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Message from AAACE President

Greetings CIAE Pre-conference Attendees,

Thank you for attending the 2016 Commission for
International Adult Education (CIAE) Pre-Conference. |
hope your travel to Albuquerque, New Mexico, was
pleasant. Once again you are joining with others to share
your experiences, present research, and learn about
initiatives on the horizon for International Adult
Education.

The CIAE Pre-Conference is an excellent venue for
networking, and it seems like only yesterday we were
doing the same in Oklahoma City, Oklahoma. What a
phenomenal time we had! As you carry that enthusiasm over

to this year, | look forward to the discussions about adult education than span the globe.
Know that sharing your knowledge enlightens others and your very presence here
enriches our conference overall.

Please accept my sincere appreciation for making this CIAE Pre-Conference a
memorable event!

Margaret A. Eggleston, Ph.D.
President, 2015-2016
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SELF-DIRECTED LEARNING READINESS AMONG
UNDERGRADUATE STUDENTS AT SAUDI ELECTRONIC
UNIVERSITY IN SAUDI ARABIA

Mousa S. Alfaifi, Ph.D. Candidate *

ABSTRACT: This study aimed to determine the level of self-directed learning readiness (SDLR) among
undergraduate students at Saudi Electronic University in Saudi Arabia. Also, investigated were potential
relationships between the level of self-directed learning readiness and selected demographic variables such
as gender and specific college within the university in this specific sample of undergraduate students in
Saudi Arabia. This research utilized a quantitative design using descriptive and inferential statistics. Data
were collected using the Self-directed Learning Readiness Scale (SDLRS), developed by Guglielmino
(1977). Results for question one found that total SDLRS scores among undergraduate students at Saudi
Electronic University on Riyadh campus ranged from 132 to 279 with a mean score of 213.60, a standard
deviation of 25.26. The results of this study were: undergraduate students at Saudi Electronic University
on Riyadh campus have an average level of SDLRS; there is no significant result between the level of
SDLRS and the selected demographic variable of gender. Also, there is a statistically significant difference
in the mean SDLRS regarding the independent variable of college. The result of Tukey post-hoc test
indicated the existence of significant differences at the .05 level between the students in the Administration
and Finance College who scored higher than students in the Sciences and Theoretical Studies College.
Also, there was a significant difference between the students in the Computation and Information College
who also scored higher than the students in the Sciences and Theoretical Studies College.

Keywords: SDLRS, Life-long Learning, SEU, Learning Styles, Adult learner.

According to Levett-Jones (2005), self-directed learning (SDL) is an educational concept
that has received increasing attention in recent years, particularly in the context of higher
education. Knowles (1975) defined self-directed learning as a process in which
individuals take the initiative, with or without the help of others, in diagnosing their
learning needs, formulating learning goals, identifying human and material resources for
learning, choosing and implementing appropriate learning strategies and evaluating
learning outcomes (p. 18).

According to Merriam (2002), readiness for self-directed learning includes self-
discipline, autonomy, effective organization, effective communication, acceptance of
constructive feedback, engagement in self-reflection, and self-evaluation. Self-directed
learning (SDL) requires various skills and attitudes to ensure successful independent
study. Therefore, students have to analyze their current situations, support networks,
study habits, and family situations (Caffarella, 2006).

For adult learners, learning places emphasis on self-directed learning processes, skills,
and systems rather than tests and content coverage (Brookfield, 1984). Therefore,
individuals are expected to initiate personal challenge activities and develop personal
qualities to enable them to pursue the activities successfully (Caffarella, 2006). In
relation to this, self-directed learners demonstrate a better awareness of their
responsibility in monitoring themselves, as they seek to make learning meaningful. They

! Ph.D. Candidate at University of South Florida and Lecturer in the Educational Policies Department at
King Saud University



become curious to learn new things by trying and exploring new areas, concepts, and
skills. Due to this, they view problems as challenges, enjoy learning, and desire change,
which implies that self-directed adult learning requires enhanced motivation, persistence,
independence, self-discipline, self-confidence, and achievement of a goal-oriented
attitude (Abdullah, 2007). Therefore, there are benchmarks for determining levels of
readiness.

Statement of Problem

According to Alturki (2014), based on statistical data, the population of Saudi Arabia
continues to rise. Among its current 20 million citizens, 9 million are immigrants. Also,
the number of high-school graduates has been increasing during the past 20 years. In the
2012-13 academic years, 228,000 out of 310,000 students were admitted to universities
or colleges, which means there is a gap in available places at universities, colleges, and
other institutions. The government of the Kingdom of Saudi Arabia has continued to
sustain new developments in the field of educational technology. In 2011, Saudi
Electronic University (SEU) was established in Riyadh as an educational institution
offering distance education services in the area of Administration and Finance,
Computation and Information, Health Sciences, and Sciences and Theoretical Studies
(SEU, 2015, 2016). Thus, there is a lack of research on the level of self-directed learning
readiness of undergraduate students in Saudi Arabia.

Purpose of the Study

The purpose of this study was to identify the level of self-directed learning readiness
(SDLR) among undergraduate students at Saudi Electronic University in Saudi Arabia.
Also, this study investigated if there were significant differences between the level of
self-directed learning readiness and selected demographic variables such as gender and
college in the sample of undergraduate students in Saudi Arabia. Moreover, this study
provided an actual report about self-directed learning of undergraduate students in Saudi
Arabia in order to identify information for the potential inclusion of self-directed learning
as a part of the educational system in Saudi Arabia.

Research Questions

This study determined the level of self-directed learning readiness among undergraduate
students at Saudi Electronic University in Saudi Arabia, specifically addressing the
following questions:

1. What is the level of SDLRS among undergraduate students at SEU in Saudi
Arabia?

2. Does the level of SDLRS among undergraduate students at SEU in Saudi
Arabia differ by gender?

3. Does the level of SDLRS among undergraduate students at SEU in Saudi
Arabia differ by college (within the university)?



Literature Review
Self-Directed Learning

There are many perspectives on what SDL entails, specifically, as it relates to a function
of learner personality characteristics and motivation, or SDL as a unique learning
process, or potentially a combination of the two. Brockett and Hiemstra (1991) contend
that there are two distinct characteristics of self-direction that include: (a) a continuous
effort by the learner to maintain control over all learning decisions, and (b) the learner’s
ability to obtain access and make decisions from a wide range of appropriate and
available resources. Likewise, Brockett and Hiemstra (1991) state that self-directed
learning should not be confused with isolated study. Instead, self-directed learners are
able to decisively and authentically exercise control over the purpose, content, and form
of their own learning. Brockett and Hiemstra (1991) believe that in order for authentic
control to be obtained, the learner must understand other alternate possibilities that exist
from the basis of knowledge, with the intention of choosing among various potential
options.

Self-Directed Learning Readiness

According to Fisher, King, & Tague (2001), the notion of self-directed learning readiness
examines the degree at which the self-directed learner takes personal control and
acknowledges the freedom that is associated with learning what the individual considers
important. The degree of control is dependent on the learner’s personality characteristics,
attitudes, and abilities. Wiley (1983) stated that self-directed learning readiness can be
defined as the degree of the attitudes, abilities, and personality characteristics that the
individual possesses for self-directed learning. The following are several assumptions
associated with SDL readiness. First, there is the assumption that adults are innately self-
directing, suggesting that SDL readiness exists along a continuum and there are varying
degrees of SDL readiness present in every person. Second, self-direction competencies
are challenging to develop. The best way to understand and exhibit self-directed
behavior is to learn and practice autonomous behavior. The final assumption is that the
ability to practice SDL in one context can be generalized to other environments and
settings. This may be the biggest challenge with defining SDL readiness, as high levels
of readiness for SDL do not necessarily transfer to unfamiliar environments and contexts
(Fisher et al., 2001).

As expressed previously, SDL readiness is considered to be highly individualized and
representative along the continuum. As such, evidence has shown that students who
possess low SDL readiness that are subsequently exposed to an SDL assignment,
demonstrate high anxiety levels that are similar to the responses of learners who have
high readiness for SDL and are exposed to environments that have increased levels of
structure and teacher direction (Fisher et al., 2001; Wiley, 1983).



Self-Directed Learning Readiness Scale Instrument (SDLRS)

The best well-known assessment associated with SDL is the Self-directed Learning
Readiness Scale (SDLRS) developed by Guglielmino (1977). According to Merriam,
Caffarella, and Baumgartner (2007), the SDLRS/LPA is the most extensively used
assessment instrument within the field of SDL. It is now also known as the Learning
Preference Assessment (LPA) (see Guglielmino & Guglielmino, 2016) to avoid potential
participant biases based on perceptions of the words self-directed learning. Guglielmino
developed the instrument as a way to effectively measure the complexities of the
characteristics that define the readiness to participate in self-directed learning
(Guglielmino, Guglielmino, & Long, 1987; Merriam et al., 2007).

According to Guglielmino (2008), the SDLRS is the foremost instrument that is used for
evaluating the individual perceptions of the attitudes and skills that are associated with
SDL. Specifically, the scale is developed around eight important factors that consider
both the personalities and attitudes that have been directly linked to self-directedness.
Additionally, the instrument is used for researching the relationship between other
personality-related variables and self-directedness. Further, the SDLRS test includes 58-
items with a 5-point Likert scale for responses that range from “almost always true” to
“almost never true,” with questions that are both positively and negatively phrased.

According to Guglielmino (1977), it is important to note that the SDL readiness score can
be variable, meaning, that a person’s score can be changed and improved upon through
attention to awareness and practice. Generally speaking, higher scores on the SDL
readiness are associated with higher performance on projects that require individual
applications of creativity, problem solving, and change (Dynan, Cate, & Rhee, 2008). In
a study performed by Guglielimo (2008) that examined the SDL readiness of the average
population as compared to successful entrepreneurs, it was found that the mean readiness
scores were 214 and 248, respectively (Dynan et al., 2008).

Method
Population and Sample

The target population for this study was undergraduate students who attend Saudi
Electronic University on the Riyadh campus and were taking at least one course during
Summer 2016. Founded in 2011, the Saudi Electronic University on Riyadh campus has
a 2016 enrollment of 4,490 undergraduate students (see Table 1).

Table 1
Number of Student Enrolled in SEU Divided by College and Gender in 2016
College Male Female Total %

n n n
Administration and finance 927 614 1541 34.32
Computation and information 974 348 1322 29.44
Health sciences 453 425 878 20.00
Sciences and theoretical studies 324 425 749 16.70
N=4490



The sample selected for this study included undergraduate students from the colleges of
Administration and Finance, Computation and Information, Health Sciences, and
Sciences and Theoretical Studies. The design of this study required two distinct
statistical tests to answer the research questions: t test for independent samples and
analysis of variance (ANOVA). Each testing method had a different associated value for
medium effect size .25 and the suggested sample size while holding the power constant at
.80 and Alpha .05% (Cohen, 1992), a minimum of 179 participants was required.
Therefore, the total sample size for this study was 179 undergraduate students at Saudi
Electronic University on the Riyadh campus by using convenience sampling.

Instrumentation

The researcher utilized a demographic information sheet and the Self-directed Learning
Readiness Scale (SDLRS). SDLRS measured the level of self-directed learning readiness
of undergraduate students at Saudi Electronic University on Riyadh campus.

Demographic information sheet. The survey began with five demographic
questions: What is your gender? What year were you born? What is your current
college? How many years have you studied at the Saudi Electronic University? And
how many courses have you taken at the Saudi Electronic University? To verify that
there would be no problems associated with the translation and questions a small test was
conducted with Saudi Students in Tampa. Based on their input, only minimum changes
were needed.

Self-directed Learning Readiness Scale (SDLRS). The SDLRS, originally
developed by Guglielmino (1977) for measuring readiness for self-directed learning, and
subsequently revised, has been used in a variety of studies and with a variety of
populations. It is a 58-item, 5-point Likert-type scale designed to collect data on the
respondents’ perceived SDL readiness.

Reliability and validity of the SDLRS. The SDLRS instrument was originally
developed in English, but it has been translated to other languages, one of them is the
Arabic language. Abo-Rokbah (2002) translated the SDLRS instrument to Arabic
through the use of two official translation offices, which were the International Institute
for translation and Global Nexus. Next, he had the two versions translated back into
English through the use of two other official translation offices, which were Nusaiba
International Translation Center and Al-Qabas Translation House. After the translation
was completed, he conducted a pilot study. He asked 12 Saudi students to provide
feedback about clarity and ease of understanding. All 12 students completed the
instrument and gave satisfactory comments about the SDLRS instrument and its
questions. As a result of his pilot study, he decided to proceed with his research.

In order to examine the reliability of the SDLRS instrument Arabic version, Abo-Rokbah
(2002) calculated Cronbach’s alpha (a). The result of the calculation was .8795, which
indicates that the Arabic version of the SDLRS instrument is highly reliable.



Interpretation. SDLRS has a total range of scores from 58 to 290 and it is
divided into three levels of self-directed learning readiness: below average, average, and
above average. Guglielmino (1978) interpreted each individual’s SDLRS score based on
her sample. The interpretation of SDLRS, the score range and explanation of readiness,
is presented in Table 2.

Table 2
Interpretations of SDLRS the Score Range and Explanation of Readiness
SDLRS score range Explanation Readiness for SDL
58-201 Below average
202-226 Average
227-290 Above average

According to Guglielmino (1978), individuals with high SDLRS scores usually prefer to
determine their learning needs and to plan and implement their own learning. This does
not mean that they will never choose to be in a structured learning situation. They may
choose traditional courses or workshops as a part of a learning plan. On the other hand,
individuals with average SDLRS scores may be successful in independent situations, but
are not fully comfortable with handling the entire process of identifying their learning
needs and planning and implementing the learning. Individuals with below average
SDLRS scores usually prefer very structured learning options such as lecture and
traditional classroom settings.

Data Collection

Data collected from the undergraduate students at the Saudi Electronic University (SEU)
on Riyadh campus. The sampling strategy utilized in this study is a convenience sample.
According to Creswell (2012), through using a convenience sample, the researcher can
select participants because they are willing, available, convenient, and represent some
characteristics the researcher seeks to study. The questionnaire was made available online
by using the Qualtrics Survey Software. The researcher met the Dean of Students Affairs
at SEU on June 26 to arrange the distribution of survey. The office of Students Affairs
was asked to forward the link of demographic questions and Arabic version of SDLRS to
their undergraduate students who had taken at least one course during Summer 2016.

The first contact was on June 28 and the second contact was on July 3. There were 270
uncompleted surveys that were not part of analyses. Data collection took place between
June 28 and July 8, 2016.

Data Analyses
The researcher unitized descriptive statistics such as central tendency, frequencies, and

percentages and inferential statistics such as independent means t tests, analysis of
variance (ANOVA), and Tukey to describe and analyze data.



Findings
Findings for Research Question 1

What is the level of SDLRS among undergraduate students in Saudi Arabia? In order to
answer research question one, descriptive statistics for SDLRS scores were used. The
SDLRS scores ranged between 58 and 290. Based on Guglielmino and Guglielmino’s
work (2008), there are three levels of readiness for self-directed learning: Below average
58-201; average 202-226; and above average 227-290 score. Descriptive statistics for
SDLRS scores for all participants are presented in Table 3.

Table 3

Descriptive Statistics for SDLRS Scores for all Participants
Statistic Value
Mean 213.60
Median 215.00
Standard Deviation 25.26
Variance 637.84
Skewness -.067
Kurtosis 027
Range 147.00
Minimum 132.00
Maximum 279.00
N =203

As indicated in Table 3, the total SDLRS scores ranged from 132 to 279 with a mean
score of 213.60, which is considered as average level, a standard deviation of 25.26, and
median of 215. Mean and Standard Deviation for SDLRS by subgroup are presented in
Table 4.

Table 4 presents the mean and standard deviation for SDLRS by subgroups. The female
group had a mean 216.28 that is 6 points higher than the male group 210.83. The
Administration and Finance group had a mean 217.48 that is higher than the Computation
and Information group 215.83, the Health Sciences group 215.02, and the Sciences and
Theoretical Studies group 201.92. The 38-47 year old group had a mean of 219.76 that
was higher than the 28-37 year old group (213.08), and the 18-27 years group 212.33.

Table 4

Mean and Standard Deviation for SDLRS by Subgroup

Group Mean SD

Gender Male 210.83 25.94
Female 216.28 24.40

College Administration and Finance College 217.48 24.44
Computation and Information College 215.83 23.49
Health Sciences College 215.02 28.13
Sciences and Theoretical Studies College 201.92 23.52
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Age 18-27 years 212.33 24.73
28-37 years 213.08 26.19
38-47 years 219.76 23.39

N =203

Findings for Research Question 2

Does the level of SDLRS among undergraduate students at SEU in Saudi Arabia differ by
gender? To answer research question two, an independent means t test was performed to
ascertain if there was a significant difference between the level of SDLRS and the
selected demographic variable of gender.

Results of the independent means t tests are presented in Table 5.

Table 5

Independent t Test Result for Gender

Gender n Mean SD df t P
Male 100 210.83 25.96 201 1.54 124
Female 103 216.28 24.40 199.37

Note: o = .05

Table 11 indicates that there was no significant result, t = -1.54, p = 0.124 between the
level of SDLRS and gender. These results suggest that the gender did not have any
significant influence in the level of self-directed learning readiness (SDLR) among
undergraduate students at Saudi Electronic University in Saudi Arabia.

