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FOREWORD 
 
 
 
These proceedings contain the papers of the IADIS International Conference on 
International Higher Education 2011 (IHE 2011), which has been organised by the 
International Association for Development of the Information Society and co-organised by 
East China Normal University, Shanghai, China, 8 - 10 December 2011. 
 
The IADIS International Higher Education 2011 conference (IHE 2011) aims at the 
scientific, pragmatic and policy awareness among scholars who face the direct need to 
make their curricula more culturally fair. European exchange programs like the Erasmus 
Mundus, the U.S. Council on International Educational Student Exchange, and the  
Euro-American “Atlantis” program, they all envisage an urgent agenda on how to balance 
local with the more global criteria in higher education.  
 
This conference helps you to build your networks and international consortia on how to be 
a key player in this emergent trend. 
 
The following seventeen areas have been object of paper and poster submissions. However 
innovative contributes that do not fit into these areas have also be considered since they 
might be of benefit to conference attendees. 
 

 Technologies for spreading learning around the world 
 Higher Education and International student exchange 
 Learning far away from home and close to your future colleagues 
 Learning in multicultural contexts 
 Virtual presence as option for extending the students’ learning space 
 Formal and pragmatic obstacles and opportunities in student exchange programs 
 Double- versus joint degrees 
 Funding resources for staff and student exchange 
 How to establish campuses as multicultural communities 
 Coping with incompatibility in semester-, trimester and quarter year course periods 
 Trade-offs between student exchange in the bachelor- versus the master stage? 
 Will English be the default language for master courses around the globe? 
 Does studying abroad imply “living together with local students”, or prefer 

“international student houses”? 
 How to recruit highly talented students abroad? 
 How to defend the yielded higher criterion to the access of regional- and local 

students? 
 How to evaluate students’ readiness for studying abroad? 
 Acculturation: what preliminary intercultural need to be trained before been sent to 

a study abroad? 

 



 x

The IADIS International Higher Education 2011 conference (IHE 2011) received 96 
submissions from more than 21 countries. Each submission was reviewed in a double-blind 
review process by an average of five independent reviewers to ensure quality and maintain 
high standards. Out of the papers submitted, 23 papers have been published, which means 
that the acceptance rate was below 24%. These submissions include full papers, short 
papers, reflection papers, doctoral consortia and poster/demonstration format. 

 

Best papers will be selected for publishing as extended versions in the IADIS International 
Journal on WWW/Internet (IJWI) and in other selected journals. 

 

In addition to the presentation of full papers, short papers, reflection papers, consortia 
doctoral and a poster demonstration, the conference also includes two keynote presentations 
from internationally distinguished researchers. We would therefore like to express our 
gratitude to George Siemens, Technology Enhanced Knowledge Research Institute, 
Athabasca University, Canada, Professor Pen Bing, President of Hong He College in Yun 
Nan Province, China and Professor Piet Kommers, University of Twente, The Netherlands. 
In addition, Higher Education 2011 features a tutorial by Professor Professor Paul 
Nieuwenhuysen, Vrije Universiteit Brussel, Belgium. Also special thanks to  
Dr. Madhumita Bhattacharya for being session chair & coordinator of the panel “Newer 
approaches in Learning: Cross border collaborations - Research, Teaching and 
Publication”. 
 

A successful conference requires the effort of many individuals. We would like to thank the 
members of the Program Committee for their hard work in reviewing and selecting the 
papers that appear in this book. We are especially grateful to the authors who submitted 
their papers to this conference and to the presenters who provided the substance of the 
meeting. We wish to thank all members of our organizing committee. 

Last but not least, we hope that participants enjoyed Shanghai and their time with 
colleagues from all over the world; we hope that you can join us in our next edition of the 
IADIS International Higher Education that will be held in Perth, Australia, in 2012. 
 
Heling Huai, Foundation of New Silk Route and Dragon Travel Service, The Netherlands 
Program Chair 
 
Piet Kommers, University of Twente, The Netherlands 
Ji-ping Zhang, East China Normal University, Shanghai, China 
Pedro Isaías, Universidade Aberta (Portuguese Open University), Portugal 
Conference Co-Chairs 
 
Shanghai, China 
8 December 2011 
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KEYNOTE LECTURE 

 

ENVISIONING A SYSTEM-WIDE LEARNING ANALYTICS 
PLATFORM 

 
 

By George Siemens 
Technology Enhanced Knowledge Research Institute, Athabasca University, Canada 

 
 

Abstract 
 
 

Schools and universities around the world are beginning to recognize the value of institutional and 
learner-produced data as a means of improving learner success and as a means toward more 
effective decision making by educators and institutional leaders. Learning management systems, 
student information systems, and related system-wide platforms are introducing analytics 
functionality to their suites. Educators have an important opportunity to engage in the learning 
analytics discussion in order to develop tools that serve the learning process and are informed by the 
latest research in learning sciences. Two criteria are important in the development of learning 
analytics: 1) Open tools and algorithms, 2) An architecture for extending functionality through 
additional tools with detailed dashboards for visualization. This presentation will introduce the 
Learning Analytics Open Architecture - an international project focused on creating the "Wordpress 
or Moodle of learning analytics". The vision behind the project, the need for an open architecture 
extensible through widgets, and intended collaborative research projects will be detailed. 
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SOCIAL MEDIA FOR INTERNATIONAL HIGHER EDUCATION 

 
By Professor Piet Kommers, 

University of Twente, The Netherlands 
 
 

Abstract 
  
 

 What are students’ motives for studying abroad? 
 
What is the benefit for local students to have international co-students around? 
 
What makes a teacher a good international teacher? 
 
These are all questions that we meet at the beginning of the trend towards International universities. 
This presentation demonstrates that students tend to invest more and more in social networks. Does 
it exemplify “social intelligence”? 
 
How does social acculturation help the academic achievement? Recent projects have shown that a 
large proportion of international students are interested in its cultural dimension, and that this 
attitude indeed helps them to achieve in the sense of study progress. Social media have the potential 
to let students orient both the study climate and the social characteristics even before departure. The 
idea is that similar to the transition secondary-tertiary education, students anticipate by participation 
in the target country university(ies). Video interviews are strong conveyors for this attitudinal 
change.  
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CONFERENCE TUTORIAL 
 
 

ORGANIZING POSTGRADUATE INTERNATIONAL TRAINING 
PROGRAMS ON INFORMATION MANAGEMENT 

 
by Professor Paul Nieuwenhuysen, Vrije Universiteit Brussel,  

2B114, Pleinlaan 2, B-1050 Brussel, Belgium 
 
 

How to organize postgraduate international training programs is the topic of this tutorial workshop. 

This contribution is based on experience gained with the organization / management / co-ordination 
of a series of 15 international training programs.  

 

The following questions can be interesting for the audience of this conference: 

1. How to obtain financial support to organize the training programs? 

2. How to organize the management, evaluation and improvement of the program? 

3. How to exploit the fast evolution of information and communication technology and services in 
the announcement of each new program, and to communicate with participants? 

4. How to improve the practical use of computers and Internet by the participants, in view of the 
fast evolution of hardware and internet access services? 

5. How to cope with the significant differences in background and aims of the participants? 

6. Which types of learning methods and experiences are the most efficient and effective in this kind 
of program? 

7. It is now widely recognized that in an international educational program, the teachers should 
adapt their mode of delivery and the contents of their teaching to the students and their local 
environment, needs and priorities. How to realize this in practice? Here we face the difficulty that 
many experts who are potential teachers have no clear view on the needs of the participants and 
their organizations, and have no time to adapt and extend their expertise to meet the expectations of 
visiting students. 

8. How to assist the participants in converting their intense, concentrated and slightly confusing 
experience into some structured framework that can serve hopefully in future applications? 

9. How to motivate the participants to translate the experience gained during the program into 
concrete implementations in their home institute? 

10. How to deal with the reality that there is not just one solution for each professional challenge, 
while participants want to take home concrete and affordable solutions for one or several local 
needs in their home organization? 

11. Assessing the progress made by each student can be valuable for the student and also for the 
organizers of an educational program. What can be the function of assessment of a heterogeneous 
group of participants in an informal, short and international training program? 



 xvi

12. How to stimulate interaction among the participants and to provide a basis for future 
professional and social-cultural contacts? 

13. How to exploit the program not only for professional development, but also as an eye opener to 
other cultures (culture of other participants; culture of the region where the program is organized; 
culture of various experts who contribute to the program)? 

14. Follow-up of progress made by participants in their home organization after their return is 
desirable, but how to realize this? 

 

The following gives some information about the programs that allowed us or even forced us to 
experiment continuously to improve the organization and the management: 

The subject area of the programs is information science and technology and applications in 
scientific library and information management. Courses, practical work and study visits are 
organised mainly in Brussels, which is the internationally oriented capital of Belgium. Duration  
is about three months. The entry level is bachelor or master. Most of the participants are already 
professionally active in developing countries, about 1/2 in Africa, 1/2 in Asia and occasionally in 
Latin America and Europe. One program has been organized each year, on average.  
Up-to-date information about the aims and contents of the programs can be found on the WWW site 
http://www.vub.ac.be/BIBLIO/itp/ 
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PANEL SESSION 

 
 
 

 NEWER APPROACHES IN LEARNING: CROSS BORDER 
COLLABORATIONS 

“RESEARCH, TEACHING AND PUBLICATION” 

 
Session Chair & Coordinator: Dr. Madhumita Bhattacharya 

 
  

  
Abstract 

International research collaboration and publication is a rapidly growing field with globalisation and 
accessibility of knowledge across geographical boundaries. In higher education collaboration at 
policy level and development of curriculum for dispersed students are encouraged. Current 
technologies allow learning through trans-institutional collaborations and provide the opportunity to 
participate in networks of cutting-edge and innovative activities which were not possible ever 
before. In this session main emphasis will be given to innovative and newer approaches in learning 
involving students and senior faculty members equally in joint studies. This session will explore the 
possibilities of cross border collaborations for newer and non-traditional approaches in learning. 
People from different institutions across geographical borders will come together to discuss 
different possibilities, issues and concerns of conducting studies involving participants and 
researchers from different countries. Presenters will share experiences and put forward plans for 
implementing innovative approaches to learning design and conducting collaborative research 
studies. Proposals for international collaborative research and opportunities for publications will be 
considered.  
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DIFFERENCE IN UNIVERSITY STRATEGIC PLANNING 
BETWEEN UKRAINIAN AND AMERICAN UNIVERSITY 

Yaroslav Prytula 
Lviv Ivan Franko National University - Universytetska str. 1, 79000, Lviv, Ukraine 

ABSTRACT 

In this case study I describe the process of strategic planning in George Mason University and compare it to strategic 
planning in a Ukrainian university. I present a scheme of important aspect of university strategic planning process and 
outline differences and challenges that Ukrainian universities face doing strategic planning. I conclude that in order to 
compete on international arena Ukrainian universities need to improve the informational support of decision-making, 
engage university community into strategic planning and move to decentralized organizational structure. 

KEYWORDS 

University Strategic Planning, Strategic Management, Cultural difference, Ukraine. 

1. INTRODUCTION 

Strategic planning in higher education was initiated in the US during turbulent years of 80-s. The oil crisis of 
1973 and followed severe economic recession of 1980-1982 combined with almost twenty years of steady 
declining fertility rates put US universities in trouble situation. They were in a need to compete and survive 
in quite uncertain situation. The epigraph to the seminal paper “Strategic Planning for Higher Education” by 
Philip Kotler and Patrick E. Murphy, which describes those times, states: “At least one demographic impact 
will be positive. Institutions will be compelled to become more introspective and analytical, to undertake 
long-range planning, something they did not have to do in good times. They will be forced to set priorities 
and develop strategies, overcome institutional inertia and make long-overdue choices-for example, to identify 
areas of growing student interest and create new programs to replace those for which demand may have 
fallen off. A consumer orientation will benefit higher education.” (Stewart and Dickason, 1979). 

Current situation in Ukraine and in its higher education has many similarities with the US situation of 
those times. The economic recession of 2008-2009 shrunk Ukrainian GPD by 15 percent with subsequent cut 
in higher education financing. The economic crisis is accompanied with demographic crisis. After favorable 
period of 1999-2005 when the number of secondary school graduates (and hence perspective students) was 
increasing the situation reversed in 2006 resulting in -6.6% of average decline in the last five years with no 
clear picture to reverse-back in the nearest future. Negative economic and demographic situation 
accompanied with myopic governance of higher education puts many Ukrainian universities on the ‘edge of 
survival’. On my opinion, the wide introduction of strategic planning in Ukrainian universities may help 
overcome the current crisis situation and will lead to sustainable growth in mid- and long-term perspective.   

The rest of the paper is organized as follows. First, I give a short theoretical background about science of 
strategic planning and point out some aspects of practical implementation of strategic planning in a 
university. Then I describe and compare the cultural difference, the environment and process of strategic 
planning in an American university and a Ukrainian university. I end with conclusions and recommendations. 

2. STRATEGIC PLANNING PROCESS AS A THEORETICAL CONCEPT 

Universities in Ukraine were well developed during Soviet times. They had good facilities, experienced 
faculty, and a tradition of excellence in education and research. But the future is not clear. Presently, large 
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changes are occurring in Ukrainian system of higher education. The changes are internally motivated by 
decreasing state funding, bad demographics and changes in the labor market. Externally, they are motivated 
by globalization and increased international competition.  

Planning was an integral part of Soviet management system. The well-known five-year planning 
procedure was well established and seemed to perform well. But there were several important caveats that 
made the “five-year planning” procedure ineffective. On my opinion, the top-down, non-participating, non-
leadership approach focused mainly on the process rather than final result distinguishes old-style planning 
from strategic planning.  In this section I will give a general description of strategic planning and point out to 
some specific practicalities of doing strategic planning in higher education. 

2.1 The Sense of Strategic Planning 

There are several definitions of strategic planning that are often cited in the literature. The definition 
provided by Rowley, Lujan, Dolence (1997) states that “Strategic planning is a formal process designed to 
help a university identify and maintain an optimal alignment with the most important elements the 
environment… within which the university resides.” This environment consists of “the political, social, 
economic, technological, and educational ecosystem, both internal and external to the university”. 
Emphasizing its long-term nature Kotler and Murphy (1981) define strategic planning “as the process of 
developing and maintaining a strategic fit between the organization and its changing marketing 
opportunities.” Porter (1996) also emphasizes long-term orientation and strategic positioning in strategic 
planning that goes beyond short-term operational effectiveness oriented planning. He mentions, “Positioning 
choices determine not only which activity a company will perform and how it will configure individual 
activities but also how activities relate to one another. While operational effectiveness is about achieving 
excellence in individual activities, or functions, strategy is about combining activities”.  

All these definitions more or less consistently point out to three important issues or I would say pillars of 
strategic planning. These are: Identity, Information and Relations1. To do strategic planning in any 
institution we need to start with important questions: Who we are? What do we do? For whom do we do? 
Indeed, Identity refers to the question what an institution is for? It positions an institution within its 
customers, competitors, and external stakeholders. And, what is most important for a labor-intensive intuition 
as any university is, it communicates and reflects values and institutional culture to and from its employees. 
Information refers to the question what an institution is about? Information provides sense and scope of an 
institution, it helps to access and assess an institution. Finally, Relations refer to the question for whom does 
an institution serve? Relations, both internal and external, define environment in which an institution 
operates. These pillars are not independent; they overlap and reinforce each other. And it is strategic planning 
that develops and supports this self-reinforcing mechanism.  

2.2 Strategic Planning and Strategic Management Processes 

University strategic planning process usually consists of the following steps (see Figure 1):  
1. Identification of university’s mission, vision and formulation of values, goals;  
2. Analysis of current internal and external environment, benchmarking;  
3. Formulation of strategic actions to attain the specified goals;  
4. Developing a tentative plan for implementation of specified strategic actions;  
5. Evaluation and revision of strategy implementation. 
In management literature there is a distinction between strategic planning and strategic management. Igor 

Ansoff (1976) made one of the earliest distinctions between these two strategic processes.  He points out that 
planning had a role in changing the resisting environment and providing the support for the top management.  
Strategic planning process focuses on problem solving as an internal activity, while implementation and 
monitoring have the secondary importance. At the same time, strategic management is oriented on strategic 
results making.   

                                                 
1 I would like to thank Lowell Christy from the Cultural Strategies Institute for explicitly pointing this out in a private conversation. 
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Figure 1. Schematic representation of strategic planning  

Ongoing changes in business environment and initial implementation of strategic planning often make 
evolution from one approach to another. Strategic management process can be categorized into three strategic 
areas (David, 2003; Wheelen and Hunger, 1997), which are the basis for continuous cycle in strategic 
management models: 

1. Strategic formulation (vision/mission/objectives formulation, external and internal analyses, and 
strategy option development, analysis and selection); 

2. Strategic implementation (resource identification, access, application, coordination and renewal); 
3. Strategic evaluation (performance measurement, comparison, and response).  
The distinction between strategic planning and strategic management processes (see Tabatoni and 

Barblan (2002) for detailed description of this difference for university environment) might play an important 
role when one tries to compare management processes in US and Post-Soviet universities. US educational 
institutions have long history of executing strategic planning and now are mostly at the stage of doing 
strategic management. At the same time, Post-Soviet higher education institutions have been not exposed to 
and, in general, are not experienced in strategic planning. Below, I describe and compare the practice of 
American university - George Mason University’s strategic planning/management process with the practice 
of a Ukrainian university. I will point out to some important issues from Identity, Information and Relations 
at the levels of top and mid-level decision-making. 

2.3 Top-level Decision-Making 

George Mason University is relatively new university with growing reputation of an innovative educational 
leader. It is worth to point out the coherence of university’s development. In recent years GMU received 
recognition in research as measured by the Shanghai Academic Ranking of World Universities and the 
Princeton ranking; it received recognition as superb and affordable teaching and learning institution as 
measured by the U.S. News & World and Kiplinger’s Personal Finance magazine; and, what is important, it 
was recognized as great place to work for by The Chronicle of Higher Education and American Association 
of Retired Persons (GMU Factbook, 2010-2011).  

2.3.1 Identity 

All these achievements are reflected and self-fulfilled by George Mason University’s mission and GMU 
president’s vision. The mission of GMU emphasizes important features of its near nation’s capital location 
and multi-campus organization; it also emphasizes innovative and entrepreneurial spirit of the university.  

The practice of long-term strategic planning in GMU was established more than ten years ago when top 
management realized that it would be impossible to run such a complex university using short-term 
operational planning only. It is imperative to note that strategic planning/management practice at GMU has 
been initiated by top management, i.e. by the university president. 

 
 

Identification 

Tentative plan Strategic actions 

Evaluation Analysis 
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2.3.2 Relations and Leadership 

The US higher education system is not governed on the federal level by on the state level. Situation varies 
from state to state but, in general, state defines wide policies that affect all public universities and has limited 
influence on university day-to-day operations. Good example of such limited influence is university 
accreditation that is done by non-governmental institutions – regional associations of colleges. As mentioned 
by Bastedo and Gumport (2003) state policymakers in the US have engaged in ongoing redesign of their 
public higher education systems and during the 1990s, accountability, efficiency, and effectiveness were at 
the forefront of their agenda. Their strategy was to accelerate mission differentiation in universities, more 
specifically, to develop academic policies that increase the stratification of academic programs. Such strategy 
creates so-called Matthew effect (Prytula, 2011), when successful universities get more support and 
becoming even more successful, leading to specific highly stratified higher education model. This model is 
very different from Ukrainian model where ministry of education has exclusive power over most university 
operations ranging from finance to state standards for educational programs and leaving no room for mission 
differentiation in universities. As a result, Ukraine higher educational system is a system of middling 
universities, with small chance for elite university(ies) to emerge.  

At the university level, US state government elects the Board of Visitors (BV) that oversights university 
operation. BV elects university President who forms its team to run the university on day-to-day basis. 
University Provost who is an Executive Vice-President manages the academic part of university life directing 
and coordinating the work of his team of vice-provosts and college/faculty deans. Ukrainian system of 
university management does not envisage the presence of such Board of Visitors within the system. 
Appearance of the Board of Visitors as an intermediate between university administration and state 
governance makes balance of powers quite stable that assures academic autonomy of a university. In 
Ukrainian system such body as Board of Visitors is absent and ministry of education has direct power over 
university management. Recent developments in Ukrainian higher education shows that such system is 
vulnerable to political preferences of (often changing) central government and hence universities can hardly 
execute long-term planning strategy.  

2.3.3 Information 

Strategic planning in GMU has seven year circle. It takes almost a year to develop strategic. The Strategic 
Planning Committee (SPC) consists of representatives of colleges and different administrative units; it 
initiates the process by university self-evaluation and study of external and internal environments; then it 
elaborates initial proposals for strategic directions and new initiatives. A set of proposed goals is posted on 
GMU website seeking broad input from all interested groups – faculty, staff, students, alumni and others. 
Open forum then is created for anyone to share their thoughts with SPC. Additionally, more structured online 
survey is done to get responses from all interested parties.  

The developed and approved by the Board of Visitors, the Strategic Goals document gives the basis for 
development of GMU Academic Plan that outlines major achievements and existing centers of excellence, 
and defines new academic goals and emerging spires of excellence. The Academic Plan together with 
Strategic Goals form the basis for an individual unit (school/faculty, administrative unit) planning. Individual 
units do their strategic planning by repeating similar procedure as university does. 

The next step - another committee, the Strategic Implementation Committee (SIC) is formed in order to 
integrate strategic plans with resource planning, assessments, evaluations and accreditation. SIC identifies the 
challenges and opportunities for university development, it also develops and tracks metrics for assessing 
strategic goals. The Strategic Planning Metrics is one of the most important ingredients of strategic planning 
process. It defines quantitative measures for periodical assessment of the progress done toward achievement 
of defined goals. For each goal a set of five to ten quantitative measures were defined for periodical or in 
progress measurement. It is worth to note that the process of developing Strategic Planning Metrics is an 
ongoing process, and when university introduces any new initiative, some specific measures to assess the 
progress of this new initiative might be added to Strategic Planning Metrics.  
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2.4 Mid-level Decision-Making 

2.4.1 Identity 

The distinctive feature for GMU’s strategic management practice in compare to our practice in Lviv Ivan 
Franko National University is formation of decisions at small-committee level rather than all-executive 
meetings. On my opinion, this distinction can, at least partially, be attributed to the cultural differences in our 
societies. Geert Hofstede’s Cultural Dimensions (Hofstede, 2001) give a possibility to compare value 
orientations in different societies. Figure 2 presents the data on values orientation for the United States in 
compare to Poland and Russia2 in five cultural dimensions. 
 

 
Power Distance Index is the extent to which the less powerful members of organizations and institutions 

accept and expect that power is distributed unequally.   
Individualism is the degree to which individuals are integrated into groups.   
Masculinity refers to the distribution of roles between the genders.  
Uncertainty Avoidance Index deals with a society's tolerance for uncertainty and ambiguity.  
Long-Term Orientation defines values associated with thrift and perseverance. 

Figure 2. Values orientation of Russia, Poland and the US according to five Hofstede’s cultural dimensions.           
Source: www.geert-hofstede.com  

Indeed, we can easily observe comparatively big difference in three cultural dimensions: Power Distance, 
Individualism and Uncertainty Avoidance. Acceptance of organizational inequality combined with low 
degree of individualism - these distinctive features of post-Soviet mentality - are still present in Ukraine 
leading to collective decision-making (and collective responsibility) rather than more efficient small-group 
decision-making. High tolerance of uncertainty can also explain wide ignorance of strategic planning in 
Ukraine. Although, on my opinion, the Orange Revolution and recent financial crisis significantly reduced 
the uncertainty tolerance in Ukrainian society making introduction of strategic planning viable. 

2.4.2 Relations 

It is worth to mention the difference in spreading of strategic planning from the top-level to mid-level 
institutional management. GMU practice participatory strategic planning when each circle of planning 
exercise is mirrored on lower levels and then giving feedback to top-level. Figure 3 presents this approach 
schematically. 

                                                 
2 There are no data for Ukraine in Hofstede research but I believe that they are close to those of Russia and/or Poland. Long-Term 
Orientation for Russia has not been estimated in Hofstede research, I estimated it from corresponding data for Eastern European 
countries: Czech, Poland, Slovakia and Hungary.  
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Figure 3. Schematic representation of participatory strategic planning 

At the same time, strategic planning practice in Ukraine is, as a rule, a top-down strategic planning 
represented on Figure 4. The top-down strategic planning is essentially a circle of strategic planning at top-
level management with specific, usually non-responsive directives for mid-level management.  

 

Figure 4. Schematic representation of top-down strategic planning  

This difference in strategic planning practice might be due to the above mentioned cultural differences. 
Alternatively, it might reflect unwillingness and/or incapability of mid-level management to do strategic 
planning. In order to have efficient participatory strategic planning in a university, at least the three necessary 
conditions should be satisfied: 
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1. University community should be aware of the method. 
2. University community should be willing to use it. 
3. Information on various aspects of university life should be freely available.  
The first condition is a technical one, it is possible to organize a workshop and show the method. But 

knowing method doesn’t necessary mean using it. It is the willingness to use the strategic planning and the 
availability of information that is crucial to start participatory strategic planning.  

How can we nudge people to like strategic planning? It seems, good leadership and strong sense of 
community are imperative for this. Kezar (2005) notes that celebration of accomplishments within 
organization is the right way to achieving it. She points out to George Mason University’s practice as a role 
model in community engagement: “Inclusive leadership approaches are in part a product of shared vision 
and goals, but also a strong sense of community. One way to build a strong sense of community is through 
major events that celebrate the accomplishments of individuals and groups within the institution. Creating a 
sense of community on campus and among students and faculty is especially challenging for commuter 
institutions such as George Mason University (GMU). However, GMU has developed an array of structures 
and opportunities to connect community members with one another and the university.” 

2.4.3 Information 

As a final point, I would like to mention that generation, storage and usage of institutional data to support 
decision-making are as important for modern university as air for human beings. In this case GMU also can 
be a role model for many universities. There are two university-wide offices within GMU that collect, store, 
analyze and present the information: The Office of Institutional Research & Reporting and The Office of 
Institutional Assessment.   

The Office of Institutional Research & Reporting (IRR) publishes a 150 page annual Factbook that 
contains all institutional information, including trends and historical information. Additionally the website if 
IRR contains detailed information and online forms for university, faculty, staff and student profiles, space 
management system, institutional performance benchmarks, course surveys, etc. The Office of Institutional 
Assessment (OIA) provides educational-process-related information by different segments (by year, by 
college, by degree level, by sex, ethnicity, age and GPA) that is extremely useful for strategic planning both 
on university level and on individual unit level. 

Informational support is one of the weakest links in Ukrainian higher education. As was mentioned in the 
World Bank report (Berryman, 2000): “Ukraine is flagrant in maintaining the secrecy of data on the 
(education) sector...” In many areas information is fragmented or even non-existent. The available 
information often exists in paper-only format and is unstructured and very time-consuming to make it useful 
for decision-making. On my opinion, in order to have efficient and viable strategic planning in Ukrainian 
higher education either on university, or faculty level it is imperative to initiate the development of the 
information support system3.  

3. CONCLUSION 

The environment where public university operates is exceedingly complex due to the multiple constituencies 
that university must serve. The external environment includes government, legislators, local community, 
parents, and alumni. Internal environment includes faculty, staff, and students. In addition, university is 
expected to accommodate multiple and often competing societal demands to increase access, lower costs, 
improve quality, and increase effectiveness. Most US universities use strategic planning/management to deal 
with such increasing complexity.  

After years of educational boom in Ukraine recent economic downturn, demographical problems and 
increased public attention to quality of education calls Ukrainian universities to adopt proactive position to 
cope with increasing challenges. Strategic planning that has not been widely used in Ukrainian higher 
education, now sounds as natural approach to deal with these challenges.  

                                                 
3 

http://en.wikipedia.org/wiki/Strategic_information_system 
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On my opinion, in order to compete on international arena, Ukrainian universities need to improve the 
informational support of decision-making, engage university community into strategic planning and move to 
decentralized organizational structure. 

ACKNOWLEDGEMENT 

This study was made possible by a grant from IREX (the International Research and Exchanges Board) with 
funds provided by the Carnegie Corporation of New York. The statements made and views expressed are 
solely the responsibility of the author. 

REFERENCES 

Ansoff, H. I., ed., Declerk, P. R., ed., and Hayes, R., L., ed., 1976. From Strategic Planning to Strategic Management. 
John Wiley & Sons. Inc. 

Bastedo, M. and Gumport, P., 2003 Access to What? Mission Differentiation and Academic Stratification in U.S. Public 
Higher Education, Higher Education, Vol. 46, No. 3 (Oct., 2003), pp. 341-359. 

Berryman, S., 2000, Hidden Challenges to Education Systems in Transition Economies, Washington D.C., World Bank. 
David, F., 2001. Strategic Management, 8th ed. Upper Saddle River, NJ: Prentice-Hall. 
George Mason University Factbook 2010-2011, available at http://irr.gmu.edu/factbooks/index.html 
Hofstede, G., 2001. Culture's Consequences, Comparing Values, Behaviors, Institutions, and Organizations Across 

Nations. Thousand Oaks CA: Sage Publications.  
Kezar, A., 2005. Promoting student success: The importance of shared leadership and collaboration. Occasional Paper 

No. 4. Bloomington, Indiana: Indiana University Center for Postsecondary Research. 
Kotler, P. and Murphy, P., 1981. Strategic Planning for Higher Education. The Journal of Higher Education, Vol. 52, No. 

5 (Sep. - Oct., 1981), pp. 470-489 
Porter, M., 1996. What is strategy? Harward Business Review, Nov.-Dec. , pp. 61-78. 
Prytula, Ya., 2011, Matthew Effect as a Reflexive System, Presentation made at The George Washington University’s 

seminar on Reflexive Systems, available at http://www.gwu.edu/~uscs/docs/Slides_Matthew%20Effect_YPrytula.ppt  
Rowley, D. J., Lujan, H. D., & Dolence, M.G., 1997. Strategic Change in Colleges and Unviversities. San Francisco, CA: 

Jossey-Bass Publishers. 
Stewart, I. R., and D. G. Dickason., 1979. Hard Times Ahead. American Demographics. June. 
Tabatoni, P., Davies, J., and Barblan, A., 2002. Strategic Management and Universities’ Institutional Development, 

European University Association.  
Wheelen, T. L., Hunger, J. D., 2004. Strategic Management and Business Policy, 9th ed., Upper Saddle River, NJ: 

Prentice-Hall.  

ISBN: 978-972-8939-56-4 © 2011 IADIS

10



PERCEIVED QUALITY AND OVERSEAS STUDENT 
SATISFACTION IN HIGHER EDUCATION: A CASE STUDY 

Yaolung J. Hsieh 
Department of Risk Management and Insurance, National Chengchi University - No. 64, Section II, Chihnan Rd., 

Wenshen District, Taipei, Taiwan, Zip Code: 11623 

ABSTRACT 

Relying upon a case-study approach, this paper goes beyond the context that existing research has normally been based 
on and extends into Asia to explore the service quality perceptions and satisfaction levels of international students. The 
data reveal that overseas students in Taiwan perceived service quality in terms of three dimensions: academic, socio-
cultural and personal issues and these issues were similar to those reported in the documentation. These dimensions were 
related to the level of satisfaction of international students. It is important to note that, while dissatisfied overseas students 
used encountered problems as the dimension for evaluating service quality and their level of satisfaction, satisfied 
students added other dimensions in their evaluation. Furthermore, the criteria used to evaluate the program, the university, 
and the destination country appeared to be different. 

KEYWORDS 

Higher education, Overseas students, Service quality, Satisfaction, Taiwan. 

1. INTRODUCTION 

Quite a few studies suggest the applicability of marketing strategies in higher education (Sultan and Wong, 
2010). For example, Angell et al. (2008) argue that since higher education provision is a service and students 
are expected to fund their education expenses, it seems appropriate for these institutions to shift from a 
“product-led” approach to a more “customer-led” approach. Donaldson and McNicholas (2004) also find that 
the student often searches evidence of service quality when making the risky and uncertain decision of 
choosing a university (Sultan and Wong, 2010). Ignorance of the importance of attracting students in such 
highly competitive market and measuring the service quality will eventually be at the disadvantage of the 
institution (Angell et al., 2008). 

Although there is little dispute that service quality is at the center of higher education and is a key 
performance index for excellence in education (Donaldson and Runciman, 1995), the findings of studies 
involving service quality and student satisfaction in higher education are inconclusive. To solve this problem, 
a qualitative approach is suggested to provide an insightful discussion (O’Neill and Palmer, 2004; Sultan and 
Wong, 2010). Furthermore, the host countries studied are usually confined to those in Western society, such 
as Australia, Canada, the UK and the US, and cross-cultural research is limited. Studying host countries with 
different cultural backgrounds, such as those in Eastern society, should provide more insights into current 
developments in international higher education and the behavior of overseas students around the world. Also, 
as an overseas student’s home culture significantly influences his or her criteria when evaluating different 
types of services, a comparison of the impact of culture on both Eastern and Western overseas students 
should make a useful contribution to both theory and practice in the field. 

To respond to these issues, I adopted a case study approach to (1) identify the service quality perceptions 
of overseas students in Taiwan and (2) explore the reasons for their satisfaction or dissatisfaction and the 
ways to improve services. A case study approach was appropriate for the current study because it captures 
reality in greater detail and allows the researcher to investigate a contemporary phenomenon within its real-
life context, where the boundaries between phenomenon and context cannot be separated (Yin, 2009). 
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The remainder of this paper is organized as follows. First, the relevant literature is reviewed. This is 
followed by an introduction to the study’s methodology. I then analyze the data and discuss their theoretical 
and managerial implications. Suggestions for future research are also presented. 

2. LITERATURE REVIEW 

An important research stream in higher education is the investigation of service quality and its association 
with satisfaction. Recently, it has been recognized that a relationship marketing strategy is compatible with 
the nature of higher education services because it involves students in the marketing and image-building of 
their institutions (Oplatka and Hemsley-Brown, 2004). After all, no marketers could market a university 
successfully if its service staff (i.e., administrative and academic staff) were not responsive to the students’ 
needs and preferences (Hemsley-Brown and Oplatka, 2006). 

Consequently, service quality is at the center of higher education and is acknowledged as a key 
performance index for excellence in education, as well as a major strategic factor in increasing market share 
(Donaldson and Runciman, 1995). Given that service quality is an antecedent of customer satisfaction 
(Parasuraman et al., 1994), educational institutions can improve the service satisfaction of overseas students 
(a vital factor that contributes to benefits such as student retention, positive word-of-mouth communication 
and other competitive advantages) by concentrating on the service quality aspects that these students consider 
critical (Douglas, 2008; McDougall and Levesque, 2000).  

When examining service quality in higher education, quite a few studies (Arambewela and Hall, 2006; 
Engelland et al., 2000) have used the SERVQUAL framework, which was developed by Parasuraman et al. 
(1988) in the service business industry. This framework, however, is not deemed appropriate for higher 
education for the reasons given below (Joseph and Joseph, 1997). 

First, the applicability of the five dimensions identified in this framework is questionable because they are 
not general enough to cater for the needs of all industries (Carman, 1990) and because the necessary degree 
of customization is higher than Parasuraman et al. (1988) suggested. Even Parasuraman et al. (1988) 
suggested that SERVQUAL should be customized for each industry. Second, for a disconfirmation-based 
measurement to function accurately, expectations must remain constant. However, education is a long-term 
service and expectations change with familiarity with the service (Carman, 1990; Patterson et al., 1998). 
Finally, expectations are the standards against which performance is measured. These standards are shaped in 
terms of knowledge of and experience with the service (Joseph and Joseph, 1997). Nevertheless, potential 
students have either little or no prior knowledge or experience of higher education (Joseph and Joseph, 1997) 
or enter tertiary institutions with unrealistic expectations (Chapman and Baranowski, 1977). There has also 
been dispute concerning the practicalities of administering the instrument, primarily about whether it is 
realistic to ask consumers about their expectations of a service immediately before consumption and about 
their perceptions of performance immediately after the service encounter (O’Neill and Palmer, 2004). 

As a result of these arguments, researchers have proposed a performance-based measure (Carman, 1990; 
Cronin and Taylor, 1992) and importance-performance analysis. The performance-based model overcomes 
some of SERVQUAL’s problems, such as raising expectations and the statistical properties of difference 
scores (Hope and Muhlemann, 1997). The performance-based model, however, has also been challenged 
because much useful information is lost from an operational point of view (O’Neill and Palmer, 2004). Given 
its simplicity, ease of application and diagnostic value (Ford et al., 1999; O’Neill and Palmer, 2004), 
importance-performance analysis has become popular over the last two decades. However, the results of 
importance-performance analysis, when applied to higher education, are often inconsistent: Joseph and 
Joseph (1997), for example, proposed seven factors of service quality in business school education in New 
Zealand, whereas O’Neill and Palmer (2004), who focused only on administrative problems, suggested three 
dimensions for service quality improvement in Australian universities. Another problem with importance-
performance analysis is that this quantitative measure does not explain why the observed ratings occur. It has 
therefore been suggested that supplementary qualitative research would be useful (O’Neill and Palmer, 2004; 
Sultan and Wong, 2010). 

A review of literature on services in higher education also reveals that the academic majors and cultural 
backgrounds of overseas students may be associated with their service quality perceptions and satisfaction 
levels (Arambewela and Hall, 2006; Patterson et al., 1998; Srikatanyoo & Gnoth, 2005). Furthermore, a 
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singular perspective from overseas students may contaminate the results. To respond to these issues and to 
propose more pertinent implications, I examined the service quality perceptions and satisfaction levels of 
international students in Taiwan who were from both Eastern and Western societies.  

The following research questions were used as guidelines to assist in the collection of data: 
1. How do overseas students perceive service quality and why do they satisfy or dissatisfy? 
2. How can services for overseas students be improved to enhance their satisfaction or decrease their 

dissatisfaction? 

3. METHODOLOLGY 

The case-study approach is preferred when (1) “how” and “why” questions are being posed, (2) the relevant 
behaviours cannot be manipulated and (3) the focus is on contemporary events (Yin 2009). Given that the 
purpose of this study is to identify the ways overseas students perceive service quality and the reasons for 
their satisfaction or dissatisfaction, and its focus is on their contemporary behaviours that cannot be 
manipulated, a case-study approach was adopted. 

