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EDITORIAL

Welcome to this first edition of JIRSEA for 2016. The New Year is already 6 months old by the
time this edition is published and many of you would already be busy into your research projects
as you do. We wish you the best with them.

| am pleased to open this edition with the Best Paper recognized at the SEAAIR 2015
Conference held in Hanoi and Ha Long, Vietnam in September/October 2015. Congratulations to
the authors and presenters, Early Sol A. Gadong and Marierose R. Chavez from University of
The Philippines, Visayas.

The other papers in this edition come from Australia, Fiji, Malaysia, Saudi Arabia, Thailand, and
The Philippines, thus keeping to JIRSEA’s tradition of bringing together results of research and
surveys from various corners of the globe on matters related to institutional research. Hence
topics covered in this edition range from blended learning to world-class quality for higher
education in developing countries and to women participation in academia.

The need to bring together research and thoughts from both developed and developing countries
is becoming even more critical given the inexorable technology development particularly as it
impacts on education, teaching and learning. A wholesale transition towards complete
technology-enabled education seems to be too revolutionary for most educators, both
educationalists and practitioners, despite research results pointing to a favourable result.
Intermediate steps such as Blended Learning are therefore introduced perhaps vindicating those
who argued that evolutionary approach is culturally better implemented than a re-engineering
approach. The latter refers to an abrupt change to systems and processes.

The other challenge confronting developing countries is not only the traditional digital divide we
understood a decade or so ago which referred to the gaps between the technology haves and
have-nots which to be sure still exist, but also the digital divide referring to the ability and skills
to utilize available digital facilities. These are further exacerbated by problems of connectivity
and broadband infrastructures such as internet speeds and even availability. These digital divides
feed on each other that could keep those who are already disadvantaged to remain so if not for
the ingenuity of many in such situation from whom those who are advantaged also learn.

We do hope that the eclectic collection of papers in JIRSEA’s editions would build a bridge
between institutional researchers in developed and developing countries.

Happy reading and do consider submitting papers to JIRSEA. Detailed information is available
on our website http://www.seaairweb.info

Niwvas (dris
Editor
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AND SENSE OF
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COMMUNITY:

PATTERNS AND RELATIONSHIPS IN
A BLENDED LEARNING SETTING

Early Sol A. Gadong
Division of Professional Education
Marierose R. Chavez
Division of Physical Sciences and Mathematics
University of the Philippines Visayas, lloilo, Philippines

Abstract

This paper reports the preliminary findings of a research project that aimed to
understand emerging patterns in, and possible relationships between, participants’
sense of community and their tendency to procrastinate in an online discussion
forum (ODF) that supplemented a face-to-face undergraduate biostatistics class.
Anchored on Bandura’s social learning theory and its application on self-regulation,
32 students were asked to participate in an ODF to determine their tendency to
procrastinate by noting their timeliness in posting in the forum. They were then
asked to complete Rovai’s Classroom and School Community Inventory (CSCI) to
determine their sense of community. Descriptive statistics revealed that students
have quite a strong sense of community and had the tendency to procrastinate.
Moreover, Spearman’s test of association showed that participants who had a
deeper involvement with their peers were less likely to procrastinate. However, this
study revealed that no dimension of sense of community significantly predicted
students’ tendency to procrastinate.

Keywords: sense of community, procrastination, computer-supported collaborative
learning, self-regulation, online discussion forum, social learning theory, computer-
mediated communication
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Introduction

The mobility of online learning or e-learning platforms is one of the reasons why learning
institutions and learners alike are drawn to them as a medium for education. This mobility, in
theory, allows participants to engage in a learning experience anytime and anywhere. However,
the perceived portability of this medium of instruction and learning has also allowed certain
issues to come up. One of these is the issue of procrastination.

Computer-mediated communication (CMC) allows for asynchronous programs. That is, students
and teachers do not communicate concurrently and so they tend to send and receive messages at
different times. Thus, unlike in face-to-face instruction where the delivery-receipt-response
process of information happens in a matter of literally seconds or minutes, this same process may
take hours or days in asynchronous CMC. As such, the issue of procrastination becomes even
more significant in an online platform than in traditional lecture classes.