Findings for Research Question 3

Does the level of SDLRS among undergraduate students at SEU in Saudi Arabia differ by
college? This question was answered using a one-way ANOVA to determine if there was
a significant difference between the level of SDLRS and college (Administrative and
Financial, Computing and Informatics, Health Sciences, Science and Theoretical
Studies). Results of the one-way ANOVA are presented in Table 6.

Table 6

Summery One-Way ANOVA Table for College

Source SS df MS F P
Between Groups 6333.52 3 2111.17 3.43 .018
Within Groups 122509.36 199 615.63

Total 128842.88 202

Note: o = .05

As shown in Table 12, at an alpha level of .05 the significance level is .018, which is
below .05. There was a statistically significant difference in the mean score of SDLRS
related to college in which the participant was matriculating. To know which of the
specific groups differed, the researcher used the multiple comparisons table, which
consist the result of post-hoc tests. The result of Tukey post-hoc test is presented in
Table 7.



Table 7
Multiple Comparisons Results by College

College Mean AF Cl HS ST

AF 217.48 -- -1.65 -2.46 -15.56"
Cl 215.83 1.65 -- -.80 -13.91°
HS 215.02 2.46 .80 - -13.10
ST 201.92 15.56" 13.91° 13.10 --

Note: o = .05 = p >.05
AF = Administration and Finance College; Cl = Computation and Informatics; HS =
Health Sciences College; ST = Science and Theoretical Studies College.

Table 13 demonstrates that the Tukey test showed the existence of significant differences
at the .05 level between the students in the Sciences and Theoretical Studies College, and
the students in Administration and Finance College. Also, revealed were significant
differences at the .05 level between the students in the Sciences and Theoretical Studies
College, and the students in Computation and Information College.

Conclusion

This study determined the level of self-directed learning readiness (SDLR) for
undergraduate students at Saudi Electronic University in Saudi Arabia. The study also
investigated the relationships between the level of self-directed learning readiness and
selected demographic variables such as gender, college, and age in the sample of
undergraduate students in Saudi Arabia. The results demonstrated that undergraduate
students at Saudi Electronic University on Riyadh campus had an average level of
SDLRS. Also, demographic variables of gender and age did not have differences between
them and the mean score of SDLRS among undergraduate students at Saudi Electronic
University on Riyadh campus. However, the demographic variables of college revealed a
significant difference.

Implications

Results of the study offer several implications for practice and has potential to make
positive updates to the educational system in Saudi Arabia in general and SEU in
particular. Determining the level of SDLRS among students may provide additional
methods for students to learn the skills needed for SDL. It also may help faculty
members review their syllabi to be in accord with the level of self-directed learning
readiness among undergraduate students. Saudi Arabia students have historically not
been taught or encouraged to be self-directed learners. To increase potential increase in
SDLRS, the system of education in Saudi Arabia could provide courses and or activities
that address self-directed learning skills. Although there was no difference in SDLRS
scores by gender, women were not allowed to participant in higher education until about
40 years ago. Since the majority of student were younger, it is possible that a broader age
range might have produced different results.

The Administration and Finance College and Computation and Information College had
higher scores than the Sciences and Theoretical College. Teachers and students rely on
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theoretical techniques, lectures, and memorizing. If the Ministry of Education wants to
improve self-directed learning skills at SEU, or any other university, paying attention to
the mix between theory and practice might improve self-directed learning skills. Again
paying attention to methods and techniques that emphasize SDL skills could be more
consciously implemented in the lower scoring colleges.

The participants were close in age, which may have accounted for the similar results. If
the age of the students increases, differences in SDL may occur. Should that happen,
SEU might need to address changes needed for the increased age range.

Recommendation for Further Research

Recommendations for future research include:

e This study utilized quantitative methods to determine the level of Self-directed
student readiness (SDLR) among undergraduate students at Saudi Electronic
University in Riyadh campus. Conducting qualitative research studies such as
interviews and focus groups may provide greater insights into student SDLR.

e This study indicated the undergraduate student perceptions about their self-
directed learning readiness. Similar studies could be conducted with graduate
students to determine whether there is similar or different perception about their
self-directed learning readiness.

e This study focused only on Saudi Electronic University. Future research could
extend to other universities in Saudi Arabia and comparison could be made
between Saudi Electronic University and other universities in Saudi Arabia.

e This study focused on Riyadh campus of Saudi Electronic University. Different
research studies could be conducted on other campuses of Saudi Electronic
University and make comparison among campuses of Saudi Electronic
University.

e The number of participants of this study was 203 undergraduate students.
Conducting future research with increased number of participants may contribute
to providing more information about SDLR.

e This study included the demographic variables of gender and college. A similar
study may be conducted with different demographic variables including variables
such marital status, occupation, and nationality.

e This study focused on the undergraduate students in summer semester 2016.
Future research could be conducted in different semesters at Saudi Electronic
University.

e This study included all years of studying at Saudi Electronic University.
Different studies could focus only on Fifth year.
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CAREER TRANSITIONS AND PROFESSIONAL DEVELOPMENT
OF BULGARIAN IMMIGRANTS IN THE UNITED STATES

lva Angelova, Ed.D.!

ABSTRACT: This paper focuses on job transitions and professional development of immigrants in the
United States. Using narrative as a method and exploring Bulgarian immigrants’ personal experience
stories, this report shares some of the findings from the author’s dissertation. Upon coming to the United
States, the Bulgarian immigrants experienced a different language and culture in their host country. In
addition, the initial lack of recognition of their credentials forced many of them to take low-skilled jobs.
However, they successfully adapted over time by improving their host language skills, continuing their
education, and learning and fulfilling requirements in the local labor market so they could eventually obtain
the more high-skilled jobs they desired. These Bulgarian immigrants took different career paths toward
achieving their goals and aspirations. However, being highly motivated, hard-working, and persistent
individuals, they not only persevered and survived, but they also said they felt successful doing their jobs in
their new environment.

Keywords: Bulgarian immigrants, career transitions, professional development, United States

Most immigrants face barriers regarding entry into the labor market due to limited
fluency in English, lack of formal education from their host country, and employers being
unprepared to employ immigrants (Boeren, 2011; Harrison & Lloyd, 2013). Additionally,
most immigrants’ educational and professional credentials, gained prior to migration,
may not be recognized (Lee & Westwood, 1996). Further, formal citizenship may not
equate with immigrant civic engagement because immigrant communities “are not fully
included in social and political processes” (Ebert & Okamoto, 2013, p. 1267). Finally,
societal attitudes toward immigrants may not favor their integration (Berry, 1990, 1997,
Berry, Kim, Power, Young, & Bujaki, 1989). Therefore, there is a need to investigate

immigrants’, in this case Bulgarian, perceptions of immigrant work in the United States
(U.S).

Using narrative as a method to explore Bulgarian immigrants’ personal experience
stories, this report shares findings from a larger dissertation study, which the author
conducted with 21 Bulgarian immigrants from the Chicagoland area. This paper focuses
on job transitions and professional development of immigrants in the United States. All
participants were given pseudonyms.

Job or Career Transitions
The Bulgarian immigrants shared their perceptions of the transitions they made in terms
of their jobs/careers. While some of the participants in the study talked about transitions

in Bulgaria and the U.S., others discussed transitions that only happened in the U.S.

For example, Diliana shared her experience with job/career transitions. She said:

! Iva Angelova graduated with her doctorate in Adult and Higher Education from Northern
Illinois Uniersity, DeKalb, Illinois, the United States. You can contact her at
angelova.iva@gmail.com
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Um, I will tell you only here, since | came to America. But in fact, even in
Bulgaria...After I completed my higher education [in Bulgaria], um, | started a
couple of months later to work in a bank for about four years. Then | came [to
America]. But here, at the beginning there was a period in which | was adapting. |
would say the first two to three years | had to work at jobs that are for people
without any education. My first job was as a waitress. And after that | helped an
elderly woman...And after that I worked as a waitress again for a couple of
months. And then from 2002 | started again work at [name of bank] here with my
degree and what I have studied. And after that with the trucking, it is almost ten
years that | am doing it. But at the beginning, there was a period of two to three
years when just because of how the circumstances were, and most of everything
because you are an immigrant here, and you have to start somehow from
somewhere, but to start such things that they do not require any education [sighs].

Diliana shared that in the first couple of years since her arrival in the U.S., she worked
jobs for which she did not utilize her higher education degree. She explained that this was
how an immigrant would start.

A similar view about how an immigrant starts at the beginning was expressed by Vasil.
He said:

Well, this is maybe like every immigrant that is in America. To tell you, at the
beginning before you get oriented, before you certify, before you have the
opportunity for an experience, the experience is very important here. Well,
everyone starts whatever he can work. | have passed through the common
experience, right. But | already have discovered the niches for the certificates, this
opportunity that is provided. And well, before I got the certificate, | have worked
all kinds of work which has not been towards my specialty...[But after I got a
certificate in America]...[I managed] to qualify in something, in more cultured
job, say as a desk top support, software installations, these things. And the
certificate is related with this type of profession. Say we have installation of
devices, and so on. But as every immigrant, you start whatever you can work. Up
to you complete the certificates and other courses. And from there on, in
practice/in reality, your career starts.

Vasil referred to “the common experience” of an immigrant when he worked jobs that
were not in his major. Vasil believed that an immigrant professional career started when
he completed some formal education.

Many of the Bulgarian immigrants discussed their transitions when they already had
professional careers in the U.S. Some of the job transitions occurred because the
Bulgarian immigrants wanted to explore which area of work within the professional field
to pursue. Viara described the career options she had considered:
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| worked in different areas. You can work therapy in a hospital, retirement home,
clinics. Um, I went through all [of these]. Oh, you can also go to homes, home
therapy. Um, | just went through all because | wanted to see which one would be
best for me, in the sense that, and it looks like, there is no easy job/workplace, but
it looks like I liked the most at retirement homes because you have independence,
and you see, [you are] flexible. You can go whenever is convenient for you, right.
Um, and you are not dependent on other people. While if you are at [a hospital], it
is nice in a hospital too, but there you work more with colleagues constantly,
right, at the retirement home also.

Viara valued being independent and having flexibility at her work. After working in
different areas, she was able to decide which one would be best for her to pursue.

Some of the participants perceived their job transitions as positive while others perceived
these as negative.

For Petya, transition meant opening more Bulgarian schools in Chicagoland.

Um, [ don’t know. I don’t think [there are any transitions]. Um, so what I have
done, it is not exactly as transitions, but as expansions. So the aim is to have more
schools, closer to people, to where they live. So we had opened new schools,
where there is a need.

Petya envisioned new Bulgarian schools being created close to Bulgarian families with
children.

Some of the participants expressed why they did not like job transitions. Negative perceptions
revolved around participants’ work environments and their occupational choices. Snejana felt
that she was changing jobs due to the lack of opportunities to choose where to work.

Transition....Maybe transition....I have been from one sphere to another. And
mainly this happened here because... I don’t know if this addresses exactly the
question. But mainly I have worked, let’s say it a little bit whatever it came by
chance. A little bit | have worked and | have not searched. More or less, | have
taken whatever came along the way. And so. You do not have a lot of opportunity
to choose and to stay without a job, from this point of view. And transitions
happened because of these reasons. And at the moment | am in this sphere of the
trucking business. | mean | have not done that before. And so, it is quite different
from what | have studied, but it is at least something.

Some immigrants reflected on their past work experience when they worked jobs that
were not in their specialty or for which they did not need education. Snejana stated that
now she worked at something new and very different from her education.

Dimitar had a pessimistic view about his job/career transition:
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The transitions are this, it is not a transition [laughs]. It is downhill for me
because from a higher level you go to a lower level, which is with a similar
activity, but the level is much lower.

Dimitar believed that before coming to the U.S. he had reached a higher level of work in
Bulgaria. However, in America he perceived this was not the case and that by going to
work in another industry he could not maintain the same level.

Findings from the section of job/career transitions are the following:

1. The Bulgarian immigrants experienced job/career transitions both in Bulgaria
and the U.S.

2. During the first couple of years after their arrival in the U.S., the Bulgarian
immigrants were employed mainly in low-skilled labor.

3. The Bulgarian immigrants had both positive and negative perceptions of their
job/career transitions.

Professional Development

Bulgarian immigrants shared what steps they had considered for advancing in their
careers and how they had being successful at their current jobs/occupations. The
Bulgarian immigrants perceived language as important for their professional realization.
Many of the participants in the study believed that without English they would have not
had careers in the U.S. A number of participants also elaborated on learning new things
and upgrading their skills at/for work.

Dimitar talked about the need for being current in your professional knowledge:

As in all, no matter what job you work, current, not current, previous, you just
have to follow everything new, to be updated, as they say, in every moment, in
any time. Otherwise, you lose positions. Things develop extremely fast.
Technologies develop extremely fast. What was five years ago, it is already old,
as it is in the automobile industry, not to talk about in aviation and in other
industries. So you constantly have to find a way, the best is self-education,
[laughs] in any time of the day and night. This is it.

Dimitar believed that a person had to be competitive in his industry. According to him,
the best way to keep up with the fast-pace changes, including new technology, was self-
education.

For Snejana, who was just starting a new job, to be successful in her work meant she
needed to learn what was required of her. As she said, “to understand better how, um,
what is required from me, how it [the work] is done.”

Boyana reflected on her learning experience and requirements at work:
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Um, the steps [for advancement and being successful in current job/career] are
that I try to learn everything that is new, as there are constantly new computer
programs. Here we had again some computer programs that were very difficult to
some people. And for me it is not easy, but here | learned this new program too; |
got into it too. And | try with everything that my work requires to manage and to
learn it so that I could keep up with everyone and even do better....And I think
this Is a success, to manage to be able to succeed with all new things, and stay
current with all requirements which are posed in front of me in my work.

Boyana shared that to be successful at her work she was learning new things that
employees had to know. Boyana felt successful with mastering new technology and with
learning and managing everything required of her.

Similarly to Dimitar and Boyana, Vasil stressed the importance of learning new
technology in his professional field. For him, the main steps for career advancement were
obtaining certificates. As Vasil said:

Continuation of the certificates; always to consider opportunities for development.
| receive magazines that publish the last things [in IT]. And the desire to read and
to develop in this [career] always. It is like this with technology, right? To be
successful, I have to study constantly every six months at the least.

Vasil believed that he needed to learn about novel developments in his professional field.
He also considered opportunities for development such as studying for and obtaining
certificates.

Apart from learning and upgrading their skills, the Bulgarian immigrants were also taking
courses, taking tests and exams, passing certificates for career advancement / success,

and participating in training sessions. For example, as part of her professional
development, Vesela was taking continuing education classes:

Um, I inform myself constantly of the advancements. | take continuing
medication classes. I read literature on the side...Continuing education [classes]
are mandatory, but they are also interesting and useful. Um, the additional things
are already my initiative.

To learn new things for her work, Vesela was reading as a self-directed learner and taking
the required continuing education classes.

Desislava discussed trainings. Reflecting on her past experience with obtaining
qualifications, she said, “When I was in Bulgaria, | constantly qualified myself [went
through trainings], | mean | designed courses for pre-qualification and qualifications in
the field I am, education.” Diana also shared her experiences, “I take additional courses
so that | will be able to qualify for something else one day.” She was currently taking
classes, hoping to have a better professional choice in the future.
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How some of the participants viewed the steps for job/career advancement/success was
influenced by their work preferences. For example, Kamen understood the steps for
success as acquiring experience that can improve one’s situation. He stated:

To gain experience so that you can work for yourself. And you define how much
you have to work per day. When you work for others, he [the employer] forces
you [to work] for more, and more, and more. [To advance/succeed is] to go on
your own, and after that, it can become better.

Kamen valued working independently.

Some of the Bulgarian immigrants identified certain personal characteristics that were
important for advancement and success in their careers. The most frequent response was
being responsible for work. For example, Krum elaborated on the steps he considered to
be successful in his work:

To do your job responsibly. Um, what you set as a price, you should leave the
way it was set initially. Because many contractors do otherwise. They say the
price only to take the job, and after that they start changing everything. The
clients become frustrated, and it becomes...it is not what the client has expected.
The client had expected one thing, the contractor is bringing another, and the
relations get spoiled. What we do is to try to stick to what we say. Maybe 99% of
what | say at the beginning is what stays till the end. The price will change only if
there is something unexpected. But this is a rule I stick to. The other thing is
always to be at work...We have settled [for the project], we have said we will
take that [price], and if we said we will take it, we will complete it [the
project/work]...And this is it. Just do your job responsibly.

Krum explained what being responsible meant in his work, while Diliana brought a
different view about steps for one’s advancement and success:

Um, the steps are simply, a person has to be actively alert and to look around for
potential opportunities around herself. Because sometimes, well, an opportunity
comes at a given time, but after that it is no longer valid/actual. So in my view,
well, I am running my own business and a person has to be with open eyes and to
look around for opportunities around her. And if in a given moment, she has such
an opportunity, not to lose it, to catch/seize it, and to do something.

For Diliana, to advance in one’s career was related to being active and not missing an
opportunity.

Asen presented other personal qualities for advancing at work in his profession:
Um, again, persistence, aggressiveness, um, to defend my point of view. | had to

be a very good student during the whole time because | wanted to advance
quickly. And this is it. In general, these three things. And to be capable [to do
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things]. You have to be able to learn. And not to forget the most important thing —
how to handle stress. Because in this job many people have tried and are trying at
the moment to do something. It is not that they are lacking something. It is just
they cannot handle the stress. Because in our profession, there is a lot of stress.