Based on the suggestions of Yin (2009), six sources of evidence are most commonly used when carrying 
out case studies: documentation, archival records, interviews, direct observations, participant observations 
and physical artefacts. Since these sources of evidence are complementary and a good case study will want to 
use as many as possible, I collected all six types of evidence. Nevertheless, the main method by which data 
were collected was still via in-depth interviews, given that only a limited number of studies have been 
conducted in Asian universities. Given the influence of academic majors on the service quality perceptions 
and satisfaction levels of overseas students (Arambewela and Hall, 2006; Patterson et al., 1998; Srikatanyoo 
& Gnoth, 2005), I purposely selected informants from different colleges in the case university. The 
informants’ opinions analyzed in this paper were taken from data collected in Taiwan during June of 2008 
and January of 2009 as part of a research program emphasizing the learning and living experiences of 
international students. The primary questions asked during the interviews focused on the overseas students’ 
perceptions of the service quality of, and level of satisfaction with, the case university. There were 28 
interviews in total, ranging in length from 75 minutes to 2 hours, with an average of 99 minutes. The 
informants in this study were 14 females and 14 males aged between 20 and 39; 15 were from non-Asian 
countries (i.e., Germany, Ireland, Italy, New Zealand, the US, and Sweden), with an average age of 29.13 
years, and 13 were from Asian countries (i.e., Japan, Malaysia, Mongolia, Singapore, and South Korea), with 
an average age of 24.15 years. The duration of their stay in Taiwan ranged from one to seven years. While 
those from non-Asian countries were fluent in English, the English of most of the Asian informants was poor. 
Most of the Asians were studying for a first degree, whereas most of the non-Asians were on masters 
programs. The interview language was either Chinese or English, according to the preference of the 
informant. A keyword search technique was used to content analyze the audiotaped and transcribed 
interviews and journals. 

Non-participant and participant observations were also used when the author taught overseas students in 
the classroom and participated in a round-table discussion and a seminar presentation regarding the learning 
behaviour of overseas students and their experiences of living in Taiwan. The former activity allowed the 
author to observe the behaviours of overseas students and involved teaching students from Belize, Haiti, the 
Marshall Islands, Nicaragua and Singapore, whereas the latter activity gave the author a taste of how 
university lecturers and administrators perceived the overseas students. 

Documentation from sources that regularly explore the perspectives of foreigners on Taiwan and the 
Taiwanese, such as series reports from the United Daily News (one of the most popular newspapers in 
Taiwan), was collected. Physical artefacts, such as the mid-term exams and term projects of the selected 
overseas students and the comments made by lecturers about these artefacts, were also analyzed in order to 
compare them with the data collected from the other sources. Archive records, such as survey data collected 
by the university’s Office of International Cooperation (OIC), the organization in charge of overseas 
students, were also examined. 

This paper documents the research procedures and provides a case study database to establish the study’s 
reliability. Furthermore, evidence was collected from a multiplicity of sources and a chain of evidence was 
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established to enhance the construct validity. To verify its internal validity, pattern matching and explanation 
building was carried out in this study (Yin, 2009). 

4. FINDINGS 

The findings are presented in terms of the research questions that I presented at the end of Literature Review. 
During the interviews, the informants were asked their opinions on the service quality of the university and 
how satisfied they were with the university’s services. They were later requested to give an evaluation (a 
score out of 100). The factors that contributed to their satisfaction and dissatisfaction were also explored. 

4.1 How did Overseas Students Perceive Service Quality? 

The data revealed that overseas students perceived service quality in terms of three dimensions: 
academic, socio-cultural and personal issues. The academic issues can be further sorted into two groups: 
process, which refers to the process of academic learning, and end results, which indicate the final goals of 
overseas students. The socio-cultural issues can be classified into three groups: living environment, customs 
and social interactions. These issues were similar to those reported in the documentation (e.g., the 
information published in the United Daily News), one of my six data sources. 

The scores that signified the informants’ level of satisfaction can be generally classified into two 
categories: below 50 and above 80. In terms of both qualitative descriptions and quantitative measures, the 
satisfaction level of the Asian students was higher than that of their non-Asian counterparts. Those 
informants (mainly non-Asians) who perceived themselves as dissatisfied, extremely disappointed or 
depressed gave scores below 50 and reported many more negative comments than positive ones. In contrast, 
the informants (mainly Asians) who viewed themselves as satisfied gave scores above 80 (reaching as high as 
95) and reported many more positive comments than negative ones. 

4.2 Why did they Satisfy or Dissatisfy? 

For satisfied students, the reasons for satisfaction included academic issues (i.e., variety and flexibility of 
courses, rich experience of academic staff, beautiful facilities, administrative staff’s attitude, well taught core 
courses, quality students, esp. locals, and good learning experience) and socio-cultural issues (i.e., pleasant 
and enthusiastic local Taiwanese; experiencing different cultures; learning to be optimistic, independent, 
responsible and objective; making a lot of friends). Their reasons for dissatisfaction also involved academic 
issues and socio-cultural issues, but with different contents; for instance, the academic issues included 
administrative staff’s English proficiency, confusing course selection system, confusing intranet system and 
over-promised information, inconvenient location, discriminated against by local students in group 
discussions, problems inside the dormitory, and insufficient business connections/internships/career services 
whereas socio-cultural issues involved cultural differences and communication problems.  

For dissatisfied students, the reasons for satisfaction included academic issues (i.e., knowledgeable 
professors, enjoyable subject content, and AACSB accredited department) and socio-cultural issues (i.e., 
enjoyable environment, including locals). Apart from academic and socio-cultural issues, the reasons for their 
dissatisfaction also involved personal matters. The academic issues included confusion over graduation 
policy and miscommunication, limited choice and time schedule of courses, confusing course selection 
system, lecturers’ quality and attitude towards education, bureaucratic system, local students’ lack of 
capability and participation, and over-promised web information. Socio-cultural issues involved cultural 
differences and communication problems whereas personal matters included family problems and racism. 

Those issues that contributed to their level of dissatisfaction were mainly related to administrative 
services and were only part of the dimensions, which overseas students used to evaluate the service quality 
and satisfaction. Other dimensions were associated with how much they had learned, both in the classroom 
and off campus. 

Interestingly, although many non-Asian students were dissatisfied with the interaction between the lecture 
and students in the classroom, their Asian counterparts did not perceive such interaction as a problem. They 
even complimented that the interaction between the students and the lecturers in Taiwan was more frequent 
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and better than in their own countries. This finding indicates that the criterion used for comparison may lead 
to different level of satisfaction. 

It is important to note that, apart from the program and the case university, some informants also viewed 
the destination country (Taiwan) as the target of satisfaction. Furthermore, the criteria used to evaluate the 
program, the university and the destination country appeared to be different. When evaluating the program, 
for example, the informants mainly focused on the process and end results of academic learning (e.g., 
teaching quality and the administrative services of the program). However, when evaluating the university, 
they also evaluated the courses offered on other programs and a variety of the university’s facilities and 
services. When it came to evaluating the destination country, socio-cultural factors, especially social 
interactions, were the primary factors considered. The following Italian and Mongolian informants reported 
their new life experiences in Taiwan: 

Foreign students not only come to Taiwan to study, they will also go to visit places [that interest them] 
and every second will be different as they experience a new culture … It [my experience] comes from many 
things, not only from [academic] learning. The systems in Taiwan and in Italy [are different]; life is different. 
(F, 39G, Italy) 

After being here for more than four years, I have learned a lot. Apart from improving academically, I 
have become a more energetic person and a better communicator … My perspective on life has also changed. 
After experiencing such a hard time and being helped by local Taiwanese so many times, I would like to help 
others. I am more open-minded and objective and have a broader view of what my life should be. (F, 24U, 
Mongolia) 

Archive records (e.g., survey data) from the OIC indicated that a systematic survey of the needs, service 
quality perceptions and satisfaction levels of overseas students has not yet been conducted. The only survey 
carried out by the OIC was an online study, conducted during the Chinese New Year, consisting of four 
simple questions: Where did you first hear of the university? How did you learn about it? What made you 
choose it? and What do you love most and least about the university? The responses from overseas students 
were far too general and did not assist much in identifying the seriousness of the problems and the ways to 
improve service quality and the satisfaction level of these students. 

5. DISCUSSION AND SUGGESTIONS 

Relying upon a case-study approach, this paper goes beyond the context that existing research has normally 
been based on and extends into Asia to explore the service quality perceptions and satisfaction levels of 
international students. The data reveal that overseas students perceived service quality in terms of three 
dimensions: academic, socio-cultural and personal issues and these issues were similar to those reported in 
the documentation, one of my six data sources. It is important to note that, while dissatisfied overseas 
students used encountered problems as the dimension for evaluating service quality and their level of 
satisfaction, satisfied students added other dimensions in their evaluation. Furthermore, the criteria used to 
evaluate the program, the university, and the destination country appeared to be different. 

Since case studies, like experiments, can be generalised to theoretical propositions but not to populations 
or universes (Yin 2009), I discuss both the theoretical and managerial implications and make suggestions 
below. 

5.1 Theoretical Implications 

Many informants encountered cultural shocks because of cultural differences. The primary reason for culture 
shocks is that unexpected things happen and these have a negative influence on overseas students. 
Consequently, the manifestation of culture shocks appears to be contradictory to the SERVQUAL framework 
and supports the arguments that potential students either have little or no prior knowledge or experience of 
higher education (Joseph and Joseph, 1997) or enter tertiary institutions with unrealistic expectations 
(Chapman and Baranowski, 1977). In other words, higher education is a pure service, featuring a great 
amount of customization, divergence, interpersonal contact and complexity (Patterson et al., 1998). Most of 
the quality attributes involved in higher education cannot be perceived, felt or tested in advance, which 
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makes it difficult to evaluate a program beforehand, especially for international students (Srikatanyoo and 
Gnoth, 2002). 

Although many non-Asian students perceived the interaction between the lecturer and students in the 
classroom as a problem, and even dysfunctional, their Asian counterparts actually had difference 
perspectives. This finding signifies that the criterion used for comparison may lead to different level of 
satisfaction and that understanding the context being studied and its culture enables one to maintain a more 
objective view. 

Comparing the reasons for satisfaction and dissatisfaction helps us to identify what overseas students care 
most about and to prioritize the services to be provided or improved in order to enhance their satisfaction or 
decrease their dissatisfaction. In this regard, my findings are supplementary to importance-performance 
analysis. Furthermore, a systematic analysis of the relationships between perceived service quality and level 
of satisfaction and dissatisfaction, as I have done in the current study, is beneficial to the application and 
improvement of the relationship marketing theory. Furthermore, my results appear to support Alazzi and 
Chiodo’s (2006) findings that learning well-being is the primary determinant of satisfaction as far as overseas 
students are concerned. 

As suggested by Srikatanyoo and Gnoth (2005), study abroad is such a complex and multi-faceted 
experience that one may perceive it as life away from home and as involving strong symbolic and 
experiential elements. The current research goes beyond the functional aspects relating to the concept of 
quality and explores symbolic and experiential elements, such as changes in one’s personality and 
perspectives of life and both the positive and negative impacts on overseas students that resulted from social 
interactions with locals or engaging with a new culture. 

5.2 Managerial Implications 

The managerial implications are limited to the case university. Those who try to extend our research findings 
to other contexts should do so cautiously. Responding to my second research question, namely how to 
improve services for overseas students to enhance their satisfaction or decrease their dissatisfaction, I 
suggest the following implications. 

From the perspective of relationship marketing, before we can satisfy and improve relationships with 
overseas students, it is essential to understand their needs and problems. Consequently, the university should 
first tackle those problems that are encountered by all overseas students, such as academic (e.g., complicated 
online course selection and confusing campus intranet) and socio-cultural issues (e.g., living environment and 
customs) because these significantly lowered the average scores of perceived quality and level of satisfaction 
in this study and negative word-of-mouth has begun to spread. Solutions to these problems that are under the 
control of the university, such as making its intranet and online course selection system more user-friendly, 
should be carried out as quickly as possible to restore its reputation.  

Some courses about specific cultural features of Taiwan that are unfamiliar to international students 
could be offered to help them to adapt more smoothly; for example, Confucianism is very important for 
countries that place importance on guanxi in interpersonal communication, such as Taiwan and China. 

Teaching students of multi-cultural and linguistic diversity is more demanding given the much wider 
range of learning preferences that need to be understood (Howarth, 2003). Furthermore, determining the 
preferred learning styles may influence the overall satisfaction level of international students and their 
perceptions of service quality (Lashley, 2002). Such knowledge should be collated by responsible 
organizations, such as the OIC, and passed to those faculty staff members who deal with overseas students.  

Given that students develop expectations through information acquisition, the university should take care 
not to develop artificially inflated expectations of its services via promotional materials and channels. 
Furthermore, as suggested by Allen and Higgins (1994), as a satisfied international student is an educational 
institution’s best form of advertisement, the university should view the whole process of recruiting and caring 
for international students as a continuous process with a synchronized policy and organizational structure. 

The university should also develop a distinctive image in terms of the reasons for satisfaction (e.g., rich 
experiences and knowledge of academic staffs, beautiful facilities, enjoyable subject content and AACSB 
accredited college) provided by their overseas students. Especially important are the eyewitness accounts and 
personal experiences of satisfied overseas students, including alumni. 
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5.3 Limitations and Suggestions 

I studied only a single case, which has its limitations in both theory and practice. A multiple-case study 
would have more power in terms of making theory improvements and empirical generalizations and is 
recommended for future research. 

Most of the Asian informants were studying for a first degree, whereas most of the non-Asians were in 
masters program. It is not clear how the degree sought interacted with other factors (such as academic major, 
nationality or social interaction) to influence the service quality perceptions and satisfaction levels of 
overseas students. A more powerful quantitative study exploring the relationships among service quality 
perceptions, level of satisfaction and potential influencing factors should be helpful in both theory and 
practice and is recommended for future research. 

I also found that, when it comes to measuring satisfaction, overseas students may use as many as three 
targets, namely the program, the university and the destination country, and that the criteria used for 
evaluating these targets were different. What are the relationships between these three satisfaction targets? 
Are they independent or compensatory? Given their strategic importance in deciding the service quality 
perceptions and satisfaction levels of overseas students, future research exploring these relationships is 
recommended. 

Perceived satisfaction is a multi-dimensional, subjective and evaluative measure, however, the current 
study did not take its dynamic nature into account (Tse et al., 1990). I encourage interested scholars to 
conduct a longitudinal study and observe how the level of satisfaction fluctuates with changes in encountered 
problems and service quality perceptions. 
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ABSTRACT 

The expansion of globalization and higher education has caused study abroad programs to change in many Asian 
countries. In particular, the overprovided undergraduate and graduate education system in Taiwan raises questions on 
how college students perceive such outbound study. This study collected survey data from 219 college students at two 
universities in Taiwan to analyze their opinions and levels of readiness regarding study abroad programs. This study 
applied fuzzy methods to transform the data and interpret the results, revealing that gender and college major influence 
students’ perceptions on the importance of study abroad, as well as their readiness to study abroad. Following the 
expansion of higher education in Taiwan, more students are considering study abroad programs for a short-term stay in a 
foreign country. According to the patterns of perceptions, this study built fuzzy models to explain the consistency of 
importance and levels of readiness regarding study abroad. The results reveal that fuzzy statistics can be used to interpret 
the factors influencing students to study abroad. 

KEYWORDS 

College students, study abroad, higher education, internationalization, fuzzy statistics, fuzzy means. 

1. INTRODUCTION 

With 3.3 million students currently studying outside their home country, global student mobility, or the 
migration of students across borders for higher education, is a burgeoning phenomenon that affects countries 
and their academic systems (Bhandari & Blumenthal, 2011). Most countries now view international academic 
mobility and educational exchanges as critical components for sharing knowledge, building intellectual 
capital, and remaining competitive in a globalizing world. In the United States alone, higher education is the 
fifth largest service export sector, with in-bound international students contributing US$17.7 billion to the 
economy each year (Bhandari & Chow, 2009). 

The rising number of mobile students is possibly a partial outcome of the worldwide growth of higher 
education. These increasing higher education populations have placed enormous pressure on the higher 
education systems of many developing countries. Increasing numbers of students have realized that study 
abroad will enhance their career options when they enter a marketplace that requires knowledge and skills 
beyond those taught at home. Numerous previous studies have discussed the new developments in the field 
of mobility such as branch campuses and the growing popularity of virtual learning. However, study abroad 
is the best choice for many students in many countries. Taiwan is no exception. 

This study sought to determine what students believe is essential about study abroad, by investigating 
their program preferences and using fuzzy statistics to evaluate student’s readiness for outbound study.  
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2. LITERATURE REVIEW 

Twenty-first-century globalization has had a substantial impact on mass higher education, and at the same 
time, massification has influenced the globalized academic environment. The dramatic increase in the 
number of students studying outside the borders of the home countries is one manifestation of this impact. 
Approximately 3.3 million students were studying abroad in 2009. Increased international study has many 
causes, but one of them is a lack of capacity in home countries, which is an effect of massification. Other 
international initiatives include the rapid growth of branch campuses, twinning programs, joint degree 
arrangements, and franchising of academic programs (Altbach, 2010). 

Various new institutions and alternative approaches to international study have emerged to meet the 
growing need for cost-effective education and, as a result, many students are choosing to stay home while 
also acquiring an international education (Blumenthal, 2002). These new models of education include 
distance learning, joint and dual degrees, branch campuses, and sandwich programs involving short-term 
study abroad. Gray (2006) termed these programs “nontraditional academic arrangements.” 

Technology, communication, access to travel, and, most importantly, the globalized economy, have 
altered how students and educators perceive international study. The information revolution, the global 
economy and capital market, environmental concerns, and global health and safety have dramatically 
increased students’ need for direct experience abroad (McPherson & Heisel, 2010). Students in other nations 
also often gain international experience by pursuing full degree programs abroad. In fact, U.S. higher 
education has benefited from and dominated this field for some time, accepting numerous talented 
international students into its degree programs, especially at the graduate level. In the United States, 
international students in recent years have come from a relatively small number of countries, most 
predominantly India (13.5%), China (11.1%), South Korea (10.4%), and Japan (6.9%), with Taiwan (4.9%) 
next on the list, between U.S. neighbors Canada (5.0%) and Mexico (2.5%) (Phelps, 2010). This pattern is 
also changing in Australia, the United Kingdom, Canada, and European nations, who are energetically 
competing to lure more of these international students to their educational institutions (McPherson & Heisel, 
2010). Although the picture for study abroad is bright and promising, several challenges must be surmounted 
for this new area of leaning to achieve its full potential. 

Study abroad was generally the province of students majoring in humanities and social sciences in the 
United States; however, this circumstance varies in Asian and other countries. There is little agreement about 
what should be achieved regarding different levels of integration into a foreign community: language 
acquisition, appreciation of cultural differences, and understanding of how the discipline is structured in the 
host institution. As a field for research, study abroad requires additional basic data. Many students pursue 
learning experiences abroad outside the aegis of their institutional office. Study abroad must be more 
effectively integrated into existing institutional research efforts. We expect that fuzzy statistics can be used to 
explore the issues of study abroad at an institutional or system level. 

3. METHODS 

Fuzzy statistics is a useful tool for measuring ambiguous concepts in science and social science (Hsu & Wu, 
2010; Chang, 2007; Samatsu, Tachikawa, & Shi, 2010). Previous researchers have claimed that using 
traditional numerical models cannot explain complex and ambiguous human and social phenomena because 
of too many limitations on digital data and over-interpretation (Nguyen & Wu, 2006). Fuzzy set concepts 
were proposed by Zadeh and applied to fuzzy measurement to contend with dynamic environment, providing 
a more reasonable description of many data transforms (Sun & Wu, 2007; Zadeh, 1968; Wang, Chang, & Wu, 
2010). 

3.1 Research Framework 

This study designed a fuzzy questionnaire to collect college students’ opinions on study abroad regarding 
their perceptions of importance of and readiness for outbound study. The research framework is shown in 
Figure 1. The study applied the fuzzy questionnaire to collect the importance and readiness data from 
students at various colleges. The perceptions of importance and readiness are transformed using fuzzy 
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Fuzzy distance d(I, R) 

 
 
 
 
 

Figure 1. A framework of analysis 

3.2 Research Samples and Tools 

The 219 survey samples were collected from a national university in central Taiwan and another private 
university in northern Taiwan in September 2011. The perception of study abroad includes two dimensions: 
importance of and readiness for study abroad. This study considered gender and college major to compare 
students’ perceptions of importance and readiness for study abroad using fuzzy means and the distance of 
fuzzy interval numbers. The questionnaire includes the following items: gender, college major, and seven 
main factors related to study abroad regarding the importance and readiness for students. The examples of 
completing the questionnaire are as follows: 

Direction: The following questions are related to study abroad. We need your opinions about the 
importance of and readiness for study abroad. Please circle the number representing your perception of 
importance and readiness. If you feel the possible importance of the English language spoken in the 
destination country is 5–8 on a scale of 0–9, then please select Numbers 5 and 8. If your selection of 
readiness for using English in the destination country is from 5 to 7, it means your possibility of readiness 
about the English language is 5 to 7 on a scale of 0–9. Example 2 is referred to your perceptions of study 
abroad for master’s program regarding the importance and readiness. 

Example 1: 
Your perceptions of language in the destination country 

Importance of study abroad       Readiness for study abroad 
 

0 1 2 3 4 o,5 6 7 o,8 9 0 1 2 3 4 o,5 6 o,7 8 9 
Example 2: 
Your perceptions of “for master’s degree” 

Importance of study abroad       Readiness for study abroad 
 

0 1 2 3 ○,4 5 o,6 7 8 9 0 1 2 ○,3 4 o,5 6 7 8 9 

3.3 Statistics with Fuzzy Logics 

This study applied fuzzy means, defuzzification for a fuzzy number on R, and distance between samples of 
interval-valued data to transform our fuzzy data set (see Definitions 3.1, 3.2, and 3.3). 

Definition 3.1 Fuzzy sample mean (data with interval values) (Nguyen & Wu, 2006) 

Let U be the universal set and },...,1,,],,[{ niRbabaFx iiiii =∈=  be a sequence of random fuzzy 

Gender: 

Female/Male 

Colleges: 

� Management 
� Humanity 
� Technology 

Importance       Readiness 
� Ability to adapt 
� Language for destination country 
� Major selected 
� University reputation 
� Campus environment 
� Scholarship 
� Financial support from family 

Importance   Readiness 
� Short-term stay 
� For master’s degree 
� For doctoral degree 

IADIS International Conference on International Higher Education 2011

21



sample on U. The fuzzy sample mean value is then defined as 
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Example 3.1 Let 1x =[3,5], 2x = [2,4], 3x = [3,4], 4x = [4,8], and 5x =[2,5] be the evaluation of 

English course by five students with fuzzy interval. Then the fuzzy sample mean for the evaluation is 
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The fuzzy means is used to compare the group differences to answer the related research questions. 
Definition 3.2 Defuzzification for a fuzzy number on R (Nguyen & Wu, 2006) 
Let χ=[a, b] (a≠b) (be an interval fuzzy number on U) The defuzzification number Rχof [a, b] is then 

defined as 
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Example 3.2 Let χ=[2, 5] Then, Rχ= =
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Defuzzification for a fuzzy number on R is derived from interval fuzzy numbers. This study calculated Rs 
to evaluate their ranking regarding different factors related to study abroad. 

Definition 3.3 Distance between samples of interval-valued data 

Let U be the universe of discourse. Let {χi=[a, b], i=1,2} be two samples from U, with center ci=
2

biai + , 

and radius ri=
2

biai − , the distance between the two samples χ1 and χ2 is defined as 
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Example 3.3 Let two sets of interval data be χ1=[4, 6], χ2=[5,8]. Then χ1=(4.5;1),χ2=(6.5;1.5) 

d(χ1, χ2)=
58

)581ln(

46

)461ln(
5.65.4

−
−+

−
−

−+
+− =2.09 

The d(χ1, χ2) is used to compare the different factors of their importance and readiness for study abroad 
among these college students. This study interpreted the formula as d(I, R) to follow our research purposes. 

4. RESULTS 

This study analyzed the importance of and readiness for study abroad with fuzzy statistics. The results 
showed the importance and their readiness of the selected items are different regarding perception by gender 
and college differences. Their distances of importance and readiness for study abroad are listed in Subsection 
4.4. The patterns of study abroad are shown in the final section. 

4.1 Importance of Study Abroad 

The importance of study abroad is transformed according to Definition 3.1 which the fuzzy means deal with 
interval values (Nguyen & Wu, 2006). Defuzzification number Rs are calculated following the definition 3.2. 
Table 1 shows that the most important factor is the ability to adapt, followed by language in the destination 
country, and major selected (listed third) for study abroad. Perhaps college students have perceived that the 
scholarship is highly limited and that many families can provide financial support (listed as a less critical 
factor). 
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Table 1. Importance of selected factors related to study abroad with fuzzy means, fuzzy integral, and their ranking 

Importance Fuzzy means Defuzzification 
number Rs 

Ranking 

Ability to adapt [3.45,7.41] 5.281 1 
Language for destination country [3.54,7.31] 5.276 2 
Major selected [3.40,7.26] 5.183 3 
University reputation [3.47,7.16] 5.165 4 
Campus environment [3.37,7.20] 5.138 5 
Scholarship [3.41,7.06] 5.088 6 
Financial support from family [3.00,6.54] 4.624 7 

4.2 Readiness for Study Abroad 

By transforming the fuzzy means and defuzzification number R, the readiness for study abroad as the 
students report are as follows: ability to adapt, major selected, language for destination country, scholarship, 
and financial support from family (see Table 2).  

Table 2. Readiness of selected factors related to study abroad with fuzzy means, fuzzy integral and their ranking 

Readiness Fuzzy means Defuzzification 
number Rs 

Ranking 

Ability to adapt [2.14,5.30] 3.582 1 
Major selected [2.14,5.26] 3.568 2 
Language for destination country  [2.18,4.84] 3.340 3 
Scholarship [1.95,4.67] 3.193 4 
Financial support from family [1.91,4.61] 3.144 5 

4.3 Gender and Major Differences Regarding for Study Abroad 

In this study, 108 male students and 111 female students were in our data set. Among these students, 59 
students studied at colleges of management, 44 students studied at colleges of humanities, and 116 students 
studied at colleges of science. The defuzzification number Rs of importance of selected factors for study 
abroad account for gender and college differences. Table 3 shows that females are more concerned about the 
selected factors related to study abroad than males are. There is no significant difference among the different 
college students when they express their concerns about the language in the destination country, major 
selected, university reputation, or campus environment. Students at colleges of science show less concern 
about the financial support from families; however, the students at colleges of management express less 
concern about scholarship regarding study abroad. Only the students at colleges of humanities show more 
concern about the ability to adapt to their future study abroad. 

Table 3. Defuzzification Rs of the importance of selected factors for study abroad by gender and colleges 

Importance Language Major Finance Scholarship Adaption Reputation Campus 
Gender 
Male 

 
5.124 

 
4.978 

 
4.324 

 
4.922 

 
5.129 

 
4.943 

 
5.020 

Female 5.423 5.382 4.918 5.250 5.430 5.382 5.252 
Colleges 
Management 

 
5.465 

 
5.225 

 
5.109 

 
4.752 

 
5.268 

 
5.152 

 
5.080 

Humanities 5.432 5.176 5.468 5.456 5.859 5.310 5.329 
Science 5.152 5.164 3.991 5.146 5.093 5.130 5.103 

 
The defuzzification number Rs of readiness of selected factors for study abroad are considered the 

gender’s and college’s differences in this study. As listed in Table 4, we found that females typically exhibit 
more preparedness for study abroad than do the males. Students at colleges of science show less preparedness 
for study abroad than those of the other two colleges. 
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Table 4. Defuzzification Rs of the readiness of selected factors for study abroad by gender and colleges 

Readiness Language Major Finance Scholarship Adaption Reputation Campus 
Gender 
Boy 

 
2.920 

 
3.15 

 
2.666 

 
2.740 

 
3.137 

 
2.924 

 
2.954 

Girl 3.876 3.974 3.611 3.635 4.016 3.928 3.639 
Colleges 
Management 

 
4.135 

 
4.095 

 
3.741 

 
3.353 

 
3.986 

 
3.950 

 
3.657 

Humanities 4.271 4.199 3.921 3.879 4.660 4.071 4.105 
Science 2.715 3.084 2.461 2.839 2.920 2.888 2.806 

4.4 The Consistency of Importance and Readiness 

The study used the formula (3.3) to calculate the distance of consistency regarding students’ perceptions of 
importance and their readiness, converted from interval fuzzy numbers. The seven selected factors are related 
to study abroad, including language for destination country, major, financial support from family, scholarship, 
ability to adapt, university reputation, and campus environment. The results revealed that scholarship (1.864) 
has the biggest gap between importance and readiness. Following the larger distances are: language ability 
for destination country (1.840), campus environment (1.811), university reputation (1.704), ability to adapt 
(1.669), major selected (1.589), and financial support from family (1.454) (see Table 5). The results reveal 
that language ability for destination country is highly critical for study abroad, but the students are not yet 
ready. 

Table 5. Fuzzy distances and indices of gap in selected factors related to study abroad 

Selected factors related to study abroad Importance Readiness d (I,R) 

Scholarship [3.41,7.06] [1.95,4.67] 1.864 
Language for destination country  [3.54,7.31] [2.18,4.84] 1.840 
Campus environment [3.37,7.20] [2.14,5.26] 1.811 
University reputation [3.47,7.16] [2.18,4.84] 1.704 
Ability to adapt [3.45,7.41] [2.14,5.30] 1.669 
Major selected [3.40,7.26] [2.14,5.26] 1.589 
Financial support from family [3.00,6.54] [1.91,4.61] 1.454 

4.5 Short Term Stay or for Degrees 

The study asked students if they have opportunities to go abroad for further study, which programs will 
attract them, and how they are prepared. Table 6 shows that students preferred the short-term stay programs 
(4.780), then master’s degree programs (4.475), and doctoral degree programs (4.290). Comparing the 
importance of programs with their readiness, most college students disclosed that they are not yet ready to go. 
Analyzing the distances of perceptions among the importance of and readiness for study abroad reveal that, 
in the short-term stay programs is 1.579, the master’s degree programs is 1.438, and the doctoral degree 
programs is 1.435.  

Table 6. The defuzzification Rs of importance and readiness for programs of study abroad 

The programs for 
study abroad 

Fuzzy means of 
importance 

R of 
importance 

Fuzzy means 
of readiness 

R of readiness d(I, R)*  

Short term stay [3.11,6.74] 4.780 [1.90,4.68] 3.173 1.579 
For master’s degree [2.83,6.41] 4.475 [1.75,4.50] 3.011 1.438 
For doctoral degree [2.70,6.17] 4.290 [1.60,4.29] 2.831 1.435 

Note. *d(I, R) means d= distance of importance (I) and readiness (R) which transforms by Definition 3.3 
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5. DISCUSSION AND CONCLUSION 

Related literature has shown that increasing numbers of students have realized that study abroad will enhance 
their career options when they enter a marketplace that requires knowledge and skills beyond those taught at 
home. Various previous studies have discussed the new developments in the field of mobility such as branch 
campuses and the growing popularity of virtual learning. This study found that study abroad is the better 
choice for many college students; however, they prefer the short-term stay programs for non-degree purposes, 
because many students select their degree study at domestic universities for further career preparation. 
Currently, the pattern of study abroad regarding degrees has dramatically changed in Taiwan. 

Preparedness for study abroad generally involves many different meanings. However, there is little 
agreement about what should be achieved regarding different levels of integration into a foreign community. 
Such debated factors are: language acquisition, appreciation of cultural differences, and understanding of 
how the discipline is structured in the host institution. In this study, we determined that the most critical 
factor is the ability to adapt, followed by the language of the destination country, and major selected (listed 
third). Perhaps college students in Taiwan have perceived that scholarship is highly limited and that many 
families can provide financial support (listed as a less critical factor). 

In this case, more specifically, the study found that females are more concerned about the selected factors 
related to study abroad than are the males. Generally, the females have shown better preparedness for study 
abroad than the males have. Students at colleges of science show less concern about financial support from 
families; however, students at colleges of management express less concern about the scholarship for study 
abroad. Only the students at colleges of humanities show more concern about the ability to adapt to their 
future study in abroad. 

Fuzzy statistics is a useful tool for measuring ambiguous concepts or issues in different fields. This study 
may find that many research data are usually consistent with human logic; therefore, the answers cannot 
simply reflect on “yes” or “no” questions. Researchers need a powerful way to contend with the fuzzy 
interval data during computing processes. Fuzzy statistics provides a more reasonable method to transform 
fuzzy interval data. This study suggests using well-designed fuzzy questionnaires to collect data related to 
college students’ opinions for future studies. 
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ABSTRACT 

This paper explores the attitudes, conceptions and use of social media in net-based higher education. By using statistical 
and content analysis of data generated by two surveys directed to students (n = 109) and teachers (n = 77) involved in 
net-based higher education, we explore how social media influence the design of learning context in net-based higher 
education courses. By applying the affordance theory, we describe actual as well as preferred use of social media from an 
educational, social, and technical perspectives. The results showed that the potential use of social media have not yet 
been fully found in the context of net-based higher education. However, the perceived benefit of using social media dif-
fers in relation to educational topics. The potential use of social media in net-based higher education courses is discussed.  

KEYWORDS 

Social media; affordance; net-based; higher education; students; teachers  

1. INTRODUCTION 

Some studies have claimed that the generation born after 1980, grew up with the use of computers and the 
Internet, which consequently gave them a strong command of technology compared to those born before 
1980 (Oblinger & Oblinger, 2005; Palfrey & Gasser, 2008; Prensky, 2001; Tapscott, 1998). Prensky (2001) 
defined those who were born after 1980 as ‘digital natives’ and those before 1980 as ‘digital immigrants’. 
Advocates of this idea claimed that digital natives have not only developed an array of skills in using digital 
technologies but have also established new learning styles through their use. Dede (2005) noted that these 
learning styles include “fluency in multiple media; learning based on collectively seeking; active learning 
based on experience; expression through non-linear associational webs of representations rather than linear 
stories; and co-design of learning experiences personalized to individual needs and preferences” (p. 24).  

In addition, it has been suggested that the current higher educational system with its majority of teachers 
being digital immigrants has not utilized the full potential of social technologies to accommodate the needs of 
digital natives in net-based teaching contexts (Roblyer, McDaniel, Webb, Herman, & Witty, 2010). Despite 
the fact that this issue has been raised and debated among a vast majority of institutions, very little attention 
has been given to provide empirical evidence of technology uptake by digital immigrants in higher education 
and net-based teaching environments (Margaryan, Littlejohn, & Vojt, 2011; Roblyer, et al., 2010). 

We propose social media revolution as a concept to describe the contemporary participation on the web. 
Social media such as Facebook, Twitter, and YouTube among others are central components describing “dig-
ital life” on the Internet (Johnson, 2011; Pempek, Yermolayeva, & Calvert, 2009; Selwyn, 2009). A growing 
trend of social media has been witnessed that focus on participation over delivery of information and conver-
sation using traditional broadcasting (Brown & Adler, 2008). This view fits nicely with the constructivist 
learning perspective, which emphasizes learning as a social process where learners are active creators of 
knowledge (Marra, 2005; Wang, 2009; Weiqi, 2001). Although social media is widely adopted by students, 
higher education tends to fall behind in adopting new technologies that could support students’ educational 
communications and collaborations with faculty members (Roblyer, et al., 2010). A report by Kleiner, Tho-
mas, and Lewis (2007) concluded that the reluctance of faculty was still one of the major obstacles in adopt-
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ing new technologies in higher education. This was contrasted to their findings with students who showed 
positive attitudes and a willingness to use new technologies such as social media in higher education. 

Moreover, one problem reported in applying computer supported collaborative tools (e.g., Google Docs) 
is a one-sided attention to the technological prerequisites for collaboration (Kirschner, Strijbos, Kreijns, & 
Beers, 2004). By attending the educational as well as social prerequisites for allowing collaboration to occur 
and applying Gibson's affordance theory, we explore the problem area from perspectives of educational af-
fordance, social affordance, and technological affordance. Educational affordance constitutes “those charac-
teristics of an artifact that determine if and how a particular learning behavior could possibly be enacted 
within a given context” (Kreijns & Kirschner, 2002, p. 14). Social affordance relates to the relevance of tech-
nological affordance in social interactions concerning learning situations (Kirschner, et al., 2004). Further, 
technological affordance is connected to the concept of an object’s usability (Norman, 1988). In this context, 
technological affordance concerns the usability of the social media tool in question (Kirschner, et al., 2004). 

The apparent affordances of social media have fueled interest in understanding the potential educational 
gains. Therefore, the current study explores primarily to what extent the use of social media among teachers 
and students in net-based higher education can be explained with the affordance theory. Secondly, we present 
our analysis of data that was collected using a web-based survey. Finally, we offer a summary of the findings 
and discuss their implications on understanding the use of social media in net-based higher education. 

2. BACKGROUND AND THEORETICAL FRAMEWORK 

2.1 Affordance Theory 

Gibson (1954) introduced the concept ‘affordance’ which pertained to an interactionist view with the focus 
on available information in the environment. Affordances can, according to Gibson, broadly be defined as 
“action possibilities” that refer both to the environment and the human being. In his view, these can be objec-
tively measured regardless if they are directly or indirectly known to the individual. But affordances are rela-
tive to individuals and therefore they must be observed as such, i.e., different affordances apply to different 
observers of an object in the environment. One of the most important core elements in this theory is ‘infor-
mation pickup’. This means that the perception of the environment is not mediated by retinal, neural or men-
tal pictures, but instead is direct.  

According to Gibson (1979), perception should not be seen as a reaction to a stimulus but rather an ongo-
ing process where the perceiver is provided with direct information from the environment. This stands in 
contrast to the dualism paradigm in the sense that the human being and the environment both are a part of the 
same acting system. In line with Gibson’s theory, Järvilehto (1998) argued that the human being and the en-
vironment are inseparable because the human being cannot exist without the environment, and the environ-
ment holds certain characteristics only when the human being is linked to it. In this sense, affordances can be 
seen as features of the environment, and these will only become visible once human beings relate to them in 
different forms of activities. 

