective cities and country
of origin, to clarify the following additional quesns to the ones given in Figure 1:

=  Where will | suitably fit in the world out there?

= Do I understand how life and work are changing.(eadpour Market Conditions in the
context of the contemporary global knowledge ecop)@m

= Do I match up to the requirements? (e.g. personglications for employment in the
UK and also back in my country of origin)?

While the SOAR focus is on identifying, applyingweloping and evidencirgrengthst

does not ignore the need to also adddes®lopment needsd offers supportive learning
environments while requiring students to selectemghge developmentally with
opportunities in learning, work and life. In thi®gkshop students were engaged effectively
with reflectionandplanningfor the inter-linked purposes of personal, educeti and career
development. Additionally SOAR requires studentadbupon, articulate and evaluate their
strengths and development needs, proactively eetiheq interests, skills and experiences
in relation to tutor and employer requirements, geabrd their achievements as evidence for
selectors as and when needed.

SOAR has helped me to identify how and where tistamy career management and plan what are
the various aspects which | have to target to rethehmilestones in a smooth way. | now have clear
future plans which will help me reach my targets.

In the PPD sessions we underwent a series of wggth helped me a lot to realise my weakness and
strong points in terms of shaping my career. Theeadevelopment plan is based on the results of
self-assessment, which was very helpful in idéngfgaps in the personality of an individual tofiful
their prospective goals. | need to improve myismsanagement and negotiation skills and can plan
required improvements in these areas.

The ‘tests’ referred to in this student’s commemetreot tests as such but often in the form of self-
audits, which can be used as mini-maps to promgpanctuate the journey through the MBA and
beyond. Since every journey benefits from havingrapriatemaps students are enabled to identify,
critically appreciate and promote strengths thizedirom their SelMAP s (in this instanc®AP
stands for a composite unique profile that incluthesessential dimensions Mfotivation, Ability and
Personality). The intersection and combination oftivVition (type and level of interests and values),
Abilities (skills, knowledge, ‘multiple intelligeres’) and Personal styles can be very complex and
dynamic. Critically appreciating and building onetamposite and unique Self-MAP requires
complex learning, corresponding to analysis andh®gis in Bloom’s taxonomy (Bloom, S.B. 1994).

Aspiration for the long term: To be a top notch@xese in a well known financial service companiyei
later go on to start my own firm of consulting. pBrsonal MAP is aligned with my aspirations, as
motivated which is why | have undertaken this MBégmam. My abilities are such that they can be
developed to hold the position | seek, and my pedgy is very forward.

My Personal MAP has helped me to understand thénkpgrtant areas which | need to concentrate to
improve my career path in the industry. | will puesthese.

SOAR provides many self-audits related to develpgmployability, all of which ask the

overarching questioHow am | (and how can | be) effective.in(for e.g. learning and
improving, demonstrating a drive for results, piagnand managing my time and work,
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decision making, action planning, making preseotetj team effectiveness, using my
‘multiple intelligences’ etc.) A significantly hefipl feature of these is that they are expressed
in terms of the behavioural competencies geneyisalught by graduate employers

(informed by many employer surveys and reportduding interviews in India and China

with graduate recruiters). These competenciesemesimilar to those needed in effective
learning. Students are asked to rate themselvesstiprand realistically against each item in
the self-audit, alerting them to what they curngndib (and can develop) in relation to
effective behaviours that are important in curteatning as well as future employment.

In this way the pedagogy, tools and suggestionthiprocess of Self-MAPping are informed and
prompted by external frames of reference that esudafe the requirements of tutensd employers.
Some short and medium-tefResults of engaging in SAAare therefore expressed and structured
within curricula as Learning Outcomes, not by wtatdents want but what they personally and
collectively need in order to be(come) effectivel @noductive, particularly in relation to one major
Result at graduation: getting and maintaining eyiplent aligned as far as possible with their MAP
attributes and needs. This enables students tossthrclear end-results or goals in mind and ttave
optimistically towards achieving them.

Students cannot claim they have skills ‘in a vacuoinas a tick-box paper exercise — they
are further challenged to give real-life evidenzeémonstrate behavioural competencies in
different contexts. They can both identify theresigths where they always or frequently act
in effective ways and also formulate their develepirplans around those behaviours that
are important but seldom or never part of theierggre. Such ratings are ‘psychologically
safe’ as they do not lower self-esteem and caraligtenhance self-efficacy by alerting
students to actions they can take in availabldss@tdvelopment opportunities, with support if
necessary.

After analysing the true facts about myself | haveepted the fact that reflection analysis hasgizeeal
picture about myself, it has given me an opporjutdtexplore myself as to what type of person hahat
are my current goals and where | am heading to. Nbawve a strong will to achieve my goals and Iénav
necessary action plan to attain that goals. Theas & lot of learning from my feedback and also
psychometric tests. This has helped me to devejoginengths, to convert my weaknesses into strength
and also to use my opportunities wisely to achiayduture goals and overcome my threats.

When students reach transition points (e.g. when épply for jobs), a vague and intuitive
idea of their MAP profile encapsulated in a gen&¥lis usually insufficient. Applicants

will need to articulate and evidence the extentltch their personal MAP aligns with that
required in the role to which they aspire. Durinterviews, assessment centre activities and
performance appraisals, the MAP is an essentialemoal tool for self-promotion and
demonstration of requisite knowledge and attributes

One particular self-audit entitldtls My Journey through Life — am | in the Driviiggat?
(Kumar, 2007: 37-40) was used to gather baseliteefda this research and establish the
starting points of MBA students in their career sgement skills (in Oct. 2010), against
which progress was again assessed (in May 201&)quibstionnaire corresponds with the
SOAR elements, and alerts students to the skitlsaations they need in order to take control
of their life-career. The researcher attempted aterthis self-audit do double duty as a
research tool: it served in the first instance dsgnostic aid for students’ personalized and
realistic learning, and later as an evaluative tosheasure change quantitatively. It appears
to have achieved its aim for students:
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| personally felt SOAR is one of most effectiveasdessment forms. It actually helped to realiseres

| stand and where | am heading towards. It alsadiehelped me to identify what are my weaknesses
and potential threats that could halt my careergmess. It was important to know as an individual
weaknesses within you and external factors. Itéetipe to make long terms plans that align with my
aspirations and analyse constraints in achieving aispirations.

| felt that SOAR benefited me in identifying wHesen now and what are my aims for the future, where
my career is heading and how to be focused onhings | want and need to do. It helped me in
identifying my long term goal and look out for @pis that will implement my aspirations.

As a research tool it did not yield any significargights. A comparison between Time 1 and
Time 2 self-ratings showed mostly small gains orstitiems rather than big jumps in
development. The exception was with two students ivhially rated many items ‘poorly’

and finally rated them ‘optimally’ — attributing seimprovements to the PPD experience.

Tutors built into PPD curricula opportunities faudents to discuss and practise some of the
effective behavioural competencies almost univérsatjuired by employers. There was a
good deal of evidence from student assignmentstiegthad appreciated and benefited from
opportunities to develop their verbal presentasikitis (e.g. through an ‘elevator pitch’
exercise). Groupwork was however described by sasraffecting personal performance
negatively and impacting on producing quality workime for the deadline, especially
because there were different ability levels androomication skills in the group. At the same
time the importance of learning to motivate andugadthers when working in groups was
recognised as an important business and leaderskih

New developments and different approaches

Student feedback to their tutor at the end of these indicated they realised there was more
potential in SOARIng activity than they had haddito experience. They wanted more of it,
and suggested it should be integral to the cowssefally accredited and assessed unit. This
has resulted in upscaling and upgrading the SOAR/&mponents within the entire suite of
Executive MBM courses, and these will be delivei@dhore than 500 students recruited in
the new academic year. The expanded Unit is faliggral to the new MBM, carrying 30
credits as opposed to being optional. A new HaoHlall be expressed more faithfully in
SOAR terminology than previously. Self-assessménticeer maturity will start even before
students arrive: the self-audlis my Journey through Lifeill be sent to them electronically,
requiring completion as baseline information agasich they will be able to later assess
their development. The MBA will also be delivered3ingapore, so SOAR is soaring
globally!

Notably in terms of international impact, the authas disseminated SOAR in many UK
HEIs and in invited presentations overseas. Sheas to work collaboratively on a project

in India, to develop a culturally specific and sityi-led employability course framed by
SOAR, in order to address the skills gap that lembdentified there between academia and
employment. The development is supported by prontigeaduate recruiters in India and

will benefit large cohorts of students from a ranfélEls there.

SOAR has largely proven its potential to amplifgdranslate modern perspectives on career and
employability into design and delivery mechanisiva tan be used by staff to enable students to
develop a broad range of inter-linked generic gadelattributes, as a foundation for lifelong aihet li
wide learning. It has proved itself also as an axghing, transferable meta-model that can motivate
and enable individuals to achieve more of theiepti&l, and to do this with a greater sense of
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personal intention, direction and destination. Ftbmoutcomes of this research it would appeaeto b
effective in this way at the postgraduate level foostudents from other cultures — provided it is
facilitated in context and linked with subject amddccupation-specific relevant information.

It is hoped that these published findings will hether educators to:

= work towards common goals in developing ‘globaldyrates’, but in flexible and
creative ways suited to their different disciplirse®l types of students;

= work in productive partnerships between academiclearning support staff;

= make best use of existing opportunities and ressirc

= deliver SOAR effectively and further measure itgahility for and impact on their
students, from their own experiences and persps;tiv

= realise their own potential and life-career aspores!
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COMMUNICATION AND SOFT SKILLS - A STEPPING STONEFO R A
BETTER CAREER

Abstract

Today's curriculum is embracing stimulating meanf iotegrating language and
communication skills with innovative technologi€kese technologies help us teach new
curriculum in a reciprocate manner. The UndergrattuaEngineering students at
Hindustan University undergo three levels of langgideaching. They are Basic English
Course for students of foreign origin, Remedial Geufor students of Indian origin and
Technical English Course and Communication SkilksiGe for both Indian and overseas
students. With the emerging trends, the Univerhifg introduced technology based
instruction methods through the computers, Interrieteconferencing and soft skills
training to produce industry-ready students.

Prior to introduction of the above tools, in thesfiyear only 87% have qualified. The
same batch of students in the Ill year have peréaifraxceedingly well with no failures
after the University has implemented technologyaedri teaching practices and online
examination methods. The outcome of these measaepalpable. The paper presents a
statistical analysis of learner achievements of2@udents of the first batch (2008-09).
To internationalise the curriculum and improve tharning process, periodic surveys are
carried out and results obtained from the Likeral8cAnalysis of a typical survey are also
discussed in this paper.

Akkara Sherine, Hindustan University, Chennai, #603103sherinej@hindustanuniv.ac.in

Introduction

English has emerged as a global language and thmardk for the language is universal and
youngsters from around the globe have realizedrttestery in English would result in world wide
recognition and better job prospects. Many stud&ota overseas join the universities in India so as
to attain mastery over the language. These ovestadsents are exposed to three types of English
language class rooms. They are Basic English Cptiesghnical English Course and Communication
Skills Course.
The University offers programmes to improve commation skills, guided by qualified and
experienced faculty, with the help of state-of-#iecomputer-interfaced language lab (listen-regord
compare, monitor and intercommunication type). s enable the students to communicate better
in presentation, interview, listening, reading, aoglary, grammar, and conversation skills.
The paper discusses the wide-ranging methods imgudechnological tools to develop
communication skills in three distinct languagesstaoms employed by the language teacher. The
dire need for the implementation of soft skills gnam as part of the curriculum also forms a part of
the discussion in this paper. The main focus o$ ttudy is to analyse and evaluate the oral
communication and soft skills needs of the engingegraduates so as to enhance their career
prospects and frame a curriculum incorporatingas$ects identifying the needs of the learners. The
paper highlights the importance of soft skills ahds identified five important skills to be
implemented in all institutions of higher learniacross the globe. They are:

¢ Communication skills

¢ Interpersonal skills

e Thinking skills

* Positive attitude

* Leadership skills
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Theoretical Background

The theoretical background for the present studglissussed in this paper. The concepts of ESP
(English for Specific Purposes), soft skills aneade analysis are briefly discussed here. Though the
study looks at the broader perspective of softiskil also advocates that without oral proficiericy
English language it is impossible for the enginegmraduates to demonstrate any of the soft skills
demanded by the their prospective recruiters. 3o dppropriate to highlight the concepts of ESP,
soft skills, needs analysis and the inter-relatigmbetween them.

English for Specific Purposes (ESP)

Munby (1978) argues that the most crucial problentlie syllabus designers in the field of language
for specific purposes is to specify validly thegetr communication competence. He adds that the
heart of the problem is the reluctance to begirnhie learner rather than the text and the lack of
rigorous system for finding out the communicativeeds that are prerequisite to the appropriate
specification of what is to be taught.

It is very obvious from the above paragraph thainby is advocating a learner-centered approach
beginning with the setting of objectives and theiakcprocess of implementation of the programme. It
is also very evident from Munby’s point of view ththe learner should be the starting point of ESP
syllabus design and the syllabus should begin thighidentification of learner’s needs.

Palmer (1964:129) says, “We cannot design a larggeagrse until we know something about the
students for whom the course is intended, for gnamme of study depends on the aim of the
students”. But most importantly the learners stidog identified first in order to ascertain their
needs. The present study, therefore, has givendd émnphasis to needs analysis.

Communication skills and Soft Skills

The role of communication skills cannot be undewedi when studying the corporate soft
skills needs of the engineering graduates. It jgortant to note that the major language of corpgorat
world is English and graduates all over the worltbvaspire to make it big in their career need to
improve their English language proficiency. But ‘snleanguage skills alone cannot make him / her
successful in one’s career as there are other ddls like assertiveness, team management,
presentation skills etc. too which are equally im@at. Soft skills are a set of skills that inflaen
how we interact with each other. It includes peat@nd social skills like effective communication,
creativity, analytical thinking, diplomacy, flexitiy, change-readiness, problem-solving and listgni
skills. It also includes a lot of business skillsel communication and presentation, leadership and
management, human resources, sales and marketamg kuilding, professional development, project
management, time management, customer service, nitiraiion and personal development.
Wikipedia defines soft skills in the following way:

“Soft skills is a sociological term relating to merson’s “EQ” (Emotional Intelligence
Quotient), (Harms & Credé (2010)) the cluster ofspeality traits, social graces, communication,
language, personal habits, friendliness, and optinthat characterize relationships with other peopl
Soft skills complement hard skills (part of a persdQ), which are the occupational requirements of
a job and many other activities.”

The importance of soft skills as distinct from haikdlls is increasingly being recognized in several
sectors of today’s highly competitive world. Sdftlls play a vital role in one’s professional susse
They help a professional to excel in the workpland their importance cannot be denied in this age
of information technology. Soft skills complemertiet hard skills, which are the technical
requirements of a job, and are essential for sgdoethe challenging work place environment.

Role of English among learners:

Roe (1986) suggests three levels of motivatioreéorl English. ‘Level One’, the highest level, when
English is required to obtain a degree or a delgrfdb or to get promotion. ‘Level Two’, is to
improve exam grades or influence positively capgespects of the participants and ‘Level Three’ is
where English could increase the student’s chaonteging abroad or widen his knowledge and
interests. This system of levels assumes instrushemdtivation (where English is seen as a means to
achieving some practical or professional purposede more important to success than integrative
motivation (where the learner identifies with tleial or cultural aspects of learning English)islt
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generally assumed that ESP programmes, by theiryaend to emphasize the instrumental aspect of
a student’s motivation.

According to this definition ESP should be seeraatevice through which a learner could
perform or play a role in a given context. In otinards, the significance of ESP lies in its ‘utilit
value’. However, Robinson (1980:13) gives primazyhe role of needs analysis in her definition to
ESP. She adds a different dimension to the dedmitif ESP. She says that “We may say that an ESP
course is purposeful and is aimed at the succepsfiibrmance of occupational or educational roles.
It is based on a rigorous analysis of needs andlgte tailor-made.”

Information about the learners’ current languakjéssand their language use form a major
data for needs analysis. It presents the profigiesic English of the participants in the present
situation and will allow the researcher to assésg facks. The next important criterion taken into
account is the proficiency gap. It is all about tep between the learners’ current proficiency in
English and the level of English proficiency demeahdy their profession.

Two major approaches of Language Learning

Cognitive approaches to communicative languagehtegcare based on the view that learning a
language is an individual psycholinguistic act. cAmologies which support a cognitive approach to
language learning are those which allow learnergimmam opportunity to learn the language in
meaningful context. Examples of these types of neldyies include text-reconstruction software,
concordance software, and multimedia simulatiortwere. A cognitivist would be interested in
grades but would also examine the effects of tmepzder program on student attitudes to computers
or to the course material or would investigate knewledge acquired about the subject matter
(Thompson, Ann D., Simonson, Michael, R. & Hargra®enstance, P. 1992)

At present, most of the language teachers in Ied@mourage students to do online communication
exercises and listen to audio files found on therelating to their topics The Internet also serasa
powerful tool for assisting a sociocognitive apmto#o language teaching, which largely accounts for
the new-found enthusiasm for using computers inghguage classroom. Internet as well as the Web
is used as tools in the design of Creative learabiiyities.

Language Classrooms

In India most of the engineering colleges and usities still follow the traditional methods of
language teaching and the teacher student relatppptays a vital role. The teacher still utilizibe
basic teaching tools such as blackboard, chalk fhpcharts. The teaching material used is the
textbook prescribed that contains language-leartéisggs meant for developing the four language
skills namely, listening, speaking, reading andingi It also contains tasks for learning grammat a
improving vocabulary.

There is a transition in the teaching methodologg the focus is on communicative methodology.
This entails students in Group Discussions, Rokygl Presentations and Debates and ensures
participation of learners whereby they do not remmagere passive listeners in classrooms. Roleeof th
language teachers are more of a facilitator andtone\ language classroom serves as a good
platform to provide ample scope for personal inteoa with the students and teachers. However the
teacher also faces several challenges in a classra® they have to handle students exhibiting fear
and anxiety to use the language.

The language teachers have a specific respongibilidevelop soft skills. Apart from developing
communication skills steps should be taken by #Hregllage teacher to shed the anxiety and fear
among the students to use the language.

Language Labs

The Language lab sessions are gradually forming gdathe English syllabus in many engineering
colleges in the country. The need for introductiétanguage lab sessions had risen to fulfil thalgo
of language teaching using technology in order &etnthe demands of the recruiters. The primary
objective of the language lab sessions is to deveftective speaking and listening skills, softliski
and people skills, which will make the transitigorh college to workplace smoother and help them
to excel in their careers. The computer assistegulage learning in the language labs provides ample
opportunities for the students to develop theidgtskills. The underlying role of the language hets

not changed dramatically over time. The role ish&dp students to master their reading, writing,
listening, and speaking skills in the target largguaWhile the traditional role of the lab has not
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changed significantly, both the technology of laagei labs and the teaching methodologies employed
in language labs have changed dramatically. It dsensupportive of communicative learning and
student interactivity.

Three levels of English language teaching

Broadly the students are exposed to three levelEmgflish language teaching at the Hindustan
University. They are:

Basic English Course for overseas students froma&;t{orea, Nigeria, Liberia, Afghanistan, Oman,
Libya, Nepal and Thailand. These students undesxgguage course before getting enrolled in the
regular stream of engineering, management, artseirdce course offered by the institution.
Technical English Course for the first year engiimge undergraduates from various parts of India
with different cultural and vernacular background

Communication Skills Course for the students ohbigsemester engineering graduates.

I. Basic English Course for overseas students

The University provides Basic English Course far iudents from overseas. The primary goal is to
make the students comfortable with the environraedthelp the students to cope up with the cultural
dissimilarity. A course co-coordinator caters te tieeds of the overseas students and interacts with
the subject teachers so that a receptive environimdnst established.

Features of the Course

The Basic course in English is for six months. Bswdesigned for students from Non-English
speaking countries and is offered as a Bridge @ourkis is to upgrade their level of proficiency to
take up higher studies with confidence.

Course Structure

The main objectives of the English course are tpairthe four language skills. The course focuses
on Grammar, language, listening, speaking, readimg) writing skills. The lab sessions includes
learning correct pronunciation, listening to BBCwée Internet News and Video clips and Phonetic
lessons.

Learners Profile

The participants who enrolled in the Basic Engltslurse (Batch 2008-2012) were 17-19 years of
age. They were educated in schools of their resgenttion. The goal to enrol in the course is to
acquire proficiency in the target language and yeitbe regular engineering programmes offered by
the University.

Data gathering: Informal discussions

The researcher conducted an informal discussioh aitandom group of 40 students (comprising
Omanis, Chinese, Africans and Middle East studeat®r the completion of the Basic English
Course. The questions were based on the reasoesarling in the Basic English course and it also
focussed on the specific areas that the coursddsleoncentrate according to the needs of the target
learners. The students responses were recordedtiftpchand analysed for better interpretation and
understanding.

The important findings of the informal discussior aresented briefly here. The students opined that
they joined the course to be more confident inuse of English language before joining the graduate
course. Their goal was to improve the fluency iokgm English, develop vocabulary and learn to
frame grammatically correct sentences. Enhancer tbeieer prospects and build on personal
knowledge base.

A majority of the students expressed their viewat tthe Course apart from developing the four
language skills such as listening, speaking, repdind writing should include specific areas of
development of the personality of the students sschotivation, assertiveness, stress management,
time management, thinking skills and creativity

The above data clearly indicates that the studbate given prime importance for developing
communication skills before joining the graduateggamme. It is interesting to note that the stuslent
have emphasised the importance of soft skills siscHeveloping the personality prior to enhancing
their career prospects and developing personal leulge base.

Il Technical English Course for the first year engi  neering undergraduates

The students from a regional medium backgroundyeyear join various engineering disciplines in
several colleges and deemed universities in TamaidiUN In addition, the intake of engineering
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students from other parts of the country has alsceased several fold. The majority of these young
engineering graduates find it as a complex tastofze with the demands of English language. The
cultural conundrum is a common feature in evergsi@om. The students have a varied degree of
English language proficiency, and the languagehtei@chave an onerous task of coaching this diverse
group of students. As a consequence, the environmenclassroom has become a challenging one
for the teacher to handle multinational, multi limd) and multi cultural background of students. A
remedial course in English is administered beftre commencement of the regular course. The
general objectives of the course are designedIfthe students to learn grammar components and
express themselves effectively in English. The @iralso to enable the students to develop effective
reading, speaking and listening skills. The adg#sgitsuch as conversational practice in different
situations, role plays, presentation and descridtoms a part of the course.

About the Technical English Course

The Technical English Course is conducted for tiet §ear engineering students. The objectives of
the course are to improve practice in realizingrtitganing potential of a text and to make the legarne
become familiar with different reading strategiesl & develop their communication skills. To help
the learners acquire study skills and train thera@ademic and professional writing.

Course Structure

The main objectives of the Technical English coanseto impart the four language skills. The theory
classes are conducted in the classrooms and tlsessions in the language lab.

The following components form part of the syllalmfsthe Technical English Course it comprises
vocabulary development, listening comprehensioapgnar and exercises related to reading skills
and writing skills. The classroom activities alsacludes role plays, group discussions, mock
interviews, brain storming sessions etc.,

Language lab sessions

The lab sessions includes learning correct praation listening to native speakers of English
listening to video cd’'s and answering the questiafisr viewing the video lessons that tests the
listening skills. The teachers act as facilitatansl encourage the students to repeat the words with
correct pronunciation.

The students are not administered examinationgipery to the sessions conducted in the language
lab. The students performance is based on theodieal tests, assignments and final theory
examination conducted at the end of the course.

Learners Profile

The 1200 students (Batch 2008-2012) of varioushest such as Mechanical, Aeronautical,
Automobile, Civil, Information Technology, Electries and Communication Engineering, Electrical
and Electronics Engineering, Electronics and imsemtation engineering and Computer Science
Engineering enrolled in the first year of TechniEalglish course.

[l Communication skills Course for the fifth semes ter

The Language lab sessions are gradually forming gfathe English syllabus in many engineering
colleges in the country. The need for introductbfanguage lab sessions had risen to fulfil thalgo

of language teaching using technology in order &etnthe demands of the recruiters. The primary
objective of the language lab sessions is to deveffective speaking and listening skills, softliski
and people skills, which will make the transitigorh college to workplace smoother and help them
to excel in their careers. The computer assistegulage learning in the language labs provides ample
opportunities for the students to develop theidgtskills.

About the Course

The objectives of the Communication Skills lab s®uare to equip students of engineering and
technology with effective speaking and listenindlskn English. Help them develop their soft skill
and people skills, which will make the transitioorfi University to workplace smoother and help
them excel in their jobs. The course also focusesmhancing the students’ performance at placement
interviews, Group Discussions and other recruitnesetcises.

Learners Profile

The 1200 students (Batch 2008-2012) of varioushest such as Mechanical, Aeronautical,
Automobile, Civil, Information Technology, Electrios and Communication Engineering, Electrical
and Electronics Engineering, Electronics and imsemtation engineering and Computer Science
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Engineering enrolled in the 5th semester Commuioica®kills Lab Course in the year 2011.The
same batch of students completed the TechnicaidgnGburse in the year 2009.

Data gathering

A questionnaire (Appendix A) was administered t0d 8tudents (Batch 2008-12) enrolled in various
engineering programmes offered by the Universitgrathe completion of the first year Technical
English Course. A questionnaire (Appendix B) wasiaistered to 1200 students of the same batch
of students (Batch 2008-12) after the completiothef Communication Skills course offered during
the Vth Semester.

Learning Effectiveness

The criteria to assess the learning effectivenashided test scores, student satisfaction, student
motivation and faculty satisfaction. Test scoragesiionnaires and focus groups were the primary
data sources for analysis.

Table: 1
Total Total No: No: of ) Pass Overall
Subject No: of of students No: of | Percentag pass
Name Branch student Stu_d ents passed stl_Jdents © percentag
S registered (NP) failed PP=NP/N e
(NR) R*100
Mechanical 229 229 195 34 85.17
Aeronautical | 209 209 199 10 92.52
Automobile 60 60 46 14 77.59
Technical | Civil 74 74 66 8 89.47
English I.T. 154 154 129 25 83.77 87.2
ECE 224 224 205 19 91.96
EEE 65 65 54 11 83.78
EIE 65 65 60 5 92.96
CSE 129 129 113 16 88.32

Table 1. Provides the test score analysis of thdeic year 2008-09(Batch 2008-2012) students of
the first year in the Technical English Course
87% of students passed in the Technical Engbisinse during the first year as shown in the Table 1

Table 2.
Total No: . c
. Total of No: of No: of Pass Overall
Subject i students Percentac
Branch No: of | Students students — pass
Name . passed . PP=NP/NF
student | registered failed N percentage
(NP) 100
(NR)
Mechanical | 229 229 229
iAeronautlca 209 209 209
faot?gnm“”' Automobile | 60 60 60
) Civil 74 74 74
0, 0,
glc()lﬂfse I.T. 154 | 154 154 NIL 100% 100%
ECE 224 224 224
EEE 65 65 65
EIE 65 65 65
CSE 129 129 129

Table 2. Provides the test score analysis of thderic year 2010-11(Batch 2008-2012) students of
the Vth Semester in Communication Skills Course.
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Statistical analysis of the performance in therakxaminations and career lab (testing presentatio
skills and group discussions) conducted for theeshatch of students in their fifth semester. 100%
passed in the Communication skills course.

Student Satisfaction: The students in both grougepieted a questionnaire after their course. The
questionnaire used a Likert type scale from 1to hene 1 represents “strongly disagree” and 4
represents “strongly agree”. Researchers consideor@ between 2.5 and 4 as positive. Scores below
2.5 are considered negative.

Both the groups of students were given a 10-itecticse (identical on both questionnaires) to gather
data on attitudes in five categories: learning,jmmvnent, interaction, satisfaction and technology.
1200 students were administered questionnairehéndata set for the first questionnaire, three
categories received a positive rating (2.5 to 4th@scale) the learning and satisfaction categories
showed negative ratings (< 2.5 on the scale)

Appendix A: Questionnaire was administered to Fisar engineering graduates of Hindustan
University (Batch 2008-2012)

The data showed positive overall mean scores fdn ehthe categories. There were five items in the
learning and satisfaction categories that recelessifavourable ratings.

Item 2: The course gives ample space and timeuitalibg personal knowledge base

Item 6: The course provides opportunities to dgvelmmmunication skills using technology.

Item 7: The course provides exercises related perential learning

Item 8: The course caters to the skills set requérd of the recruiters

Item 9: | am content with the written examinati@she end of the course

The online group had a 10-item section to gathéa de attitudes in five categories: learning,
environment, interaction, satisfaction and techgglo

Appendix B: Questionnaire administered to Vth Sderegngineering graduates of Hindustan
University (Batch 2008-2012)

In the data set for the questionnaire(Appendix &) the online group after the completion of the
course, the data revealed positive overall mearesdor each of the categories.

However few items in the learners satisfactiongatg had (<2.5 score) ratings.

Item 2: The course gives ample space and timeufitdlibg personal knowledge base

Item 7: The course provides exercises related perential learning

Item 8: The course caters to the skills set requexd of the recruiters

When comparing the data in both categories on theria of satisfaction, it is clear that student
satisfaction was high in the online group. The ssires of both the groups validates this aspect.
There are few common elements of comment from Huthgroups that there was lack of time for
reflection on their learning, lack of experientedercises and training in skills as demanded by the
prospective recruiters.

The majority of the students are of the opiniort tha first year Technical English Course should
incorporate soft skills and meet the expectatiohthe employers. The students have given prime
importance to incorporate online examination meshagsing technology to enhance their
performance. The survey results indicate that b#h online group and the classroom group
demonstrated positive ratings regarding both mediuofi delivery. The survey results also
substantiate the fact that the students have eedlie importance of soft skills training in ordeiget

a good placement. The students have opined thatinenunication skills lab course has been useful
and the relation between the teacher, taught aadidbhnology is appropriate. The students are
confident that this course would help to get gotat@ment and the students are of the opinion that
online examinations and soft skills training shob&lintroduced in the first year of the engineering
course. However the data also shows that therbnaitations in the communication skills course as
the students observed that there is no specificuleedn the course that teaches how the learnsskil
can be utilised in real life situations. The expetial exercises are not included in the course.
Pre-placement Training Programme

Two weeks pre-placement training programme waseémphted for the students of the Batch 2008-
12.Pre-Training test was administered testing tpétumle and soft skills before the training
programme the test scores indicated the limitatibapecific skill sets related to the soft skillhe
students had good scores in presentation skillsgaodp discussions. The students were trained by
soft skill trainers for a short period and then plost training test was administered. The perfoean
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of the students in the test scores indicated imgmmmnt in specific soft skills. The researcher abéd

the data required for analysing the training effectess. The participants proficiency in oral
communication and soft skills was measured by Kitkipk’'s needs (2006) four levels of training
effectiveness. They are reaction , learning, behavand result. The reaction level was based on the
satisfaction of the learners about the traininggmome; the learning level was basically about how
much the participants have increased their profigiein a particular skill after the training
programme; the behaviour level is all about thengeain attitude and behaviour with respect to their
interpersonal skills after the training programniée feedback from the students after informal
discussions indicated that the students were obgieion that pre-placement training programmes
should be implemented in the first year of the pagring course.

Teachers feedback

The interpretations of the data of the questiomn@dministered to the teachers handling the
engineering courses indicate that 60% of the teacgree that interpersonal skills are very impdrta
for the target learners. 50% are of the opinion #ffective communication skills are very important
This is followed by the rest of skills namely thing skills, study skills and leadership skills. The
analysis indicates the importance of interpersekgib.

It has been demonstrated that people learn begtien they watch other people learn and can also
hear the feedback given by instructor to the parésr (McCullagh, P. & Caird, J. K. 1990).

Appendix C: Questionnaire to teachers

Core Skills Set
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Appendix: D Questionnaire administered to the eygils during the recruitment drive at Hindustan
University.

Interpretation of the Data:

It is observed that the employers rank effectivencmnication skills as the core skills. This is
followed by interpersonal skills, thinking skilleadership skills and study skills.
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Analysis of the above data:
The most sought after skills by the employers avsraunication skills, interpersonal abilities,
positive attitude, team work, leadership skills&agnming and organising skills.
Based on the feedback survey, obtained from thaests, staff and recruiters it has been observed
that communication skills and soft skills need éoitmplemented in all institutions of higher leaigin
Modules of learning that is most appropriate toomporate in the curriculum of the engineering
course should focus on aspects that enhance therjadity traits, challenge the students to think ou
of the box, help to be successful in interview ata overcome the challenges in workplace.
The feedback from the employers indicated that ghoilne test scores in the communication skills
course showed 100% results compared to the passmage of 87% in the Technical English course,
there were limitations as the students faced difies during the recruitment process as they
exhibited lack of specific skill sets sought by thecruiters. The curriculum designers of the
University have realized that the communicationlskiaining module and the soft skills traininggar
not a single step process and it is best startatid@rfreshmen year and is also taught in the entire
degree programme, this gives ample time and scopput into practice the skills learnt. The
communication and soft skills is an essential foolachieving sustainability and success in career
worldwide. An effective communication skill helps teliver the idea clearly, effectively and with
confidence either orally or in writing. Critical ittking and problem solving skills helps to think
beyond and also it helps to have the ability toewsthnd and accommodate oneself to the varied
working environment. Interpersonal skills help taléh a good rapport, interact and work effectively
as a team. Leadership skills pertain to the ahiititunderstand and take the responsibility of ddea
Many research studies have shown that to be sdat@&sghe workplace, technical skills alone are
not enough. Soft skills are also needed to dedi wie external world. In the highly competitive
corporate world, it is one’s soft skills that giwee an edge over others. Many studies have shatn th
long term job success for any professional is nyailole to one’s soft skills rather than one’s techhi
skills.