Asen believed that it was crucial in his profession for a person to be able to deal with
stress.

Two of the participants pointed out that it was important for a person to have a desire to
have a job for his/her professional development. Simeon believed that personal attitude
toward work, such as having desire, is important for one to find a job. As he said, “When
the person has a desire, everything falls into place.” For Vasil, the steps for his
professional development were continuation of the certificates and his desire to continue
studying for the next level of the certificates.

Findings from the section of Professional Development indicated that Bulgarian
immigrants considered the following steps for advancement or success in their current
careers: learning new skills and updating knowledge by taking courses, taking tests and
exams, obtaining certificates, and participating in training. Bulgarian immigrants also
perceived that certain personal characteristics and attitudes toward work were important
for advancing or being successful in one’s career.

Going Through Changes After Coming to the U.S.

Bulgarian immigrants perceived they went through some changes after coming to the
U.S. According to Berry (1991), change occurs on the physical, biological, political,
economic, cultural, social, and psychological levels (as cited in VVargas-Reighley, 2005).
The Bulgarian immigrants in the study discussed how they underwent economic, cultural,
social, and psychological changes.

Changes on the Economic Level

When coming to the U.S., the Bulgarian immigrants evaluated their work prospects for
the U.S. labor market. Many of them realized they would not be able to work in the
occupation they were in in Bulgaria. Their Bulgarian credentials were not recognized in
the U.S. This confirms other studies’ findings about recognition of foreign credentials in
the U.S. (e.g., Fang, Zikic, & Novicevic, 2009; Rabben, 2013).

In general, recent immigrants often work in low-skilled occupations, especially during
the first years of residence in the U.S. (Yakushko, Backhaus, Watson, Ngaruiya, &
Gonzalez, 2008). These Bulgarian immigrants also had to find other types of work that
were different from the jobs they were engaged in while in Bulgaria. Pressed by the
immediate need to earn a living, many took on low-skilled occupations, which confirms
the findings of authors, who identified the downgrading of immigrant skills and brain
waste (e.g., Batalova, Fix, & Creticos, 2008). Many of the Bulgarian immigrants said that
when one comes to America, he/she needs to start at zero. However, although these
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Bulgarian immigrants felt that they had to start at zero by obtaining jobs in low-skilled
occupations, they still had higher goals for themselves.

Changes on the Cultural Level

Berry (1991) stated that changes on the cultural level include linguistic, religious, or
educational shifts. One of the first things some of the Bulgarian immigrants considered
was learning the English language. They enrolled in courses to improve their language
skills and later entered the U.S. higher education system. Some of the participants shared
that they experienced additional stress from the demands of the new educational system,
together with the necessity of going to work. Furthermore, it is important that immigrants
are aware of differences in cultural norms and environments with respect to work in their
home and host countries (Yakushko et al., 2008). During his first job experiences in the
U.S., while working for a large U.S. corporation, Vasil learned about the organizational
system of work in the U.S. Another participant in the study, Bisera, advised her
immigrant clients to watch American movies as a way to learn the English language and
ease the adjustment to the foreign life.

Changes on the Social Level

By coming to the U.S., immigrants’ relations with members of their families and
communities are often negatively affected (Yakushko et al., 2008). For these Bulgarian
immigrants, social changes included losing old relations and being exposed to new kinds
of relationships at work. For some of the younger immigrants, the social changes
included being part of an organizational hierarchical structure and having supervisors or
managers.

Changes on the Psychological Level

Berry (1991) noted that on the psychological level, changes in values, identities, abilities,
and motives may occur. The acculturation construct is multidimensional, involving
change across multiple levels. It is assumed that the dominant group initiates a change in
the acculturative group. Chiswick and Miller (1995) discussed incentives to learn the
dominant language in the immigrants’ host country because they could have a better job.
The Bulgarian immigrants in this study considered the incentives, including attending
English language classes and continuing their education opportunities. Some of them
expressed higher levels of motivation to make changes and succeed. Some of the
immigrants in this study shared how they changed their motivation to understand
different aspects of life in the U.S. For example, Boyana who was once a traditional-age
student in Bulgaria became a non-traditional student in the U.S. When coming to the U.S.
in her 50s, she realized that she needed to study again to succeed, and according to her,
this was not the usual age people pursued formal education. However, once making the
decision to enroll in a higher degree program in the U.S., Boyana was persistent because
she wanted to succeed in her new life. To achieve her goal, she needed to complete her
program of study. Boyana found strength she did not know she had and completed it
within the two-year time frame she wanted. Similar to Boyana, Vesela also considered
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becoming a non-traditional student. She was a single parent and wanted to study to better
provide for her child.

To conclude, upon coming to the United States, the Bulgarian immigrants in this study
experienced a different language and culture in their host country. In addition, the initial
lack of recognition of their credentials forced many of them to take low-skilled jobs.
However, they successfully adapted over time by improving their English language skills
and continuing their education. In addition, they continued learning and fulfilling
requirements in the local labor market so they could eventually obtain the more high-
skilled jobs they desired. These Bulgarian immigrants took different career paths toward
achieving their goals and aspirations. However, being highly motivated, hard-working,
and persistent individuals, they not only persevered and survived, but they also said they
felt successful doing their jobs in their new environment.
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PRESERVING THE SOCIAL COHESIVENESS AND LIFELONG
LEARNING MISSION OF SCOTLAND’S PUBLIC LIBRARIES:
EVALUATING THE SCOTTISH NATIONAL LIBRARY STRATEGY
THROUGH THE CAPABILITIES APPROACH

Kiran Badwal, M.Sc.!

ABSTRACT: The following paper is based on my master’s degree thesis written as a graduate student at
the University of Glasgow from 2014-2015 titled, “Preserving the Social Cohesiveness and Lifelong
Educational Mission of Public Libraries in Times of Austerity: Assessing the Potential of the Scottish
National Library Strategy through the Capabilities Approach.” The purpose of my research is to understand
how austerity policies have weakened and compromised the public library service in Scotland. In June
2015, the first Scottish national library strategy for public libraries was issued. Entitled, Ambition &
Opportunity: A Strategy for Public Libraries in Scotland 2015-2020, was released as a policy response to
ongoing austerity cuts in public services from the UK government. My research is a literature-based
analysis of the new strategy using Martha Nussbaum’s interpretation of the Capabilities Approach as a
theoretical framework in which to examine and evaluate the policy’s strategic aims and recommendations.
In carrying out my research, | identified those central capabilities which | thought best corresponded to
each of the strategic aims outlined in the Scottish national library strategy. Also, | used various examples
of public library programs and initiatives (in Scotland and elsewhere) to help illustrate the links between
the strategic aims and central capabilities. Throughout my analysis, | define public libraries as a vital
community and social service that provides lifelong learning opportunities, social and community cohesion,
adult and family literacy, and other innumerable benefits to the communities they serve.

Keywords: Scottish public libraries, lifelong learning, social cohesion, capabilities approach, austerity,
public library policy

Public libraries are important to the communities they serve, especially as centers for
lifelong learning, community development, social cohesion, and the preservation of local
history and culture. Scotland’s public libraries have been offering these services and
more to communities across the country for more than 150 years (Aitken, 1971; SLIC
and Carnegie UK Trust, 2015). Since the conservatives came to power in 2010, austerity
cuts to public and social services have served as the government’s main strategy for
stabilizing the British economy after the global economic crisis in 2008 (Sparrow, 2015).
Because of this policy, public libraries have become increasingly easy targets for cuts as
local governments across the Union seek to balance their budgets and provide essential
services to their communities (CIPFA, 2014a; 2014b). Austerity cuts to public libraries
include not only slashing and limiting operating hours, hiring freezes, staff layoffs,
eliminating funds for new materials, but also the closure of community libraries
altogether (SLIC and Carnegie UK Trust, 2015). In comparison, Scotland’s public
libraries have fared much better than the rest of the UK. Part of this can be attributed to
Scotland’s more liberal, devolved government which shows more support for public and
social services than the national government based in London (SLIC and Carnegie UK

! Kiran Badwal is a graduate of the University of Glasgow’s MSc. Programme in Adult and Continuing
Education/Teaching Adults. She is currently in her first semester of doctoral study in Lifelong Learning
and Adult Education at Penn State University. She can be reached via email at kkb22@psu.edu and
kiran.badwal@gmail.com.
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Trust, 2015). When | wrote my thesis, | used available statistical information on public
libraries from the Chartered Institute of Public Finance and Accountancy (CIPFA) from
2009-2014. This data were striking in that they revealed cause for concern regarding
public libraries across the UK. The statistics indicated significant decline in the number
of public libraries operating in the Union from 4,482 down to 4,145 (CIPFA, 2014a). In
total, 337 libraries were closed across the UK. Out of this figure, Scotland lost 17 brick
and mortar libraries and 12 mobile library services (CIPFA, 2014a; 2014b; Public
Libraries News, 2015). Since then, data for 2014-2015 have become available and the
picture continues to look discouraging. According to CIPFA, 228 libraries closed their
doors bringing the total number of libraries across the UK down to 3,917 (CIPFA, 2015).
My research is a literature-based study that strives to illustrate the contributions that
public libraries make to the communities they serve. Contextualized in Scotland, my
thesis research serves as a contribution to the growing body of knowledge pertaining to
the effects of austerity cuts to public services.

Objective, Rationale, and Method of Research

The objective of my research is to understand how ongoing austerity cuts weaken the
ability of Scottish public libraries to carry out their lifelong educational and social
mission. | carried out a literature-based study analyzing the Scottish national library
strategy, its strategic aims and recommendations, using Martha Nussbaum’s (2003; 2009)
expanded definition of the Capabilities Approach as a theoretical framework in which to
base my research study. To do this, I used specific real-life examples of public library
initiatives to relate the policy document’s strategic aims with the central capabilities that
compose the Capabilities Approach. As a literature based study, the process for
collecting information, resources, and literature involved several steps. | worked closely
with my thesis supervisor Dr. Bonnie Slade and University of Glasgow librarian Ms.
Honor Hania to help me with initiating an initial keyword database search and to obtain
background information to provide me with context of the overall situation facing
Scottish public libraries. Using NEXUS, | was able to pull more than one hundred brief
newspaper articles pertaining to cuts in public library service provision, including cuts to
branch operating hours and staff, closings, and proposed closures of branch libraries
across Scotland. Afterwards, | used other databases, including ProQuest, LISA, EBSCO
HOST, Gale Research, and more to expand my search for articles providing general and
background information concerning public libraries, as well as for research studies
relevant to adult education and the Capabilities Approach. Additionally, | used the
university’s inter-library loan service to order books about public library policies,
services, and programs.

Furthermore, | attended the annual conference of the Chartered Institute of Library and
Information Science Professionals for Scotland (CILIPS) that took place in Dundee from
June 1%-2" 2015. At the conference, | was introduced to a UK wide public library
advocacy website called Public Libraries News which provides an online archive of news
reports about the status of public libraries, including notices of closings, proposed
closures, cuts in staff and operating hours, and other administrative reorganizing of
libraries (CILIPS, 2015a; Public Libraries News, 2015). Although the website focuses
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mainly on library developments in the UK, it occasionally features news and information
about libraries in other countries. Next, | conducted an online search for demographic
information about Scotland and Scottish public libraries. Additionally, | contacted all
thirty-two local councils as well as library professional associations by email and
telephone to make inquiries regarding freedom of information requests in order to obtain
historical budget and statistical data for public libraries going back the last five years. In
particular, the Inverclyde Council Libraries was immensely helpful to my search for
information by providing me with electronic copies of the annual statistical reports (from
2009-2014) published by the Chartered Institute of Finance and Public Accountancy
(CIPFA). To mention, CIPFA is the main professional and accrediting organization that
represents the public finance sector across the UK. It conducts annual performance
reviews and publishes statistical reports about public services nationwide, including
public libraries (CIPFA, 2010; 2012; 2014a; 2014b). Finally, I contacted the Scottish
Library and Information Council to request a copy of the national library strategy. These
were the steps | took to collect literature and information for my research.

Theoretical Framework: The Capabilities Approach

Martha Nussbaum further expanded its definition by developing a list of ten central
capabilities (entitlements) that all countries must work towards providing their citizens
(Nussbaum, 2003, 2009; Robeyns, 2006). Nussbaum refers to the Capabilities Approach
as a “partial theory for social justice” because she considers it an evolving, conceptual
theory that she may expand upon as she sees appropriate (Nussbaum, 2003; 2009). As a
partial social justice theory, the Capabilities Approach offers an alternative perspective
and framework in which to assess and evaluate a country’s development, growth, and
progress. Its crux rests on the idea that the goal of national development should be
guaranteeing citizens the rights and opportunities to reach their full potential and that
conditions should be such that it makes it possible for individuals to thrive and have a
healthy, fulfilling life. Furthermore, it recognizes the role of women play in society and
within the formal and informal economy (2003). The ten central capabilities serve two
purposes. One, is as a list of rights and entitlements. Two, they also represent a set of
outcomes that could result when individuals are able to fully develop their talents,
abilities, and reach their highest potential (Nussbaum, 2003, 2009). With that, here are
the ten central capabilities provided directly by verbatim (Nussbaum, 2003, pp. 41-42).

1. Life-being able to live to the end of a human life of normal length; not dying
prematurely, or before one’s life is so reduced as to be not worth living.

2. Bodily health-being able to have good health, including reproductive health; to be
adequately nourished; to have adequate shelter.

3. Bodily integrity-being able to move freely from place to place; to be secure against

violent assault, including sexual assault and domestic violence; having opportunities
for sexual satisfaction and for choice in matters of reproduction.
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10.

Senses, imagination, and thought-being able to use the senses, to imagine, think,
and reason and to do these things in a “truly human” way, a way informed and
cultivated by an adequate education, including, but by no means limited to, literacy
and basic mathematical and scientific training. Being able to use imagination and
thought in connection with experiencing and producing works and events of one’s
own choice, religious, literary, musical, and so forth. Being able to use one’s mind in
ways protected by guarantees of freedom of expression with respect to both political
and artistic speech, and freedom of religious exercise. Being able to have pleasurable
experiences and to avoid non-beneficial pain.

Emotions-being able to have attachments to things and people outside ourselves; to
love those who love and care for us, to grieve at their absence; in general, to love, to
grieve, to experience longing, gratitude, and justified anger. (Supporting this
capability means supporting forms of human association that can be shown to be
crucial in their development.)

Practical reason-being able to form a conception of the good and to engage in
critical reflection about the planning of one’s life. (This entails protection for the
liberty of conscience and religious observance.)

Affiliation-being able to live with and toward others, to recognize and show concern
for other human beings, to engage in various forms of social interaction; to be able to
imagine the situation of another. (Protecting this capability means protecting
institutions that constitute and nourish such forms of affiliation, and also protecting
the freedom of assembly and political speech.)

Other species-being able to live with concern for and in relation to animals, plants,
and the world of nature.

Play-being able to laugh, to play, to enjoy recreational activities.

Control over one’s environment: (a) Political-being able to participate effectively
in political choices that govern one’s life; having the right of political participation,
protections of free speech and association, (b) Material-being able to hold property
(both land and movable goods), and having property rights on an equal basis with
others; having the freedom from unwarranted search and seizure. In work, [that
means] being able to work as a human being, exercising practical reason, and entering
into meaningful relationships of mutual recognition with other workers.

| chose the Capabilities Approach as my theoretical framework for this research, because
I think it complements the overall social justice ethos of the fields of adult education and
lifelong learning (Jarvis, 2006, 2008; Knowles, 1972). As an evolving social justice
theory, it offers an alternative perspective in which to analyze and evaluate a variety of
social, economic, political, and public policy issues through its focus on essential aspects
of an individual’s human development, including one’s physical, emotional, mental,
spiritual, intellectual, social, economic, and political development. Furthermore, as

26



centers and resources for lifelong learning, adult education, and community development,
public libraries play a contributory role in helping individuals and communities develop
awareness of the central capabilities. Libraries offer a variety of adult learning
opportunities, such as literacy classes, ESL classes, special interest topical classes, as
well as host a special community and cultural events that enrich adult and lifelong
learning and much more (Edwards, Robinson, & Unger, 2013).

Summative Analysis I: The Strategic Aims correlate to The Capabilities Approach

Ambition & Opportunity: A Strategy for Public Libraries in Scotland 2015-2020 is a
response to austerity policies and attempts to define the role of public libraries as
essential, invaluable community resources. The strategy was written as a collaborative
effort by SLIC, the Convention of Scottish Local Authorities (COSLA), the Carnegie UK
Trust, and the Scottish Government. The strategy consists of six strategic aims that
correspond with the Scottish Government’s plan for national development. At this point,
the remainder of my paper is devoted to summarizing how | analyzed the strategy using
the Capabilities Approach. To do this, | identified those central capabilities which |
thought best corresponded to each of the strategic aims, and, in addition, used various
examples of public library programs and initiatives (in Scotland and elsewhere) to
illustrate the links between the strategic aims and central capabilities. The text of each
strategic aim is provided directly by verbatim from the strategic document (SLIC &
Carnegie UK Trust, 2015).

1. Libraries promoting reading, literacy and lifelong learning- Public libraries
Scotland promote education and learning for all, develop a culture of reading for
pleasure, offer support for everyone from early years to older people, and enable
people to make informed choices (p. 14).