Norman (1988) further developed the concept of ‘affordances’ and connected it to the perceptual potential 
of the observer. According to his theory, the term affordances “refers to the perceived and actual properties 
of the thing, primarily those fundamental properties that determine just how the thing could possibly be used” 
and “when affordances are taken advantage of, the user knows what to do just by looking: no picture, label, 
or instruction is required” (p. 9). These “reflect possible relationships among actors and objects: they are 
properties of the world” (p. 10). Although Norman (1999) adopted the term ‘affordance’, he made a clear 
distinction between cognitive and physical affordances. Cognitive affordances were considered as less impor-
tant compared to physical affordances because the latter will inform the individual what actions that could 
actually be performed on an object in the environment. 

2.2 Educational Affordances in Social Media 

Social media have developed in line with the technological advancements on the Internet (Deng & Yuen, 
2011). Tim O’Reilly introduced Web 2.0 as a concept in 2005. The name suggests that Web 1.0 preceded it 

ISBN: 978-972-8939-56-4 © 2011 IADIS

28



and that a process of development is described by the sequence (Rosen & Nelson, 2008). From being a static 
and consumer-oriented publishing area, the web has over the years developed into an interactive, social, and 
participatory driven communication area. The Web 2.0 applications and services developed within the realm 
of social media are characterized by participation and conversation.  

Popular social media like Facebook, Twitter, YouTube, blogs (e.g., Wordpress), and Wikis have accumu-
lated very large amounts of registered users. Each one of these has affordances that could be used in net-
based higher education. For instance, Facebook is expected to facilitate net-based communication and to 
bring personal qualities into the design of learning spaces (Roblyer, et al., 2010; Selwyn, 2009). Twitter is 
reported to be useful as a complementary source of inspiration in directing attention to subjects and resources 
on the net (Johnson, 2011; Junco, Heiberger, & Loken, 2011). YouTube is a major online forum for viewing 
and publishing video (Mitra, Lewin-Jones, Barrett, & Williamson, 2010; Zhang, Johnson, Seltzer, & Bichard, 
2010). Blogs and wikis have been used to encourage discussions and to involve students in collaboration 
(Meyer & McNeal, 2011; Xie, Ke, & Sharma, 2008). 

According to Deng and Yuen (2011), participants who use social media build an active audience engaged 
in collaborative content creation. This aligns very well with the constructivist learning paradigm, which 
views learners as active creators of knowledge, and learning as a social process. Using social media implies 
that both students and teachers become more active and involved on a personal level. A study by Mazer, 
Murphy, and Simonds (2007) found that the social network Facebook “is increasingly being used not only by 
students but also by [teachers in higher education]” and as of 2006 “approximately 297,000 Facebook mem-
bers identify themselves as faculty or staff” (p. 3). The study concludes that “higher teacher self-disclosure 
may lead students to higher levels of anticipated motivation and affective learning and lend to a more com-
fortable classroom climate” (p. 12). This illustrates potential use for teachers to enhance and boost classroom 
climate through the use of Facebook. However, this could backfire on teachers as they “may violate student 
expectations of proper behaviors and run the risk of harming their credibility if they utilize Facebook” (p. 3). 

Furthermore, O’Sullivan, Hunt, and Lippert (2004) discuss mediated immediacy in relation to teachers’ 
use of social media with students in higher education. This refers to “the communicative cues in mediated 
channels that can shape perceptions of psychological closeness between interactants” (p. 471), in this case 
between students and teachers. Using mediated immediacy behaviors such as students’ first names and emo-
ticons to indicate mood (e.g., happiness) has a positive impact on students and encourages them to communi-
cate more online with teachers (Waldeck, Kearney, & Plax, 2001). This connects well with the findings of 
Mazer, et al. (2007) where students who perceived high levels of mediated immediacy on a teachers’ website 
showed “high levels of motivation and affective learning, indicating positive attitudes toward the course and 
the teacher” (p. 176). Hence, teachers could boost students’ motivation by using social media to increase me-
diated immediacy and allowing students to take part in self-disclosed information.  

In addition, using video through YouTube can be used effectively to support student learning in higher 
education and stimulate interest in topics (Mitra, et al., 2010). It is important to highlight and explain the re-
levance of the video being showed to the students. Thus, the video alone cannot function by itself, even if the 
relevance might be clear to the teacher. Also, using video through YouTube would allow students to evolve 
their critical thinking by questioning the content with support from the teacher. More interestingly, the atti-
tude of the teacher towards the video material would determine how students would react to it. For instance, 
students would become less passive if the teacher would use the video to provoke a thought and/or discus-
sion. YouTube can therefore become an alternative source of knowledge if a teacher uses it critically and as a 
part of a blended learning approach. 

When considering educational affordances in social media, these eventually rely on the perception of stu-
dents (learners) and teachers (educators). The foundation is how they perceive the potential of available so-
cial media and their possible use in educational contexts (Lee & McLoughlin, 2008). Further, Dron (2006) 
acknowledged that a discrepancy could exist between learners and educators in higher education because of 
the knowledge gap in technology between digital natives (learners) and digital immigrants (educators). How-
ever, not recognizing these potential discrepancies could lead to “demotivation, boredom, and confusion 
among learners” (p. 2). In addition, Anderson (2004) suggested that “the greatest affordance of the Web for 
educational use is the profound and multifaceted increase in communication and interaction capability” (p. 
42). This is apparent in social media due to their nature and features such as the following: (1) connectivity 
and social communication; (2) interactive collaboration and information sharing; (3) content creation; and (4) 
know-ledge and information aggregation (McLoughlin & Lee, 2007). 
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Regarding connectivity and social communication, Gee (2004) adopted the concept ‘affinity spaces’, 
which refers to social networking sites such as Facebook, Twitter, and YouTube that enable people to create 
online connections between each other. Consequently, this allows people to procure social and communica-
tive skills while engaging in a participatory culture online. In these spaces, people develop digital proficien-
cies, learn new ways to express themselves in digital forms, and engage with others in informal learning.  

Concerning interactive collaboration and information sharing, it has been suggested that people with the 
same interest can use social bookmarking tools such as del.icio.us and Digg to find other people who share 
the same interest. By doing this, everyone is actively contributing to and taking part in a developing know-
ledge base online (Lerman, 2007; Yang, Zhou, Mao, Li, & Liu, 2010).  

With respect to content creation, social media such as Facebook, Twitter, and YouTube allow anyone to 
create, organize and share content with others. This constructivist model stresses the importance for teachers 
to allow students to create content instead of consuming it. Digital solutions such as open source projects and 
creative commons licensing are some examples that have propelled user-generated content (McGee & Begg, 
2008; Rooij, 2007). However, Moturu and Liu (2011) argue that although user-generated content could be 
seen as beneficial from an educational point of view, one should not forget that it is important to question the 
contents’ trustworthiness.  

Last but not least, knowledge and information aggregation is a useful affordance in the sense that it offers 
people possibilities to collect information from many sources and apply this for educational use. One exam-
ple used for aggregating text, video, and audio content is Really Simple Syndication or RSS. This type of 
digital solution would allow people to use different cognitive abilities (visual, auditory, and kinesthetic) in 
their education (Giurgiu, Barsan, & Mosteanu, 2008; Lee, Miller, & Newnham, 2008; Pence & Pence, 2008). 

Although studies (Hung & Yuen Steve, 2010; Lee, 2005; Lee, McLoughlin, & Chan, 2007; Pozgaj & 
Vlahovic, 2010; Silius et al., 2010) have shown that social media could support learning outcomes in higher 
education, more empirical research is necessary to establish a base of substantial evidence and clear links 
between social media use among students and teachers in net-based higher education. 

2.3 Research Questions 

The apparent affordances of social media have fueled an interest in understanding the potential educational 
gains of them. In this paper, we have used Facebook, Twitter, YouTube, blogs, and wiki to represent social 
media. These are considered as the most used and are expected to be well known by the participants answer-
ing the survey. Based on the discussion above, the current study presented the following research questions: 

- To what extent do demographic variables such as age, gender, and academic topic disclose patterns 
of use and attitudes towards social media? 

- How do teachers and students relate to social media compared to established media (e.g., video con-
ference, audio, etc.)? 

- How do social media influence the current design of learning contexts? 

3. METHOD 

The survey method was applied because of the distribution and limited access for face-to-face meetings with 
students attending web-based courses through the online teaching platform Its Learning. Teachers on the oth-
er hand were available on campus. However, since we wanted to reach as many as possible, the survey me-
thod was used in order to be an effective way of gaining answers to the research questions. A web-survey is 
becoming an acceptable way of data gathering to obtain a subset of a large population (Johnson & Kaye, 
1998, 2003). This study applied a purposive sampling method to target students and teachers who are in-
volved in net-based higher education. 

3.1 Participants 

A sample of 186 participants divided fairly equally between teachers (n = 77) and students (n = 109) com-
pleted a web-based survey using Google Forms. The teachers consisted of 30 men and 47 women, aged 18 to 
66 (M = 46.44; SD = 12.59), differed in education topic, science and technology (e.g., math, computer 
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science, chemistry) (n = 16), humanities (e.g., art, history, linguistics) (n = 12), clinical (e.g., medicine, den-
tal, nursing) (n = 18), social sciences (e.g., psychology, political science, sociology) (n = 16), and educational 
sciences (e.g., pedagogics) (n = 15), and differed in the amount of net-based teaching within their position at 
a university, 0% (n = 22), 25% (n = 25), 50% (n = 11), 75% (n = 6), and 100% (n = 13). Teachers belonged 
to either of two departments, school of health and society (n = 43) or school of education and environment (n 
= 34). The students consisted of 16 men and 93 women, aged 18 to 59 (M = 32.10; SD = 9.22), and differed 
in education topic, science and technology (n = 20), humanities (n = 16), clinical (n = 15), social sciences (n 
= 29), and educational sciences (n = 29). 

3.2 Material 

Two surveys were produced, one containing questions directed towards students attending net-based courses 
and the other was directed towards teachers involved in teaching net-based teaching. The surveys consisted 
of questions aimed at capturing attitudes and behaviors connected with use or perceived benefits from using 
social media as part of a net-based distance course in higher education. We offered the opportunity in the 
form of free comments for the participants to give examples of other tools they perceive as useful or have 
experience in using. Each survey consisted of an introductory section followed by ten items.  

The first introductory items were aimed at capturing the participant’s age, gender, and education topic. 
These three items were in common for both students and teachers with the extension for teachers who had 
two additional introductory items that captured department affiliation and percentage of net-based teaching 
that was included in their position.  

The following two items were based on a Likert scale ranging from 0 (completely disagree) to 4 (com-
pletely agree) and concerned the attitudes of participants towards using the following tools in net-based edu-
cation: e-mail, telephone, videoconference through Its Learning, videoconference from a third party software 
developer such as Skype or Adobe Connect, and finally text based chat. Next question was based on a Likert 
scale ranging from 0 (very ineffective) to 4 (very effective) and specifically explored the attitudes towards 
the following lecture formats in education: video, text-based, PowerPoint with sound, and PowerPoint with-
out sound.  

The subsequent two items were based on a Likert scale ranging from 0 (completely disagree) to 4 (com-
pletely agree) and investigated how students and teachers relate to the idea that social media such as Face-
book, Twitter, YouTube, blogs (e.g., Wordpress), and Wiki would add quality to the learning process of net-
based education. The succeeding dichotomized yes/no item acquired if students and teachers have taken part 
in or used social media in net-based education, respectively.  

The next three dichotomized yes/no items captured whether students and teachers have taken part in or 
used YouTube video clips as a lecture format in net-based education, respectively. Thereafter, an item based 
on a Likert scale ranging from 0 (completely disagree) to 4 (completely agree) examined whether audio files 
as a lecture format would add quality to the learning process of net-based education. Similarly, the next ques-
tion gathered information on whether students and teachers have taken part in or used audio files in net-based 
education. 

3.3 Procedure 

The surveys were digitally distributed to participants through Google Forms; students were given the link to 
their survey through postings on their course platforms in the teaching platform Its Learning, and teachers 
were provided with the link to their survey through internal e-mail. By utilizing control mechanisms in 
Google Forms, no questions were left unanswered for each entry. Participants, students and teachers alike, 
were thanked upon completing the survey. Data was analyzed in two ways, statistically and by using content 
analysis. Content analysis results in the identification of themes across several interviews or documents. In 
this study we have focused on latent content as opposed to manifest content. This means that we have not 
counted the number of appearances of distinct words or expressions but rather in a more subjective way in-
terpreted the meaning of what has been written.  

Both surveys included the option of free text answers and comments. The answers delivered in these text 
boxes were collected, compiled, and subject to a content analysis in order to extract attitudes and conceptions 
towards use and usefulness of social media in net-based higher education. The reason for giving the opportu-
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nity to comment in free text was to obtain spontaneous expressions on the perception of the tools. Students 
were, for the same reason, given the opportunity to write spontaneous comments on the same issues. 

4. RESULTS 

An item analysis examined the internal consistency reliabilities of the different scales, student and teacher. 
The results of the statistical analysis showed satisfactory internal consistency reliabilities for the scales, stu-
dent (Cronbach’s Alpha = .77) and teacher (Cronbach’s Alpha = .81). 

Further, a two-way analysis of variance (ANOVA) was conducted to investigate how age and education 
influence our attitudes towards social media. No significant differences existed at first for age but after ex-
cluding four outliers and transforming age into five contiguous groups (1 = 18-25; 2 = 26-35; 3 = 36-45; 4 = 
46-55; and 5 = 56-65+), significant differences were revealed for Twitter, F(4, 177) = 3.12; p < .05, and ten-
dency to significance for Facebook, F(4, 177) = 2.22; p = .068. A Bonferroni post-hoc revealed that partici-
pants in the age group 56-65+ (M = 2.48; SD = .87) were significantly more positive towards Twitter than 
those in age group 26-35 (M = 1.78; SD = .90).  

In addition, an Independent Samples t-test was used to compare differences between men and women, 
students and teachers, and between the university departments on usefulness towards established media (vi-
deoconference through Its Learning, text-based chat, text-based chat during supervision of assignments, lec-
ture format, video, PowerPoint with sound and audio) and social media. For men and women, there was a 
significant difference for established media. The results indicate that women, compared to men, were more 
positive towards established media as presented in Table 1. No significant attitude differences were found 
between the genders for social media. 

Table 1. An independent sample t-test showing gender differences in usefulness of established media. 

Variable Group M SD t-test Sig. (2-tailed) 

Videoconference Its Learning 1 Men 
Women 

2.57 
2.89 

.96 

.94 
– 2.050 .042 

Text-based chat 1 Men 
Women 

2.83 
3.34 

.95 

.81 
– 3.543 .001 

Text-based chat during supervision 1 Men 
Women 

2.72 
3.14 

.89 

.94 
– 2.658 .009 

Video lectures 2 Men 
Women 

3.17 
3.57 

.88 

.65 
– 3.292 .001 

PowerPoint lectures with sound 2 Men 
Women 

2.87 
3.35 

.83 

.80 
– 3.485 .001 

Audio lectures 2 Men 
Women 

2.96 
3.25 

.92 

.78 
– 2.119 .035 

Note. Equal variance assumed; significance level .05 (p < .05); 1 scale = 0 for completely disagree to 4 for completely 
agree, 2 scale = 0 for very ineffective to 4 for very effective. 
 

Concerning the usefulness of established media, there was a significant difference between students and 
teachers for communication (e-mail, videoconference through Its Learning, text-based chat, videoconference 
through Its Learning during supervision, text-based chat during supervision), lecture formats (video, text-
based, PowerPoint with sound), and social media (Twitter). A tendency to significance was revealed for 
blogs. The results indicate that students, compared to teachers, are more positive in utilizing various tools 
within net-based higher education with the exception of social media. There was a significant difference for 
Twitter and tendency to significance for blogs such that teachers were, compared to students, more positive 
in utilizing these tools, see Table 2.  

Furthermore, significant differences between the two departments were found for communication (e-mail 
during supervision) and lecture formats (video). For the former, the school of education and environment was 
(M = 3.68; SD = .54), compared to the school of health and society (M = 3.40; SD = .66), more positive in 
using e-mail when supervising students, t(75) = 2.02, p < .05. However, the opposite effect was found for the 
effectiveness of video as a lecture format. The school of health and society was (M = 3.28; SD = .77), com-
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pared to the school of education and environment (M = 2.91; SD = .79), more positive in using video as a 
lecture format, t(75) = 2.02, p < .05. 

Table 2. An independent sample t-test showing differences between students and teachers in usefulness of established1,2 
and social media3. 

Note. Equal variance assumed; significance level .05 (p < .05); 1 scale = 0 for completely disagree to 4 for completely 
agree, 2 scale = 0 for very ineffective to 4 for very effective, 3 scale = 0 for completely agree to 4 for completely disagree. 
 

Moreover, a two-way ANOVA was conducted to investigate the influence of education on attitudes to-
wards social media, see Table 3. The results demonstrated statistically significant differences between educa-
tion topics. Significant differences were found for Facebook, blogs, and wiki as well as a tendency to signi-
ficance for YouTube. 

Table 3. A two-way ANOVA showing attitude differences between education topics towards the use of social media. 

Variable Sum of squares df Mean squared F p η
2 

Facebook 11.99 4 3.00 3.04 .019 .06 
Blogs 16.18 4 4.04 4.64 .001 .10 
Wiki 16.60 4 4.15 4.68 .001 .10 
YouTube 6.77 4 1.69 2.30 .061 .05 

Note. Equal variance assumed; significance level .05 (p < .05); df = degree of freedom; η2 = partial eta square; scale = 0 
for completely agree to 4 for completely disagree. 
 

Following this, a Bonferroni post-hoc was conducted for all significant variables, i.e., Facebook, blogs, 
and wiki. The results revealed that participants in the clinical topic (M = 2.97; SD = .95) were significantly 
more positive to Facebook compared to those in social (M = 2.24; SD = 1.07) and educational sciences (M = 
2.30; SD = 1.07). Participants in the humanities topic (M = 3.05; SD = .23) were significantly more positive 
to blogs compared to those in social (M = 2.27; SD = 1.12) and educational sciences (M = 2.18; SD = 1.06). 
Finally, participants in the science and technology topic (M = 3.16; SD = .37) were significantly more posi-
tive to wiki compared to those in social (M = 2.40; SD = 1.18) and educational sciences (M = 2.20; SD = 
1.03). 

Concerning the content analysis, the answers in the open questions text boxes used the model describing 
educational, social and technological affordances. Within educational affordances there was a dominance of 

Variable Group M SD t-test Sig. (2-tailed) 

Email 1 Students 
Teachers 

3.62 
3.31 

.70 

.78 
2.843 .005 

Videoconference Its Learning 1 Students 
Teachers 

2.98 
2.57 

.94 

.91 
2.966 .003 

Text-based chat 1 Students 
Teachers 

3.47 
2.84 

.77 

.89 
5.119 .000 

Videoconference Its Learning during supervi-
sion 1 

Students 
Teachers 

2.83 
2.31 

.98 

.94 
3.600 .000 

Text-based chat during supervision 1 Students 
Teachers 

3.28 
2.69 

.85 

.96 
4.392 .000 

Video lectures 2 Students 
Teachers 

3.72 
3.12 

.56 

.79 
6.128 .000 

Text-based lectures 2 Students 
Teachers 

2.95 
2.64 

.90 

.84 
2.442 .016 

PowerPoint lectures with sound 2 Students 
Teachers 

3.34 
3.08 

.80 

.87 
2.123 .035 

Audio lectures 2 Students 
Teachers 

3.34 
2.95 

.75 

.87 
3.280 .001 

Twitter 3 Students 
Teachers 

1.91 
2.30 

.87 

.97 
– 2.874 .005 

Blogs (e.g., Wordpress) 3 Students 
Teachers 

2.40 
2.66 

1.03 
.93 

– 1.759 .080 
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instructor-centered affordances representing established models for learning design. These affordances trig-
ger behaviors characterized by information processing metaphors. Attention is focused on the instruc-
tor/teacher supporting a communication described by the sender-receiver model. A typical phenomenon is the 
urge to arrange pre-prepared learning materials. Educational affordances also include transformative affor-
dances concerned with new pedagogical models and methods. These affordances are typically described by 
utterances on models and methods focusing on learning to learn rather than memorizing explicit knowledge 
and facts. Transformative affordances involve apprenticeship of knowledge practice, new processes of in-
quiry and dialogue, learner-designed learning and learner driven content creation. 

The use of social media and their social affordances is more concerned with collaborative affordances fo-
cusing the attention on collaboration both within the course design but also more informal collaboration that 
is self-organized among students. Collaborative affordances manifest themselves in involving students as 
actors in learning settings. Real-world and authentic context can be brought into the learning design demon-
strating the subtle events within communities of practice. Finally, technological affordances are concerned 
with the software tools. They seldom embrace any positive feelings but are normally expressions of frustra-
tion that have their origin from problems with mastering the tools. It might concern lack of time and support 
in learning how to navigate and make use of social media. It concerns lack of capacity, resources, and per-
formance in relation to computers and other peripheral hardware. 

In relation to collaborative and transformative affordances, there is little indication that the social media 
enhance new ways of designing learning settings. From our investigation we have not experienced frequent 
use or expressed ambitions to explore new ways of involving students in the actual design or in any other 
way involve actors representing authentic context and real-world practices. The kind of evidence we find 
concerning collaborative affordances is students making use of social media in a more informal and self-
organized way. The collaboration groups formed reported to be perceived as helpful in pursuing the demands 
from course tasks and examination. There are quite a few utterances from students describing that they feel 
that social media do not belong in higher education courses. They express that the kind of quite personal di-
alogues and communication modes that develop within social media are not appropriate.  

5. CONCLUSION 

The purpose of this study was to address to what extent the perception and use of social media in net-based 
higher education can be explained by the affordance theory. In addition, this study examined how students 
and teachers relate to established media in comparison to social media as well as how social media influence 
the current design of learning contexts. The study relied on two online surveys administered to students and 
teachers in net-based higher education. In order to investigate to what extent established demographic va-
riables like age, gender, and education have an impact on the perceived affordances, we performed a statis-
tical analysis. The analysis was expected to reveal possible patterns of use that would be appropriate to inves-
tigate further. The outcome of this analysis, as reported earlier in this paper, did not reveal any major signifi-
cant differences concerning age and gender in relation to the perceived benefits or actual use of social media 
in net-based higher education.  

From the literature we can conclude that differences do exist in other contexts. The concept of digital 
immigrants vs. digital natives implies that age does have an impact on both use and the perceived benefits of 
using social media. In our study, we did not find any evidence indicating differences within the realm of net-
based higher education. However, we did find significant differences in attitudes between educational topics 
towards social media. In expanding the concept of social media and relating the social media applications 
Facebook, Twitter, YouTube, blogs, and wiki to both students and teachers involved in different educational 
topics, there were significant differences. For more details about the relationship between educational topics 
and social media use, we need to examine how and why students and teachers use social media differently. 
Uses and gratification research for this topic will be needed for a future study. 

Moreover, the results of this study showed that women, compared to men, viewed greater usefulness of 
established media. These results confirm the general idea that women are more positive than men towards 
computer technology (Charles, Carolee, & Thomas, 1999; Kantrowitz, 1994; Perry & Greber, 1990). It can 
be argued that women view established media as a means that could provide skills and confidence for crea-
tive change within the new sociopolitical arrangements created by computers. 
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Consistent with results of past studies (Kleiner, et al., 2007; Roblyer, et al., 2010), students showed more 
positive attitudes than teachers towards using established communication tools. However, an interesting find-
ing is that teachers, compared to students, were more positive towards using social media, mainly Twitter. 
One explanation for this is that teachers see the potential of increasing mediated immediacy by allowing stu-
dents to take part in self-disclosed information on Twitter as suggested by O’Sullivan et al. (2004). It is also 
possible that teachers are using Twitter in order to be viewed as more credible, which could have implica-
tions for both teaching and learning outcomes (Johnson, 2011). 

Further, it was revealed by the content analysis that the perceived educational affordances by social media 
have not yet found their way into the design of net-based higher education courses. Both teachers and stu-
dents express expectations from the use of social media to be in line with established forms of teaching and 
learning settings. In relation to collaborative and transformative affordances, there is little indication that so-
cial media enhance new ways of designing learning settings. It is important that future direction investigate 
what design implications social media have on learning settings. Regarding the social affordances, the in-
structor-centered perspective was still prevailing both among teachers and students. We conclude that al-
though social media are inclined to encourage collaboration and social dialogue, the perceived use is very 
much within established, instructor-centered settings. The collaborative affordances focusing on student-
centered learning design seem to be taking place outside of the formal course design. Students seem to take 
advantage of social media such as Facebook in order to arrange collaborative communication in a self-
organizing way. Relating to the technological affordances, they were expressed to be of little importance 
when using the social media. The expressions concerning technological affordances conveyed a need for 
more time and support in learning how to master the technology and the various social media. 

As past studies employing an online survey, this study is limited in that it did not employ a random sam-
ple because the Internet lacks a central registry system. Hence, the results presented in this study cannot be 
generalized to the general population. Despite this limitation, it is becoming common to draw a subset of the 
online population (Johnson & Kaye, 1998, 2003). The intention of the study was not to generate a random 
sample of the Internet population but instead to employ a purposive sampling in order to explore how stu-
dents and teachers perceive and use social media in net-based higher education. Nonetheless, given that edu-
cation is increasingly becoming available online, the results of this study will shed light on students’ and 
teachers’ perception and use of social media in other countries where net-based higher education is available 
and widely adopted in society. 
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TRENDS AND ISSUES IN CHINA’S APPROACH TO 
INTERNATIONAL STUDENTS:  

A CONTEXTUALISING PRELIMINARY ANALYSIS OF 
JOINT-VENTURES IN HIGHER EDUCATION 

Andrys Onsman 
Nottingham University - Ningbo, China 

ABSTRACT 

Over the last five decades analysis of trends and patterns in international student mobility have assumed a greater 
prominence in higher education research. Combined with the dynamic, at times volatile nature of the sector, much of the 
commentary and analysis has assumed a market-driven competitive perspective. As global economic influence has 
moved from country to country, there has been a co-relational re-shaping of the international higher education sector. 
There are strong indicators that some of China’s elite universities are on the rise as desirable places of study for 
international students. Moreover, the Chinese government has indicated that after a five year hiatus it is eager to pursue 
joint-venture higher education providers How are they provisioning themselves to accommodate increasing competition 
for places from not only highly achieving Chinese students but also those from overseas countries who seek enrolment 
not simply for an exotic “China experience” but primarily for the quality of the education on offer?  

KEYWORDS 

International HE, China, Student Mobility, Joint-Venture Institutions.. 

1. INTRODUCTION 

International student mobility in higher education has been evident for thousands of years. In terms of 
modern Western providers, students have traveled internationally to enroll in reputable universities for nearly 
a thousand years. As the intellectual elite expanded to include culturally and linguistically distinct 
participants, the essential nature and purpose of the experience has adapted to what was required. The 
relatively recent re-emergence of the People’s Republic of China as an influential contributor to international 
higher education has also changed significantly. This paper considers the nature of the Chinese adaptation to 
international student mobility. Although the analysis and definition of trends is a complex task, there is an 
obvious need for a contextual analysis to place current developments into the dynamic of the international 
higher education sector. In order to achieve this, the paper progresses logically through the various 
interconnected and interactive levels of international higher education 

Because there is indeed an urgent agenda on how to balance local with the more global criteria in higher 
education, the paper aims to exemplify the theoretical with a more practical analysis of the emergence of 
joint-venture operations (J-Vs), with a focus on how one, the University of Nottingham Ningbo China, 
manages its out-going and in-coming international students. Little in the way of statistical analysis has been 
done because the J-Vs have been in operation for less than a decade and, partially due to bureaucratic 
requirements and accountability, statistical data are as yet incomplete, obfuscated and unreliable. However, 
enough verifiable data exists to allow a preliminary examination of trends and likelihoods. As such the paper 
aims to contextualize and exemplify rather than present a detailed analysis. 
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2. BODY OF PAPER 

2.1 The Place of China in a Globalised HE World  

China’s standing in the globalised world may be gauged by the two contrasting uses of one image. In 1989, 
the photo of a lone figure defying army tanks in Tiananmen Square generated much anti-totalitarian opinion 
around the world. The image became an iconic representation of human strength opposing the inexorable 
grind of government authority. The second use of it says as much: a young student in China wearing in public 
a T-shirt that carried the same image, with the message “It was me”. The student probably wasn’t born at the 
time and for him it was an historical image. For the rest of the world it serves as an indication that China will 
respond to the West’s attempts to assign it a particular (if changeable) place in the world in its own way: 
there is simply no need for China to acquiesce to any foreign demands. It will rise peacefully in a 
“harmonious world” and has no need to accept Western jurisdiction in international discourses.  

The role of higher education (HE) in globalisation continues to be far-reaching. Many universities are 
both cooperating and competing with other institutions both regionally and internationally. Universities 
increasingly draw their intake from around the world, whilst at the same preparing their cohorts to face and 
thrive in anywhere in the world. Universities are looking to enhance their status internationally rather than 
just nationally or regionally, and national governments nowadays accept that a university’s international 
ranking will lend weight to their nations’ reputations rather than the other way around. To be an American, 
British, Japanese or Chinese university carries less weight than being Harvard, Cambridge, Tokyo or Peking.  

China can lay claim to being the most strongly emergent HE sector in the world and appears to have 
grown much more comfortable with the role it is likely to play in the near future. In terms of HE, two 
watershed events in China are crucial to understanding that country’s response to Globalisation. The first is 
the decade long Cultural Revolution that started in the mid 1960s, a few years after the death of Mao Tze 
Tung. The second event is what has come to be known as China’s Opening-Up which started in the late 
1980s, championed by Deng Xiaoping. However, it would be incomplete to suggest that these were the only 
or even most influential factors in China’s growing international assertiveness. One of the results of China’s 
“Opening–Up” policy has been a greater engagement with the rest of the world. For at least some of its 
universities that engagement has developed into greater autonomy and de-centralisation, allowing individual 
institutions to grow rapidly. After a few decades when China was generally seen as an untapped market of 
potential students for overseas universities such as those in Australia, the USA and the UK, China has 
quickly asserted its intentions to demand equality. Chinese universities are now more interested in 
collaboration, interdisciplinary research and increasingly more determined to attract and retain high quality 
staff. However, the developments in China’s HE system serve as a reminder that internationalisation is a 
response to globalisation and not necessarily a simile for multiculturalism. In the long term and presented 
with reference to its Confucian heritage, China may choose to equate human rights with national 
development rather than the other way around. However, that topic is beyond the scope of this paper. 

2.2 China and Student Mobility 

In terms of international student mobility, the situation in China has changed rapidly over the last five years. 
Zhao & Postiglone (2008) 162, 695 overseas students enrolled in Chinese universities in 2006. Mainly from 
neighbouring countries such as South Korea, Japan, Vietnam and Indonesia, there was also a handful of 
overseas students from the USA and Europe. Since then the Chinese Government has been pro-active in 
chasing overseas students: it recently began awarding scholarships to African students and now there are 
more than 5000 on offer.  

Table 1 summarises the Ministry of Education’s figures regarding international students in 2008. 
Columns three and four show the HEI’s Quacquarelli Symonds (QS) and Academic Ranking of World 
Universities (ARWU) rankings. What is immediately noticeable is that the ten universities with the highest 
number of international students in total accommodated only slightly more than 10% of the all (223,500) the 
international students in China in 2008, which could be interpreted as indicating that the majority of 
international students were still here for a cultural experience rather than to pursue top tier education.  
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Table 1. International students in China 2008 (Ministry of Education) 

University ISs QS ARWU 
Beijing LCU 4439   

Fudan University 3669 103 303-401 
Peking University 3354 52 201-302 

UIBE  2785  94 
Tsinghua University 2746 49 201-302 

Tongji University 2595  ~450 
Shanghai Jiaotong  2169 153 201-302 

Zhejiang University 2166 247 201-302 
Beijing Normal University 1776   

Renmin University  1576   
 

Last year (2010) the numbers of international students studying in China show a shift. The Ministry of 
Education’s most recent figures state that in 2010 there were more than 265,000 international students 
(http://www.moe.gov.cn/publicfiles/business/htmlfiles/moe/moe_2809/201103/115886.html) studying in 620 
Chinese colleges and universities (not including Taiwan, Hong Kong and Macao). Although two thirds of the 
students came from other Asian countries, individually the top provider countries were Republic of Korea, 
the United States, Japan, Thailand, Vietnam, Russia, Indonesia, India, Kazakhstan and Pakistan. France and 
Mongolia also provided more than 5000 students each. However, the most relevant statistic is that 107,432 
were studying for academic degrees, whilst 157,658 were pursuing non-degree education. In broad terms, this 
seems to indicate that two fifths of the international students currently in China are here to pursue serious 
study rather than simply to enjoy a “China Experience”. This phenomenon is the subject of on-going 
research; especially in relation to the Chinese government’s ‘Outline of China’s National Plan for Medium 
and Long-term Education Reform and Development (2010-2020)’ prediction that by 2020, the number will 
top the half a million mark.  What is most interesting is that progressively fewer students are studying 
Chinese and more are studying in Chinese (Hou, 2011) – albeit that the vast majority of courses taken by 
foreign students use English as the medium of instruction. Undoubtedly that issue will be considered in depth 
throughout this conference as it is an important aspect of how effectively international students can operate in 
a foreign country, and here it is simply recognised as a potentially antagonistic factor in the 
internationalisation process. Given that China is today one of the largest economies and more people speak a 
form of Chinese than any other language, why should Chinese universities be expected to teach their courses 
in English? If students want to study engineering in China why should they expect to be able to do so in 
English? But of course, they can: currently Tsinghua University has some three and half thousand 
international students enrolled and Peking some five thousand. Most of them are there for the Engineering, 
Science or Medicine courses. 

2.3 Joint-venture HEIs 

The Chinese government in its official communications stresses its enthusiasm for Joint-Venture higher 
education providers (JVs), seeing them as means to educate those of the nations’ top students who are not 
able to attend top tier universities locally or abroad. JVs are in-country campuses of collaborations between a 
host country education provider and an international education provider. Although each JV is the result of an 
idiosyncratic contract between the providers and overseen and endorsed by the Chinese government, there 
are some basic commonalities. Essentially JVs are a mechanism for well-performing international 
universities to provide an international experience to Chinese students within China. 

PRC enjoys a rich array of joint-venture HEI operations (JVs). Perhaps the most effective from the PRC’s 
point of view are the JVs that set up campuses in China with the aim of attracting international as well as 
students, rather than simply being providers of overseas courses. Two of these are already established: the 
University of Ningbo China (UNNC) and Xi’an Jiaotong-Liverpool University (XJTLU). A third (East China 
Normal University – New York University) is preparing to accept students in 2013 and application has been 
made for a fourth (Duke University-Wuhan University) is to be known as Duke Kunshan University. All 
these JVs do or intend to use exclusively English as the medium of instruction on their campuses. 
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Of these UNNC is the longest established: commencing operation in 2004 and since then graduating more 
than 2000 students. Although the university has strong ties with University of Nottingham in the United 
Kingdom, its partner organization Wan Li Educational group is responsible for much of the administrative 
and support procedures and as is the case with all higher education providers in China, the government exerts 
overt control in areas it considers important; including some content, some access and some ethical 
considerations. It needs to be acknowledged that students graduate with a degree carrying Nottingham 
University’s imprimatur without reference to Wan Li. The venture has not been without criticism or 
controversy (Feng & Gong, 2006; 2006; Gow, 2007; Dow, 2010) much of which questioned the purpose of 
the venture, hinting at exploitation and imperialism. Many of the critiques that questioned UNNC’s intentions 
were written before UNNC’s first cohort had graduated (Ennew & Yang, 2009) while on the other hand Gow 
(2010:515) acknowledged that “Nottingham [were] in it for the long haul”. Gürüz & Zimpher (2011) argue 
that time and commitment are the bases of the successful development of international campuses. As Zhong 
(2011) argues, there needs to be systemic acceptance of the HEI within the region. Of course as Zha (2009) 
points out, China’s overtly authoritarian approach to its education system, whilst yielding increasingly more 
autonomy to HEIs, continues to demand accountability and UNNC is no exception. What UNNC has on its 
side is measurable success in terms of graduate destinations. 

2.4 International Students at UNNC 

UNNC boasts perfect graduate employment rates: all students who graduated from UNNC either found 
immediate employment or went on to further studies. From the 2010 graduates approximately 60% went on 
to further study: half to either Nottingham’s UK or Ningbo campuses and half to other universities The 
remaining third move into the workforce. Of course because the intake is highly selective and competitive, 
there is little in the way of surprise in these results. Looking at the figures from 2011, nearly 600 out of the 
approximately 900 graduates have gone on to post-graduate study at universities other than Nottingham. Of 
these nearly 200 have accepted places at HEIs ranked in the top 200 according to the QS ranking 
(www.topuniversities.com/university-rankings/world-university-rankings). Thirty graduates have gone on to 
postgraduate study at top 10 ranked universities 3 to Cambridge; 6 to Oxford; 20 to Imperial College 
London; and 1 to Pennsylvania. Five of these places were offered with full scholarships – including to 
Imperial College. The point here is that these students are going to study overseas because they are amongst 
the world’s best and brightest, rather than because they are seen as a source of income. 

Table 2. International students at UNNC 

Year Total number of 
intern’l sts 

Excluding 
exchange sts 

2007 117 42 
2008 140 57 
2009 190 101 
2010 178 94 

 
Currently UNNC has more than 300 international students enrolled across all its courses. Column 2 in 

table 2 indicates the number of international students enrolled, including exchange students from the 
University of Nottingham’s UK campus. Column 3 indicates the number of non-exchange international 
students. These students come from 30 different countries and although the vast majority of international 
students come from south-east Asian countries the largest single country intake is from Russia and currently 
the second largest is from Indonesia. Very few come from the USA or Europe – which is somewhat 
surprising as UNCC offers five full scholarships annually for European and United Kingdom students. The 
issue is currently being researched.  