Arunsimha (2008) classifies soft skills as coré skills and corporate soft skills. The core
soft skills are the skills related to personal giesl such as responsibility, self-esteem, sodigbil
self-management and integrity. These skills deftree human side of doing business and are very
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critical in building the mental resilience requirexhandle the dynamic dimensions of the corporate
world. The corporate soft skills are interpersasidlls such as effective communication, delegation,
negotiation, decision making and team building. Thee soft skills form the premise to develop
corporate soft skills.

Soft skills are increasingly sought out in the bass world in addition to standard qualifications.
Vijay Sai (2008) says that the core soft skills #tese that are required for ‘life’ and that the
corporate soft skills are for a ‘living’.

Well-documented studies conducted by Harvard Usityeand Stanford Research Institute report that
technical skills and knowledge contribute to onByder cent of one's success while soft skills make
up the remaining 85 per cent (Ratan ,200Beople who rank highly with good soft skills, are
generally the people that most employers want ite, hetain and promote. Technical and job-related
skills are a must, but they are NOT sufficient whieoomes to progressing up the ladder. Superior
performance depends on how well an individual hesmdiimself / herself and others around the
workspace. Soft skills therefore complement thel Isills.

Conclusion:

The paper discusses at length the wide-rangingadstthat are employed by the language teacher in
three distinct language classrooms. The technigsed in the three language classrooms had some
common features. These common features are intedddeliberately, but with increasing degree of
complexity considering the employability requirertserThe feedback survey brought out that use of
technological tools to develop communication skilisall three categories was found to be an
excellent strategy. The soft skills and life skiluch as positive attitude, team spirit, configenc
motivation, time and stress management, criticahkihg etc. were recognized as imperative
requirements of the hour. These skills have toabight throughout the undergraduate programme to
make them industry ready and employable at a gli@val. Communication and soft skills modules
should find a place in the Language course of ighédr institutions around the globe. Innovative
classroom exercises should find a place in thenatenal curriculum specifically designed to meet
the learners’ needs of the engineering graduatagghdbal level. The curriculum that is most idial
suit the learners’ needs should incorporate exptgieexercises and develops specific soft skills
through the medium of English language. Englistylege is the global and universal language most
sought after by recruiters all over the world. jrites of changes in the curriculum, the proper st

will be to constantly update the needs analysisheftarget learners by carrying out surveys and
feedback sessions for more effective and efficieatning, thereby enhancing the career prospects of
the engineering graduates in all higher institugion

Page | 25



Appendix A
Questionnaire for first year engineering studebti@end of the Technical English Course

Using the following scale, please circle the nunthat best expresses your opinion of the course.
Item.No. Opinions i_trongly Disagree| Agree Strongly
isagree agree
1 I am comfortable with face-to-fade 1 > 3 4
instructior
The course gives ample space and time| for
2. o 1 2 3 4
building personal knowledge be
3. | am able to express my opinion freely 1 2 3 4
4 | feel the content in this programme |is 1 > 3 4
relevant
The interactions between myself and
5. . 1 2 3 4
instructors are useful
The course provides opportunities |[to
6. develop communication skills using 1 2 3 4
technology
The course provides exercises related to
7. S . 1 2 3 4
experiential learning
The course caters to the skills set
8 : : 1 2 3 4
requirement of the recruiters
I am content with written examinations |at
9 1 2 3 4
the end of the course
I am achieving the objectives of the
10. programme  through  face  —to-face 1 2 3 4
instruction
Appendix B

Questionnaire for Vth Semester engineering stidatthe end of the Communication Skills Course.
Using the following scale , please circle the nunthat best expresses your opinion of the course .

Item.No. Opinion i_trongly Disagree| Agree Strongly
isagree agree
I am comfortable with face-to-fade
1. instruction and Computer Assisted Learning 1 2 3 4
Technolog
The course gives ample space and time| for
2. - 1 2 3 4
building personal knowledge b
I am able to express my opinion freely 1 2 3 4
4. | feel the content in this programme |is 1 > 3 4
relevant
5 _The interactions between myself and 1 > 3 4
instructors are useful
The course provides opportunities |[to
6. develop communication skills using 1 2 3 4
technology
The course provides exercises related to
7. S X 1 2 3 4
experiential learning
The course caters to the skills set
8 : X 1 2 3 4
requirement of the recruiters
I am content with the online examinationg at
9 1 2 3 4
the end of the course
I am achieving the objectives of the
10. programme through computer assisted 1 2 3 4
learning and face —to-face instruction
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Appendix- C Questionnaire for Teachers

This questionnaire is designed to obtain backgromfarmation regarding the skill sets expected
from the engineering graduates by the teachersthtecompletion of the English Course.

Name of the teacher:

Professional Qualification:

Professional Experience:

Presently working:

Others:

Membership of professional bodies / organizations:

Kindly rate the skills under each category accaydmthe assessment of importance on a Likert Scale
1-least important

2-important to some extent

3-quite important

4-important

5-very important

Core Skills set sought by the teachers
S. Skills Description Likert Scale Frequency
No 1 2 3 4 5

1 Effective Communication Skills

Thinking skills

Study skills

2
3
4 Leadership Skills
5

Inter personal skills

Appendix D

Questionnaire for Employers

This questionnaire is designed to obtain backgromfarmation regarding the skill sets expected
from the engineering graduates by the employerswiiey recruit the students.

Name of the Company:

Nature of Business:

Kindly rate the skills under each category accaydmthe assessment of importance on a Likert Scale
Least important

Important to some extent

Quite important

Important

Very important

Skills most sought after by employers

Likert Scale Frequency

S.No | Sub Skills Description
1 2 3 4 5

1 Communication skills / Presentation sk
2 Analytical / Research Skills
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3 Computer / Technical Literacy

4 Flt_exi_b_ility [ Adaptability / Managing Multiple
Priorities.

5 Interpersonal Abilities

6 Leadership / Management Skills.

7 Multicultural Sensitivity / Awareness

8 Planning / Organizing

9 Problem-Solving / Reasoning / Creativity

10 | Teamwork
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ACHIEVING HIGHER EDUCATION GRADUATE ATRIBUTES IN TH E AREA OF
CREATIVITY, INNOVATION AND PROBLEM SOLVING THROUGH THE USE OF
DESIGN THINKING

Abstract

The paper examines issues related to achievingrigegeaduate
attributes at the discipline subject level in theas of innovation,
creativity and problem solving through the appliimat of design
thinking frameworks. The paper explores the litemtin the field of
graduate attributes and then outlines importanteetsp of design
thinking theory and finally provides a glimpse aivhelite universities
are implementing design thinking strategies. Tlgpraach does not
involve the application of a specific design thimdiframework —
instead it advocates the selection of design thimkiameworks to suit
particular contexts.

Neil Anderson, James Cook University, Queenslandstralia.

neil.anderson@jcu.edu.au

A major focus of presentations in the QSAPPLE crariee stream of ‘Internationalising the
Curriculum’ has concerned generic graduate atte#that universities or employers value in relation
to graduates’ ability to enter the workforce eqegpvith skills that enable them to work globallydan
effectively. Graduate attributes have been deflmeBarrie (2007) as the “skills, knowledge and
abilities of university graduates, beyond discigiyncontent knowledge, which are applicable in a
range of contexts and are acquired as a resutiropleting any undergraduate degree” (p.440). Bath,
Smith, Stein and Swann (2004) pointed out thatetfasibutes or qualities include critical thinkjng
intellectual curiosity, problem-solving, logicaldhmdependent thought, communication and
information management skills, intellectual rigocreativity and imagination, ethical practice,
integrity and tolerance” (pp. 313-314). This papél examine some important aspects of the push to
embed graduate qualities in the higher educationccium and how design thinking frameworks
may provide an effective means of achieving skillareas where a creative and innovative mindset
are required. While it is a relatively easy mattgruniversities to include explicit graduate qtiab

as an intended outcome of their courses, it magy lbé more difficult to achieve anything substahtia
beyond a surface acknowledgement of their impogame a presence in policy documents. To
achieve the development of such attributes, legrtasks that strongly contribute to the desiretl ski
and mindset development must be embedded in diseippecific subjects.

Undoubtedly, some pressure has emanated from atienal employers keen to recruit graduates
who possess more than subject knowledge and prafiesskills. They also require employees who
possess the kind of attributes outlined by Batll €004). Harvey (2000) argues that graduate
qualities are linked to the ‘employability agenddésketh (2000, p.246) argues “while not all of the
problems can be placed at the door of higher etugamployer dissatisfaction with the attributés o
the individuals they recruit from our universitieannot be ignored”. A consistent theme in the
literature concerning graduate attributes has beeemphasis placed on fostering innovative and
creative mindsets in students and providing theth sirategies that enable them to achieve outcomes
that involve different paths and solutions to nealylems. Barrie (2007, p.440) claims that
innovation and creativity “lie at the heart of stholarly learning and knowledge, with the potdrta
transform the knowledge they are part of and tgeujhe creation of new knowledge and transform
the individual”. Bath et al (2004, p.314) detemed that four main factors have contributed to the
growing importance of generic attributes in higaducation and concluded that “this emerging
importance of generic skills, or graduate attribute higher education has been influenced byt le
the following three factors: the popular perspextivat education is a lifelong process; a greateud
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on the relationship between education and the gmpat of graduates; and the development of
outcome measures as a part of the quality movement”

Policy makers and higher education researchers dgred about the importance of graduate
qualities and these aspirations have been accapteinplemented on the surface but confusion
occurs about the concept and how to embed graduat#ies in courses — and therefore the reality is
not as it seems on the surface. Green, W., Hanné& Star (2009) maintain that governments,
business and universities have all underestimaegtofound changes that would be necessary
within universities to really make this happen.i€iek can exist at the university wide level but
ensuring that these policies are enacted at tlogotiie subject level is another matter. Practical
means of achieving student development in thesdugta attributes such as innovation and creativity
include the design of learning experiences thatotly impact on student learning in particular area
One learning framework for solving problems or gesig products in creative and innovative ways
is design thinking. The following section will deé and provide information on design thinking and
then outline examples where design thinking has leegbedded successfully in the curricula of
world leading universities.

Nigel Cross (2011, p.3) contends that design thigks an integral part of the human condition and
expands on this in his book by pointing out thatefyone can — and does — design. We all design
when we plan for something new to happen, whetredrmight be a new version of a recipe, a new
arrangement of living room furniture, or a new layof a personal web page. The evidence from
different cultures around the world ... suggests ¢vatryone is capable of designing. So design
thinking is something inherent within human cognitiit is a key part of what makes us human.”
Dunn and Martin (2006, p.517) define design thigKias the way designers think: the mental
processes they use to design objects, servicgsianss, as distinct from the end result of eleganit
useful products. Design thinking results from tlagéune of design work: a project based work flow
around ‘wicked’ problems.” This takes design thimkiout of the realm of merely creating a product
to using the process as a means to solve comphskgons such as climate change or social problems.
Dunn and Martin present a cycle of stages of deigrking including: Abduction, Deduction,
Testing and Induction.

Generate 1deas
(Abduction)

Generalize Predict
{Induction) consequences
(Deduction}

FIGURE 1
The Cycle of Design Thinking

From Dunn and Martin (2006, p.518)

Explicit steps are typically used as guides ingleshinking frameworks, such as: understand (the
user and the system); observe, point of view; &lqaototype and test (Carroll, et al., 2010). More
complex and nuanced explicit steps such as thosdajeed by Beckman and Barry (2007) have been
designed for specific industry applications butdhmepler steps used by Carroll and colleagues in
school-based education and Bell (2008) in librang Bbrary services design are more appropriate as
a way of introducing design thinking to tertiarugents. Design thinking differs from previous
approaches to developing innovative mindsets dits gmphasis on focusing the learner on empathy
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and understanding the systems and users at thenregjiof the process. Although explicit steps such
as those outlined by Bell (2008) and Carroll €28i10) have great potential as a means of
introducing design thinking to undergraduate stislahthe subject level, it must be kept in mirat th
such steps are useful in early phases and thasagnetrs they will go beyond such simplistic steps.
Rowe (p.4) warned of this back in 1987 when he edghat “there is no such thing as tresign
process in the restricted sense of an ideal stefidyytechnique. Rather, there are many different
styles of decision making, each with individualrggias well as manifestations of common
characteristics.” Although explicit steps may nettbe ideal design process, they do provide a
scaffold for students to start applying a designesy of thinking in order to solve complex
problems — often referred to in the design thinKitegature as ‘wicked problems’.

In recent design thinking models, the design apgrésapplied more broadly than producing a
product, leading proponents to claim that the agginds useful in solving a wide range of problems
(Brown, 2008). Design thinking has been used peeted areas such as art, engineering and business
but also in climate change, medicine, library ssgiand sustainability (Dunne & Martin, 2006;
Dym, Agogino, Eris, Frey & Leifer, 2005; Senturergtek, 2000; Uehira & Kay, 2009). To illustrate
this use of design thinking, some examples wilhbes briefly presented to illustrate examples where
design thinking has been implemented in the higldeication environment.

Dym, C., Agogino, A., Eris, O., Frey, D. & Leifdr, (2005, p.103) from University of California at
Berkeley, Stanford University and Massachusettstiie of Technology in the area of engineering
believe that that “the purpose of engineering etlocas to graduate engineers who can design, and
that design thinking is complex.” They outline hdesign thinking is integrated in their engineering
programs in ways that scaffold students underta&orgplex processes of inquiry, including working
collaboratively in teams using a PBL (problem-baseadning) approach. Martin and Dunn (2006)
discuss the use of design thinking in business gemant courses at the University of Toronto.
Martin (p.513) claims that “today’s business peaje’t need to understand designers better, they
need to become designers”. Roger Martin, who was @éthe Joseph Rotman School of
Management at the time of writing, maintained thainess education needed to become more like
design education and implemented curriculum refiorthe MBA program to ensure that students
used facets of design thinking such as ‘abducti#asoning to solve complex problems.

Oxman (2004, p.63) outlined a design frameworkenméd ‘think maps’ as a means of scaffolding
students’ design processes in undergraduate actrite He described this as a “pedagogical
framework for design learning and design teachiBgtkman and Barry (2007) use what they call
‘second generation’ design theory to enhance legrim the business school at the University of
California, Berkeley. Second generation designtries@mphasise the social nature of the design
process. They contend that “this social processraowdated a less top-down view of the design
process and relied less on experts to providedh#iens, instead engaging a broader range of
players. Design then shifted from a clear-cut pobkolving process to a problem-formulating
process in which getting to a collectively accelgabarting point (so that appropriate resourcesdco
be committed to solving the problem) was the cdre effort (p.26).” This ‘starting point’ in degpi
theory involves gaining a comprehensive understandf the user or potential user and the systems
that they work/live in.

The subject ‘Design Thinking and Innovation’ is tpafrthe Harvard Business School, MBA program.
Harvard is consistently ranked ih various university ranking schemes and theirAtBnks as one

of the world’s premier MBA programs. Datar (2012.hwrites that “the core objective of the course
is to help students develop design thinking skiliduding problem finding and problem framing,
gaining customer insights, design thinking and irative problem solving methods and approaches,
identifying innovative individuals, forming innove teams and building innovative cultures.” A
follow-up subject is available where students utader a project and use design thinking approaches
in order to scaffold their completion of planningdaconducting the project. Datar explains that “the
key is to develop an actionable point of view thaddiresses the following questions: Who should be
the target users? What do they need? How do yowkfidne module will then explore various
techniques of brainstorming and idea generatioh asanind mapping, nhominal group techniques,
reversal techniques, rotating attention, laterialking, forced relationships, use of analogies, and
attribute analysis, used by design firms such &0DPDesign Continuum, and Systematic Inventive
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Thinking.” Many other examples of embedding deghgnking in graduate and undergraduate
subjects can be found, albeit in world leadingpivative universities, however this small sample
serves as an illustration.

This paper has discussed the growing importangeaafuate attributes in higher education, including
the demands from employees that graduates shoag® skills that transcend basic subject content.
It has been established that developing innovatindecreative mindsets is a graduate attributeishat
particularly important for sustainable and produetiuture global development. A clear definition of
design thinking has been presented along with aégpecific frameworks that can scaffold
beginner’s use of design thinking processes. Thas® frameworks have been successful in more
complex situations such as designing new typebaries and library services (Bell) or to foster
innovation in companies such as IDEO and Appleh@ugh the paper has taken a positive view on
the potential of design thinking it has not beetirely uncritical and has acknowledged the concern
from some leading design theorists that complexitgesign processes cannot be reduced to simple,
explicit steps. Although this critique has obvimadidity, the frameworks presented in this papereha
been successfully used as an introduction in sebaséd education (Anderson & Courtney 2011,
Anderson 2012, Carroll et al 2010), in tertiary eation (Datar 2012), in business (Brown 2008) and
library services (Bell 2008) and as a scaffolddolving complex industry based problems. This
critique should remind us that many different frameks are possible that have particular value in
different contexts and that experienced designensmot need or use particular frameworks as they
could regard such scaffolds as overly restrictineaddition, explicit frameworks or steps may prove
to be especially useful as a means of scaffoldindesnts’ creative processes in the earlier stafjes o
courses. Another critique is that design thinkiefjrdtions are unclear, confusing and under-
developed (Kimbell, 2009). The definitions proviceatlier in this paper are quite suitable for the
purposes of integrating design thinking in gradueté undergraduate programs but as the design
thinking concept evolves through practical appiasd and academic research, no doubt, definitions
and practice will improve and be supported by gmaexling empirical body of evidence. If
differences or lack of clarity in definitions waserious impediment to implementing innovative
concepts, then many areas would be subject toysisalFinally, the paper presents a short and non-
exhaustive review of how design thinking has beabexlded in the curricula of world leading
universities. Future research should focus on dwténg if these relatively new programs are
successful in producing outstanding student outsome
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Abstract

Information and communication technology (ICT) hemiched education in a significant and
meaningful way. The availability of computers, tiéernet and hand-held cell phones with Internet
capabilities are pushing the envelope further snapplication and use. The student group and the
younger generation have embraced ICT as an emerai, information and socialization tool. This
offers a great potential for the educational comityuie harness to push the frontiers of educatiga i
cyberspace. This has resulted to an evolving eritarning paradigm which offers a lot of promise
and potential of enhancing the frontiers of leagninTeachers are obligated to carry the banner for
quality and good practice in the adoption of ICTutbnline learning which may result in challenging
current trends and practices. The paper discussegourney that the author has undertaken in
adopting online learning in the subjects he handteLSU’'s MBA program. The author is
convinced that online learning has enhanced nat loisl but his students’ educational experience and
created greater awareness and appreciation of IGEdn effecting the meaningful change.

Introduction/Background

“Technology has brought people closer andda&t the geographic gap. The Internet has allowed
us access to a tremendous amount of informationraiingertips. It has also made us connect w a |
of people thru the e-mail, instant messaging, hlagwong others by just being in front of a work
station. And the access frontier is being pushetthér with powerful handheld cell phones that can
do most of the functions that desktops and lappgporm.” (Berino, 2006).

Internet users According to Internet World Statistics, there awer 2B internatisers (1U)
worldwide as of Mar. 2011 (Internet World Statisti011a). That represe®.2% of the total
world population estimated at 6.9B. Internet ussgby 480% in the period 2000-2011. Asia had
the highest number of IU at 922M but with a pertegrarate of only 23.8%. North America posted
the highest penetration at 78% with 272M IU.

In the Philippines, 1U in 2010 was placed @XInternet World Statistics, 2011b) for a
penetration rate of 29.7%. This is a marked irsedeom 2000’s 2M IU and 2% penetration rate.
Digital Filipino.com projects 1U users for the capnto be 41M by 2014, a 10% per annum growth
rate for the period 2010-2014 (Toral, 2007). Adgteevealed that almost 30% of the highest income
decile own a computer (Tuano, 2009). Although awhip is almost non-existent among the poorest
class (Tuano, 2009), access is hot a particulazezorsince people can access computers and the
internet thru internet cafes which has mushroontiemvar, as well as in schools and offices.

In a non-random sampling method, an AC Niemawey reveals how Filipinos use the internet
(Reyes, 2003). Of the 8,000 respondents survenkadeo 95% access the internet to send and read
email; 64% use it to read the news; 60% accessdbivnload software; 50% search for jobs; and
49% to surf and experiment. The results show iRitip use the internet mainly to communicate
rather than for educational purposes. Hence, tieenet’'s potential as an empowering educational
tool remains largely untapped (Trinidad, 2003).aédemic and research-related activities in the Web
were in the 8 rank at 46% while self-education came iff' 82 36% (Reyes, 2003).
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It has been asserted that the internet isrgpowering tool that promises to “school the illaes,
bring job training to the unskilled, open a uniweo wondrous images and knowledge to all students,
and enrich the understanding of the learner (HO120Trinidad (2003) adds the following:

“It offers the wide public an unparalleled ess to a vast store of information and
knowledge. It is considered as a harbimesocial change. The empowerment and
enfranchisement of individuals through knedge and information could spur social
change that can break barriers that dividéesies and nations. These processes
allow people, particularly the poor and disanchised, to have the same access to
education as everyone else.”

Cell phone statisticsOwnership and use of cell phones are much moreoprared compared to
computer ownership and use. Estimates as of 200% asers over 3.8B (Infoplease, 2007). This
represents a penetration ratio in excess of 60Be Philippines is the Ibiggest country in terms of
users with 51M, a 60% penetration of its 85M popaia(Infoplease, 2007). Even with about 40%
not owning a cell phone, access among Filipina®tsa problem since a study revealed that non-
owners, in the true Filipinbayanihanspirit, can borrow from another family member,gidior or a
friend (Olchondra, 2007).

“Given the advancement in cell phone technpleere the direction is towards hand-held
computing, the cell phone has been transformed jusirbeing a communications tool (calling,
texting) to that of an entertainment gadget (masid video downloads), camera features and internet
capabilities. The technology convergence has etdeatruly versatile and highly effective gadget.”
(Berino, 2007b)

A big contributing factor to the advent andegutance both of the computer and cell phone is the
decreasing cost in acquiring units. Both the dgskind the laptop have decreased not only in price
but also in size and functionality. And those vdaonot buy can always go to the neighborhood
internet café which has proliferated like the prtwad mushroom. Currently, the touch screen
computers as well as cell phones, which are moralple and as powerful with their features and
functionalities, are elevating ICT ownership andges

In a survey the author conducted among Dedlk Sniversity MBA students (Berino, 2007b),
responses reveal high cell phone and desktop/laptoyership. There was high usage daily of the
gadgets. The majority have computer access in tffiies, all surveyed have email address, and
most are knowledgeable in the use of traditionpliegtions like Microsoft office, Yahoo, Google,
Friendster, chatting, blogging, among others. Thamarket which offers a great opportunity for
online learning applications.

In a survey conducted among participants ofPthiéippine eLearning Society 2009 & 2010 Annual
National Conference on eLearning, it was also nexdkthat there is a high incidence and use of ICT
gadgets among the surveyed participants in theestacnd teacher ranks. (Berino, 2010; Berino,
2011). The majority of surveyed students and teachse their cell phones and computers for studies,
not only for their traditional uses of communicgtigaming and entertainment.

Philippine response to the digitized environmerallieimge.Toral (2007) reports that “the
government had various initiatives in relationtie tligital developments. It passed an E-Commerce
Law in 2000 (RA 8792) which defined the countryidipy on electronic transactions to enable
consumers to actively participate in electronidéraVarious e-government initiatives were
undertaken in the areas of e-filing (governmentsitel that create, accept and retain electronic
documents) and e-payment (acceptance of paymenssumhce of receipt in electronic form like the
SSSNet, NSO’s E-Census and SEC-iRegister).”

More important are the activities the governtne initiating in terms of technology in educatio
(CICT, 2006). The Commission on Information andr@aunications Technology (CICT) is in the
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forefront of establishing a National Informationrda@ommunications Technology Standards (NICS)
for teachers to help enhance the adoption of tdolggan the teaching discipline. The NICS define
the competency outcomes, and the supporting kn@eladd skills that are needed to utilize ICT in
performing the job roles related to teaching.

It also provides the performance indicatorsualuate the knowledge and competence of a teacher
to apply ICT in the educational setting. It builgsfrom the knowledge and skills derived from the
National ICT Literacy Standards.

The key areas of competency identified by Ci€is NICS are: (1) technology operations and
concepts; (2) educational technology skills; (Fjveare selection and implementation; and (4)
values, ethics and legal issues.

Teacher competency is a paramount issue t@sslfor the teachers to be in step not only vhigh t
advancement in technology but for them to be ip,stg&en ahead, with the comfort and competency
of the younger generation of their students. “Teas first and foremost need to work on a paradigm
shift in the way they think. The traditional lesrg environment within the four corners of the
classroom could be enhanced due to the presemesafrces like the Internet, free softwares and
networks, learning which can happen outside theseteom” (Fabian, 2006).

Concerned government agencies like Dep Ed, DS C, among others, have been working on
their own, and more significantly partnering wittetprivate sector for expertise and more
importantly, funding to push information and pragsaon technology and e-learning.

Both Smart and Globe, the country’s leadigad@mmunications companies, have lined up major
community partnerships, specifically in promotiramputer and internet literacy in public schools
among students and teachers. Both not only daeatputers with internet connections, they also
help train teachers acquire ICT competencies antenbgeneration for the schools (Smart, 2011;
Globe, 2011).

Another government collaboration was with G@ada Export Corporation and Foundation for
Information Technology Education and Developmeit{ED) for the former’'sed.venture Program
which allowed for the donation of computers, inggrconnectivity, training teachers, and post-
training support services to piloted high schodllewer the country (Trinidad, 2003).

“A lot more needs to be done to address thieadlievolution the country is going through. Tder
is a need for more collective and sustaining effettveen and among the government, the private
sector and others concerned to help the countryerfaward in developing its human capital thru
management of information and technology” (Beri2@Q7b).

Technology in education and trainingnglis et al (1999, p.2) observed that the etlanaand
training community has been quick to grasp thei@gmce of the Web’s development. The most
remarkable development has been the way in whiohatbn and training providers have rushed to
exploit the potential of the knowledge media (Iagit al, 1999, p.2).

The enthusiasm for online learning howeverasuniversal, whether locally or internationally.
Fabian (2006) states that “ICT as an area seepwalaoize the main education stakeholders into two
main groups. Some sectors in the government reptieg the traditionalists, do not consider it as a
important education aspect.”

Crowley et al (2008) offers a refreshing perdjwe when they offered that
“investment in technology alone will not impeostudent learning. Doing old things
with new technologies will not transform edtional practice or outcomes. It is

imperative that investment in technology be@t@bout the technology itself, but about
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enabling students to learn more dynamicalhgbling teachers to teach more
creatively, while simultaneously improvingetlinks between home and school.”

Definition of e-learning.From the country’s L National Conference on E-learning (2002), we
pick up the following: E-learning is defined ag titelivery of learning through electronic medialsu
as phone bridging, television, video teleconfenegcand satellite broadcast. However, with the
internet, the definition of e-learning has evolvednean the use of tools such as electronic mail,
video-conferencing, electronic bulletin board systeand chat channels, in combination with Web
pages and sites.

Trinidad (2003) adds the following on e-leagi “With e-learning, students are no longer
bounded by the four walls of the classroom. Lesggian be done in the comfort of one’s own home.
People no longer have to rely solely on teachersdacation.” With the wide array of information
available from the World Wide Web, people can stlltemselves and learn from other people from
the world over (Mason, 1998).

In addition, a transformation in the role ohsol-bound teachers can be seen, from being
transmitters of learning to facilitators of leargi(rinidad, 2003). People need not be fetterethby
school-imposed calendar and curriculum becauseatidanccan be received whenever and wherever
people want to learn.

E-learning terms (Berino, 2007byarious terms have been coined to computer-endeteding
such as e-learningnline learning, computer-assisted instruction, gotar-managed learning, among
others. For purposes of this paper, we have addbeefollowing definitions in our discussions of
online learning in DLSU’s Graduate Programs in Bass (GPB).

Blended learning: full face-to-face classrommetings supplemented by the use of computers —
the gadget itself (laptop/desktop, projector); atile software such as Powerpoint, Excel, Adobe
Photoshop among others; the Internet whether timaile discussion/chat groups, web research and
the like.

Hybrid learning has been defined as blendathing with a certain percentage of class meetings
done fully online, mostly through discussion/chatugps (also called mixed mode).

Fully online learning: fully online based stameetings.

We surmise many of the online learning exaspkgppening now in Philippine schools and DLSU
among them, is blended learning. The hybrid legyis not as common while the fully online
learning is still very limited but both are conting their growth, development and acceptance.

Technology as a change factdnglis et al (1999, p.24) states the following:

“Technology has been a key factor for changés breaking down borders and
increasing globalization. As society changelication and training providers are
required to change. In both education aaiding, there is a shift to offering greater
flexibility — in relation to place, time, pa, entry and exit.”

Inglis et al (1999, p.25) contend further that

“the digital age requires change at the in8tihal and system level if the current
providers of education and training areuxvive. Accountability considerations and
market expectations demand responses toetbds and preferences of learners and
quality assurance mechanisms. A focusexitility in provisions needs to be
accompanied by a determination to employndaducational principles in the
design and development of learning resoutces
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Regulation. In recognition of the growing impact and influerafe¢echnology in
education in the country, CHED came out with CHEBmbrandum Order (CMO) No.

27 Series of 2005 on the subject: Policies and &imies on Distance Education.

As a statement of policy, CHED affirms the chéar greater access to quality higher educatiah an
recognizes that distance education (DE) is a viatiktegy to achieve this goal. The basic objectiv
of the CMO is to ensure that the quality of edwratielivery thru distance education is maintained
for the benefit and protection of the students #rel schools as the major stakeholders. Annex |
details highlights from the CMO.

Online Learning Principles/Frameworks

New Approaches/SkillsPalloff et al (1999, pp. 17-18) shares the fwif@ about online learning
application:

"What, then, leads to successful outcomesiiim® classes and seminars? Is it the
mode of teaching or facilitation? Is it th@ms established or the guidelines for
participation? Is it the level of educatwithe group? Is it the relative absence of
faculty-facilitator input during the proc@sdVe believe all these factors come
together to create success in the mediurhenfeaching and learning leave the
classroom, it is up to the instructor toateea container within which the course
proceeds by posting goals, objectives, appgeted outcomes for the course, initial
guidelines for participation, thoughts angsfions to kick off discussion, and
assignments to be completed collaborativélyen it is time to take a back seat and
gently guide the learners in their procgssibonitoring the discussions and entering
it to prod participants to look at the makrin another way or gently steer the
conversation back on course if it shouldystr

Palloff et al (1999, p.5) say the followingdhe definitional elements on online
education:

0 Separation of instructor and learner in time pllade for a majority of the
instructional process;

o Connection through educational media; and

o Volitional control of the learning process regtiwith the learner.

Given these elements, Palloff et al (1999,8).propose a new paradigm for online learninge..on
that is free-flowing and interactive...where pap#@nts generate bibliography of readings, negotiate
guidelines...where the work students create mahbesd online with peer feedback encouraged. It
opens up to a mutual learning experience whereestadare allowed to immerse themselves in
content...following the paths where they may lead.

Palloff et al (1999, pp. 18-19) offer the nlling as components of what a successful online
learning should contain:

0 Access to technology;

0 Guidelines and procedures;

o Participation;

0 Collaborative learning;

o Transformative learning or learning about leagntechnology and oneself;
o Evaluation of the process.
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Lockwood (2007) proposes several issues witbiools planning to implement online learning
can look at to have a more effective applicatiortiodir online program for all stakeholders, itbe
learners, the teachers and the support staff. Amotimers, the school has to be conscious of ths cos
involved with the eye to having a cost-beneficigbach in implementing it.

Issues on course evaluation and assessmeahtambe handled effectively to
determine learners’ experiences as inputs to decisiaking for program development.

The school should have rewards and incentivesaftulfy to acknowledge excellence in learning and
teaching under this mode. Workload requiremenie ha be addressed to be neither light nor heavy
and should not suffer in comparison with regulassfoom workload. There is a heed to have quality
assurance system to effectively control the dejiwédronline education, achieve objectives and bring
the school to where it wants

as far as online learning is concerned.

Online Learning Application/Experience

DLSU GPB's online learning journe{the GPB under the then Graduate School of Busines
(GSB) formally launched its online learning initiegt in 2000 by coming up with "Quality standards
of MBA online” (DLSPS GSB, 2000). The standardseweeant to encourage faculty and students
to explore and apply online learning and at theesame specify certain rules and procedures for
everyone's guidance. The educational media usedheaNeb CT. It did not generate a lot of
adherents though since the policy adopted wasadfiengement and not of requirement.

In a survey of online course experience (Ber#007a), majority of the faculty were into bledde
learning: use of egroups for - class managemestingpof lectures, reminders, feedback; use of
applicable softwares like Microsoft office, PhStai for Windows, MS Project and the like.

From the survey, not much hybrid or mixed magee being done and a lot less fully online
courses. The reasons cited were, in order of &equ

o face-to-face is still better than online;
o online takes more time and effort;

o not required by GSB;

0 subject cannot be taught online; and
o inadequate training and structure.

Despite these results, one third of the fga@spondents were of the opinion that GSB should
have a more cogent online learning program, evesider offering fully online courses and the
whole program itself. Reasons cited: tap worldhglents/OFW who cannot go to campus; the
market wants it; other schools have it; conveniesigns of the times.

From the same survey, the students were numigiye about going through online
learning. Although only a small percentage of oegfents have attended hybrid and/or fully online
courses, half of those who did, say it was as métdive and educational as classroom discussions and
they enjoyed the experience. About a third ofdtiendees said the level of discussion is not ahmu
compared to classroom while a little over half satdkes more time and effort.

The majority of the respondents (60%) howeaad they are interested to enroll in either hylord
fully online course in GSB. Most prevalent reasoitsd were:

0 convenience;
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0 expectation of less time;

0 accessibility;

0 expectation of less cost; and

0 want to go through experience to see if it works.

A quarter were interested in a fully online MPBrogram. Preference for
online learning correlates well with the high teclugy ownership, use and literacy among GSB
students (Berino, 2007b).