This strategic aim sums up what public libraries are all about. As places that offer
non-formal education and information services, libraries offer a wide variety of
programs, reference and reading materials for patrons of all ages and backgrounds,
and they are actively engaged with the communities in which they serve. As
articulated and described by the titles of the chapters in Edwards et al. (2013),
libraries as serving key educational, social, and cultural roles in communities as
“centres for civic action, centres for diverse populations, centres for arts, universities
for the community, and champions for youth” (pp. 133, 146, 161, 175, 189, 199,
209). Therefore, these strategic aims closely correspond to the fourth, sixth, and tenth
central capabilities pertaining to senses, imagination and thought, practical reason,
and control over one’s environment (Nussbaum, 2003). An illustrative example that
is pertinent to this strategic aim is the Welcome Centre at the New York Queen’s
Library. The Welcome Centre offers a variety of adult learning programs, including
ESL courses, GED prep courses, and adult basic education courses for adult learners
with little to no literacy skills. Other courses offered include family literacy courses,
foreign language literacy courses for native speakers with little to no literacy skills in
their native language (Muphy & Clark, 2013).
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2. Libraries promoting digital inclusion- Public libraries in Scotland make the best
use of digital technologies to deliver high quality, efficient and responsive services,
enabling access to information and services wherever and whenever citizens want
them (SLIC & Carnegie UK Trust, 2015, p. 18).

Libraries were amongst the first institutions to embrace technological innovation, and
they are making efforts to coexist alongside ever changing information technology
despite smaller budgets and limited resources. Therefore, this strategic aim closely
corresponds to the fourth, seventh, and tenth central capabilities related to senses,
imagination and thought, affiliation, and control over one’s environment (Nussbaum,
2003). An example that highlights this strategic aim and is relevant to adult
education and lifelong learning is the introductory tutor-led computer courses
available through Glasgow public libraries. The Glasgow libraries offer two types of
introductory courses. One course is for learners with very little or no experience with
using computers (Glasgow Life, 2014). Courses run for two hours each over five
weeks and cover computer basics and introduction to using the internet. The second
course is for learners with some knowledge of computers but who need to refresh and
update their skills. These courses run for two hours over four weeks and cover
computer basics, such as using email, preparing a resume on Microsoft Word, and
learning to conduct a job search online (Glasgow Life, 2014).

3. Libraries promoting economic wellbeing- Public libraries in Scotland contribute to
Scotland’s economic wellbeing, supporting jobseekers, offering courses in digital
skills, language courses, and support for small businesses (SLIC & Carnegie UK
Trust, 2015, p.22).

Public libraries are free public services that are invested in the communities in which
they are situated (Edwards, et al., 2013; McMenemy, 2009). During these difficult
and uncertain economic times, public libraries have continued to enrich and preserve
communities (Dudley, 2013; Edwards, et al., 2013). They contribute and preserve
communities through their advisory and information services, non-formal educational
programs, as well as their links with local stakeholders, such as local governments,
emergency assistance organizations, charitable organization, and knowledge of major
employers and job search resources (Dudley, 2013; Edwards, et al., 2013). For the
most part, this strategic aim corresponds with the tenth central capability. To note,
the tenth central capability consists of two parts: The first part pertains to an
individual’s basic civil and political rights and freedoms, while the second part refers
to an individual’s economic rights and freedoms (Nussbaum, 2003). Therefore, this
strategic aim relates to the second part of the tenth central capability since it pertains
to economic development. An example that illustrates this part of the tenth central
capability is the Edinburgh Libraries’ business hubs (SLIC and Carnegie UK Trust,
2015). These business hubs offer free IT classes and technical assistance for small
businesses and internet start-ups (SLIC and Carnegie UK Trust, 2015). More than
2,150 people interested in starting a small business have attended approximately 174
workshops since the library system started offering this service in 2010 (SLIC
&Carnegie UK Trust, 2015).
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4. Libraries promoting social wellbeing- Public libraries in Scotland contribute to
social wellbeing, tackling social isolation, inequality, disadvantage, fractured
communities and ill health (SLIC & Carnegie UK Trust, 2015, p.25).

This strategic aim reiterates the essential function of public libraries as a free
community service and social good and closely corresponds to the seventh central
capability pertaining to affiliation (Nussbaum, 2003). The Scottish national library
strategy identifies five ways libraries contribute to developing community and
societal cohesiveness by responding to the social needs of individuals and groups in
their communities. The strategy also includes developing activities and programs to
respond to particular needs; making library space and support available for
community interest groups and members of the community looking to support one
another. It further includes contributing to the ability of individuals to become
involved in their local communities and take part in local and national life;
strengthening the identity and sense of community, and creating a public service hub
for the delivery of a range of public services (SLIC & Carnegie UK Trust, 2015, p.
25, verbatim). Innovative, original library programs, such as adult literacy classes,
children’s story times, summer reading contests, book clubs, as well as library
collaborations with local charitable organizations and social service agencies all help
to build and unite communities and provide a sense of social cohesiveness.
Additionally, libraries provide numerous opportunities to volunteer. Library
volunteers help libraries carry out their daily tasks and services. Volunteering at the
library helps individuals develop marketable and transferrable job skills, such as
organization, time management, multi-tasking, customer service, interpersonal
communication skills, and more. Above all, volunteering, at a library or elsewhere,
helps ease social isolation by enabling one to feel included and belonging as a
member of society.

5. Libraries promoting culture and creativity- Public libraries in Scotland promote
their role as cultural centres, inspiring people through books and literature, music,
film, and theatre, and encourage creativity (SLIC & Carnegie UK Trust, 2015, p. 30).

Furthermore, in addition to their mission as providers of lifelong learning and
information services, public libraries also act as preservers of local history and
culture. Hence, promoting culture and creativity is an inherent part of their mandate
and commission to communities. Public libraries hold special collections of local
history and cultural resources, as well as archive local government documents for
public access. Moreover, library staff research literature, fine arts, practical arts,
performing arts, science, and more and use this knowledge to design programs that
educate and engage patrons of all ages and diverse backgrounds. They collaborate
with local artists, theatre groups, musicians, and other professionals to enhance
learning, literacy, and foster a love of reading. In turn, this strategic aim closely
corresponds to the fourth and ninth central capabilities relating to senses, imagination,
thought, and play (Nussbaum, 2003). There exist abundant examples of such
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programs; however, one example is the Dumfries and Galloway Public Libraries’ oral
history project on the Lockerbie Disaster which seeks to interview and record the
memories of eyewitnesses to the tragedy (SLIC & Carnegie UK Trust, 2015, p. 31).

6. Libraries as excellent public services- Public libraries must be supported to
continuously improve their services (SLIC and Carnegie UK Trust, p. 33).

This is strategic aim is the crux of the national strategy and sums up what it takes to
keep libraries alive. That is, they need full financial and material support in order to
continue their mission and serving communities. When given proper support, public
libraries are able to fulfill their educational and social development missions,
including playing a vital role in helping individuals, communities, and countries
achieve the central capabilities. The next part of my summative analysis looks at the
big picture so to speak, which is how the national library strategy recommends
implementing the strategic aims. As the reader will note, the recommendations
plainly express the need for continuous, reliable support, both financially, materially,
and human resource wise. At the same time, the recommendations raise several
issues for concern. | provide a brief explanation of these issues in the next section.

Summative Analysis I1: Recommendations and Issues for Concern

The Scottish national library strategy provides recommendations for achieving the
strategic aims (SLIC and Carnegie UK Trust, 2015). In sum, the recommendations
plainly express the need for continuous, reliable financial, material, and human resources
support. At the same time, some of the recommendations raise some important issues for
concern which could pose potential and real affects upon the social development and
lifelong learning mission of public libraries. These issues include the consolidation of
public services, encroachment of commercialization and corporatizing of library services
through the extensive use of performance metrics, and risks to patron privacy and
freedom of information (McMenemy, 2009; McMenemy & Rooney-Browne, 2010).
Table 1 outlines the Scottish national library strategy’s recommendations. The text is
verbatim (SLIC and Carnegie UK Trust, 2015, pp. 6-7).

Among the recommendations that I believe raise issues for concern are those relating to
the third, fourth, fifth, and sixth strategic aims. For example, two of the
recommendations for achieving the third strategic aim are concerning because they
suggest possible consolidation of public services, such as libraries, job centers, social
services, and creating business partnerships. While consolidating services may help them
survive during the current state of economic affairs, following through with these
recommendations, without proper planning and oversight, would undoubtedly place
libraries in conflict with their overall mission as free, impartial spaces for study, research,
non-formal learning, and social cohesiveness. Moreover, these two recommendations
would likely have potential conflict with public libraries’ standards and professional
ethics which guarantee patron confidentiality and privacy (McMenemy, 2009;
McMenemy & Rooney- Browne, 2010).
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Scottish National Library Strategy: Recommendations

Strategic Aim

Recommended Actions

Libraries promoting
reading, literacy and
learning

Ensure access to library services for all citizens
using new technology.

Develop and promote the core offer from public
libraries in Scotland.

Libraries promoting
digital inclusion

Develop Scotland-wide digital access resources.
Ensure WiFi is available and accessible in all
public libraries.

Libraries promoting
economic wellbeing

Develop national, regional and local partnerships
with advice services, job centres and enterprise
organisations.

Mainstream activities to improve STEM skills in
young children.

Test and replicate a model of public libraries
providing co-working spaces for small businesses.

Libraries promoting
social wellbeing

Create strong national, regional and local
partnerships with all public services and
community planning partners.

Share best practice on how to create effective and
accessible public service or community hubs.
Build on current practice to become champions of
community engagement and empowerment.
Develop guidelines on the appropriate use of
volunteers to bring added value to services.

Libraries promoting
culture and creativity

Develop and strengthen national, regional and local
partnerships with arts and culture organisations.
Pilot a collaborative venture to provide access to
eBooks from Scottish publishers.

Support librarians to become effective voices for
freedom of information and expression.

Libraries as excellent
public services

Continue to develop methods for reporting on the
impact and outcomes of library activities through
How Good is our Public Library Service?
(HGIOPLS).

Develop and implement a learning and
development programme for all library staff.
Explore alternative approaches to generating
financial investment.

Engage proactively with models for efficient
procurement of goods and services at national
level.

Source: SLIC and Carnegie UK Trust, 2015, pp. 6-7
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In addition, three recommendations that accompany the fourth strategic aim raise issues
for concern. Further clarification is needed, because, again, these recommendations may
or may not suggest possible consolidation of libraries with other public and community
services. In reality, consolidation of services is already underway in some parts of
Scotland. The national strategy mentions that Aberdeenshire, Fife, the Highlands, and
Perth and Kinross councils are already piloting “community hubs” (SLIC and Carnegie
UK Trust, 2015, p.27). Moreover, another issue for concern is whether or not combining
and consolidating libraries with other public services will detract from public libraries’
overall mission as centers for lifelong learning and social development and their intended
use as spaces for study, research, and preservation of local culture and history
(McMenemy, 2009; McMenemy & Rooney-Browne, 2010). Also, another
recommendation for the fourth strategic aim that raises concern is the use of volunteers
(SLIC and Carnegie UK Trust, 2015, p.25). There is good reason to mention this issue,
because citizens across the UK and elsewhere value their public libraries. In the case of
the UK, hundreds of community volunteers in England and Wales have taken over the
operation of dozens of public libraries in more than seventy districts as a last resort to
saving library services in their respective communities (Public Libraries News, 2015;
SLIC, 2015). In Scotland, so far, there is just one library within Moray Council that is
currently being run by volunteers (SLIC, 2015).

Furthermore, with regard to the fourth strategic aim, the national library strategy
indirectly exposes another worrisome issue concerning libraries in Scotland and the rest
of the UK, which is the increasing closure of school libraries (SLIC and Carnegie UK
Trust, 2015, p.27). For example, within Scotland, Falkirk Council decided in January
2015 to eliminate its school library service to save £325,000 (approximately $432,000)
(Eyre, 2015). This year, East Renfrewshire Council will be eliminating half of its school
libraries to save about £130,000 (approximately $172,828) (CILIPS, 2015b; Hepburn,
2014). As austerity cuts continue to expand across Scotland and the rest of the UK,
perhaps, consolidating public and school libraries might be another possible means to
save these important services.

Moreover, | believe there are issues for concern associated with the recommendations
pertaining to the fifth and sixth strategic aims. These recommendations raise an
important issue regarding patron privacy, confidentiality, and access to freedom of
information in the digital age. It is easy to take it for granted how much of our daily lives
have become digitized, and when you stop to think about it, many internet tools, such as
online banking, online library renewal systems, and online shopping, certainly make our
lives more convenient and help us save time. At the same time, however, we do pay a
price for having the conveniences that digitization offers, particularly the loss of personal
privacy (McMenemy, 2009; McMenemy & Rooney-Browne, 2010; Palfrey, 2015;
Usherwood, 2007). Moreover, to make matters even more complicated are ever-
changing national and international security laws introduced in the wake of 9/11 terrorists
attacks in the U.S. that make it perfectly legal for the government to track citizens’ online
activity and cell phone calls. These laws and others make it difficult for public libraries
to continue ensuring patron privacy and access to freedom of information.
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Finally, the sixth strategic aim and its corresponding recommendations are most revealing
of the increasingly precarious situation facing public libraries in Scotland--which is,
without financial, material, human resources, and community support, libraries will
continue to face a difficult, uncertain future. Without essential investments in staffing,
building construction and renovation, ICT infrastructure, learning and studying spaces,
and collection development, public libraries cannot fulfill their public service mission as
community resources and centers for lifelong learning, social development, and
promoting community. In the face of an indifferent, careless political and economic
system and largely concurring society that insist austerity cuts are the way forward;
public libraries really have no choice but to find alternative sources of funding if they are
to survive (SLIC and Carnegie UK Trust, 2015, p.33). The issues that these
recommendations generate are numerous. Still, in the course of trying to raise funds and
seeking a steady source of revenue, one wonders whether or not this detracts libraries
from their original intended purpose as places for study, research, and community
(Jerrard, Bolt, & Strege , 2012; McMenemy, 2009; McMenemy & Rooney-Browne,
2010; Usherwood, 2007). In sum, these issues for concern are real, and they are the
potential trade-offs, the costs, individuals and communities will have to pay in order to
sustain and support libraries for the foreseeable future.

Yet, despite these increasingly difficult circumstances, there may be a way to mitigate
these issues for concern and prevent them from having a negative effect on public
libraries. One way is to suggest that public libraries seriously consider applying the
principles of the Capabilities Approach to carefully and strategically plan how they will
carry out the recommendations provided in the Scottish national library strategy. For
example, as regards consolidation of public services and creating partnerships with
business, libraries could be more selective by choosing potential services and
partnerships whose organization complements and is simpatico with the principles of the
fourth and ninth central capabilities pertaining to the development of an individual’s
senses, imagination, thought, and sense of fun (Nussbaum, 2003). An example of a
potential partnerships could be a library leasing meeting room space to a tutoring service.
By making use of the Capabilities Approach in this way, public libraries would continue
to be in sync with their original purpose and mission as centers and resources for lifelong
learning, spaces for community cohesiveness, and preservers of local history and culture.
Another way libraries can use the Capabilities Approach is to use it in helping make
decisions regarding the best use of volunteers. Volunteers provide an invaluable service
to public libraries and their generosity and willingness to help and assist should not be
taken unfair advantage of, especially as replacements for paid, professional staff (SLIC,
2015).

Closing Thoughts

Most certainly, the process of researching and writing raised more questions than it was
able to answer. In short, more in depth research needs to be done, including more news
and media coverage featuring public libraries and the effects of austerity policies on the
ability of libraries to continue serving communities in Scotland and elsewhere. This issue
is important and it deserves more coverage in both academic and journalistic spheres in
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order to affect positive change on public policies pertaining to public services, especially
public libraries. The following are questions that can be used as a starting point for
developing further research of public policies pertaining to public libraries.

1. Case study: Could applying principles of the Capabilities Approach help better
inform the implementation of the national library strategy’s recommendations with
respect to the purpose and mission of public libraries as centers for lifelong learning
and community?

2. Would requiring libraries to generate their own revenue affect the quality of services?

3. Libraries are increasingly challenged to “prove their worth.” However, evaluative
metrics are not applied in the same way to other public services, such as
unemployment benefits, disability benefits, food stamps, rubbish collections, and
more. Are public libraries being unfairly singled out for scrutiny?

4. Will libraries be able to sustain constant changes in ICTs and digital entertainment to
keep up with competition? What are they exactly competing with? It seems like they
will have to “compete” with all types of media. How is this relevant to the purpose
and mission of public libraries as centers and resources for lifelong learning and
spaces for study, research, and community cohesiveness?

In writing this conference paper, | sought to share my research about public libraries in
Scotland and to fervently declare that public libraries are important and essential
community resources. They make an invaluable contribution to the communities they
serve. With the current conservative government in London, austerity policies will
continue wreaking havoc on public service budgets, including libraries. For the most
part, Scotland has managed to avoid massive closings of public libraries that have
befallen England and Wales (CIPFA, 2014a; Public Libraries News, 2015; SLIC and
Carnegie UK Trust, 2015). Still, the conservative government is slated to hold power
until the next election cycle in 2020. Anything can happen between now and then. In
June 2015, SLIC, the Carnegie UK Trust, the Scottish Government, and COSLA together
issued the first national strategy for Scotland’s public libraries entitled Ambition &
Opportunity: A Strategy for Public Libraries in Scotland 2015-2020 as a policy response
to current austerity cuts. Using Martha Nussbaum’s expanded definition of the
Capabilities Approach, a conceptual and evolving theory for social justice (Nussbaum,
2003, 2009), as my guiding theoretical framework, | analyzed the national library
strategy’s strategic aims and recommendations to evaluate the document’s potential to
preserve public libraries, their mission, and purpose as centers for lifelong learning and
spaces for social cohesion.