Along with the issue of procrastination, an investigation on learners’ sense of community given
this additional dimension of learning and communication is warranted. Designs of future
learning environments may be improved if patterns and associations between these two
dimensions are established.

This paper reports the preliminary findings of a research project that aimed to understand
emerging patterns in, and possible relationships between, participants’ sense of community and
their tendency to procrastinate in an online discussion forum (ODF) that supplemented a face-to-
face undergraduate biostatistics class.

Literature Review

This study is anchored on Bandura’s (1971) social learning theory, which suggests that learning
occurs in a social context. Thus, learners must interact with their environment through
observation and modelling in order to achieve cognition. For learners to be immersed on a social
level, they must possess a sense of community. Bandura (1991) further applied this framework
on self-regulation, proposing that these same social factors are responsible for learners to
develop a system of engaging in intentional and purposive action. As such, this study posits that
a lack of a sense of community among learners would prevent them from interacting with their
environment, thereby inhibiting their participation in their academic endeavors.

There is still argument in the academic community on the exact definition of blended learning
(Friesen, 2012). On a general note, blended learning may be defined as an educational program
that utilizes computer mediated activities while still engaging in face-to-face instruction
(Williams, 2002; Garrison & Kanuka, 2004; Staker & Horn, 2012).In the Philippines, purely
distance education characterized by an entirely virtual instruction has yet to be fully integrated in
the educational system. However, a number of distance learning courses provide opportunities
for students to physically interact with their instructors, albeit this face-to-face interaction is
limited. On the other hand, more and more instructors whose courses are set up for face-to-face
interaction are integrating the use of CMC and computer supported collaborative learning
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(CSCL) in their instructional paradigm because of the flexibility and ease of accessibility that the
set-up offers (Kaur, 2013).

Aside from the overall portability of the online aspect of blended learning, research likewise
shows that a combination of face-to-face and virtual interaction allows students to develop a
stronger sense of community among each other than does traditional or purely online instruction
(Rovai & Jordan, 2004).

McMillan and Chavis (1986) define sense of community as “a feeling that members have of
belonging, a feeling that members matter to one another and to the group, and a shared faith that
members' needs will be met through their commitment to be together” (p. 9). McMillan (1996)
revised this definition ten years later as “a spirit of belonging together, a feeling that there is an
authority structure that can be trusted, an awareness that trade, and mutual benefit come from
being together, and a spirit that comes from shared experiences that are preserved as art” (p.
315). In both these definitions, there is an emphasis on the benefits that can be derived from a
feeling of belongingness in a community.

In the academic setting, one of these benefits is student learning. Education studies point to the
importance of sense of community to learning. Primarily, Astin’s (1999) theory of involvement
posits that students learn more when they are more involved in both the academic and social
aspects of the school experience.

The advent of distance education prompted the further emphasis on sense of community in the
school setting. In these cases, researchers claim that a sense of community reduces feelings of
isolation and enhances commitment and motivation to learn, especially from each other
(Mclnnerney& Roberts, 2004; Xie, Durrington, & Yen, 2011; Garrison &Kanuka, 2004). This is
especially noteworthy in the case of distance education, specifically, when the medium of
instruction and learning is an online platform because some scholars believe that the apparent
lack of a school that is concrete on a physical level delays the rate by which community is
developed, if at all (Brown &Duguid, 1996).

One of the researchers who has done a considerable amount of research on sense of community
in the academic setting is Alfred Rovai. He proposes locating sense of community in the
classroom and school settings to emphasize the distinction between the two communities (Rovai,
2002). Furthermore, he recognized the need to look into two dimensions, the social dimension
and the learning dimension, in this school community framework and developed the Classroom
and School Community Inventory (Rovali, et al., 2004) that would measure sense of community
in classroom and school settings and discriminate between classroom and school-wide
communities.