Digital natives and migrantsPalloff et al (1999, p.8) shared findings on &sstul students in
distance education and suggests that students nstaiteacted to this form of education share certai
characteristics:

0 Are voluntarily seeking further education;

o Are motivated, have higher expectations, andraree self-disciplined;
o Tend to be older than the average student; and

0 Tend to possess a more serious attitude towanddburses.

These characteristics can be generally ataibto MBA students. They made the choice of going
back to school to learn new competencies and hghpave their career. Hence, they are motivated,
have more self-discipline and with higher expeotai They are generally older than the average
college students and are more focused and seifoug their life and career objectives.

The survey of Berino (2007a) showed that ntlea@ 80% of the faculty respondents were aged 40
and above, 53% of whom were 50 and above. Thisasl @nd ideal from the viewpoint of experience
and knowledge but not from technology use and peafe. They are thus labeled as digital
migrants. Contrast this with the student respotgjétb% of whom were 30 years old and below. As
mentioned, their generation have greater affirotytéchnology which leads to their greater openness
to online learning, highly driven by technologydidal natives).

The challenge for GSB is to bridge this gaprider for the school to have a better ability to
develop, deliver and maintain a quality-orientetirnlearning program.

Online learning roadmap GSB came up with a "Proposed roadmap for theogepént of
distance education" (DLSPS GSB, 2007) to acqustadce education capability...and increase the
reach of the school. The roadmap hopes to sysizsaid
prioritize the efforts of GSB toward acquiring diste education capability. The development of a
full distance (or fully online) learning capabilighall be the immediate objective...with at least bf
the courses in a full distance course mode.

This move can address the issues as raidbd Berino survey (Berino, 2007b) in relation te th
students' high technology ownership, use and titesad their good preference for online learning
(for courses as well as for the whole program)is Will also address the dissonance from the fgcult
side in terms of facility, competence and inclioatfor online learning.

The author's online learning journey started teaching in 2000 as a part-time lecture
management science and business ethics at théAsific College, teaching graduate students in
IT. My part-time stint in GSB commenced in 200Bpzhandling the same courses for MBA
students. | started with the traditional set uphiteboard and marker, acetate, lecture, class
discussion, case study, examinations.

Management science is quantitative applicatiarbusiness and | was doing
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the computations manually, the same way | was ta2@lyears ago. Except for the white board,
marker, acetate and air conditioned rooms, | wagyube same classroom environment and facilities
in sharing knowledge as | experienced in college.

| started to get requests for softcopy of soture notes which lead me to forming a yahoogroup
for the class. And student feedback said | shasllpowerpoint as platform for my lecture notes to
be updated, look more professional, and generalye Imore attractive visuals. Another feedback
said | should use available management sciencea@ftsupport to facilitate computational portions
of the course so that more time may be focusetbections/introspection about applications.

| took these signs as signal for me to leachienmerse myself with available
IT tools to enhance my teaching skills and helpobnthe competencies of my students. Since |
cannot teach what | do not have, | had to unleaditional methods of teaching and relearn new
techniques and facilities in an ICT environment.

Annex Il details the timeline of my adoptiohonline learning while Annex Il discusses
advantages and challenges that | have encountemdine learning. Suffice it to say that |
have grown as a teacher due to online learnind aagle contributed more to the learning and growth
of my students due to online learning.

Education, among other things, is about broagintellectual horizons, relying on facts and
reason when confronting life issues and learnirigsten to others and defend ideas by the force of
argument (Kriger, 2007). Kriger (2007) furtherexss that because distance education is ubiquitous
and offers so much promise, faculty are obligatecktrry the banner for quality and good practice
while recognizing that this will sometimes requitellenging current trends and practices.

A Final Word

Eleven years of teaching, eight years inmalearning starting with blended then mixed-mode
learning. It has been a journey of discovery feras a teacher in embracing the applications of
technology and the world-wide web in furthering experience as a faculty. But the more important
aspect is how | have creatively and positively @#d the learning experience of my students through
their exposure in online learning. It is a jourmdyich | will continue to undertake for the obvious
benefits even with the challenges that need taddeessed since | believe that ICT is meant to open
new possibilities and excitement for the teachtbies students, the academe at large.

Annex |

Excerpts from CHED Memorandum Order (CMO) No. 27 18&s of 2005

on the subject: Policies and Guidelines on Distareducation

1..Section 4 of the CMO defines distance educa®a mode of educational delivery
whereby teacher and learner are separatechénand space, and instruction is
delivered through specially designed materiats methods using appropriate
technologies, and supported by organizationdleaiministrative structures and
arrangements.

2. Article 3 of the CMO further enunciates the guiggprinciples that all subjects/courses
offered in distance education shall adheragdpllows:
a. Learner centeredness: focus on needsroileand facilitate independent learning;
b. Rigorous and sound instructional design: @&jrams shall be equivalent in
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challenge and depth to conventional program

c. Transparency and peer review to guide méat choice: DE implementers shall
make information about their programs ke to accrediting bodies, academic
peers, regulators and students;

d. Public responsibility and accountabiliE implementers shall take heed of public
impact of their DE programs with due dilige for consumer protection given the
high value that Filipinos put in higheedtion;

e. Quality and continuous improvement: framewn identifying student and

stakeholder needs, monitoring satisfaciioth continuous improvement of
development and delivery.

3. Other relevant provisions of the CMO are:
a. On Scope and Coverage (Article IV):

(i) Section 11 - An academic degree moyshall be classified as a distance
education subject to the provisibthe CMO if at least 25% of total courses in
the program are offered via theatise mode.

(i) Section 12 — Graduate programs. [Begrograms at the post-Baccalaureate
Level including Diploma, Masters dbdctoral programs may be offered fully
by distance mode.

(iii) Section 13 — Undergraduate progrardggree programs at the Undergraduate
level shall not be offered fully bistance mode because undergraduate students
need face-to face interaction withrors and peers as part of the academic
environment for optimal learning.

b. On Implementing Guidelines (Article V):
(i) Only HEIs with the following statuseaqualified to offer a program by distance
education:

« with Level Il Accreditation in the degree prograpplied for;

* CHED Center of Excellence (COE) status in the degregram applied for;
or

« with certification of compliance with the CHED QitglAssurance System
for Distance Education.

(i) Components of DE (Section 17):

(1) Curriculum and delivery system;

(2) Instructional materials development;
(3) Delivery mode/strategies;

(4) Student support services.

Annex Il
Timeline in Adoption of Online Learning

2000-2002 Traditional classroom: lecture (asetecture materials), class discussion,
white board and markesecdiscussion, examination (paper-based),
manual computations (cedeonly 70% of textbook)

2003 Blended learning: lecture in pguoint, formed yahoogroup for the class
for posting of syllabus;tiere, updates, reminders

2004-06 Blended learning: software supfmrtnanagement science (covered
100% of textbook), web @@eh; membership in Phil. eLearning Society

2007 Hybrid learning (mixed mode):e@ession fully online, make-up sessions

online, submission of assignts fully online (paperless set-up), case
discussion online, feedbfokn students on online learning experience;
submitted two research psyo@ online learning

2008-2011 Hybrid learning (mixed mode): thresssons fully online; make-up
sessions online; submissibassignments /examinations fully online
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(paperless); case disaunssonline; student feedback on online learning
experience; eight (8) eesh papers in online learning — 2 online journal
papers, 6 conference papers

Annex IlI
Advantages/Challenges in Online Learning

Advantages:

1. Contributes to the teacher's knowledge, comgetgrofessionalism. Encourages
teacher to learn and acquire necessary skilt® a teacher cannot teach what he does
not have.

2. Wider coverage of educational materials.

3. More resources and references available thriheghveb.

4. Better chance for class participation sinces¢hoho are averse to recitation can post
in online discussion fora. Online fora en@wes reflection versus thinking on one's
feet in class recitation.

5. Appreciated by the students as a new experi@mdenew skills to learn. Many are
first timers in online learning.

6. Contributes to paperless set-up, a small effovards helping the environment.

7. Not affected by exigencies (class cancellatioa to typhoons, other calamities) and
holidays.

8. Accommodates OFWs/time- and place-challengedksts.

Challenges:

1. Spends more time, facilitation demand may hoode?4/7. How to handle: define
engagement in time with the students for #réous online activities.

2. A big class will be difficult to facilitate. B limit enrollment in fully online courses
to a maximum of 20 students.

3. Majority of students still prefer face-to-fadassroom interaction.

4. Feedback/evaluation on online activities shdnddavailable in a timely and
constructive manner.

5. Computer downtime may affect rhythm and entmrmsi of participants.

6. Buy-in from other faculty to build a commundf online facilitators/learners.
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GATS AND THE HIGHER EDUCATION SECTOR IN INDIAWITH PARTICULAR
REFERENCE TO IMPENDING LEGISLATIONS

Abstract

General Agreement on Trade in services (GATS) darte being in 1995 under the aegis of
WTO. Apart from other services, it was agreed #dhication is a service that can be traded.
Member countries were given a choice to make caomenits regarding the services they
would like to include under the Agreement. GATSillsan untested Agreement and there are
many issues especially those related to educatiahare still to be resolved. Due to lack of
requisite regulatory measures, capacity constraiatgl other reasons, India has not yet
committed its education sector to GATS but hasraumusly allowed 100% FDI and other
collaborations with foreign education providers fuigher education. It has embarked upon a
path to enact legislations to strengthen its retpia regime and is also making efforts to
improve its higher education sector. India has thmest higher education market in the
world and once the regulatory mechanism is in pléaceould an important player in the
sector. The paper highlights various options aualgato the foreign education providers in
the higher education sector in India.

Brig (Dr) R S Grewal, Vice Chancellor, Chitkara Maisity, Himachal Pradesh, India

Prof Sangeet Jaura, Associate Vice President (Acead8upport Services) Chitkara Educational
Trust

Ms Shobha Mishra, Director Higher Education, FICI@tia

The process of globalization that has engulfedatbdd for the past three decades has brought home
the need for a regulated framework within whicHedié#nt countries could trade with each other. The
changing dynamics has resulted in new conceptsgbashered in to regulate the economic
transactions between countries. From time immerhotliee term ‘trade’ was restricted to
commodities. However, the ever increasing reliance services and the advent of knowledge
economy has resulted in emergence of the conce@®AdiS in 1995 under the aegis of WTO. The
central idea of GATS is that progressive liberdita of trade in commercial services would add to
the growth in the WTO member countries. The terommercial services’ has a wide connotation
and apart from traditional services like transptatecommunication, banking, insurance etc now also
includes entertainment, e-commerce and educatiois. i a significant development because earlier
education was believed to have been bypassed byn#nket and was considered to be a market-
excluding arrangemehtHowever, the process of globalization and teabgiokl advancements has
resulted in education services being considerethaget-complimentary arrangement especially in
the developed world. Consequently, apart from acstate intervention private sector has come to
play an increasingly important role in bringing abdigh literacy levels in the developed countries.
Thus, the concept that education is a servicecmabe traded has taken roots.

Even though since ancient times India has hadomgtiradition of higher education, it missed the
Industrial revolution and to an extent the Silid®avolution. Even the colonial period failed to ushe
in the western and secular education with an enpleesscientific enquiry. The second half of the
twentieth century, after India attained indepenégemdtnessed expansion of the education sector but
the results desired to catapult the nation to ddeship position in a globalised knowledge economy
could not be achieved. The gigantic size of thénéigeducation sector, paucity of funds, inadequate
infrastructure, and lack of political will to pusirough radical reforms, poor intellectual capitathe
higher education institutions and the inadequacthefquality assurance mechanism are some of the
reasons that could be cited for the present sthigffairs. The exponential growth in the higher

! DrezeJ & Amartya Sen, “India: Economic Development and Social Opportunity”, Oxford University Press,
1998.
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education sector and the large scale entry of tivate players has added another dimension to the
scenario.
The 8" World Conference on Higher Education held in Paris2003 highlighted that the
demographic estimations point to a world populatidii to 8 billion by the year 2025. The threshold
of 100 million students worldwide has already besrssed and it was estimated that by 2020 there
would be approximately 125 million students in ttigher education segment. Today, five countries
(China, USA, India, Russia, and Japan) accounb3ct million students, which is more than half the
total number of students in the wdtldn 2005-06 India had 11 million students in thighler
education sector and this figure is increasindnatrate of about 2.5 million per yéarwith 50% of
population being between the ages of 15-64 andhidian age lying between 20-30 India presents an
attractive market for higher education. India’s $ehwold incomes are rising and the number of
households with the ability to pay high sums fogheir education is also increasinghe size of
Indian higher education market is huge and mucloheyhe capacity of the domestic sector to meet
the demand. It offers an attractive opportunity foreign education providers. Therefore, Indian
policy planners have to study the implications &TS very carefully.
Part | - Implications of the GATS on Higher Education in India

What is GATS?
At the outset it would not be out of place to ngite some essential features of GATS. It is thst fir
legal trade agreement that focuses exclusivelyamfetin services and came into effect in 1995 after
the Uruguay Round of talks. So far the progressemacommitments by various member states of
WTO are less than expected. However, GATS is dliegaforceable set of rules having been ratified
by the parliaments of each of the 149 members ef WATO. It aims to progressively and
systematically promote freer trade in servicesdmaving barriers to trade and to ensure increased
transparency of trade regulations. The Agreemesitiiv@e parts. The first part is the framework that
contains the general principles and rules for ‘dlal Treatment’ and ‘Most Favoured Nation’. The
second part consists of the National Schedules eimevarious countries enlist their specific
commitments on access to certain services-sectorthdir domestic markets to foreign service
providers. The third part consists of annexures tfeail specific limitations laid down by each
country to their commitments. GATS recognises foades of supply as follows: -

(a) Mode 1 Cross Border Supply wherein the service crodsedorders. Distance education, e-

learning and virtual universities are some of tkaneples of this mode.

(b) Mode 2 Consumption Abroad implying that the consumer a®ovo the country of the
suppliere.g.students who go abroad to study.

(c) Mode 3 Commercial Presence that involves physical pmasesf the service provider in
another country to render service. Local branchsatellite campuses, franchising
arrangements and twinning programmes are some@xamples of this mode of supply.

(d) Mode 4: Presence of Natural Persons implying the moveeaiple to another country to
render service like professors or researchers wgr&broad.

The education services have been classified asaBrifaducation, Secondary Education, Higher

education, Adult Education and Other Education isesr GATS does not make it mandatory for

member countries to open up all education categofased on a country’s assessment about
prospective gains, specific categories can be apepe

Some Controversial Issues

GATS is still an untested Agreement and certain wamhof confusion exists on how to interpret the

rules and obligations. Though each country’s legaderts would be studying these provisions the

? Jane Knight, “Higher Education Crossing Borders: A Guide to the Implications of the GATS for Cross-border
Education”, 2006, pp 7.

* ERNST & Young — EDGE Report “Globalising Higher Education in India”, March 2008, pp 19.

* Ibid
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educators need to study the implications of GAT®ducation services. There are some controversial
issues 5pertaining to the education sector thdt retiéd to be debated. These are summarized as
follows™: -

(&) Which Education Services are Covered or Exempted iGATS? The most controversial
issue involves the interpretation of Article 1.&tthdefines which services are covered or
exempted. The Agreement is applicable to all ses/except “those services that are supplied
in the exercise of governmental authority”. Thex@ipoint of view that the clause “exercise
of governmental authority” applies to educationvisied and funded by government. But the
term “funded by government” also is unclear becahsee are many countries where both
public and private institutions receive financesnirthe government. The Agreement also
states that “the exercise of governmental authoiityplies service provided on a “non
commercial basis” and “not in competition” with ethservice providers. The issue gets
complicated because in many countries at least danmaing for public institutions comes
from private sector. Moreover, a public institutiibrat receives government funding, and also
charges fees may not be considered as “non-comaiiercAnother complication is that a
public institution when providing service in a fa@e country is considered as a
private/commercial service provider in the impagticountry. Further, if public institutions
are competing with private institutions for admigs of students or funds from private
donors/international agencies they could be comsitleas “in competition” with non-
government providers. WTO official emphasise thdtioation is largely a government
function and GATS does not seek to displace thdipedlucation systems and the right of
governments to regulate and meet domestic poliggctibes. But the critics of GATS say
that the protection of public service is very umaer and potentially at risk because of
differing interpretations of “not in competitionhd “non-commercial” clauses.

(b) Ability of a Country to Make its Own National Regulation for Education. The ambiguity
in Article 6.4 of the Agreement which requires a coyriio ensure that qualifications,
requirements and procedures, technical standaiicamsing are not more burdensome that
necessary to ensure quality of the service raigggerns about quality assurance and
accreditation procedures. The Article, which i®aisferred to as the “necessity test” needs to
be monitored closely because it could have sigaitidearing on a country’s policy.

(c) Principle of Progressive Liberalisation. It is said that GATS is not a neutral Agreement
because it aims to usher in liberalization of trdadeservices. It expects countries to
progressively add sectors and sub-sectors to tiaional schedule of commitments and to
lower the barriers to trade. Thus, countries thatret keen to include education services in
their commitments are likely to experience greaspure.

(d) Negotiating Across Sectors.The bilateral negotiations on market access aribna
Treatment are expected to be based on cross dgmto@ple. Thus, a country not wishing to
open up its education sector may experience presshen it makes a request to another
country for market access in any other sector. dmtry receiving the request may respond
by demanding access in education sector.

Higher Education Policy and Practice and Issues Raled to GATS
Commercialisation, privatization, ‘marketisatiotiberalization and globalization are some of the
factors that have significant impact on cross-borelducation. These have major bearing on the

® Jane Knight, op. cit., pp 36
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policies and the role of the government, cultuedlies and institutional level issues. A brief summa
of these is given beld-
(a) Registration, Quality Assurance and Recognition ofQualifications of Cross-border

Education

(i)

(ii)

(i)

Registration and Recognition It is a known fact that either due to lack of aeify

or political will or a variety of other reasons, myacountries do not have a regulatory
system to register foreign education providers. sThapart from bonafide foreign
providers some rogue elements also join the sydtmeover, the multiplicity of the
type of providers — for-profit, not-for-profit, anstitution, or a company, partnership
between local and foreign providers — adds to tmpications. Countries would
have to enact legislations for licensing and alsmlel have to ensure that these are
not considered as barriers to trade.

Quality Assurance and Accreditation With the trend for cross-border education
increasing the challenges faced by quality asseragencies of the countries gain
importance. GATS does not claim to be establishirigs for quality assurance or
accreditation. Thus, member countries would havenbed cross-border education
providers in to their quality assurance and actaédn systems to prevent rogue
providers or fraudulent qualifications becoming selly linked to cross-border
education. Moreover, negotiations would have théld at the international levels to
encourage cooperation and to enhance the undeirggaofdthe importance of quality
provision in cross-border higher education. Simjlacountries would have to guard
against bogus accreditation agencies.

Recognition of Qualifications It is critical that the qualifications awarded tnpss-
border providers be legitimate and recognized fiopleyment or further studies both
at home and abroad. National policy makers wouldeh® address this issue to
facilitate academic and labour force mobility.

(b) Role of Government, Access and Financing

(i)

(ii)

(iii)

Role of Government.In the majorityof the countries, education is considered as a
function of the government that it performs for e¢oom good. Thus, there are
publicly funded or private-government-aided ingtdns. As brought out earlier the
ambiguities in Article 1.3 leave considerable roton legal experts to argue that
government funded or private-aided institutions rmoé exempted from the purview
of GATS.

Student Access.n developing countries there is a huge unmet denfar post-
secondary education and training. Supporters of &Afgue that trade liberalization
in higher education can result in increased studeness. But the critics of GATS
maintain that increased access would be availailieto those who can afford to pay
high fees.

Financing of Education. It is a known fact that public funding is not keeppace
with expansion in higher education sector. Thusyape partnership in higher
education is increasing though only in niche makkicreased liberalization in trade
in higher education is likely to give further bodst development of international
education markets. It could force many countriepeeially those that cannot invest

® Jane Knight, op.cit., pp47

Page | 49



in physical and soft infrastructure, to rely moreforeign investors and cross-border
education providers. That in turn may indirectlfiuence national policies of such
countries and dilute their own policy objectives.

(iv) Programme Offer. Critics of GATS maintain that a market approachhigher
education can lead to a situation where commefaigbrofit providers would focus
on offering programmes that are high in market deimand, thus, the less popular
and costly programmes would have to be taken up public or not for profit
institutions. Moreover, foreign providers may ofeeprogramme only as long as it is
profitable. This could have serious repercussionsétional policy planners.

(c) Values and Cultural Diversity

0] Values. The commoditization of education that may resul tumarket forces could
adversely affect the purpose, role and values giidri education that a country may
wish to nurture. It is a well known fact that eveithout the GATS being in
operation the main efforts of cross-border educagimviders has been on teaching
and not on research. On the other hand teachingjieg research and service guide
the evolution of university system and to theirtcioution to social, cultural, human,
scientific and economic development of a counttyisTaspect would have to be kept
in mind by the policy planners while defining theipproach to cross-border
education.

(i) Cultural Diversity. The phenomenon involving flow of culture acrossdeos has
been there for centuries. It is only that moderit k€chnologies and movement of
people has accelerated the speed for exchangead &hd for fusion of cultures. But
the critics of GATS maintain that it may resultiomogenization of cultures where
the western values would prevail. The impact oksfborder programmes on cultural
diversity demands that policy-makers should bet aled sensitive to these issues and
develop a suitable approach conducive to theire@sge environments.

GATS and Higher Education in India

India has not scheduled education services inoitsneitments under the GATS. Thus, India has no
multilateral obligation under the WTO to open ugher education services for cross-border trade.
However, India has taken steps to usher in libextibn in this sector and has allowed 100% FDI on
automatic route and has permitted twinning arrareggs) collaborations, franchising and subsidiaries
to operate autonomously. The impact of opening ighdr education services is driven more by
domestic compulsions such as state of the highecagidn system in the country, the accessibility,
quality of education being provided, costs invohaati availability of finance. The main problem
today is the inability of the university systempimvide higher education to all who aspire to heT
poor quality of most of the Indian universities @hd unregulated influx of the private sector had h
an adverse affect on the system. Considering Hie sf Indian higher education sector the concerns
being aired by some quarters are justified. Ther Wwide spread perception that, if and when, India
opens up its higher education sector to foreigwidears it would have an adverse impact resulting in
ending of public subsidies which may further regulaffecting the quality and affordability of high
education.

Steps taken to liberalise the higher educationosd@ve also resulted in influx of foreign educatio
providers, mostly less reputed — second and therd-t entering the market. They charge exorbitant
fees for programmes of dubious quality. Poor cipawonstraints and lack of effective regulatory
framework has allowed operators with dubious crédEnto operate with impunity. There is a
plethora of regulatory bodies trying to govern thigher education system without any mutual
coordination. There is a multitude of service pdavs who promise all sorts of benefits to the
students and the latter do not have a forum tdyvdre claims made. The pressing need is to have an
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effective registration and certification systempiotect and inform the students and to enable good
quality foreign institutions to operate alongsitieit Indian counterparts on a level playing fiéldth

an enabling and effective regulatory framework #&ndiould be able to compete in the world market
more effectively and would also be able to proteetinterests of its consumers. As it is, manydndi
universities and institutions have opened campabesad and there are also a large number Indian
teachers teaching in institutions not only in depélg countries but also in the developed world.
Thus, India needs to adopt a pro-active approaghrits the GATS.

It would not be out of place to study the implicas of GATS on the four modes of supply on the
higher education system in India.

@

(b)

(©

(d)

Mode 1 — Cross Border Supply:lt mostly pertains to distance education eitheouigh the
print or electronic media. But the All India Couinaf Technical Education has put a number
of disciplines under the negative listg. engineering, medical, architecture etc that itsfee
cannot be taught through the distance learning mdties, Mode 1 could be permitted
discipline wise. There is also a school of thoutt#t this mode should not be permitted
through private or for-profit channélsThis apprehension arises from the poor quality of
some of the service providers operating in the etark

Mode 2- Consumption Abroad: At present Indian educational institutions do tetve
international curricula, world class infrastructutestels and research facilities that could
attract foreign students. As it is, the numbembéiinational students coming to India has been
steadily declining. Till the conditions improve, epng up this mode would result only in
one-way flow of Indian students abroad. Howevethim absence of any regulation at present
many countries are employing vigorous advertisirggthmds and sales campaigns to attract
Indian students abro&din some cases the students have been cheatessoyupulous
operators.

Mode 3 — Commercial PresenceWhile permitting opening up of branch campuses,
collaborative arrangements or franchisee set ugadia the main areas of concern are the
credentials of the foreign education providersjrthecreditation status in home countries,
mutual recognition of degrees and creation of allelaying field in India. Interestingly, the
principal opposition to FDI (though not under GATiB)higher education sector in India has
come from the private secforThere is also a school of thought that FDI coblel
desegregated in to components of equity capitaésied earnings and intra-firm lodhst is
argued that in the current wave of liberalizatibare has been a worldwide shift in the forms
of foreign capital. On the other hand many Indiaiversities and institutions have opened
campuses abroad. Thus, an enabling regulatory @maient could be beneficial to both
Indian and foreign service providers.

Persons Mode 4- Presence of Natural:iIndia stands to gain from thisode because a large
number of Indian nationals are working abroad incational institutions. It would have to
insist on developed countries to remove trade &artike visa rules, quantitative restrictions,
wage parity, financial remittances, and measukesHiconomic Needs Test. As far as import
of qualified faculty is concerned there are a numtsieinstitutions where foreign faculty

7. Sudhanshu Bhushan, Trade in Education Services under GATS: Implications for Higher Education in India,
Economic and Political Weekly, New Delhi, June 5, 2004, pp 2396
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°, Manoj Pant, The Financial Express, New Delhi, May 28, 2005.

0 Rajnish Arora, Foreign Universities will not Drive Reforms, Times of India, Chandigarh, August 18, 2011
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teaches on tenure basis. Such measures would helmproving standards of Indian
institutions.

One of the main issues in making a national comenitnoinder GATS for higher education in India is
that of domestic regulation. The issue is compéiddiy the fact that education in India falls unither
joint domains of the federal and state governmedrusther, Indian higher education system is based
on the premise that education is a public goodrdeconsiderable emphasis on access and equity.
Discriminating protection in the form of reservaiso(a sort of affirmative action) is provided to
certain segments of society. Similar reservatiorsagplicable to the posts faculty and adminigirati
in academic institutions. The degrees and theireratature is recognised by the regulatory bodies.
The mechanism to ensure quality assurance andditatien is weak. Thus, before making any
commitments to GATS the government needs to institelevant reforms in the sector. Keeping the
above in mind the government has introduced leipsia in the Parliament which are under
consideration and would be debated soon.

Part Il — Impending Legislations
There is serious debate going on to bring in refoimthe higher education sector in the countrye Th
Government had appointed a National Knowledge Casiom under the chairmanship of Mr Sam
Pitroda to recommend measures that could be adoptedidition another committee known as the
Yashpal Committee, also constituted by the Govemmiead suggested revamp of the university
system. Based on the recommendations of the tws@agvgroups the government plans to bring
forward a bill in the Parliament known as Natio@ammission for Higher Education and Research
(NCHER) Bill 2010 with the aim of creating a singiegulatory authority for higher education in
India. The Bill once enacted would subsume the Ekgity Grants Commission and also take on the
roles of other existing regulatory bodies. The taxgsregulatory bodies would be given the authority
to license the professionals in their respectigkl§.
In addition to the above, the Government has talilethe Parliament the Foreign Educational
Institutions (Regulation of Entry and Operations) B010, the National Accreditation Regulatory
Authority for Higher Educational Institutions BiR010 and the Prohibition of Unfair Practices in
Technical Educational Institutions, Medical Educaél Institutions and Universities Bill, 2010.
The Foreign Educational Institutions (Regulation ofEntry and Operations) Bill, 2010
Higher Educational Institutions in India have shoariremendous growth in the last few years
resulting in collaborations and partnerships witteinational institutions and universities. In 2008
around 140 Indian institutions and 156 foreign edion providers were involved in academic
collaborations. Of the foreign providers, 90 hawévarsity status and 20 have college status. Other
institutions are those for training or further edtimn. The total number of collaborations was 228 a
with a number of these collaborations having mbhentone programme of delivery, the total number
such programmes is 635
It is estimated that the highest number of collabons are in the fields of management and business
administration, 168 of the total of 635, or 26 mant. The next most offered disciplines for
collaboration are engineering and technology, cdswpapplications, and information technology,
having 144 or over 22 per cent of such programniedpwed by hotel management and
housekeeping, with 132 or over 20 per &ent
Of the 225 existing collaborations, 83 are with @ational institutions from Britain, followed by 79
from the US. Industry experts believe 53 instimiiofrom Britain have their presence in India,
followed by the US having 46 institutions, througgrious collaborative arrangements like twinning
(exchange of expertise and students), franchie@#,grovisions and link programmés

" URL: http://www.prsindia.org/billtrack/the-foreign-educational-institutions-regulation-of-entry-and-
operations-bill-2010-1139/
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In such a scenario the Government felt that thexe &an urgent need for having a centralized policy
and regulatory regime for Foreign Educational tositins operating in the country. In fact, effeetiv
regulation of these collaborations is the primamtisation for the legislation, which acknowledges
that "due to lack of policy or regulatory regimehas been very difficult to make meaningful
assessment of the operations of the foreign eduradtinstitutions and absence of such meaningful
assessment has given rise to chances of adoptionvaoibus unfair practices besides
commercialisation”.

Objective of the Bill. The objective of the bill is to regulate the enémyd operations of foreign
educational institutions imparting or intendinginopart higher education or technical education or
practice of any profession in India (including adiaof degrees, diplomas and equivalent
qualifications by such institutions) for mattersnected therewith or incidental thereto. It pread
for the recognition and notification of institut®rand specifies standards for operations. The Bill
explicitly relates to both international univeredi operating independently and those working in
collaboration with Indian institutions or other &@artners.

Salient Features of the Bill.The Bill seeks to regulate the entry and operatadrisreign educational
institutions seeking to impart higher education asdalient features are as given below: -
(a) Every foreign educational institution intending aperate in India has to be notified as a

foreign educational provider by the central govesninon the recommendation of the
Registrar (Secretary of the University Grants Cossioin). Those foreign institutions which
are already operating in the country would havegply within six months of the enactment
of the Bill.

(b) The concerned institution should have been offegidigcational services in the home country
for at least twenty years under a law of the cquatrd should have been accredited with the
concerned accrediting agency in its home country.

(c) The institution should have adequate funds andr es®urces to conduct courses of study in
India.

(d) The concerned foreign educational providers havadmtain a corpus fund of a minimum of
Rs 50 crore (approx US$ 11 million). Up to 75%aaf income generated from the corpus
fund shall be utilized for developing the institutiin India and rest should be put back in the
fund. According to the proposed legislation, tleguirement for a corpus fund applies to
twinning programmes as well as branch campuses.

(e) No part of the surplus in revenue generated inalfagi such foreign education provider, after
meeting all expenditure in regard to its operationbdia, shall be invested for any purpose
other than for the growth and development of theécational institutions established by it in
India.

() The programmes of study offered should be in conityrwith the standards laid down by the
statutory authority and should be of comparabldityuas compared to its main campus in
home country.

Apart from the above the foreign education providezxpected to abide by all the regulations of the
governments (federal and provincial) as applicaliemay include fixation of fees for various
programmes and reservations of seats for certgimesets of society as per the law of the land.
Implications. The Bill when enacted would provide a frameworkhivit which foreign education
providers would be able to work. It incorporatesgdtes for violations of the provisions of theIBil
The implications of the proposed legislations aéoflows: -

(&) Any person who is associated with an educationatitution or a foreign educational
institution that has not been registered as adareducation provider and admits students to
any course provided by a foreign education institutvill have to pay a penalty of US $
22,000 to US $ 1222,000. This will act as a strdaterrent for local partners to work with
unapproved international universities.
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(b) Any university found to be in contravention of thees risks the forfeiture of the corpus in
whole or part. That is a strong deterrence foritiséitutions to desist from indulging in any
unethical practice.

(c) Many universities would be affected the moment tlagislation comes in to effect.
Universities that wish to continue with their fagei collaborations will need to become
foreign education providers.

(d) There is considerable opposition to the Bill beeamgany feel that the foreign universities
would come in only for commercial purposes and woobt contribute to improvement in
standards of education. It is also felt that infttbese universities may result in brain-drain
from Indian universities.