Moreover, | conducted desk research to locate as much wide-ranging information about
public libraries in Scotland in which to provide context for my study. Also, | attended the
annual CILIPS Conference in Dundee in June 2015 to gain a better understanding of how
austerity policies have been affecting Scottish public libraries. In utilizing the
Capabilities Approach to analyze the national library strategy, my intention was to
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present an alternative perspective to evaluating and determining the intrinsic value of
Scotland’s public libraries as opposed to the more commonly used neo-liberal economic
and performance metrics that are only concerned with the bottom line and emphasizing
super efficiency. Additionally, the Capabilities Approach is simpatico with the overall
social justice ethos that lies at the core of adult and community education. Finally, my
goal in conducting this literature-based study is to help contribute to the growing body of
research using the Capabilities Approach; however, with a focus on lifelong learning and
public libraries. Concomitantly, this research also helps contribute to filling a knowledge
regarding the effects of persistent austerity policies on Scottish public libraries.
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FACTORS ASSOCIATED WITH INTERNATIONAL GRADUATE
STUDENTS’ ACADEMIC PERFORMANCE: A COMPARATIVE
ANALYSIS BETWEEN THE FIRST SEMESTER AND THE
SUBSEQUENT SEMESTER IN THE U.S.
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ABSTRACT: The purpose of this study was to identify differences that impact international graduate
student performance in the first semester compared to the subsequent semesters. This study was a
qualitative study focused on the factors associated with international graduate student academic
performance between the first semester and their subsequent semesters in the U.S. For the purpose of this
study, a 30-minute interview was conducted with international graduate students from the USF Tampa and
Sarasota campuses. In total, 19 international graduate students were interviewed from a variety of
ethnicities and from the College of Education and the College of Hospitality and Tourism Leadership. In
their first semester, international graduate students were generally motivated to get a degree in the U.S.,

had passion to study in their academic field in the U.S., had to meet family expectations, and had
government scholarship/graduate/teaching assistantship responsibilities. However, they often had problems
with language, unfamiliar social environment/culture shock, homesickness, financial problems, and
transportation in their first semester. The majority of international graduate students successfully dealt with
the main problems (language, culture shock, and transportation); however, homesickness and financial
issues were still major concerns for them. More financial support could bring more success to international
graduate students. International graduate students who earned under $20,000 reported a negative effect on
their overall academic performance due to financial stressors.

Keywords: International students, graduate study, academic achievement, challenges, motivation

Many international students travel around the world and are pursuing higher education at
universities outside their own countries. Research has shown that the United States
(U.S.) is one of the most preferred countries for international students to pursue higher
education (Lillyman & Bennett, 2014). In addition, according to the Institute of
International Education (I1E) Open Doors Report (2015), there is an increased tendency
for international students to study in the U.S. While the number of international students
enrolled at U.S. colleges was 572,509 in the academic year 2003/2004, it had reached
974,926 international students in the academic year 2014/2015. This was a 10% increase
during the 2013-2014 academic year. Moreover, out of 974,926 international students
enrolled in the academic year 2014/2015, 362,228 of them were enrolled in a graduate
program (I1E, 2015). This number accounted for 37% of the total international students.

Although many international students prefer to study in the U.S., international students
may encounter problems from the application process through graduation. According to
Lee and Rice (2007), “students coming to the U.S. may encounter difficulties beginning
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as early as obtaining permission to pursue education” (p. 385). Living abroad is itself a
challenge for many people. When adding the pressures of learning in a foreign language
in the study abroad process, it becomes very difficult for international students to handle
the stresses of their daily life (Greenfield, Johnston, & Williams, 1986). Therefore,
although international students excel academically in their native country, the majority of
them tend to have challenges or fail in their first semester of study in the U.S. (Pedersen,
1991).

Literature Review

Mamiseishvili (2012) states that “no matter how prepared international students are
academically, how proficient they are in English, or how familiar they are with U.S.
cultural norms, they still face unique challenges to succeed in a foreign environment
away from friends, family, and familiar surroundings” (p. 2). Challenges that
international students face have included social and community issues, cultural
differences (Lee & Rice, 2007), language barriers (Andrade, 2006), homesickness,
financial problems (Kaczmarek, Matlock, Merta, Ames, & Ross, 1994), and a new
educational system (Hellstén & Prescott, 2004), which are some of the most important
challenges. These are some of the many factors that international students face in their
pursuit of higher education in the U.S. Therefore, academic failure and/or a performance
gap for international students can be attributed to many of these factors.

The majority of the literature based on international students is focused on adjustment
issues (Andrade, 2006; Poyrazli, Arbona, Bullington, & Pisecco, 2001; Rajapaksa &
Dundes, 2002; Zhang & Goodson, 2011), culture (Lee & Rice, 2007; Olaniran, 1996;
Zimmermann, 1995), coping styles and strategies (Bailey & Dua, 1999; Moore &
Constantine, 2005), engagement in educational practices (Zhao, Kuh, & Carini, 2005),
and social interactions (Leask, 2009; Trice, 2004). Also, there is much research on
international students’ academic achievement and the difficulties that international
students encounter during their studies. Most of these researchers have focused on the
relationship between English language proficiency and students' academic achievement
(Andrade, 2006, 2009; Stoynoff, 1997). However, the question of whether international
student performance improves over time or not (from the first semester in U.S. to
subsequent semesters) and what impacts them during this period has not been studied.
There has been a lack of research on whether there was an academic performance
difference between the first semester and subsequent semesters of international graduate
students. The purpose of this study was to identify differences that impact international
graduate student performance in the first semester compared to the subsequent semesters.
Therefore, this study addressed the gap in the literature and provided a small examination
of differences that impact international graduate student performance.

Research Goals
The research objectives of this study were: to determine the factors of academic

performance between the first and subsequent semesters of international graduate
students, to determine whether or not concerns listed by international graduate students
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affect the performance of international graduate students between their first and
subsequent semesters, and to determine if there was an academic improvement between
the first and subsequent semesters for international graduate students.

Methods

This study was a qualitative inquiry, focused on the factors associated with international
graduate student academic performance between the first semester and their subsequent
semesters in the U.S. After intensive research on international student factors related to
academic performance, interview questions were prepared for the international graduate
students. The interview questions were pre-tested with some international graduate
students who had been in the U.S. before and, according to their feedback from the
interview; the questions were re-worded and/or refined. The 30-minute interview was
given to international graduate students from the University of South Florida (USF)
Tampa campus and the USF Sarasota campus where there were 9,550 graduate students,
2,100 international students, and more than 150 countries represented. In total, 19
international graduate students were interviewed. Since international graduate students’
academic performance between the first semester and their subsequent semesters in the
U.S. was the aim of the research, only international graduate students who had been in
their degree programs for at least two semesters were interviewed. All the interviews
were transcribed and interpreted.

Limitations

Among the limitations of this study was the sample size, which was small; hence, larger
studies might confirm these results. In addition, the results of this study may not be
generalized beyond the represented countries. Furthermore, the results of this study may
not be generalized beyond the international graduate students from USF. Another
limitation was that the sample size of this study did not include any international graduate
students who lived on-campus; thus, the results may not be generalized beyond them. In
addition, students who were self-funded while enrolled at the university were not equally
represented.

Findings

Of the 19 interviewees, three students were from Saudi Arabia, one student was
Albanian, two students were Chinese, one student was Indian, one student was Lebanese,
one student was Palestinian, one student was Syrian, eight students were Turkish, and one
student was Vietnamese. All of the participants in this study were living off-campus.
Seven students were female and 12 students were male. Eight were 23-27 years old,
seven of them were 28-32 years old, two were 33-37 years old, one was 38-42 years old
and one was over 48 years. Six of the international graduate students interviewed had not
been to the U.S. prior to their graduate degree program, seven had been in the U.S. only a
year, four spent two years prior to their graduate degree program, one spent seven years,
and one spent 18 years in the U.S. prior to the graduate degree program. Of the
participants, six students were pursuing their master’s degree programs and 13 their
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doctoral degree programs. Graduate degree programs of the studied sample included
Hospitality Management (n = 7), Adult Education (n = 4), Special Education (n = 3),
Instructional Technology (n = 2), TESOL (n = 2), and Early Childhood Education (n =
1).

Of the participants, eight had an income of $19,999 or less, eight, an income of $20,000-
$39,000, and three an income of $40,000-59,999. Regarding sources of income, three
students were self-funded, eight had a scholarship from their government, and eight were
funded through their graduate teaching assistantship. According to I1E (2015), among the
international students 63.6% were personal (self) and family funded, 20.9% are U.S.
college or university funded (graduate or teaching assistantship), and 7.7% foreign
government or university funded. All other sources of funding (subsequent employment,
foreign private sponsor, U.S. government, U.S. private sponsor, international
organization and other sources) accounted for 7.9% in the academic year 2014/2015. As
a result, three primary sources of funding for international students were represented in
the study sample.

In their first semester, international graduate students are mostly motivated by (a) having
a graduate degree from the U.S., (b) passion and intrinsic motivation to study their
academic field in the U.S., (c) family expectations, (d) government
scholarship/graduate/teaching assistantship responsibilities and accountability, and (e)
academic expenses. On the other hand, in their first semester in the U.S., the
obstacles/challenges international graduate students typically had during their first
semester in the U.S. were: (a) language barriers, (b) unfamiliar social
environment/culture shock, (c) homesickness, (d) financial problems, and (e)
transportation.

The majority of the international graduate students (n = 11) did not have the same
problems in their subsequent semesters as their first semester. They fixed these problems
by (a) developing better fluency in English through hard work and a writing center, (b)
having more native friends to help assist them in overcoming cultural shock and
embracing cultural assimilation, and (c) buying a car or carpooling to alleviate
transportation issues. Three students handled some of the problems, but they were still
suffering from financial problems and homesickness. However, five international
graduate students reported that they had the same obstacles/challenges in their subsequent
semesters.

Although the majority of the interviewees (n = 15) had either a neighbor or roommate
from their native country, more than half of them (n = 8) thought that having people from
their country that they could associate with did not affect their academic performance.
The main reasons for having neighbors from their country that they could associate with
did not affect their academic performance were high self-esteem and intrinsic motivation.
On the other hand, other international graduate students reported that they felt more
comfortable, safer, emotionally better, more secure in their ability to help each other in
classes, familiar with the environment, and they solved transportation issues by
carpooling when they had a neighbor or roommate from their native country. Therefore,
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they believed that having people from their country with whom they could associate
affected their academic performance.

Except for two respondents, there was an overall improvement in academic performance
among international graduate students between their first and subsequent semesters. The
reasons for this were (a) getting comfortable with environment/social environment
(friendship, culture, and food) and embracing cultural assimilation, (b) familiarity with
the American higher education system including the teaching styles and assignments, and
(c) developing better fluency while speaking English during their studies prior to their
subsequent semesters. Two respondents reported that there was no change in their
academic performance. When asked about the reason, both mentioned that they had a
degree from a similar education system back in their home country.

Although the main three factors that influenced the overall academic performance of
international graduate students were (a) language, (b) culture, and (c) financial problems,
in regards to the GPAs of international graduate students in this study who were
interviewed, five students said that there was no change in their GPAs, and the remaining
(n = 14) said that their GPAs improved from their first semester to their subsequent
semesters. In other words, none of the international graduate students reported struggling
in their academic performance.

Conclusions

To summarize, international graduate students who spent at least two years in the U.S.
before beginning their graduate degree reported better English language skills than those
who began their degree programs with less time in the U.S. International graduate
students who lived in the U.S. one year identified English language barriers, unfamiliar
social environment, and cultural issues as their main obstacles. However, international
graduate students who had not lived in the U.S. before entry into their graduate degree
programs also mentioned language barriers and unfamiliar social environment as
obstacles; in addition, culture shock and financial issues were problems. Therefore,
spending at least two years before their graduate degree program in the U.S. might
increase chances for academic success to international graduate students since many of
these problems could be eliminated within a two-year period.

Moreover, from the first semester to subsequent semesters, international graduate
students successfully dealt with the main problems (language barriers, culture shock, and
transportation); however, homesickness and financial issues were still major concerns. In
addition, more financial support could bring more success to international graduate
students. International graduate students who earned under $20,000 reported a negative
effect on their overall academic performance due to financial stressors, while those who
earned $20,000 or more did not report a negative academic performance effect due to
financial strain. Due to the limitations of this study, it was difficult to report a
relationship between demographics (i.e., gender, age, cultural background), except for
income and international graduate student academic performance.

41



Lastly, the international graduate students in this study reported obstacles that were
consistent with results reported in the literature review. Major problems that were
reported in this study were cultural differences/culture shock, language barriers, and
financial problems.

Implications

e Most of the studies related to international student problems had reported
language barriers similar to this study. However, this problem may be eliminated
by an extended period time spent in U.S. prior to graduate studies.

e For best academic performance, financial aid allotted to international graduate
students should exceed $20,000 per year. In this way, it may eliminate most of
the financial stressors from the academic performance of international graduate
students.

e Transportation was an issue because of the lack of a comprehensive transportation
system in Florida. This problem may or may not be a problem in other cities or
states.

Further Study

When considering further study regarding international graduate students, this study may
be replicated according to the country’s economic or human development index such as
that developed by the United Nations Development Programme (n.d.). In addition, this
study may be replicated using larger cities in the U.S. due to a higher volume of
international people, ease of transportation, and better financial opportunities. Another
option could be to select locations that might be top U.S. cities for states hosting
international graduate students. These top U.S. institutions might be a good option as a
context to conduct additional research. This study could be replicated for students who
live on campus or for comparison between on-campus and off-campus students. If the
top places of origin of international graduate students were added as a future variable to
study, it might provide a clearer picture of the impact of cultural differences.
Furthermore, quantitative or mixed methods might be applied to collect more data.
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A FRAMEWORK FOR INTERNATIONAL STUDENT
PARTICIPATION IN POSTSECONDARY U.S. ENGLISH
LANGUAGE PROGRAMS

Valeriana Colén!

ABSTRACT: Postsecondary English language education is a growing field in the United States. While
there has been considerable research on international student mobility in higher education, there is limited
research on the population’s participation in U.S. English language programs (ELPs). This study examined
literature in related fields to create a conceptual framework for international student enrollment in U.S.
postsecondary ELPs. By drawing on literature from international student mobility, global English language
acquisition, enrollment preferences of students, English language programs, and student success in English
language program, the study applies existing theories to better understand postsecondary English language
program participation and creates a foundation for future studies. This research could be used in a
discussion of the implications for the field of English language instruction to map out directions for future
studies. Educators can reflect on the form and function of postsecondary U.S. English language programs.

Keywords: international student mobility, ESL, English language programs, enrollment

Lawyer, educator, and president of Columbia University, Lee Bollinger, made a
passionate plea for diversity in all of higher education (Bollinger, 2003). He contended
that cultural diversity in higher education gives students the opportunity to understand the
views of others and realize how life experiences shape their own identity, which fosters
learning and an environment of compassion (Bollinger, 2003). International students add
to the cultural diversity of college campuses in the Unites States. Supporting the
international student community expands the U.S. knowledge base, promotes U.S.
foreign policy, and contributes to the U.S. economy (NAFSA, 2006). Higher education
has been one of the fifth largest service exports for the U.S., with global demand
outreaching the supply (Bhandari & Blumenthal, 2011; Chow & Bhandari, 2009). In
2014, the number of international students in U.S. institutions of higher education
reached a record high (Institute of International Education, 2014). Among the 886,052
international students, 43,456 were enrolled in intensive English programs (IEP)
(Institute of International Education, 2014). Postsecondary English language programs
(ELPs) help speakers of other languages develop the language and cultural skills needed
to succeed in college-level coursework (Hodara, 2015). For limited English proficient
(LEP) students, these programs are often a required intermediary prior to full admittance
to a U.S. institution of higher education (Dehghanpisheh, 1987). The number of
international students in ELPs is “enormous and still growing” (Pennington & Hoekje,
2010, p. 8). However, there is limited literature on international student participation in
U.S. ELPs. Given the limitation, this study began by reviewing research in five related
fields to create a conceptual framework for understanding international student
participation in U.S. postsecondary ELPs.

Globalization has increased the demand for English language instruction. Many U.S.
colleges and universities use intensive English programs to attract international students
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(Witter, 2014). IBISWorld projects in the next five years the language instruction
industry will see increased competition from in-house college programs (Witter, 2014).
As institutes of higher education dedicate more time and resources into English language
programs, it becomes increasingly important to understand the nature of international
student participation in postsecondary language programs for future studies to examine
effective program models, public and private English Language Program (ELP)
differences, and the value of ELPs.