While sense of community appears to be a more recent construct, there is little argument that
procrastination has been an issue for a considerably longer period of time. Procrastination (from
Latin pro, meaning “forward” and crastinus, meaning “of tomorrow’) is a problem in self-
regulation wherein one “voluntarily delay[s] an intended course of action despite expecting to be
worse off for the delay” (Steel, 2007, p. 6).
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Procrastination is prevalent in the academic setting, with 80-95% of college students admitting to
intentionally delaying work that must be accomplished (Steel, 2007). Oftentimes, procrastination
produces adverse results, negatively affecting grades, learning, and completion of coursework
(Michinov, et al., 2011;Goda, et al., 2015; You, 2015). Thus, many studies have looked into the
causes of procrastination so that the proper intervention may be applied to prevent its occurrence.

Where online learning is involved, the literature shows varied results. A study by Romano, et al
(2005) reveals that procrastination is more prevalent in students who undertook blended learning
courses than those who were enrolled in a fully online course. On the other hand, a study by
Elvers, et al. (2003) shows that there were no significant differences in the level of
procrastination done by students in an online and in a traditional course.

Studies on procrastination usually utilized an instrument that required participants to accomplish
a checklist or questionnaire that investigate their behavior. For example, the Aitken
Procrastination Inventory (1982) is a 19-item instrument where respondents have to check off
one of five levels on a Likert scale (from 1 = Strongly Disagree to 5 = Strongly Agree) in order
to evaluate their procrastination level. In their study on frequency and cognitive behavioral
correlates of academic procrastination, Solomon and Rothblum (1984) developed the
Procrastination Assessment Scale — Student (PASS). The scale assessed the prevalence of
procrastination in six areas of academic functioning and required the participants to indicate on a
5-point Likert scale the degree to which they procrastinate on the task (Solomon & Rothblum,
1984).Lay’s (1986) study made use of a true-false procrastination scale that contained items
related to measures of disorganization and independent of need-achievement, energy level, and
self-esteem.

More recently, Schouwenburg’s (2004) Academic Procrastination as State Inventory (APSI)
measured current level of procrastination behavior based on fear of failure, lack of motivation,
and dilatory study behavior. In addition, Chow’s (2011) study used a modified version of the 10-
item Procrastination Scale developed by Schwarzer, Schmitz, and Diehl (2000) and found that
academic aspirations did not significantly predict a student’s tendency to procrastinate but
satisfaction with school life did. Specifically, participants who were dissatisfied with school life
were more likely to procrastinate, possibly due to lack of motivation and interest in their program
of study (Schwarzer, Schmitz, & Diehl, 2000).

This study intends to produce new data clarifying possible connections between sense of
community and procrastination.

Methodology

Participants

The study involved undergraduate students (n = 32, 24 females and 8 males) from two
Biostatistics classes (laboratory component) of a university in lloilo, Philippines. Their average
age was 18.13 years (SD = 0.87). The students belong to the BS Biology degree program.
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The study was conducted for one semester, over a period of 16 weeks. During the class
orientation, the students were informed that they would be required to participate in an online
discussion forum where they had to respond to prompts posted by the teacher. The students were
treated ethically, in compliance with the standards set by the American Psychological
Association (1992).

Design

The study utilized a case study design. Rather than using a checklist or questionnaire to
determine the participants’ tendency to procrastinate, the time for task completion was
investigated. As such, the main source of data for this study is the online forum designed by the
teacher using the Blogger weblog platform.

<« c mamsolyupihay.blogspot.com,
] n

Discussion 2 - Prompt 1: Sampling Methods E bt
it View my complete profile
What is the difference between a sample and a population? What are the different sampling &
methods? What are the benefits and disadvantages of each?
Postedby MissEarlySolati2:00 M 2 Blog Archive
Labels: Biostatistics
¥ 2015(22)
> May(4)
134 comments: A
» March(7)
v

or collecting information on for data while a sample is just a part or a portion of the
population that we are studying.

F February 21, 20153t 7:46 PM S
In statistics, population includes all members of a specific group that we are studying D 12~ Promot
I

Reply Delete

~ Replies

Hi- you said that a population includes everyone from a specific e

group and a sample is part only of the population but is it possible that

you can get another population from the sample you collected? : -
Welcome, Bio 180 students for SS
Delete 2014-2015!