India represents a great opportunity in the wooldHigher education institutions. The government is
therefore making all out efforts to protect theemests of Indian students from a gold rush of
commercially aggressive institutions.
The National Accreditation Regulatory Authority for Higher Educational Institutions Bill, 2010
Having realized the importance of accreditationthe light of cross-border education and also
indirectly accepting the inadequate capacity ofghesent accreditation mechanism the Government
has brought forward the National Accreditationtftigher Educational Institutions Bill.
Obijective of the Bill. The objective of the Bill is to establish a regjaty authority to register
accrediting agencies, monitor and audit the fumitip of these agencies. These agencies would be
invested with the responsibility of accrediting lég educational institutions including universities
colleges, institutions of national importance anggoammes conducted therein.
Regulatory Authority would approve and appoint adaation agencies. Norms for accreditation
would be laid down and policies for assessment aafdamic quality and periodical review of
institutions would be formulated. The Authority wdunform all the stake holders about the status of
various institutions. It would also endeavour torpote research and innovation in assessment and
accreditation. In case of any infringement the &ddation Authority would have the power to cancel
certificate of registration awarded to an instauati
The Bill when passed as an Act would facilitate tiperations of the regulators in an international
environment and would also help in quality assueamy and large the Bill has received support of
the academic community in the country.
The Prohibition of Unfair Practices in Technical Educational Institutions, Medical Educational
Institutions and Universities Bill 2010
The higher education sector in India has experigre@onential growth during the past two decades.
The current national policy is against commercalan of higher education, though the policy
encourages private ‘not-for-profit’ participationtivsurplus revenues to be ploughed back for growth
and development of institutions. There is a puldincern that professional institutions and
universities should not resort to unfair practitike charging capitation fees, demanding donations,
resorting to questionable admission processes,gloality delivery of education services and false
claims of quality of such services through mislegdadvertisements etc.
Obijective of the Bill. The Bill aims to prohibit professional educatioiratitutions from indulging in
any unfair trade practice either in charging oftiom fees, admission fees, adopting irregular
admission procedures, demanding or charging capitdiee or donations in consideration for
admission or issuing of misleading advertisemeiitise bill also requires all institutions and
universities to publish a prospectus with mandattsglosures and to abide by those.
Though there have been protests from certain eidncptoviders in the private sector but, by and
large, it has received approval from the generalipand the academia. The Bill has provisions for
stiff penalties ranging from fines to imprisonmémt various acts of infringement.
It is hoped that once passed the three Acts mesdi@bove would strengthen the hands of the
Regulators and facilitate India’'s Commitment to GAT

Part Ill — Business Opportunities in India
Sector Potential
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India’s higher education sector is the largesteinms of humber of institutions and third largest in
terms of enrolment of students. It is an attractharket for global players as it is projected tovgr
almost three fold in the next 10 yeardi8$ 115 billion and has around 144 million youngulation
in the age bracket of 18 -23 years who are thentiatecustomers of higher educattan
Expenditure on higher education in India is pradcto go up from US$ 10.3 billion to US$ 30
billion in the next 10 years. The private sectaygla significant role and contributes 92 per cént
the higher education spending, whereas public ekpee on higher education in India is at 0.37% of
GDP which is significantly lower than that of madgveloped or developing countries. USA spends
3.1% of its GDP and Canada spends 2.6% of its GDRigher education. Indian parents spend out of
pocket on academic quality, employability-linkeduedtion as well as foreign education. Inability of
education infrastructure in the country to meetagng demand for higher education makes India the
second largest source of international students &tina’.
The sustained 8-9% economic growth over the pastyfsars and availability of disposable income
with the ever expanding middle class has made latlisactive for trade and investment across
sectors. Recognising education as one of the lagrkain building social, economic and culturastie
foreign higher education providers have moved fjast sourcing of Indian students to developing
institutional linkages that are more sustainabkk @mgaging.
Over the last decade or so, India has become afidgeaestination for research with multinational
companies and world class universities owing to-tmst infrastructure and skilled human resource.
The rapid economic growth and technological advarereg has created a need to develop new
education programmes in emerging sectors and gunsipdating and revision of existing
curriculums. There is an acute shortage of quéditplty and administrators in the Indian higher
education sector. IITs, the premier institutesighbr learning in India, are facing faculty shoeag
the tune of 40%. This has created a need for Inkigher education institutions to collaborate with
foreign universities for programme collaborationjnj award of degrees, faculty exchange and
development programmes, etc. At the same timentiiat industry and higher education institutions
have developed their core competency and expeitisecertain areas like Biotechnology,
Pharmaceuticals, Health care etc. that can beeuffier the foreign providers.
During the past decade the multinationals haveeas®d their allocations for R&D by 6% and 83% of
the new sites were established in China and Intha. R&D staff has been increased by 22% and
again 91% of that increase has been in China adid.IBetween 2002 and 2007 the spending on
R&D in India by multinationals grew by 25.4%. Itshalso been proved that companies that make
more R&D investment in low income countries outperi those (25% better on 3-year sales growth)
that do naf. Thus, there is a scope for corporate universitiss to be established with a major bias
towards research.
The Existing Regulatory Mechanism for Foreign Educ#ion Providers
The Indian Higher Education sector is on the vafgenplementation of progressive reforms with the
proposed Bills introduced in the Parliament. Howewél the time these Bills are enacted the
provisions as outlined in 2005 by the All India @oil for Technical Education (AICTE) would
apply’. Salient features of the Notification are: -

(a) The Regulations apply to all foreign universitiesfitutions interested to impart technical

education in India. These also apply to Indian arsities/institutions who would like to
impart technical education of a foreign univershyough collaborative, including twinning,
arrangement. Franchisee system is not allowed uhdse Regulations.

% FICCI - Ernst and Young Survey of Indian Higher Education, 2010
¥ Ibid

% BehrF, Key Note Address in a Conference 2009 “Globalisation and Internationalisation: European and
German Perspectives on Higher Education under GATS” at Stuttgart University of Applied Sciences, Germany

Y7 AICTE Notification No. F. 37 — 3/Legal/2005 dated May 16, 2005

Page | 55



(b) The foreign education provider should be accrediteds home country by an authorized
agency.

(c) Education programmes conducted in India leadingh&o award of degrees/diplomas shall
have the same nomenclature as it exists in thexpeoeintry and also should have recognition
at par with equivalent Indian degrees.

(d) All foreign education providers have to registethvAICTE. They are required to obtain a
No Objection Certificate by their embassy in Indiad submit a Detailed Project Report
along with a fee of approx US $ 1,000.

(e) Institutions whose applications are selected fother processing are required to submit a
processing fee of approx US $ 10,000 and a Refuadabrformance Guarantee for an
amount specified by the AICTE from time to time.

() Fee to be charge for various programmes has tpfr@eed by the AICTE.

(g) Educational innovations and experimentation woudd atlowed only if such a system is
already well established in the parent countryndnia.

(h) The programmes of study are required to be acewkdiy National board of accreditation
after two batches have passed out.

Punitive measures have been incorporated in thelRons for various acts of violation. However,
so far AICTE has only “informed the public” of iligements by displaying on its website the names
of more than 100 such international partnership€TA has never taken steps to initiate action under
the Indian Penal Code although the show causeasotézently issued could be the first Step

Possible Areas of Partnerships or Independent Opetians

Considering the size of Indian market and Indigpac#ty constraints there is tremendous scope for
foreign education providers to set up base in thentry either for independent operations or through
collaborative ventures. Some of the avenues thdtidze explored are:-

(a) Setting up Branch or satellite campuses by foreigmersities.

(b) Setting up campuses in collaboration with Indiaiversities or partners.
(c) Twinning programmes

(d) Double degree or Joint degree programmes

(e) Articulation arrangements like semester abroadnarognes

(f) Validation arrangements

(g) Distance learning programmes

(h) Faculty exchange programmes

It may also be noticed that almost all the collaltive arrangements so far entered in to by foreign
universities are aimed at teaching with hardly amphasis on research. This gives an impression,
perhaps rightly, that the foreign education proxgdare in it only for commercial purposes. Foreign

universities entering the Indian market both facténg and research are likely to gain respect of
various stake holders.

Conclusion

18 Nick Booker, India: Implications of Foreign Education Bill, University World news, Issue 187, September 4,
2011
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There is tremendous scope for foreign educationigeos to operate in India in the field of higher
education. Different models for operations couldwmeked out. Due to its domestic constraints and
certain inadequacies in its regulatory mechanistdmlhas not made any commitments to the GATS
as far as higher education sector is concerned.eMeny it is moving in the right direction.
Introduction of various bills in the Parliament aino strengthen its regulatory framework that would
enable it to operate in the international arenamnggully. India is also making efforts to usher in
reforms in its university system to address thdityuassurance issues. Foreign education providers
would do well to take notice of these.
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HIGHER EDUCATION IN SAUDI ARABIA:

TOWARD BUILDING THE KNOWLEDGE-BASED ECONOMY

Abstract

This paper is concerned with exploring higher ediccaas a mean for the development of
the knowledge-based economy in general, and wghros to Saudi Arabia in particular.
The paper presents a framework for the target dgraknt that emphasizes the integration
of the knowledge activities, which are the concefrhigher education. The framework
also considers the scope of issues associatedgtie activities; the assessment measures
of their state; and the process that needs to kgliegh for development and response to
change. The knowledge assessment method KAM WdHd Bank has been considered
as an assessment reference to measure the develbphtbe knowledge-based economy.
Saudi Arabia according to KAM is then addressed] #re past development of its higher
education has been explored. In this respect, spetiention is given to the period since
the year 2005, which has seen the start of the tegangreat leap forward in higher
education. Subsequently, the paper discusses fdawelopment of higher education in the
country, considering the various issues of the psagl knowledge-based economy
framework. Finally, the paper hopes to provide sorontributions that support higher
education in its role of building the knowledge-®@d®conomy, not only in Saudi Arabia,
but also in other parts of the world.

Abdulkader Alfantookh, Deputy Minister of Higher &xhtion, Saudi Arabisa@fantookh.com
Saad Haj Bakry, Professor, King Saud Universityds@rabia,shb@ksu.edu.sa

Introduction

Higher education (HE) has been considered as aortang catalyst for the development of modern
societies [1]. It generates knowledge and prephvesan skills necessary for the development and
well-being of the society. In its declaration on K the 21’ century, the United Nations Education,
Scientific and Cultural Organization (UNESCO) emgihed its importance for “socio, cultural and
economic development [2]. The European Union (Eidban strategy considered the university as an
important moving force for achieving the centrakr@ean role of establishing the “knowledge-based

society” [3].

A survey in the USA found that 92 % of registeredevs agree with the statement that “decisions we
make about HE today will help shape America’s ecoicccompetitiveness 25 years from now” [4].
In addition, the Association of American Univers#i(AAU) expressed the impact of HE on society

in eight main benefits [5]:

increased innovation;

stronger economy;

higher employment;

better health;

enhanced rule of law and lower crime rate;
encouraged voluntarism;

enriched cultural life; and

supported global understanding.

Page | 58



In order to emphasize these benefits, they arstifited in Figure 1.

Innovation
Law Economy
AAU Study
Voluntarism Employment
Culture Health
World
Figure 1: Impact of HE on society [5]

Recognizing the important role of HE in developmémtgeneral, and in building a knowledge based
society in particular, Saudi Arabia is increasinghhancing its support of HE for better futuretso i
own society, and to the world at large. This pageconcerned with exploring the role of HE in
moving the country toward the knowledge-based ecgnolt addresses the issue through the
following four main steps:

0 introducing a framework concerned with the develeptrof the knowledge-based economy,
and emphasizing the role of HE in this development;

0 elaborating on the assessment of the this developraed its association with HE;
0 addressing current HE directions in Saudi Arabmat a
0 providing discussions and comments on future dgveént.

It is hoped that the development views and thetaldnformation presented in the paper would be
useful to the interested audience.

Knowledge-Based Economy Framework
The basic knowledge activities include the follogrin
* knowledge production or generation through reseanchinnovation;

¢ knowledge diffusion through education and trainamgl through the Internet and the media;
and

« knowledge utilization that provides developmentuealthrough manufacturing products,
delivering services, and exploring opportunities.
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KnowledgeDiffusion / Sharing
Education/ Training/ Media/ Internet...

Knowledge

Knowledge

Utilization Production
Products/ Services/ R&D / Innovation/ New
Quiality/ .. Frontiers/ ..

Figure 2: Knowledge activities should not be separat

These activities should not be left isolated fromeheother, as illustrated Figure 2, since this doul
lead to unnecessary loss of useful knowledge thalidchave provided developmental benefits to the
society. They should be integrated in a knowledgelec (KC), as shown in Figure 3, so that
knowledge can efficiently support development. didiion, the KC should also be activated through
enhancing HE and supporting further its cooperagioth harmony with the sectors concerned with the
utilization of knowledge and the employment of d¢fied human skills [6].

Knowledge
] Diffusion / Sharing
Skills &
Innovatio Innovation
Higher Education
Ig;?w I(—idge Knowledge Circle I;nogj/vleglge
ilization (KE)# Infegration roduction
Products & Services / + Support

Job Creation

-

DevelopmentEconomic/ Social
Wealth Generation

Figure 3: Integration of the knowledge activities:KC

It has been viewed that the KC is at the hearhefdevelopment of the knowledge-based economy;
and it has also been considered that the develdpofighis economy is associated with human and
social development, which is also based on the KQorder to support and activate the KC, the

following three main questions need to be addressed

o the first is concerned with the scope of issues@ated with the KC;

0 the second is related to the process of continyausinitoring and supporting the KC and
responding to its requirements and change affedtinghile

o the third is associated with the assessment mettaicheed to be used for understanding the
current state of the KC and directing its futureedlepment.
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Figure 4 provides a paradigm that answers thesstigns and introduces a framework for the target
knowledge-based economy.

« For the scope, the Figure considers the five-doniahkry’'s view: Strategy, Technology,
Organization, People and Environment (STOPE) ttet been previously considered in
various studies requiring the consideration of cahpnsive scope of issues [7].

« For the development process, the widely used gimaicyclic phases of. Define, Measure,
Analyze, Improve and Control (DMAIC) has been aeod8].

* For the assessment method, the Knowledge Assesdviethbd (KAM) of the World Bank
(WB) has been taken into account [9].

Scope e.g. STOPE

Technology| | Organization| | People || Environment
N4 4 4

a2 = Eco. Performance| ®
. Issues |l EcoPedomancelg
o c > Eco. Regime & | x
a g @ KC a Governance J§>
S (SR : The P Innovation System|
laae) 88 g § rovaionSisen o
-U)’I—< 5 a Knowledge o Educgtll_oant;oc;ender 2
) Circle =4 5
S (a)
o | Info Technology | =

Figure 4: A proposed knowledge economy framework

Assessment of Knowledge

Periodic assessments are usually needed for uaddnsy the current state of the case considered,
and for setting-up development directions. Witharelg to the state of the knowledge-based economy
in various countries, KAM is widely used for thigrpose. It divides its assessment indicators imo t
following five main divisions (Table 1 gives moretdils):

e economic performance division;

e economic incentives and institutional regime dmisiincluding issues concerned with the
economic regime and with governance;

e innovation system division; and

e education and human resources division, includésges concerned with education, labour
and gender; and

¢ information technology.

As given in Table 1, KAM has “109" indicators disited over the above divisions. Fourteen of
these indicators are considered to be essentiawl&age economy ranking of countries by the WB
is based on these essential indicators. Each aslseskie of an indicator is normalized to a refeeen
having the value “10”. This reference value is @gssd to the country which obtains the top score in
that indicator, with the rest given relative valudepending on their rank among assessed countries

[9].
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Table 1: Divisions and indicators of the Knowledggsessment Method (KAM).

Divisions Essential Indicators Tot_al
Indicators

Average annual growth of the “Gross Domestic
Product: GDP”.

Economic Performance “Human Development Index: HDI”: combines threé
main indicators: life expectancy at birth; educadib
attainment; and standard of livil

Economic ECO‘.‘O”"C Trade barriers: trade freedom score. 12

. Regime

Ince_ntlyes & Regulatory quality: market polici¢

Institutional - —— —

Regime Governance | Rule of law: crimes; judiciary; enforceability of7
contracts.
Royalty payments and receipts.

Innovation System Science and engineering articles. 28
Patents granted by “US Patent Office: USPQ".
Adult literacy rate.

Education &| Education Gross secondary enrolment rate. 15

Human Gross tertiary rate.

Resources | Labou (None) 24

Gender (None). 5

Telephones.

Information Technology Computers. 12
Internet use.

TOTAL 14 109

HE can contribute to the development of variouscatbrs associated with all the divisions of KAM,
either directly or indirectly. This can be explainiey looking at the main points of the impact of HE
on society given by the AAU study [5], and illuged in Figure 1.

_r Universities:
Area: - 25 Public
‘ million km?2 ‘

7 Private

Oil: largestre

Colleges:
18 Private

Figure 5: Kingdom of Saudi Arabia: KSA

HE in Saudi Arabia
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Saudi Arabia enjoys a wide area of over “2 milllan®; and it has the largest oil reserves in the whole
world as illustrated in Figure 5 [10]. The poputatiof the country is around 25 million, with an
annual growth of around 2.3 %. Based on KAM, thst @asessments of Saudi Arabia, by the WB, for
the years 1995 and 2009, considering the fourtesengial indicators of Table 1, are shown in Figure
6 [9]. Although improvements are clear in most @adors, they are still below the ambitions of the
country. In addition, the impact of recent develegpimin HE on the country has not been seen yet; it
is expected to do so in the coming few years.

GDP Growth
0
Trade
Computers .
arriers
Telephones (— R(;g::llittzry
= — Reference
Tertiary| ~ Rule of Law —1995
Enrol.
Secordary, ==2009
Enrol. Royalty
Literacy Rate SE Articles

Patents

Figure 6: KAM essential indicators for Saudi Arabia

The current development of HE in the country emziegsexpansion, especially in the fields that
respond to the job market. In this respect, theeldpment is associated with three main dimensions:

« establishing new Public Universities in the vaseagions of the country;
» encouraging the establishment of new Private Usities and HE Colleges; and

e supporting HE abroad for Saudi students througlykhdullah Scholarship Program.

Each of these dimensions is addressed in the foltpw
The current development of HE in the country emziegsexpansion, especially in the fields that
respond to the job market. In this respect, theeldpment is associated with three main dimensions:

« establishing new Public Universities in the vas@agions of the country;
e encouraging the establishment of new Private Usities and HE Colleges; and

» supporting HE abroad for Saudi students througlgkibdullah Scholarship Program.

Each of these dimensions is addressed in the folgpw

The history of the Public Universities in Saudi Biais given in Table 2. At present there are “25
Public Universities” in the country, “13” of whidhave been established in the year 2005 and after.
Private Universities in the country started in 1988d at present there are “7” of them, “3” of whic
were established after the year 2005, as showmliteT3. HE colleges also started in 1999, reaching
“18” now. Among these colleges “11” have been di&hbd in 2005 and after, as given in Table 4.
Since many of the HE institutions in the countrg aecent, their impact on the society and KAM
indicators is yet to be seen [11].

King Abdullah Scholarship Program for Saudi studdntstudy abroad was established in 2005. The
students are sent to more than 21 different castio pursue their undergraduate and graduate
studies in a variety of academic fields. They idelicountries: in Asia, such as China, India, Japan
and Malaysia; in Africa, such as Egypt and TunisiaEurope, such as UK, France and Germany; in
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America, including the USA and Canada; in additiorAustralia. While no exact number of Saudi
students currently studying abroad is availablis, éstimated that they are tens of thousands [11].

Table 2: History of Public Universities in Saudiabia

Date of Establishment University
1949 Umm Al-Qura University
1953 Al-Imam Mohammad Ibn Saud Islamic University
1957 King Saud University
1961 Islamic University in Madinah
1963 King Fahd University of Petroleum and Minerals
1967 King Abdulaziz Universit
197( Princess Nora bint Abdulaziz Univers(Girls Only)
197¢ King Faisal Universit
199¢ King Khalid University
Qassim University
2003 Taibah University
Taif University
Ha'il University
Jazan Universit
2005 Al-Jouf Universi):y
King Saud bin Abdulaziz University for Health Saies
Al-Baha University
2006 Tabouk University
Najran University
2007 Northern Border University
King Abdullah University of Science and Technology
Dammam Universil
2009 Kharj University
Shagrah University in Shagrah
Majmaah University

Table 3: History of Private Universities in SaudaBia

Date of Establishment

University

Prince Sultan University

1999 Effat University(Girls Only]

2002 Arab Open University

2004 Al Yamamah University

2006 Prince Mohammad bin Fahd University
2007 Alfaisal University

2008 Dar Al Uloom University

Table 4: History of HE Colleges in Saudi Arabia

Date of Establishment

HE College

1999

Dar Al Hekma Colleg€Girls Only)

Prince Sultan College for Tourism and Business

2001 Al-Baha Private College
College of Business Administration

2003 Dr. Soliman Fakeeh College for Nursing and Med&gikEnces
Riyadh Colleges of Dentistry and Pharmr

2004 Ibn Sina National College for Medical Stuc
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2005 Qassim Private Colleges
Prince Fahd bin Sultan College
Prince Sultan College for Tourism and Busil

2006 Batterjee Medical Col!eg . .
Saad College of Nursing and Allied Health Sciences
Reyadah College of Health Sciences
Almaarefa College for Science and Technology
Buraydah College

2008 Mohammad Al-Manei Private College for Medical Sdes
Private International Colleges
Farabi College of Dentistr

Future development

According to the above, the year 2005 has seestthie of a great leap in HE in Saudi Arabia. This
leap is represented by the establishment of mawyHte institutions, both public and private; and by
enabling a large number of Saudi students to stalmgad. What is needed now is for this leap to
deliver the right impact on the Saudi society thiavides the benefits of the study given in [5] and
illustrated in Figure 1. This impact should alsadedirectly or indirectly, to moving KAM indicat®

of Table 1 up for Saudi Arabia, and consequentdyl lthe country toward building the knowledge-
based economy. Further elaborations will be giwerthe following, on what HE in the country is
currently considering for future development. Tisislone according to Figure 7 which is based on
the KC, the STOPE scope and KAM requirements optioposed knowledge economy framework of
Figure 4.

- Directions = Support
T
——

///1\\\\§

)

7« People:Education & HR; Innovation; Leadership

Environment:
K

Diffusi
Technology: rsion

Production; K HE Ecor_10mic
Services Utilization Production regime;

(including IT) [ -lﬁ Governance
Development -
= E

=

Organizations: Development responsibility; Performance

Figure 7: HE for contributing to the K-based econony

The strategy of HE supports the move forward indhection of activating the KC toward

building the knowledge-based economy, with the KAdvid may be other indicators, being
the reference of measuring continuous developmequired by the six-sigma development
process of the framework of Figure 4. The strateguld take into account: local, national
and international issues.

With regards to technology, HE is considering refeaand development, and education
programs in advanced technologies, especially tbagable for Saudi Arabia; and in the
economy and management of such technologies. li@aiddHE emphasizes the use of IT in
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both academic and administrative activities.

The organizations, or institutions, of HE are begrihe responsibility of cooperating and

competing with other peer institutions both locadlgd globally, in order to achieve best

performance and impact on society. They are alsacting external support through research
chairs, endowment programs and investment projéctaddition, they are supporting the

utilization of knowledge and human skills througiehinology incubators, and science parks,
and through cooperation with other related orgditna.

Considering people, HE is keen to attract the btdf, and to deliver the best programs to
students. With the suitable technology and thetrfghilities provided by institutions, HE
staff and students would be more capable in batbvation and leadership and the qualities
needed to promote the knowledge-based economy.

Concerning the environment, HE emphasizes the faedest governance and economic
regime within itself on the one hand, and in theiety on the other. Through its activities, it
builds the seeds for the development of futureadnable environment.

The paper finally hopes to have provided some dmutions that support higher education in its role
of building the knowledge-based economy, not oni\Saudi Arabia, but also in other parts of the
world.
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Making sense of international experience
through guided, critical reflection

Abstract

This paper focuses on the design and delivery wel-enhanced, credit-bearing course at a Hong
Kong university, which follows an outcomes-basegt@gch to curriculum design, development, and
assessment. ‘Intercultural Transitions’ is intendedenrich and extend the learning (e.g., cultural,
second language, academic, personal) of studertksretent or current international experience. In
a supportive environment, the participants explotleeories and models of intercultural
(communicative) competence and intercultural traoss, following a practice-to-theory-to-practice
pedagogy. In relation to their own (and othersfeimational experience, they explore such topics as
language/culture shock, intercultural (re)adjustmhenglobal citizenship, and intercultural
competence in a second language. Through structre#lection, reading, discussion, and writing
(e.g., chat forums, blogs, essays), they developi@ critical understanding of their international
experience and discover ways to incorporate it itlieir campus life and post-graduation plans.
They also share their insights with peers who demping to venture abroad. This paper evaluates
the first offering and discusses the implicatiomsdourse revision and pre-departure programming.
This project was supported by a Teaching Developr@eant (#4170338) and a General Research
Fund (#444709) study that is investigating the tigweental trajectories of outgoing yearlong and
semester-long exchange students from Hong Kong.

Jane Jackson, The Chinese University of Hong Kjjackson@cuhk.edu.hk
Introduction

In the past thirty years, the internationalizatioh higher education has intensified and
students are increasingly taking part in some fofmreducation outside their home country (e.g.,
semester-long exchange programs, micro-term sggouimensive summer programs, service-
learning). Many administrators and educators asghatammersion in the host environment leads to
dramatic growth in intercultural competence andtHasguage proficiency; however, education
abroad researchers are discovering that the lepgiination is complex and variable (e.g., Coleman,
2009; Jackson 2008, 2010; Kinginger, 2009). Lefthwr own devices, students may limit their social
networks to home nationals, and experience litdleno gains in intercultural/second language
development (Lou, Andresen, and Myers, 2011; SutahRubin, 2010; Vande Berg, 2007).

Recognizing the crucial role that intervention gaay in determining sojourn outcomes,
innovative pre-sojourn programs are now being dged in some contexts to prepare students for

education abroad. This is a welcome developmenteker, the learning of returnees and incoming
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international exchange students also merits oentin. To enhance and extend sojourn learning, it
is important to design and document curricula \thigsir needs in mind.

This paper begins with a brief overview of theetsnand core elements in outcomes-based
assessment (OBA), the approach to curriculum dekbiginguided the present project. Discussion then
centers on théntercultural transitionscourse that | designed to optimize and extendrtteecultural
learning and ‘whole person’ development of studevith recent or current international experience.
The remainder of the paper focuses on the evaluatiche first offering and the implications for
course revision and pre-sojourn programming. WHiteng Kong is the context for this project, this
approach should be relevant to international edusan other parts of Asia and beyond.
Outcomes-based assessment

Across the globe, many institutions of higher ediocaare now employing an outcomes-
based assessment (OBA) approach to guide the desigiementation, and assessment of student
learning (Driscoll and Wood, 2007). OBA is advochby the American Council on Education (ACE)
(Olson, Green and Hill, 2006), the Forum on Eduarati Abroad (Bolen, 2007;
http://www.forumea.org/outcomes.html), NAFSA: Asstion of International Educators (NAFSA,
2010), and other bodies concerned with the enhamcemf international education. While not
without critics, OBA has been adopted by Hong Kangversities to bring about closer ties between
teaching and learning outcomes, and improve thditgquaf the learning experience for students
(Kember, 2005). At the course level, the outcomesessment cycle entails a process of defining
student learning needs, articulating expected/é@sstudent learning outcomes, determining the
content/fundamental concepts, deciding on the rapgtropriate and effective means to achieve
course aims (e.g., teaching approach, learningities), identifying and implementing appropriate
means to evaluate student achievement of courds, godlecting data to evaluate the extent to which
students’ achieve those outcomes, and, finallyygugiat information to revise the curriculum.

The Intercultural Transitions course
Groundwork

The development of thintercultural Transitionscourse was inspired by an awareness of the
difficulties returnees and incoming exchange sttglenay encounter, the limited sharing of their
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international experience, and a strong desire thengadifference. Much has been written about the
challenges facing students who opt to study inrfaniiliar context, and the strategies that can help
them cope with the natural ups and downs of adjesstrfe.g., Bennett, 1998; Cushner and Karim,
2004; Kim 2001, 2012; Ward, Bochner and Furnhan®120Numerous international educators and
interculturalists have drawn our attention to tleedfor pre-sojourn preparation (e.g., Bennett3200
Jackson 2006, 2010; Lou and Bosley, 2008; ThebodoMarx, 2005) and ongoing support during
sojourns (Jackson, 2008, 2010; Weber-Bosley, 2@&Adeberg and Paige, 2009).

Much less attention has been devoted to re-entnis & changing, however, as international
education researchers and practitioners incregsimeglognize the potential benefits of attending to
the needs of returnees (e.g., Martin and Harrél042 Mendelson and Citron, 2006; Pisano, Flores,
Gandhi, Kasravi and Yngve, 2011; Szkudlarek, 20H0)d the importance of connecting pre-
departure and re-entry experiences (Anderson, Eayldrison, 2011; La Brack, 1993; Smith, 2002;
Thebodo and Marx, 2005). In the innovative websighat's up with culture’, Bruce La Brack
identifies challenges that students may experigvioen returning to their home country after a stay
abroad including: boredom, reverse homesicknestinés of alienation, difficulty explaining ideas
and feelings, lack of interest in their interna@ibstories, change in relationships with friendsd an
family, inability to apply new knowledge and skilleand the compartmentalization of their
international experience. Without guided, criticaflection, returnees may become frustrated and
overwhelmed by re-entry culture shock and identitisalignments; they may ‘shoe-box’ their
international learning as they become re-immeraethimpus life, and miss opportunities to deepen,
extend, and share their second language/intertiearning with others (Johnson, 2002, 2005;
LaBrack 1993; Meyer-Lee, 2005; Vande Berg and &&§09).

As well as relevant literature, thetercultural Transitionscourse draws on my own education
abroad research. From 2001-9, | conducted ethnbgrapvestigations of short-term sojourners from
Hong Kong (English majors) who participated in féigded sojourns in England (Jackson 2008,
2010) following a semester of preparation. Whileoall, they engaged in literary and cultural studies
and conducted small-scale research projects itdke environment. On return to the home campus,
the participants reflected on their internationapexience and, over the course of a semester,
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developed a dissertation linked to the sojourn.eBemtial learning and critical reflection were key
elements in all phases of the program: pre-sojosmjgurn, and post-sojourn. In 2009, | shifted my
attention to longer-term sojourners and began ottty large-scale, mixed-method, experimental
design studies of the ‘whole person developmentwfjoing exchange students from Hong Kong
(Jackson, 2011). Thus, when developingltttercultural Transitionourse, | was able to draw on a
rich databank (e.g., focus group/interview trarmsti surveys, diaries, journals, participant
observation of Hong Kong sojourners, my field nptasd, as cited above, the innovative work of
international educators and interculturalists imentcontexts.

This course is both research-driven and theoryebalee Developmental Model of
Intercultural Sensitivity (DMIS) (Bennett, 1993)lped guide the preparation and sequencing of
course materials and activities, and facilitateslttacking of the intercultural development of tinst
cohort. This theory centers on the constructshi@entricism and ethnorelativism (Bennett 1993;
Bennett and Bennett, 2004; Hammer, 2009a, 200Bbipd has an ethnocentric mindset, ‘the
worldview of one’s own culture is central to alaligy’ (Bennett, 1993: 30); an intercultural/global
(ethnorelative) orientation, on the other handssociated with ‘being comfortable with many
standards and customs’ and ‘an ability to adapatielr and judgments to a variety of interpersonal
settings’ (p. 26). Bennett (1993) maintains thatwhay individuals perceive and react to cultural
difference impacts on developmental intercultutahpetence, that is, the ‘ability to communicate
effectively in cross-cultural situations and tcatelappropriately in a variety of cultural contéxts
(Bennett and Bennett, 2004: 149). Ethnorelativeldvigws are deemed more effective in nurturing
the attitudes, knowledge, and behaviour that tatdisuccessful intercultural communication and
adjustment in unfamiliar cultural settings (Jacks20i0; Kim, 2001, 2012).

The DMIS theorizes that people move from ethnodestages (Denial, Defense) through
Minimization (a transitional orientation) to mortéheorelative stages of development (Acceptance,
Adaptation, and Integration) as they acquire intlucal competence (Hammer 2009a, 2009Db,
2009c¢). Not all individuals continuously advanoenfi one stage to the next in sequence. Disturbing
intercultural experiences or acute culture shoakekample, may strengthen ethnocentric tendencies
and individuals may retreat to a lower level ofstvity.
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To propel students to higher levels of intercdtwompetence, Bennett (2008), Guilherme
(2002, 2012), and other interculturalists advoaatercultural education and experiential learning,
with critical reflection as a core ingredient (Kplk983; Moon, 2000, 2004). These modes of
education have the potential to bring about tramsédive learning (Brewer and Cunningham, 2009;
Hoff, 2008; Mezirow, 1991, 2000, 2009; Savicki, 8p0wvhich Cranton (2006) defines as ‘the process
by which people examine problematic frames of egfee to make them more inclusive,
discriminating, open, reflective, and emotionalbyeato change... Discourse is central to the process’
(p. 36). When designing thetercultural Transitioncourse, it would be essential to build in
elements to nurture the students’ capacity to biealty self-reflective.
Desired learning outcomes

In the OBA approach to course design, educators mathodically identify desired learning
outcomes for students. The groundwork (literatergaw, education abroad research, needs analysis)
helped me to complete this step. By the end ottthese, | expected that the participants should be
able to:

» articulate how their international/interculturalpexiences have affected their sense of self
and worldview;

» describe theories and models of culture shock, sitians, re-entry, identity
(re)construction, intercultural (communicative) quetence, and global citizenship;

» test these theories and models, using their ovemriational/intercultural experiences, and
narratives found in the literature, media, interseand research reports;

» assess their cultural self-awareness and commioricstyle, and set realistic goals for
further enhancement of their intercultural (comneative) competence and global
competencies;

* integrate their international/intercultural expedes into their academic/daily life and
future plans.

» express their ideas more clearly in English in vatitten and oral form.

Fundamental concepts

Another key element in curriculum planning is thentification of the core concepts

and content that will help the students achieve l&a@ning outcomes. In this course, the
students would address the following topics/coreepttercultural contact and identity

reconstruction, intercultural adjustment and adapta differing cultures of learning,

intercultural competence in interpersonal relatmps, reentry, cultural marginality,
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intercultural (communicative) competence, globatizenship, and the marketing of
international experience/ intercultural/L2 commuatticn skills.
Approach to learning and learning activities

Following ‘practice-to-theory-to-practice’ pedagodle students would begin by recounting
their international stories before being introduced theoretical understandings of transitions.
Through structured reflection, they would gradudlé/prompted to take a more critical look at their
personal narratives (oral and written), and drawrelevant theories (e.g., adjustment, identity
transformation) when they revisit critical incidenfs well as sojourner accounts (student narrstive
published essays), they would also be exposedstareh publications, which are less personal in
nature. This experiential approach uses theonfldminate student experience, draws on data to
challenge and build on existing understandingstarnational experience, and encourages students to
apply what they have learned in future interculterecounters.