In general, trends at UNNC is an example of the increasing number of international students who are 
choosing to study at Chinese universities for reasons other than enjoying a “China Experience”. Whereas top 
tier universities such as Peking and Tsinghua offer internationally respected courses that lead to 
acknowledged internationally portable expertise, joint venture universities that generally focus on delivering 
an international education within China are also starting to attract international students. In the case of 
UNNC the reasons (as far as they can be generalised from such a small data set) seem to be the fact that he 
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university offers a good quality education delivered in English and that graduates continue to enjoy a 100% 
employment or post-graduate study rate. 

3. CONCLUSION 

So, how is China approaching its international students? The answer firstly depends on what institution they 
attend and why. Secondly, the question could also be justifiably reversed to ask how international students 
are approaching China. For a small but increasing number, they are here to get the best education they can. 
Undoubtedly the strength of the Chinese economy is making that financially attractive but the degree itself 
has to be worth the investment. There is emerging anecdotal evidence that international students who 
graduate from a top-tier Chinese university are increasingly seeking employment here rather than returning to 
their home countries (Hou, 2011). Overall, however, the majority of international students are here for a 
shorter period, most often as a credit-gaining component of the course they are doing in their home countries. 
For that cohort the academic value of their study is intermingled with its cultural value.  
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ABSTRACT 

Participation in Erasmus Programme in the framework of the Lifelong Learning Programme will improve the excellence 
of education in Institutions of Higher Education by providing the possibility of bilateral student and teaching staff 
exchange with leading European academic institutions. In additional, another important aspect of Erasmus is the 
possibility of organizing Intensive Programmes (IP) where students and teachers from different academic European 
Institutions will study specific topics in a compact way - short time. Is common knowledge that the experience of 
studying abroad enriches students' lives in the academic and professional fields. Teaching Staff exchanges have similar 
beneficial effects. In order to improve the quality and to increase the volume of student and teaching staff mobility in 
Europe, to develop the quality and to increase the volume of multilateral cooperation between higher education 
institutions in Europe was born this Intensive Programme entitled Entrepreneurship Education for European Students, 
already approved by the Portugal National Agency for the Management of the Lifelong Learning Programme and will be 
operational next academic year. So, this paper describes the Entrepreneurship Education for European Students Intensive 
Programme as playing an important role in the lives of participants and in the development of Higher Education in 
Europe. 

KEYWORDS 

Entrepreneurship Education; Student and Teaching Staff Mobility; Polytechnic Institute of Bragança; Erasmus 
Programme; Intensive Programme; Lifelong Learning Programme. 

1. INTRODUCTION 

International exchanges have become an important and add valued attribute of Higher Education Institutions 
life. Since the last years many nations and stakeholders have become increasingly interested in student flows 
for a variety of reasons; these include the recognition that students need global skills in order to compete in a 
global economy, the imbalance in many countries of supply and demand for post-secondary education, and 
the transformation of education into ‘big business’ which has led to increased competition to attract 
international students (Altbach, 2004). These factors have meant that international student mobility has 
become an important part of the global Higher Education landscape (Verbik & Lasanowski, 2007). Many 
studies show that a period spent in a foreign country not only enriches students' lives in the academic and 
professional fields, but can also improve language learning, intercultural skills, self-reliance and self-
awareness. In addition, many employers highly value such a period abroad, which increases the students' 
employability and job prospects (European Commission, 2011a). So in this way, ERASMUS (EuRopean 
Community Action Scheme for the Mobility of University Students) is the EU's flagship education and 
training programme enabling students to study and work abroad. In addition, it funds co-operation between 
higher education institutions across Europe. The programme not only supports students, but also professors 
and business staff who want to teach abroad, as well as helping university staff to receive training (European 
Commission, 2011a). The aims of Erasmus Programme include promoting mobility, developing individual 
skills and competences and increase international understanding (Papatsiba, 2005). The international mobility 
of students has risen significantly in the last 23 years, more than 2.2 million students have participated since 
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it started in 1987, as well as 250.000 higher education teachers and other staff since 1997 (this type of 
exchange was also expanded further in 2007), (European Commission, 2011a). In addition to exchange 
actions, Erasmus helps higher education institutions to work together through intensive programmes, 
networks and multilateral projects (European Commission, 2011b). 

In order to contribute for increase volume of student and teaching staff mobility in Europe, to develop the 
quality, to improve the volume of multilateral cooperation between higher education institutions in Europe, to 
facilitate the development of innovative practices in education and train students' entrepreneurial 
competences, the Polytechnic Institute of Bragança (IPB) developed an Intensive Programme - 
Entrepreneurship Education for European Students (E3S) -, with focus on subject areas: business and 
administration; economics and marketing and advertising. This Intensive Programme already approved by 
the Portugal National Agency for the Management of the Lifelong Learning Programme will be operational 
next academic year. The main objective of E3S is to develop the entrepreneurship and the entrepreneurial 
culture with the goal of increasing one policy of promoting self-employment in the students from Bachelor 
and Master Degrees, in different fields of study. For this purpose and according with the rules, the 
consortium involves 7 participating institutions from 5 different countries participating in the Lifelong 
Learning Programme [Escuela Politécnica Superior de Zamora (SP), Universidad de Valladolid (SP), 
Universidad de León (SP), University of Pitesti (RO), University of Ljubljana (LT), Opole University of 
Technology (PL) and Polytechnic Institute of Bragança (PT)]. 

As a result, this paper discusses a commitment to exploring and explaining new policies where students 
and teachers from different academic European Institutions will study specific topics in a condensed way. 

For that reason, this paper is organized as follow: section 2, project objectives and innovative Intensive 
Programme will be described; section 3, presents the methodology, as the main pedagogical, didactical 
approaches and work programme; the management, monitoring and project evaluation will be described in 
section 4; and finally, the envisage outputs of E3S project are described in section 5. 

2. PROJECT OBJECTIVES AND INNOVATIVE CHARACTER 

This proposal follows a strategic option that Polytechnic Institute of Bragança has been developing in the last 
five years, with the intention of promoting the employability of their newly graduated students, through 
self-employment. For that reason, the IPB has created, three years ago, a Pro-Presidency which has provided 
a range of activities, with the aim of promoting the entrepreneurial spirit within its student community, as 
well as, helping the newly graduates (Bachelor and Master Degree) starting their own businesses. Also 
created a space called “Business Incubator”, with the capacity to accommodate five business projects and 
that has served to support the creation of thirteen small companies by students. And provide consulting and 
counseling services to students, who intend to become entrepreneurs. Entrepreneurship IPB’s office has 
provided, also, a set of training modules related to the different contents like: Administration, Management, 
Economics and Finance. Entrepreneurship modules, which integrate the IPB extra-curricular training, are 
orientated for all students who attend undergraduates’ programmes or master degree in IPB, without 
distinction of the undergraduate they attend. These Entrepreneurship modules are recognized 6 ECTS credits.  

In addition, the Entrepreneurship IPB office also has great and high level, cooperation with foreign higher 
education institutions in Europe through the Erasmus and Leonardo da Vinci Programmes. In the other hand 
are a good skills and logistical conditions for teaching and supporting the development of business projects. 
IPB is, still, one of the first institutions in Poliempreende Program "Entrepreneurship Program of Portuguese 
Polytecnics" which earned, this year, 2nd place in the business ideas competition that is promoted in this 
program.  

Furthermore the fact that IPB has already some experience in Intensive Programmes, and in this field 
already put into operation, in this last 3 years, the International Business Management Intensive Programme 
(03963/PBRAGANC01), and even teach an Undergraduate Programme, Joint Degree in International 
Business Management, that emerged from the European Project (219410-IC-1-2005-1-LT-ERASMUS-
PROGUC-1). Although, the large experience in this scope, in the last 4 years, entering into consideration 
with the two categories of Intensive Programmes - new and renewal, 59 Intensive Programmes approved by 
the Portugal National Agency for the Management of the Lifelong Learning Programme, for Portugal, 21 IP 
belonged to IPB, about 36% (European Commission, 2011b). 
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So, the Entrepreneurship Education for European Students main objectives are: Provide students of 
different nationalities and different areas of knowledge of skills required and necessary for the creation of 
business units; Encouraging entrepreneurship and sharing knowledge and experiences within the particular 
business contexts of each country's that integrate the partnership; Promote the establishment of a network of 
contacts that enables the creation of businesses with the participation of people of different nationalities; 
Contribute to the creation of an environment of greater proximity between the participants, in view of a better 
cooperation around the theme of entrepreneurship. 

In accordance with the objectives and in concern with the innovative aspect, the greatest contribution 
should be expected by the development of tools, for supporting the format of business, which is expected to 
draw a standard business plan structure, adapted to each partner different realities.  

In terms of learning opportunities, skills development, access to information, etc. for the participating 
teachers and students and promote an element of curricular development, the IP E3S is based on follows 
activities: Workshops with the presence of students where they will report their experiences about their own 
business, built with support provided by IPB Entrepreneurship Office; Lectures for Presentation of content 
related with the theme of entrepreneurship and business science; Group study sessions with support of 
teachers for implementation of practical work, relates to the preparation of a business plan, which will 
subsequently be subject of presentation, discussion and evaluation; Study visits to the company’s business 
incubators to the Universities of León and Valladolid to observe all process of hosting companies. 

The Intensive Programme E3S will be operational next academic year (2011/2012), therefore is important 
all institutions involved to realize specifics tasks to assurance the success. 

3. METHODOLOGY: MAIN PEDAGOGICAL, DIDACTICAL 
APPROACHES AND WORK PROGRAMME 

The Entrepreneurship Education for European Students Intensive Programme will adopt both traditional and 
modern pedagogical methodologies; e.g. workshops, practical work, group discussion, case studies and study 
visits, complemented by information and communication technological resources. Methodologies and 
resources that we intend to perform are as follow: (i) Theoretical classes: Daily sessions of 4 hours adopting 
an expositive methodology supported by audiovisual resources and for some modules specific software; (ii) 
Practical classes: Daily sessions of 3 hours adopting interactive discussion supported by audiovisual and 
computer resources, and/or adopting specific software.  

In the last days of the E3S Intensive Programme and to evaluate each group of students, they must present 
a Business Plan (1 for each institution that includes the partnership) before jury and after returning their 
countries, they have 15 days (equivalent to 40h) to improve the Business Plan according to the comments of 
the jury. In the final of E3S we will produce a book with the contents taught during the Intensive Programme. 
Giving the profile of the teachers assigned by each partner it allows to gather professionals that have good 
background, skills and experiences that is difficult to have in only one institution by itself.  

IPI includes 15 modules that complement and are the basis for a student acquires the necessary skills to 
prepare a final Business Plan. Then we present the different modules that will be taught over 10 full days. 
Even beyond the classroom and individual student work, the IP has a Study visits to business incubator 
(Valladolid e Leon). Thus, in the following we present the modules will be taught in the IP E3S and the 
respective institution that will teach the module: Module 1 – The Competences for the Entrepreneurship, IPB; 
Module 2 – Business Design, IPB; Module 3 – Process Design, IPB; Module 4 – Market Research, IPB; 
Module 5 – Doing Business in Europe, IPB; Module 6 – Business Information Systems, Universidad 
Salamanca; Module 7 – Microsoft ACCESS, Universidad Salamanca; Module 8 – Marketing and Strategy, 
Universidad Valladolid; Module 9 – Innovation, Opole University of Technology; Module 10 – Quantitative 
Methods for Management, University of Ljubljana; Module 11 – SPSS - Statistic Framework, University of 
Ljubljana; Module 12 – Investment Analysis, University of Pitesti; Module 13 – Project Management, 
University of Pitesti; Module 14 – Business Economy, Universidad Leon; Module 15 – Enterprise Financing 
Models, Opole University of Technology. 

This IP has as target students from Bachelor and Master Degrees in different fields of study. Candidate 
selection will be performed according to: Adequacy of the student’s vocational area to the project; Present 
Bachelor and Master Degrees; A motivational letter to participate in the IP. For this IP we plan to enroll 21 
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students from five different countries and 14 teachers also from these five different countries, 4 native 
teachers and 9 foreign teachers. Therefore, the planned ratio of teaching staff to students will be 14 to 21.  

With this E3S IP the expected learning outcomes are: Understanding the process of innovation and 
creation of technology-based firms; Be able to know the procedures and mechanisms for protection of 
research results; Be able to formulate a generic business strategy in the all fields; Understanding the legal 
process of the company’s constitution and registration of brands and patents; Be able to select the best and 
most appropriate options for business financing; Be able to prepare a business plan. The competences 
acquisition will be assessed in the English language. And the recognition of the acquired competences along 
the program will be guaranteed by 6 ECTS attribution. Being in IPB, 1 ECTS credit equivalent to 27 working 
hours (10 contact hours and 17 hours of self dependent study), 6 ECTS represent 162 hours of work: Personal 
Preparation (Pre-course) = 38 hours; Theoretical Classes = 56 hours; Individual study and Working Group 
Sessions = 16 hours; Study Visits = 12 hours; Conclusion of work for evaluation (After Course) = 40 hours. 
The ECTS provided by E3S IP will be fully recognized in students Diploma or as a Supplement to the 
Diploma, according to the course the student is attending in each institution. Dissemination of the course 
materials will be available via e-learning resources. 

4. MANAGEMENT, MONITORING AND PROJECT EVALUATION 

The Polytechnic Institute of Bragança, as the intensive program coordinator, will centralize the project 
management activities, namely those related to contractual, financial, coordination and quality assurance 
actions. After the approval of the proposed intensive program the partners will analyze the approved financial 
plan for the project and adjust the action plan according to the Portuguese funding agency comments. 
Selected students and teachers from partner institutions will receive a contribution for travel expenses based 
on real costs and the maximum financed by the Portuguese National Agency, after presenting travel tickets 
and other relevant documents (indicating dates of arrival to and departure from Bragança). 

In order to monitor the IP, Polytechnic Institute of Bragança, as its coordinator, will enhance the 
following activities: Information about this Intensive Programme will be added to the website 
(www.intensive.ipb.pt) and will be used as contact point for partners and students. Information about 
selection of future students and application forms will also be available on-line; The implementation of an 
evaluation strategy will be done as requested by the National Agency, through the use of Students Final 
Report in electronic format to be delivered to students in the last day of the Intensive Program. For teachers 
we will use the Individual Report, developed by the International Relations Office and applied to all 
incoming teachers. This report will be evaluated by the intensive course coordinator and the International 
Relations Office in order to make possible changes for futures editions. The results will be communicated to 
all partnership participants, students and teachers, and will also be available on-line, publicly, at the IP 
website. The effective flow of information is essential for the success of the intensive programme. Results 
will be disseminated through: Internet: the programme information will be presented on internet websites of 
all participants institutions.  

5. CONCLUSION AND THE ENVISAGE OUTPUTS OF E3S PROJECT 

Europe competitiveness, innovation and economic growth depend on being able to generate future 
professionals with the skills and attitudes to be entrepreneurial, whether by building their own enterprise or 
innovating organizations (Kelo et al., 2006, Brooks & Waters, 2009). Entrepreneurship education is the first 
and perhaps the most important step for embedding an innovative culture in Europe. There is a consensus that 
entrepreneurship should not be exclusively taught in business school, but, instead, that it should be included 
in educational programs, from college to University, in business or non-business related courses (Gibb, 
2002). Concerning the studies addressing the outcome from Entrepreneurship education, the results show that 
the curricula programs increase some attitudes and the overall entrepreneurial intention and that inspiration is 
the programs' most significant benefit (Souitaris et al., 2007; Carey & Matlay, 2010). For that reason, the 
Higher Education Institutions have an important role in the formation of students that claim skills in 
entrepreneurship, as well as help them build their own business. In accordance with the European 

IADIS International Conference on International Higher Education 2011

49



Commission recommendations based on the Lisbon Programme, Higher Education Institutions should 
integrate entrepreneurship across different subjects and courses, especially within scientific and technical 
studies (European Commission, 2011c). 

Therefore, given the relevant and large experience that Polytechnic Institute of Bragança have in this 
field, and it was explained it above sections, and in order to contribute and exchange knowledge and 
experience with other European partnerships emerged this Intensive Programme, which the main outcomes 
are: Recognition of E3S IP by every partner and accreditation of the 6 ECTS in the students Diploma; The 
publication of a book with all topics taught during the IP; Workshop where students and teachers may present 
their works and exchange knowledge; Website containing all course material and outputs for download, 
providing for communication between students and teachers and offering results and further material for a 
continuation of teaching activities in the home institutions after the IP and/or for third parties interested in 
using the material, publicly available; All information disseminated will be available for the students IP via 
e-learning system; The professors involved in the program will certainly have the opportunity to share 
ideas/knowledge/experiences in entrepreneurship and the entrepreneurial area taking to their own countries 
new ideas to include in their curricular programs, or even develop partnerships in other level such as 
scientific research or future master proposals. 

Finally, with the implementation of the this Entrepreneurship Education for European Students Intensive 
Programme our intention is to improve the quality and to increase the volume of student and teaching staff 
mobility in Europe, to develop the quality and to increase the volume of multilateral cooperation between 
higher education institutions in Europe, to enlarge the degree of transparency and compatibility between 
higher education and advanced vocational education qualifications gained in Europe, to facilitate the 
development of innovative practices in education and training at higher level, and their transfer, including 
from one participating country to others, to support the development of innovative ICT-based content, 
services, pedagogies and practice for lifelong learning. 
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ABSTRACT 

The objective of this paper is to present the results of a three-year longitudinal study (2007–2010) on E-learning 
programs in Africa. Our presentation will focus on (1) a sociological and technological profile of the 2053 participants; 
(2) their motivations for both enrolling and participating in E-learning programs; (3) their perceptions of E-learning; (4) 
the challenges and satisfactions they experienced; and (5) the benefits they obtained. The results to be presented were 
obtained from online questionnaires. For each of the three years, two online questionnaires containing both open- and 
closed-ended questions were distributed: one to participants who were enrolled in a E-learning program at the time in 
order to cover objectives 1 (E-learning learner profile), 2 (initial motivations to enrol in an E-learning program), 3 
(learners’ perceptions of E-learning), and 4 (challenges and satisfactions experienced); and a second questionnaire sent to 
participants who had recently received E-learning diplomas in order to cover objectives 1 (E-learning learner profile) and 
5 (benefits obtained from E-learning). In all, 703, 626, and 724 participants responded to the first-, second- and third-year 
questionnaires, respectively. We conducted a descriptive analysis as well as a cross-analysis of two variables 
(respondents’ sex and age), which we deemed relevant to the interests of the study. The results highlight how E-learning 
provides a means for African professionals to pursue ongoing professional development. Some differences due to age, 
experience and sex were observed. Overall, the respondents perceived several organizational aspects of E-learning, such 
as quantity (workload) and timelines (work pace, assignment deadlines), as burdensome. Nevertheless, the respondents 
appeared to draw some benefits for their careers, suggesting that E-learning can play a positive role in skills development 
among African professionals. Overall, we were able to draw some conclusions about the advantages and disadvantages of 
E-learning in Africa’s sociocultural landscape. 
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1. INTRODUCTION AND RESEARCH OBJECTIVES 

This paper presents the results of a three-year longitudinal study (2007–2010) on e-Learning in Africa. With 
the aim of drawing a portrait of e-Learning in Africa, we address (1) the participants’ sociological and 
technological profile; (2) their motivations for enrolling in an open distance learning program; (3) their 
perceptions of e-Learning; (4) the challenges and satisfactions they experienced; and (5) the benefits they 
obtained once they earned a diploma. The quantitative results enrich our understanding of the benefits and 
challenges of e-Learning in supporting the development of professional competencies in Africa.  

1.1 Setting the Context 

We begin by presenting the context of this study: e-learning (e-learning), and more particularly their potential 
as well as their limitations for the development of African professionals. 

1.2 e-learning: Advantages for Education in Africa 

Since the early 1990s, the galloping development of information and communications technologies (ICT) has 
resulted in increasingly mediatized university course contents, from face-to-face teaching enriched with 
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online resources to learning entirely by distance, with a host of other forms that may be categorized as e-
learning (see Author, 2007). In Africa, e-learning is generally considered a necessity for students and 
educators alike, because they offer a response to the lack of available teachers for face-to-face learning, and 
they allow broader access to higher learning. This is especially true on a continent where most universities 
have only limited space for lecture theatres and classrooms. In addition, e-learning hold strong potential for 
professional development and life-long continuing education. It is therefore no surprise that distance 
education is spreading rapidly throughout Africa, particularly for university and continuing education 
programs. It is especially suitable for providing coaching outside of regular classroom hours. This enables 
students to reconcile their studies with a full-time job, if not two jobs.  

Furthermore, e-learning in Africa pose a potential solution to the long-standing and unfortunate dilemma 
for both Western and African managers, whereby professional Africans, having received an education in a 
Northern country, fail to return home (Jacquinot, 1993; Moughli, Semporé & Koné, 2008). For all these 
reasons, e-learning appear to be a highly useful vehicle for delivering professional training in Africa. 

1.3 Challenges of e-learning in Africa 

The literature in this area shows that e-learning in Africa, and more broadly, the pedagogical integration of 
ICT, is hamstrung by a scarcity of computer equipment. In fact, several authors (Intsiful, Okyere & Osae, 
2003; Bakhoum, 2002) have mentioned the pressing need for appropriate tools, proper logistics, sufficient 
and adequate technology infrastructures, including telephone lines, telecommunications networks), consistent 
electric voltage, and a reliable electricity supply. Without these, it is difficult to integrate e-learning and ICT 
into education systems. These material shortages are directly related to broader financial problems, such as 
lack of sustainable funding for ICT integration. The importance of adopting policies and budgets that are 
both stable and recurrent to support these needs is a frequent theme in the literature (Author, 2005). We may 
add to the lack of material equipment in Africa other challenges more specific to e-learning, such as high 
drop-out rates: the traditionally low perseverance in e-learning programs has been a topic of concern and 
investigation for many years (see Scalese, 2001). Although the research on factors affecting drop-out and 
perseverance has shed some light on this problem (Bourdages & Delmotte, 2001), perseverance remains a 
moving target, difficult to capture, and involving an unknown number of variables. 

1.4 Method 

The results to be presented were obtained from online questionnaires. For each of the three years, two online 
questionnaires containing both open- and closed-ended questions were distributed: one to participants who 
were enrolled in an AUF e-learning program at the time in order to cover objectives 1 (e-learning learner 
profile), 2 (initial motivations to enrol in an e-learning program), 3 (learners’ perceptions of e-learning), and 
4 (challenges and satisfactions experienced); and a second questionnaire sent to participants who had recently 
received e-learning diplomas from AUF in order to cover objectives 1 (e-learning learner profile) and 5 
(benefits obtained from e-learning). The first questionnaire, aimed at enrolled students, contained 68 
questions divided into six sections, and the second questionnaire, aimed at e-learning graduates, contained 35 
questions divided into three sections. In all, 703, 626, and 724 participants responded to the first-, second- 
and third-year questionnaires, respectively. The quantitative data obtained were processed with SPSS 
statistical analysis software, version 18. We conducted a descriptive analysis as well as a cross-analysis of 
two variables (respondents’ sex and age), which we deemed relevant to the interests of the study. Qualitative 
data was analysed with QDA Miner analysis software Note that because the third-year results are still being 
processed, we present an overview of the first- and second-year results only. 

1.5 Overview of First- And Second-Year Data 

We present the main trends that emerged from the first two study years concerning the sociological and 
technological profile of the participants, their motivations to enrol in an e-learning program, their perceptions 
of e-learning, their challenges and satisfactions, and the benefits they obtained.  

The average profile of a student enrolled in an AUF-supported e-learning program is a man about 35 
years old, living in a French-speaking African city, who has earned a master’s or doctoral degree and holds a 
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professional position. In this perspective, e-learning serve chiefly as a way to advance one’s career, and is 
viewed as a form of continuing education more than initial training. On the other hand, the two subsamples in 
our study (participants who were enrolled or had completed an e-learning program) for the two study years 
are very much alike in terms of sex, age, matrimonial status, family and sociocultural status, job type and 
years of professional experience. Consequently, the participants who were enrolled and had completed the 
programs were barely distinguishable, aside from progress made towards diploma completion. 

However, for year 2, we observed a divergence in the technology profile among the participants enrolled 
in an e-learning program. Younger respondents (23–30 years old) tended to use a virtual campus to connect 
to the courses, whereas older respondents used computers at work or at home. We deduced that younger 
respondents were less equipped with computers than older respondents, forcing them to travel more to pursue 
their program. This trend is corroborated by the first-year results, which indicate that the older and more 
experienced the participants, the more they tended to have a computer and an Internet connection at home. 
The consequence of this technology discrepancy was that younger, less experienced participants felt that they 
did not save much travelling time by taking an e-learning program, as the distance to a face-to-face learning 
site was replaced somewhat by the distance to an Internet connection site (in this case, AUF’s virtual 
Francophone campus).  

For the two years, the younger, less experienced respondents had fewer problems with computers than the 
older, more experienced respondents. This suggests that younger, less experienced respondents have better 
technology skills, which enable them to cope with some of the technology problems on their own. This 
second hypothesis was previously proposed in year 1, and appears consistent with the fact that the younger, 
less experienced respondents used Web 2.0 more often, undoubtedly indicating higher technology literacy. 
This is in contrast to the older respondents, who had more problems with specialized Web page design 
software, for example. We may tentatively blame this on the technology generation gap.  

The year 2 results also converge on the students’ perceptions of e-learning. Although the great majority of 
respondents deemed the relational aspects (workplace atmosphere, exchanges and communications among 
learners and with teachers, conflicts among learners and with teachers) and pedagogical aspects (support and 
course materials, teaching methods, assessments and exams, and program duration) highly satisfactory, they 
were divided about several organizational aspects such as quantity (workload) and timelines (work pace, 
assignment deadlines). It thus appears that some respondents were pushed to the limit in terms of time and 
effort investment. One explanation for this could be that they generally held a job and sometimes a second 
one at the same time as the e-learning program. Similarly, although the e-learning modes differed 
substantially from face-to-face methods (“In e-learning, we learn differently,” was the second most frequent 
perception), the workload was perceived as about the same for both types of learning, as well as the 
knowledge received. With respect to personal investment, e-learning is therefore just as demanding as face-
to-face learning. Nevertheless, the respondents were generally satisfied with the e-learning programs. 

The results presented here mainly reveal differences due to the closely related variables age and 
professional experience. We also note some less significant differences between men and women in years 1 
and 2, chiefly concerning technical and relational aspects. For example, women generally found the basic 
software and specialized software such as Web page design applications more difficult. We may posit that 
the men had more advanced technology skills. However, overall, the participants did not have any particular 
technological problems, aside from the more specialized applications such as Web page design, or in cases of 
voltage or network failure. Thus, technology skills were not a significant factor for e-learning success. 

Women also consulted on-site colleagues, trainers or technicians more often than men when technical 
problems arose, although overall, the respondents appeared to use informal strategies (working out problems 
on their own by trial and error, asking other students or colleagues on site) than formal ones (teachers, 
technicians or tutors). Finally, it is interesting to note that men’s perceptions of mutual support among e-
learning learners were greater than women’s. Men appeared to have a more collaborative vision of e-learning 
learning. When all variables were confounded, a strong overall perception of the collective dimension 
emerges. Nevertheless, women had a more individual perception of e-learning than men did. Results were 
similar for the two years. 

Concerning the benefits obtained from e-learning, the results are positive overall for all participants in 
years 1 and 2. We note, however, a certain discrepancy between the benefits for professional development 
and the benefits related to actual professional advancement. In fact, although the great majority felt they had 
made real gains in their professional development, particularly by acquiring new skills, these did not 
necessarily translate into concrete outcomes. This could explain why some respondents felt that the e-
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learning programs did not fully deliver on their promise. This disparity between hopes and reality cannot be 
blamed wholly on the e-learning programs examined in this study, as it is liable to apply to all continuing 
education programs. On the other hand, men seemed to be more disappointed than the women, as the women 
had lower perceptions of some aspects of their professional development but higher perceptions of the 
concrete benefits they obtained. 

In conclusion, given the large percentage of respondents who were willing to embark on further e-
learning programs, we may hypothesize that pursuing e-learning can be a valuable part of a larger career plan 
in the medium and long term. This might explain why older respondents with more experience obtained more 
benefits from e-learning in terms of both professional development and concrete outcomes. 

2. CONCLUSION 

To conclude, the objective of this three-year longitudinal study was to draw a portrait of e-learning in 
French-speaking Africa. More precisely, we wanted to better understand (1) the sociological and 
technological profile of the participants; (2) their motivations for enrolling in an open distance learning 
program; (3) their perceptions of e-learning; (4) the challenges and satisfactions they experienced; and (5) the 
benefits they obtained after earning a diploma. The results presented here are from the first and second year 
of the data collection. Data from the third study year are currently under analysis and will be added in order 
to identify convergent and stable trends. Among others, we note that e-learning appear to provide a means for 
African professionals to pursue ongoing professional development. Some differences due to age, experience 
and sex were observed. Overall, the respondents perceived several organizational aspects of e-learning, such 
as quantity (workload) and timelines (work pace, assignment deadlines), as burdensome. Nevertheless, the 
respondents appeared to draw some benefits for their careers, suggesting that e-learning can play a positive 
role in skills development among African professionals. 
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ABSTRACT 

This paper reports on the development and implementation of an articulation agreement as an alternative mechanism to 
the dual degree or double degree to develop and implement a program to transfer degree-seeking students from the 
Wuhan University of Science and Technology (WUST) to the bachelor of business administration (BBA) degree program 
at Washburn University (WU).   
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1. INTRODUCTION 

This paper reports of the development of an undergraduate degree partnership between the School of 
Business at Washburn University in Topeka, Kansas, USA, and the School of Management at the Wuhan 
University of Science and Technology (WUST), in Wuhan, Hubei Province, China.   The basic idea is that 
the students will study English, required university courses, and business at WUST for two years and then 
transfer to WU for two to three more years of study of English, required university and general education 
courses and business course to complete the requirements of the Washburn degree.   Arrangements were to 
be made for coursework that would allow the completion of the WUST degree as well, either by transferring 
coursework back to China, or by returning to China.  Initially it was hoped that the whole package could be 
done in four years or in four years and a little more, making the program a “2+2.”   However, close analysis 
revealed that this could not be done because of the amount of required English study within the four years, 
additional needed general education coursework beyond that taken at WUST, residency requirements in the 
School of Business, and AACSB requirements on transfer credit, joint degrees, and partnerships with non-
accredited business schools.  At present, we are operating with the idea that students will study two years at 
WUST, one semester mostly of English at Washburn, and two to two-and-a-half years of regular coursework 
at Washburn.  An ambitious student might be able to reduce the two-and-a-half years to two years by taking 
additional courses each semester or by confining him/her self to one major area of concentration.  Students 
who do not test out of intensive English on arrival will take longer to finish.  So far, no one has opted to 
return to China for the fourth year of study. 

Although the degree-program articulation agreement was signed in July 2011, the first contact between 
the two universities occurred some eight years earlier when the two universities became partners within the 
framework of the American Association of State Colleges and Universities (AASCU) and Chinese 
Educational Association for International Exchange (CEAIE)’s Sino-American Leadership and Training 
(SALT) program.  In spring 2003, the vice president of WUST visited Washburn for about ten days under the 
SALT program.  The second contact was a brief visit to WUST in early June 2005 by a small Washburn 
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delegation led by the director of International Programs and including the dean of the School of Nursing, and 
the associate dean of the School of Business (Russell Smith).  The June 2005 visit resulted in the signing of 
an umbrella cooperation agreement between the two universities in fall 2005.  The timeline of Section 3.1 
begins at this point in time. 

2. BACKGROUND ON THE PARTNER UNIVERSITIES 

2.1 Washburn University (WU) 

Washburn University was founded in 1865 and is now an independent public university receiving tax support 
from Topeka and Shawnee County.  Located on a 160-acre campus in the center of Topeka, the capital of 
Kansas, Washburn University offers more than 200 programs leading to certification, associate, bachelor, 
master's and juris doctor degrees through the College of Arts and Sciences and the schools of Applied 
Studies, Business, Law and Nursing. Washburn's broadly-based liberal arts and professional education 
programs are enhanced by the tradition of an interactive relationship between campus and community.  
Washburn has approximately 7,400 students, including about a 1,000 graduate students.  The School of 
Business has about 740 students, including 100 MBA students.   Washburn prides itself on small classes and 
opportunities for interaction between faculty and students, as well as on the level of service it provides to its 
students. 

2.2 Wuhan University of Science and Technology (WUST) 

Wuhan University of Science & Technology WUST, a key university with central and provincial 
administrative condominium, lies in Wuhan City, known as the national thoroughfare in China.  Closely tied 
to the development of the steel industry in Wuhan, the university’s origins can be traced to Craftwork School 
founded in 1898 near the end of Qing Dynasty by Zhang Zhidong, Governor General of Hubei, Hunan, 
Guangdong, and Guangxi provinces. 

WUST has 15 colleges offering undergraduate education, including 49 specialties.  According to a 2006 
announcement by the Center of Academic Degree and Graduate Education of the Chinese Department of 
Education, two Level I disciplines are in the National Top 10.  Nine Level II disciplines, including Business 
Administration and Public Administration are in the National Top 50.  WUST is an authorized unit of 
doctoral degree research, with two postdoctoral research stations and six doctoral degree programs.  WUST 
has 52 master's degree programs and eleven engineering master's degree programs.  WUST has a national 
key (under cultivation) discipline and 27 provincial key disciplines.  

2.3 Broad Context of the Articulation Agreement 

WUST and WU have a wider agreement in place to development coordinated and cooperative programs.  
The universities have an agreement, signed in October 2005, to development academic programs of mutual 
interest.  In addition to the partnership between WUST’s School of Management (SOM) and WU’s School of 
Business (SOBU), program developments are in progress in nursing, communication studies, education, and 
English.  The agreement offers advantages for each university.  For WUST, it provides access for its 
students, to a high-quality, U.S-style post-secondary business education as signaled by accreditation by 
AACSB International, either as exchange students or degree-seeking students.  In addition to an environment 
where the students will be welcomed and receive support services, there is the advantage of tuition rates well 
below the regular out-state tuition rate.  The advantage for WU will be increased enrollment, the opportunity 
for global awareness for WU SOBU students, and faculty and organizational development.  For both schools, 
the program is a major strategic initiative that positions the school in each home market. 
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3. DEVELOPMENT OF THE ARTICULATION AGREEMENT 

3.1 Timeline 

October 25, 2005:  An agreement of cooperation between WUST and WU was signed by Presidents of each 
university.   

Spring 2006:  The first visiting scholar from WUST, a professor of information technology in the School 
of Management, visited Washburn for three months and was able to observe the activities and operations of 
the School of Business. 

October 2006:  In October the School of Business sponsored a “trade mission” to China which included 
two faculty members SOBU faculty and members of the Topeka business community.  The trip included a 
three-day visit to WUST and its School of Management. Conversations at the faculty level set the foundation 
for establishing cooperative courses and programs between the two schools.  One professor (Boncella) was 
invited to return as a guest professor in May 2007.  The other professor (Stoica) was involved in a discussion 
of a joint class on international entrepreneurship which led to the creation of the Washburn course BU 406 
International Business and Entrepreneurial Experience.  Currently, Washburn students work in teams with 
students from WUST to solve a problem for an overseas company.  This course requires travel to China to 
work face-to-face with students from WUST. The students also work with Chinese companies during that 
time.  

November 2006 The WUST School of Management extended an invitation to begin developing a 2+2 
dual degree program. On the trade mission’s return, the associate dean of the Washburn School of Business 
(Russell Smith) agreed that such a program was feasible based on ordinary policies for transfer credit and 
also under current (at the time) AACSB advisory documents that expressly permitted dual-degree programs 
informed by the “50-percent rule” that requires that at least half of the accounting, business, and economics 
courses used to meet the degree requirements be taken at the accredited school.   This becomes significant 
because in early 2010 AACSB eliminated the explicit permission for dual-degree programs and made the 
accredited school responsible for assurance of learning (outcome assessment) for the entire program, while 
reiterating the requirement that transfer courses be comparable to those taken at the degree-granting 
institution. 

May 2007:  Faculty, students, and leadership from Washburn visited WUST for ten days worked in all 
three areas. Professor Boncella gave a series of lectures, Professor Stoica brought the BU 406 class to 
WUST, and Associate Dean Smith accompanied the student group and worked with Associate Dean Zuo on 
the first technical analysis of the existing WU and WUST bachelor degree programs.  

Fall 2007:  To more efficiently implement the various activities with WUST, and to discuss other 
program possibilities in Asia, interested SOBU faculty formed an ad hoc committee called the Pacific Rim 
Group.  Meeting several times a month, the group provided a venue to coordinate activities and provided the 
forum for the discussion of the 2+2 (now X+Y) initiative. 

December 2007:  An agreement of cooperation between WU SOBU and WUST SOM was signed on 
December 14, 2007 during the visit of a high-level WUST was  This agreement specified five areas for 
cooperation, including “Coordination of a Dual Degree Program for Undergraduates.”  

May 2008:  Professor Boncella returned to WUST to give lectures and Professor Stoica returned with the 
second group of BU 406 students.  The dean of the Washburn School of Business visited WUST to 
participate in the public presentation of the student project reports.  Professors Boncella and Stoica 
interviewed WUST students who would come to Washburn in the fall in the first cohort of exchange 
students.  This process would be repeated for May 2009, May 2010, and May 2011.  Currently there are three 
students from the fall 2010 cohort who are degree-seeking at the Washburn School of Business; there are six 
exchange students in the fall 2011 cohort who may opt to become degree-seeking for the following year.   

Fall 2008:  The second visiting scholar from WUST (from the management area and coordinator of the 
WUST side of BU 406) visited Washburn for two months to pursue who professional development program, 
observe our operations, and to interact with the first cohort of exchange students from WUST. 

May 2009: Professors Boncella and Stoica and the BU 406 class visit WUST as in previous years. 
Fall 2009:  There is no visiting professor from WUST, but the exchange students arrive. 
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November 2009:   A WUST presidential delegation visits Washburn and requests that we develop an 
X+Y curriculum proposal based on three years at WUST and minimum time at Washburn.   The Pacific Rim 
Group works on a proposal through the winter and spring.  Professor Boncella coordinates the discussion and 
the preparation of the draft working documents. 