» 2014(2)
I :-o:c -, 2o:5at 7:28 PM
Honestly speaking, I really don't h'ow- I'm sorry, I can't answer your
question. Hehe

Figure 1 - The Blogger platform used in this study.

The initial prompt required students to introduce themselves to each other. Then, there were a
total of five Discussion Periods, each lasting for two weeks, with two prompts for every period.
Figure 1 shows a screen cap of the platform.

“Discussion periods” start on Saturday, with the teacher posting a prompt on two separate
threads at 12:00 PM. Students’ posts may be a response to the teacher-posted prompt, a response
to a fellow learner’s post, or a question related to the topic at hand, posed to either the teacher or
to fellow learners, or a new idea altogether. Students have to make at least three posts in each
prompt within the Discussion Period. While students may make more than one posting in a day,
they were instructed to post on at least three different days. Thus, for this study, extra posts made
on the same day were discarded.
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Students’ demographic characteristics were determined using a survey form.

Rovai’s (2004) Classroom and School Community Inventory (CSCI) was used to measure
participants’ sense of community in the classroom and school settings. The CSCI is a 20-item
Likert-type scale which is commonly used to measure sense of community in an academic
setting. It was validated for content by experts in psychology and education. This scale was
administered online using Google Forms. The items were reversed-score, where appropriate.
Descriptive scores for each dimension were calculated by finding the arithmetic mean of the
response to the items in the corresponding dimension, and are interpreted using the scale in Table
1.

Table 1: Scale for Interpreting the Measure of Sense of Community

Range of Score Interpretation
1.00 - 2.30 Weak

2.31 - 3.69 Moderate

3.70 - 5.00 Strong

Timeliness of response was determined using the rubrics in Table 2. The variable was ordinal in
nature, and thus, median values for each participant were used as measure for central tendency,
in addition to computing frequencies and percentages. Moreover, the correlation ratio eta-
squared n> was used to measure association between timeliness of response and sense of
community.In addition, responses that were posted in an “Early” or “Timely” manner indicated
the absence of procrastination while responses that were posted “Just in Time” or “Late”
indicated that the students procrastinated. Backward logistic regression was then used to test
which components of the CSCI predicted timeliness of response.

Table 2: Rubrics of Timeliness of Students’ posts

Order of Did Not Procrastinate Procrastinated
Post Early Timely Justin Time | Late/None
1) 2) @) (4)
Within 24 After 24 hours of
First Post hours of posting prompt — Day of After deadline
(P1) posting Before Day of P1 Deadline / none
prompt Deadline
Day of After DOD of First Day of P3
(SF?ZC;) nd Post Deadline of Post — Three days FI?; )E)E;;(I)irr?e Deadline /
P1 or Earlier | before P3 Deadline None
- After 7 days of
Third Post X:‘/Itglsr:iz days posting prompt — Day of P3 None
(P3) P g Day before P3 Deadline
prompt .
Deadline

10
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Results
Patterns in Sense of Community and Procrastination

Students’ responses indicated that they had a strong sense of community in all dimensions as
shown in Table 3. Furthermore, the table shows that students have the strongest sense of
community in the school learning dimension (Mean = 4.33, SD = .41) and the least sense of
community in the social community dimension (Mean = 3.81, SD = .40). These results suggest
that learners generally perceive themselves as sharing the same norms and values as those of
their school (Rovai, et al, 2004). In addition, students quite strongly believe that their educational
goals and expectations are met by their learning institution.

Table 3: Mean Score of Sense of Community Responses

Dimensions of Sense of Community | Mean | SD
Classroom Social Community 3.79 0.52
Classroom Learning Community 3.86 0.31
School Social Community 3.83 0.49
School Learning Community 4.33 0.41
Classroom Community 3.83 0.34
School Community 4.08 0.32
Social Community 3.81 0.40
Learning Community 4.09 0.29
Overall Sense of Community 3.95 0.28

SD = Standard Deviation

Moreover, when each item in the CSCI was investigated, findings indicate a strong sense of
community for all items, except in “I feel that this course results in only modest learning” item as
shown in Table 4. In addition, students indicated strongest sense of community in both “I feel
that this school gives me ample opportunities to learn” and “I feel that this school does not
promote a desire to learn” CSCI items. These findings seem to support initial findings of Rovai
and Jordan (2004) which suggest that blended learning fosters a stronger sense of community
than does a fully online course. However, since the current study’s design does not provide a
control group for which a comparison may be made, this strong sense of community may not be
entirely attributed to the extra amount of time that the students spent on the ODF.