Learning activities

After settling on the aims and content of the ceutsturned my attention to the learning
activities that | believed would help students aghithe outcomes: discussions, analysis of reading
brief interactive lectures, weekly online refleetiypostings/blogging guided by prompts, and a
reflective writing portfolio, which would consist ¢increasingly) reflective essays and peer reviews
A group presentation at the end of the semestetdamel open to all students interested in education
abroad.

ELearning would be a key element. Moodle, a weleanurse management system, would
facilitate: course announcements, the disseminatibrcourse materials (e.g., powerpoint files;
readings; links to websites, You Tube excerpts, legdand photos), online discussion (Forum),
blogging, student work submission, and the adnriisin of surveys/feedback forms.

Assessment scheme

In an OBA approach, all forms of assessment sheddnate with the aims and philosophy
of the course, as well as the activities. Faercultural Transitions 10% of the grade would be for
participation, a requirement for all courses in Dgpartment. 35% would be devoted to online
reflection (Forum postings and blog entries), wHil®6 would be reserved for the reflective writing
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portfolio, which would consist of 3 reflective egsaand peer reviews (using specially-designed
forms). Finally, 15% would be for the end-of-termalgpresentation (sharing session). For most of the
elements (e.g., blog entries/Forum contributioms$lective essays, oral presentations) | developed
detailed rubrics that were posted on Moodle ab#ginning of the course.
Feedback from students

In the course design process, it is vital to buildprocedures for continuously gathering
feedback from students so that changes can be mhilke the course is underway as well as in
subsequent offerings. For th&ercultural Transitionscourse, the students were encouraged to offer
their views throughout the semester by way of emrih person. Midway through the course they
were given a brief survey, which they could conmgliet class or online. At the end of the semester,
they filled in the standard Faculty of Arts couesaluation form as well as a course-specific survey
Evaluation of the first offering

The remainder of the paper is devoted to the etialuaof the first offering of the
Intercultural Transitionscourse and implications for revision. After presem profiles of the
participants, attention shifts to the analysishef tjuantitative and qualitative data that offerezight
into their developmental trajectories and courdeaues.
Participants

This 3-credit course was offered for the first timeSeptember 2010 and open to all students
who had some form of current or recent internatliexperience. 18 undergraduates opted to join this
14-week (42-hr) elective course, including 13 (?2)Xemales and 5 (27.8%) males. All were of
Chinese ethnicity and born in Hong Kong. One malelent had immigrated to Canada as an
adolescent and returned to Hong Kong as an exchstogent; he considered both Cantonese and
English as a first language. 16 spoke Cantoneadiest language and 1 grew up speaking Putonghua
(Mandarin) as the primary language at home. Tiesiell of proficiency in English ranged from high
intermediate to advanced.

In terms of their year of study, 1 (5.6%) was in $&cond year, 9 (50.0%) in their third, and 8
(44.4%) in their fourth. While open to studentsalhFaculties, the majority (15, 83.3%) of students
were from the Faculty of Arts. 2 (11.1%) were frdne Faculty of Business Administration, and 1
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(5.6%) from the Faculty of Social Science. Theirjoravaried: English, history, hotel and tourism
management, integrated business, and social waorlerfry, half of the students had a GPA (Grade
Point Average) above 3.30; the GPAs of the regjedrirom 3.00 to 3.29.

Their international experience varied in terms ehdth, location(s), and degree of
intercultural contact. 8 (44.4%) had participatadai micro- or short-term sojourn, which typically
consisted of a summer language immersion prograra oultural studies tour organized by their
department or secondary school. 2 (11.1%) had tpkenin a semester-long sojourn in Europe or
North America, and 8 (44.4%) a yearlong sojournl¢mger) in Canada, Germany, Sweden, or the
u.S.

Informed consent

On entry, in keeping with the ethics guidelinesriny university, the students were asked in
writing if they would be willing for me to analyzéeir work/surveys and be interviewed after the
course ended. They were assured that their paaticip (or nonparticipation) would not affect their
grades and pseudonyms would be used in subseayuenmts. All agreed to allow their written work to
be evaluated; only one declined to be interview&le students were offered the option of
withdrawing their consent at any time. None did.

Measurable outcomes

Data gathered throughout the semester was upldadédivo 9, a software program that
facilitates the organization and analysis of mixeethod data. Instrumentation consisted of both
quantitative and qualitative measures (e.g. surMggg entries, Forum comments, essays, post-
course interview transcripts, my field notes). Asstnof the reflective coursework was evaluated by
specially-designed rubrics, the annotated formewaéso incorporated into the NVivo database. The
Intercultural Development Inventory (IDI), a croggiturally validated, psychometric instrument
linked to theDMIS (Hammer 2009b, 2009¢; Hammer, Bennett and kise 2003), was
administered to all participants before and atterdourse to measure changes in their actual and
perceived levels of intercultural sensitivity. Dioespace limitations, this paper largely focuseshen
IDI results, with reference to qualitative datattblaed light on the participants’ intercultural
development and depth of critical reflection.

IDI results on entry
The IDI indicates where the respondents as a whlalee themselves along the intercultural

development continuum (either Denial, Polariza(ibefense/Reversal), Minimization, Acceptance,
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or Adaptation) (Hammer, 2009b, 2009c). When thas®got underway, the Perceived Orientation
(PO) of this group was 121.71 in Acceptance, wimclicates that they believed that they possessed a
high level of intercultural competence.

Another measure calculated by this 50-item surgdiré Development Orientation (DO),
which provides an indication of ‘the group’s primarientation toward cultural differences and
commonalities along the continuwas assessed by the IlHammer, 2009c¢: 5). This is the
perspective that the group is most apt to drawndntercultural encounters. Similar to the Percgive
Orientation (PO), the Development Orientation (@) be Denial, Polarization (Defense/Reversal),
Minimization, Acceptance, or Adaptation (HammerQ26€: 5). The group’s Developmental
Orientation (DO) on entry was 92.42, in the low efd/linimization; while ethnocentric, this is a
transitional stage of development, in which, indiials may ‘recognize some patterns of cultural
difference’ but respond to ‘these identified diffieces through a commonality lens that can mask
underlying differences’ (Hammer 2009a: 208).

On entry, the Orientation Gap (OG), the differebhebveen the group’s Perceived Orientation
(PO) and Developmental Orientation (DO), was 29&2ording to Hammer (2009c¢), a gap score of
7 points or higher indicates a meaningful diffelerthe group and individual IDI profiles also
provide an indication of what Hammer (2009a) referas Trailing Orientations (TO), ‘orientations
that are ‘in back of’ the group’s Developmentalédtation (DO) on the intercultural continuum that
are not ‘resolved” (p. 5). In times of intercultistress or conflict these trailing issues have a
tendency to pull individuals back from their Dey@heental Orientation (DO) for coping with cultural
difference. On entry, this group’s Denial worldvigwas not fully resolved.

The IDI also reveals the Leading Orientations (ff@)the respondents; that is, the ‘next step
to take in the enhancement of intercultural compedgin relation to the intercultural continuum. As
the group’s Developmental Orientation (DO) on emtgas Minimization, their Leading Orientations
(LO) were Acceptance, and Adaptation, ethnorelattages of development.

At the end of the semester, the participants wesidministered the IDI. This time, their
Perceived Orientation (PO) was 126.22, in Accepiandiile their Developmental Orientation (DO)
was 102.00, in the second half of Minimization. Shieant that the Orientation Gap (OG) was 24.22.
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As for Trailing Orientations (TORll worldviews were resolved except for Minimizatiol he
Leading Orientations (LO) for the group were Aceggee, and Adaptation, as in the pre-test.

A comparison of their pre- and post-course IDI issievealed that the students still greatly
overestimated their level of intercultural sengiyivalthough there was a slight reduction of 4.51
points. Their actual level of intercultural sensty had increased from 92.42 in the low end of
Minimization to 102.00, the second half of Minimiize, the transitional stage. This gain of 9.58
points, which Hammer (2009c) refers to as a ‘megiindifference’, suggests that guided critical
reflection had a positive impact on their ‘intetcwdl worldview’. As there was no control groujisit
not possible to definitively attribute this gainttee work done in thintercultural Transitionsourse;
however, the qualitative data does provide commgkividence of the positive effect of ongoing,
structured reflection. The analysis also reveabad the oral and written narratives were geneinlly
accord with the individual pre- and post-course fi€dults.

Qualitative data

To better understand the impact of thiercultural Transitionsourse on the participants’
intercultural development, the qualitative datg.(eéblog entries, Forum comments, reflective essays
post-course interview transcripts) was subjectezbtdent analysis (Grbich, 2007) and linked torthei
pre- and post- IDI scores and other surveys theypteted. The analysis revealed that, overall, the
participants demonstrated more intercultural aneserand sensitivity by the end of the course. On
entry, most tended to judge rather than analyzeiehin intercultural interactions; few
demonstrated a sophisticated awareness of cuttiifatence. In blog entries, many were initially
quite negative about intercultural encounters;rthairatives were characterized by ‘us’ vs. ‘them’
discourse, with negative stereotyping of host mati®. By the time they penned their third and final
reflective essay, the participants were noticeafibye aware of themselves as cultural beings and
more sensitive to the impact of their own behaindntercultural interactions. When revisiting
critical incidents, most demonstrated more awarenépossible reasons for misunderstandings and,

significantly, were more knowledgeable about sg@®to employ to enhance future intercultural
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encounters whether at home or abroad.

While the group as a whole moved in the directibgreater intercultural competence, |
observed differences in their individual trajecgstiThe analysis of the oral and written narratives
revealed that those who made the least gainsencimtural sensitivity according to the IDI, still
oversimplified cultural difference and remainedslestical of any role they might have played in
unsatisfactory intercultural encounters. In castfrandividuals who developed a more ethnorelative
mindset were more active in both face-to-face arlthe discussions and, by the end of the semester,
their oral and written contributions were more ldrygand substantive, and contained more critical
elements (Jackson, in press). These individuale aso more mindful of concrete ways to enhance
intercultural relations. These observations aracitord with the DMIS, which posits that ‘as one’s
experience of cultural differendecomes more sophisticated, one’s competencedrciuitural
relations increases’ (Bennett and Bennett, 2002).15
Lessons learned

Of the numerous lessons gleaned from the firstriofjeof thelntercultural Transitions
course, many will be relevant to international exdacs in other contexts who may consider adopting
a similar approach. First, it is important to devsufficient attention to the preparation of studen
(and yourself) for new roles and responsibilitiesactice-to-theory-to practice pedagogy was
unfamiliar to all of the participants and many waot used to introspection or personal writing in
academic courses. Those who had only been abroadstwrt time were more accustomed to
traditional, transmission-modes of teaching wité kecturer as the ‘sage on the stage’ (King 1993).
When implementing an unfamiliar pedagogy, the fatdr must clearly identify and provide ample
opportunity to discuss the format and aims of terse. It is also essential to create a supportive
climate in which participants feel sufficientlyedse to share intercultural experiences and the
emotions attached to them. The pace for a courigsonature is necessarily more intense and
personal; ideally, the class size for this leamantered course should not be more than twenty.

Second, educators must be sensitive to the irtaeralisensitivity level of the students and

their readiness to make the transition to morenkracentered teaching. Qualified IDI administrators
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may administer the IDI at the beginning of the seulo determine the students’ intercultural
development level and then sequence activitiesrdoagly (Bennett, 2004; Bennett and Bennett,
2004). With or without IDI data, educators can esvihe stages of the DMIS, and analyze the
dialogue and narratives of the participants to gabgir readiness to engage in more challenging,
critical reflection.

Third, educators should be aware of the amoutitred, energy, and skills needed for a
course of this nature to be successful. Much ofabik is done before the students arrive (e.g., the
preparation of rubrics for multiple assignments, development of prompts for Forum discussions
and reflective essays, the selection of publisiogousner accounts, the development of in-class
tasks). Throughout the course, the dynamic fatilitenust keep students engaged and heading in the
direction of higher levels of intercultural compste and global citizenship. While extensive use of
elLearning is not apt to pose a problem for eleatrenavy students, educators should be mindful of
the technical knowledge and time required to uploatkerials and interact with students on line. The
latter is vital as the students’ participation amerest level will surely wane without the faalior's
input and feedback.

Finally, one of the aims of the course was for siig to share their international experience
with others. The first-offering included group peatations at the end of the semester, that wene ope
to students in all faculties and staff in the Gdfaf Academic Links (OAL). As the sessions took
place during a very busy time of year, only a smafhber of ‘guests’ attended so in the second
offering the participants are being encouragedibost their essays to a new Education Abroad
writing contest that | am organizing. The winnirgsays will then be available for everyone to read
on line.

Implications for pre-sojourn programming

This project also has implications for pre-sojopraparation. Prior to going abroad, most of the
participants in théntercultural Transitionsourse had had limited or no preparation to beegyatic
language and culture learners in an internatiomarenment, and they had not received guidance on
setting goals for their sojourn. The local partaips who had returned from a semester or year dbroa
had attended a brief pre-departure orientatioricessganized by the OAL. It included a powerpoint

Page | 78



presentation that focused on logistics (e.g., pfores for transferring credits, security issues), &

A session, and small-group meetings with local estisl who had studied in the host institution or
international exchange students from that institutWhile very helpful and necessary, these session
cannot address intercultural communication issaeepth or adequately prepare students for study
and daily life in another culture. More intensieegdit-bearing intercultural communication courses
or online support are needed to help students dpeframework to make sense of cultural
difference and raise their awareness of effectdo®isd language/culture-learning strategies.

The evaluation of thintercultural Transitionsourse and my investigations of faculty-led study
abroad programs (Jackson, 2008, 2010) suggesittigents benefit from guided, structured analysis
of intercultural interaction. Critical reflectiorac help students optimize their international eiguere
and extend their learning once they are back hdime&nsure a broader impact on international
education, pedagogical interventions like this $thdne evaluated and shared at conferences and in
publications. Much more work is needed in a varadtgontexts to better understand the impact of
curricular intervention on student sojourners atdnnees.
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PRE-SOJOURN DECISION-MAKING: THE CASE OF HONG KONG EXCHANGE
STUDENTS

Abstract

To best prepare students for their internationatleange experience, educators and program
administrators need to understand the motives, @gfiens, and concerns of participants
prior to departure. This paper reports on the fipttase of an experimental design study that
investigated the ‘whole person’ development of Hogg university students who joined a
semester-long exchange program. Before and afeestfourn, 94 completed surveys and a
sampling (23) participated in an in-depth, semustured interview. This paper explores their
motives for studying abroad, the reasons for selga particular destination/institution,

their expectations and aims for their semester-lsojgurn, and their worries prior to
departing for the host country. Understanding taetdrs that influence students’ decision to
go on exchange can help the home institution irsggzarticipation rates and design more
effective pre-departure orientation sessions anatses (e.g., intercultural communication).
This research was generouslypported by the Hong Kong Research Grants Co@8eiheral
Research Fund # 444709)

Jane Jackson, The Chinese University of Hong Kjjackson@cuhk.edu.hk
Introduction
The number of tertiary-level students who are gajrsome form of international experience is on the
rise (e.g., micro-sojourns, short-term sojourns)ester- or year-long exchanges, service-learning,
internships) and by 2025, more than seven milli@expected to spend at least part of their
undergraduate degree outside their home countsyit(ite of International Education, 2011; OECD,
2011). With the push for internationalization, ingtons of higher education, including those inas
are signing more agreements to facilitate studedtfaculty exchange. In this era of accountability,
more attention is being paid to sojourn outcomesdB, 2007; NAFSA, 2010); however, not enough
is known about the decision and motivations totlitoad, and the aims and expectations of
participants.

In 2006, the Council on International Educationatitange (CIEE) publishedur View: A
Research Agenda for Study Abroadhich highlights gaps in education abroad reseanciyding
‘the participant decision-making process and horious factors influence that process’ (p. 3). The
authors maintain that ‘we don’t know the extenitduch students are aware of their own goals when
they decide to study abroad, and to what exteimt deeisionto goabroad is linked to their choice
aboutwhere to go(p. 3). Allen and Spielmann (2009); Krzaklewska(d2Q) Mendelson (2006);
Salisbury, Umbach, Paulsen and Pascarella (200@e€elthe concerns of the CIEE, and

recommended that more attention be directed totergre-sojourn phase to optimize education
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abroad programming. Other researchers in variontegts have also heeded the call (e.g., Bodycaott,
2009; Caudery, Petersen and Shaw, 2008; Chambe:Steambers, 2006, 2008; Chirkov, Safdar,
deGuzman and Playford, 2008; De Grosbois, Kae#irldrYoung, 2010), but we still know relatively
little about the decision-making of students wha jxchange programs, especially those from Asia.

This paper reports on the first phase of an expariai-design study that investigated the
impact of a semester-long exchange program on gratirates from a Hong Kong university; their
‘whole person’ development/intercultural sensifivitas compared with students who remained on
the home campus for a semester prior to going ohange (a convenience sample) (Jackson, 2011).
While the study tracked the experimental cohontftbe application process until their return from a
semester abroad, as recommended by the CIEE (20@6paper focuses on an often neglected
element, that is, pre-sojourn decision-making, aensl concerns.

After providing a profile of the home institutioimcluding its internationalization efforts,
attention shifts to the pre-departure phase osthdy. While the participants are from a Hong Kong
university, their perceptions and experiences ptécaresonate with students in other parts of the
world who are about to live and study in a secamdjliage in a foreign country. The findings also
have implications for education abroad profess®administrators in Asia and beyond.

Background to study
Before focusing on the participants, it is helgfuhave an understanding of the home institution’s
history and internationalization aims. The Chindséversity of Hong Kong (CUHK), which was
founded in 1963, is a comprehensive research sifyavith ‘a global vision and a mission to
combine tradition with modernity, and to bring ttger China and the West'. Presently, it has more
than 20,000 undergraduate and postgraduate studeitgling 3,000 who come from regions outside
Hong Kong. While the institution does not have aplieit internationalization policy, the 2006
Strategic Plan provides an indication of the atiils and skills expected of graduates. As the
following table illustrates, several are linkedntercultural competency, second language skilld, a
global dimensions of learning:

Table 1: Expectations for CUHK Graduates

Students who graduate from CUHK are expected te baquired:
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intellectual depth in a specialty (at least ongesttly

breadth in general knowledge (in a broad rangesziflines);

bilingual proficiency and effective communicatidiills;

intercultural sensitivity and appreciation of otleettures;

learning skills appropriate to the modern age (euglytic skills, IT capability, the ability to

think critically and independently, the ability nmake sound judgments,

e creativity, problem-solving skills, the ability teork in a team, the ability to continue with
life-long learning/ professional development, leatig skills);

« personal attributes/ ethical values (e.g., honéstggrity, compassion, interpersonal skills,
civic and global responsibility);

* adeep understanding of Chinese culture/ sensatioival identity and pride;

« aglobal perspective (a broader perspective anpelesmderstanding of the realities of the

interconnectedness of world systems). (Extracts fitee 2006 Strategic Plan, CUHK)

In recent years, the percentage of CUHK studeritsrgasome form of international experience
has increased significantly and the University @8 more than 200 exchange partners in 28
countries/regions, which is providing more oppottien for forays abroad (Office of Academic
Links, CUHK, 2010). In 2009-10, the year of thegaet study, 1,304 students participated in some
form of credit-bearing, international education976ined an exchange program (534 went abroad for
a semester and 175 for a year); 595 took parshmoat-term, credit-bearing program (e.g., a faculty
led summer program, an internship, service-leajningaddition, 1,800 students participated in othe
experiential learning opportunities outside Honghgde.g., community service, fieldwork).

From 2001-9, | conducted a series of ethnograpivestigations of undergraduates from CUHK
who participated in a short-term sojourn in Englé&hatkson, 2008, 2010). Despite the considerable
time and resources the University is investingiterinational exchange programs, until the present
study, no research had ever been conducted wigefelerm sojourners. In the spring of 2009, with
the support of the Office of Academic Links (OAL)may institution, | began to investigate the
developmental trajectories of semester-and yeay-#xchange students, paying attention to
(inter)cultural, linguistic, academic, personald gmofessional dimensions. For the semester-long
sojourners, | have been employing an experimerdsigth approach with pre- and post-tests, and a
control group consisting of students on campusfeemester prior to going on exchange. This paper
focuses on the pre-sojourn perceptions, aspirgtamsanxieties of the students who went on

exchange in the first semester of the 2009-10 awedgear. Discussion centers on the following
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research questions:
1. When and why did the students decide to study al®roa
2. What factors influenced their preference for aipalar destination/institution/program?
3. What were their aims, expectations and concerios figoing on exchange?
4. What are the implications for education abroad pogning (e.g., pre-sojourn preparation,
sojourn support)?
Method
Participants
94 students took part in a semester-long exchargggam in the first half of the 2009-10 academic
year. 10 (10.6%) were in their second year, 662%).in their third, and 18 (19.1%) in their fourth
year of studies. They came from a range of Facul@é (68.1%) from the Faculty of Business
Administration, 9 (9.5%) from Science, 8 (8.5%)nfr&ocial Science, 7 (7.4%) from Arts, 4 (4.3%)
from Engineering, 1 (1.1%) from Education (1.1%)dd. (1.1%) from Medicine. Their mean grade
point average (GPA) was 3.4.
In this cohort, there were 51 females (54.3%) & {4.7%) males, with a mean age of 22.1
years. All were of Chinese ethnicity; 69 (72.6%)lgp Cantonese as a first language and 24 (25.3%)
Putonghua. 38 (39.6%) of the fathers (or male gaas) were born in Hong Kong and 58 (60.4%) in
Mainland China. 37 (38.5%) of the mothers (or fesrglardians) were born in Hong Kong and the
rest (58, 61.5%) in the Mainland. As for their heghlevel of formal education, 42 (43.8%) of the
fathers had graduated from secondary school, 22%22had not completed their secondary-level
education, 15 (15.6%) were college graduates,34yhad a postgraduate degree, 6 (6.3%) had
attended graduate school, and 4 (4.2%) had sortegeaxperience. 39 (40.6) of the mothers had
graduated from secondary school, 29 (30.2%) hadompleted their secondary schooling, 14
(14.6%) were college graduates, 7 (7.3%) had takeme college courses, 4 (4.2%) had attended
graduate school, and 3 (3.1%) had a postgradugteele
Of the 94 students, only 11 (11.7%) indicated ¢hitmily member had studied abroad; in the

majority of cases, this was a sibling not a par2nt(28.7%) of the students had never ventured
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outside Hong Kong; 67 (71.3%) had some travel ezpee, which typically consisted of a few days
or weeks in Asia. 69 (73.4%) had no previous edocatbroad experience, while 25 (26.6%) had
studied abroad. For most, their international etloaonsisted of a short-term sojourn in an Ehglis
speaking country (e.g., an English language sunmm@ersion program).

For the semester-long sojourn, the majority wasmbdor North America: 52 (55.3%) to the
U.S., 11 (11.7%) to Canada, 6 (6.4%) to Singapb(d,3%) to South Korea, 4 (4.3%) to Finland, 2
(2.1%) Czechoslovakia, 2 (2.1%) to Switzerland2.2%) to Spain, and 11 (11.7%) to ‘other’
destinations (Australia, China, Denmark, Franay|tJapan, Mexico, New Zealand, Norway, South
Africa, the U.K.). In the host country, the courselvof all participants would be in a second
language, with most studying in English. Most af #tudents were required to take either the TOEFL
(Test of English as a Foreign Language) or the Ke(mternational English Language Testing
System). The average score for the former was 5Gih8 7.08 for the latter.

Instrumentation

For this phase of the study, | was able to drawtlaparticipants’ international educational exaen
application, thé’re-International Exchange Survéjackson, 2011), and the pre-sojourn interview
protocol that | developed for the in-depth, semikdured interviews that would take place with a
sampling of students. In their application forme giudents were required to provide a study pheat, t
is, a short essay explaining why they wished toigexchange and what they hoped to accomplish.
This afforded me insight into their decision-makprgcesses, motives, and degree of focus prior to
attending the pre-departure orientation.

ThePre-International Exchange Survegnsisted of 93 closed questions and several open-
ended questions (Jackson, 2011). Topics includheit: decision to go on exchange; their aims,
expectations and level of preparedness for thausojaoncerns about living and studying abroad,;
previous international/education abroad experientztultural contact; perceptions of intercultural
competence; second language proficiency and usetiig; and family background (e.g., parents’
level of education and international experience).

ThePre-Sojourn Interview Protoc@ddressed the following issues: the interviewees’
decision to go on exchange; the reasons for chg@sparticular destination/university; their aims
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and expectations for the sojourn; interculturaltaotisocial network; intercultural communication
skills; perceptions of intercultural competencentity; previous international experience and
education abroad; level of preparedness for lifiefsabroad; self-assessment of second language
proficiency; and language use.
Procedures
In April 2009, in the orientation sessions orgadibg the OAL, the 2009-10 outgoing exchange
students were invited to participate in this stuelylowing the ethics guidelines of my institution,
those who were interested completed a consent farwhich they also indicated their willingness to
be interviewed before and after the sojourn. 9desits who would take part in a semester-long
sojourn from September to December 2009 compléieBre-Sojourn International Exchange
Surveyand 23 agreed to be interviewed. During the suntheesemi-structured interviews were
conducted in Cantonese, English, or Putonghua,ndiépg of the preference of the interviewee. The
average length of the interviews was 80 minuteg. ilterviews were transcribed and translated into
English, if necessary, while the survey data wastied into SPSS.
Data analysis
As soon as the study got underway, a project datalvas set up in NVivo, a qualitative software
program. The qualitative data collected in thisgghaf the study (excerpts from the application form
including the study plan, pre-sojourn interviewnseript, open-ended survey responses) were
analyzed in NVivo using an ‘open coding’ approa@mhkjch, 2007). Basically, | devised codes to
reflect what | saw in the material rather thanriesiyself to preconceived categories (Berg, 2007)
ThePre-sojourn International Exchandgurveyresults that had been processed by SPSS were then
linked to the qualitative data. By triangulatingaltypes and sources, | gained deeper insightheto
participants’ decision-making processes, perceptiand emotional state prior to going on exchange.
Results

The following section presents the findings radaiethe research questions, drawing on both
the quantitative (survey) and qualitative data.(eagplication essay, interview transcript, opedesh
survey questions). Following each qualitative egtighe gender, year of study, major, and
destination of the participant are provided. Theligption essays were written in English and extrac
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are presented in their original form. As nearlyiatérviews were conducted in Chinese, most
interview excerpts are translations.
Decision to study abroad
Most of the students began to contemplate studgtingad quite early: 38 (40.4%) before entering
university, 35 (37.2%) in their first year of unrggty studies, and 17 (18.1%) during their second
year. 4 (4.3%) did not respond to this questiorihtnpre-sojourn survey, the students were alsedask
who encouraged them to study abroad. They weragedwvith a list of possibilities and could
choose more than one or add a different response.

Table 2 Influence on the decision to study abroad

42 (44.7%) Friends with study abroad experience

40 (42.6%) Parents/family

30 (31.9%) No one in particular

22 (23.4%) Professors

10 (10.6%) Relatives/contacts in the host culture

6 (6.4%) International students
1 (1.1%) Other (friends who had not studied atbyoa

As Table 2 shows, friends with study abroad expegeand parents/family were most influential. The
majority of the respondents were also encourageadrg than one source (e.g., family, professors,
friends with study abroad experience). Interesyingearly one third (30, 31.9%) indicated that no
one had compelled them to consider studying abroad.
Preference for a particular destination/institupsagram

Participants who were obliged to participate ireaohange program as a degree requirement
(e.g., majors in Japanese studies) sometimes ttiacbli no choice about their destination. Some
exchange programs that were sponsored by depadmenblleges also had partnerships with only
one or a few institutions. The majority of studehiswever, were able to indicate their preference f
a particular country and, from a list of partnestitutions, identify their top choices, bearingmmd
admission requirements (e.g., GPA, TOEFL score).

As part of the application process, in the falk6D8, students were required to submit a study
plan for the sojourn. While many were quite vagbew their destination and aims, some disclosed
their motives for selecting a particular natiorstitution or program. These individuals were

influenced by multiple factors when preparing theish list. As the following excerpts illustrate,
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some considered the international reputation ofitiieersity/country, the research profiles of
professors or departments, and the multiculturaledision of the host destination:

As a science student, | would like to take coursésted to my studies, such as
neurology and virology. The United States has Wetwn, prominent researching
leaders in the science fields. | believe that eéepeing and adopting approaches
employed by the foreign universities could give arlet of inspirations on scientific
research. This can definitely prepare me as anm&ser@in science in the future.
(male, year 2, molecular biotechnology, USA)

Some of the business schools in America rank tabarworld. It would be a chance
of lifetime to study in there... America is a plac&haa great diversity of races and
cultures. What would be more amazing to have amippity to communicate and
understand with people in different nationaliti¢&Male, year 2, business
administration, Singapore)

Since U.S.A. takes a leading role in the media $tiguover the world and is famous
for its freedom of press, | would like to explohe fournalistic culture there.
Moreover, the class sizes in the U.S.A. are gelyesaiall, which encourages active
participation and contribution to the class disaussl would definitely benefit from
this. Also, as the U.S.A. is a multi-racial socjgtyere is a great diversity of people. |
believe it would be a very dynamic and excitingergnce to study there." (female,
year 2, English, USA)

Some applicants chose institutions based on theseswffered in their area of specialization ared th

potential for graduate studies or internships. @theere attracted by the possibility of taking cag

that were not on offer at their home institutioraidifferent education system:

The main reason | would like to study in the U.SsAto experience a totally different
education system. Public examination has been a el@nent of Hong Kong
education, whereby it somehow restricts studenithégine, innovate and adore new
ideas. Experiencing a different education systeelieve | will have deeper thought
and understanding about my current study and fudareer plan. (female, year 3,
biochemistry, Czechoslovakia)

The language used in the host environment and #dwum-of-instruction were also important to the

applicants. Significantly, many wrote about lindigikultural aspects that attracted them to paldicu

destinations:

Fluent speaking English is vital for effective coommcation with people around the
globe. It is a well-known fact that the exchangegoams in English speaking
countries like US and Canada offer a chance fdo ssudy and live with foreigners,
leading to a better learning English environmeminkersion into an English speaking
culture can also deepen my understanding of trgukege and strengthen my
language ability. (male, year 3, professional antancy, USA)

| chose mostly European programs as | am partigulaterested in the culture of
Europe. The living style and culture of Europeaartdes really fascinates me, as
they have long histories and entirely differenturd compared to Hong Kong. (male,
year 1, psychology, Norway)
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Perhaps reflecting a lack of confidence, severaaked that the proximity to friends and extended
family members impacted on their preference foadigular destination/institution:

| wanted to go to Europe in the first place buhafly chose the USA because | have

friends there. If | have any problem, they can hmep (male, year 2, marketing,

USA)

By the time the pre-sojourn interviews got undenwailay 2009, all of the successful applicants
knew the identity of their host university. As am&ht expect, some were not accepted by
institutions at the top of their wish list and eddg going elsewhere or remained on the home
campus.

When | reviewed the interview transcripts, | disexad that nearly all of the interviewees had
scanned the website of their host institution basnhad done little else. Their knowledge about the
host country/institution was quite superficial afaf, many, their aims and aspirations remained
vague.

Reasons for joining an exchange program

In April 2009, in thePre-sojourn International Exchange Suryéye respondents revealed
their motives for joining the semester-long excleapgogram. From a list of possible reasons, they
indicated the importance of each, using a scalgimgrfrom 1= not at all important to 5 = very
important. They also had the option of includingtfwer motive. The mean score for each statement
(M), in descending order of frequency, is showitable 3, along with the corresponding standard
deviation (SD).

Table 3 Motivations to join a semester-long excleapgpgram

Motives M SD
77 | to experience life in another culture 4.59 0.59
4 | to travel and see new places 4.57 0.71
15 | to have experiences that | could not have at CUHK 564 0.63
3 | to become more mature, independent and self-canifide 4.43 0.70
11| to develop my interpersonal skills (ability to reldéo others) 4.35 0.70
5 | to enhance my proficiency in a second language 41340.85
12 | to make friends from other cultures 4.3p 0.76
6 | to have fun 4.29 0.80
19| to increase my level of comfort with people differ&om myself 4.25 0.73
16 | to enhance my ability to communicate in the hosglege 4.24 0.90

Page | 94



14 | to enhance my ability to interact effectively wighople from different| 4.23 0.69
backgrounds
18 | to gain valuable experience for my future career 204, 0.81
17 | to increase my understanding of other peoples altdres 4.18 0.76
8 | to enhance my resume and increase job opportunities 412 0.81
2 | to add diversity to my academic program 4.10 0.79
10 | to challenge myself intellectually 3.96 0.91
9 | to develop more understanding of internationalassand events 3.88 0.91
13| to increase my understanding of my own cultureniitheand values 3.67 1.12
1| to enhance my knowledge and skills in my discip(imajor) 3.41 1.03

As Table 3 shows, the reasons deemed most impoeiated to personal dimensions (e.g.,
cultural enrichment, travel and exploration, peed@rowth) and the desire to have experiences that
they did not believe would be possible at the hamgtution. As well as enhancing their second
language and intercultural communication skillssimeished to make friends with people from other
cultures and enjoy their time abroad. The potestalal, cultural, and linguistic benefits of an
exchange experience piqued their interest as @igthspect of becoming more mature and
independent. Interestingly, academic/intellectuadeshsions were not a priority. In fact, the least
popular item related to the enhancement of knovdeaiyl skills in their discipline.

When comparing the study plans with the surveyaeses related to motives, | discovered
some interesting differences. In the former, mamliaants cited academic aims for going on
exchange as well as potential benefits for thauriicareer. When preparing their study plans, they
knew they would be read by ‘gate keepers’ who waigttrmine their admission to the institutions of
their choice. By contrast, their surveys were toam anonymous and had no impact on their future.
This finding cautions us not to rely on a singlerse of data and to be sensitive to the conteiti®f
data collection.