April 2010:  On April 29, 2010, sample articulated curricula and a detailed cover level explaining the 
proposals were communicated to the president of WUST and the dean of the School of Management.  The 
basic document agreement projected a “3+ 1+ 1” program – 3 years of study at WUST + 1 year of study at 
WU + additional study of on average 1 year of study at Washburn.  It included, however, an alternative 
“2+WU+WUST+WU” where study at Washburn would start in the third year of the program and be followed 
by the fourth year back at WUST and then the second Washburn year in the fifth year of the program. 

May 2010:  Regular activities at WUST by Professors Boncella and Stoica and BU 406. 
Summer 2010:   The president of Washburn University and the director of International Programs visited 

WUST for the second time in June 2010.  WUST indicate that it accepts the draft proposal.    Work 
remaining to be done included an implementation plan and a financial plan. 

Fall 2010:  Next cohort of exchange students arrived at Washburn.  The third visiting scholar, from the 
WUST marketing area, arrives for a two-month stay and brings with her English syllabi of the WUST 
business curriculum suitable for transfer credit analysis.  She was charged with finding a way to increase the 
number of WUST courses that can transfer to meet specific Washburn requirements.  A strategy is developed 
for petitioning for the acceptance of WUST courses for Washburn general education distribution 
requirements. 

February 2011:  The fourth visiting scholar from WUST, this time a management instructor from the 
International School, arrives for a three-month stay. 

March-April 2011:  The associate dean of the Washburn School of Business visited WUST School of 
Management for a week and a half for an itinerary that included presentations with student and faculty and 
meetings with faculty and administration, which led to the completion and initialing on April 6, 2011 of the 
final draft of the articulation agreement by the dean of the WUST School of Management and the associate 
dean of Washburn School of Business. 

May 2011:  Professors Boncella and Stoica and the BU 406 class visit Wuhan. 
July 2011:  The articulation agreement on the transfer of students from the Wuhan University of Science 

and Technology to the Bachelor of Business Administration (BBA) degree program at Washburn University 
is signed by the two presidents and other officials at both universities.  The articulation agreement itself is 
largely a process and implementation document that incorporates by reference, as its curriculum base, the 
alternative model program from April 2010, the “2+WU+WUST+WU,” that included the first two years at 
WUST and the third year at Washburn, rather than the “3 + 1 + 1.”  The first three students are approved by 
WUST for degree-seeking status at Washburn beginning in fall 2011. 

August--September 2011:  The next cohort of exchange students arrived from WUST.  The fifth WUST 
visiting scholar, from the business administration faculty, arrived for a three-month stay. 

3.2 Timeline Summary 

The articulation agreement took five years, from fall 2006 to summer 2011, to complete.  Initially it was 
believed it could be done very quickly, in perhaps 18 months.  However a number of problems were 
encountered which allowed the partners to work together and to build a real relationship behind a credit hours 
business transaction.  Over the five years one notes a consistent partner of faculty partnership and the flow of 
students in both directions within the first year.  While there was presidential involvement that gave general 
direction and permission all the way through and regular dean-level participation, the consistent driver was 
the faculty at both institutions.  It also helped that the students were excited about the opportunities that the 
partnership created for them.   We believe that in the end, the extended timeline was an advantage.  Over the 
years we had the opportunity to learn and grow together and to lay the foundation to develop a quality 
cooperative business education program between the WUST SOM and the WU SOBU which will benefit all 
stakeholders. 
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4. CONCLUSION:  PROBLEMS, SOLUTIONS & LESSONS LEARNED 

A number of problems were encounter and overcome during the five years of development of this agreement.  
The major ones are discussed below. 

4.1 Language Skills 

With the arrival of the first exchange students from WUST it was discovered, on the basis of an on campus 
TOEFL Exam, their English language skills would not allow them to begin immediately to study in the WU 
SOBU. 

As a result, most exchange students were required to take two or three Intensive English courses in their 
first semester.  As result of this, these students would fall behind in the ideal 2+2 curriculum model (2 years 
at WUST and 2 years at WU) sequence.  The solution was to consider a more flexible 2+2+X model. 

4.2 AACSB Accreditation 

The Washburn University School of Business is accredited by AACSB International.  We are bound to 
maintain the standards for AACSB International accreditation.   

Approximately two years ago in the middle of the  process of setting up a joint/dual degree program with 
the WUST SOM, the AACSB eliminated the concept of "dual degree" from their literature, making a dual-
degree partnership come under the same assurance of learning standards as a joint degree. 

In the case of a joint degree program with a non-accredited partner, there needs to be a continuous 
improvement program for the entire program.  This includes the non-accredited partner as well.  Since 
WUST is not AACSB accredited, WUST’s School of Management would need to follow the assurance of 
learning standards and processes in place for WU’s SOBU.  Clearly, requesting the WUST’s SOM 
implement WUs SOBU assurance of learning standards and processes would be an extra ordinary hardship 
on WUST”s SOM.   

The solution to this problem was to use AACSB standards about transfer credit, which reads:  "These 
policies should ensure that the academic work accepted from other institutions is comparable to the school's 
own degree programs."   

To implement this solution, it was required that the entire upper-division business core courses be taken 
in the WU SOBU, while allowing many, but not all of the lower-division core courses could be transferred 
in, as might occur under an in-state articulation agreement with community colleges.   See Section 3.2 below 
for details.  Note: courses numbered 300 or higher are considered upper level. 

Finally, the shift of language to "articulation agreement" or "transfer agreement" from “dual-degree” or 
“joint degree” was the suggestion of our Higher Learning Commission (HLC) liaison.  The HLC is an 
accrediting body that accredits universities and college in the US.  In order to be HLC accredited, WU 
follows its recommendations.  Our model of 60-75 hours taken at Washburn was acceptable to the HLC for 
any student to graduate with a degree that would be considered granted by Washburn University.  

4.3 WUST and General Education Requirement of Washburn University 

Another major issue was the general education requirement of Washburn University.  In order to receive any 
degree from Washburn University a specified of number credits in specific academic disciplines must be 
earned in order to satisfy general education requirement.  This is not the case for WUST.  All US universities 
have a similar requirement and most Chinese universities do not have this type of requirement.  This may be 
considered an academic cultural difference.   

The solution was to examine non-major courses taken by WUST students to determine if they met or 
were equivalent to Washburn general education courses.  Item 3 of the WUST-WU BBA Articulation 
Agreement addresses this issue.   

A future solution is the development of WUST courses to “fit into” WU general education requirement 
and the WU SOBU core curriculum.  These items are addressed in Items 10 and 11of the WUST-WU BBA 
Articulation Agreement addresses this issues 
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The articulation agreement can be found at: http://www.washburn.edu/faculty/boncella/wu-wust-docs .  In 
addition, posted on this site is an example of an articulated curriculum between the International Business 
major WUST and the BBA degree of WU  

4.4 Transfer of Credit 

Another issue was the process used to determine the transfer of credit from WUST to WU.  Items 2, 4, and 5 
of the WUST-WU BBA Articulation Agreement address these issues.  In effect these provisions establish a 
standardized method to evaluate and transfer for credit. 

4.5 Lessons Learned 

Of the many lessons learned the central lesson was: learn and understand each other’s “academic culture”.  
This is accomplished by exchanges of students, faculty and program administrators.  This will lead to a 
shorter timeline for program design and implementation.  

ACKNOWLEDGEMENTS 

Many deserve recognition for their efforts in making this a successful outcome.  Most notable are: 
Dr. Yunchuan Zhang, - as a pioneer he had the vision and courage to initiate this process. 
It is important to acknowledge Dean Kailing Pan of WUST SOM and Dean David Sollars of WU SOBU 

whose support of this endeavor was a factor that allowed that it reached a successful conclusion. 
Mr. Baili Zhang, Director of International Programs, without his expertise and knowledge this project 

would not have been as successful.  
Dr. Judy Li, & Dr. Lisa Liu their willingness to leave WUST and travel to WU to learn the academic 

process and academic culture of the Washburn University School of Business.  
It is important to acknowledge Associate Vice President for Academic Affairs, Dr. Nancy Tate, whose 

vision regarding general education made the final agreement possible. 
Associate Dean Dr. Russ Smith, who had the academic integrity to make sure we did not take any “short 

cuts” along the way.  Because of his insistence on “following the rules”, we have an agreement that will meet 
the expectations of both WUST and WU and at the same time have a quality program. 

And finally, to the chairman of the Pacific Rim Group, Dr. Bob Boncella, who had the willingness and 
tenacity to drive this project to completion.  Without his efforts this may not have happened. 

REFERENCES 

“AACSB International Accreditation Standards.” http://www.aacsb.edu/accreditation/business/standards/. AACSB 
International, 30 Nov. 2011. Web. 30 Nov.2011. 

“Articulation Agreement July 2011.” http://www.washburn.edu/faculty/boncella/wu-wust-docs. Washburn University, 30 
Nov. 2011. Web. 30 Nov. 2011. 

“Curriculum Draft April 2010.” http://www.washburn.edu/faculty/boncella/wu-wust-docs. Washburn University, 30 Nov. 
2011. Web. 30 Nov. 2011. 

“SOM-WUST - SOBU-WU Agreement 2007.” http://www.washburn.edu/faculty/boncella/wu-wust-docs. Washburn 
University, 30 Nov. 2011. Web. 30 Nov. 2011. 

“WUST - WU Agreement 2005.” http://www.washburn.edu/faculty/boncella/wu-wust-docs. Washburn University, 30 
Nov. 2011. Web. 30 Nov. 2011. 

ISBN: 978-972-8939-56-4 © 2011 IADIS

60



INTERPRETIVE STRATEGIES FOR ANALYZING 
DIGITAL CULTURAL OBJECTS 

Dr. Sheila Petty1 and Dr. Luigi Benedicenti2 
1University of Regina - Faculty of Fine Arts, Regina, Sask. S4S 0A2 Canada 

2University of Regina - Faculty of Engineering and Applied Science, Regina, Sask. S4S 0A2 Canada 

ABSTRACT 

This paper brings together the disciplines of media studies and software systems engineering and focuses on the 
challenge of finding methodologies to measure, test and decode meaning in digital cultural objects.  We draw on two 
examples:  an interactive online visual art project and an interactive, immersive screen-based art installation in order to 
determine if it is possible to map interpretive strategies that include a blending of old and new criteria, but ultimately 
promoting an equal partnership between artist and interactor, and thus, a community of co-creators. 

KEYWORDS 

Digital, cultural, aesthetics, narrative, linearity, interactivity  

1. INTRODUCTION 

It has become a commonplace notion that digital technology has revolutionized artistic practice.  Lev 
Manovich argues that, “we are no longer interfacing to a computer but to culture encoded in digital form” 
(2001, 69-70).  As this statement implies, computer technology has changed the way we relate to society and 
how we express ideas in a very fundamental way.  As screens of all sizes now define our worlds, it is 
imperative that we find ways to decode signifying strategies of digital creative cultural practices (Memmott 
2006, 293). Media theorist Roberto Simanowski asserts that it is increasingly important to “define a 
conceptual framework for understanding the social changes produced by digital media and to show students 
and readers how to interact critically with digital media and culture” (2011, 1). We argue here that the 
challenge is much more urgent given the globalized contexts within which world citizens increasingly find 
themselves.  In order to take up this challenge, we propose a hybrid strategy that draws on an established 
process of analysis for cinema, but also is infused with a grammar of interaction (a specific mode of 
interaction made possible by the creator of the cultural object/product). 

2. MAPPING VISUAL DATA 

Digital texts present unique challenges for current methodological processes, primarily because they are 
inherently interdisciplinary and convergent.  By combining wide-ranging media strategies from photography 
to video streaming to print text and beyond, these digital artworks demand new approaches for analysis.  
Cinema and video, as art forms, have been well-served by a key methodological approach termed découpage 
analytique which involves shot by shot analysis that considers visual composition, editing, narrative elements 
and sound components in a holistic approach.  This technique offers a flexible means of isolating and 
describing the deep structure of cinematic and other visual forms.  Similarly, genre theory is considered to be 
a solid method of analysis for understanding the function of story, plot and character in literature, cinema, 
digital literature and computer games, etc. Simanowski argues that concepts germane to classical rhetoric 
such as allegory and rhyme could also be deployed and “adapted to describe the stylistic devices of digital 
literature and art” (2010).  He proposes the animation of words to foreground “relationships between the 
elements of a kinetic text” (2010).  Simanowski also explains that although these discussions are occurring 
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within the auspices of digital humanities forums, “scholars also must concentrate on the aesthetic aspects of 
digital media” (2010).   

Narrative and visual/aesthetic analysis is a complex process in new media because of the latter’s ability to 
merge various media components into a singular narrative. Two prime differences between cinema and 
digital media are evident:  

1) Linearity: regardless of the presence of technology that allows replay, pausing or other ways of 
disrupting the time-based nature of the medium, cinema is still intended for linear consumption from 
beginning to end.  Moreover, a film’s context or reading may change with time, but its progression, set by 
editing, remains the same across time (it is a fixed product).  Many new media artworks disrupt this process 
by allowing the user to choose her or his own path through the narrative:  in other words, progression (and 
therefore sequence) is not fixed.  

2) Interactivity: in many digital artworks, users are encouraged to make choices or participate directly in 
the course of the narrative.  This suggests that meaning can shift radically depending on the sequence or 
interactive path the user takes through the work.  It’s almost antithetical to cinema in this regard:  although 
readings can shift, sequence or the basic assemblage of incidents remains fixed in cinema through editing. 

Because découpage analytique can map a wide variety of aesthetic elements (such as visual, aural, 
narrative and interactive aspects), and can account for the overlapping of media, it can assist in mapping the 
deep narrative and aesthetic structures of the works under analysis and in defamiliarizing data.  But is it 
sufficient for understanding and interacting with digital art? 

3. EXAMPLES 

3.1 Example 1: An Interactive Online Digital Art Project 

Excerpts from an Archive (http://www.crankygirl.com/archive/archive.html) by Vancouver-based 
visual/digital artist Deanne Achong, was exhibited in 2001 as part of the studio “Maid in Cyberspace/Les 
HTML Festivals.”  Based on a combination of text, archival material and photography, the project explores 
archiving and the incompleteness of memory and features a visual and narrative structure comprised of 
personal texts juxtaposed with archival/official documents.  Achong involves the user in determining which 
parts represent truth or falsehood by offering clues that build user expectation, but then undercutting them to 
expose reliance on certain conventions. 

The main screen of the project presents nine sepia oval photographs arranged to resemble an old-
fashioned family photo album.  By moving the cursor across the images, words appear, providing a 
descriptor, but also raising questions.  Different fragments of information are provided for “Frank,” “Leila,” 
“Shelia,” “Division 9,” “pinched,” “Never married,” “lists,” and “Disciplined.” The photo in the upper right 
of the screen is a double oval, resembling an open locket.  A small boy gazes directly at the interactor, and if 
the cursor is paused on the image, the word, “Disciplined” appears.  By clicking on the image, the user 
transits to a new screen that suggests the archive is a family history and provides text on “Grandfather’s” 
character and history.  What is interesting about Grandfather’s story strand is that the white text on a gray 
background, which appears to factually describe a man who was a teacher, politician, father and harsh 
disciplinarian, is struck through with lines as though none of this was true, or it was presented in error.  
Without any context, the ambiguity of this presentation encourages the interactor’s own interpretation of the 
struck text.  For example, it could indicate that all of the material is incorrect; that the author decided she or 
he had made a mistake in including this personal anecdote; or that the author was not satisfied with the 
content of the piece. This approach interrogates the nature of the archiving impulse by foregrounding the act 
of selection or de-selection. Ultimately, this strategy works toward involving the interactor as a co-creator of 
the archive’s context. 
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3.2 Example 2: An Interactive/Immersive Screen-Based Art Installation 

Media artist Santichart Kusakulsomsak’s 2006 interactive screen-based gallery installation, Whispering Pond 
explores notions of culture, interactivity and virtuality as agents for communication in a space constructed by 
digital technology.  As creator/designer/author he infused encoded meanings to his experience of being a 
Thai national living in a Canadian context (2007).   

As the interactor enters the darkened gallery space, she discovers a virtual environment in which a pond 
with a series of words floating on its surface is projected on a horizontal plane (a raised platform/screen) in 
the centre of the environment. A computer unit and keyboard are located next to the pond and separated by a 
semi-transparent screen. The interactor is free to walk around the installation and is encouraged to participate 
by inputting into the computer her or his story, wish, prayer or secret. The computer randomly selects a 
phrase from the user’s input and projects it onto the surface of the pond. A graphic visual representation of 
weeds is projected onto a connected vertical plane extending from the pond. The words remain for a few days 
before fading away so that they interact with words of other users.  According to Kusakulsomsak, “as the 
user’s private words join other “ripples” of thought in the pool, they create another overlap between private 
and public space.  As users observe their words and those of others flowing through the pond, they sense a 
shared social space as they seek to read meaning into the overlapping private words” (2007).   

The installation is meant to be experienced as an activated space because it presents “temporal and 
spatialized encounters between viewing subjects and technological objects, between bodies and screens.  A 
potentially new mode of screen-reliant spectatorship emerges in the process” as the interactors’ experiences 
become an integral part of the work itself (Mondloch xiii). The challenge for analysis, however, is that users 
would not necessarily know the artist’s goal or intent. This type of screen-based interface is primarily artist-
driven and intuitive and results and successes are anecdotal and not immediately measurable, but dependent 
upon viewers’ points of view or worldviews.  Like the previous example, Whispering Pond relies on 
ambiguity as part of its interpretive strategy.   

4. CONCLUSION: TOWARD A “GRAMMAR OF INTERACTION” AND A 
COMMUNITY OF CO-CREATORS 

We have employed the découpage analytique methodology, with very brief references to interactivity, in 
order to briefly analyze the above two examples. The interactive nature of the two examples encourages 
viewer participation, but the second example, which involves a much more immersive experience, demands 
active interaction and participation. As découpage analytique focuses exclusively on the intent of the author, 
and maps the author’s creative output but does not account for any meaningful type of interactivity on the 
part of the reader, it is timely to re-think and re-model this analytical strategy.  And unfortunately, as many 
current interpretations of grammars of interaction place primacy on the artists’ viewpoint or developer as 
main author (Fujihata 2001, Simanowski 2011), these strategies, on their own, are also not sufficient. 

Simanowski affirms that scholars must focus on the aesthetic aspects of digital media and that the most 
fruitful discussion of digital arts requires a combination of both new and old criteria and that with interactive 
art, the work itself arises from the dialogue (2011, 120).   

We advocate a serious re-thinking of spatial and temporal configurations of artistic and cultural 
production that confounds any separation of art, self and history in contemporary movements of worlds and 
cultures of mobility (Mbembe Africultures 26/12/05).  We consider co-creation to be an equal partnership 
between artist, text and interactor and we will continue to refine our methodology to reflect this philosophy. 
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ABSTRACT 

In this paper, we discussed the learning and teaching theories that are appropriate for the academic success of Native 
American students with regards to mathematics and science. The transition of Native American students from reservation 
school setting to a non-native academic higher education institution is similar in the sense of social and living 
environment to the transition of an international student studying abroad. For Native American students the transition to 
study abroad is twice as difficult due to the acclimatization to living off the reservation in the United States and then 
transferring abroad to yet another new environment.  

KEYWORDS 
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1. INTRODUCTION 

The importance for undergraduate students to have experience study abroad is noteworthy due to exposure to 
different cultures as well as the unique learning opportunities students can experience. However, statistics on 
the percentage of Native Americans actively involved in education on an international level is quite dismal. 
Less than 0.5% of the over 205,000 U.S. students who studied abroad were Native American during the 
2004-2005 academic year (Table 1).1  

1.1 Tables 

Table 1. Demographic Data on Race and Ethnicity in Education Abroad1 

Race/Ethnicity 2003/2004 2004/2005 
Caucasian 83.7% 83.0% 
Asian American 6.1% 6.3% 
Hispanic American 5% 5.6% 
African American 3.4% 3.5% 
Multiracial 1.3% 1.2% 
Native American 0.5% 0.4% 

1. Information in this table was abstracted from Institute of International Education Open Doors 
2006, retrieved from http://opendoors.iienetwork.org/?p=89220 on September 1, 2011 

 

Native American students from reservations face a two-fold integration problem when looking at studying 
abroad. First, they leave the familiarity of their reservations to pursue higher academics. Usually four-year 
universities are not located on reservations. Secondly, they would have to leave the university to adapt to yet 
another culture when pursuing studying abroad.  

In this paper, we discuss the theories and framework of learning and teaching of mathematics and science 
that fit into the Native American students’ cultural and historical background. The mathematics and science 
subjects are the main focus of this paper as Native American students are disproportionally unrepresented in 
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these subjects in higher education. We further discuss the barriers for Native American students to study 
abroad. 

2. LEARNING AND TEACHING OF MATHEMATICS AND SCIENCE 
FOR NATIVE AMERICAN STUDENTS 

There is a consensus that Native American students learn differently than their non-native peers.  A person’s 
learning style is the means by which they concentrate, draw in information and are able to preserve 
information or skills (Hale, 2002). A historical traditional tribal education was that of a whole community 
affair versus institutional preparation. Studies have shown that Native Americans have a set of cultural values 
that shape the way they live, interact, and learn (Tsai & Alanis, 2004).  These values such as respect for 
elders, conformity to tribal hierarchy and learning from tribal elders were deeply rooted in the socializing 
patterns of families (Pewewady, 2002). Regardless of the immense diversity between Native tribes there is 
commonality that characterize Native American culture, a set of core values and beliefs that spans across 
tribes and geographic regions (Tsai & Alanis, 2004).  The tribal lifestyle was a main component on the group 
focused education of the children. The members worked together to keep the tribe functioning with regards to 
gathering resources, hunting, clothing, shelter and security. Education was a part of everyday activities with 
teachers coming from throughout the tribe.  Educators included the child’s parents, aunts, uncles, ceremonial 
practitioners, as well as spiritual forces (Marashio, 1982). Methods of instruction in Native American culture 
varied and techniques included questioning, stories, songs, dances, plays, ceremonies, visions, symbolism, 
impersonating the spirits, playing, mimicking and observation (Marashio, 1982). When the student became 
experienced and went through rites of passage according to their tribe then they could become mentors to 
younger students (Hale, 2002).   

One of the norms in many Native societies was the humility of the individual. Swisher (1991) indicates 
that self-advancement is a transgression against this essential principle. She also goes on to discuss how the 
cooperative nature of Native children suits them best as an environment for learning.  When using a 
collaborative teaching technique, Native children will experience less discomfort and discord than they will 
in a classroom that is too competitive (Swisher, 1991).  

Non-Native teachers often consider Native American students quiet or shy but this is how their culture 
has shaped them. Native students tend to favor “watch-then-do” or “listen-then-do” versus the “trial-and-
error” methods of learning (Nelson-Barber, & Estrin, 1995). As part of their heritage, a child’s education was 
by example through listening, thinking and then attempting and not by trial and error. (Hale, 2002). This 
leads to the belief that providing Native American students with hands-on cooperative experiences will help 
support their success (Shutiva, 1991). There has been an increase in extra-curricular academic activities for 
underrepresented groups to strengthen mathematics and science skills. Villarejo (2008) states that for 
underrepresented minorities, “Academic enrichment consists of a series of required supplemental workshops 
for the crucial “gatekeeper” courses in science.”  

Preston (1991) asserts that it is important to acknowledge teaching styles that are appropriate for Native 
American students can also be beneficial to other students. She makes a compelling argument for cooperative 
learning and hands-on materials when engaging Native American students. When trying to steer students into 
professions involving mathematics and/or science it is noted that, 

 

“After-school, weekend, and summer programs provide fun, 
interesting, challenging opportunities for students to learn about 
mathematics and science. Programs which emphasize hands-on 
experiences applications to real life situations, and field trips are 
particularly successful in encouraging students to consider mathematics 
and science oriented careers.” 

 

There have been strides made in education to help teachers address the needs of Native students.  In the 
1990’s, one such development was The Mathematics and Science Teachers for Reservation Schools 
(MASTERS) Project in Kansas. The project’s priority was to expand the instruction ability of teachers of 
Native students. There were three major topics: (1) hands-on experiences intertwined with concepts; (2) 
cultural connections to the curriculum aims, materials and teaching methods and (3) positive role models and 
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community participation in instruction (Preston, 1991). This project has touched on what has become an 
emerging method on teaching: Critical place-based pedagogy. 

Critical place-based pedagogy can be particularly important to the teaching and learning of Native 
American students. Critical place-based pedagogy takes into account the where in the students’ education.  
“Place” can take on various different meanings. Semken and Freeman (2008) described these as “…aesthetic, 
ceremonial, economic, familiar, historical, political and spiritual, as well as scientific…” (2008).  This has 
important implications to Native American students as their cultures have been sharply focused on the 
importance of their religious connections with the lands they inhabit.  Semken and Freeman state, “In place-
based teaching, the most important senses of place to consider are the personal meanings and attachments 
that exist between each student and the place or places offered as the context for the curriculum.” (2008).  
Gruenewald (2003) also emphasizes that place-based instruction should be implemented for the reasons that 
people need to be educated on their direct relevance on the welfare of the social and environmental places 
they occupy.  

Another helpful pedagogy that has positive significance to Native education is cognitively-guided 
instruction. Cognitively-guided instruction (CGI) was developed through a research project in the early 
1990’s by Thomas Carpenter and Elisabeth Fennema (Bussinger-Stone, 2009). The objective behind CGI is 
to determine what mathematical knowledge that the student already possesses and use this to devise and 
implement lessons (Bussinger-Stone, 2009). CGI is also thought to have significant benefits with Native 
American children. In Bowman’s paper, (2003) CGI is explained as the theory of instruction building off the 
knowledge that already exists and not the idea of students as blank slates, can increase the cultural relevancy 
in mathematics for Native American students as well as other minority groups. Also in CGI, using group 
problem solving and lessons that are not time-driven gives Native students a non-threatening learning 
environment where they can be more successful (McREL Research Staff, 2005).  

Many subjects such as history, art, and social studies already incorporate many of these pedagogies as a 
general part of their curriculum. Other subjects outside of mathematics and science are often taught more 
holistically therefore Native American students’ comprehension in these subjects exceed that of the harder 
sciences.  

3. BARRIERS FOR NATIVE AMERICAN STUDENTS STUDY ABROAD 

There are several barriers for Native American students to consider and make the decision to study abroad. 
(1) The cost to join an international program is one big concern. A larger percentage of Native American 
individuals and families live in poverty than other ethnic groups in the U.S. In 2000, the poverty rate among 
Native Americans is 25.9% compared to the national rate of 11.3%. In 2006, 30% of Native American and 
Alaska Natives live under poverty (U.S. Department of Commerce, 2006). With such poverty comes poor 
health conditions, lack of decent housing, substandard education, a lack of jobs, and a host of other barriers 
such as suicide, drug abuse, and alcohol abuse. These negative circumstances surrounding poverty keep most 
Native American communities isolated and economically distressed (Young, 1990). (2) Family support 
and/or need to remain close to family. Native Americans have the tradition and culture to value family. After 
children grow up, they prefer staying close to family and friends and live in the familiar environment. Many 
Native American students enroll in a Tribal College or University located very close to where they live, 
although these numbers have been increasing at the four-year institutions (Nee-Benham & Stein, 2003). (3) 
Lack of accessibility and Native American mentors who have studied abroad. Calhoon, et al. (2003) found 
that mentoring students was a key component in a successful Native American study abroad program.  

Very often Native American students choose to come to a non-native higher education institution because 
they know someone from their family or tribe who study at the institution or they have heard good experience 
or stories of people they know at this institution. Such “knowing” provide certain level of trust and comfort 
for Native American students and reduce the anxiety to come out of their tribal reservation. However, there is 
small number of Native American students who have ever traveled or studied at another country, thus there is 
lack of such mentors for other Native American students to follow. Calhoon, et al. (2003) developed a model 
that sets up one or two students with a faculty member to travel with internationally. They found this to be 
most successful when both the students and faculty have established trust.  
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Many students enter into study abroad programs to learn more about the culture they originated from. 
Heritage-seeking multicultural students, such as Latinos, Asian Americans and African Americans, view 
studying abroad as an opportunity to examine their backgrounds (Tsantir, 2005) where as many Native 
American students view studying abroad as culturally meaningless (Calhoon et al., 2003).  Native American 
do not need to visit a foreign country to learn about their backgrounds, many have lived in close proximity to 
their family for many generations in the United States. Therefore creating more relevant programs that 
include cultural experiences and service learning would be more beneficial in motivating Native American 
students into exploring studying abroad as a viable option in their higher education career.  

4. CONCLUSION 

Place-based pedagogy, cognitively-guided instruction (CGI) and a hands-on approach to teaching Native 
American students have the promise of being very effective tools for the enhancement of their educational 
careers. More specifically using these techniques could spark interest in higher education where Native 
Americans are grossly underrepresented as well as other areas of interest. Compare with other ethnic groups 
in the U.S. the percentage of Native American students study abroad is the lowest. To encourage more Native 
American students to step up and apply for the opportunities to study and live in a different countries, 
educators, administrators, and policy makers need to be aware of the barriers that Native American face. 
Bigger studies in the future could focus on collecting more specific data on the challenges involve attracting 
and recruiting Native American students to study abroad and possible solutions to overcome such barriers.  
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WEB 2.0 VISION AND STUDENTS’ LEARNING SPACE 
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ABSTRACT 

This paper suggests that Web 2.0 tools provide an opportunity for new developments of the e-Learning concept in the 
context of managing personal knowledge. Web 2.0 enables a new model of e-Learning that contributes to collective 
intelligence through formal and informal communication, collaboration and social networking tools. Varna Free 
University (VFU) is among the first educational institutions in Bulgaria that decided to introduce web 2.0 e-Learning 
platform in order to support the educational model of the university.  This work-in-progress paper look at the design of 
integrating platform web 2.0 tools like blogs, wikis, and social networking tools with the existing Leaning Management 
System  (Moodle) to create a “learning 2.0” as a platform. The next steps are to evaluate the design through data collected 
from multiple sources like student logs, Facebook feeds, focus group, reflections, and student satisfaction data.  

KEYWORDS 

e-Learning, web 2.0, LMS, Moodle. 

1. INTRODUCTION 

In the last few years, there has been an increasing focus on social software applications and services as a 
result of the rapid development of Web 2.0 concepts. Nowadays, the web is a platform, in which content is 
created and shared facilitating social connection and information interchange. Social software technologies 
include wikis, blogs, podcasts, RSS and social tagging. Web 2.0 tools are designed for ease of use and 
rapidity of deployment,    making  possible  powerful  information sharing (Boulos et al., 2006). Web 2.0 is 
informed by a “constructivist” understanding of learning in which students devise their own conceptual 
models for understanding.  

Collaboration is the best feature of Web 2.0 that can help e-learning. It was not technically difficult to 
introduce a collaborative tool on top of a learning system accessible over web. However, fostering 
collaboration among a group of users is a challenge and Web 2.0 makes it very easy. Using Web 2.0 tools, 
people do not only passively consume information; rather, they are active contributors, even customizing 
tools and technology for their use. Web 2.0 facilitates social networking and collaboration and therefore is 
also referred to as the Social Web. The underlying principle of the Social Web is to make use of the “wisdom 
of the crowd” and “user generated content”. The wisdom of the crowd is a term coined by Surowiecki (2005) 
who argues that large groups of people are smarter than an elite few. No matter how intelligent they are, large 
groups of people are better at solving problems, fostering innovation, coming to wise decisions and even 
predicting the future. In this highly interconnected, dynamic world, new ways of cultivating and exploiting 
knowledge sharing with customers, suppliers and partners are forcing companies to expand their knowledge 
management concepts and agendas (Mentzas et al., 2007). There is also the second phase of knowledge 
management where companies try to exploit a much richer form of knowledge assets, including blogs, wikis 
and social networks, focusing on the social, collaborative dimension of Web 2.0. 

The tools that make for the best blended teaching and learning are precisely the tools that facilitate the 
best and most discriminating use of the flood of information that is characteristic of our time, and which can 
only get bigger. We must use these tools so that the experience of formal learning is part and parcel of the 
experience of learning to live in the world at large (Battye and Carter, 2009). 

As part of the growing movement to revitalize the learning environment, many colleges and universities 
are shifting from the Instruction Paradigm to the Learning Paradigm, from being an institution that provides 
instruction to students to one that produces learning in students. A key part of this shift involves new design 
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and renovation strategies that emphasize easily reconfigured, multiple-use spaces to enhance learning 
opportunities. Even with the growing role of virtual learning place-bound campuses and their physical spaces 
will remain relevant. However, in order for these facilities to contribute to the health of the institutions they 
represent, they must provide the flexibility, comfort, and atmosphere where deep and meaningful learning 
can take place (Miller, 2006) 

With more than 25% of the total number of students in higher education receiving instruction online and 
ever increasing online student numbers projected (Allen and Seaman, 2010), educators continue to identify 
factors that may enhance meaningful online learning. To facilitate positive outcomes, instructors must move 
beyond content oriented online delivery and create a supportive learning environment that is sensitive to 
student needs (Herbert, 2007; Mandernach, 2009). Lee and McLoughlin (2010) found that instructors who 
facilitate a sense of community and student engagement significantly affect student satisfaction and quality of 
online learning.  

This paper suggests that Web 2.0 tools provide an opportunity for new developments of the e-learning 
concept and discusses these new approaches developed with the objective of operationalising this social 
perspective in the context of managing personal knowledge. Web 2.0 enables a new model of e-learning that 
contributes to collective intelligence through formal and informal communication, collaboration and social 
networking tools. This new model facilitates virtual interaction, social processes, collaboration and 
knowledge exchanges on the web. A characteristic of such systems is the fact that they are open and designed 
to invite collaboration and to facilitate social interaction. 

2. BACKGROUND 

Web 2.0 driven approach to e-learning environments is presented. At the centre of this approach are the 
challenges of personalization and collaboration. Rather than integrating different tools into a centralized 
system, the idea is to provide the learner with tools and hand over control to him/her to select and use the 
tools the way the learner deems fit. Chatti et al. (2006) discuss the potential use of social software in learning 
environments. Open blogs and cloud platforms such as Facebook have great educational potential (Meyer, 
2010). Setting up an e-learning system is very easy now. Almost anyone can now establish an online learning 
community using open source learning tools that comprise Web 2.0 features (Young and Bruce, 2011). That's 
why it is now possible for any organization to afford personalized online courses with a learning management 
system having advanced features to support mutual communication and collaboration. Production and 
delivery of e-learning programs is far easier with the arrival of Web 2.0. Discussion forums, wikis, blogs and 
podcasts are just a beginning in the field of online learning.  

Web 2.0 supports knowledge networking and community building. For example, wikis create an 
opportunity for collaborative content creation and social interaction. Further, these tools do not require 
advanced technical skills to use their features, allowing users to focus on the information exchange and 
collaborative tasks themselves without first mastering a difficult technological environment (Kirkpatrick, 
2006). Such "transparent technologies" (Wheeler, Kelly, and Gale, 2005) allow the user to concentrate more 
on the task because they can "see through" the technology with which they are interacting. 

Varna Free University (VFU) is among the first educational institutions in Bulgaria that decided to 
introduce web 2.0 e-Learning platform in order to support the educational model of the university. An e-
Learning platform is the perfect medium to support the face-to face education and blended learning as a 
whole. The team of the Institute of Technology at VFU set up a project to create a support model for 
instructors when innovating their training process. The project started with a formulation made by the 
instructors of the hypotheses concerning the possible added value of an e-Learning platform. 

3. OBSERVATIONS AND DISCUSSIONS 

The team of Varna Free University designed a flexible learning platform in which web 2.0 tools like blogs, 
wikis, and social networking tools will be integrated within the existing LMS (Moodle). The platform 
provides students with a dynamic collaborative learning environment. The learners are expected to 
collaborate with external communities and networks and with each other to share established knowledge and 
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generate new concepts. They will contribute to course content which will be collected from these external 
sources. Thus the course will use both formal and informal learning. The platform as shown in the Figure 1 
will support student learning experience using web 2.0 digital tools. The course curriculum will be setup as a 
wiki so that learners can contribute. The instructors work as collaborators and facilitators rather than 
traditional teachers. Learners are active and engaged in two-way communication with their peers and with 
information networks. They create and contribute to the course curriculum wiki. To fulfill this task, learners 
will use web 2.0 applications. Learning is supported by web 2.0 tools integrated within institutional LMS 
(Moodle) and by tutor collaboration and peer-to-peer learner activity.  

Figure 1 presents a visual overview of the learning platform. 

 

Figure 1. Learning platform architecture 

The technology is used innovatively for creating content within a peer-to-peer formal and informal 
learning environments (Boettcher, 2006, Dron, 2007). Students are given an opportunity to demonstrate their 
understanding of the course topics and produce and share knowledge with peers. This approach of two-way 
interaction facilitates students to develop a knowledge repository for future learners and information 
networks. 

4. CONCLUSION 

The wave of new web 2.0 technologies enable students as well as instructors to create, load and edit content. 
This increases active learning, and provides means to collect, organize and assess learner work in more 
authentic ways than tests or essays. Learning management systems still have major advantages, in that they 
provide an institutionally secure environment, enable the management of learning, and integrate with 
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administrative systems. Thus designers are looking for ways to integrate web 2.0 tools with learning 
management systems (Mott, 2010). 

Also as students get more tools and more encouragement to use these tools for learning, there is the 
possibility of creating ‘personal learning environments‘, software interfaces that the learner can add to or 
edit, to facilitate their learning. These might include a portal to their courses that would include access to an 
LMS, but would also include links to their blog, e-portfolio, and social networks such as Facebook (Bates, 
2011). 

Web 2.0 brings new possibilities and tools to e-learning. Social software supports active social 
networking processes and a community model to foster knowledge sharing and collaboration. Blogs and 
wikis represent new repositories of information and knowledge for personal and organizational purposes. 
High quality contributions are assured not only by guidelines, but also by reputation and rating the 
contributions. Through social software, students especially in LLL process are more motivated to share 
knowledge with others. Organizations have to decide whether they want to build their own internal 
proprietary solutions with blogs, wikis and/or social networks or with the use of existing tools.  