Table 4: Mean Score of Responses on CSCI Items

CSCI Items Mean | SD
| feel that students in this course care about each other | 3.72 72
| feel that I receive timely feedback in this course 4.00 .622
| feel connected to others in this course 3.75 762
| feel that this course results in only modest learning 2.78 .832
| trust others in this course 3.94 716

11
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CSCI Items Mean | SD
| feel that 1 am given ample opportunities to learn in 4.22 .608
this course
| feel that | can rely on others in this course 3.69 931
| feel that my educational needs are not being met in 4.03 595
this course
| feel confident that others in this course will support 384 | .574
me
| feel that this course does not promote a desire to 4.28 581
learn
| have friends at this school to whom I can tell 4.25 762
anything
| feel that this school satisfies my educational goals 4.50 .622
| feel that | matter to other students at this school 3.72 .634
| feel that this school gives me ample opportunitiesto | 4.47 567
learn
| feel close to others at this school 4.06 .669
| feel that this school does not promote a desire to 4.47 .621
learn
| regularly talk to others at this school about personal | 3.38 .976
matters
| share the educational values of others at this school 3.91 .689
| feel that I can rely on others at this school 3.72 | .683
| am satisfied with my learning at this school 4.28 581

With regards to students’ tendencies to procrastinate, Table 5 shows that out of a total of 960
chances to post, 14.06% (n = 135) were made Early, 28.13% (n=270) were Timely, 29.06%
(n=279) were Just in Time and 28.75% (n=276) were Late.

Table 5: Distribution of Timeliness of Responses

Procrastinated? Timeliness of f %
Response

No Early 135 | 14.06
Timely 270 | 28.13
Just in Time 279 | 29.06

Yes
Late 276 | 28.75

Total 960 | 100.00

Furthermore, based on the median timeliness scores, 53.1% (n = 17) of the students were found
to have procrastinated in the ODF. This is modest compared to initial findings of Steel (2007)
who pegged the estimate to be around 70 — 80%. One of the reasons for this may have been the
fact that during orientation, students were informed that postings made in the ODF were graded,
and that adherence to deadlines should be strictly observed. Additionally, the group of

12
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participants had a strong sense of school community. This positive disposition about their school
life may be a reason for their diminished tendencies of procrastination (Chow, 2011).

Relationships between Sense of Community and Tendency to Procrastinate

This study wanted to see whether or not specific relationships existed between students’ sense of
community and their tendency to procrastinate. Using Dancey and Reidy’s (2004) categorization,
results of spearman’s test reveal that there was no significant association between students’
overall Sense of Community and their Timeliness of Response. However, further investigation
revealed that Timeliness of Response had a significant negative association with Social
Community (p = — .441, p = .006). This indicates a moderate strength of association (Dancey&
Reidy, 2004).

Each of the item in the CSCI was likewise subjected to a test for association with Timeliness of
Response. Among the 20 items, three were found to be significantly associated with Timeliness
of Response. Item 3 on the CSCI Classroom Form --- | feel connected to others in this course. ---
has a moderately strong association with Timeliness of Response (p = — .310, p = .042).
Similarly, Item 3 on the CSCI School Form --- | feel that | matter to other students at this
school.--- also has a moderately strong association with Timeliness of Response (p =—.399, p =
.012). Both of these associations are negative, which indicates that students who had a strong
sense of community in these dimensions were less likely to procrastinate. They are also both
parts of the Social dimension of sense of community.

These results show a similar trend with Chow’s (2011) study, suggesting that students with a
strong sense of community regarding their spirit, trust, safety, trade, interdependence, and sense
of belonging are less likely to procrastinate. Understandably, students who feel that they have a
considerably healthy social network in school would be more attuned to performing academic
tasks on time.