Most looking forward to

In an open-ended question, in fe-Sojourn International Exchange Surtbg respondents
were also asked what they were most looking forwaiid their exchange program. The following
were the most common responses, in order of frexen

« Travelling and visiting different places

* Making new friends with people from different baotgnds
« Experiencing a different culture

¢ Gaining more life experience

« Learning in a different academic environment
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Having fun (e.g., attending parties, going to tkadh, attending NBA games)
Improving second language proficiency

Learning more about a foreign culture

Becoming more independent.

The same question was posed to the intervieweeslaBio the surveys, most were excited about
travelling, trying new things, and gaining expostor@another way of life.

Experiencing a different lifestyle, one that isfelient from Hong Kong. (female,
year 3, English, USA)

Traveling alone and meeting new friends. This ésfttst time to plan a trip by
myself. | think it will be very exciting. (male, se one, psychology, Norway)

I am looking forward to trying different things saturally | feel happy. This is like
going travelling. You will always be happy abouatthl will be able to play
everywhere. | am looking forward to the sunshing going to the beach. (female,
year 3, professional accountancy, USA)

Some expected their studies to be far less demguticiam at the home institution. The following
interviewee, for example, referred to her impendiopgpurn as a ‘holiday’:

Freedom. | won’t have to read and write as manymaand hand in homework
everyday. | think the workload will be a lot lightdere. | will be released from many
burdens and will enjoy a holiday after three yedrsontinuous work. (female,
government and public administration, year thremsdboslovakia)

Not all of the interviewees were euphoric about Wag ahead, however. For some, their enthusiasm
was overshadowed by anxiety about the unknown.

| am a bit excited and quite worried too as | Wil going to a place with a different
culture. I'll be able to try new things. | hopeth&an get used to the life there as
soon as possible so that | can enjoy the learmnga@ment there. | also hope to
play around and meet more friends. (female, yaaetkcultural and religious studies,
South Korea)

Concerns

In an open-ended question in fAkee-sojourn International Exchange Suryéye students were
prompted to reveal what worried them most aboutrtipending sojourn. The following, in order of
frequency, were their most commonly cited concerns:

Security and personal safety

Managing finances

Language barrier (inadequate communication skilkhé host language)
Living conditions

Cultural differences

Health and psychological well-being

Making friends

Homesickness/loneliness

Page | 96



¢ Time management
« Ability to adapt to the new environment

The interviewees offered additional insight inteitHevel of anxiety prior to departure. As
well as concerns about safety and mananging manayy were worried about making friends with
people from other cultures, coping in a seconduageg in daily life, and competing with native
speakers in courses. The following comments wegieay:

| am a little bit nervous as this is my first ttgpanother country. | am not familiar
with the environment in America. | am worried abthé security problem there. |
don’t quite know how it is like in America. There& | feel worried. (female, year 2,
mathematics, USA)

Money and security. | also still worry that ther#l Wwe some communicating problem
and will | get along with the local people. (m&ietel and tourism management, year
2, USA)

Many interviewees were nervous about their abiitgope on their own and some appeared
to be affected by the anxiety level of their paseas in the following excerpt:

The greatest challenge will be handling everytldingny own. No one will be there
to back you up. If something happens, no one cinywal.... | am also worried that
my family will be worried about me. My mom is so mied about me now that she
keeps telling me to take a rice cooker with me.l@ngear one, psychology, Norway)

Naturally, nearly all of the interviewees had sanacerns and fears about the impending sojourn;
the following excerpts, however, indicate that someee plagued with considerable worry and self-

doubts.

I've never been really confident, to be honest. gloser the departure date is, the
more you are forced to think about it and | getedalt’'s becoming a bit more of an
urgent matter now that the date is close. (fenyaer 3, English, USA)

| am worried that | will waste my time in Americad at this moment, | have not
done enough preparation for the exchange program. dlways worried that | will
forget something important in the process of prieggatio go abroad. | want to be well
prepared before | depart Hong Kong for Americéink | am worried instead of
being excited. | am also worried about the medisalense | will need to pay once |
fall sick or go into hospital in America. | do nieeve enough confidence at this
moment..... | think the biggest challenge will be #uaptation problem. | may have
difficulties adapting to life in America. Becauswill be in a foreign country for such
a long time, there will be lots of problems. | afraal of getting lost and am worried
that | won’t be able to get along well with thedbstudents. | really doubt my ability
to adapt and | think I'll be homesick. Also, wherethere is a problem in my family
| will not be able to lend a hand as | will be owleange. Maybe | will call them or
email them on a constant basis. (male, year 2epsainal accountancy, USA)
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Even after attending the pre-departure sessioragd by the OAL, these individuals possessed a
very elevated level of stress; instead of beidgdiwith excitement about what lay ahead, they were
envelopped by feelings of dread.

Conclusions

This phase of my study has implications for edweasibroad students, researchers, and
professionals, including program administratorgv8ys and semi-structured interviews, such as the
ones employed in this research, can help us terhattderstand the pre-sojourn decision-making of
outgoing international exchange students and @fikrable insight into their motives, aspirationsd a
concerns. The data generated by mixed-method studiefacilitate the design of more effective,
context-sensitive marketing plans, which are agrioance participation rates.

The findings can also provide direction for the-pogourn preparation of outgoing exchange
students. This study, for example, revealed thatynolid not have specific, concrete aims for their
semester-long sojourn and had done very littleareseon the host institution/country prior to
departure. While hoping to ‘broaden their horizomsany were not able to articulate how they would
actually achieve this. Further, while excited abibet sojourn, many were quite anxious about what
lay ahead, especially those who had never venturtside their home country or travelled on their
own. These individuals, in particular, did not feafficiently prepared and were unsure of their
ability to cope in the host environment. In somsesa their concerns were mirrored in the faces of
their anxious parents. This lack of confidencehigirt children’s ability to live on their own andagat
to a new cultural environment likely exacerbatesl stress level of some.

The pre-departure orientation sessions that thgoing exchange students currently attend
consist of powerpoint presentations, which lardetus on logistics (e.g., procedures for tranghgyri
credits, security issues), a question and ansvesicse and small-group sharing sessions with
international exchange students and local studeméshave recently returned from an exchange
program. While helpful and essential, brief sessicemnot adequately address the pre-sojourn
concerns of the most anxious students or prepare tor life in another culture. More intensive,
credit-bearing intercultural communication cour&eg., general education/college offerings) could
help students develop a framework to make senseltral difference and acquire strategies for
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more effective language and culture learning. iInesa@ontexts, institutions have designed websites to
prepare students for their international exchanxgemence. The University of the Pacific, for
example, hostg/hat’'s up with cultureThis online cultural training resource consistsnafdules that
are designed to assist the pre-sojourn preparapoirn learning, and re-entry of American student

who study abroadséehttp://www?2.pacific.edu/sis/culturer his innovative site could serve as a

model for initiatives in other parts of the world.

Whatever the format, pre-departure sessions shemddurage students to think more deeply
about what they hope to gain from their stay abrtdehlly, they should be encouraged to set specifi
goals for multiple dimensions (e.g., personal, aoad, linguistic, social, professional) and carful
consider how they might accomplish them. Partidipahould also be prepared to modify their goals
once they are at the host institution and have moderstanding of the affordances and constraints i
their new environment.

As well as providing useful data for program admiirsitors and international educators, the
act of filling in surveys (and participating in @mviews) similar to the ones in the present stuaty c
spur reflection and encourage students to pay atteation to goal-setting. These activities may als
raise their awarenees of their anxiety level angsda their preparation. It may motivate them trte
more about the host institution and country prindéparture. If students are more focused andrbette
prepared, their experience in the host environrizespt to be more rewarding and their sojourn
outcomes more positive (Chirket al.2008; Cushner and Karim, 2004; Martin, Bradford] an
Rohrlich, 1995).

Much more work needs to be done, however, to mdhe domprehend the individual and
environmental factors impacting on students’ priewm decisions, aims, and expectations in various
contexts. It is also important to compare theseifigs with post-sojourn perspectives and outcomes
to gain more insight into the actual impact of pogaurn elements (motives, anxiety level) on the
developmental trajectories of student sojourners.
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MEASURING ACADEMIC READING ANXIETY AMONG ENGLISH AS
A SECOND LANGUAGE (ESOL) UNIVERSITY STUDENTS: SCALE
DEVELOPMENT AND VALIDATION

Abstract

When many undergraduates read college textboo&g,dkperience reading anxiety due to
the academic discourse’s complex structure. Readimgety levels further increase when
textbooks are published in English and studentsname native users of English. This is a
global scenario, given that non-native speakers@INfdr-outnumber native speakers (NS)
of English and that a large proportion of extanademic publications are in English.

This paper looks at the case of English as Secomuglage (ESL) learners in the
Philippines. The construct of reading anxiety sed as the basis for developing the
Academic Reading Anxiety Scale (AcadRAS), intetaléé a reliable and valid tool for
language educators that will help them isolatejraefand measure factors which increase
the learners’ reading anxiety. The 40-item scales iialded to 125 college students. The
internal consistency of the scale items had a Cachts alpha coefficient of 0.898, with
the scale items accounting for 51% variation ofldtent variable, reading anxiety.

The scale’s 40 items loaded on 5 factors: text f@¢&h.58% of variance), conducive
reading conditions (11.90% of variance) , text emt(6.02% of variance), conditions
(5.23% of variance), and focus (4.43% of variance).

Author’s names and institution

Catherine R. Cordova, University of Santo Tomadljfflines. up.cathie.cordova@gmail.com

Introduction

In the field of second language learning, literatan reading anxiety has been rather scant. Because
speaking in the target language is considered asntbst stressful aspect in language learning
(Horowitz, et. al. 1986 : 23 in Chen 2007 : 26§ thrge body of research done on language learning
anxiety has been mostly related to developing skifls in the target language, i.e. the languagedge
learned by the student.

“ . .. the database of research concerning anxiatyl L2 reading is not complete and
therefore no generalizations specific to reading te formulated.” (Brantmeier 2005 : 69
in Chen 2007 : 27)

The construct of reading anxiety has been introduog Zbornik and Wallbrown (1991). They
suggested that although foreign language (FL) repdnxiety positively correlates with general FL
anxiety (r=0.46), it is clearly distinguishable finghe latter (Chen 2007 : 28).

The construct of foreign language (FL) reading atyxis distinct from general FL anxiety (Saito et.
al. 1999 in Chen 2007 : 28) because it represesfeaific aspect of general anxiety that has been
invested in the reading process (Chen 2007 : 27).

Extant literature specifically defines foreign lamage reading anxiety as the level of anxiety or
uncomfortable feelings felt by the student wherdiegin the foreign language (Chen 2007 : 28,32).

In the field of language education, there is a ganeonsensus among curriculum designers and
classroom teachers that affective factors arecatito effective learning. There is a widely heldw
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among language educators that affective factorddfieult to define and measure, thus making it
virtually impossible to specify their contributioo the learning process (Nunan 1996 : 208).

Against such a backdrop, it is crucial for languagkicators to address the issue face to face by
developing instruments which will enable them tolase, define, and measure affective factors that
affect the language learning process of the stgdepiecifically reading anxiety experienced while
reading in a second or foreign language.

There have been relatively little investigationtthéeen done on reading anxiety, because theggreat
bulk of research on language learning anxiety heenlfocused on the productive language skills,
speaking and writing.

In Brantmeier (2005), it was established that negdinxiety in the target or second language (L2) at
the advanced stages of language learning is aaepalnenomenon from the anxieties felt from the
other language skills, namely listening, speakiaggd writing, with students most anxious about
speaking in the second language (L2) or targetuageg (TL).

Brantmeier (2005) looked into the role of affectli reading. The results indicated that advanced
learners (generally) do not feel anxious when irgadi the L2, per se. They were more anxious about
the oral and written tasks that came after theda@ling task.

In Chen (2007), it was found out that there was alenate correlation between test anxiety and
reading anxiety (r=0.455), and a weak relationdtepnveen reading performance and test anxiety
(r=0.118), and a weak correlation, as well, betweeading performance and reading anxiety
(r=0.282) among college freshman students in a&3@imniversity.

Farouk (2001) looked into the effect of the JigsReading technique on the English language
reading anxiety and comprehension among EFL préeseteachers in a university in Cairo. The
study found out that use of the Jigsaw Readingnigcie reduced foreign language reading anxiety of
the treatment group and that they outperformed dbetrol group in reading comprehension;
something which can be considered as an outcomeading anxiety reduction.

But it was Zbornik and Wallbrown (1991) who pavée tway for a careful examination of the
reading anxiety as a distinct form of anxiety exgered by students learning to read, specifically i
English as a foreign language. To validate theirkythey developed a 45-item self-report scale, th
Reading Anxiety Scale (RAS), which had an estimaisefficient alpha for reliability score of 0.88.
They worked with 436 students in the fourth, fifmd, sixth grades (Chen 2007: 27)

Whereas the RAS developed by Zbornik and Wallbr¢i®91) measured the level of reading among
elementary students, this present study aims teldp\a similar reading anxiety scale, but this time
intended for university students.

Aside from directing the reading scale to be dgwetbin this study for the purposes of higher
education, it also differs from existing readingxiaty scales because it is focused primarily on
anxiety experienced by the students when readin@dademic purposes, i.e. when they read texts
that are related to their coursework in the unitgrs

These are the research questions pertaining talelielopment of the academic reading scale for
university level students :

1. What is the reliability of the academic readamxiety scale?

2. What are the underlying factors of academicirgpdnxiety?

To answer these questions, the initial pool ofesg&ims was drawn from college students’ responses
to a sentence completion exercise. Based on aaéblgecifications for a 25 item scale, a prelimyna
reading anxiety scale with 40 items was assembiet feelded to 125 college students for pilot
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testing. The initial scale was subject to religpiinalysis and factor analysis using SPSS v.17.

Method

Instrument

The study intended to develop a 25 item acadenadimg anxiety scale. Based on the table of
specifications for the scale (see Table 1), thenstavere distributed across the following sub-
components: physiological limitations of the read¢B), text form-related difficulties (5), text
content-related difficulties (6), vocabulary-rekhtdifficulties (4), distractions within reader (4hd
external distractions from people and environmaht (

Generating the Reading Anxiety Scale’s Initial ItBwol

To make sure that the items comprising the acadeeading anxiety scale being developed was
grounded on the L2 readers’ experiences, 93 stademh two intact college freshman classes were
asked to do a sentence completion exercise.

To draw out the students’ reading anxiety expesenwhen they read texts related to their
coursework, they were asked to complete the phid&en | am reading for academic purposes
(school-related reading tasks), | feel anxious when

The sentence completion exercise yielded a totaDéfstatements from the students. Statements that
contained similar or related ideas were groupectttay. Six groups of ideas emerged from this
sentence clustering. Each of the 6 sentence clustas given a label, and in turn, served as this bas
for the six sub-components of reading anxiety distethe scale’s table of specifications (see Table

Table 1 : Table of Specifications for Academic Reading Anxiety Scale

When | am reading for academic purposes
(school-related reading tasks), | feel anxious when

Sub-components of Reading Anxiety TOTAL
1. Physiological Limitations of readers 3
2. Text Form - Related Difficulties 5
3. Text Content - Related Difficulties 6
4. Vocabulary — Related Difficulties 4

5. Internal Distractions :
Emotions/Mental States/Attitude

6. External Distractions from People a1%
Environment

TOTAL 25

Based on the scale’s table of specifications, @iaipool of scale items (N = 40) was drawn frome t
206 students’ responses in the sentence complatiivity. The scale followed a 6-point Likert scale
from strongly agree (1), moderately disagree (d)dlypndisagree (3), mildly agree (4), moderately
agree (5) to strongly agree (6). This preliminargls contained 40 items and was pilot-tested on 125
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students.

Below is a sample of items from the preliminarylsca

1. | don’t get enough rest or sleep. 1 2 3 4 5 6
2. the text is too long. 1 2 3 4 5 6
3. the topic is unfamiliar to me. 1 2 3 4 5 6
4, | am not in an appropriate place to read. 1 23 4 5 6

Participants

There were 125 participants (89 female, 32 mald, 4auid not specify their gender). The students’
ages ranged from 15 years old to 19 years old.tigércent of the participants belonged to the 16-
17 year old age range. The average age was 17gldaSee Table 2 below.

All of the participants were undergraduate nurshglents, enrolled in Reading and Thinking Skills
for Academic Study, a general education languageseorequired for all freshman students of the
university. The University is private sectariargdted in an urban setting.

Table 2 : Age and Gender of Participants (N=125)

demographic da %age
male 32 | 25.€
female 89| 71.2
did not indicate gend 4 3.2
average age 17
minimum ag 15
maximum ag 19
15 yrs ol 1| 0.8
16 yrs ol 33| 26.4
17 yrs ol 67 | 53.€
18 yrs olc 19 | 15.2
19 yrs ol 5 4

Results

Data processing and analysis was done using SASSRactor analysis (FA) was used to determine
whether the items of the scale measured readingtgn)XCronbach’s alpha was used to measure
internal consistency of items in the reduced scale.

Research Question 1
What is the reliability of the academic readingiatykscale?

The Cronbach’s alpha of the 40 item scale was 0.B88ed on the initial run for internal consistency
there were only two items that would yield a highvadue of Cronbach’s alpha when deleted,
specifically Items 6 and 9 (see Table 3). After ogal of items 6 and 9, Cronbach’s alpha increased
from 0.898 (N=40) to 0.900 (N=38). Removal of ariytlee remaining items would either just yield
the same Cronbach’s alpha value of 0.898 or lotver i
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Table 3 : Internal Consistency of 40 Iltem Scale

Item-Total Statistics

Scale Mean (Scale Variance |Corrected ItenmCronbach's Alph
Item Deleted Item Deleted Total Correlation|if Item Deleted
Item 1 182.91 442.553 .227 .898
Item Z 183.0: 431.96¢ A42¢ .89t
Item & 183.5¢ 430.52: .454 .89t
Item 4 183.30 431.268 .500 .895
Item 5 183.29 436.273 .329 .897
Item € 183.11 441.77¢ 212 .89¢
Item 7 183.97 430.29: A1€ .89¢
Item 8 183.35 437.694 .278 .898
Item 9 183.52 444,544 174 .899
Item 1C  ]183.0¢ 431.80! 431 .89t
Item 11 ]182.9: 435.44: .37C .89¢
Item 12 ]184.35 430.296 404 .896
Item 13 ]184.66 432.340 .380 .896
Item 12 ]182.8: 435.55¢ .38¢ .89¢
Item 1f  ]182.9: 432.21. 452 .89t
Item 16 ]182.90 434.153 440 .895
Item 17 ]183.29 434.598 .327 .897
Item 1¢ ]183.1¢ 434.36: .3517 .897
Item 1¢  ]183.6¢ 422.42: .67% .89z
Item 20 ]183.65 422.228 .583 .893
Item 21 ]183.69 421.095 .619 .892
Item 22 ]183.7¢ 420.70¢ .61E .89¢
Item 25 ]184.1f 425.96¢ A44¢ .89t
Item 24 ]183.66 427.429 .509 .894
Item 25 ]183.99 420.333 .626 .892
Item 2¢ ]183.7: 427.39¢ .46( .89t
Item 27 ]183.1: 435.91¢ .32¢ .897
Item 28 ]183.75 428.482 .456 .895
Item 29 ]183.12 427.457 420 .896
Item 3C ]182.3¢ 439.77¢ 311 .897
Item 31 ]182.5¢ 437.41¢ .341 .897
Item 32 ]182.45 437.762 .393 .896
Item 33 ]182.19 445.762 .295 .897
Item 3¢ ]182.8¢ 432.20! 46t .89t
Item 3t ]182.27 442.81¢ .35¢ .897
Item 36 ]183.04 431.779 440 .895
Item 37 ]182.41 443.138 .280 .897
Item 3¢ ]182.3¢ 440.46° .357 .897
Item 3¢ ]182.5¢ 439.87: 337 .897
Item 40 ]182.61 443.426 .252 .898
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Research Question 2
What are the underlying factors of academic readimgety?

In order to answer the second research questiotgrfanalysis using SPSS v.17 was performed on
the data set for 125 respondents for the 40 itéaliscale.

Using Varimax rotation, the 40 items of the scaladed on 6 principal factors, which accounted for
53.113% of total variance of the construct readamgiety. Factor 1 explains 21.58% of the total
variance while the subsequent factors (factors &) tonly explained small amounts of variance (see
Table 4).Table 4 : Total Variance of 40 item

Total Variance Explained

Initial Eigenvalues Extraction Sums of Squared Loadir|Rotation Sums of Squared Loading
Comp % off Cumulative % off Cumulative % offCumulative
onent]Total |Variance |% Total Variance |% Total Variance |%

1 8.63¢ |21.58t 21.58¢ 8.63¢ 21.58¢ 21.58¢ 5.60( 14.00! 14.00!
2 4.761 ]11.903 33.488 4.761 11.903 33.488 5.570 13.924 27.925
3 2.407 |6.017 39.505 2.407 6.017 39.505 3.055 7.639 35.563
4 2.087 [5.218 44.722 2.087 5.218 44.722 2.848 7.121 42.684
5 1.774 |4.434 49.156 1.774 4.434 49.156 2.185 5.463 48.147
6 1.58: |3.95¢ 53.11: 1.58¢ 3.95¢ 53.11: 1.98¢ 4.96¢ 53.11:

Listed below are the 11 items which loaded heasityFactor 1 (text form). These accounted for
21.585% of the variance. See Table 5 for the fdotmting of the scale items.

the text is too long.

the topic is unfamiliar to me.

| encounter a lot of technical terms

| can’t understand difficult words.

| encounter scientific terms or technical terms.
the topic involves scientific terms

| encounter words | don’t understand.

there are no pictures, diagrams, flowchartgngrvisual materials in the text.
I encounter complicated sentence structures

| can’t absorb what I'm reading immediately

| don't agree with what is stated in the text

RBboo~NooO WD

= o

On Factor 2 (conducive reading conditions), theeeavalso 11 items that loaded on it, namely :
1. | have adequate sleep or rest
2. the environment is quiet.
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2.
3.
4
5
6
7

| see that the text is short.

| am familiar with the topic

there are no technical, scientific terms ancherattical formulas.
| am physically well.

there are only few concepts and ideas fountdertext.

the room is sufficiently lit.

| can connect the text to previous lessons.

| am not hungry.

there are pictures and diagrams found in tkte te

even items loaded on Factor 3 (text content):

I know that | couldn't finish reading accorditgmy time frame.
| can’'t get the main idea for a specific topic

| can’t figure out the main idea of the selegtio

it is connected to past lessons that | haventetstood

I’'m stuck on a page for an hour.

| can not relate to the topic.

| have to memorize what | am reading.

Factor 4 (conditions) had six scale items loadedt,omhich were related to physiological conditions
or external conditions that affected the readenvgl of anxiety.

oukrwnpE

| don’t get enough rest or sleep.

| am feeling hungry

the environment is noisy.

someone is talking to me when | am reading
| am not seated in a reading position.

| am not in an appropriate place to read.

Factor 5 (focus) had 4 items, which pertained tisasions that cause the readers to lose their focus

1.

2.
3.
4,

my mind is drifting off or daydreaming.

| find the topic irrelevant or uninteresting.

a lot needs to be read within a certain amofitime
I am not feeling well or when | am sick

There was only one item that loaded on factor G&lor’t seem to progress because my mind feels
saturated. There might be a need to reclassify ittim under another factor, or it can be just a
redundant item, and thus can be deleted from thle.sc
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Table 5 : Factor Loading of the 40 items

Componer
1 2 3 4 5 6
ltem 2z  |].80C .13¢ A1C .05z -.004 71
ltem 19 |.774 164 .085 .140 A12 247
ltem 20 |.755 .037 .029 110 79 .255
ltem 28 |.714 127 311 .18¢ -.04¢€ -.224
ltem 2 704 -.10z .03¢ .08¢ J11C .181
ltem 4 .635 .005 241 .054 79 -.207
ltem 2 .622 .213 .078 -.213 .050 .019
ltem 7 .54z -.09: .30¢ .201 -.071 -.19C
ltem 15 |.49¢ .01z .13€ 27¢ -.22¢ .49C
Item 23 |.460 137 .245 -.115 .386 -.084
ltem 13 |.440 -.055 .208 276 -.021 -.052
Item 3¢  |-.00Z .80C .05€ -.01¢ -.02¢ .13¢
ltem 37 [-.07C 771 -.06( .13C -.047 -.00¢
ltem 39 ].063 .740 -.138 -.001 .089 .226
Item 35 ].002 .681 137 .082 .050 -.072
ltem 3C ].067 .67¢ -.02¢ 141 A2z -.397
Item 3¢ ].10C 672 21z 174 -.00€ -.08¢€
ltem 36 ].199 .669 134 -.078 -.104 .326
Item 33 |.015 .650 .109 -.078 .034 -.022
ltem 3z ].09C .61C .13: -.037 .052 .29z
ltem 4C ].151 .58¢ -.17¢ -.101 .13C -.02¢
ltem 31 |.015 .563 -.076 .485 .094 -.265
ltem24 |.202 .298 .675 .035 .006 -.020
Iltem 27 |.001 -.02C .654 -.05: 444 .161
ltem21 |.471 7€ .587 .02t .12C -.00z
Iltem 17 |.198 -.137 .532 .143 .023 163
Iltem 26 |.387 .000 .522 .023 .138 .000
ltem2¢ |.211 .03¢ .36¢ .32¢ .02z 27¢
Iltem2¢ |.271 121 .352 .051 .28t .297
Item 8 .060 -.028 .157 731 -.106 .015
Iltem 18 |.111 .049 .042 .728 151 .047
Iltem 1z |.222 .08¢ -.01¢ .56( .13C .32¢€
Item € -.01€ -.117 21¢ .45¢ .34¢€ -.08¢
Item 1 .276 .108 -.014 .403 -.181 -.383
Item 9 -.076 .193 -.169 401 .355 .088
Item £ 117 -.01¢ A7z .151 724 .04C
Iltem 11 |.201 .13¢ .04C .19¢ A6¢ .14¢
Iltem 10 |.336 .185 .231 -.050 444 .020
Iltem 14 |.239 197 410 .220 -.434 .225
Iltem 1€ |.11% .19: .29¢ .15¢ .20¢ .594
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Discussion

To sum up, the 40 item-reading anxiety scale’s rirete consistency had a Cronbach’s alpha
coefficient of 0.898. The scale item accounts f¥Svariation of the latent variable, reading anxiet

The 40 items of the scale loaded on 5 factors: fiexxh (21.58% of variance), conducive reading
conditions (11.90% of variance) , text content 260of variance), conditions (5.23% of variance),
and focus (4.43% of variance).

In order to further develop the reading anxietylessareliability and validity, the following
recommendations have been made:

1. Increase the number of items of the scale keaat 30 items.

2. Make the initial item pool at least twice as mas the desired or final scale.

3. Field the scale to a larger group of participdram different year levels in the university.
4, Include participants from local college or statéversity.
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WHERE ‘THE RUBBER HITS THE ROAD’ IN INTERNATIONALIS ING UNIVERSITIES:
A SUMMARY OF TRACK ONE, ‘INTERNATIONALISING THE STU DENT BODY:
INTERNATIONAL STUDENT RECRUITMENT, SUPPORT AND EXCH ANGE’

Abstract

This paper presents an overview of the Track Omdetence presentations organised under
four main themes that emerged in the discussiohente One: The use of new media is
increasing, but remains not well understood; Thém®: The need for global models of
international partnership to help unsophisticateiersities get into the global market; Theme
Three: The importance of managing through data Bmeime Four: The differing levels of
international engagement across Asian universities.

Robin Buckham, Deakin University
robin.buckham@deakin.edu.au

There were a total of fifteen presentations in Kr@oe at this year's Conference. While presentation
in the topic area varied widely, some interesthmgntes emerged.

Theme One: The use of new media is increasingemains not well understood.

Tim Winkler from Australia presented a very detdifgper based on research about the use of
various forms of mobile technology and the différeands and habita across Asia: for example while
the rate of growth in fixed phone use is slowingrgwhere, and the rate of mobile device use is
climbing, these rates are not similar in every ¢cogurRecommendations from the research include
embracing the use of Apps, and mobile technologg,rasponding very precisely to the needs of
universities’ own student cohorts.

The rise of smart phones was described - therpradicted to be more of them by 2012 than PCs,
and by 2015 the majority of internet and emailficakill be via smart phone.

An example of mobile phone use as a pedagogichindapanese universities is evident in the
recently published study by Gromik (2012) and xpected that more research will be forthcoming
in the emerging field of mobile phone use for higbaucation.

Josef Schedler from Thailand gave a case stutheafise of social media and technology in
reinventing internationalisation for Gen Ys.

Many questions greeted these presenters and itleasthat not all conference attendees, or indeed
their universities were technically savvy! Hraskinsnd Dennen’s (2012, p.1) review of the special
issue of Internet and Higher Education reportshengrowing importance of social networking in
higher education. In discussing the special istheeauthors report that “papers in this specialdéss
represent a broad view of social media use in mighacation. The authors explore both how social
media can be integrated in classes to supportfbotial and informal learning, and how social media
might serve other needs in higher education irgiitg, such as community building and information
sharing.”

Theme Two: The need for global models of intermalipartnership to help unsophisticated
universities get into the global market.

Many universities new to internationalisation fidelveloping partnerships a daunting task. A
presentation on UMAP by Albert Wei-min Tang fromiWan set out the advantages of using an
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established global network as a vehicle for unitiessnew to internationalisation to engage across
the region.

Tamoaki Wada from Japan continued this theme bgrithsg the advantages of sending post
doctoral students off shore for a period. The tedaiesearch he outlined showed that while students
were concerned that leaving Japan would prejutiier tareer aspirations, in fact those that digdea
produced more publications, and with internatianahors, than those who did not take up the
opportunities presented to them. Likewise, a restmty by Brooks, Waters and Pimlott-Wilson
(2012) confirmed the importance of students stuglgibroad to improved educational outcomes.

Theme Three: The importance of managing through.dat

Many papers spoke to the need to convince intemmélexternal audiences, ranging from the
University President, to governments and other ifupdodies, about the value of international
education; and many saw data as the best way tioiglo

Jeremy Breadon from Australia spoke about the itapoe of language policy settings in
operationalising internationalisation in universiti and of the need to measure success (or otle¢rwis
with data.

Maria Victoria Calabrese from The Netherlands dbsd the use of the Educational Testing Service
(ETS) in the development of culturally competeaffsn universities, an area of key importance for
successful internationalisation.

Kim Kyo-seong form South Korea detailed a very coghgnsive plan for recruiting highly talented
international students for graduate programs; age®that involved measuring outcomes to achieve
internal buy in.

Theme Four: The differing levels of internationaagement across Asian universities.

While there were many similarities in universityagmationalisation described during the Conference,
there were also significant differences, both mgoals outlined and their implementation.
Comparative papers such as from Mohd Tajudin Nihfygen Malaysia outlined approaches to
international mobility program implementation acédso universities.

Comparative papers emphasised the importance afevising programs that met local needs, being
creative to achieve outcomes, and measuring wizthieved.

Theme Five: The increasingly outcomes driven argdpiatic nature of internationalisation in
universities

Many presentations were pragmatic; academics ectlet successful internationalisation has to move
from the theoretical, to the development of sodihtionships, and programs operationalised in the
real world.

Nigel Healey spoke movingly about his experiencethé New Zealand Earthquake and the
opportunities it presented to foster internatistatient involvement locally.

Neelam Ramaiah from Japan described similar expegeduring the tsunami. A recent study by
Dabner (2012) from the University of Canterburyliogtss the important role the social media and
smartphones played in university and student resgxoto these events.

Jane Jackson from Hong Kong detailed her prograunar pre sojourn decision making for exchange
students.
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Lucila Bance from The Philippines described studentices that promote academic excellence and
success, and Micael Talbot from Thailand outlinesdpnogram for transferring ownership of English
conversation from classroom to community.

All of these presentations (and many others) ttdes about where ‘the rubber hits the road’ in
internationalising universities: real people workio foster a culture of a wider world view, and
implementing programs that deliver graduates bettepared for a modern Asia.
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FROM CSR TO USR: A STRATEGIC USR MANAGEMENT

FRAMEWORK
Abstract

CSR (Corporate Social Responsibility) while widdsfined and researched, has evaded a
holistic agreement on what CSR is. But CSR haslyslbeen argued and accepted over the
last decades as’legitimately what organizationsddado towards a successful organization
in a healthy society that adheres to the triplettotline of profit, people and planet for
sustainability”. While widely applied to businesscan also be argued that universities as
organizations should also be socially responsibledciety. Universities as pillars for human
development that produce graduates for society Ishba “socially responsible” towards
their human product and their potential stakehoderho affect the future of business and
society. University as derived from ltatin “universitas magistrorum et scholarium” means
"community of teachers argtholar$ designate a key university role as the hub of hom
development through teaching and learning. A kegaech issue is what and how CSR can
be adapted to universities and how the universitaes strategically manage its social
responsibilities. This paper will review the CSRneoeptual foundations and propose a
strategic management framework of USR that is goatied to balance the management of its
internal and external stakeholders’ social respbildgies through its value creation
processes.

Teay Shawyun, Awad Al-Karni, Mansour Al-Shehri, RaksAl-Hamali, King Saud University, Kingdom of
Saudi Arabiajerry182122@yahoo.com

Introduction

Corporate Social Responsibility (CSR) has been hidescussed, argued (Friedman, 1962
and 1970; Caroll, 1974 and 1991; Davis, 1973; BEpséed Roy, 2001) and researched
(Dahlsrud, 2006; Heslin and Ochoa, 2008) over éisedecades, but it has eluded a definitive
and standardized concept as accepted by all (COM,Z) Ethos Institute, 2007). It has also
been discussed from the Corporate Social Perforevgecspectives (Hocevar & Bhambri,
1989; Sethi, 1979; Preston, 1978; Ullimann; 1985rtitkaand Cochran, 1985; Wood, 1991)
and its impact on the financial bottom line (Marg@nd Walsh, 2003; Orlitzky, Schmidt and
Rynes, 2003) and the firm’s competitiveness (Konhgl.e 2002; Burke and Logsdon, 1996;
Porter and Kramer, 2002 and 2006; and Weber, 2008)ugh there are multifarious and
diverse perspectives, approaches and frameworkst i this literature on CSR are
converging into some widely accepted aspects thaempin the CSR directions for the future
of CSR. This key convergence is the generally askedgement and acceptance of CSR
with respect to 1) the basic triple bottom line*péople, planet and profit” or the economic,
social and environmental aspects that most firmsulshaim to achieve; 2) there is an
“ethical” and a “moral” dimension of the firm towds its stakeholders, both internal and
external; 3) that a successful organization striaed succeed in a healthy society that is
sustainable.