Method for Review of the Literature

The literature review process began with an examination of pre-existing literature on the
research topic. With little information published about the international student
population in the postsecondary English language instructional setting the topic was
divided into five main areas of study: (a) international student mobility, (b) global
English language acquisition, (c) enrollment preferences of students, (d) English
language programs, and (e) student success after language programs. Cumulatively these
areas inform concepts that relate to the phenomenon under investigation. Search terms
were generated from the thesaurus feature on the ERIC database’s ed.gov site. Search
terms explored using the Virginia Commonwealth University library search engine,
which quarries the library’s holdings in excess 2.3 million volumes, 61,000 serials, and
600,000 ebooks (Lawal, Selinger, & Anderson, 2014). Additionally, the search terms
were used in Google Scholar and the following databases: ERIC Proquest, Linguistics &
Language Behavior Abstracts, Library Information Science & Technology Abstracts,
Library Literature & Information Science, Academic Search Complete, Business Source
Complete, Directory of Open Access Journals, Dissertations & Theses Full Text, and
IBISWorld. Institutional websites were reviewed for publications associated with the
research topic, to include the Department of Homeland Security, National Center for
Education Statistics, State Council of Higher Education for Virginia, U.S. Department of
Education, LEP.gov, US State Department, Library of Congress, and the Institute of
International Education (IIE). An initial screening examined the literature for relevance
to the research topic. The collection of relevant sources was evaluated for the timeliness
of the information, validity of the author's argument, and credibility of the author. The
references of the sources meeting the inclusion criteria were scanned for other possible
materials relevant to the research topic and the selection process was repeated.

International Global English Enrollment ELPs & Student
Student Mobility Language Acquistion Preferences ELPs Success
What drives Why do they learn Why they do select What are the Does attending an
international student English? one location or different program ELP improve
mobility? school over another? models & institution student achievement?
types?

Figure 1. Structure of the literature review
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Brief Overview of the Literature

The proprietary nature of the postsecondary language education industry may contribute
to the limited literature in this area, or it may be an indication that the field is still
evolving in practice, allowing little opportunity for reflection. By drawing on literature
in related fields, the study can be situated in past research and further examined through
established frameworks. The review of literature spans five areas of research to address
international student participation in U.S. English language programs (see Figure 1).
This begins with a profile of international student mobility to capture their impetus to
come to the U.S. to learn. International student mobility research is extensive and frames
the larger population of interest. To understand the desire to learn English, the literature
review goes on to describe global English language acquisition. In continuing the
journey from country of origin to U.S. postsecondary ELP, next is an examination of the
enrollment preferences of students to understand why students select one institution over
another. Literature on English language programs describes the purposes of various
program models and differences in institutional types, which affect a student’s
educational experience upon enrollment. The literature review concludes with an
examination of student success as it relates to ELP attendance.

International Student Mobility

The phenomenon of international student mobility, defined as the “act of crossing
national borders for the purpose of academic study” (Kelo, Teichler, & Wéchter, 2006, p.
5), has been examined by numerous researchers (Bhandari & Blumenthal, 2011,
McMahon, 1992). McMahon (1992) explored the relationship between international
student mobility with global politics, economics, and culture. She presented a conceptual
framework that highlights push and pull factors to account for mobility. The push relates
to the politics, economy, and culture of the international student’s home-country and the
pull relates to the same factors in the destination country, which encourage student
mobility. McMahon used a multiple regression analysis to examine the flow of
international students from eighteen developing countries. The results identified
economic, educational, and political factors influenced mobility patterns. She stressed
the importance of understanding historical factors for mobility in conceptualizing the
mobility trends of today.

Global English Language Acquisition

Kachru (1986), arguably considered one of the foremost scholars in the field of
international English education, provided an account of the spread of the English
language through a historical context and advocates for the recognition of
institutionalized non-native varieties of English. The author conceptualized global
English language acquisition, or the spread of the English language globally, using a
model of three concentric circles. In the inner circle are countries with English as the
primary language (e.g. Australia, Canada, the United Kingdom and the U.S.). In the
outer circle are countries that spread English through colonization, and view English as a
second language (e.g. India, Singapore, Nigeria, and Papua New Guinea). In the
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expanding circle are countries in which English is spreading rapidly and English is
viewed as a foreign language (e.g., China and countries of the former Soviet Union). He
went on to describe the history and resulting tensions of the Englishes within and
between each circle. Kachru focused his argument on the outer circle, discussing the
theoretical, applied, societal and ideological issues associated with institutionalized non-
native varieties of English in multicultural settings. He advocated for the recognition of
localized varieties of English and argued against those who would consider grammatical
and pragmatic differences in local, non-native varieties of English as errors or
deficiencies.

From a different perspective, Appadurai (1996) viewed global English language
acquisition through a series of scapes and flows. Scapes are the elements--people, media,
technology, ideas, and money that create constructed realities or shared perceptions of the
world. Flows are the movement of these elements from one place to another creating an
interchange of thought in a cultural economy. The value of the English language is
caught up and shaped by these flows and scapes.

Enrollment Preferences of Students

While international student mobility captures the motivation to learn outside of one’s
country and global English language acquisition address a student’s desire to learn
English, enrollment preferences of students describes the decision making process
associated with selecting a school. Kotler (1976) explained school selection in a seven-
stage process from the decision to attend college to registration. Chapman (1981) built
on these stages by theorizing factors that influence the student’s decisions. Litten (1982)
expanded Chapman’s work by categorizing factors, then testing the model using data
from previous studies. Litten’s model suggests that the aspiration to attend college
relates to the student’s background, personal attributes, high school attributes, and
environment. The student’s aspiration leads to the decision to start the application process
by gathering information. At this stage the student receives information from potential
colleges and is influenced by parents, counselors, peers, publications, and other media.
The decision to apply to a given college relates to the school’s price, size, programs, and
ambience. The model concludes with the college's admissions practices and the student’s
enrollment. Jones (2013) applied principles of enrollment preferences in a dissertation on
the influence of marketing factors on selection of U.S. ELP. Jones surveyed 335 students
from ten language schools to determine whether various marketing techniques influenced
choice by the student’s country of origin, age, and gender. The results suggested
generational differences-- younger students valued the opinions of education brokers,
while word-of-mouth rated higher as the age group of students increased. Most
marketing factors were viewed equally between males and females, except mailed
brochures and blogs rated slightly higher for females.

English Language Programs

The composition of ELPs in which a student may enroll varies by purpose and institution
type. Pennington and Hoekje (2010) discussed leadership in the ecology of a language
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program-- ecology representing the environment or context of the program. They
contended that language programs have a complex and delicate system of connected
components, which are constantly evolving. The authors presented their ecological
model with leadership theory to aide in program development. Pennington and Hoekje’s
model consists of people (students, faculty and staff), things (materials, equipment,
records, and physical spaces), and processes (learning, hiring, training, record-keeping,
budgeting, marketing and recruitment) -- in addition to the typical program components
of curriculum and instruction. Program administrators must understand and skillfully
work within this ecology (Pennington & Hoekje, 2010). In the ecology of language
programs, there are arguably two main program purposes and three institutional types.

ELP Student Success.

Student success as it relates to ELPs is a fairly unexamined topic. Bers (1994) researched
the GPA, credit completion, and persistence of LEP students in community college. The
results of a mutivariate statistical analysis indicated no statistically significant difference
between LEP students and the total student population. Hodara (2015) compared
students in ELPs with students in developmental writing programs through a longitudinal
examination of student transcripts. Through a difference-in-difference approach, results
indicated the longer sequenced ELP, as compared to the developmental writing programs,
inhibits LEP student progression to credit-bearing college-level courses.

Summary and Synthesis of Literature Review

The literature on international student mobility describes the push and pull factors
surrounding international student mobility from developing countries to developed and
the implications of mobility. Global English language acquisition examines the role of
globalizations, colonization, and English dominance in motivating students to learn
English. Research on the enrollment preferences of students details the influences that
predispose students to selecting one location or institute of higher education over another-
- these include personal attributes, background, media, public policy, college
characteristics, and admission practices. Information on ELPs by purpose and institution
type describes the various instructional models available to students (English for general
and specific purposes) and the differences in program implementation at university,
community college and for-profit institutions.

Individually, these fields do not address international student participation in U.S.
English language programs. Research on international student mobility gathers
information on enrollment to U.S. institutes of higher education, but not to ELP. Global
English language acquisition accounts for the drive to learn English, but does not address
the resulting ELPs. While there is an abundance of literature on college enrollment
preferences, there is little information on regarding choice in ELP. There is a need for
more current research on university and community college program models and great
need for information on for-profit programs. While research in the effectiveness of
English for general and specific purpose is garnering increased attention, additional
research is needed to examine the effectiveness of ELPs by institution. Overall, the field
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has failed to address the value of postsecondary ELPs in student achievement. However,
together these areas of research provide a means of conceptualizing international student
participation in U.S. English language programs.

Conceptual Framework

Litten’s (1982) model of the college selection process offers a framework to
conceptualize international student enrollment practices in U.S. ELPs, when
incorporating Appadurai’s (1996) scapes, McMahon’s (1992) push-pull model, and
Kachru’s (1986) concentric circles of English. The adjusted model depicts international
student enrollment from the desire to learn English to program admissions, in a six-stage
process (see Figure 2). The initial desire to learn English is theorized to be associated
with the student’s background and outside influences, which predisposes the student to
learn either English as a foreign language (EFL) or English as a second language (ESL).
The influences, (colonization, media, people, technology, ideology, and money) are
reflective of Appadurai’s scapes. Appadurai (1996) argued that the global cultural
economy impresses on identity formation, the interpretation of one’s world, and the roles
in social institutions, both within and between nations. This global cultural economy is
comprised of dynamic environments: ethnoscapes, immigration of people; mediascapes,
images promulgated by the media; technoscapes, interactions through technology;
financescapes--exchange of money; and ideoscapes--transference of ideologies
(Appadurai, 1996).

Push
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Other Abilities Peers
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Background Personality/Lifestyle Other Media
Race Family Culture J L
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Figure 2. International student ELP selection model
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The framework goes on to theorize that background and external influences position the
student in Kachru’s (1986) concentric circles of English. In the inner circle are countries
in which English is the primary language; the outer circle includes countries in which
English is important historically, used in institutions, and considered a desirable second
language; and the expanding circle incorporates countries in which English has little
historical or institutional importance, but spreads as a foreign language or used as a
lingua franca (Kachru, 1986). The inner circle sets English language norms, and the
outer circle assimilates the norms, while the expanding circle is dependent on and
accommodates norms set by the inner circle (Kachru, 1986). The framework of
international student enrollment practices proposes that international students from the
outer circle are likely to seek English language instruction from the inner circle, and
students from the expanding circle would look to either the inner or outer circle.

With the disposition to learn English, the international student needs also to have a desire
to leave one’s country to study abroad. The desire to study outside of one’s country
relates to personal attributes, public policy and environmental factors. The framework of
this trend is best represented by McMahon’s (1992) push and pull model. The push
suggests politics, economy, lack of educational opportunities and culture in international
student’s home country drives the student to leave his/her country (McMahon, 1992).
The pull relates to corresponding factors in the destination country, which entices the
students to attend college in that country (McMahon, 1992). This includes, the size of the
destination country’s economy as it relate to the home country, foreign or political
relations between the countries, cultural conditions, and destination country’s support of
international students (McMahon, 1992). The decision to start the college or program
selection process is mediated by the student’s sphere of influence, and prospective
institutions, which have push and pull elements.

The information gathering process exposes the student to the various institutional and
programmatic characteristics and options within the industry. The selection of schools
and program is thought to be influenced by any combination of the previous factors. The
model ends with the student submitting an application for enrollment. The arrows in the
framework signify the direct connection between elements, but can lead one to believe
ELP enrollment practices are a linear process. However, it is argued that enrollment
practices are a fluid process, shifting back and forth between stages. The factors listed in
the framework are numerous and complex with multiple sub-constructs, precluding the
predictability of student choice.

To use this model in an investigation of international student participation in
postsecondary ELPs, the researcher recommends exploring the factors in manageable
parts instead of attempting to represent all concepts in one study. In representing a
number of concepts in one study a researcher risks of producing unfocused research that
does not address the concept in meaningful depth. With little research in this area the
accessibility of information impacts what can be studied. Many of the other factors in the
model are difficult to codify or have not been measured by any source over time.

51



Future Study

The next study in this line of research will use the framework in an exploratory design
using quantitative methods to analyze a secondary dataset. With little research on
international students in ELPs an exploratory study is necessary to better formulate the
phenomenon of international student participation into a more precise investigation and
develop working hypothesis from an operational perspective. Quantitative methods
complement the exploration of relationships between the anchor variables discussed in
the conceptual framework. By using secondary data, the study can view participation on
a national scale, increasing generalizability and giving researchers the ability to apply
what is learned to investigate their unique international student populations. The next
study will be a first step to understanding the topography of international student
participation in ELPs.
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HOW A VISUAL LANGUAGE OF ABSTRACT SHAPES
FACILITATES CULTURAL AND INTERNATIONAL BORDER
CROSSINGS

Arthur Thomas Conroy 111

ABSTRACT: This article describes a visual language comprised of abstract shapes that has been shown to
be effective in communicating prior knowledge between and within members of a small team or group. The
visual language includes a set of geometric shapes and rules that guide the construction of the abstract
diagrams that are the external representation of the visual language. The underlying cognitive processes are
framed within the context of the visual language making unconscious conceptualizations external and
visible. The outcome of using the visual language and performing the diagramming technique is the
creation of a mental model that can be shared when communicating ideas across cultural and international
borders.

Communicating across cultural and political borders is often conducted with the use of a
common spoken language that is shared by the participants during the conversation.
Natural spoken languages are rich in content and context. These modalities combine to
enable human beings to quickly send and receive messages, assign meaning to the
interchanges, and generate inferences from the experience. A conversation rarely evokes
the need for a lengthy inquiry regarding the prior knowledge of either party. The
challenge of crossing cultural and international borders using a shared language such as
English, limits the depth to which individuals may share their personal worldviews. The
inspiration for this article was based on the experience of teaching a three-day technical
course in six countries over a period of several weeks. Engineers and managers from the
United States, Mexico, Great Britain, Columbia, Brazil, and Sweden were provided a
simple rectangle as the over-arching mental model to be used in representing the
complexity experienced when managing data warehouses. The use of geometric shapes as
an ad hoc grammar to communicate complex topics led to research that formalized the
technique in the form of a visual language referred to as Draw Aloud.

To better understand how a visual language could be used to communicate the complex
epistemologies found in teams, research into the nature of visual language was conducted
in the form of a case study at two universities. The students were observed creating
diagrams of prior knowledge using a novel abstract diagram elicitation technique. The
technique was facilitated in four different classroom settings. The research described how
the diagramming technique was made operational, how the student-generated diagrams
revealed a hidden topology of shapes, how the shapes supported a framework for sharing
and collaboration, and how the instructors responded to their experience of sponsoring
the diagram elicitation technique. The research was based on the use of node-link
diagrams and pattern matching skills (Larkin, McDermott, Simon, & Simon, 1980;
Larkin & Simon, 1987).

! Arthur Thomas Conroy 11, Ph.D.: Adjunct Professor, Kogod Business School, American University,
Washington, DC, United States. Email: conroy@american.edu
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The research was also informed by works originating in the fields of systems engineering
and data modeling. The development of computer system architecture is based on the use
of entity-relationship (E-R) diagrams to model systems in large organizations (Chen,
1975). These types of diagrams function as conceptual models of how organizations
operate and how they manage their resources. The concept of using diagrams as the focal
point of the case study was reinforced by experiences originating from participation in
graduate courses in adult learning and human development (Boucouvalas, 2009; Morris,
2009; Renard, 2009). The course subjects included adult learning theory and practice,
small group theory and practice, and consulting in human systems theory and practice.
The discourse during the semester confirmed that the prior knowledge of the students’
conceptualization about adult learning theories varied widely. The survey of existing
research related to the challenges of engaging prior knowledge led to the discovery of a
gap in the literature concerning the use of diagram elicitation techniques in adult learning
settings.

The Nature of Cultural and International Borders in the Abstract

The human communications that transpire across cultural and international borders are in
the abstract, cognitive schemas originating from deep within the unconscious mind. The
use of abstract shapes in the form of a visual language serves to make this
communication, normally hidden from view, visible in a very sensory way. The original
prototype of the visual language used an experimental technique that required university
graduate students to create three diagrams using butcher block paper, glue sticks, and cut-
outs of geometric shapes (Klunk, 2009). Three questions were posed to the students as a
way of eliciting a response aimed at making diagrams of prior knowledge externally
visible. The questions were based on findings by a National Research Council project that
summarized key recommendations for teachers when engaging students in new learning
(Bransford, 2000). The elicitation questions were designed to elicit the student’s general
prior knowledge of conceptualizations about how the world worked. The questions
appear below.

1) How does the world work?
2) How do you store that information in memory?
3) How do you monitor your own learning when things change in the real world?