The Web 2.0 era has emerged as a shift of perspective from a world of plentiful information that has to be 
searched using powerful search engines to a world in which the social process has become central for 
identification and access to information and knowledge. In this new world, a variety of tools have been 
developed to better manage the social capital (with social networking systems such as Plaxo, LinkedIn), to 
communicate more effectively with blogs, and/or to harness collective intelligence with systems such as 
wikis. 

Open source LMS, such as Moodle, have an advantage here in that designers in universities with access to 
open source developers can build and integrate open source web 2.0 tools into the LMS quite easily. 

The platform, developed and prototypical in use at Varna Free University, is based on concepts like social 
tagging and networking and therefore offers its users a new perspective of Web 2.0 driven learning. 

There are numerous ways that faculties can use the Web 2.0 tools to enhance student’s interaction in 
online learning. Incorporation of Web 2.0 tools such as blogs and wikis into online and hybrid courses has 
the potential for improving student engagement in learning. As shown through examples from our teaching 
and from the literature, these tools can facilitate rich interaction among students, the faculties, and the online 
interaction, the cornerstone of effective online learning. 

5. THE FUTURE 

This work-in-progress paper looked at the design of integrating platform web 2.0 tools with the existing LMS 
to create a “learning 2.0 as a platform. The next steps are to evaluate the design through data collected from 
multiple sources like student logs, Facebook feeds, focus group, reflections, and student satisfaction data. On 
the basis of statistics and analysis an optimization will be made in response to changing input from students 
and the arrival of new technologies. 
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ABSTRACT 

Geoscience teaching and learning has gained significant attention in recent years. Geoscience today is a space-age 
science making extensive use of remote sensing data, high performance computing, spatial data base management, and 
analysis and visualization of data. Geographic Information System and Remote Sensing (RS) software are an integral part 
of geoscience teaching and learning. Despite the demonstrated utility of commercial/proprietary tools such as ArcGIS 
and ERDAS IMAGINE for teaching and learning in geoscience there are problems in accessing this software in low 
resource settings. Proprietary GIS and RS software are expensive and often more complex than required. A new 
generation of free and open source software are now available which have potential to positively impact geoscience 
teaching and learning. 
The goal of this paper is to assist teachers at institutes with limited budgets to understand and appreciate the potential of 
RS and GIS free/open source software in geoscience education. This paper explores the possibilities in using this 
software, it provides a list of software against teaching categories and elaborates their uses in geoscience teaching and 
learning. Our analysis reveals that for all the categories of commercial software used in geoscience teaching and learning 
a suitable free or open source alternative is available. These free tools are particularly useful for handling low quality 
spatial data and are therefore suitable for use in schools with limited budget.  

KEYWORDS 

Teaching, Learning, Open Source Software, GIS  

1. INTRODUCTION 

Understanding how our planet works is important for everyone, and geoscience is all about understanding 
how our planet works. Understanding the Earth’s past, investigating how it changes over time, understanding 
what stages of development it is in now, what may happen to it in future and how we need to care for our 
planet and live in balance with it, is important for our survival. The Earth is our home. Earth systems interact 
to produce and sustain our planet. Geoscience teaching and learning involves the investigation of the Earth 
and how its systems work. Geoscience is the study of the Earth in space in relationship with our solar system 
and the wider universe. It is the study of the thin and finely balanced atmosphere, its solid surface, its water 
and the components and structures that lay deep inside. 

Geoscientists have the job of studying our planet. The research they do is important; the data they create 
and their theories are shared with scientists and others around the world and this sharing and networking 
helps build understanding of what is going on and why. Models are often used to study the Earth’s processes. 
Geoscience is about the study of the change of the Earth over time, from the beginning of the planet 4.6 
billion years ago through geologic time to the present and beyond (Patyk-Kara et al, 2001). 

Geoscience students learn about the forces that form mountains, how the Earth’s continents formed, 
separated and continue to change and how seas have opened and closed. Geoscience students learn how 
mountains rise up, and then how erosion and other forces wear them down. How sediment is deposited, and 
how these eventually becomes rock once more. Hopefully, geoscience students begin to grasp the incredible 
history of our planet within geologic time, and see that the Earth is dynamic and that it is still changing.  

Teaching and learning in the geosciences has benefited significantly through the application of 
contemporary pedagogy, and in particular the use of ICT (Manduca et al, 2010). Through computer-
generated animations  students who study geosciences today  are able to see the un-seeable.  For example, the 
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Earth’s crust from side view or from above and through the use of computer generated imaging technology, 
students can see how former ice ages might have looked, if they have been to be there to see them. Students 
of geoscience see how rock is used as a source of minerals and how catastrophic events in the past Our 
review shows that for all areas where computer software is used for geoscience teaching and learning had 
dramatic effects on the landscape that we see today; and they can virtually go where nobody has gone before, 
to study what happens underground.  The use of computer-generated animations is also useful in other 
undergraduate teaching, such as in agriculture (McGregor et al, 2008). 

Geoscience knowledge is the  tool we have to ensure public understanding of the Earth and its delicate 
balance of systems. Geoscience is a combination of sciences and draws upon all other sciences to unlock the 
Earth’s mysteries. It surrounds us and includes us, a world in which everyone is affected by the Earth’s 
processes and is our guardian of assets now and generations to come. We know that there are some 
significant issues that humans need to address, such as climate change (Mirza and Ahmad 2005)  natural 
hazards such as earthquake (Tapponnier et al, 2006; Monalisa et al, 2007)  and the increasing pressure on 
natural resources, and their availability, such as energy, clean water and soil to grow food.  In order to 
address and manage these issues, and to continue to discover new geoscience knowledge we need to prepare 
a new generation of geoscientists. 

Geoscience teaching and learning covers a broad range of topics related to the Earth and its landscape 
including mountain building, structure of earth, the erosion of continents, and the location of natural 
resources, volcanoes, paleoclimate and evolution. Geoscience teaching and learning involves understanding 
how our planet works, which is essential to properly manage our environment and predict how the 
environment will change in the future. Through Geoscience education students can understand and appreciate 
our complex planet. 

Geoscience today is a space-age science making extensive use of remote sensing data, high performance 
computing, and state of the art data visualizations. Geovisualization is attracting widespread attention in the 
geosciences (Andrienko et al, 2008; Elwood 2008; Kowalczuk 2010). Geoscience students need to access and 
visualizes data related to the Earth and its landscape and systems and software that provide spacial data 
analysis, organization of data and visual representations of data provide tools for learning and understanding 
(McAdams and Nikov 2011). 

Commercial or proprietary geovisualization software is available to assist in the understanding of 
geoscience; its processes, systems and components. Such software provides teachers with tools to construct 
learning environments that provide significant advantages to learning beyond traditional knowledge 
dissemination techniques. For learners, geovisualization software often provides the break through link for 
understanding the complexities being studied. Some examples of the software used by geoscientiests, 
geoscience teachers and geoscience students are: ENVI, Autodesk, Intergraph, ArcGIS and ERDAS 
IMAGINE.  However, most of this software is expensive and this creates problems for the institution, teacher 
or student when the software is out of reach because of lack of financial resources. This is typically the case 
in developing countries where institutions are poorly resourced.  However, free and open source Remote 
Sensing (RS) and Geographic Information System (GIS) software such as ILWIS, GRASS, SAGA, Open 
Jump and several others (see: http://tinyurl.com/freeGISsoft) offer an alternative to expensive proprietary 
software in geoscience teaching and learning.  

2. FREE AND OPEN SOURCE RS AND GIS SOFTWARE  

Free software also known as ‘software libre’ or ‘libre software’ is software that can be used, modified, copied 
and redistributed either without any restriction or with restrictions allowed by the manufacture and are 
generally available without any charge (Subramanyam and Xia 2008). Open source software (OSS) is 
software that is available in source code under a software license that permits users to study, modify, improve 
and distribute information to other users (Hauge, Ayala et al. 2010). Open source software is available within 
the public domain and individuals who have expertise in software development and an interest in its free 
distribution very often develop it collaboratively. OSS is not generally subject to copyright restrictions and 
access to the source code means that software developers can modify it for their own particular purposes. 
Free and open source software does not necessarily mean inferior or substandard software. There are some 
very significant open source software products that have revolutionized many areas of activity. Probably the 
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most famous open source software is the operating system UNIX, now by far the mainstay of large computer 
installations and even PC operating systems such as Linux and Mac OSX.  Using open source software can 
provide some advantages, the most significant being usually a cost advantage (Ven, Verelst et al. 2008). 

One of the problems faced by educators who are interested in using free and open source software as 
alternatives to commercial software for geoscience education is first identifying what alternative free and 
open source software is available, what the software does, and where it can be accessed from.  Currently 
there is no one place with information on free and open source software for geoscience education.  In 
undertaking the research for this paper, to identify appropriate free and open source software, six categories 
of software were identified. These are: Desktop RS and GIS Software, Spatial Database Management System 
(SDBMS) Tools, Spatial Data Viewers, Virtual Browsers, Mapping Applications, and Miscellaneous RS and 
GIS Tools.  Desktop RS and GIS software are used for spatial data creation and map generation; SDBMS is 
used for storage of spatial data; spatial data viewers allow viewing of satellite and aerial photo imagery; and 
virtual browsers allow us to map the earth by the superimposition of images obtained from satellite imagery 
and aerial photography over other data and maps. The Miscellaneous RS and GIS tools category we have 
used includes applications useful for manipulation and visualization of various kinds of spatial data. 

The software that has been identified is displayed in tables from the following location: see: 
http://tinyurl.com/freeGISsoft. This site provides a range of useful software, free and open source, with a 
brief description for each including the current version and a web link to the site where the software can be 
obtained. 

In general, these free and open source software offer many of the data handling, visualization and 
mapping basics needed for geoscience teaching and learning. Some of this software has been extensively 
used by geoscientists and others for a wide variety of spatial data handling and analysis. Applications of these 
software relate to many aspects of geoscience teaching in the areas of geology, hydrology, and environmental 
mapping requirements. For example, the Application Guide 
(http://www.itc.nl/ilwis/documentation/version_2/aguide.asp) of the ILWIS 2.1 contains 25 geoscience 
discipline-oriented case studies. ILWIS 2.1 is freeware, which provides the core functionality of data 
acquisition, management, analysis and display of data and handles both raster and vector data sets. The case 
studies available in support of the software show advanced procedures in working with ILWIS and also 
demonstrates some specific questions from various research disciplines that can be solved using ILWIS 
software. 

 One of us (Nawaz) has taught various postgraduate RS and GIS courses at different universities for over 
twelve years including at: Charles Darwin University, Australia; the Faculty of Geo-Information Science and 
Earth Observation (ITC) at the University of Twente, Netherlands; and the GIS Centre of the University of 
the Punjab, Pakistan. He has used many geoscience teaching tools including commercial propriety software, 
such as Erdas Imagine and ArcGIS and also freeware tools such as ILWIS and GRASS. At Charles Darwin 
University Erdas Imagine and ENVI and ArcGIS (state of the art GIS software) are being used for teaching 
RS courses. Nawaz has taught the same RS and GIS courses at the GIS Centre of the Punjab University using 
the open source product ILWIS 2.1 to achieve very similar learning outcomes. 

Literature shows successful application of various RS/GIS free and open source software in geoscience 
teaching and learning. Fisher and Myers (2011) have shown the successful application of the free and simple 
GIS software ‘Open Jump’ for teaching health mapping in eastern Indonesia. Guenther (2009) described the 
use of Google Earth (free browser) for teaching geoscience. Husa (2009) elaborates on the visualization 
capabilities and use of Goggle Earth as a geoscience teaching tool.  

Geoscience teaching mainly involves spatial data (both raster and vector) management, analysis, 
visualization and mapping. This is what propriety software such as ArcGIS and Erdas Imagine are designed 
for. However, various free and open source software often provide the same functionalities. Free and open 
source software may not have all of the features of more expensive systems.  However, and very often, they 
are more than adequate in achieving the desired learning outcomes and at the least deserve examining as an 
alternative to buying or using complex and expensive software.  

 We have already indicated one of the main adventures in using open source software, that is they are 
generally free. However, the cost of operating and using software is not always just to do with the purchase 
of that software, but may also include maintenance and support of the software installation, and indeed, may 
require the purchase of additional hardware.  Any teacher or institution considering implementing an open 
source solution, will need to weigh up all of the advantages and disadvantages of doing so.  In any case, a full 
evaluation of an installation should be undertaken before opening up software to staff and students.  
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A further advantage of using open source software is that it ensures that users are compliant with 
copyright law.  Copyright is an important consideration in the application of any software within education 
institutions. However, quite often in institutions in developing countries, administrators and teachers are less 
concerned about copyright issues and there have been instances where pirated copyrighted software have 
been used illegally. The use of open source and free software, clearly makes issues of copyright less a 
problem. 

 In addition to the software useful for teaching and learning in geoscience that is listed in the link from 
this paper, there are other useful and often quite sophisticated open source software available for education 
purposes. For example, Moodle is an open source Learning Management System used by many universities 
throughout the world including some of the world’s largest universities (for example, UK Open University). 
Also, the open source office suite of programs provided by OpenOffice.org is an excellent free substitute to 
the Microsoft Office suite.  

3. CONCLUSION 

Our review shows that free and or open source software is available for all areas where computer software is 
used for geoscience teaching and learning. A more detailed examination also reveals that several free and 
open source software are as good as proprietary software, particularly for raster and vector data processing, 
visualization and mapping. However, if an institute chooses to use free and open source tools for geoscience 
teaching and learning then the appropriateness of the particular software tools needs to be assessed. The 
licenses used by free and open source tools typically ensure that there is no cost for the software itself and 
low or no cost for its acquisition and installation. However, there may be cost implications for management, 
support and maintenance of the software. Much open source software is customizable and adaptable to 
different teaching and learning context. In short, we believe that the use of free and open source RS and GIS 
software can provide a viable alternative to proprietary software – and we hope that this brief review helps to 
increase access and use of free and open source RS and GIS software for geoscience teaching and learning.                                                                                                     
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ABSTRACT 

The current study investigates the effects of distance learning over the internet in Higher Education in Greece. This study 
is a pilot study exploring, the perceptions of ‘Formal, informal and Non-formal learning’ of a group of undergraduate 
students in Educational Departments. The results of the study indicated the overall positive perceptions of the participants 
towards formal distance learning in Higher Education and also a shortage of use of Distance learning techniques at 
Universities and Technological Educational Institutes, suggesting the potential of implementing distance learning 
techniques at all levels of  Greek educational system. 

KEYWORDS 

Distance Learning; Formal Learning; Informal Learning; Non-Formal Learning; Life Long Learning. 

1. INTRODUCTION 

Distance learning (DL) is widely spread in our time (Anastasiades et al, 2010; Pange, 2008, p. 17-18; 
Godwin et al, 2008; Toki and Pange, 2009). Although it started at the beginning of the last century, when DL 
courses were being offered via mail, today Information Communication Technology (ICT) has transformed 
not only the education (e-learning, lifelong learning, continuing education and DL) but every aspect of our 
lives in social and economic level. Distance Learning today is almost totally bonded with ICT and the 
internet. Distance learning Technologies provide an effective way of communication in a dynamic learning 
environment (Pange 2008. p. 17-18; Toki and Pange, 2009; Ramanau et al, 2010). 

It is worth remembering what Edison said in 1913, ‘scholars will soon been instructed by the eye’ and 
human knowledge will be taught by motion pictures.  Is really the Internet that is teaching by ‘motion 
pictures’ in formal and informal way? The social internet makes the  major impact in an  informal learning 
approach. According to Gandel et al (2004):  

“The history of Western higher education since the French Revolution has been dominated by at least 
seven epochal influences” and one these is “The (partially) successful integration of online (synchronous 
and asynchronous) instructional techniques with the proliferation (controlled and uncontrolled) of online 
resources…”   

Nowadays, policy makers consider that knowledge has a great value in our economy. So, a lot of 
universities replace part of classroom learning with individual learning. Most European Universities offer 
online courses and a large number of students successfully attend the e-courses provided by their schools.  

Although it is well documented that in distance learning courses the class interaction is minimized 
between the students (Maki et al, 2000; Thurmond et al, 2002; Dennen, 2005; Yukselturk and Yildirim, 
2008), the virtual communication between students and teachers in the online e-courses is augmented and 
well organized. Interactions between students and teachers are transformed by ICTs into a new more concrete 
and cognitive sense (Kirkwood and Price, 2005). Collaborative learning is playing a main role in blended and 
online learning, in order to provide better communication between students (Lionarakis 2005; Toki and 
Pange, 2010).  
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According to http://ec.europa.eu/education/programmes/llp/guide/glossary_en.html Open Distance 
Learning is:  

“A type of education, typically college-level, where students work on their own at home or at the office 
and communicate with the faculty and other students via e-mail, electronic for a, videoconferencing, chat 
rooms, bulletin boards, instant messaging and other forms of computer-based communication. Most distance 
learning programs include a computer-based training system and communications tools to produce a virtual 
classroom. Because the Internet and World Wide Web are accessible from virtually all computer platforms, 
they serve as the foundation for many distance learning systems”. 

Do distance learning courses, offered via Internet; provide recognized formal, informal and non-formal 
learning in Greece? Is Social internet a recognized form of informal learning? According to European 
Commission Glossary on these terms: 

“Formal learning usually takes place in schools, universities or training institutions and leads to a 
diploma or certificate. Non-formal learning includes free adult education within study circles, projects or 
discussion groups advancing at their own pace, with no examination at the end. Informal learning can be 
found everywhere, e.g. in families, in the workplace, in NGOs, in theatre groups, or can also refer to 
individual activities at home, like reading a book”.  

In Greece recently the legislation (law 3879/Sept.2010) sets out in detail formal, non formal and informal 
learning and lifelong learning and how it is recognized.  It is worth mentioning here that information and free 
courses from the internet  are  considered as informal learning, under this law,  but not currently validated in 
our educational system. The Greek Open University provides online courses which are recognized as formal 
learning in Greece. Some Universities offer blended learning but the majority of them use the traditional way 
of teaching. 

As our economy is shifted from industrial to an e-learning one, education is a main factor in the reshaping 
of the marketplace. There is a great demand for educators to be able to evaluate new educational outcomes, to 
acknowledge new indicators of educational achievements, and to provide new educational materials, to their 
students. So, it is very important to show the current situation of distance learning appreciation of educators, 
who are the main conveyors of knowledge to our society. The aim of this pilot study is to investigate whether 
Greek undergraduate students in University Educational Departments, use and identify ‘Formal learning, 
informal and Non-formal learning’ offered by distance learning courses via Internet.  

2. MATERIALS AND METHODS 

During the last academic year, 150 undergraduate students from the Department of Early Childhood 
Education of the University of Ioannina and 100 undergraduate students from Department of Speech and 
Language Therapy, of the Technological Educational Institute (TEI) of Ioannina-Epirus, in Greece, attended 
a subject involving blended learning, and they asked to present their views on distance learning courses 
offering formal, non-formal and informal learning. 

The sample, in this pilot study, consisted of 250 students in total, from which 212 were females and 38 
males. In Educational Departments in Greece, the majority of students are females. The mean age of the 
students was 21+2 years. 

The research instrument was a questionnaire designed for the purpose of this study and it consisted of two 
sections. Section one, was composed of 6 questions, aiming to collect general information regarding the 
participants’ age, occupation, sex, computer ownership and Internet access. Section two, was composed of 14 
questions, aiming to gather information on students’ attitudes and activities towards distance learning. In 
particular, students were asked about: course structure, types of learning, classification and evaluation of 
distance learning courses, e-course use, recognition of informal and non-formal learning, information 
retrieval from social internet, learner-instructor interaction, learner-learner interaction, institutional support 
and flexibility. The data gathered from the questionnaire   analyzed using SPSS statistical package. 
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3. RESULTS AND DISCUSSION 

According to students’ answers, almost all  students (99%) owned a computer at home. This is very common 
in Greece as  cost of computers is low. 

Concerning the course structure, most participants (82%) were satisfied with the structure and the 
content of the e-courses that included various materials (e.g. exercises, examples and videos with case 
studies, assignments and reference books) and found it very helpful in terms of practicing and learning the 
topics. Additionally, the weekly plan and assignments forced them to study regularly and they were well 
prepared for the final exams. 

As for the types of learning: 
 Participants stated their general satisfaction on interaction with instructor and their peers, over 

the internet, as it was easy and quick to communicate for any matter. Also, the instructors could easily 
provide guidelines during any face-to-face or additional information in case of need through the computer 
mediated communication tools. 

 Students believed that some blended courses helped a lot in learning a subject, but they were not 
compulsory courses in these Educational Departments.  

 The majority of students (97%) thought that they can benefit from distance learning, especially 
in the future for life-long learning (lll) programs. 

 70% of the participants in the study said that the degrees offered online are underestimated 
nowadays in Greece, not recognized by some Universities and employers, so there is no interest of students 
to attend them. 

 As work load was different from course to course in DL, a good level in ICT use was 
appropriate.    Students spent one to three hours per week in an online course offered as part of the 
undergraduate course (for formal learning), but more than three hours per day in informal learning in courses 
and information accessible on the Internet.  

Relating to the classification and evaluation of distance learning courses the results of the study 
revealed that: 

 Almost all students (95%) were   learning and communicating via social internet. 
 Two thirds of the students who used properly information from the internet and from the e-

courses passed successfully the final exam in an ICT undergraduate course. 
 No statistically significant differences found in their answers concerning their sex (p<.0001).  
On the topic of the learner-instructor interaction, the results of the study revealed that: 
 Most of the students (80%) were satisfied with their interaction with their instructors. As they 

commented, they had,   the opportunity to interact using computer communication tools, such as skype, 
emails and chats. Additionally the weekly structure of the educational material helped them to organize and 
set their personal learning tasks. 

On the issue of the learner-learner interaction, the results of the study showed that: 
 Almost all the students were satisfied (99%) with their interaction with their peers. According to 

their comments they found very helpful the opportunity they had to exchange information and discuss 
educational matters online. 

On the subject of the institutional support and flexibility, the outcomes of the study revealed that: 
 The majority of the students (92%) were satisfied with the university support and flexibility and 

finally as stated their views and requests were taken into consideration. Furthermore, there is room for 
improvements on training procedure for online teaching and learning. .   

On the subject of the, e-course use, all students said that they did not attend many e-courses during their 
undergraduate studies. 

On the subject of the recognition of informal and non-formal learning, the outcomes of the study 
showed that 

 Very few students  (3%) knew about the new Greek law concerning the recognition of informal 
and on-formal leaning in our country. This was due to the fact that this law came out in Sept. 2010 and there 
was no good dissemination of the Ministry of Education 

On the subject of the recognition of the information used from social internet none of the students 
knew that it was a way of non-formal learning.  
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In conclusion, this pilot study reveals the limited use and recognition of online learning programs in 
Greece in informal and non-formal learning,   (especially via internet),  and the appreciation of University 
online courses.  

In order to generalize   the results of this pilot study,  we have to declare here that there were some 
limitations with respect to the data collected that affect the accuracy of the results. The data for this study 
came from two Educational departments (University and TEI) in one city in Greece. Future work may 
expand the research in other university departments in Greece, in order to provide a more general view of this 
matter.   

Up to now no recognition is applied from our university and TEI to other types of learning offered via 
distance, except of the e-courses provided by the legal departments. These e-courses were few and they were 
part of blended learning in undergraduate courses. According to  Hawkins (2011) regarding the Necessity & 
Promise of Online Learning, fully online programs were compared with  programs  of blended learning.  The 
meta-analysis established that “on average, students in online learning conditions performed better than 
those receiving face-to-face instruction” (US DOE, 2009, p. ix). 

This study showed also that “Instruction combining online and face-to-face elements had a larger 
advantage relative to purely face-to-face instruction than did purely online instruction.”.  This way of 
teaching must also be applied to  primary and secondary schools.  But are  teachers well prepared from their 
undergraduate studies (university or Institute) to create online material for their students when they go to 
work at schools?. According to Hawkins (2011) “Singapore has 100% of all secondary schools offering a 
blended (virtual plus face-to-face) and online learning curriculum – and all teachers are trained to teach in 
this manner. Singapore schedules a yearly e-learning week where they close buildings and school is taught 
online”.  

As our students who participated in this study admitted that more training in online teaching and learning 
is appropriate,  may a yearly distance learning week during their undergraduate studies prove that distance 
learning is not a myth but a necessity in our  life long learning society which has mediate supply and demand 
for knowledge and learning?  
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ABSTRACT 

Teaching and learning in an Open Distance Learning has been a challenge to academic staff, curriculum developers, and 
academic development staff for ages. Some of the challenged include large numbers of students, learner support, and lack 
of personal contact with students, dropout rate, etc. To bridge some of these challenges UNISA embarked on a staff 
development program: Using audio podcasts to support teaching and learning in an ODL context. The use of audio 
podcast technology in education is a widespread occurrence, and its benefits in teaching and learning environments are 
extensively documented (see Abt & Barry 2007; Atkinson 2006; Campell 2005; Huann 2006; IMPALA 2006; Lane 
2006; Nie 2006 & Rachtham 2006). As a result of its affordability and easy to use we have seen its proliferation in all 
types of teaching and learning environments. Educators involved in e-Learning are rediscovering the power of the spoken 
word in using new technologies to communicate with students, especially in ODL context. 
This paper reports on the findings into the ongoing research on challenges and learning experiences of teaching staff and 
students in the implementation of audio podcasts in their teaching disciplines.The use of audio podcast training for 
academic staff development programme is a three phase program, with the first phase devoted to sensitizing teaching 
staff about the podcasts technology, the second phase is preparing academic staff on how to plan and prepare a script. The 
output for this first day is a written script. The third phase teaching staff are introduced on how to use audacity to record 
audio podcasts. On completion of the workshop academics are requested to complete a questionnaire which was 
analysed. Six months (end of the semester) after the workshop academics are requested to complete an electronic 
questionnaire indicating the challenges and experiences in implementing audio podcasts. The electronic questionnaire is 
designed using the software survey monkey. A follow up face to face interview will be conducted and the results will be 
analysed. The study uses qualitative approach with narratives of experiences of participants. This study is ongoing and at 
the pilot stage so the conclusions at the end are actually tentative and cannot be generalised to the use of this technology 
to other disciplines within the University of South Africa.  

KEYWORDS 

Podcasts, teaching and learning, new technologies  

1. INTRODUCTION AND BACKGROUND 

This paper is contributing the global debate on the use of ICT technologies in higher education with specific 
reference to open and distance learning and teaching context. In this study we report on the use of audio 
postcasts for learning. At the University of South Africa the purpose of each podcast is for feed forward 
before tests and for feedback after tests. Using podcast technology in education is a widespread occurrence, 
and its benefits in teaching and learning environments are extensively documented (see ODL 
COMMUNIQUÉ 38, 3 NOVEMBER 2010, on the intranet, Abt & Barry, 2007, Atkinson, 2006, Campell, 
2005, Huann, 2006, IMPALA, 2006, Lane, 2006, Nie, 2006, Rachtham, 2006). In the University of South 
Africa (UNISA), this is a new phenomenon that is still at its trial stage. At this UNISA has acknowledged the 
need to design new and revised modules for E-Learning. To us this was an acknowledgement of potential 
benefits that come with the use of technologies such as podcasting, and have since encouraged their 
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exploration and use.  In line with the ODL implementation plan, that seeks to exploit new and existing 
(ICTs)in teaching and learning, a project on using audio podcast for teaching and learning was initiated by 
Directorate of Curriculum and Learning Development (DCLD). This project is divided into phases on the use 
of podcasts by both the teaching staff and their students. The introduction of the use of podcasting was done 
in two phases, training of academic staff followed by that of students.  

2. STAFF DEVELOPMENT PROGRAM: USING AUDIO PODCAST FOR 
TEACHING AND LEARNING 

Phase 1: Sensitization presentations:  The purpose of these sensitization presentations is to create awareness 
for the teaching staff on the use and benefits of podcasts for learner support in open distance learning. 
Sensitization workshops are held through Myunisa forums and College or school presentations on request. 

Phase 2: Script writing workshop – The purpose of this phase is to enable participants to appreciate the 
need for planning and preparing a script before a recording.  This is a 4 hours workshop. Lecturers are taught 
how to prepare and plan scripts before audio can be recorded. Guidelines for writing a script and a template 
for preparing scripts are given to participants. Participants are also given an opportunity to listen to recorded 
podcasts. The outputs of this workshop is a prepared and well written script. 

Phase 3: Using audacity to Record audio: The purpose of this phase is to enable participants to record and 
upload audio podcast on the UNISA podcast server and links it to their course or module sites. This is 4 hour 
training in the computer laboratory. Participants use their prepared scripts to record audio. Participants are 
exposed to using the Audacity software to record, edit and export their recording to MP 3files. The MP 3 
files are then uploaded on the podcast server and finally linked to the courses 

2.1 Participation of Modules in the Programme 

For module to participate in the programme the Directorate of Curriculum and Learning Development posts 
open invitation on the University Intranet and individual lecturer interested respond in writing giving all 
relevant information about one’s module and the DCLD chose one or two modules and thereafter informs the 
concerned module owner of the decision, then a follow up introductory meeting is held to discuss the 
logistics of the training and the expectations of the directorate.  

2.2 The Training Booking Process 

The module owner informs his or her department of the decision to participate in the training; usually this is 
the person who eventually becomes a team leader. For the training to take place the team leader organises a 
team in groups of fifteen, send a booking email together with a list of staff members to the Directorate for 
curriculum and learning development secretary (DCLD). The list should include: Name and surname, Email, 
module name and code. And then the training date is finalised.  

2.3 Implementation, Monitoring and Evaluation 

Five modules participated in the pilot and after one semester of the application of podcasting in teaching 
these modules evaluation was undertaken so as to establish the impact of the podcast use. When the teaching 
staff training is completed successfully it is followed by a mini evaluation. The main purpose of this 
evaluation is to provide participants with a better understanding of: how well podcasting serves the lecturers 
and student teaching and learning needs; in particular, the evaluation is aimed at determining whether the 
project achieved its goals of transforming teaching and learning through technology by: enabling academics 
to create innovative new teaching  materials for learner support, providing audio files to students in a 
convenient, portable, anytime, anywhere format and identifying whether there is a department-wide interest 
that is expected to inform the implementation of podcasting on wider scale. To date the total number of 
academics who attended as from July 2011 is one hundred and one.  
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2.3.1 Monitoring Report 

In monitoring the first welcome messages audio podcasts were send to students in the five participating 
modules. The purpose of the welcome audio podcasts was to enable teaching staff to welcome and introduce 
themselves to students at the beginning of the semester. The welcome audio podcasts also presented the 
module or course overview to students and also motivated students on how to get started with the module. 

The second audio podcasts were sent to prepare students for assessment that was taking place on weekly 
basis. The third podcast was send to give students feedback on assessment. Emphasis was on the best 
approach to follow in answering questions; common mistakes made by students were also addressed in this 
podcasts. Audio podcasts also touch on motivating students for the following assessment. The total number 
of podcasts that were send to students is the 5 modules were 6 podcasts in a semester.  

2.3.2 The Evaluation Instrument 

The survey was designed and developed to evaluate how teaching staff and students experienced using 
podcasts for learner support .The software survey monkey was used to capture students and teaching staff 
feedback (http://www.surveymonkey.com/).  

A survey was sent on the 18th Aug 2011 and so far received feedback from sixty-five students from the 
two modules. Below is the feedback of the evaluation from students. 

Question 1: Did you listen to the podcast?  
         Yes or No 

Question2: What is it that you liked about podcasts? 
Question 3: What is it you did not like about podcasts? 
Below is the tabulation of students’ responses: 
Purpose of podcasts: welcome students and module overview 

Table 1. Module 1- Introductory financial accounting (fac1501) 

Students’ Feedback FAC1501 Have you listened to 
the podcasts What did you like about the podcasts? What did you not like about the podcasts? 
Yes  No Feedback 

from 30 
students 
I podcast 

73.3% 26.7% 

 “Have all the information about the Course and I appreciate 
the assistance 
 “Good for the visually impaired” 
 “Clarifications of all the questions I had” 
 “Good work and the message was very clear. I wish you 
could  put more podcast 
 “Similar podcast should be made available to conduct 
"lectures" on each module 
 “Everything said was audible and to the point” 
 “Clarifications of all the questions I had” 
 “I always commend verbal communication as i believe it is 
exactly what is meant” 

  “Can I suggest there to be visual's for the future 
should that be necessary for the cause. Thank you” 
 “Almost everything said in the podcast is 
available in the tutorial letters. I had to download 
an additional program for the podcast. My current 
media program (Windows Media Player) could not 
play the podcast”.. 
 “don't know what's podcast” 

 

Purpose of podcasts: for both feed forward and feedback 

Table 2. Module 2 - Applied financial accounting (toe 407 v) 

Students’ Feedback TOE 407 
V 

Have you listened to 
the podcasts What did you like about the podcasts? What did you not like about the podcasts? 
Yes  No Feedback 

from 9 
students 
8 podcast, 
4 for feed 
forward 
and 4 for 
feedback 

77.8% 22.2% 
 “I read the scripts to the podcasts. It helped to focus my 
attention before the tests and gave some valuable input as to 
what we as students did wrong and thus giving me focus 
again to concentrate on that specific areas”. 
 “listened to it once... preferred the podcast SCRIPT” 
 “….very informative, students will be able to know the 
mistakes they making quicker” 
 “Content is good”  
 “The contact you feel you have with your lecturers. This 
type of interaction you show this semester through podcasts 
and dvd's actually motivate me!!” 
 “it clear and makes me feel as part of the class, that my 
lecturer does indeed care. This time I am passing for sure” 
 “Short and to the point”. 
 “Gave me assurance that you will look after me” 
 “Give you a lot of info, before you get started, eg, 
calculator, sms' which are going to be send, telling you were 
you should be with you work load”. 

 “some people speaking were not clear, a bit slow 
also” 
 “As I said, I read the scripts to the podcasts. 
having notes in writing is more valuable as you 
can refer back to them any time 
 “The slowness of the reading of the message” 
 “it was a podcast! I made more use of the 
scripts.. i could print them out and sit down with 
my paper and go over it. better than listening to it 
don't u think?” 
 You can add visuals?? 
 helpful, as I wasn't entirely sure of some 
exercises and the lecture comes across clear and 
helps explain certain problems 
 not yet, listened 
 Nothing 
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3. ANALYSIS OF STUDENTS’ FEEDBACK 

In analysing the students’ feedback we identified the following as mainly contributing to the “I did not listen” 

3.1 Did you listen to the Podcasts? 

3.1.1 Access to Technology 

Student’s lack of technology and not being familiar to the podcast technology is the main reason for low level 
of listening to podcasts.  Sixty five students completed the survey; 73.3% of the students had listened to the 
podcasts, and 26.7% have not listen to the podcast. Some of the reasons for not listening to the podcasts are: 

 “don't know what podcast is”  
 “I was not aware of the availability of the podcasts”,  
  “ the university is not giving free access to the internet” 
From the analysis a significant number of students listen to the podcasts. The data show the advantage of 

delivering audio content for to students beyond the text based media that Open distance learning institutions 
like UNISA are familiar with. Students prefer to access podcasts to support learning. 

Only a small percentage of students (26.7%) did not listen to podcasts due to lack of technology and 
information on the availability of the learner support tool. 

3.1.2 Content Structure 

Most students who did not like or not listened to podcasts mentioned it was due to repetition of information. 
The information that was recorded was the same as the tutorial letter 101 that was send to students in text 
format. In preparing scripts teaching staff must be careful not to duplicate what was written in the audio 
podcasts. 
 “Almost everything said in the podcast is available in the tutorial letters. I had to download an 

additional program for the podcast. My current media program (Windows Media Player) could not play the 
podcast”. 

3.2 What did you like about the Podcasts? 

The above question revealed four categories: bridging the ODL divide; offered support for assessment, 
contribution to different learning styles and contributing to sense of belonging. Each category will be 
explored with illustrative comments from student interviews. 

3.2.1 Contributed to bridging the Odl Divide 

89% of the students reported having enjoyed the podcasts and also agreed that podcasts supported them in 
bridging the divide within open distance learning. Students also reported wanting more podcasts for mini 
lessons, assessment feedback.This question presented information that proved that podcasts contributed to 
learning and supported learning. Student’s responses to the question revealed that welcome message audio 
podcasts, were very useful to their learning as this helped them to get started. Audio podcasts on assessment 
feed -forward and feedback clarified difficult areas their content and so enable them to answer questions very 
easily. Students recommended that podcasts be used for lectures to bridge the divide in open distance 
learning. Below are some of the responses from students: 
  “Give you a lot of info, before you get started, e.g., calculator, sms' which are going to be send, telling 

you were you should be with you work load”. 
  “Good work and the welcome message and course overview was very clear. I wish you could put more 

podcast” 
 “Similar podcast should be made available to conduct "lectures" on each module 
 “Clarifications of all the questions I had  before I start with the course” 
 “Short and to the point”. 
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3.2.2 Podcasts were Useful for Assessment Preparation and Supported Learning 

It was very clear from student’s feedback that audio podcasts that were send before the assessment 
contributed to student’s success is the assessment. The podcasts clarified valuable examination issues and 
were very informative. The pre assessment podcasts prepared students for assessment and the post 
assessment feedback podcasts enable them to quickly know where they went wrong. Below is feedback from 
students 
  “Clarifications of all the questions I had” 
 Valuable exam  and test tips” 
 “….very informative, students will be able to know the mistakes they making quicker”. 

3.2.3 Learning Styles 

It was very clear from student’s feedback that podcasts catered for students different learning styles. 68 % 
prefer listening to the audio podcasts whilst  42 % prefer reading the scripts. Some of the comments below 
indicate that some students prefer listening although this cannot be generalised for all students. Students 
recommended that audio visuals be added in future. ‘Some students are comfortable with theories and 
abstractions; others feel much more at home with facts and observable phenomena; some prefer visual 
presentation of information and others prefer verbal explanations’ (Felder and Silverman, 2005). 