Cases and arguments for CSR (Caroll, 1974; Da@$31Epstein and Roy, 2001) centers
around: 1) long range self-interest of firms througcreased market share (Epstein and Roy,
2001 and long-term survival (Kong et.al., 2002);p2plic image through improved image
and reputation (Epstein and Roy, 2001), 3) viabilaf business through employees
motivations, risk management, cost reductionsethfftiations, efficiency gains (Turban and
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Greening, 1997, Schaltegger and Buritt, 2005), ueso preservations (Rondinelli and
London, 2002) as CSR can improve competitivenesa obmpany (Burke and Logsdon,
1996 and Weber, 2008) through process and prodemefibs (Porter and van der Linde,
1998) and positively related to financial perforrmar{Margolis and Walsh, 2003; Orlitzky,
Schmidt and Rynes, 2003) like tax advantage, figd@dvantages and better capital access
(Schaltegger and Frigge, 1998); 4) avoidance oegawent interventions and regulations; 5)
responsibility toward social and cultural normsg &) stockholders interest.

Theoretical foundations of CSR

Caroll's Pyramid of CSR (1991), argues that there 4 main components of CSR: 1)
Economic responsibilities as business organizatiares created as economic entities to
provide goods and services that consumers needkdamted at an acceptable profit in the
process; 2) Legal responsibilities as a “social@m” to pursue economics missions within
the framework of law; 3) Ethical responsibilitiegshat embodies standards, norms or
expectations that reflects a concern for what ttaé&eholders want and with respect to
protection of their moral rights and obligations do what is right, just and fair and 4)
Philanthropic responsibilities as a good corpotizen that contributes resources to the
community and improve quality of life. Heslin ancti@®a (2008) used the term CSR and
corporate sustainability synonymously as: envirom@lesustainability that uses scientific
insights to reduce the environmental footprint mfoaganization’s operation and product and
human sustainability that involves creating an tdpé, developmental and healthy
workplace that creates and delivers value to stakiehs who include suppliers, customers,
and community at large. CSR is also defined as dacept whereby companies decide
voluntarily to contribute to a better society andl@aner environment” (COM 2001, 4) and
by “integrating social and environmental concemgheir business operations and in their
interactions with their stakeholders” (COM 2001, 6)

Dahlsrud, A., (2006), conducted an analysis of 3&filitions of Corporate Social
Responsibility and surmised that there are 5 mamedsions of environmental, social,
economic, stakeholder and voluntariness which aréne with most of the fundamental
research directions into CSR, which is also in suppf Caroll's Pyramid (Caroll, 1991) and
the main Stakeholder's theory (Freeman, 1984; Eead Freeman, 1988). Another
alternative of CSR is the CSP (Corporate Sociatlopmance) (Hocevar & Bhambri, 1989;
Sethi, 1979; Preston, 1978; Ulimann; 1985; Warticki Cochran, 1985) that culminated in
Wood's (1991) revisit to CSP Model of its principl®f legitimacy, responsibility and
managerial discretion; processes of environmestakeholder and issues assessment and
management, and outcomes of social impacts, pragramd policies, and the 4 CSR’s
economic, legal, ethical and discretionary domains.

The stakeholder theory of Freeman (Freeman, 1984n Eand Freeman, 1988) defined
stakeholders as members of groups whose existeasenecessary for the survival of the
firm — stockholders, employees, customers, sumplil|xcal community and the managers
themselves. This is a re-argument of Friedman'sicgtathat “the main purpose of the
corporation is to make profits for the stockhold@rsedman, 1962 and 1970). Bowle (1991)
supported the Freeman’s theory of the managerlk was to promote the rights of the
various stakeholders. This is in support of the darsustainability as the stakeholders are the
basic human capital assets which require the farhanor a moral minimum, of which the
guality of the workforce is a paramount issue (Bnwl991). The end-outcome of CSR
(Knox and Maklan, 2004; Bhattacharya and Sen, 2@t&)affects the stakeholders in terms
of benefits to company, consumer and cause are:RE€Menue — Customer preference
(Willmott, 2001 and Mitchell, 2001), customer reien (Know and Walker 2001 and 2003)
in its behavior and modifications (Bhattacharya &@eh, 2004), employee productivity
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(Reicjfield, 1996) in terms of its awareness, htttions, attitude, attachment (Bhattacharya
and Sen, 2004), (2) Cost (Kong, et.al, 2002)— Egg®#aetention, waste and energy, (3) Risk
— Permission to operate, revenue volatility, disagsustainability). The ethical and moral
duty of the organization that cuts across the mssirand society interdependence is best
defined within the strategic and CSR dimensionghef Ethos Institute (2007, pg. 78) as:
“CSR is a form of management that is defined byetiécal relationship and transparency of
the company with all the stakeholders with whorhas a relationship as well as with the
establishment of corporate goals that are compatiith the sustainable development of
society, preserving environmental and cultural veses for future generations, respecting
diversity and promoting reduction of social prob&m

In addition to the Agency theory (Friedman, 197y ahe stakeholder theory (Freeman,
1984; Donaldson and Preston, 1995; Jones, 1995k #Hre also the theory of firm approach
that looks at the supply — demand perspectivespis— benefit analysis and the use of CSR
to attract stakeholders (Baron, 2001; FeddersenGitigian, 2001; Williams and Siegel,
2001 and Waldman, et. Al., 2004). Freeman (1984dfedtthat the managers’ policies and
actions which is a self-serving behavior (Friedmafy70) should not only look at the
stockholders, but enlarge its constituents to $takkers to include workers, customers,
suppliers and community organizations. All theseusth be conducted with a basis of trust
and cooperation (Jones, 1995) that have an ineetdibe honest, ethical and has a moral and
ethical dimension (Donaldson and Preston, 199Xessuch behavior would be beneficial to
the organization. The stakeholders’ theory is suggoby the theory of the firm model of
CSR as the manager are agents of the firm, andidgbavior towards the stakeholders use of
CSR strategically to attract socially conscious stoners in conjunction with the
market/business strategy (Baron, 2001). The lef/#efirm’s adequacy to support CSR can
be determined through the cost-benefit analysis\iilmams and Siegel, 2001) and through
the reduction of information asymmetry to the costos (Feddersen and Gilligan, 2001).

In addition to the above, the resources-based (itavt, 1995) asserts the view that social
responsibility can constitute a resource or a ciéipathat can lead to a sustained competitive
advantage through the “social attribute” of thedwa which is valued by the customer (Hart,
1995; McWilliams et. al., 2002; McWilliams and Setg2001). Both the resource-based
view and theory of firms have strategic implicadiMcWilliams, Siegel ad Wright, 2006) in
the following areas of:

* Being an integral element of the differentiatiorastgies of the organization at the strategic
or the business level and as such, should be @mesidhs a strategic investment in the value
to the customers. These would affect more of theica differentiation whereby the
consumers would prefer one product to another rdtiiegs being equal for specific reasons,
as opposed to horizontal differentiation whereby donsumers select a product based on
taste rather than rationalized quality aspects.

« Being viewed as an “image or reputation builder’ewdby the firm can generate a set of
predictions of its investment pattern in CSR. As tonsumers do not know the internalized
moral applications within the firm, organizationdlvpublicize their CSR activities through
annual reports of their CSR activities to makeahsparent to the consumers which constitute
advertizing or public relations activities.

Issues pertaining to Corporate Social Responsibilit ies

Though there are many studies and frameworks on, @feRe are still unresolved theoretical
and empirical issues (McWilliams, Siegel ad Wrigl2006) relating to the strategic
implications of CSR. The theoretical issues covee tonsensus of the definition and
constituents of CSR that can range from busindssstenvironmental policies, and triple
bottom line responsibilities to corporate sociatfpenance to corporate philanthropy to
corporate citizenship. This is compounded by tlo¢ ¢4 different countries’ orientations that
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can range from individualist ideologies (that valséort-term betterment of individual which
is more characteristics of the US) to communitarts@ologies (that emphasizes the needs of
the community and benefits of consensus which issneommon of the Eastern world and
European Union) (Lodge, 1990). This was confirmadMaignan and Ferrell's (2003)
research into the perspectives of American, Freamuth German consumers towards CSR
based on Caroll’'s model. Key findings showed tleappndents do not judge economic duties
to be CSR to the same extent as legal, ethical pduildnthropic responsibilities whereas
corporate responsibilities toward employees, custsnand communities were significantly
correlated. In terms of ranking, American’s indivadistic ideologies ranked economic and
legal responsibilities first followed by ethical darphilanthropic responsibilities whereas
communitarian ideologies ranked legal and ethiocasponsibilities first followed by
philanthropic responsibilities with economic resgitilities last. These are also hampered by
cross country and cross cultural differences in hbes organization and its activities is
regulated, organizational differences and expemtatdue to cultural and traditional values
systems and differences. This could lead to sme€lffR strategies that could be strategic
CSR, altruistic CSR or even coerced CSR (Hustedandesus Salzar, 2006).

A second main issue is the empirical issues. Ddapgnidow the researchers define their
version of CSR, this would affect thematically aachpirically the research focus. This
affects the measurement aspects of the cost arefitseaf CSR which is affected by the
definition used, the definitive approach basedendefinition which can range from event
studies to regression analysis based on the natuhe CSR event or action which can range
from human resources decisions (Abowd et.al., 1998) layoff (Worrell et.al., 1991),
divestments (Posnikoff, 1997; Wright and Ferri92;%and Teoh et. al., 1999), plant closures
(Clinebell and Clinebell, 1994), overall firm inde CSR (McWilliams and Siegel, 2000;
Waddock and Graves, 1997; McGuire et. al., 1988)iasissues (Hillman and Keim, 2001).

A key question is that with the very diverse andtifawious approaches and understanding
of CSR, the issue of what and how the firm or oizmiion can strategically manage CSR is
still elusive. While the CSR fundamentals and pples of CSR are still widely debated in
the business communities, some of the same issuealso be questioned of the operations
of a university as an organization. With public dimg becoming scare, university being
more corporatized, commercialized and competitiveough student mobility and wider
access, and the education for all principle, greated ease of information access and
availability to diverse information in the knowlezlgociety, a university is in the public
limelight of its social responsibility and is undire microscopic lens in the newer social
order and knowledge society.

University Social Responsibility

Much has been written on the CSR from the busimeganization perspectives. Though
universities have been in existence for centurgetha foundations of education for all and
the development of human sustainability, a key toesis the relevance of social
responsibility of the university which can be tedmas “USR - University Social

Responsibility”. What is the context of USR withihe university and what are the
mechanisms that are in place to manage USR redpprisiward the society at large.
Changes and challenges facing universities thactafthe universities’ operating scenario
were discussed by Vukasovic (2008) and Felt, (2003grms of mass expansion of higher
education, internationalization, student access studient mobility, decrease in public
expenditure, diversification of higher educatioapenercialization of higher education, and
impact of ICT. All these have impacted on the dyadif the education value delivery in the
notions of autonomy, and academic freedom, its gimgnfocus and responsibilities towards
society (Vasilescu, et. al.,, 2010). Nagy and RoBB08) highlighted the fact of the
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corporatization of the universities and the inceebsall as a good corporate citizen. While
not explicit, universities had been practicing USR a piece-meal basis as envisioned
through their visions and missions statements.os<sectional analysis of the ranked Asian
universities’ visions and missions discerned tHéS®& stated implicitly and explicitly as:

» Envisioned outcomes desired of university

community of learners and scholars who value thsyuof new knowledge in society

of learning and arealued members and leaders of society, and glotizis effective in
diverse settings

graduates who areell-balanced in knowledge and wisdom and are afdgoharacter
intelligent, able to think rationallypehave morally and ethically, possess life and
leadership skills, conscious of public and commondjpractice good governance and
are socially responsible, world view competency and petent to compete in
international job markets, and aecially responsible global leaders

> Envisioned contribution of university

betterment and benefit of potential of localityciety and mankindhrough raising,
strengthening and transforming community and natipotential, services to community
for social, community engagement and outreach, econamicnational development,
preservation and enhancement of national heritagets, religious, cultural and socio-
cultural, socio-economic building that increase anhbieve sustainable development and
negotiating powecompetitiveness of countiy the world community and ensuring the
well-being, welfare, justice, security and sovemgygof the country and the world by
upholding social and humanity values and in readjzieace.

develop local human resources, nurtareative and entrepreneurial leaders with quality
and virtue for societyin a society of learning and wisdom through adbdgg for
acquisition of knowledge, in a variety of dimenspiriormats and platforms through
wealth creation, nation building and universal horadvancement

development of a dynamic, learned and morally gfreociety through contributions for
the greater good of society while generating s@emechnologies and arts beneficial to
and advances society with quality, beneficial andt@nable research, creativity and
innovation and accountability for national and inedional society

advancement of the world civilization by producitgygraduates who have global insight,
tolerance, sense of love for peace and high acadeaahievement with commitment to
National Development and Social Responsibility gnasue universal principles that
relate activities to the needs of the people amdr thspirations for social progress and
transformation

generate, advance and disseminate knowledge aminigaexpand human knowledge
through quality research and education for theonatind for humanitywith deep sense of
social responsibilityin improving the quality offdi in society andharmonious
development of moral and intellectual virtuasthe implementation of university social
responsibility

It is noted that these dimensions are discussedhahdled variously in the Ethos Institute defioiti

of strategy and CSR (2007) as management definglebgthical relationship and transparency of the
company with all the stakeholders, its relationstdp well as the establishment of corporate goals
that are compatible with the sustainable developroksociety, preserving environmental and

cultural resources for future generations, respgdiversity and promoting reduction of social
problems. In reality a key question is what and tio@se envisioned outcomes and contributions have
been systematically applied and implemented as WdSke university’s prioritization for

sustainability.
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Status of USR practices

What is actually being believed and practiced biyensities in their USR is still open to debate and
these are practiced within their own interpretagtiand understanding of what USR is and what
constitutes USR to be achieved. Since it is stilbpen field and open for discussions and debates,
most of what the universities practices as USRnditd@n the requirements of quality management and
accreditation requirements. Directly or indirectlye accreditation standards and quality management
standards in most countries have a “community’sacfal engagement” criteria. These can range
from small community services or academic servihasare rendered free of charge to the larger
community to hosting a community or involvementted community in its university life. A review

of the main accreditation systems that includesoartmunity relation” or “social engagement” or
“academic services” criteria shows that most ofuheersities will work within the confines of thees
standards and criteria to fulfill or meet the miomm criteria.

These community and academic practices which thersities consider as social responsibility or
responses to the community loosely define and cthvepractices of USR as it is understood.
Academic service to society is a key mission ohbrgeducation institutes. Academic servicing refers
to the fact that the educational institution ishie position on which the communities could relyiso

an academic reference point, or performs any fanstivhich impact the development of learning and
knowledge of the communities, as well as improvimgstrength of the community, the nation, and
other countries. Academic service projects whichdot the development and strengthening of the
community refer to those being organized or opdrhtethe institution and result in the improvement
of the community in various aspects and make ftrediant according to its potential. These could
include recognized services which are nationallintarnationally recognized under the responsipilit
of the institution. Being an academic service cemteans the institution or a program has a ceater,
regularly organizes academic activities or theituison functions as an academic reference poimt, o
which the communities could rely for academic s&gj or it functions in any ways that impact the
academic and knowledge development of the comnasnidind is nationally or internationally
recognized.Areas of community support appropriatérfclusion might include efforts to strengthen
local community services; community education;eéhgironment, including collaborative activities

to conserve the environment or natural resourcebspaactices of professional associations.

Based on these quality criteria, there are prosemseé mechanisms in the delivery of academic
service that are tangible in forms and formats. dihjectives of academic services are determined by
the operations plans and frameworks to provide ewédservice by the faculty and department.
There are follow-ups, evaluation and control me@raa and support systems in its performance
based on the mission of academic service providadtiety by the school human resources which is
consistent with the school and institute objectigzhool's support of key communities, include the
contributions of their senior leaders, workforaeg atudents.

In retrospect, these school and institute's leaskeess responsibilities to the public, ethical
behavior, and the need to practice good citizendgjaders should be role models for the
school and institute in focusing on ethics and geton of public health, safety, and the
environment. Protection of health, safety, and ém®ironment includes the school and
institute's operations. Practicing good citizengigifers to leadership and support within the
limits of a school and institute's resources of liglp important purposes. Such purposes
might include improving education in the communipyrsuing environmental excellence,
practicing resource conservation, performing comitguservice, and sharing quality-related
information. Leadership also entails influencindghest school and institutes, private and
public, to partner for these purposes. Planning tfegse social responsibilities entails
anticipating adverse impacts that might arise ailitees management, laboratory operations,
and transportation. Effective planning should prévproblems, provide for a forthright

response if problems occur, and make availablemmdition and support needed to maintain
public awareness, safety, and confidence.
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Issues pertaining to USR

In a wider sense of social responsibility, schaul @stitutes should not only meet all local,

state, and federal laws and regulatory requireménisthey should treat these and related
requirements as opportunities for improvement "ipelyanere compliance.” Schools and

institutes should stress ethical behavior in adlkeholder transactions and interactions.
Highly ethical conduct should be a requirementraf ahould be monitored by the school and
institute's governance body.

Managing social responsibility requires the usemgropriate maangement approaches and measures
and leadership responsibility for these approaemesmeasures. The schools or universities need to
addresses their current and future impacts ontyoiciea proactive manner and how they accomplish
ethical practices in all student and stakeholderactions. University administrators need to idgnt
support, and strengthen their key communities asgb@ood citizenship practices. They will need to
define performance indicators to ensure that tlieakoonciousness and responsibility meet the basic
requirements and expectations of the stakeholders.

As such, some of the issues pertaining to CSRanbilsiness can be relevant to the universities in
terms of:
« What is the role of social responsibility withiretbontext of the university and what would it
mean to the university as a definitive part of ulhéversity mission?
* What is the generic social responsibility or mataty of the university to the society at large
in order to define the “university social respoilgyd (USR) of an education institution?
« What existing CSR fundamentals, principles, modelérameworks can be adapted for the
USR of the education institution?
* What strategic models can be developed for the bfSRe education institution?

Based on these academic issues that will need &altheessed, issues on USR that need to be
addressed should aim to achieve the following:
* Review the role of the universities in a knowledgeiety within the context of the existing
CSR literature and determine the relevance andcayility of the CSR to the universities.
+ Determine what would constitute the USR (UniversBpcial Responsibility) of the
university.
« Determine the operational variables that the usitieshould envisage and manage as a fully
socially responsible university.
* Develop a strategic USR management model that eansbd to manage the context of a
socially responsible university in a knowledge sbci

Strategic perspectives of CSR as applied for USR

In developing a CSR strategic model, some strategiommendations (Heslin and Ochoa,
2008) are: 1) Focus on CSR initiatives throughcstmal accommodations (Carroll. 1974); 2)
Identify and engage relevant stakeholders and sd@eoups (Shocker and Sethi, 1973); 3)
Grapple with inevitable ethical dilemmas; 4) Deyelppropriate metrics like CSR KPI of
Brand Value, Customer attraction and retention, URjpn, Employee attractiveness and
Employee motivations and retentions through itsats of CSR benefits and costs (Weber,
2008) and 5) Embed in Senior Leadership with pedidormulations (Christensen, Andrews
and Bower, 1973) and rewards.

Organization sustainability involves meeting thiplér bottom line of economic, social and
environmental performance (Porter and Kramer, 20@6iter and Kramer claim that existing
CSR approach focus on the tensions between busamassociety rather than on their
interdependency as they argue that there shoulthbetegration of business and society as
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successful corporations need a healthy societyewhilhealthy society needs successful
corporations. They suggested a strategic approattoking from the inside out by mapping
out the social opportunities on the internal vatbain of its primary and support activities
and from outside in by identifying the social irdhces on competitiveness. This would help
the organization to identify and prioritize socisdues into: 1) generic social issues — those
that are not significantly affected by an organaat operations nor materially affect its
long-term competitiveness; 2) value chain sociapants — those that are significantly
affected by an organization’s activities in the is@uof business; and 3) social dimensions of
competitive context — those external environmeat #gignificantly affect the drivers of an
organization’s competitiveness in its locality opevations. These would lead to two
approaches of a responsive CSR based on these iostdand outside integrations of its
generic social impacts, its value chain impacts @gdsocial dimensions of competitive
context. These are believed to bring about a sbeiakfit and economic benefit convergence
(Porter and Kramer, 2002) that can start from s$elgahe best grantees, signaling other
funders, improving the performance of grant recifie advancing knowledge and finally
social and economic value creation on the maxirhdhpthropy value dimensions which are
context focused. This is supported by Zadek’s (2@d4l-learning which is mapped on the
matrix of organizational learning (defensive, coiapte, managerial, strategic and civil) and
issue maturity (latent, emerging, consolidating enstitutionalized.

Strategic Management models have included soceporssibility as a main element of
strategy (Husted and Allen, 2000; Pearce and DO058 whereby social responsibility has
become indispensable (Mintzberg, 1983). These wstewn to have a cause effect
relationship of the social responsibility processthe customer and financial perspective
based on a strong foundation of the learning amulvir perspective of the human,
information and organization capital assets inBlaénced Scorecard of Kaplan and Norton
(2001, 2004 and 2006). Simon (1995) used the tomdit strategic management framework
of strategy formulation, implementation and evalyatas a step-wise approach to manage
global corporate philanthropy.

Based on the rationale of approaching and mandg8R strategically as discussed above, it
is proposed that the same rationale can be apgi@danaging strategically the USR of an
institution. The key arguments are that the institualso behaves like a business entity that
subscribes to the triple bottom as many papers Heseeissed the challenges in the scarcity
of funds, increased competition through internatlmation and globalization. Another key
premise is that the business-academia linkagekeydo sustained success in the production
of graduates by the academia to meet the requitsnoérthe employment market which is
the business users. The past decades had uncdaherespecter of the graduates who had
created and caused the financial crisis and woddwiconomic crisis created by man’s greed
and excesses. As such, the society has calletidadademia to be more societal responsible
in their academic outcomes which come in the forfirethically and morally conscious
graduates who are citizens in this global and ne¢®a society. The bottom line is that the
academia must develop and create graduates whhealehy and open-minded persons
characterized by personal integrity with an indejgert mind and creative thinking. In
fulfilling these ethical and moralistic aspiratiores globally responsible graduates, an
institution must always be identified by its empbkam Ethics as part of the mandatory “total
graduate” requirement. As such, the basic philogagha graduate is embodied in “a sound
mind in a healthy body”. To be intellectually corngr® graduates, the globally responsible
graduates should be morally sound, committed tm@gustly, and open to further growth.
The globally responsible graduates, through thearain and ethical stance, appreciate
freedom of expression, and are imbued with attduded ideologies through a carefully
integrated curriculum of ethics, science, languagekbusiness management.
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The arguments above have highlighted the immediaeritization of the societal
responsibility of an institution towards its comnitynand society. As such, the premise is
that USR should be strategically managed as a &egdation for the sustainability of the
institution, its societal responsibility towardscsgy and in contributing to a healthy society.

Strategic USR Management Framework

Based on the strategic perspectives of CSR ass#isduin the previous section, a similar
approach can also be developed for the managenfettS& strategically within an
institution. As proposed earlier, managing USR teg@ally within the institution is an
imperative of the future sustainability of the ihgion and as requirements in meeting the
needs of stakeholders and societal needs. As dhéh, paper aims at developing a
comprehensive strategic USR management framewomrngure that the management of
USR is prioritized as part of the university marmaget based on its vision and mission. It
also introduces the processes that lead to thelafguent and incorporation of USR in its
annual planning processes and as part of the witiyestrategic plan based on the inside-out
and outside-in strategic approach of Porter andn€ra(2002). The basic premise is that the
university’s final output is a set of “socially aethically conscious group of knowledgeable
and competent graduates in a community of scholzrg/hich knowledge is interpreted and
exercised by the human scholars that affects so@dstsuch, the production of a socially and
ethically knowledgeable graduate passes through &otinternal process component (which
is the value chain of Porter and Kramer, 2006) withe institution, and that conforms to the
external societal requirements of a morally andcatly responsible member of society that
cares for the overall wellbeing of society as omgb® one who is self-centered and self-
destructive.

Since the graduate undergoes two main componeriteeahternal institutional and external
societal requirements, it is deemed necessarylliodnderstand the SWOT of the institution
from the perspective of societal responsibilitiPerfer and Kramer, 2006). It will need to
identify its internal strengths and weaknesses tef arganizational systems, human,
information and values systems capacities and d#pgbthat constitute its capacities and
capabilities that is inherent in the institutionverds societal responsibilities. On the external
environmental and social responsibilities elemeittsyould also need to determine its
competitive, stakeholders’ and societal requiremehat constitute its opportunities and
threats that represents a “position that it seekctieve in its societal responsibilities”. This
will result in the strategic SWOT of the institutie societal responsibilities that leads to a
better understanding of the strategic issue fathw institution’s societal responsibility.
Based on the strategic SWOT and the strategic ipstRining to the institution’s societal
responsibility, an appropriate set of institutiorsecietal responsibility strategies can be
developed. The development of the strategies foieta responsibilities lies in matching its
“‘internal societal responsibilities capacities acapabilities” to the “positional societal
responsibilities that it seeks to achieve”. Thatswic process of the strategic analysis of
identifying its internal societal capabilities acapacities and the development of the strategy
in achieving its envisioned societal responsibistghown in Fig. 1.
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Figure 1 Strategic USR Management Framework

In the implementation of the institution societalsponsibility strategies that have been
selected based on its internal institutional satiedsponsibilities analysis and its external
environmental societal responsibilities, this cdits the “creation or building” of the
institutional societal responsibilities capabiltiand capacities and to achieve its external
societal responsibilities.

The 4 main internal societal capacities and capigsildimensions (Fig. 2) that the institution
needs to create are proposed to be:

i. People responsibilities -the basic premise is that it is people who arpaesible in
using the knowledge and skills or its competensets that interpret and utilize
knowledge within their ethical and moral domaintiong about actions and they
should be developed with a conscience. As suclsetBemain groups of students,
faculty and staff should be conscientious of theahwell-being of their actions that
contributes to the furthering of society’s well4#bgiand these are developed through
the education that builds and develops.

iil. Governance processes responsibilities +this broadly covers the governance
processes, the management and administration ofoitgetal responsibilities, its
appending systems and mechanisms developed toeesstietal responsibilities are
in place, executed and monitored and that is adstm®ugh quality systems and
mechanisms of managing societal responsibilitieis. What we do and not just what
we talk. Actions of societal responsibilities atkeieal pragmatisms.

iii. Primary educational processes -this comprehensively enshrines the societal
responsibilities within the teaching and learnige research and the external
engagement educational processes, systems and mistoha These educational
components are the ultimate mechanisms that shiogkidl and imbues societal
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responsibilities of a “morally and ethically soumdnd in a healthy body” in the
students’ development process (education valugicreand addition activities).

iv. Support educational processes this covers the supporting processes, systems and
mechanisms that aims at valuing people wherebynigution values its people and
building a strong conducive societal responsiblgirenment in support of the
primary education and people’s accomplishment adesements processes. These
systems cover the student support services, legam@isources, human engagement
and valuing human resources, facilities and equigmand information resources
management as an integrated whole to add not basiethical and moral value and
social conscience to the primary education prosesse
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Figure 2. Components of Internal and External Institutional Social Responsibilities

The external societal responsibilities dimensidfg.(2) can be classified as:

i. Primary external people responsibilities —this will basically cover the main institutional
output of its graduates and alumni who had undergihre internal institutional societal
focused processes to be “ethically and morally dograduates and alumni” who can
contribute positively and proactively to the soaletevelopment and its well-being.

ii. Secondary external people responsibilities as the graduates and alumni are employed,
their basic societal responsibilities and consa@eshould contribute to the employment
market and the total society and all its stakehsldbat work within the framework of
regulatory requirements. This in essence providemtwith a societal conscience that their
actions can either enhance or destruct the soatdtyrge, of which there are ample evidence
in the downfalls of companies, destruction of naltuesources and bettering others through
“greed” and one’s self well-being rather than tredlvbeing of the society as a whole.

iii. Primary external processes responsibilities this comprehensively covers the systems and
mechanisms of the “what and how” that the inswinitset up to relate and to engage their
immediate communities and society at large. Traddily it means academic services but the
enlarged societal responsibilities goes beyond dbigering the commitment and positive
engagement with the community and society to balbgut a better and healthier and more
prosperous society built on a more moralistic ahital foundation.
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iv. Secondary external processes responsibilities this covers the moral well-being of the
individual's contributions of what and how s/he fiw the benefit of society through its
environmental and societal conscience that had ims¢iled and imbued in the “responsible
citizen of society”. This emphasizes that every lsmantribution of an individual towards
environmental and societal protection and consinvawill add up to a better and more
livable society.

Discussion and Conclusion

Though USR is still in a very early stage, with @aaics still debating the role and scope of
the constituents of USR, one should basically bedod looking and proactively incorporate
USR as part of the institution’s management. Tlaipgy argues for the institution’s societal
responsibility to be embedded in its internal syseand mechanisms capacities and
capabilities that should incorporate the “societdponsibilities” mind set in its operating
realms that underlies its internal processes capa@nd capabilities. It also argues that the
internal processes capacities and capabilitiematgly will result in a societally conscious
and responsible graduate who carries on and chantipgocause of societal responsibility for
the well-being and health of a productive society.

Based on this premise, the paper recommendedtagtrdSR management framework with
two main components of:

* Analyzing the internal and external societal envinental (Fig. 1) which is its “internal
societal responsibilities capacities and capabditi and the “positional societal
responsibilities” it intends to stake out and ie formulating of its societal responsibilities
strategies.

« Implementing its societal responsibilities stragsgiby creating or building the internal
societal responsibilities capacities and capaédliin order to achieve its positional societal
responsibilities based on the key internal andraatdactors as discussed above (Fig.2).

In conclusion, this paper attempts to develop ateffic USR management framework by
strategically managing its societal responsibdgitiecused components. This paper borrows
heavily from the CSR researches and the strategicagement literature and practices to
develop this strategic USR management framewoiik. believed that this paper can provide
a framework to concretize the approach in devetppand managing the societal

responsibilities of the universities based on thsid premise that the universities’ main

output is a socially responsible graduate who Hicaetly and morally sound and can

contribute to a better society.This call for the naging of its internal capacities and

capabilities conscientiously to achieve its stratagtent of the external positional societal

responsibilities that it intends to stake out.
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THE NEED TO MEASURE — BEHIND THE CREATION OF THE ISAN CULTURAL
EXCHANGE SCHOOLING (ICES) PROGRAM

Abstract
There are many cultural obstacles facing teachéiSrmlish to Thai students which may be
apparent to the casual observer. Thai studentsrding low levels of English conversatior
skills in comparison to other Asian countries hastva subject of debate and concern for ir
educators in Thailand for many yes
This paper explores English language skills of Tdtadents from the perspective of owner:
and discusses whether or not the need to measxaen(eations) has unwittingly contributed
these results. An analogy is made between teacHiag children English conversation skill
and riding a motorcycle.
As a result of these investigations the Isan Caltiixchange Schooling (ICES) program |
been set up by the International Relations Offit&ahasarakham University (MSU) in not
eastern Thailand.
Besides offering the workings of the ICES progrhim paper attempts to provide a little insig
into the cultural aspects investigated during tlesearch done by the author previous to
proposal and setting up of the ICES progr
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Introduction

This paper is written in explanation of the reasgriiehind the setting up of the ICES program f
the International Relatns Office of Mahasarakham University (MSU) in thoeastern Thailan:
Besides offering the workings of the ICES programiil attempt to provide a little insight into ti
cultural aspects investigated during the reseaocte dy the author previousthe proposal an
setting up of the ICES program. Many examples ¢nathin this paper are anecdotal and there
are not referenced.

The experience of the author lies in having visitédiland since 2004 and assisted Thai teac
teach English to stuhts aged ten to sixteen in rural ‘lab’ or governtreehools. Then coming
MSU as an exchange student in 2009 and decidistayowith currently two and a half years living
Mahasarakham. Part of this time has been as an 8&iént and part under internship in the
Foreign Affairs Section of the MSU Department acdffling and Foreign Affairs as an Internatic
Relations Officer. A background in sociology andit#l communication hopefully permit the autl
to retain objectivity without imposinoo much of a western ideological viewpoint.

The point of view of analyses in this paper may besdescribed as an undertaking to unders
why we do what we do. This is the question the @utias asked himself when trying to gair
understanding of thteaching of the English language in Isan anddwige an objective sociologic
analysis as an offering for reasoning behind teation of the ICES progra

Location and Background of Mahasarakhan

The geographical setting of Maharasarakham isarvéry centre of th
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City may be described as an educational city imptiogince of Maha Sarakham and has seven well
known and highly respected centers of educatiorhadarakham University is a government
university and has approximately forty thousandietis drawn from every one of the twenty Isan
Provinces (see Appendix I). Mahasarakham Univeisitictively undertaking a process of
internationalisation in an effort to renegotiateptist demographic of being a tertiary institution
simply educating Thai students to becoming an tatiégonally recognised educational institutionsilt i
therefore obvious the need to communicate in Enggig necessity if the university is to compete on
the international stage with western tertiary msions.

This ‘need’ to be able to communicate in Engliskvrimegs investigation into the background of the
ability of Thai students to communicate in English.