Another item that was significantly associated with Timeliness of Response was Item 10 on the
CSCI School Form --- | am satisfied with my learning at this school. --- which showed moderate
association (p = .358, p = .022). Interestingly enough, this association was positive, indicating
that students who were more satisfied with what they learned in school were more likely to
procrastinate.

The study likewise looked into the dimensions of sense of community as possible predictors of
procrastination. However, no significant predictors were found.

Conclusion

This study looked into notable patterns in, and relationships between, students’ sense of
community and their tendency to procrastinate in a supplemental ODF for an undergraduate

biostatistics class.

Findings reveal that students have quite a strong sense of community, which appears to be a
prevailing characteristic of blended learning. This may be due to the additional opportunities for

13
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establishing belongingness and meeting members’ needs. Students had the freedom to converse
with one another in the forum without being hushed by their teacher or their peers, unlike in a
traditional face-to-face setting.

With regards to the issue of procrastination, findings show that only half of the students opted to
put off posting to the forum. This is lower than prevailing estimates and may be attributed to the
compulsory nature of the task. Still, this value may be considered quite significant,
demonstrating that procrastination very much persists among the participants involved.

On emerging relationships, this study showed that participants with a strong sense of social
community were more likely to post later in the ODF. As such, those who had a deeper
involvement with their peers were less likely to procrastinate compared to those who were more
detached from their social network in school.However, this study has not produced significant
results in terms of identifying dimensions of sense of community that predicted students’
tendency to procrastinate.

Results of this study provided new insights on understanding the nature of sense of community
and procrastination among students. It is worth mentioning, however, that due to the absence of
random assignment and a control group in this study, findings should be viewed as preliminary
and interpreted in view of this limitation, among others. As such, future research may look into
exploring sense of community, along with other covariates such as demographic characteristics
and environmental factors, as a predictor of procrastination. Moreover, tests conducted over a
longer period of time and using other means to measure sense of community and procrastination
are strongly suggested.
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Abstract

This study aimed to explore the relationship of social support and motivation with
university adjustment among Year One to Year Three tertiary undergraduates in
Malaysia. Purposive and quota sampling methods were used to recruit 300 tertiary
students whom were asked to fill out a questionnaire consisting three measurements:
academic motivation scale, shortened version of the interpersonal support evaluation
list, and college adaptation questionnaire. The results showed significant correlation
of university adjustment with social support and motivation, and a high stability of
these relationships across three different years of study. Further analyses suggested
that two motivational factors are mediators of social support’s effect on university
adjustment, and year of study was not a significant moderator for the effects of social
support and motivation on university adjustment. Additional strategies to improve
university adjustment should focus on reinforcing social support from parents,
lecturers, and peers among undergraduates with university adjustment problems.
Further focus should be placed on reinforcing academic motivation by introducing
additional workshops and flexible regulations for changing subjects of study.

Keywords: Social support; Motivation; undergraduates; Malaysia

Introduction

The number of students enrolled in tertiary education in Malaysia has increased from 277 185 in
2003 to 373 209 in 2013 (Malaysia Ministry of Higher Education, 2015). Nonetheless, it is
estimated that 3 000 out of 168 000 college students who pursued their studies for certificate and
diploma would not be able to graduate, and only 83 000 out of 100 000 students who went for
their degree program are able to finish their program (Lajiun, 2012). In other words, the dropout
rate of tertiary undergraduates in Malaysia is about 17.5% (Govindarajo & Kumar, 2012) and is

therefore alarming.
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The high attrition rate among Malaysian tertiary students can be attributed to both internal and
external factors, such as lack of interest, lack of facilities provided by the university, as well as
failure in examinations, financial issues, and quality of teaching (Willcoxson, Cotter, & Joy,
2011). Some studies found that junior and senior students experience low motivation in learning;
These students, who are unable to adjust well in the university, often show poor adaptation
behaviors such as tardiness, unrealistic desire, and authority of hostility, and thus their study
habits, involvement, and psychological experiences are poor (Elias, Noordin, & Mahyuddin,
2010; Howey, 2008).