Below are some of the responses from students: 
 “I always commend verbal communication as I believe it is exactly what is meant”  
 “Have all the information about the Course and I appreciate the assistance”  “Good for the visually 

impaired”  
 “Can I suggest there to be visual's for the future should that be necessary for the course? Thank you” 
 “listened to it once... preferred the podcast SCRIPT” 
 “I prefer reading”. 
  “I read the scripts to the podcasts. It helped to focus my attention before the tests and gave some 

valuable input as to what we as students did wrong and thus giving me focus again to concentrate on that 
specific areas”. 

3.2.4 Contributes to Sense of Belonging  

Some students appreciated the fact that podcasts brought them closer to the teaching staff. This motivated 
them and they felt they are going to succeed in their examination by merely hearing a voice of their lecturer.  

1.  “It clear and makes me feel as part of the class, that my lecturer does indeed care. This time I am 
passing for sure” 

2. “Gave me assurance that you will look after me” 
3. The contact you feel you have with your lecturers. These types of interaction you show this semester 

through podcasts actually motivate me!!” 
The above section shows how students appreciated the use of podcasts for learners support. Data analysis 

showed that podcasts were successful in supporting students at the beginning of the semester by helping them 
to get started with the course. Podcasts also supported students for preparation for assessment. Students 
highlighted various benefits and even recommended valuable benefits. 

3.3 What did you not like about the Podcasts? 

The above question revealed one category: Technical issues. The category will be explored with illustrative 
comments from student interviews. Students commented on podcasts that were not very clear, teaching staff 
were speaking very slowly. The introduction of audio podcasts for teaching staff at UNISA was very new. 
Some teaching staff has never recorded audio, some were not comfortable to record hence the slowness and 
low quality sound. Below are comments from students  

3.3.1 In response to the Question  

 “Sound quality” 
 “some people speaking were not clear, a bit slow also” 
  “The slowness of the reading of the message” 
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4. CONCLUSION 

Students reported that audio podcasts were very useful for leaner support especially in open distance 
learning. Their comments also encourage academics to provide them with written scripts along with audio 
podcast or create more videos to cater for the different learning styles. Students also sensitised academics to 
send announcements and orientate them before a new technology is introduced as a learner support tool. 

Based on survey information collected from 65 students we also found that a course audio podcast was a 
convenient way to access and download course materials in an ODL context. In addition, there is clearly an 
interest on the part of students in the continued use of audio podcasting for learning purposes; however more 
is still to be done before this project can be adopted for use for learner support.  
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ABSTRACT 

This paper begins by reviewing the history of modern universities, noting their changes in terms of societal demands and 
the availability of funding and with an eye toward understanding their different roles and new outcomes. Based on this 
understanding, the paper then raises questions about the relevance of curricula to the needs and concerns of our students, 
communities and societies.  
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1. INTRODUCTION 

Universities as part of the modern educational system have their roots in the social, economic and political 
systems developed during 17th and 18th centuries Europe. Public schools were developed to socialize all 
classes of people and prepare them to fit into the new system and the universities were developed to train the 
next generation of elite and leaders for the societies. This process was somehow natural in the Western 
societies, but in non-Western societies, the adaptation happened through colonization and the way these 
societies were exposed to the new systems in the West. As a result, while the universities in the West are 
struggling with the change from elite training system to corporate system, which have to look at students as 
customers rather than chosen leaders of the future, the universities in the non-Western societies are struggling 
with the idea of decolonization, trying to find new definition and purpose for their universities (See: Alvares 
& Faruqi, 2011; Ghahremani Ghajar & Mirhosseini, 2011). 

This paper is an effort to understand current issues faced by many universities in the world, noting their 
changes in terms of societal demands and the availability of funding and with an eye toward understanding 
their different roles and new outcomes. Based on this understanding, the paper then raises questions about the 
relevance of curricula to the needs and concerns of our students, communities and societies. 

2. BODY OF PAPER 

Despite their connections to pre-modern institutions of learning, most modern universities were established 
and developed according to the needs of the former colonial system and the economic and political needs of 
the modern nation state system that emerged upon the demise of the old system of direct colonialism. The 
main purpose carried over from one system to the other has been the creation, training and maintenance of an 
elite class tasked with managing modern societies and thinking on behalf of the public. The elitist ideology 
behind this system involves expenditures of public funds on higher education in order to produce each new 
generation of thinkers, engineers, doctors and politicians in the belief that subsidizing this elite would 
provide benefits for the entire society. Despite its origins in colonialism, this system has more or less thrived 
for the past century in the Global South. However, it has (not without irony, as I will note later) been in 

                                                 
1 An early draft of this paper was sent as a pre-conference discussion paper to the conference on “Decolonizing Our Universities” in 
Penang, Malaysia, but due to the conference themes, the presented paper was significantly revised. The present paper is a further 
reworking of the early version, focusing more on the original theme. 
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steady decline with the rise of neo-liberalism, which has led some to lament the ‘university in ruins’ 
(Readings, 1997). 

While the odor of direct forms of colonization remains in the form of elitism and supremacy, they have 
been reconfigured in some cases from the national to the transnational in that the university is now becoming 
subservient to the demands of the market (Miyoshi, 1998). This is because we’re in a situation now where the 
demand for a university education is higher than it has ever been. In fact, whatever we might say are the 
failures of the university, in this sense it has been incredibly successful in convincing ever increasing 
portions of humanity that a university education is desirable and valuable. But with this increased demand 
governments are retracting funding or, where there is still state-subsidized education, tightening up access by 
way of ever more difficult exams and other sorting mechanisms. During the decades that universities have 
been run with an elitist ideology, increasing numbers of people have been convinced that higher education is 
the key to success, usually defined as access to well-paid jobs and the accompanying social status. This is 
fused with a general belief that a university education brings upward mobility for heretofore marginalized 
social classes. While this might be true in some limited sense, the upward mobility of the few has resulted in 
the increased marginalization of the many who have gone through the same lengthy and very costly process 
only to realize that the rewards at the end are few and far between. Nevertheless, the hope for success and 
mobility continues to increase demands for a university education, although the hope is blinding to the fact 
that there is no similar rise in demand for the impending increase of graduates. Therefore, higher education 
has in many cases simply perpetuated the problem of K through 12 national schooling, leaving in its wake 
ever more of the ‘walking wounded’ who are graduated into a society that has no need or place for them. At 
the same time, communities and families acting on the hope of upward mobility and access to wealth and 
power through a university degree are coming under a greater burden in paying for the education of their 
children, even while the prospect is often bleak of getting a job that leads to a satisfying position and which 
provides enough income capable of paying back such a great investment. 

One tangible outcome of this increase in demand for higher education has been felt in the financial 
policies impacting universities, which have been emboldened by the neo-liberal ideology coupled with the 
belief that higher education is no longer in need of public funds that can now be spent elsewhere. This has led 
to sharp budget cuts for higher education, which has in turn pushed many universities to be run more like 
corporations in that financial concerns and business slogans are beginning to replace traditional mission 
statements. What matters now, in a crude economic sense, is survival of the fittest, meaning those that can 
raise their own funds. In other words, in many places the corporate university is now replacing the national 
university. Readings (1997) had identified this as a shift away from the traditional research university to the 
‘university of excellence,’ with excellence taken here to be a vapid concept devoid of referential value but 
indicative of the mindset of the corporation. For Readings, the university of excellence has lost track of 
‘modernity’s encounter with culture.’ Others have described this shift in terms of universities increasingly 
embracing an ethos of entrepreneurialism, that the term ‘corporate university,’ as employed by Aronowitz 
(2001), refers to a university that has adopted the ‘framework and ideology of the large corporation’ and 
which has prioritized the ‘application of accounting principles to academic employment and planning.’ 
Distinct from a university run by a corporation, the corporate university is one that is run as a corporation. 

In light of this brief outline of the shift from the national to the corporate university, what remains is a 
consideration of what it now means to be a university student or to work in higher education as a teacher, 
researcher or administrator. What are we doing in the roles we are playing? What are our expectations and 
those of students, families and other concerned parties? Considering our personal limitations as well as the 
unfolding situation, what options are there to effect an active and constructive role in this situation? Shall we 
envision a utopian system of higher education and work towards that? Or do we want to preserve things the 
way they were in the past, or perhaps protect the structure while changing the content and curricula? 

In his discussion of ‘education in spite of postmodernity,’ Zygmunt Bauman (2001) has noted that while 
in the modernizing countries universities ‘may still play the traditional role of factories supplying a 
heretofore missing educated elite,’ universities in the West will need to ‘rethink their role in a world that has 
no use for their traditional services, sets new rules for the game of prestige and influence, and views with 
growing suspicion the values they stood for.’ Bauman also observed that universities have become slow to 
respond to the unpredictable and hyper-changing worlds of ‘liquid modernity.’ For instance, by the time 
graduates finish a degree the knowledge they absorb may already be obsolete. Meanwhile, he laments, after 
the ‘scientifically assisted horrors’ of the twentieth century our faith in the humanizing potential of the 
modern Western sciences ‘seems laughably, perhaps even criminally, naïve.’ While many nineteenth and 
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twentieth century traditions used to be coveted assets for creating meaning in modern research universities, 
they are quickly becoming liabilities in a more fluid and tentative world. Bauman suggests that universities 
can develop responses to this emerging global disorder and perhaps maintain their sense of meaning and 
purpose by developing a diversity of opinions, methodologies and curricula as necessary survival features. 
However, he does not address what kind of institutional structures might be required to bring this about. 

Recent economic trends in higher education, in which governments have retracted and reduced funding 
for higher education, have posed challenges for academics. In particular, as corporate universities adopt a 
‘student as customer’ approach to solving financial problems, class sizes and teaching loads are expanding. 
This has given rise to various strategies employed by university professors tasked with teaching these 
courses. We can illustrate these strategies through a brief tale of two teachers. Teacher one creates artificial 
scarcity by intimidating students to reduce class size and then guiding the remaining small and elite body 
toward graduate programs in the Global North, reveling in the ability to gain access for a limited number of 
students in these elite institutions while at the same time artificially maintaining small class sizes at the 
expense of his colleagues who end up taking up the slack. This teacher justifies this strategy through recourse 
to the quality argument. Unlike this elitist colleague, our second teacher accepts the duty to teach hundreds of 
students in a single lecture, bowing to the quantity demands of the corporate university, but gives them an 
easy ride by using exams that everybody, regardless of the course content, can easily pass, providing 
questions in advance, practicing social promotion, and creating a new social contract based on mutual 
agreement to not make waves or require or achieve much. Despite teaching being one of the main tasks of a 
university professor today, owing to the increased demand noted above, each position provides relief from 
teaching one way or another; perhaps we can say that the latter is a populist response and the former an elitist 
response. As a result, both teachers gain more time for pursuing research interests and chasing grants, with 
the latter often more highly valued even if the money is often gratuitous and wasteful, especially in the elitist 
universities. On the point regarding grants, they also have the more insidious feature of inculcating 
researchers into the money-grubbing culture of the neo-liberal corporation. More importantly, both positions 
are responses to an emerging trend in higher education that gives pause for reflection on our roles in the 
academy. Our first teacher laments the ‘low quality’ students and seeks to retrench the elitism of the 
colonized academy but which ignores or undermines hard won gains by women, people of color and ethnic or 
religious minorities, or the struggles of the poor and marginalized that have opened the academy doors to a 
broader cross section of humanity than ever before in history. This could even be seen as a gain or a victory 
against the exclusivity and elitism of the colonized university, unless the curricular issues noted above mean 
retrenching the elitist impulse through demands for inculcating one or another national canon. 

Of course, there is one possible way to solve much of this problem, which is to close fifty, sixty, or 
seventy percent of the universities to rebalance the scarcity issue and bolster the elitism. But that would just 
feed back into the old forms of classical colonization. Rather than that, some may suggest going in the other 
direction by opening up the academy completely to everybody, which would solve the quantity problem at 
the expense of the quality issue. Or, perhaps rather than dichotomizing, there needs to be ongoing dialog 
between civil society, NGOs, the world of work, families and other institutions and the university, so that the 
university could become more aligned with those sectors of society. Actually, this is what Clark Kerr (2001) 
proposed in his idea of the Multiversity in the 1960s, a proposal that was roundly despised by university 
academics of the day and which remains severely criticized even forty years later. Why? I think it’s because a 
lot of university academics are still operating in the elitist model. But the valid criticism of Kerr’s proposal 
for a Multiversity is that what he really meant was corporations, as a sort of advocacy of a proto- or cryptic- 
corporate university before we recently named it as such. But if we broaden that vision of the university 
being accountable not just to monied corporations but to civil society, to NGOs, to volunteerism and normal 
employers, then we may redeem that initial idea of the Multiversity as responsible to society and overlay that 
with our idea of Multiversity, which is really about re-introducing marginalized voices into the academy, thus 
redressing both the institutional as well as curricular imbalances in higher education today. 

Actually, to many players closing the requisite number of universities to redress imbalances might seem 
like a fast solution to this problem. Many academics more inclined toward research than teaching would be 
happy to be in a position to only teach future clones of themselves, training the next elite of researchers and 
managers, as noted in the above tale of two teachers. But this seems unlikely, given the strong public belief 
that a university education can open doors for economic and political opportunities and provide some 
chances at upward mobility. Beyond that, universities remain one of the few semi-public spaces dedicated to 
learning, for better or worse, so to close them down or turn them over to the rich might strike others as 
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immoral. Another option would be to make universities more competitive through ever increasingly difficult 
placement exams and more stringent entrance requirements, but the resulting downside, given the demand for 
a university education, is likely to create more walking wounded. Subsidizing universities, as is still done in 
many parts of the Global South, may seem like an option, but this gets complicated by the ever-present 
threats of brain drain, with the struggling corporate universities of the Global North enticing the elite of the 
Global South with their subsidized educations to supplement their dwindling domestic enrollments or to 
provide workers for their own aging societies to keep social security systems afloat or, more crudely, to treat 
international students as ‘cash cows.’ In fact, this is becoming a matter of policy in the Global North, as 
evidenced by recent statements from the US House Republican Technology Working Group on ensuring 
American access to the best workers: ‘We will examine current education programs to make sure they are 
operating efficiently. We will also examine current visa and immigration laws to make sure we attract and 
retain the best and brightest minds from around the world.’ Finally, ‘dwelling in the ruins’ is possible, which 
was the option advocated by Readings (1997), that we accept changes in the system and learn to make it 
work on our behalf so as to focus on our research, which is a conditional retrenchment of the elitist model. 

Although this is an ongoing story and there are variations on these themes, all appear to be asking the 
same basic question, ‘What should students learn in universities?’ This question consistently receives 
attention in the literature on higher education in the Global North (e.g., Goodhall 2009, Cole 2010, Hacker & 
Dreifus 2011), although there is a tendency to dichotomize the debate along rather rigid academic and 
vocational lines. A problem with this dichotomy arises, however, when we factor in the question of quality 
and quantity. With declines in state funding for universities, or with state finances being misspent, higher 
education has had to grapple with the question of funding. Bracketing off the ultra-elite institutions that can 
survive on endowments and donations, this need for funding has made the corporate discourse appealing to 
many university managers, who are concerned with survival of their institutions. One seemingly easy, though 
very probably untenable, solution is to close down a requisite percent of universities according to 
demographics and finances, as noted above. More often than not, however, one sees issues of recruitment and 
retention taking precedence over closure, proceeding from the belief that more ‘customers’ are needed to 
balance the books, which in turn has led in some cases to a lowering of standards to enroll and retain more 
students but which has also raised fears about universities ‘declining by degrees.’ University faculty, 
especially those who see the task of the university as being primarily research, often feel threatened by a 
management apparatus and culture of auditing that is willing to compromise on standards to attract more 
‘lower quality’ students so as to pay the bills. Perhaps a middle way would be to meet the fiscal needs of the 
corporate university by allowing in more students and then modifying the more or less elite and conservative 
values of the academic disciplines through developing curricula that are not geared solely toward reproducing 
the next generation of researchers but which would also take seriously the question of work related skills, not 
as vocational training in the traditional sense but as equally valuable and with the intention of developing 
‘reflective practitioners’ (Kincheloe 1995). With this in mind, we can examine the discourse of ‘transferable 
skills’ by disassociating it from the polarizing debate on the value of academic versus vocational knowledge. 
In other words, the question addressed here is whether or not there is any value to the skills discourse in and 
of itself, not only in terms of preparing a reflective labor force, and if there are ways to find a workable 
compromise between the academic disciplines and transferable skills. 

The discourse of transferable skills ironically has some intriguing parallels with ideas put forth by Third 
World thinkers in the age of national liberation movements. For example, a common item on the lists of 
transferable skills advocated by corporate executives is ‘problem-posing’ skills, which now accompanies the 
old notion of ‘problem-solving.’ Freire (1970) long ago advocated problem-posing skills as a necessary step 
toward developing critical consciousness. Perhaps he would now be spinning in his grave at his observation 
being bantered about in corporate boardrooms; perhaps the executives mean something different. But beyond 
problem related skills, the discourse also notes such skills as language proficiency, cybernetic literacy, global 
awareness, and others thought to be useful within and transferable throughout the world of work. In the wake 
of decolonization and nationalist liberation movements, state subsidized or even free higher education served 
a primary purpose in the national development agenda of providing locally educated elite for technical and 
managerial positions. However, with an increasing demand for higher education among a broader spectrum 
of society being largely unmet by a similar increase in job opportunities for degree holders, a system has 
developed in many places that rewards the few at the expense of the many. This problem is further 
exacerbated when increasing numbers of graduates leave their home countries with their subsidized 
educations to seek employment or other opportunities abroad, calling into question the financial policies 
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based on subsidized education (Kianinejad 2007). Several ways to address this problem were noted above, 
such as making entry examinations more stringent, to which we can add requiring graduates to remain in 
their home countries as a stipulation of receiving their subsidized degrees. As these responses may not 
reasonably or ethically address the imbalance between supply and demand for higher education, which is at 
the core of the dilemma particularly within the Global South, one possible route would involve forging a 
closer link between higher education and the world of work, not by segregating academic and vocational 
education but by finding creative ways to integrate them. Of course, this would have to involve a 
considerable amount of dialogue and discussion between universities and civil society and care would need 
to be taken that corporations and business interests cannot hijack the discussions. In this way, the skills 
discourse may be relevant in the Global South as well as in the North. 

3. CONCLUSION 

Recent shifts from elitism to a corporate system in higher education have led to new challenges for 
universities. These challenges are particularly felt by those working in academia. University administrators 
are constantly dealing with funding issues, with basic solutions seeing students as ‘customers’ and attracting 
research grants by faculties. Faculties, while competing to receive grants, have various personal approaches 
towards their teaching duties. These approaches range from following elitism ideals of training the next elite 
generation of academia to dealing with the big body of ‘customer’ students in corporate universities. 
Meanwhile, the discussions on curriculum revisions have only begun slightly considered such issues. 
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ABSTRACT 

This paper discusses the different approaches to the internationalization of higher education in China and Japan. It aims 
to explore the potential problems and solutions. It seems that higher education is not only affected by national policy but 
is also influenced by the needs for globalization. It is observed that recently in Japan, student exchange or movement 
within high education has replaced the export and become the mainstream of internationalization of high education. 
Moreover, in China, there is great demand for private English teachers in non-governmental settings. Therefore, it is 
important to establish laws or policies to protect private English teachers.  

KEYWORDS 

Higher education; East Asia; China; Japan 

1. INTRODUCTION 

Internationalization of higher education is defined as ‘the process of integrating an international/intercultural 
dimension into the teaching, research and service functions of institutions’ (Knight 1993:21). In fact, the term 
internationalization of higher education can be traced to the latter part of the nineteenth century. Many 
countries in East Asia dispatched students abroad with the main purpose of learning the latest science, 
technology and advanced social systems, in the hope of reforming their countries into wealthy and powerful 
nations; China and Japan are typical examples. Later, in the Cold War era, the direction of 
internationalization in higher education fell into two main groups: one accepted the models of the former 
Soviet Union, such as China; the other followed the American models, such as Japan and South Korea. In the 
1990s, with the disintegration of the Soviet Union, and driven by economic globalization, new strategies 
appear in East Asian countries. Due to the differing national policies and strategies in individual countries, 
there are two approaches towards the internationalization of higher education in East Asia: a government-
regulated approach and a market-oriented approach. China and South Korea used to represent a typical 
example of the government-regulated approach. Hong Kong represents a market-led approach. Japan and 
Taiwan used to be government regulated, but in recent years a free-market approach has been seen. Presently, 
in China, there is great demand for academics and professionals in the higher education sector to be 
multilingual and to have strong intercultural communication skills, thus, the policy of internalization of 
higher education is changing. This paper discusses the different approaches to the internationalization of 
higher education in China and Japan. It aims to explore the potential problems and solutions. It is mapped out 
as follows. Section 2 introduces bi-directional student exchange programmes and collaboration. In section 3, 
discussions are focused on the branch campuses of foreign institutions in China and Japan. Section 4 
discusses a popular short programme in Japan. Section 5 is devoted to a new tendency. Finally section 6 gives 
a summary.  
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2. BI-DIRECTIONAL STUDENT EXCHANGE PROGRAMMES AND 
COLLABORATION 

It is observed that bi-directional student exchange programmes have well been established in both countries, 
as they serve universities at both ends and help bring about the internationalization of participating colleges 
and universities. This new status makes it possible for credits earned at the branch campuses of overseas 
universities to be recognized by East Asian universities and allows their graduates to apply for admission to 
the graduate schools of East Asian public universities. After the statement on Contemporary Regulation on 
Operation of Higher Education Institutions in Cooperation with Foreign Partners, issued by the former State 
Commission of Education in 1995, there was a surprisingly rapid expansion in the number of these joint 
programmes. By 2004, the number of joint programs provided in Chinese higher education institutions in 
collaboration with foreign partners had reached 745. In these joint programmes, the Chinese government 
supports the fees.  

3. BRANCH CAMPUSES OF FOREIGN INSTITUTIONS  

Recently a boom in branch campuses of foreign institutions has become noticeable. It began with Nottingham 
University’s pioneer offshore campuses in Eastern China, followed by the University of New York, who also 
pans to set a branch campus. This reflects a turning point in higher education strategy in China. The Chinese 
government seems to be prepared to allow a partnership with a foreign institution in order to create a higher 
education establishment with the status of a corporation. The internationalization of higher education in terms 
of allowing foreign universities to set up branch campuses in Japan actually began a decade ago. However, 
such institutions are generally held in lower esteem than national universities and, crucially, degrees from 
offshore campuses are not usually recognized in Japanese society, thus making it difficult for students from 
offshore campuses to get into graduate programmes in national institutions or even to get a job.  

4. SHORT-TERM OVERSEAS STUDY 

Presently, the internationalization of higher education in Japan is characterized by massive investment in 
language training, normally three to six months, completely self-funded and without credit. In Japanese, it is 
termed ‘kensyuu’ (short-term learning). For host countries, mainly English-speaking countries, this is a 
crucial source of institutional income. However, this does not seem to work well according to some 
comments from Japanese undergraduates. Many students house-share with their friends who come from the 
same country, with the result being that they speak their mother tongue every day.  

5. TENDENCY   

Under the influence of Confucian theory that the higher the status of the university, the better the 
employment prospects for students, Chinese parents always pay a great deal of attention to children’s 
education. From 1999, the Chinese educational authorities created additional universities mainly by 
reorganizing and upgrading existing colleges and establishing private universities to make access to higher 
education available to a broader range of students. After graduation from colleges, many students seek further 
education overseas. A majority of students report using their own and family funds to pay for their study.    

Recently, many parents have begun preparing their children for university right from the preschool level. 
Competition has increased around getting toddlers into the right kindergarten. On the other hand, responding 
to the internal as well as external pressures for globalization, government policy on the internationalization of 
higher education in China has resulted in a greater number of foreign students entering Chinese colleges and 
universities. Most of the homepages of Chinese Universities have English, Japanese, Korean and French 
versions.  
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6. CONCLUSION 

This paper has discussed how the challenges of a globally competitive environment affect higher education 
strategies in China and Japan, it seems that higher education is not only affected by national policy but is also 
influenced by the needs for globalization. Furthermore, three issues deserve particular concern in the process 
of education globalization. First of all, for the host countries, true internationalization of higher education 
should not be assessed only by the number of foreign students, but also by their quality. Moreover, due to the 
intercultural and religious diversity, the sponsorships between students and teachers or international 
partnerships for academic programmes and research deserve more attention. Last but not least, it is worth 
pointing out that during the process of higher education internationalization, in East Asia, and particularly in 
China, foreign providers working in universities are regarded as national sectors. However, there is great 
demand for private English teachers in non-governmental settings, e.g. preschools, private schools, institutes, 
companies, and as tutors. Therefore, it is crucially important to establish laws or policies to protect private 
English teachers.   
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ABSTRACT 

Today’s students spend many hours at the computer whether it be for entertaining themselves or to do schoolwork. They 
are savy with many electronic devices and use the Internet to gather a multitude of information. The information can be 
images, videos, or text which is used write school assignments. Called digital ‘patchworking,’ or ‘scrapbooking’, this 
widespread practice in schools is regarded by some researchers as a creative process that requires critical thinking 
(Ryberg and Dirckinck-Holmfeld, 2008). Ryberg (2007) explains that a digital patchworking approach leads the student 
to choose a variety of pieces such as ideas, arguments, raw data, images, videos, and text, and to combine, reorganize, 
assemble, shape, and finally to knit everything together in a new creation. Lessig (2004) clarifies that information now 
circulates much more freely and is therefore open to being used and reused, although this does not do away with the 
obligation to cite one’s sources. However, many teachers consider the practice to be plagiarism while their students think 
of it as completely normal.  

KEYWORDS 

Scrapbooking, writing, strategies, technology, plagiarism 

1. INTRODUCTION 

The appearance of a wide-range of Information and Communication Technologies (ICTs) in this new 
millennium has sent educators, librarians and literacy experts into the digital worlds occupied by youth 
(McKenna and Seidman, 2006). Researchers question how – or even if – ICTs have changed the ways 
students search for information and write term papers. Furthermore, they want to know if the appearance of 
Google searches has supplanted effective library research skills. It has been suggested that “cut-and-paste” 
activities from the web leads to increased plagiarism (Brabazon, 2007), although evidence of this is largely 
anecdotal.  

This paper will review recent research literature pertaining to new digital literacy skills students have 
developed and examine whether when using these new skills students write a new creation or plagiarize what 
has been found on the Internet. This debate is important to the academic world because more and more 
institutions are finding that their students are plagiarizing while they may well be scrapbooking. It is a matter 
of examining closely the work done by students. 

2. REFLECTION 

Youth these days are writing in new and innovative ways in their online worlds (Rideout, Foher and Roberts, 
2010). Creativity and problem solving are literacy practices also found in the research on youth and their use 
of ICTs (Sylvester and Greenidge, 2009). However, concerns about plagiarism, authorship and ownership 
have given rise to vigorous debates among scholars as to what constitutes “authorial identities” (Abasi, 
Akbari and Graves, 2006). Concepts such as “patch-writing” (Howard, 1993) and “textual borrowing” 
(Chandrasoma, Thompson and Pennycook, 2004) have been suggested as softer alternatives to the value-
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laden term “plagiarism”. And, while adding to the rich debate on the nature of authorship, neither term 
captures the vast array of digital practices engaged in by youth today. Spring-boarding from the current 
debates on plagiarism, we make the suggestion that “digital scrapbooking” is a useful concept to capture the 
process of how assignments are completed by students when online resources collide with traditional 
information tools.  

Scrapbooking by its very definition is personal, creative, and produced within a socio-cultural context, 
thus making the conceptual use of this term consistent with new literacies theory (Lankshear and Knobel, 
2008). Using a multitude of mediums, scrapbooks can tell the story of one event, or a lifetime. They are 
visual and often textual, and carry a narrative- again a feature of what is considered new literacy practice 
(Mills, 2010). In other words, scrapbooks are a form of communication, and by that virtue, a form of literacy 
(Gee, 2004). Digital scrapbooking borrows from the traditional notion of scrapbooks and infuses it with the 
idea that in an information-sharing world, narratives created by youth follow the same pattern of searching 
and selecting for “meaning making” (Lankshear and Knobel, 2008).  

Lamb’s (2007) appeal to educators to recognize “remix” as the reworking or adaptation of existing work 
as “original”, is evidence of the instability of agreement on authorship and ownership with increased use of 
ICTs. He argues that educators have an obligation to “consider and discuss” how remix might be 
incorporated into post-secondary educational settings. While we agree with this position, the term “remix” is 
associated too closely with music and perhaps does not have the umbrella capacity to capture all forms of text 
that are created, borrowed, shared and changed. Digital scrapbooking on the other hand, lends itself to 
encompassing all forms of literacy practices that happen when youth search, share, borrow and create 
narratives – as will be evidenced in the literature on “power-users”(Ryberg, 2007; Ryberg and Dirckinek-
Holmfeld, 2008). 

Digital scrapbooking is thought of as the electronic version of using recipe cards to organize a paper. But, 
more than that, digital scrapbooking refers to the multi-modalities of technologies used by students in their 
writing processes. They may not use all of their initial selections for the finished assignment, but they explore 
a variety of avenues to get there. Some students will use the cut and paste strategy, creating a paper that is 
plagiarized if the sources are not cited.  

Plagiarism is loosely defined as borrowing another author’s ideas and not crediting that author (Abasi, 
Akbari and Graves, 2006). Educational institutions have policies regarding plagiarism and many instructors 
have differing ideas of what constitutes textual borrowing (Abasi, Akbari and Graves, 2006; Shi, 2004). The 
notion of “authorship” in an information-sharing culture is undoubtedly an important aspect of the 
scholarship on plagiarism today. Gallant (2008) suggests that matters such as collaborative thinking and 
producing of knowledge have led to a blurring of ownership and authorship. Plagiarism should not be 
thought of as a binary concept, but fluid – including intentional and unintentional borrowing at the extreme 
ends. 

3. CONCLUSION 

With the new generation of students embracing technology for learning, there are newer concerns among 
teachers that the Internet may cause increased plagiarism (Abasi and Graves, 2008; Ellery, 2008; Shi, 2004). 
The current debates on what constitutes plagiarism in this information-sharing world are both sober and 
timely. There are those who propose distinguishing between deception with intent, and “patch-writing” while 
others suggest that today’s learner is astute at ignoring the whistles and bells of technology and producing 
critical, well-cited assignments. How papers “happen” with the multitude of ICTs available to learners is an 
important avenue of interest. Might we be remiss in dismissing their ability to harness the Internet with their 
new literacies and show us new ways of completing old tasks?  
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ABSTRACT 

Fifteen schools, including 300 teachers and 5000 students, in the remote islands of the South Pacific with the assistance 
of a filial tertiary partner in Hawaii, have found a solution to the constraints of geographical remoteness and technology 
paucity and created a professional development program (entitled International Teacher Education Program [ITEP]) for 
its teachers, a program unlike any other in the region. An accredited teacher preparation curriculum is implemented by 
retired professional educator volunteers where none previously existed. A modified Western school district model, across 
South Pacific countries, led from a central office in Auckland, New Zealand, has enhanced curriculum and instruction as 
well as communication and supervision, giving hope of a brighter educational future for the students, their families, and 
their communities. 

KEYWORDS 

Professional development, schools partnership, South Pacific education 

1. THE PACIFIC SCHOOLS 

In four South Pacific countries, approximately 5000 students and just over 300 teachers are engaged in the 
process of teaching and learning. The current 15 schools were opened over a range of time from 1949 to 1970 
(Britsch, 1976) under the umbrella of their sponsoring church, the Church of Jesus Christ of Latter-Day 
Saints (also known as LDS or Mormon), and are administered from a central area office in Auckland, New 
Zealand. These schools are in Tonga, Samoa, Fiji, and Kiribati, countries that were associated previously 
with the British Commonwealth—New Zealand and Australia in particular. Their national curricula are 
modeled on British education, or more specifically on the curricula of New Zealand or Australia.  

The British curriculum model has in the past taken the form of a traditional curriculum with national 
external examinations in the final years of high school. New Zealand has since moved away from external 
examinations somewhat and toward a standards-based curriculum, quality checked by internal assessment 
and regional moderation. These Pacific countries as a consequence of their independence and current 
interconnection through the Pacific Islands Forum, a political alliance of South Pacific nations, have 
continued with the external examination model. 

Over recent years each island government has sought to advance the level of education available to its 
citizens and to increase the resources available to support these advances, e.g., Fiji (Fiji Education Sector 
Strategic Plan, 2009). Samoa now has a national university--the National University of Samoa. Tonga has a 
3-year teacher education certificate program at the Tonga Institute of Education. Fiji has long had the benefit 
of the University of the South Pacific, supported by the Pacific Islands Forum, which outreaches via satellite 
sites in forum countries and more recently the Fiji National University (FNU). 

Schools in the K-12 range that were initially often provided by religious groups now are provided 
increasingly by their governments within the limited resources available to them. Teacher salaries are meager 
in comparison to salaries in New Zealand and Australia, as is the operation of the education systems in 
totality within these countries. Because aid is the most common resource for education (Key, 2011), each 
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country can do only what they receive resources to do, but each government does seek to advance the cause 
of education. Fiji, for example, has recently legislated for the registration of teachers, requiring police 
clearances and identification of educational qualifications (Fiji Teachers Registration Promulgation, 2008).  

2. THE CHALLENGE 

Professional development for teachers in Pacific Island schools has been and is a critical issue because 
philosophies of learning, curriculum content, teaching strategies, curricular structure, and assessment 
purposes and practices are continually evolving (Forum Communiqué, 2001; Improving Teacher Quality in 
the Pacific, 2011; Pacific Island Forum, 2005). Geographical and technical remoteness as well as island 
economic factors create serious constraints that challenge every local education ministry to overcome them 
and keep their teachers on the cutting edge of educational practice (Bailey, 2003). Preparing children for the 
future through education is widely recognized in the Pacific as the path to economic prosperity (Forty-
Second Pacific Islands Forum, 2011) but without access to adequate teacher preparation programs and 
ongoing professional development, small Pacific countries are at the mercy of situation and circumstance. 

3. THE FILIAL PARTNER 

Brigham Young University–Hawaii (BYUH) is a 4-year comprehensive college on the northeast shore of the 
island of O‘ahu (opposite Honolulu) that has undergraduate degree programs in 17 areas and a School of 
Education. It is well suited to participate as a partner in teacher education with the LDS schools in the South 
Pacific. Itself sponsored by the LDS church, it was created under the same visionary plan to provide 
educational opportunities in the Pacific region. One of the missions of BYUH is to serve as a tertiary 
resource to the LDS schools in the Pacific.   

Pacific Island teachers often have not completed teacher certification courses and/or undergraduate 
degree programs at all or in the areas in which they are teaching. As an undergraduate degree-offering 
institution, BYUH assists teachers from the LDS schools in the South Pacific in the completion of teacher 
certification and/or their first degree. Primarily through the beneficence of a generous donor, the Church 
Schools Teacher Scholarship program, funded initially in 2000, has successfully brought more than 45 
teachers and their families to campus for a year and returned them to serve in their schools, which they have 
done in the years since. BYUH is instrumental in helping teachers in these LDS schools to accomplish 
teacher certification and degree completion. Additionally, BYUH supports on-site professional development 
for faculty in the schools by arranging for and staffing inservice opportunities. This involvement in the island 
schools has proved to be a morale boost for school faculties, as their members see possible opportunities 
looming ahead for themselves. 

4. INTERNATIONAL TEACHER EDUCATION PROGRAM (ITEP) 

The International Teacher Education Partnership (ITEP) partnership between the LDS Pacific Schools and 
the School of Education at BYUH, officially organized in 1997, is a visionary professional development 
program that meets in a unique way the needs of teacher improvement in the previously mentioned LDS 
church schools where need was great but local resources were nonexistent (Bailey, 2000; Bailey, Mitchell, & 
Winstead, 2000; Phillips et al., 1999). The plan was devised initially by a retired teacher educator from a US 
mainland university and included the invitation to other retired teacher educators to offer their services as 
volunteers (education missionaries) for a period of 18 or 23 months. Each couple was invited to live at one of 
the secondary schools and to act as adjunct education faculty for the School of Education, delivering its 
education courses to the local teachers.  

Initially three couples served in the program. The number has now swelled to 9 couples simultaneously 
volunteering. More than 50 couples cumulatively have now volunteered as ITEP educators. The concept is 
ingenious and bodes well for the future because qualified and approved retired US educators have proven to 
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be willing to offer their services to provide teacher professional development at their own expense.  Currently 
one ITEP volunteer couple is located at each high school, a couple in Tonga with the middle schools, one 
itinerant couple traveling all of the countries on a special topic assignment, and a supervising couple based in 
these Pacific island schools’ central office in Auckland, NZ.  

ITEP has been a useful professional development bridge over the 14 years of its existence because its 
volunteers have included the ranks of retired principals, superintendents, and university education faculty 
who prepared and served in teacher education for many years in the US. During the first few years, these 
volunteers were often frustrated in their assignments because of the lack of opportunity to engage with the 
schools; however, recently a more open attitude has prevailed in which the range of opportunities for these 
ITEP volunteers to make a difference on a school site has increased (Bailey et al., 2000; Bailey et al., 2002; 
Bailey & Mitchell, 2002). Where initially the volunteers were asked to assist with teacher certification only 
and “to fish in their own pond,” they now have the opportunity to assist with teacher certification, degree 
completion, counselor training, administrator training, and teacher and administrator performance evaluation 
as well as other initiatives in which they are competent. Initially they were “consultants” working for BYU–
Hawaii on the local site; now they are also viewed as facilitators, agents of the central office team in 
accomplishing their catch-up initiatives and targets (Bailey, 2005a, 2005b, 2005c). 

In the past, the schools were administered using a limited centralized model, with comprehensive local 
staffing. A recent change of view implemented from the central office in Auckland, NZ, has enabled a new 
vision to surface, where the organization utilizes a “district” model in which the central office assumes the 
role of the “district office.” This office is staffed with education professionals, with all schools reporting 
directly to the central staff rather than to a local country director as was done previously. Over the last 5 
years this ‘formation of the district’ has had difficulty taking shape as the first administrator had family 
health issues and had to leave, the next passed away shortly after taking up service and shortly after his 
wife’s passing, and the third candidate had a near-death experience at the beginning of his tenure. 