Each student was instructed to use the materials to create an answer to each of the three
questions, all in the form of diagrams, made from the geometric shape pieces, and then
instructed to glue the shapes to the butcher block paper. At the conclusion of the diagram
generation phase of the exercise, the students provided verbal explanations of what their
diagrams were meant to communicate. The outcomes of the experiment in the university
setting and the six international workshop settings were the same. Regardless of the
domain-specific nature of the context, the resulting diagrams were different for every
person and for each question. The visual language made it easy to externalize and
illustrate to participants how very different their worldviews appeared when represented
as abstract diagrams.
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The Nature of Conceptual Coherence When Crossing Borders

The observations and conceptualizations about coherence as it is represented in abstract
diagrams is situated within the disciplines of adult learning (Knowles, Holton, &
Swanson, 2005) and human development (Deacon, 1998; Staats, 2012). The research
indicates that the diagrams are grounded in the philosophy of constructivism as the
conceptual framework (Fosnot, 1996). Early discourse in philosophy informed human
inquiry into learning and development during the time of Plato and Aristotle. More
recently, the modern origins of constructivism evolved through the works of Dewey
(1916), Piaget (1954), and Vygotsky (1978). The constructivist research by Ausubel
(1960) when developing advanced organizers provided one of the first techniques for
externalizing and illustrating in a material way, how physical artifacts can be used to
represent prior knowledge in the classroom. The evolution of constructivist theories in
recent years has further refined the nature of communication across borders from the
perspective that the interchange is the result of the cognitive processes of the parties
collaborating in a conceptual space (Fiorini, Gardenfors, & Abel, 2014; Gardenfors,
2014; Gardenfors & Zenker, 2013; Warglien & Gardenfors, 2013). The abstract
diagramming technique made visible the incoherence of unconsciousness prior
knowledge when framed within a conceptual space — the abstract diagram.

The Visible Nature of Incoherence

The visible nature of prior knowledge incoherence when communicating across borders
is rooted in the interdisciplinary nature of learning sciences research (Jacobson &
Wilensky, 2006). There is a significant body of literature on diagrams, prior knowledge,
and the assessment of prior knowledge. On closer inspection, the range of topics in the
field of diagram research spans many disciplines and definitions of what constitutes a
diagram. Purchase (2014, p. 59) offers a definition of a diagram as “taken to mean a
composite set of marks (visual elements) on a two-dimensional plane that, when taken
together, represent a concept or object in the mind of the viewer.” The Larkin and Simon
(1987, p.68) definition of a diagram is that of a “data structure in which information is
indexed in a two-dimensional location”. To minimize the incoherence when comparing
renderings in a visual language, this definition was chosen as best representative of how
abstract diagrams containing geometric shapes use location to describe cultural and
international border features. Researchers further classify these features into sub-classes
described as declarative, procedural, and conceptual prior knowledge (Duffy & Jonassen,
1993; Jonassen, Beissner, & Yacci, 1993). It is conceptual knowledge that is considered
to be the foundation of what causes incoherence when border features lack a shared
understanding or structure (Dochy, Segers, & Buehl, 1999; Eppler, 2006; Jonassen, 2004;
Sowa, 1984; Vosniadou, 2008). The wide variation in abstract diagrams is visual
evidence of this representation.

Mediating Incoherence When Crossing Borders

The emergence of research related to the use of abstract diagrams as a technique for
creating shared understanding during border crossings is still early in the discovery
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phase. This article is just one example and is designed to create a bridge to the emerging
research in other disciplines. Diagrams are implemented as a technique to visualize
concepts (Burton, Stapleton, Howse, & Chapman, 2014) in formal logic. Diagrams are
used to study meaning in mathematics (Dimmel & Herbst, 2015). Research explores the
use of diagrams in professional practice (Giardino, 2013). Political scientists use
diagrams in qualitative studies (Mahoney & Vanderpoel, 2015). Diagrams are used in
design studies and the cognitive sciences (Nickerson et al., 2013; Tversky, 2011; Tversky
& Kessell, 2014; Tversky & Suwa, 2009). Diagrams are used in research to understand
how exceptional children learn (Poch, van Garderen, & Scheuermann, 2015; van
Garderen & Scheuermann, 2015; van Garderen, Scheuermann, & Jackson, 2013).
Diagrams are used in the health sciences field to collect data in qualitative research
settings (Burchett, Umoquit, & Dobrow, 2011; Umoquit, Tso, Burchett, & Dobrow,
2011; Umoquit, Tso, Vargas-Atkins, O'Brien, & Wheeldon 2013). The use of simple
abstract diagrams as a tool for navigating the various levels and capabilities of prior
knowledge is a form of human communication that supports personal, relational,
institutional, or global perspectives. Abstract diagrams are a visual passport that makes
border crossing easier to facilitate.

Asking Questions at the Border

The feature of a useful language is that it is grounded in a general theory that can be
implemented in practice. The use of abstract geometric shapes as a set of rules embedded
in a visual grammar describes such a language. How can abstract diagrams constrained
by domain-general, geometric shapes be made operational when crossing borders? The
diagram prototype technique created for the adult learning class (Klunk, 2009) used large
sheets of white poster paper, geometric shape foam pieces, and glue sticks. This led to the
refinement and the need to explore “diagramming in the wild”. Since blank sheets of
paper and crayons can be found in many settings, these materials serve as a blank canvas.
Three questions are used as prompts to elicit the visual responses. The question format is
based on three summary findings made in the National Research Council report about the
nature of how humans learn (Bransford, 2000). The report included three observations
that related to epistemology, long-term memory, and meta-cognition. The format for the
three questions is provided below.

How do you think works?
How do you store information about in long term memory?
How do you monitor your own learning about ?

Set against the background of crossing cultural and international borders, the questions
can be reframed within the context of two parties from different cultures creating a shared
understanding related to a common and shared understanding. The questions in this
context would be rewritten as they appear below.

How do you think crossing cultural borders works?

How do you store information about crossing cultural borders in long term memory?
How do you monitor your own learning about crossing cultural borders?
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The value of any instrument created to facilitate communications between human beings
is the efficacy with which the tool faithfully communicates the message with a minimum
of noise (Shannon, 1948). Such a tool is especially useful if it has the ability to predict in
advance what the nature of the outcome will be as a result of the discourse. Asking
participants to draw abstract diagrams in response to questions about crossing cultural
borders will likely result in different diagrams being generated for each question and
from each participant.

Facilitating the Border Crossing

The facilitation of eliciting abstract diagrams is the basis for helping parties navigate their
differences related to conceptualizations about prior knowledge and crossing cultural and
international borders. The steps for facilitating such an outcome are provided below.

1. Explain to the participants that they will be participating in an exercise that asks them
to create diagrams using geometric shapes in response to three questions.

2. Explain to the participants that the objective of the diagram exercise is to enable them
to share their individual interpretations with others of how they conceptualize their prior
knowledge and experiences about the concepts of crossing cultural and international
borders.

3. Explain to the participants that they will have five minutes to complete each diagram in
response to each of three questions.

4. The facilitator has the option of asking the participants to explain their diagrams to
fellow participants upon completion of the exercise.

5. Hand out the materials to the participants. Each person is provided with three sheets of
blank paper and several colored crayons they select from a box of crayons.

6. Once the participants have received the materials, ask them to think of a random eight
digit number. Ask them to write the number in the upper right hand corner of the three
sheets of paper. Explain to them that this random number is used to reassemble the sheets
of paper in the event that the diagrams become separated. Repeat for the participants’s
benefit how the number should not contain any personal identifying marks embedded in
the string such as social security numbers, birth dates, or similar identity numbers.

7. The next step in the process is to explain to the participants that the diagrams can only
contain triangles, squares, and circles. The diagrams should not contain any other
markings. Letters, numbers, special symbols, lines, arrows, points, or another marks are
not allowed as part of the diagram constructions. Explain to the participants that they are
free to create the diagrams using the geometric shapes in any configuration, composition,
quantity, order, or layout.

8. Before proceeding with the timed portion of the facilitation ask the participants if they
have any questions.

9. State the questions one at a time. Allocate five minutes for each question. Remind the
participants to fill in the blank with the question topic — such as crossing cultural and
international borders. Announce to the participants that they can begin to answer the first
question. At the four minute mark, announce to the participants that they have one minute
left. Ask the participants to complete the diagram for the first question at the five minute
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mark. Ask the participants to turn the diagram face down. Repeat the timed portion as
described above for the two remaining questions.

10. At the completion of the timed diagramming period, ask the participants to pass the
diagrams to the front of the room. This completes the steps involved in conducting the
facilitation exercise. As mentioned above, there is an optional step of asking each
participant to explain their diagrams to the group before the diagrams are collected.

Framing the Differences When Conceptualizing Crossing Cultural and
International Borders

One of the key insights from the research was the existence of a pattern of relations that
are known as the eight binary topological relations (Egenhofer, 1991). These relations are
recognized internationally as the standard for describing geometric topologies (Kresse &
Danko, 2012). The diagrams have embedded in them hidden patterns of binary relations
that are not self-evident to the casual observer, yet have significant meaning to an expert
when analyzing the diagrams. The relationships between the shapes in the diagrams
create the opportunity to explore how each participant defines and positions key terms in
the conceptual space — in this article, the scenario is that of participants creating diagrams
related to shapes representing prior knowledge of crossing cultural and international
borders. The possible binary relations that can exist between two conceptualizations and
features related to crossing cultural and international borders are described as being
disjoint, meeting at a shared edge, being equal to one another, one feature being
contained inside another, one feature be covered by another, one feature containing
another but not being part of the container, a feature that is covered by another, and two
features that overlap. These features of a conceptual topology provide a broad landscape
for visualizing how one can navigate border crossings.

The use of abstract diagrams as a communications tool is not a technique that appears in
the international education literature. This article proposes the abstract diagram method
as one approach for use in professional practice and as a technique for designing and
constructing conceptual models for navigating the various levels and capabilities of
crossing cultural and international borders. In light of the breadth and depth to which
diagrams permeate global culture, a visual language may empower those seeking to cross
borders, and help teams and groups to explore deeper levels of similarities and
differences using a common language.

Speculating on what the abstract shapes mean is not the objective of the technique as an
outcome. The abstract diagrams are intended to represent a conceptualization of the
participant’s prior knowledge of crossing cultural and international borders. The analysis
of the diagrams can be performed in a way in which may reveal a hidden pattern of
topological features related to crossing cultural and international borders. This approach
has the potential to illustrate that shapes by their visual features may be used to
categorize the similarities and differences.
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Why a Diagram is (Sometimes) Worth 10,000 Words

Jill Larkin and Herbert Simon aptly coined the phrase above as the title for their 1987
article that discusses the power of diagrams to accelerate the cognitive processes of
search, pattern matching and inference generation. Just a handful of diagrams can provide
a powerful visual representation of how different conceptual knowledge is between
individuals and hidden from view in the unconscious mind. The diagrams that follow
illustrate how visible differences can be when captured in external representations.

The diagrams in Figure 1 illustrate the differences in student conceptualizations of prior
knowledge related to college teaching.
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Figure 1. Student generated diagrams of college teaching prior knowledge.
The diagrams in Figure 2 illustrate the differences in student conceptualizations of prior
knowledge related to project management.
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Figure 2. Student generated diagrams of project management prior knowledge.

It is highly probable that diagrams created to represent conceptualizations of prior
knowledge about crossing cultural and international borders would vary from person to
person much like those above. The power of a visual language is the universal nature
with which the differences can be perceived by both the sender and the receiver. There is
very little semantic noise to obscure the clear differences and similarities. A visual
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language serves as a simple canvas upon which a far deeper understanding can be
developed when crossing borders and sharing prior knowledge about crossing cultural
and international borders.
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ADULT EDUCATION AND TRAINING PROGRAMS FOR OLDER
ADULTS IN THE U.S.: COUNTRY COMPARISONS USING PIAAC
DATA

Phyllis A. Cummins, Ph.D.}
Suzanne R. Kunkel, Ph.D.?

ABSTRACT: Historically, older and lower-skilled adults in the U.S. have participated in Adult Education
and Training (AET) at lower rates than other groups, possibly because of perceived lack of return on
investment due to the time required to recover training costs. Global, knowledge based economies have
increased the importance of lifelong learning for all age groups. This paper reports results of a study that
used data from the Program for the International Assessment of Adult Competencies (PIAAC) to examine
the relationship in the U.S. between participation in AET programs and employment, labor force
participation, and income, for adults aged 45 to 65. In addition, comparisons were made for outcomes of
AET participation in the U.S. with those in Germany, Japan, Sweden, and the U.K. Consistent with U.S.
outcomes, comparison countries had lower AET participation rates by the unemployed compared to the
employed and there were wide variations in AET participation between the lowest income quintile and the
highest income quintile. For all countries, there was a significant relationship between AET participation
and income. There was also a significant relationship between AET participation and labor force
participation.

Keywords: Adult education and training, older adults, PIAAC

Population aging is occurring in countries around the world, both more and less
developed. Life expectancies have increased and fertility rates have declined, resulting in
a larger proportion of the world’s population in older age groups and a smaller portion in
traditional working-age groups (Bloom, Boersch-Supan, McGee, & Seike, 2011). In an
effort to ensure the adequacy of pensions and maintain continued economic growth,
many member countries of the Organisation for Economic Cooperation and Development
(OECD) have implemented policies to encourage people to remain in the labor force at
older ages. Retirement reforms, such as higher retirement ages linked to increases in life
expectancy, have been implemented in some countries, and early retirement plans are
being eliminated. A retirement age of 67 is now quite common (OECD, 2013a). Research
from economically developed countries suggests that increasing labor force participation
at older ages and delaying retirement could facilitate economic growth by increasing
productivity (Eberstadt & Hodin, 2014; Feyrer, 2007; Franklin, 2014; Goldin, 2016)
while enhancing individual level economic security in retirement (Butrica, 2011).

The age structure of the U.S. labor force has changed dramatically in recent decades,
largely due to the aging of the baby boomer cohort which includes about 77 million
people born between 1946 and 1964 (Colby & Ortman, 2014). In 2024, the U.S. labor
force is projected to include 163.7 million people and of those, 72.4 million (44.2%) will
be aged 45 and above as compared to 30.5% in 1994. Over the past several decades, labor
force participation rates have increased for both the 55 to 64 and 65 to 74 age groups.
While labor force participation rates for men in the 55 to 64 age group have been
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relatively flat over the past two decades, participation rates have approximately doubled
for both males and females ages 65 to 74. Increases in labor force participation rates have
been especially dramatic for females, projected to increase from 48.9% in 1994 to 62.9%
in 2024 for the 55 to 64 age group and from 13.6% to 26.2% for the 65 to 74 age group
over the same time period (Toossi, 2015).

Shifts in the age structure of the U.S. labor force and increased labor force participation
among older adults, combined with an increasingly global, technology and knowledge
based economy add to the importance of gaining a better understanding of how adult
education and training (AET) influences labor market outcomes for middle-aged and
older workers. To accomplish this, we used data from the Program for the International
Assessment of Adult Competencies (PIAAC) to examine the relationship in the U.S.
between participation in AET programs and employment, labor force participation, and
income. We also compared outcomes of AET participation in the U.S. with those in
Germany, Japan, Sweden, and the United Kingdom (U.K.) and examined policies for
lifelong learning in those countries. The focus of our study was adults ages 45 to 65.

Theoretical Framework

Baptiste (2001) defines human capital as the “knowledge, attitudes, and skills that are
developed and valued primarily for their economically productive potential” (pp. 185).
More broadly, human capital is the combination of innate talents and skills learned via
education and training (Keeley, 2007). Lifelong learning, or AET, is a means for
continual investment in human capital over the life course. It is a process of either formal
(learning that takes place in education and training institutions and leads to recognized
credentials and diplomas), informal (learning that takes place in everyday life and is not
necessarily intentional and may not even be recognized by the individuals themselves as
contributing to their knowledge and skills), or non-formal (learning that takes place in
educational and training settings, but does not typically lead to a formalized credential)
learning that is meant to provide workers with the necessary skills to perform in the
modern globalized and knowledge-based economy and offers workers the opportunity to
improve their economic security and maintain or improve their socioeconomic status
(Commission on European Communities, 2000). Lifelong learning has become
increasingly necessary so workers of all ages have skills employers require. Even though
lifelong learning has the potential to benefit older workers, improve a nation’s economic
outlook, and reduce inequality (OECD, 2011), older workers in the U.S. and in other
countries, especially those with low skills, are less likely to participate in training
programs than their younger counterparts (Canduela et al., 2014; Fouarge, Schils, & de
Grip, 2010; Johnson, 2007). This population may be reluctant to participate in AET because of
a lack of understanding of the economic benefits, fear of returning to the classroom and taking
exams, or a lack of availability of programs structured to meet their unique needs (Fouarge, et.
al., 2010; OECD, 2014b; Zwick, 2011).
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Methodology

This study addressed three research questions: (a) Is there a relationship between
participation in formal and non-formal AET and employment and labor force
participation in the U.S.? (b) Is there a relationship between participation in formal and
non-formal AET and higher levels of income in the U.S.? and, (c) Based on participation
in AET, how do outcomes (i.e., labor force participation, employment, and income
levels) in the U.S. compare to the U.K., Germany, Sweden, and Japan? To examine these
questions we used a combination of binary logistic regression, ordinal logistic regression,
and chi-square tests.

Data

We used data from PIAAC, a survey organized by the OECD and conducted by
participating countries, to examine the relationship between AET participation and labor
market outcomes. Twenty-three countries were included in Round 1 of the PIAAC
survey, which was conducted between August of 2011 and March of 2012, and an
additional nine countries participated in Round 2 between 2012 and 2016 (National
Center for Educational Statistics, 2014). The survey consists of a background
questionnaire and an assessment that scores participants in literacy, numeracy, and
problem solving skills. For the current project, we used data from the background
questionnaire, which includes data on participation in different types of AET along with a
wide range of demographic information, including gender, age, language spoken,
education, income, and work history (OECD, 2010).

The PIAAC survey was conducted among non-institutionalized adults ages 16 to 65. The
background survey and assessment portions of PIAAC were administered in a private
setting, such as a library or the participant’s home. Survey participants were sampled
using a one-stage, two-stage, three-stage, or four-stage stratified probability method, a
complex sampling technique requiring an extensive system of weights and repetitions to
accurately run tabulations and regressions (Kis & Field, 2013). Samples sizes by age
group and country are shown in Table 1.