The One Way Flow of Information

To provide a better understanding of what is happetoday it is necessary to look back into
relatively recent Thai history regarding education1916, under the reign of King Rama V,
Chulalongkorn (Chula) University became the finsiversity to be established in Thailand. The
function of the university was to produce graduabefsinction as government officials and followed
the British style of tertiary education (Sinlar2®05). In his pape€hanging the Culture of Education
in Thai UniversitiesSinlarat argues this was the beginning of a onefleay of information from the
West to the East. In his abstract he says ‘Thaiestts have become consumers...” He further argues
the trend of a one way flow of information contisueven with Thai educators travelling overseas to
gain degrees returning to teach in the same ondlaayof information manner anagxchanges of
knowledge — between Thai and Western academicsylefte materialise.’

Sinlarat’s (2005) description of Thai tertiary stats as consumers fits the context of current Engli
language teaching/learning in Thai schools. Th&dption of students as consumers of English
language as opposed to being seekers or produdeérgylish language is applicable to students
learning English language in primary and secondahpols. Sinlarat’s paper exemplifies what may
be described as a rote system of English langudgeaéion in Thai schools.

The Adoption of English As Thailand’s Second Languge

Wiriyachitra (2002) focuses on the problems of Esigteaching in Thailand. Thailand has always
been a single language country and there haverhakiple efforts to make Thailand a two language
country. The idea is quite often trotted out ateyoment levels but perennially meets opposition.
“We are proud that we have never been colonizedbti®er reason for having been a country with
one language is the concept of national stability English can, therefore, be at most the fioseign
language that students must study in schools. Héitwgs’ level of English proficiency is low in
comparison with many countries in Asia (e.g. MaiyBhilippines, and Singapore)Wiriyachitra
(2002, p.1)

Although lip service is paid, the two language @pidcas in reality never been officially politigall
popular. Another reason for this is the Thai catwoncept of face. To be seen to adopt another
language in Thailand could infer a ‘foreign takedwd some kind, creating a possible loss of fame f
the person(s) responsible for the official approvethis ideology is difficult for westerners to
understand but it is an important and relevanicaltfactor in why English has not been officially
adopted as Thailand’s second language.

Wiriyachitra’s assertion of a low level of Engliphoficiency is borne out in the 2011 publication of
The Education First English Proficiency Index (Httipww.ef.com/sitecore/ __/~/media/efcom/epi/
pdf/EF-EPI-2011.pdf ). On page five of the publicatThailand’s English Proficiency Index (EPI) is
ranked at 39.41- described as Very Low Proficietyz.omparison Vietnam is 44.32, Indonesia
44.78, South Korea 54.19 and Malaysia 55.54. Taiistps further illustrated through an interactive
on-line graph comparing average number of yearsdachildren spend in learning English.
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The red dots on Figures 1 and 2 illustrate respelgtihe average number of years of schooling for
Thai and Malaysian schoolchildren relative to timglish Proficiency Index. These graphs were
accessed from the EF English Proficiency Index sb( http://www.ef.co.th/epi/ef-epi-
ranking/number-of-years-of-schooling/ ).

As can be seen from the graphs above, both Thaiatalysian school children spend the same
estimated average seven years being schooled liskEmgth a marked difference apparent in their
respective EPI's; Thailand scoring 39.41 and Mat$s.54.

It would be easy to ‘blame’ the Thai education eysfor the poor ratings. However, this is not the
intention of this paper. The intention is to praviah understanding of possible causes in a kingdom
having a unique cultural identity with suggestedjue factors affecting the successful teaching of
English.

Difficulties Associated in Teaching English

English is taught in the majority of Isan governingrhools by native Thai teachers. Depending on
the school these teachers may or may not havetlsrad in teaching English (i.e. their degree may
not have been a Major in English). Very few schdwse the luxury of employing native English
speaking teachers of English. These native Engpglaking teachers tend to want to teach in larger
cities such as Bangkok for reasons of income,tlifesconvenience etc. The northeast of Thailand in
comparison is not a very popular destination fdiveaspeaking English teachers although this is on
the increase as more foreigners discover the l&sssyn and minimally advertised Isan alternative.
Native English speaking teachers tend to move arénam one area to another. Anecdotally, and for
many and varied reasons, it is uncommon for onghtgao stay with the same school for any great
period of time. Native English speaking teachece fsimilar difficulties to their native Thai
counterparts although to a slightly lesser degsethey tend not to be asked to participate in the
‘official’ report making process due to most of th@ot speaking/reading/writing fluent Thai.
Although published almost ten years ago Wiriyaehff002) has relevance today. Difficulties faced
by both teachers and students in producing effecdmmunicators in the English language still
prevail. Teachers have heavy teaching loads, towy staudents per class, insufficient (English)
language skills and native speaker cultural undedihg. Students face a lack of opportunity to use
English in their everyday lives, are passive leerif@s opposed to critical thinkers), shy to pezcti
English with classmates and, importantly, do net géeneed to take responsibility for their learning
(Biyaem, 1997 in Wiriyachitra, 2002). Anecdotaldamce from discussions with Thai students
reveals difficulties arising from other aspectadaultural nature not noted by Wiriyachitra. Many
students are keen to engage in English conversaitbrforeigners but in many instances do not take
the opportunity. The two things holding them backheir natural shyness to engage with a non-Thai
person and the fear they will make a conversatierrak, thinking they will lose face in front ofeh
foreigner. It is this combination of fear of ‘théher’ and keeping face which impedes the
conversational improvement of many Thai studeneeging face is a very important part of Thai
culture and many westerners have little understandf the subtleties of this important aspect céiTh
culture. These two factors (fear and face) canyegesult in the student having feelings of lowered
self esteem, something which needs to be addresgkdvercome if the student is to be successful in
learning English.
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From the above it can be seen there are variedultfés associated with the successful teaching of
English to Thai schoolchildren. The perceptiomahe way flow of information, passive learning,
cultural shyness and limited or no access to usimglish in a context outside the classroom, with or
without a native English speaker, are hurdles fatsan students (and teachers) today.

The words “outside the classroom” are significahew considering how students can successfully
learn to communicate with other people using Ehdbsiguage.

The following contains discourse in three sectidiist, how the seemingly necessary ‘need to
measure’ (or quantify Thai English language stuslpnbgress for comparative analysis) may impact
negatively on the desired outcome of producing Bhglpeaking Thai students.

Second, concentrating on “ownership” of the Erglanguage taught in schools and third, a
proposed methodology to transfer ownership of Bhgliom the classroom to the students.

The Need to Measure — A Bureaucratic Necessity

As mentioned above Chulalongkorn University wasfitst university to be established in Thailand
with the basic function of producing bureaucratsupply government with officials; a system
arguably endorsed and followed by most universitiggin Thailand. There is an abundance of
government departments in Thailand. A simple exatian for this is there is a large population
which cannot be fully employed in the private sec8ecuring work in a government department,
albeit relatively low paid, can be a guarantee oflfor life. It can be argued Thailand is extreynel
top heavy regarding government departments (obtineaucracy) but in defence of this it keeps a
large number of the population employed and prevalplace for many university graduates to find a
career.

Bangkok is the centre of all government departmantsmany decisions made from decentralised
government departments must be processed throadtetd offices located in Bangkok. It can be
argued Thailand has adopted a system similar tBtitish bureaucratic system and over the last
hundred years developed it into a system adjustedit the kingdom’s needs. The Ministry of
Education, Religion and Culture of Education isemoeption.

The Ministry of Education, Religion and Culturesibureaucracy in charge of overseeing the
successful educational needs of Thai children. Bumgaucracy needs to produce reports and show
results for the work performed. Measurement isedul@nd valuable tool and serves many purposes
within a bureaucracy. There is no need withingb@pe of this paper to justify the need to measure
a bureaucracy.

The 1999 Thai Education Act provides for a minimofmine years education for every Thai child.
Wiriyachitra (2002, p.2) states that under the Biaglish is to be a compulsory subject for all shide
commencing at level one (six years old) in primggiiool. The English language curriculum is
divided into four levels; preparatory, beginninglaxpanding levels three and four completed in
upper secondary school.

It is expected by the end of level four studentsusthhave a good grasp on the English language;
good enough if they intend to go to University teseed in the English Proficiency Test of the
Ministry of University Affairs. Through all of thedevels there is a need to measure. Studentstoeed
be graded for measurement purposes.

The bottom line of educating Thai students thropdimary and secondary school is to have an
outcome where the student can communicate witthengierson using the English language. It is
difficult to test students on English conversatiamskdlls. It is far easier to examine students loa t
written side of English which includes things sashgrammar and vocabulary. From these written
examinations measurements can be taken to medadengs progress against each other or other
schools.

It can be argued the need to measure may be woakjaigst the bottom line. Teachers know the
measurements will be done through written examonatand therefore set curriculums to reach the
end of term or year goal of students passing Emgheminations. Therefore the curriculum
concentrates on written English (perhaps at thermsg of conversational English skills) and the use
of English as a tool of communication through cosadon seems to take a back seat.

An analogy may be drawn using the following exam§lidents are to undertake a course, the
subject matter being how to ride a motorcycle. Stuelents are young and have never ridden a
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motorcycle. They are taught in a classroom sitnadimout motorcycles. In the classroom they learn
about the engine, the carburettor, brakes and lmvepis transferred from the motor to the wheels.
Students are taught about correct tyre pressuoesidadjust the brakes, the road rules, etc.Tétey
are examined at the end of each of term in a wrégb@mination on how a motor cycle works. All
students pass the written examination. At the drti® learning they are then asked to go outsiak a
ride the motorcycle for the first time. The studeall know the mechanics of the motorcycle but
many of them fall off because they have not hadpagtice in actually ‘riding’ the motorcycle. This
is where the argument of the need to measure mayagainst Thai students learning to
communicate in English. After all, the desired tesuto produce students who can successfully
communicate using the English language. Studegrttaaght all about the nuts and bolts of English
but do not get the opportunity to go out and ‘ridgdractically.

Conversations with many students at secondaryiaietrsity level reveal many of them have
developed a very good understanding and compredren$ireading and writing English but their
conversational skills do not match. Further coraoss with students whose spoken English is
proficient reveal they have learnt conversationalish through practising outside the classroom
either amongst friends and/or proactively seekingamd conversing with English speaking people.
In other words they have taken what they learndterclassroom outside the four walls and
practised. Many Thai students in tertiary educakiave excellent abilities in understanding written
English. However, for a great percentage their Bhglonversational skills are next to non-existent.
The gap between students levels of reading, uradetistg and writing English compared to speaking
English is too large to be ignored.

Ownership of English

This analysis is not intended to be critical of Wy English is taught. It is argued here the rieed
measure may be a relevant factor in the lack ofexsational English skills in Thai students. The
students possessing good English conversatiorild Bkive seemingly taken their English outside the
context of the classroom. In other words they Haken ownership of their English skills. Students
taking ownership of any skills taught in the classn is an important aim of education.

From the ownership viewpoint it is pertinent to aghko owns the English language skills. It is
feasible to argue many students leave their Engkdls in the classroom when they walk out of the
door after class. In other words, the classroomsotiva English. A majority of students attend the
compulsory classes to satisfy requirements of pgestaminations at the end of the year; to satisfy
the need to measure. The classroom owns the Erglignage and from the quote below the students
‘wait’ for knowledge.

Passive learning strategies to teach vocabulary matybe sufficient to teach vocabulary to students.
Nonkukhetkhong, Baldauf Jr. and Moni (2006), andy&chitra (2002) argued that the traditional
Thai education system, which focuses on passiaiegies, requires that students must “wait” for
knowledge. Manchak and Manchak (2006) indicatetltthia may be one of the reasons why only half
of Thai students’ English proficiency scores mbetdntrance criteria into English-speaking
universities(Khuvasanond, Sildus, et al., LSCAC Proceedin%02p. 176)

The purpose of teaching English is to provide sttslevith abilities to communicate in a foreign
language. Even though English is not recognisedialify as the second language of Thailand it is
recognised as the world language in business adkata. Whether Thai or English, language can
be described as a tool of communication, nothingembhe purpose of this tool called language is to
communicate a message from one person to anotherot&d, English is a compulsory subject and is
subject to examination to satisfy the need to meadtherefore it is classified in the same box as
typical school subjects such as mathematics, sejdrnistory, geography etc. However, language is a
tool of communication and perhaps it is possiblednsider English in a different light i.e. putrita
different box, altering but not removing the neeslisure. This would open up possibilities of tregatin
the teaching of English as a practical life skiftead of an examinable subject. Students could be
taught in a manner which needs less measuremeatcdrtiext of ownership of the English could
hopefully be transferred from the classroom tostiuelent.

Page | 134



If the context of speaking English can be incorpeiaas a normal part of everyday life for the siiide
then the student gains ownership of their own crsate®nal English. The concept of the student
owning their conversational English is often thwdrbecause the only time they use it is when they
are ‘forced’ to speak or read in a classroom sitnadr when meeting an English speaking person. In
many situations control of the context in whichdgmts use conversational English is not with the
student. A student will be more comfortable if tleeg encouraged to ‘talk English’ as opposed to
‘learn’ English. This concept fits very well witlopular Thai ideologies ‘self sufficiency economy’
and ‘lifelong learning’. This quote from Educatibirst English Proficiency Index (2011, p.10) has
relevance to the need to measure argument: “Muogigh tests do not evaluate a learner’s true goal:
successful communication.”

Transferring Ownership of English — Altering the Context

If the student feels ownership and control of tl&iglish conversation their interest in self-leagni
and self-development of this skill should greatlgrease. Altering the context in this way should
overcome shyness, improve self confidence and bhweeate an environment of capable young
people able to communicate their thoughts and idemg) conversational English to a much greater
degree than is currently the case.

The concept is to move the context of the Endlsiguage from the classroom out into general
society. Ownership is transferred from the classrém the student.

There are other subjects in a school’s curriculumtivare suitable for measurement. If the English
language is taught as a purely practical subjent@uatrating on the practical with the aim of being
means of communication perhaps many more studemdmable to ‘speak’ English better. Many
practical subjects are taught which are gradedvesode of class pass or fail.

The argument behind this is quite simple. Any biatiaught their native language from rote learning
and repetition. They learn slowly but all are firgaught conversational language. The identifaati

of things such as verbs, nouns etc and the streiofyputting meaningful sentences together comes
after. The ability to understand, recognise andembly use tenses, sentence structure etc. is\athie
only after a good grasp of using the language enalay conversation is achieved. There is a
possibility the concentration on teaching vocalylgrammar etc. in the context of achieving pass
marks in examinations causes stress and confusianyfoung person. This in turn defeats the whole
purpose of the exercise which is to teach the siiugaw to communicate using English conversation.
Taking the impetus of teaching/learning English yafvam the classification of compulsory
examinable subject towards compulsory life skdiriing may successfully transfer ownership of the
English language from the classroom to the studiotvnership of English can be taken up by more
students, theoretically transferring ownership nglsh conversation out of the classroom into
everyday life situations and the general commumhigyefit to the students will naturally flow on.

It is realistic to assume the need to measure nmakdsssification of the compulsory English courses
as life skills very difficult and the status quotb& examination process will remain in places laliso
realistic to assume there is little hope of anyasobeing taken of the analogy between the motdtecyc
lessons and the teaching of English so they shaligbly remain as only words on a piece of paper.
One way to try to address the problem is to wapknfthe bottom up and to assist Thai schoolchildren
to learn conversational English. It is from thdsaughts the idea of creating the ICES program
developed.

The Isan Cultural Exchange Schooling Program

The concept of the Isan Cultural Exchange Schodli@gS) was conceived with three objectives in
mind:
1. To address the large gap between students readéhgriting skills and their ability to
communicate effectively using English conversation.
2. To help students overcome their fear of speakinh néative English speakers.
3. To transfer ownership of English language fromdiassroom to the students.

Page | 135



The ICES program has been designed to attractenBtiglish speaking people who have just
graduated from university to assist and teach yduraj students in improving their conversational
English. The plan is quite simple in concept, ise@ensive to run and quite easy in its execution.
The program is designed to incorporate featuresttact young people who have just finished their
degrees to teach English language in schools m Ieaurn students (and Thai teachers) will benefi
through learning conversational English from aveatipeaker.

The concept is to teach the students CONVERSATIORAGLISH and not grammar. The end
result is to cultivate an interest in the studéntsontinue with the use and exploration of
conversational English. The emphasis is on engagewith the students so they overcome their
shyness in use of English language, to raise thesteem of the students and to make them feel
comfortable enough to want to take their Englistgleage skills out of the classroom into general
society.

There are many students from native English spgatanintries who have just completed their
university degrees. These students can be assunedn their early twenties. They have just
completed three, four or five years of study andildde ideally suitable to target for involvememt i
the program. It is customary in many countriesstodents to take a break for what is commonly
termed a gap year after completing their degrees.

The attractions of Thailand as a tourist destimagice well known in English speaking countries so
there is no need to promote this aspect. The saliehThailand already exists so there is an availa
market of new graduates intending to travel to [Eimai during their gap year. They are not going to
want to be part of the ICES program unless theyean quickly see benefit for themselves. In order
to make the program attractive it is necessaryawige benefits which can work in tandem with
tourism.

What is required is to add a vivid perspective.$emething new and exciting which the prospective
teacher may not have considered in relation toldhdi There is a need to concentrate on desires of
the new graduate. They come from a very differeftuce to that in which they will teach so the need
is the consideration of what they want from thetegnhof their current situation. They have just
graduated and will be looking for employment. Adpenjoyment to employment increases interest.
It is pointless using the word ‘volunteer’; it wduhot work.

The four month ICES program has addressed mixiaggim with an internship by incorporating a
three weeks on, one week off schedule in effedhgithe participant (classified as an intern) nine
days of free time every month. This gives the mi@igenerous time frame to explore the tourist
options.

For those wanting to have a truly immersive experethe ICES program offers a home stay option
where the intern resides with a Thai host family.

Therefore the intern may think of ICES as employtnarcultural experience and also as a stepping
stone in their current career path which can Heeokfit to them now and in the future.

The intern is tasked to assist Thai teachers ithiag English conversational skills to Thai
schoolchildren. The intern is not asked to takesga on their own. At all times in the classrooayth
will be working in tandem with a Thai teacher. Ttaadem arrangement crates an opportunity to
recruit interns who do not necessarily have degreg=aching. The only pre-requisites are having a
degree and being a native English speaker, broagléiné range of prospective interns.

The offer and issuing of a certificate at the ehtheir tenure promotes good publicity. Even though
the certificate has no ‘official’ standing it haalwe in the eyes of the target market in termdaifis
and in the eyes of the intern would be valued tmmsto future employers.

The time span of four months is set to coinciddnwithool semesters. Ideally, interns start at the
commencement of the school semester and have cmahphesir tenure just before schools prepare for
their end of semester examinations.

Budgeting for the ICES program has been a majosideration. There are many programs in which
people wishing to teach in Thailand can enrol. Sameevolunteer and some are profit making
enterprises. Most, if not all are provided at & ¢othe person wanting to make use of them.
Organisations or other similar programs (includiotunteer programs) will not be referred to or
referenced here. Suffice it to say research hasrstizere are not many one could join without
initially paying out close to a thousand dollars tdSorientation, program expenses etc. The ICES
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program has been developed to provide a beneféddittle cost to both the intern and the school
involved.

Therefore the intern is paid an internship whiclrisugh to cover accommodation and living
expenses. The host family is also paid if the mtakes up this option. There is also a compoment i
the ICES program whereby local business can spamsotern, possibly providing an intern to a
school at no cost to the school.

Mahasarakham University International RelationBo®facts as liaison between the intern and the
school providing necessary support for the intefole and just after arriving in Mahasarakham. This
support continues for the duration of the interpshi
The ICES program has now had two interns over twsecutive semesters who have successfully
completed the program. The first was a young mam filew Zealand who had completed a degree
and was currently in Thailand looking for teachimgrk. He spent two months of the program living
with a Thai family before making the move to anrépa&nt. He commented the ICES program was
ideally suited to his needs as it gave him a gaodrding in how English is taught at his particular
school. The fact he was assisting a Thai teachEngfish also helped greatly. While undertaking the
program he was able to make enquiries about cangrius teaching career in Thailand. He is how
teaching full time in the neighbouring provinceRiji Et.

The second was a young English woman who cameettfeS program after a teaching stint in

China. Although her situation was very differemnfr the first intern, she also gained invaluable
experience due to the fact she was paired witltimen@hai teacher. She has now returned to England
and is currently continuing her teaching caredranhome country. There is currently another intern
from the United States scheduled to start next seane
It was felt necessary to start slowly with the peog and not to commence advertising on a large
scale. This decision was made to ensure the progiais smoothly in all aspects from start to finish
before attempting to increase numbers of interns.

In hindsight it has proved to be correct as thenestbeen some minor adjustments required. The only
issue which is currently being addressed is ttiaditin of the internship to suit the paperwork
required. This is not a large problem, simply ateradf the satisfactory creation of English/Thai
paperwork which fits the Thai system.

Overall the program has been well received byatlips concerned. The interns have been very
happy with their experience and have expressedfié®ings it has been well worthwhile experience.
More importantly, they have also expressed themiop that they have made a difference. The
schools involved are very pleased and are happgte more interns in the future. The Thai teachers
of English are pleased and the schoolchildren hisgenjoyed the experience.

Conclusion

This monologue has attempted to create an objeatiabysis of the teaching of English to Thai
students from a slightly different viewpoint. Itdhattempted to put forward a constructive argument
for the gap between Thai students reading andngrikills and their English conversational skills.
There is no criticism toward any part of the Thdueation system intended, rather to explain in
simple terms how this has occurred.

The author understands the importance of keepicgyifaThai culture. This paper has been written
hoping to have it read as an objective analysis.

As an aside the term critical analysis is somevidraign to the Thai education system and one
cannot lay blame for this. Many people when thegrtike words critical analysis concentrate on the
word critical, linking it with criticism. It woulde better served to change this terminology to
objective analysis thereby taking away the impiaabf criticism. The Thai Ministry of Education,
Religion and Culture are aware of the need to #iiemindset of the modern day student towards a
more objective analytic train of thought both iadbking and student learning and are seen to be
taking positive steps in working towards refornthis area.

Thai students overall are experiencing improvesienthe teaching of English. It must be pointed
out it is unreasonable to expect Thai schoolchildeehave perfect English language skills. Many
Thai teachers of English were taught through tis¢esy described above. Educational reform is a
slow process and it may take another generatiorefarts to be shown.
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There are still barriers to overcome. Thai peopégjastifiably very proud of their kingdom. The
concept of English becoming Thailand’s second laggumeets cultural resistance with many
thinking of it as invasive policy. Perhaps in thiufe Thais may be able to turn this thinking uesid
down. Hopefully the day will soon come when an Isardent is asked, “Why do you learn English?”
and for the confident reply to be, “I learn Englisbcause | would like to tell English speaking geop
about our wonderful culture and how much they eamr from us.”

The ICES program hopes to play a small part initgrthis reply into a reality.

APPENDIX

Appendix .

A Map Showing the Twenty Provinces of Isan.
Mahasarakham (#7)is located in the very centreani.|

5 (i P e
2 V2 16415 )
) Source: ‘Isan’, Wikipedia, URL:
http://en.wikipedia.org/wiki/lsan, accessed Septenth 2011

Amnat Charoen
Buriram
Chaiyaphum
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Khon Kaen
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Maha Sarakham
Mukdahan
Nakhon Phanom
10. Nakhon Ratchasima
11. Nongbua Lamphu
12. Nong Khai

13. Roi Et

14. Sakon Nakhon
15. Sisaket

16. Surin

17. Ubon Ratchathani
18. Udon Thani

19. Yasothon

20. Bueng Kan
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CRITICAL CHALLENGES OF VIETNAM IN BUILDING WORLD-CL  ASS UNIVERSITIES

Abstract

In recent years, there is a growing need to essabliorld-class universities that can compete
at a global level. However, the path towards becmgmorld-class universities is quite rough
for Viethamese higher education institutions. Tgaper will explain the reasons by exploring
challenges that the Vietnamese tertiary educat®rcurrently facing. In-depth analysis of
various published findings will be done in combioatof the author’s observations. Examples
will be taken from the case of Vietham Nationaluégnsity-Ho Chi Minh City where the author
is now working and from other institutions in Vietn. By understanding the impacts of such
challenges, it is hoped that feasible strategiesbtold world-class universities can be
identified for Viethamese organizations as wellfassthose within the Asia Pacific region
whose context is kind of similar to Vietnam.

Truong Quang Duoc, Vietnam National University-Hioi ®inh City, Vietnam.

duoctg@vnuhcm.edu.vn

The need of establishing world-class universities iVietnam

The term “world-class university” has become insieg popular, and without any doubt, it is the goal
of many tertiary institutions in the globalized text. So what is a world-class university? Accogdio

a recent report of World Bank, it should have thregor characteristics: (i) high concentration of
talents, both academic staff and students; (iijadee resources; and (iii) good governance.

Vietnam has recently experienced rapid socio-ecanohanges, and in 2009, it was endorsed by the
World Bank to attain the middle income status. ritled to embrace this status and increase its
competitiveness, there is an urgent need for dedliuman resources deployable in a professional
practice. And such a need has really put pressuresiucation, especially higher education, to bujid
quality institutions.

Vietnam now has more than 400 universities anceged. Sadly, none of them has been placed in the
world league table. Moreover, the university gradsaormally do not meet employers’ requirements
and must be retrained for 6-12 months before jabgyhent. It means that Viethamese tertiary
institutions have failed to meet the demands ahleis, employers and society; and if the situaison

not improved, Vietham will not be able to escapertiddle-income trap.

In such a context, world-class universities asrafiby World Bank are becoming increasingly
important, and their establishment should be gthertop priority for the institutions themselveslan
the system in general.

Challenges faced by Vietnamese higher education

In the Higher Education Reform Agenda 2006-202@tham’s goal is to have at least one institution
ranked in the world’s Top 200 Universities by 2026.make this happen, the government allocated
considerable financial resources and participatatkiveloping international standards universitigh w
loans from the World Bank and the Asia Developnigartk. However, there exists some big
challenges which may hinder the process. Accortbirtge final report of Vietham Education Task
Force (2009), Vietnam’s higher education should ergignificant reforms including “fundamental
changes in governance, institutional autonomy nitiveg and administration, faculty hiring, promotion
and salary structure, as well as in curricula &ednodalities of teaching, evaluation and research”
(p.3). This proposal, at the same time, has alfotigtrevealed major challenges faced by Viethamese
educational institutions. In the development ofethle strategies to build up world-class univeesitil
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believe that the awareness and serious analysie afeaknesses will be an integral part. Let'seevi
some major challenges and the responsive actiogavefal universities in Vietnam.

Governance and Institutional Autonomy

Currently Vietnam has maintained a centralized rmbstystem where the Ministry of Education and
Training (MOET) monitors and provides directions ¥arious aspects such as admissions policy,
curriculum framing, personnel management and stuaisessment. This, indeed, “limits the possibility
for improvements in the organization and governafdggher education institutions” (Education and
Training Working Group 2007, p.3) and becomes astaube for their full development. As a solution,
the Education and Training Working Group (2007 nped out that “MOET should grant more
freedoms to educational institutions, particulanlyhe areas such as enrolment quotas, curriculum
development and international cooperation to irggeastitutional autonomy and accountability” (p.3)

Aware of that issue, in 1995, the government eistaddl two national universities namely Vietnam
National University-Ho Chi Minh City (VNU-HCM) an®tietham National University-Hanoi (VNU
Hanoi). In comparison to other universities, thisee ones are granted more autonomy. Particularly,
they are entitled to decide administrative and anad areas, and required to report to the central
government. Such a freedom gives both VNUSs fleipbdnd responsibility for their activities, theseb
resulting in their great strides in improving tlystem and enhancing the position in the internation
arena.

Financing

Another challenge which Viethamese universitiesfaceng lies in its limited budget and expenditure
on training and research activities. According torlty Bank Report on Higher Education and Skills for
Growth (2008), “no properly calculated expenditta&DP ratio for higher education in Vietnam is
available”, but with the ratio in 2009 of about%.@ublic funding per student, the budget for the
system as a whole remains low.

Undoubtedly, the limitation of expenditure has tegliin insufficient investment in facilities, ségs
and personnel. Without good resources, a univetsityiot be developed as a world-class one. In
response to this obstacle, many big universitigdhémation have tried to diversify their income
sources. Commercialization of research and domons &lumni and businesses are parts of the
diversification strategy. Take VNU-HCM for example.recent years, the linkage between businesses
and VNU-HCM has been strongly facilitated. A lotsdfategic partnership agreements have been
concluded and implemented. Late in 2010, VNU-HCM ¥iettel Group entered into cooperation,
under which both parties will work together to paimjoint research projects, technology transfer
activities, VNU-HCM’s development cavities and suatischolarships, etc. Moreover, in 2011, VNU-
HCM signed an agreement with Hung A Company sodhaNU-HCM Hospital will be built up under
the company'’s sponsorship. Similarly, VNU-HCM hasently reached an agreement with Thanh
Nghia Corporation to establish VNU-HCM Plaza andtdbute to the Investment and Development
Fund of VNU-HCM.

Personnel

Human resource is a big challenge for Viethameseetsities. The report of Nuffic Neso Vietnam
(2009) showed that “the number of teachers for dnigiducation only satisfies 60% of the demand.
Faculty qualifications are generally low... Currendiyly 13.86% of Vietnamese university professors
hold PhDs” (p.4). Similarly, the leaders and thenaustrators in universities are not well trained i
terms of leadership and management since moseof #re normally teachers.

Therefore, the development of human resources drasne increasingly important to the institutions
and the system as well. Transparent recruitmertgss) good incentive scheme and especially

professional development opportunities must bdaoeto ensure that the universities are reallyla h
for talented staff. It must be acknowledged theendly, these actions have been strongly conducted
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Vietnamese tertiary institutions. At VNU-HCM, th&f development project in conjunction with the
USA universities has been highly evaluated whertdecVice Rectors and senior managers are sent to
the USA and trained about higher education leageesid management. At International University

(IV), an affiliate of VNU-HCM, administrative staffas much chance to take part in exchange
programs.

Curricula

The curricula used in Vietnamese universities aostiy outdated, which emphasize repetition and
memorization. As a result, the quality of graduédigeseen to be low when measured against the needs
of industry and society for skills and capabilitteat meet continually changing needs, especially f
well-rounded graduates who have skills in crititahking, and adaptability to fit into new

environments and apply their skills to needs ofwtieekplace” (Sheridan 2010, p. 31).

Again, in order to become a hub for talents, Vietieae universities are expected to reform their
curricula, ensuring that they will be updated andasce the learners’ innovation and skills. To that
end, IU has learnt from the curricula of renownatersities around the world and has developed its
own curriculum given that the framework as requibgdMOET and VNU-HCM is observed. So far, its
programs are well recognized by many internationalersities such as Rutgers, the State University
of New Jersey (USA), State University of New Yorkighamton, University of Houston (USA) and
University of New South Wales (Australia). The fewat credits recognized by international
universities will open up more opportunities foe tiniversities to integrate into the world eduaatio

Research

Research is quite weak in Vietnamese universitgative to other regional ones. The Science ©itati
Index published by Thomson Reuters indicated thhtipations in peer-review journals of both VNUs
were, in 2007, just 52 as compared to 822 of Chotgtorn University (Thailand) and 5,060 of Seoul
National University (Korea). The 2008 Statisticaview of World Intellectual Property Organization
also revealed that Vietham had no patents award2dd6, while Thailand had 158 and Korea
102,633. This problem was caused not only by inagegfunding but also by the overloaded teaching
time of faculty members. However, it is overlookbdt R&D activities are the force to enhance the
quality and position of an institution, and at #zene time, effectively respond to the social needs.

On the road to develop a quality university, VNUM@as implemented long-term research programs
which gather excellent researchers to establistialimed centers of research. It has also actively
participated in joint research projects with foreigstitutes such as University of California-Los
Angeles (USA), Waseda University (Tokyo) and Orsayversity (Paris), etc. As a result, many
projects have brought positive impacts on the conitpuwhich included, but not limited to, 32-bit
processing chip launched, biochip produced, PhiBamboo Village awarded UNDP’s Equator Prize
for biodiversity.

Quality assurance

Covering all aspects of an organization from plagrib executing and monitoring, quality assurasce i
very essential to maintain its effective operatoid continuous improvement. As such, at national
level, the National Accreditation Council was efisdted in 2008 within MOET. At the institutional
level, at each VNU, there is a Quality Assurancat@ewhich establishes a documentary system
including procedures, regulations and personnedroegtion for the whole system from top VNU to
member universities. With such a system, the usitres can well implement their international highe
education integration through credit transfer peicParticularly, VNU-HCM has set up output
standards for each faculty / major / program ah hwidergraduate and graduate levels based on the
standards of CIDO, AUN-QA and ABET. These standamlgee been also established in line with the
policy of MOET and VNU-HCM. Thanks to that, manygrams here have successfully passed the
external assessment and gain recognition fromgorpartners.
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In particular, VNU-HCM has joined the AUN-ACTS Cikdransfer System, in which 12 programs of
VNU-HCM affiliates have been recognized as transfgrivalencies by member universities of
ASEAN University Network. Moreover, VNU-HCM has breeecently become the 86nember of
CDIO, an innovative educational framework for tweykssues: what should be taught to students
(knowledge, skills and attitude) and how studeats abtain the knowledge. VNU-HCM has launched
the pilot CDIO for two areas Manufacturing Techrgyland Information Technology. The application
of CDIO has enabled it to renovate the managemenderand educational programs for the society’s
sake.

Conclusion

The establishment of world-class universities heenban ultimate goal for any country, especialthsu
middle-income ones as Vietnam. To that end, eadividual university and the system as a whole
should seriously identify their weaknesses andlehges; thereby develop proper strategies for their
own institutions. Lessons and experience shouleikohanged from other success stories, thus
requiring an open mind and the readiness to change.
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