In a Western context, K-12 schools tend to be grouped regionally in districts, which are then subgrouped 
into in a “feeder system” for students, i.e., students move from one level to the next within a subgroup of 
schools in that district. School districts typically are managed by an office staff of trained experts in 
curriculum, finance, and human resources and are supported in the provision of teachers and their 
professional development by a local university, with their main support coming from local university 
education programs. These LDS Pacific Schools, however, are a collection of schools that were left for many 
years to their own resources to meet the requirements of the local education system without access to tertiary 
support in the form of professional development. Remember that these schools are modeled after the 
countries’ education systems, where good teachers who are selected as principals are gambled on to be 
successful administrators but are not trained, often leaving the opportunity for improvement to chance.  

The timing of the decision to move to a district model is appropriate as the Pacific has followed NZ in its 
education practices in the past, and will soon follow the current NZ curriculum model in these LDS schools. 
The wisdom and experience of previous ITEP administrators, gained from years of service in administrator 
roles in Western schools, has shown to be of great value to these schools and will continue to be of great 
value as the new but fledgling district model takes form.  

ITEP volunteers are carefully sifted, selected, and requested from the pool of senior volunteer 
applications. They are not run-of-the-mill lay senior volunteer couples in that they have specialized in teacher 
education and are in a position to apply their skills and knowledge. These volunteers are of most use to the 
schools when they are included by fiat in the administrative structure of the schools, since this organizational 
allocation enables them to fulfill the role the schools will require of them. In the past, if a principal chose not 
to engage with the ITEP volunteer couple, the couple remained in the wilderness of waste. But when a 
principal accepted and assimilated these highly qualified volunteers into their system, the couples became a 
huge asset to the site.  

5. CONCLUSION 

A district of 15 schools, including 300 teachers and 5000 students and across four countries in the remote 
islands of the South Pacific, has with the assistance of a filial tertiary partner in Hawaii found a solution to 
the constraints of geographical remoteness and technology paucity to create a professional development 
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program for its teachers unlike any other in the region. An accredited teacher preparation curriculum is 
implemented by retired professional educator self-funded volunteers who live onsite. The district model has 
enhanced communication and supervision from the central office in Auckland, New Zealand, giving hope of 
a brighter educational future for the students, their families, and their communities. 
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ABSTRACT 

The task for the nearest future is to expand the use of telemedicine technologies by physicians in developing regions and 
countries. The article gives basic guidelines for solving problems via International School “Modern Aspects of 
Telemedicine” and its unique curriculum, made by Russian Association for Telemedicine.  

KEYWORDS 

Telemedicine, Remote regions, International School “Modern Aspects of Telemedicine”,  Interactive tele-training, 
Videoconference 

1. INTRODUCTION 

Since the late 1990-ies that marked launch of our first projects aimed at delivering aid to patients from 
remote Russian regions, staff support of the regional telemedical centers remains the major problem.  Most of 
difficulties stemmed from the fact that technical personnel who could maintain videoconferencing systems 
was not well qualified for addressing specific medical issues while doctors lacked technical skills for using 
complex electronic devices.  We analyzed what could be the best way of training specialists in such a high-
tech area as telemedicine and as the result we came up with yearly international course called International 
School “Moderns Aspect of Telemedicine”. In May 2011 the Russian Association for Telemedicine held the 
educational course for the 16-th time and now these graduates will staff regional telemedical centers.  

2. BEST PARTICIPANTS FOR INTERNATIONAL SCHOOL 

After several years of trial and error we decided that most of course participants should be senior 
managers/administrators of regional health care facilities: chief doctors, their deputies and chiefs of 
departments. These officials fully understand the importance of new developments in the market of medical 
services. As a rule, course participants agree with our main concepts for telemedicine development based on 
implementing videoconferencing technologies and other aspects such as economic efficiency, variety of 
financial support and fair salaries of experts engaged.  

Our graduates who analyzed implementation of telemedical projects confirmed that our criteria for school 
participants are correct: year by year timeframe  for launching new telemedical centers gets shorter. First, 
senior managers/administrators are personally involved in the project implementation and they engage their 
subordinates. Second, experienced workers easily make contacts with their colleagues from specialized 
consulting centers and they establish effective cooperation consistent with the needs of their medical facility. 
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3. BEST PARTICIPANTS FOR INTERNATIONAL SCHOOL 

The course structure of International School for Telemedicine is based on the Russian Standards for raising 
qualification. Namely, there is a 72-hour course of theoretical and practical classes held by Russian and 
Foreign experts within 10 days. Those who pass the course successfully receive certificates. 

Among the course instructors are leading experts from Russia and other countries: Germany, Switzerland, 
France, Norway, Italy, the United States and Great Britain. The course includes round table discussions on 
development of telemedicine. Such discussions are held in the videoconference mode and are mediated by 
representatives of telecommunication companies, ministries and federal agencies, as well as representatives 
of regional telemedical centers in Russia and abroad. Besides, we usually hold 3-5 telebridges with 
telemedical centers in Russia and the CIS that share their experience in using telemedical technologies.  

Figure 1 shows lecture given in videoconference mode by a professor of a Research Facility at the 
Russian Academy of Medical Sciences  

Figure 2 shows a lecture of Peter Drury, one of Cisco senior managers, a special guest from Great Britain. 
Figure 3 shows how lecture attendees together with L.A. Bokeria, academician working at the Bakulev 
Cardio-surgery center, explore possibilities of a telemedical center connected to a surgical room. That 
includes demonstration of a surgeon’s working area during a surgery. (Figure 4) 

 

    

Figure 1. Figure  22..  

    

Figure  33..  Figure  44..  
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Figure  55..  Figure  66..  

Figure 5 shows a fragment of a speech given by a designer of domestic specialized telemedical complex. 
He demonstrated vast capabilities of this innovative equipment. 

Figure 6 shows lecture on videoconferencing technologies and a practical session for the attendees. 
Throughout the course participants either work with the latest equipment or learn from their colleagues 

who explain how telemedical complexes could effectively solve specific medical or educational issues. 
The course curriculum is standard and currently includes the following subjects: modern means of 

telecommunication in telemedicine, videoconferencing equipment (fixed and mobile), techonology of remote 
videoconsulting; interactive education in videoconferencing mode; means for ensuring videoconference 
confidentiality; standards of medical computer science; cooperation with hospitals that have medical 
information systems; equipment for telemedical centers (portable devices and systems for mobile complexes 
and home telemedicine); telemedical economics, telemedical services marketing, mobile telemedical 
complexes and home telemedicine. 

It is important to emphasize that the course curriculum does not focus on any particular medical issue. 
The training focuses on solving technical, administrative, economic and information issues related to using 
videoconferencing technology in a specific area. Therefore, the training can be easily adjusted to experts’ 
needs in any field.  

Certification of graduates is based on preparing by each participant a telemedical project for a medical 
facility that sends the participant for the training.   

The course sections are developed together with lecture speakers and designers’ supervisors that provide 
materials that help establish a video consulting center. One of the successful graduate’s project from 2010 
(the 15th School) was named “Establishing a Regional Telemedical Network”. The project included the 
following sections: objectives of a telemedical network, structure of a telemedical  network, objectives of 
network divisions, project economic issues and sources of financing, expected results. Such project can serve 
as a basis for regional healthcare development program that encompasses innovative technologies. 

4. CONCLUSION 

We believe that the International School for Telemedilcine has proved effective for all the participants of this 
educational course moreover it is instrumental for promoting innovative solutions in healthcare.  
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CLOUD-BASED COLLABORATIVE LEARNING TOOLS 
INCORPORATING SOCIAL MEDIA SERVICES 
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ABSTRACT 

We have been developing cloud-based collaborative learning tools which enable both the teacher and the students to 
synchronously exchange and/or share their comments during a lecture. A personal computer with internet capabilities and 
a mobile device such as an iPhone with Ustream broadcasting capabilities are enough equipment for our tools. We have 
implemented the necessary features and functions into our tools so that a teacher is easily able to broadcast his/her lecture 
video and also to record students’ comments along the timeline of the lecture. Since the frequency of comments is 
graphically viewable on our tools, both the teacher and the students are able to selectively review the main part of the 
lecture.  Even after the lecture, both the teacher and the students are able to asynchronously exchange their comments.  

KEYWORDS 

Collaborative Learning, Social media, Twitter, Ustream  

1. DESCRIPTION 

Social media services have recently attracted the attention of teachers as collaborative learning tools and a 
number of researchers have described the potential effectiveness of social media services in the education 
field and/or reported case studies (e.g. Aoki 2011 and Delgado 2011).  In most cases, a teacher makes use of 
the given social media service such as Skype, as a synchronous communication tool, Facebook, as an 
asynchronous communication tool, and Google Docs, as a document sharing tool.  It is sometimes 
bothersome however for both the teacher and the students, as they are forced to switch back and forth among 
social media services, and they cannot apply data such as their comments from one social media service to 
another without some data conversion.  As such, we have started a CCLT project (Cloud-based Collaborative 
Learning Tools project) to solve these problems.  The aim of the CCLT project is to enable a teacher to easily 
broadcast their lecture with popular equipment such as an iPhone, and to enable students both inside and 
outside of the lecture room, including those students who are watching the broadcast live video in their 
home-- to synchronously make comments, and also to enable them to asynchronously make comments after 
the lecture.  All of those comments will be recorded along the timeline of the lecture video, which will enable 
them to easily see the main part of the lecture since CCLT visualizes the frequency of comments with 
timeline information.  This feature will be useful for students so that they can locate the most notable part of 
the lecture when they review the lecture after it has finished.  It will also be useful for the teacher as they will 
be able to see the parts where students have expressed their interest. 

2. CCLT USAGE OVERVIEW  

CCLT works on the Google App Engine in conjunction with USTREAM and Twitter.  Before a lecture, the 
teacher has to prepare equipment for broadcasting such as an iPhone with USTREAM capabilities, and a 
laptop computer for accessing CCLT’s Web-UI(Web User Interface).  Once the teacher clicks the start button 
on the Web-UI after setting up the USTREAM channel, CCLT will begin to record all of the students’ 
comments and corresponding timestamps onto a database on the Google App Engine. CCLT will allow both 
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the teacher and the students to jump to the corresponding part on the video timeline by clicking on a 
comment.  These comments will simultaneously be sent to Twitter for the express purpose of inviting as 
many people as possible to join the lecture.  At the end of the lecture, the teacher will only have to click the 
stop button on the Web-UI to halt all of the functions including broadcasting the live video and posting 
comments.  

 

Figure 1. Overview of CCLT 
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BIG HANDS HOLDING SMALL HANDS - A 
COLLABORATIVE ACTION RESEARCH ON  

CO-BUILDING COMMUNITY LEARNING NETWORKS BY 
UNIVERSITY ART CENTERS AND COMMUNITY 

ELEMENTARY SCHOOLS 
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ABSTRACT 

Establishing university art centers on campus in Taiwan has become a trend in Taiwan currently. These burgeoning places 
for art exhibitions and performances are an important social art resource for arts education. The Ministry of Education 
has been promoting the Collaboration of Professional Partnerships project since 2008 with a view to developing the idea 
of professional educational communities through long-term partnerships between universities and elementary schools. 
Consequently, the concept of educational partnerships is based in this research to examine the community art learning 
network co-established by universities, grade schools and resources in the community. This collaborative action research 
is conducted for one and a half years to explore the process of collaboration and interaction. The purposes are: (1) to 
investigate the feasibility and effects of establishing educational partnerships between university art centers and 
community schools, and (2) to examine the strategies and methods for co-building a community learning network by 
university art centers and community schools. The results of the study are: (1) a university art center can become a center 
of art resources in the community, thanks to its attributes and develop partnerships with community schools through the 
assistance of public sectors to achieve the win-win educational objective; (2) university art centers may use their 
professional art resources of higher education to integrate the art resources in the community via strategic alliances and 
co-build community learning networks through professional growth and sharing of resources. Finally, specific 
suggestions are provided to university art centers, public sectors, community schools and community resources in 
compliance with the results of the research. 

KEYWORDS 

Community Learning, Network Collaborative Action, Research University, Art Center, Art Education in Community 
Educational Partnerships. 

1. MOTIVES AND PURPOSES OF STUDY 

1.1 Purposes of Study 

• A discussion of the feasibility and effects of educational partnerships established by university art centers 
and community schools. 
• A discussion of the strategies and methods for community learning networks set up by university art centers 
and community schools. 

1.2 Issues under Study 

• How do university art centers and community school establish educational partnerships? What are their 
practicability and substantial effects? 
• How do university art centers and community school develop community learning networks? What are 
their specific strategies and methods? 
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2. RESEARCH DESIGN AND IMPLEMENTATION 

2.1 Research Method 

The approach of collaborative action research is adopted, which is a form of action research and also called 
partnership research (Cole & Knowles, 1993). It puts more emphasis on the interactive and collaborative 
relationship between the researcher and  the educator (Oja & Smulyan, 1989; Cing-tian Cai, 2000). A 
collaborative action research may study the issues of a single school or the same issue in different schools 
and the members of the research group can be two or several teachers (Saurino, 1996). The action research 
model proposed by B. Jaworiski (1994) and the strategic model presented by Hui-bang Chen (1998) will be 
considered and four phases of searching, discussing, evaluating and changing will be applied to this research. 

2.2 Process of Research Implementation 

Step 1: analysis of status quo and finding problems. 
Step 2: pilot research to explore feasibility. 
Step 3: implementation of collaborative action research. 
Step 4: modeling a prototype of community art learning network. 

3. IMPLEMENTATION RESULTS AND DISCUSSION 

3.1 University Art Centers can play the Role of the Center of Art Resources in 
the Community and Establish Partnerships with Community Schools through 
Public Departments to achieve the Win-Win Educational Goal 

� Long-term educational partnerships between university art centers and community schools through 
assistance of public departments 
� University art centers may use the theme of local cultures to collaborate with community schools and 
develop cultural values of the community imperceptibly. 

3.2 University Art Centers may use specialized Art Resources of Higher 
Education to integrate Art Resources in the Community by Strategic Alliance 
and Co-Build Community Learning Networks thru Professional Development 
and Sharing of Resources 

� University art centers can use their specialty in arts to plan for theme exhibitions and design supplementary 
teaching materials related to art learning. 
� University art centers may build community art learning networks for community schools according to the 
idea of sharing of resources. 

4. CONCLUSIONS AND SUGGESTIONS 

4.1 Conclusions 

� University art centers can develop systematic art learning programs to help community schools via their 
specialized art resources of higher education. 
� Collaboration of educational organizations, public departments and community resources is an important 
element of building community learning networks. 
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4.2 Suggestions 

� University art centers should apply the concept of wall-less art museums to extend art education to the full 
extent. 
� Public departments act as a critically important intermediary in educational partnerships by simplifying 
complicated administrative procedures to enhance educational performance. 
� Leaders of community schools should be aware of educational partnerships and search for external 
resources to solve the problem of insufficient resources. 
� Community art resources include human, material and financial resources and need to be integrated to 
bring community learning networks into full play. 
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THE ACCULTURATION OF ADULT AFRICAN REFUGEE 
LANGUAGE LEARNERS IN ISRAEL: DESIGNING 

AN ETHNOGRAPHIC STUDY 

Charles Blake 
University of Maryland - 4405 1st Place NE, Unit 23 - Washington DC, 20011 

ABSTRACT 

The number of refugees from Africa seeking asylum in Israel has recently skyrocketed, raising issues as to how to 
integrate them into Israeli society. Education is one of the mediums being used to encourage the cultural integration and 
inclusion of the refugees into Israeli society; very little is known, however, about how Africans are acculturating or 
whether language education is helping with this process.  In order to provide an answer to these questions, I propose to 
conduct an ethnographic study examining the acculturation of adult African refugees participating in an English language 
program in Tel Aviv. I will be utilizing criterion-based sampling to select 8-10 student and teacher participants for this 
study. Data collection will consist of (1) focus groups with student participants, (2) interviews with student-participants, 
(3) interviews with teacher participants, (4) a photo-voice exercise with student participants, and (5) document review.  
Data analysis will entail the coding and categorization of data elicited from data collection.   

KEYWORDS 

Language Learning; Acculturation; Refugees; Migrants. 

1. INTRODUCTION 

Since its creation, Israel has welcomed and assimilated large numbers of immigrants. The large numbers of 
African refugees who have entered the country since 2005 represent a major demographic shift in terms of 
the geographical, religious, ethnic, racial, and political status make-up of the immigrant population, however 
(Hartman, 2011).  While previous attempts at assimilation have been successful, little is known about the 
situation of this new wave of migrants. Evidence from other developed nations, however, suggests that the 
cultural assimilation of African refugees represents a challenge to theories of assimilation and inclusion that 
seemed to hold true for European populations (Shepard, 2008, p. xi). Recent research on the assimilation of 
non-European migrants has shown that there are multiple paths acculturation can take.  While some migrants 
do flourish, others assimilate into the underclass, exhibiting high levels of academic failure and low 
socioeconomic mobility (Shepard, 2008, p. xii).   

While the government of Israel has refused to provide services to the growing numbers of refugees in the 
country, several Israeli NGOs have started working to improve refugee access to health, work and education 
services. Much of the education-related work of these organizations emphasizes language learning (of 
English or Hebrew), incorporating life skills, employment, and psycho-social support activities into their 
programs; such programs exist because service providers understand the role these different facets play in 
fostering the integration of refugees into their new communities.  Given the novelty of large numbers of 
African refugees in Israel and the relative inexperience of the NGOs working in this field, little research has 
tried to understand how African refugees are acculturating in Israel or whether current educational practices 
are helping to make refugee transitions easier. 
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2. BODY OF PAPER 

2.1 Rationale for the Study 

An ethnographic study provides a better understanding of how African refugees in an adult language program 
are acculturated into Israeli society.  The use of this methodology is appropriate when the need is “to describe 
how a cultural group works and to explore the beliefs, language, behaviors, and issues such as power, 
resistance and dominance” (Creswell, 2007, p. 70). The cultural group of interest in this study is adult 
African refugees participating in language education programs in Israel.  Examining their beliefs, language, 
behaviors and the issues they face can provide an indication of their acculturation to society as well as 
highlight some of difficulties associated with this process (Berg, 2009; Merriam, 2009).    

While this study examines students from only one adult language program, it can offer insights into the 
larger problem of adult African refugee acculturation in Israel by providing a detailed analysis of several 
students’ lives. Also, many teachers may not know how their students are acculturating or whether their 
activities are fostering positive acculturative outcomes; this study will provide an in-depth look at how 
students are responding to efforts to help them learn/acculturate.    

2.2 Research Questions 

The central research question of my study is: How are adult African refugees acculturating to life in Israel 
and how do language programs influence this process? Several sub-questions stem from the central question: 

• What characterizes the social interactions African refugees have with Israelis and what support 
systems are there to engage the African refugees in Israeli society?   

• What language, technical, or cultural skills do Africans have or are lacking, that enable them to 
participate more fully in the Israeli economy and society?  

• In what way is the language center helping African refugees to adapt to the Israeli society?   
• What feelings do African refugees have towards Israel and Israeli people and how have those 

feelings changed over time?  
• What people, places and activities in Israel are most important to African refugees and why? 

2.3 Site and Participants 

The site I will be conducting my fieldwork at is an education center run by the African Refugee Development 
Center (ARDC), a refugee advocacy organization based in in Tel Aviv. The center runs several programs for 
African refugees including a language program for African asylum seekers and refugees interested in 
learning English and Hebrew. The research participants will be selected from among the 400 students and 
teachers at the education center.  

2.4 Research Methods 

I will be utilizing criterion-based sampling to select 8-10 student-participants and 2-4 teacher-participants for 
this study. Data collection will consist of (1) focus groups with student participants, (2) interviews with 
student-participants, (3) interviews with teacher participants, (4) a photo-voice exercise with student 
participants, and (5) document review.  

2.4.1 Focus Groups 

I will be conducting two focus groups (one for each gender) at the beginning of the study and two more focus 
groups (one for each gender) after I have completed a preliminary analysis of the data. The first focus groups 
will be used to start a discussion about student-participants’ experiences and feelings about attending a 
language program in Tel Aviv as well as about their educational experiences before coming to Israel. The 
latter two focus groups will provide a venue to present my preliminary findings to the student-participants 
and elicit feedback.   
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2.4.2 Student-Participant Interviews 

I will be conducting four semi-structured interviews with each student–participant. The first interview will 
focus on background information (including date of birth, how many family members they have and live 
with, languages spoken at home/with peers, etc.) and the participant’s feelings about immigrating to Israel. 
The second interview will focus on the photo-voice activity the students engaged in.  Student-participants 
will be asked to show the pictures they took and will be given the opportunity to explain why they took each 
picture and the type of meaning associated with each. The third interview will focus on the interactions the 
student-participants have with Israelis as well as on the skills they feel are needed to obtain better 
employment. The last interview will be focused on discussing student perceptions of the role of their classes 
in helping them to understand, navigate and participate in the host country culture.   

2.4.3 Teacher-Participant Interviews 

There will also be two open-ended interviews with the teacher-participants in the study. The first interview 
will focus on the teacher’s perceptions of their students and how they relate to/respond to the host country 
culture. The second interview will focus on the sorts of activities the teacher has been using or plans to use in 
an effort to acquaint their students with the host country culture. 

2.4.4 Observations 

I will be observing two or three of the classes of each of the teacher-participants. When observing classes, the 
investigator will be keeping very detailed field notes containing descriptions of any occurrences and personal 
responses to what he observes. 

2.4.5 Document Review 

I will be examining documents associated with the student-participants. This includes any grades and 
attendance records that may be available at the education center. Acknowledging these records may not exist, 
the investigator also plans on collecting graded work and artifacts produced by students in the class itself.   

2.5 Project Significance 

This research will contribute to an understanding of the acculturation process of adult African refugee 
language learners in Israel, specifically, but may also contribute to an understanding of how language 
education can influence refugee acculturation. It may also improve our understanding of how African 
refugees acculturate in developed societies, in general.  Very little research in this area has been conducted 
and not much is known about the needs, desires, hopes, dreams and frustrations of this refugee population, 
nor do we know what educational interventions can positively affect the acculturation process for future 
African refugees.  Therefore, this research will expand the current knowledge base by using a qualitative 
approach to identify factors and describe relationships among the factors that either contribute to or act as 
impediments to the successful acculturation of adult African refugees in Israel.  This research can inform 
both policy makers and those interested in refugee issues about the stumbling blocks to the successful 
integration of this population.  A better understanding of these factors could lead to the changing of certain 
policies that impede the integration of this population into Israeli society.  Such understanding has the 
potential to help ease social tensions between Israelis and Africans living in Israel and in turn may help create 
opportunities for refugees to make economic contributions to Israel. This is particularly important as recent 
events (the succession of Southern Sudan and revolutions throughout North Africa) may lead to an increase 
in the numbers of refugees fleeing to Israel.  Additionally, this research could contribute to improving the 
teaching and administration of English language courses for adult African refugees at the research site as well 
as at similar sites throughout Israel. 

2.6 Timeline/Current State of Project 

I successfully defended my dissertation proposal in May, 2011, and made preparations to move to Israel over 
the summer. I arrived in Israel at the end of August in order to familiarize myself with the education program 
and its students. I will spend the next few months volunteering/teaching at the ARDC and verifying that my 
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research plan is feasible. Near the end of the fall term (December), I will begin to solicit teachers and 
students for participation in my study; it is during this month that I will hold my information session for 
curious students.   

At the beginning of the winter term in January of 2012, I will begin formal data collection. Data 
collection will last the entire ten week term (this includes the first round of focus groups, all four rounds of 
student-participant interviews, both rounds of teacher-participant interviews and classroom observations).  
The last round of focus groups will be held approximately one month after classes have ended (May), at 
which point I will have generated some preliminary findings. I plan on continuing data analysis throughout 
the month of May and will begin writing in June of 2012.  I plan on finishing my write-up during the summer 
and defending my dissertation sometime during the fall (2012) semester. 
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ABSTRACT 

The global era has hastened the cultural diversity of students in higher education, and intensified the concern for more 
inclusive campuses in particularly the western countries which are major receiving countries of international students.  
This paper draws on the critical review of literature and Bourdieu’s concept of cultural capital from my doctoral research 
that studies Chinese students’ education experiences in western countries.  A large portion of the paper is devoted to 
outline a rationale for a critical analysis of culture in research studies.  It shows that inclusion can be elusive without 
attending to the power relations and exclusivist function embedded in the seemingly benign and neutral culture.  A 
critical approach to culture, as encapsulated in the concept of cultural capital, has strong implications in understanding 
the processes and outcomes of racial minority students studying in the dominant western culture as well as building truly 
equitable, culturally fair, and inclusive campuses.  Such an approach is also a step towards reaping the anticipated 
rewards of inter-cultural cooperation.   
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1. INTRODUCTION 

The global era has hastened what some scholars called the unprecedented cultural diversity in higher 
education (Ituarte & Davies, 2007; Thom, 2010).  Likewise, it has also intensified the concern for more 
inclusive campuses in many countries, particularly in the western countries which are major receiving 
countries of international students.  Yet inclusion can be elusive when the operations of exclusion remain 
misrecognized. As Saloojee (n.d.) noted, inclusion cannot be fully understood without a sound analysis of 
exclusion.  Inclusion across cultural differences is necessarily a negotiation of power relations.  Yet literature 
about inter-cultural relations perpetually treats culture as benign. Such uncritical treatment of culture 
undermines true equity and fairness in building inclusive communities.  Culture has two sides.  On one hand, 
culture serves a binding function that is so necessary for human cohesion.  On the other hand, however, 
culture also exercises its exclusivist function while serving its cohesive function.  It is this exclusivist 
dimension of culture that often gets overlooked.  Such an oversight could make racial minority students 
undertaking their higher education in a dominant western culture, who are unprepared for the exclusivist 
function of culture, see their experiences of marginalization and exclusion as their own failure or fault.  
Equally important, it could also make the dominant culture to believe that they are working towards, when in 
fact they are working against, inclusion.  It is against this backdrop that my doctoral research situates. 

My doctoral research examines the experiences of Chinese students in Canadian higher education, but 
takes a critical analysis of culture, using Pierre Bourdieu’s, the eminent French sociologist, concept of 
cultural capital to illumine on the exclusivist function of this apparently benign and neutral word called 
culture.  My research question is a series of questions under a central question of: How do Chinese students’ 
experiences of exclusion as viewed through the concept of cultural capital inform the understanding of an 
inclusive environment in Canadian higher education.  The sub-questions are: 

a) How is exclusion experienced by Chinese students in higher education? 
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b) How is cultural capital at work in Chinese students’ experience of exclusion? 
c) How does Chinese students’ experience inform a broader conception of cultural capital? 
d) How do the answers above inform an understanding of inclusive environments in higher education? 
This study does not only have implications for education institutions, but also on the educational 

processes and outcomes of minority students studying in a dominant culture (though it is beyond the scope of 
this paper to explore these implications).  

This paper is devoted to discussing how a critical review of literature and Bourdieu’s cultural capital 
warrant a critical analysis of culture in the study of Chinese students’ experiences in western higher 
education, and in the discourses of building inclusive campuses.     

2. LITERATURE REVIEW 

2.1 Empirical Studies of Chinese/Asian Students in Western Higher Education  

This review is based on over 50 empirical studies of Chinese/Asian students in higher education in western 
countries, of which a large portion is theses.  This literature struck me as how one-sided its interpretation is.  

Studies about the experience of Chinese/Asian students in western academe come, in descending order of 
quantity, from the U.S., AU, NZ, U.K., and Canada.  They are found conspicuously, in descending order of 
quantity, in psychological, educational, and communication journals.  This is indicative of the ways 
Chinese/Asian students’ education experiences in western academe are taken up, that is, as psycho-social 
issues related to acculturation, as well as issues of learning need and language.  These are, no doubt, relevant 
interpretations, but one-sided nonetheless.  The first common theme of this literature relates to stress and 
coping mechanisms due to inter-cultural adaptation (Chan, 2007; Gill, 2007; Mickle, 1985; Shi, 2007; Shu, 
2009; Thorstensson, 2001; Xu, 2003; Yan, 2008; Yan & Berliner, 2009; C. Yeh & Inose, 2002; Y. Yeh, 
2000).  The next common theme is related to identity issues such as identity development and self-
understanding in inter-cultural context (e.g. Doherty & Singh, 2007; Hsieh, 2006; Kashima & Loh, 2006; 
Qin, 2000).  The last common theme pertains to issues of oral competence (Kim, 2006; Noels, Pon, & 
Clement, 1996; Wang, 2002; Zhang, 2006) and inter-cultural communications (Holmes, 2005; C. Yeh & 
Inose, 2002).  The implications of these studies largely fall under: improve support services to help students 
adapt and improve cross-cultural experience (Kashima & Loh, 2006; Shu, 2009; Yan, 2008; Yan & Berliner, 
2009); to better prepare student for the cross-cultural challenges before going abroad (Kim, 2006; Liberman, 
1994; Thorstensson, 2001; Wang, 2002), and counseling (C. Yeh & Inose, 2002).  By comparison, there is 
relatively little insight into what may foster a more inclusive and equitable education culture.  

What is helpful about these studies is that they provide rich descriptive data of students’ experiences.  
Many of these descriptions document micro-level interactions and processes within the higher education 
context that allude to exclusion, falling short only to explicitly ascribing it as such or making linkages to the 
larger social structures.  These studies provide the raw material to understand the dynamic working of social 
structures.  As May (2011) argues for the “social embeddedness of people’s lives” (p. 367), that there is an 
intimate relationship between subjective processes (such as sense of belonging) and social structures, and that 
“belonging”, an antonym of alienation, is a window to understand the complex dynamics between the self 
and the social.  Another thing helpful about these studies is that they show the salience of culture in Chinese 
students’ experience of exclusion, thus supporting culture as a site of critical analysis, a view my study 
adopts.  What is not helpful, on the other hand, with these studies is the tendency in placing Chinese students 
as the focus of analysis, thus positioning Chinese students as needing help and the sole locus of change (e.g. 
Chan, 2007; Feng, 1991; Yan, 2008; Yan & Berliner, 2009).  Such a focus shifts attention away from the 
educational context students interact with that gives rise to their experiences of exclusion in the first place.  
This type of interpretation reflects precisely the critique of John Berry’s (1997) acculturation thesis.  Despite 
in his conception of acculturation, it is originally proposed as the mutual change of both the dominant culture 
and minority culture, in reality the focus of change is uneven with the balance tipped heavily toward the 
minority culture (Sakamoto, Wei, & Truong, 2008).   

In summary, this literature highlights the need for studies of Chinese student education experience to 
engage in a more critical analysis of culture. 
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2.2 Diversity and Inclusion in Higher Education in Western Countries 

Because most studies of Chinese student experience are related to international students, they are consistently 
found to link to a body of literature concerning diversity and inclusion in higher education.  This literature is 
clearly in response to what some regard as the “unprecedented” (Ituarte & Davies, 2007; Thom, 2010) 
growth of diversity within higher education.  It highlights the growing intensity in the conversation about 
building inclusive campuses in major western countries, and locates my study in that conversation.  
Moreover, this literature highlights the intimate connection between exclusion and inclusion; that is, studies 
of exclusion would inevitably link to inclusion or vice versa.  Inclusion and exclusion are inter-related.      

This literature shares the common discourses of critical pedagogy or teaching for inclusion (Harrison & 
Peacock, 2010; Palfreyman & McBride, 2007; Prenger, 1999; Trahar, 2011), cross-cultural/multicultural or 
inclusive education (A. Jones & Jenkins, 2007; Palfreyman & McBride, 2007; Trahar, 2011), and 
“internationalization” of higher education (Jepson, Turner, & Calway, 2002; E. Jones, 2010; Thom, 2010; 
Trahar, 2011).  However, there are considerable variations in perspectives within this literature.  While some 
have more of a critical edge, drawing attention to the social dynamics and power relations inside and outside 
of classroom (e.g. Ferber & Storrs, 1995; Goebel & Hall, 1995; Ituarte & Davies, 2007), others take a milder 
discourse seeing student experience in terms of psycho-social needs of adjustment (e.g. Jones, 2010; Trahar, 
2010). Also whereas the recent “internationalization” literature tends to be underpinned by an uncritical 
optimism that difference and diversity will naturally translate into the development of transformative cross-
cultural understandings and knowledge (e.g. Jones, 2010, p.3), other writers, such as Jones and Jenkins 
(2007), call such assumption “fantasies” (p. 133), critically questioning whose interest/agenda does inter-
cultural dialogue serve.  Despite the differences, this literature as a whole is heavily pedagogically-focused, 
centering on educators’ personal awareness and reflexive teaching practices.  Consistent with empirical 
studies of Chinese student experience (see section 2.1), this literature again highlights the salience of culture 
in the issue of inclusive higher education (e.g. Doherty & Singh, 2007; Harrison & Peacock, 2010; A. Jones 
& Jenkins, 2007; Manathunga, 2007; Palfreyman & McBride, 2007; Thom, 2010).  

In summary, this group of literature, first and foremost, informs the inextricable link between exclusion 
and inclusion.  Second, it reinforces culture as a site of critical analysis.  Last, the focus of this study on 
exclusionary processes could potentially inform greater understanding of critical pedagogical practices which 
is the central focus of this literature.  

2.3 Literature Pertaining to Racial Relations 

Studies of Chinese student experience also locate in the larger literature pertaining to racial relations (e.g. 
anti-racism and anti-oppressive practice literature).  In this literature, particularly in the area of education, 
Asian student experience is constantly left out of the conversation.  While there is a notable body of literature 
concerning Black students, such as anti-racism education (Dei, 1996, 2000a; Dei & Calliste, 2002; hooks, 
1994; Karumanchery, 2005), and a considerable body of literature regarding Native students, such as those 
addressing colonialism and education (Allan, 2006; Dei, 2000b; Dumbrill & Green, 2008; Kaomea, 2009), 
there is, in contrast, a relative silence in the experiences of exclusion of Asian students.  This silence is part 
and parcel of the black and white paradigm of racial relations that dominates literature pertaining to racial 
relations (Lawrence & Dua, 2005; Omi & Takagi, 1996; Pon, 2000, 2005; Sue, Bucceri, Lin, Nadal, & 
Torino, 2007).  Omi and Takagi (1996) observes that this “bipolar model of race significantly obscures the 
complex patterns of race over time” (p. 155).  In similar vein, Sue, Bucceri, Lin, Nadal and Torino (2007) 
observe, “as a result [of black and white paradigm]…research findings for these racial groups are often 
assumed to speak to the experiences of Asia Americans as well” (p. 72).   

While there is a lack of critical voices about Asian students’ education experiences in higher education, 
the voices of Asian students could have a unique contribution to the understanding of inclusion due to the 
“in-between” space they are situated in (Omi and Takagi, 1996).  Asian has had a different historical racial 
relation with the dominant societies in North America.  This historical relationship creates a different racial 
dynamic that cannot be simply explained by the black and white paradigm.  This “in-between” space is what 
bears the potential of providing a different understanding of the mechanisms of exclusion for this study.   
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3. CONCEPTUAL LENS 

Whereas current understanding of Chinese students’ experiences in western higher education takes an 
uncritical view of culture, this study uses Bourdieu’s concept of cultural capital (and his cultural reproduction 
theory in general) that explores culture as a hidden dimension of power.  Recent years have witnessed a 
growing reception of Bourdieu’s cultural capital in research (Bennett & Savage, 2004; Winkle-Wagner, 
2010).  Both educational and social policy research alike are interested in using the concept to understand 
how culture works to exclude, and thereby to ameliorate exclusion (e.g. see Allin & Selwood, 2004; Bennett 
& Savage, 2004; Looseley, 2004).  Many of these writings explicitly connect cultural capital to exclusion 
(Allin & Selwood, 2004; Bennett & Savage, 2004; Lamont & Lareau, 1988; Lareau & Weininger, 2003; 
Elizabeth B.  Silva & Edwards, 2004; Elizabeth B. Silva, Warde, & Wright, 2009; Stampnitzky, 2006).  
Whereas the black and white paradigm obscures the education experience of Asian students, cultural capital 
holds promising potential in explaining the more intangible and not immediately perceptible forms of 
exclusion, which to me resonate more of Chinese students’ experiences based on both personal knowledge 
and literature (See Sue's work; Omi & Takagi, 1996; Wing, 2003).  The concept of cultural capital has the 
sophistication to make visible the often invisible and intangible manifestations of culture and its exclusivist 
functions.  As such, cultural capital can illuminate the educational processes and outcomes for racial minority 
such as Chinese students in western academe.  Within the framework of cultural capital, the field of 
education functions as a cultural field (i.e. culture functions as a resource within the field of education).  
Bourdieu often uses the analogy of a field as a game (e.g. Bourdieu, 2002).  Using this analogy, the field of 
education can be looked at as a game played according to cultural rules.  Cultural capital is the currency to 
play the game.  Social interaction within the field of education is the working or enactment of cultural capital, 
that is, the strategic use of cultural capital whether it is used consciously or unconsciously, although Bourdieu 
would argue it is often unconscious because it is habitual as in his concept of habitus.  Finally, outcome is 
predictable by cultural capital, that is, one’s success or marginalization is predictable by cultural capital. 

In summary, Bourdieu’s cultural capital has promising potential to shed light on how Asian students’ 
experiences in western higher education should be understood, and how inclusion should be conceptualized.     

4. CONCLUSION / IMPLICATIONS OF STUDY 

This paper presents from the findings of a critical review of literature and Bourdieu’s cultural capital that 
inclusion without examining the exclusivist functions of culture would ultimately remain elusive.  Many 
studies using the concept of cultural capital aim for it to shed light on cultural policies that would help to 
ameliorate exclusion.  This study, by looking at how culture works to include and exclude through the lens of 
cultural capital, has strong implications for both racial minority students (mostly those studying in the 
dominant western culture) and for higher education institutions (mostly those in the western countries) that 
intend to build inclusive campuses.  For racial minority students, the concept of cultural capital is a gateway 
into understanding the factors that would affect their processes and outcomes in western higher education.  
As such, students could be better prepared by having a more realistic picture for their cross-cultural education 
experience.  For higher education institutions, this study could inform a more fair and equitable 
understanding of inclusion by attending to the dynamic working of culture.   
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