Table 1
Sample Sizes by Age Group and Country

Ages 45 - 54 Ages 55 - 65 Total
United States 1,084 1,066 2,150
Germany 1,309 969 2,278
Japan 1,037 1,281 2,318
Sweden 926 1,032 1,958
United Kingdom 1,884 1,874 3,758

Source: OECD, 2014a.
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Results

Research Question 1: Is there a relationship between participation in formal and non-
formal AET and employment and labor force participation in the U.S.? The chi-square
test was used to evaluate the relationship between participation in formal and non-formal
AET (FNFAET) and employment status and labor force participation. There was a
significant relationship between participation in formal and non-formal AET in the prior
12 months and employment status (Fgr-s. pearson = 24.98, p<.001) for the 45 to 54 age
group. Only 29.9% of the unemployed group participated in AET as compared to 64.5%
of the employed group. This is of concern because the unemployed may require
additional training to become reemployed. For the 55 to 65 age group, there was no
significant relationship between participation in AET and employment status. Because of
a small sample size in the unemployed group, we were unable to analyze the 45 to 65 age
group separately for the employment outcome using logistic regression techniques.
Considering all age groups, participation in FNFAET resulted in a significant (p <.001)
expected improvement in the log odds of employment.

There was also a significant relationship between participation in formal and non-formal
AET and labor force participation for both the 45 to 54 age group (Fg-s, pearson = 104.42,
p<.001) and the 55 to 65 age group (Fgr-s, pearson = 172.70, p<.001). Participating in formal
and non-formal AET in the last 12 months improved the expected log odds of
participating in the labor force by 1.384 (p <.001). Older workers, however, are less
likely to participate in the labor force—being over 45 reduced the log odds of labor force
participation by -0.382 (p <.001) as compared to the 25 to 44 age group. Females were
less likely to participate in the labor force with a -0.984 (p <.001) expected reduction in
the log odds relative to their male counterparts.

Research Question 2: Is there a relationship between participation in formal and non-
formal AET and higher levels of income? Based on the chi-square test, there was a
significant relationship between participation in FNFAET and income quintile (Fg-s
pearson = 15.36, p<.001) for the 45 to 54 age group and for the 55 to 65 age group (Fgs,
pearson = 4.20, p<.05). Overall, 66.3% of the 45 to 54 age group participated in AET but
there were substantial differences in participation by the lowest and highest income
quintiles. For the 44 to 54 age group, 47.4% of the lowest income quintile participated in
formal and non-formal AET as compared to 83.4% of the highest income quintile.
Overall AET participation by the 55 to 65 age group was 65.8% and as with the 45 to 54
age group, there were substantial differences in AET participation rates by the top and
bottom income quintiles. The AET participation rate for the lowest income quintile was
50.5% compared to 77.4% for highest income quintile. Results of chi-square tests for
research questions 1 and 2 for the 45 to 54 and 55 to 65 age groups are shown in Tables 1
and 2.

Individuals who participated in FNFAET had an expected improvement in the log odds
of moving up one income quintile of 0.441 (p <.001). Results for age and sex were also
significant. Adults ages 45 to 65 had an expected improvement of 0.593 (p <.001) in the
log odds of moving up one income quintile compared to the 18 to 44 age group whereas
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females had an expected reduction in the log odds of moving up one income quintile of -
1.027 (p <.001) compared to males.

Table 1
Relationship in the U.S. between Participation in Formal and Non-Formal AET and
Employment, Labor Force Participation, and Income for ages 45 to 54 in the U.S.

Non-Participation Participation Significance
Group Group
n (% of n (% of ;
popt(JIation) popL(JIation) De5|gr|1:-based df, rdf
Employment Status
Unemployed 41 (70.1) 21 (29.9) 24.98 1,79 <.001
Employed 298 (35.5) 537 (64.5)

Labor Force
Participation

Not in the labor force 131 (81.4) 31 (18.6) 104.42 1,79 <.001
In the labor force 339 (37.8) 558 (62.2)
Income Quintile

Lowest 57 (52.6) 46 (47.4) 15.36 3.64, <.001
Next Lowest 69 (48.0) 68 (52.0) 287.83

Middle 55 (42.0) 87 (58.0)

Next to highest 40 (23.2) 126 (76.8)

Highest 32 (16.6) 174 (83.4)

Total n (income) 253 (33.7) 501 (66.3)

Table 2

Relationship in the U.S. between Participation in Formal and Non-Formal AET and
Employment, Labor Force Participation, and Income for ages 55 to 65 in the U.S.

Participation Significance
Non-Participation Group
Group _ n (% (_)f Design-based df. rdf
n (% of population) population) F '
Employment Status
Unemployed 22 (43.8) 27 (56.2) 1.04 1,44 0.314
Employed 225 (36.0) 430 (64.0)
Labor Force Participation
Not in the labor force 264 (78.9) 75 (21.1) 172.70 1, 44 <.001
In the labor force 247 (35.1) 457 (64.9)
Income Quintiles
Lowest 41 (49.5) 49 (50.5) 4.20 3.67, <.05
Next lowest 30 (36.6) 50 (63.4) 161.35
Middle 45 (40.1) 74 (59.9)
Next to highest 37 (30.0) 97 (70.0)
Highest 33 (22.6) 111 (77.4)
Total n (income) 186 (34.2) 381 (65.8)
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Research Question 3: Based on participation in formal and non-formal AET, how do
outcomes in the U.S. compare to the U.K., Germany, Sweden, and Japan? The chi-square
test was used to compare the relationship between participation in FNFAET and
employment between the U.S. and the U.K, Germany, Sweden, and Japan. For the 45 to
54 age group, the relationship between FNFAET participation and employment was
significant for all countries except Japan. For the 55 to 65 age group, the results were
only significant in Sweden. For the 45 to 54 age group, Sweden had the highest AET
participation rate for both the unemployed (52.1%) and the employed (72.0%). The U.S.
had the lowest FNFAET participation rate for the unemployed (29.9%) and Japan had the
lowest rate of participation for the employed (51.0%). The U.S. had the widest gap
(34.6%) in FNFAET participation by the unemployed as compared to the employed and
Germany had the lowest gap (13.3%) (see Figure 1). For the 55 to 65 age group, the U.S.
had the highest FNFAET participation rate for the employed (64.0%) whereas the U.K.
had the highest FNFAET participation rate for the unemployed (66.8%). Japan had the
lowest FNFAET participation rate for the employed (38.5%). Sweden had the widest gap
(20.3) in FNFAET participation by the unemployed as compared to the employed and the
U.S. had the smallest gap (7.8%) (see Figure 2). For the logistic regression analyses, due
to small sample sizes for the unemployment group, only the U.K. and the U.S. were
compared for employment status.

Sweden
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Figure 1. Participation in formal and non-formal AET by employment status, ages 45 —
54 (percent).

Source: OECD, 2014a.

Note: Sample sizes for the unemployed in Japan were too small to report.
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Figure 2. Participation in formal and non-formal AET by employment status, ages 55 —
65 (percent).

Source: OECD, 2014a.

Note: Sample sizes for the unemployed in Germany and Japan were too small to report.

Using FNFAET as the predictor, the expected improvement in the log odds of
employment was statistically significant for both countries. The expected improvement in
log odds of employment was 0.698 (p <.001) in the U.S. and 0.572 (p <.001) in the U.K.

The chi-square test was used to compare the relationship between participation in
FNFAET and labor force participation, between the U.S. and the U.K, Germany, Sweden,
and Japan. For both the 45 to 54 and 55 to 65 age groups, there was a significant
relationship between FNFAET participation and labor force participation in all countries
(p <.001). For the 45 to 54 age group, Sweden had the highest rate (71.2%) of AET
participation by those in the labor force and Germany had the highest rate of FNFAET
participation (31.0%) for those not in the labor force. Japan had the lowest rate of
FNFAET participation for those not in the labor force (16.2%) and the lowest rate of
FNFAET participation (50.7%) for those in the labor force. For the 55 to 65 age group,
the U.S. had the highest rates of FNFAET participation for both those not in the labor
force (21.1%) and in the labor force (64.9%). Germany had the lowest FNFAET
participation rate (12.9%) for those not in the labor force while Japan had the lowest
FNFAET participation rate (38.2%) for those in the labor force. (see Figures 3 and 4).
Individuals who participated in FNFAET had a significant expected improvement in the
log odds of labor force participation in all five countries. The expected improvement in
the log odds of labor force participation was 1.360 (p <.001) in the U.S., 0.780 (p <.001)
in Germany, 1.030 (p <.001) in Sweden, 1.616 (p <.001) in the U.K., and 1.247 (p <.001)
in Japan. With the exception of Sweden, increasing age was a significant predictor in an
expected reduction in the log odds of labor force participation. Females in all countries
saw a significant expected reduction in the log odds (p <.001) of labor force participation
as compared to males.
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Figure 3. Participation in formal and non-formal AET by labor force status, ages 45 — 54
(percent).
Source: OECD, 2014a.
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Figure 4. Participation in formal and non-formal AET by labor force status, ages 55 — 65
(percent).
Source: OECD, 2014a.

Results of the chi-square test indicate a significant relationship between FNFAET
participation and income quintile for both age groups in all countries. No income data
were available for Germany. For the 45 to 54 age group, Sweden had the highest overall
FNFAET participation rate (72.7%) along with the highest rate of FNFAET participation
for both the lowest income quintile (55.7%) and the highest income quintile (84.6%). The
U.S. had the widest gap (36.0%) in FNFAET participation between the highest and
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lowest income quintiles among the countries included in the analyses and Sweden had the
lowest gap (28.9%). Japan had the lowest rates of FNFAET participation for all income
quintiles for both age groups. For the 55 to 65 age group, the U.S. had the highest overall
participation rate for FNFAET participation (65.8%) and the highest participation rate
(50.5%) for the lowest income quintile while Sweden had the highest rate of participation
(81.3%) for the highest income quintile. Sweden had the widest gap (34.7%) in FNFAET
participation between the highest and lowest income quintiles whereas the U.S. had the
narrowest gap (26.9%) (see Figures 5 and 6). Individuals who participated in FNFAET
had an expected increase in the log odds of moving up one income quintile in all
countries. The expected increase in log odds was 0.554 (p <.001) in the U.S., 0.699 (p
<.001) in Sweden, 0.713 (p <.001) in the U.K., and 0.798 (p <.001) in Japan. Age was a
significant predictor in expected increase in the log odds of moving up one income
quintile in income.

Summary and Implications for Practice

This study examined the effect of participation in formal and non-formal adult education
on employment, labor force participation, and income for adults aged 45 to 65. We
analyzed employment for the 45 to 54 and 55 to 65 age groups in the U.S. using a chi-
square test, which revealed smaller proportions of the unemployed in both the 45 to 54
and 55 to 65 age groups participated in AET as compared to the employed. This is of
concern because the unemployed may require additional training to become reemployed.
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Figure 5. Participation in formal and non-formal AET for selected income quintiles, ages
45 to 54 (percent).
Source: OECD (2014a)
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Figure 6. Participation in formal and non-formal AET for selected income quintiles, ages
55 to 65 (percent)
Source: OECD (2014a)

The unemployed often rely on publicly sponsored training programs but there may be a
lack awareness of these programs. Lack of awareness of programs and the economic
benefits of training, fear of returning to the classroom at older ages, and low funding
levels for training programs are potential causes for low participation rates by the
unemployed.

There was also a significant relationship between AET participation and labor force
participation in the U.S., but the implications are not necessarily straightforward,
especially in the context of low AET participation rates by the unemployed. For example,
during the recent recession, some of the unemployed simply withdrew from the labor
force and thus shifted from “unemployed” to “not in the labor force” (Krueger, Cramer,
& Cho, 2014). Participation in an AET program during the period of unemployment
might prevent some from early withdrawal from the labor force and participation in AET
by individuals who are out of the labor force might result in their returning to the labor
market.

The relationship between AET participation and income is important from two
perspectives. First, participation in AET increases the likelihood of moving up a level in
income quintile. Second, for both the 45 to 54 and 55 to 65 age groups, the lowest income
quintile participates in AET at a substantially lower rate than the top income quintile for
all of the countries included in this study. This finding is consistent with previous
research (Angotti & Belmonte, 2012; Johnson, 2007; OECD, 2004) and reinforces the
importance of making opportunities available for lower-income groups to participate in
AET.
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The combination of increased labor force participation at older ages and a shift in the age
distribution of the U.S. labor force results in the need for programs and policies to
encourage and facilitate work at older ages. Despite widespread recognition that older
workers may require skill upgrades to remain in the labor force at older ages, policies and
funding are lacking to facilitate training older workers (Cummins, 2013; Field &
Canning, 2014). FNFAET programs are important for older workers so they have the
skills necessary to remain in the labor force at older ages and to improve their economic
outlook in retirement. This study demonstrates the benefits to older workers of FNFAET
participation and shows that unemployed and lower-income workers are less likely to
participate in FNFAET. Outreach programs that encourage FNFAET participation by
middle aged and older workers, especially those who are unemployed or low-income, are
necessary so there is a better understanding of the benefits of participation. While
countries generally recognize the need to increase participation rates in adult learning
programs by lower income groups, policies and program funding are lacking to achieve
this goal (Cummins, Kunkel & Walker, 2014). Programs that target older and low-skilled
workers and encourage them to overcome the fear of returning to the classroom at older
ages might increase FNFAET participation. Policies that provide opportunities for older
adults to participate in AET programs are necessary to ensure economic security in
retirement, a competitive labor force, and economic growth. Implementation of policies
that focus on lower income groups and the unemployed, who are likely the most in need
of skill upgrades and most at risk for economic insecurity in retirement, are especially
important.
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THE POWER OF RELATIONSHIP BUILDING IN
INTERNATIONAL SHORT-TERM FIELD STUDY EXPERIENCES
AT THE GRADUATE LEVEL

Brittany Davis, M.A.}
Joellen E. Coryell, Ph.D.?

ABSTRACT: This paper derives from a case study of a 10-day cross-cultural field study experience held
in Italy in which graduate students from master and doctoral levels in adult education participated. During
group reflections, several students who participated in the course expressed the value of learning through
personal connections made with students as well as the instructor. This relationship aspect of the short-term
cross-cultural learning experience has only been briefly discussed in the literature. The research was framed
by situated learning, and communities of practice (Lave & Wenger, 1991), with an emphasis on the
relationships built in learning practice abroad. Student blogs were analyzed to provide evidence of the
benefits of interpersonal relationships to deepen learning in adult study abroad. This research offers insights
into the nature of relational learning during field study experiences, learning outcomes that resulted from
these relationships, and ways to offer similar learning opportunities during international field study
experiences in graduate education programs.

Keywords: adult study abroad; adult study tours; relationships in adult learning; graduate study abroad

International student mobility in higher education is increasing at record rates (European
Union, 2013; Hudzik & Briggs, 2012). While the majority of students who study in
foreign locales are undergraduates, opportunities for graduate students to earn credit in
study abroad programs are on the rise (Dirkx, et al., 2014). Dirkx, et al. (2014), however,
stress that graduate students are different from undergraduate students in that their goals
and purposes for participating in study abroad are often different.

In summer 2016, International Comparative Adult and Higher Education Study Tour (a
graduate problems course in adult education), was attended by 10 graduate students from
a large, public university in the southwest U.S. The learning goal of the course was to
engage participants in collectively constructing new understandings of how individuals of
different cultures, spiritual paths, and influences conceptualize knowing, knowledge, and
adult education. The course required critical consumption of academic texts and an 8-day
sojourn in Italy connected with a graduate adult education program at an Italian
university. The course content included exploring a developmental model of intercultural
sensitivity and the creation of an inquiry framework underpinning an action research
project. Field experiences comprised of visiting sites of knowledge and cultural
understanding, discussion with participants and Italian colleagues, and individual
reflection activities. One of the reflection activities was a series of blog postings that
were initiated by prompts that directed students to reflect in specific ways about their
learning in the course. One of the striking themes easily recognized in both the blogs and
informal reflection discussions that occurred throughout the course was the value
participants placed on the relationships and interpersonal encounters they experienced
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during the course — both with course participants and Italians abroad. As such, we
conducted an investigation to learn more about relational aspects that influenced adult
learning in a short-term study abroad program. The research questions guiding our study
included: What are the characteristics of the relationships that were built during the
graduate study tour? And, what was learned through these relational encounters?

Brief Review of Related Literature

At present, much of the literature regarding international education focuses on
undergraduate students and the benefits that derive from study abroad. Research on
graduate study abroad is sparse and tends to focus on course development and
transformational learning outcomes. As study abroad opportunities for graduate students
continue to increase, understanding how to enhance the educational experience during the
field study is imperative. Relationships between students, students and instructors, and
students and international individuals, may have significant impacts on learning. The
relationship aspect of short-term cross-cultural learning experiences, however, has only
been briefly discussed in research.

We know that relationships with peers and faculty can enrich learning in higher education
(Arnold, Kuh, Vesper, & Schuh, 1993; Astin, 1984; Tinto, 1998). Lundberg's (2003)
findings investigating relationships in adult learning in higher education asserted that
learning was enhanced when students viewed administrators as "flexible, helpful, and
considerate rather than rigid, impersonal and bound by regulations” (p. 682). She also
posited that similar to younger learners, adult students 