Lack of social support and motivation are the two main psychological factors that have been
attributable to this attrition rate of tertiary students. Motivation is generally defined as “the forces
acting on or within an organism to initiate and direct behavior” (p.16) (Petri & Govern, 2004).
Self-determination theory (SDT) provides a comprehensive theoretical framework in explaining
human behavior through the understanding of human motivation. SDT proposes that the type or
quality of a person’s motivation is more important than the total amount of motivation, and
autonomous motivation and controlled motivation are the most central distinction in SDT (Ryan
& Deci, 2000). Autonomous motivation includes both intrinsic motivation and types of extrinsic
motivation, while controlled motivation consists of external regulation that one’s behavior acts
as a purpose of external contingencies of rewards or punishment (Deci & Ryan, 2008).

There are three major types of motivation: intrinsic motivation (IM), extrinsic motivation (EM),
and amotivation (AM). IM is subdivided into three parts, which are intrinsic motivation to know
(IMTK), intrinsic motivation towards accomplishment (IMTA) and intrinsic motivation to
experience stimulation (IMTES). The subdivided parts of EM are extrinsic motivation external
regulation (EMER), extrinsic motivation introjected regulation (EMIN) and extrinsic motivation
identification regulation (EMID) (Vallerand et al., 1992).

IM refers to the involvement to an activity where an individual will feel pleasure and satisfaction
from participation itself. IMTK can be defined as motivation that stress on the satisfaction of an
individual obtained from exploring, learning, and trying to understand something that is new.
IMTA refers to the activity an individual engages in, in order to seek pleasure and satisfaction
when he or she attempts to achieve or create something new. IMTES occurs when someone
engages in activities for the purpose of experiencing stimulating sensation such as sensory
pleasure, fun, and excitement that comes from the involvement in the activity (Vallerand et al.,
1992).

EM is achieved when individuals perform an activity for the purpose of gaining rewards or
attaining some separable outcome (Ryan & Deci, 2000). EMER usually occurs when the
behavior is externally regulated with the external contingencies such as rewards or constraints
where the reasons for performing the behavior have not been internalized at all. EMIN occurs
when the behavior is usually controlled by the desire in order to avoid feelings such as guilt.
Since individuals start to internalize the reasons for how they act, the source of control comes
from the individual. EMID occurs when a person has a perception that the behavior is the result
of one’s choice. In this regulation, the behavior is being regulated internally in a self-determined
way(Ryan & Deci, 2000).
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Amotivation refers to the absence of motivation in which individuals will experience a sense of
incompetence and uncontrolled expectations. Individuals will feel that participation in an activity
has neither meaning nor reward, thereby causing them to eventually stop participating.
Amotivated individuals usually will perceive a lack of contingency between their behavior and
outcomes (Vallerand et al., 1992).

In the findings, amotivated behaviors of university students were found to be attributable to poor
psychosocial adjustment and general well-being, and high levels of perceived stress. In contract,
intrinsically-motivated behaviors of university students were associated with lower perceived
stress scores while studying (Baker, 2004).

According to SDT, the transformation of external regulation into self-determined forms of
regulation, as well as the stability of IM depends on three aspects: the satisfaction of the basic,
innate psychological needs for support of autonomy, support of competence, and social support.
In other words, social support is an important factor that associates with motivation.

Social support is a broad concept covering the availability of significant others who offer support
and/or the perceived exchange of such support (Verheijden, Bakx, Van Weel, Koelen, & Van
Staveren, 2005). According to ecological theory, development is the result of interactions
between characteristics of the person and the environment over the course of one’s life
(Bronfenbrenner & Morris, 1998). Therefore, face-to-face interaction with and support from
family members and peers are among the most common and important proximal processes for
young adults, and thus social support is an important factor relevant to academic outcomes
(Meeus, 1996).

Some studies have explored the relationship between social support and adolescent adjustment
and found that social support are relevant to some behavioral and emotional problems (Dunn,
Putallaz, Sheppard, & Lindstrom, 1987; Garnefski & Diekstra, 1996). These problems include
delinquency (Licitra-Kleckler & Waas, 1993), withdrawn behavior and hopelessness, depression
(Cheng, 1997), and lower self-concept (Wenz-Gross & Siperstein, 1998) and academic self-
concept (Dunn et al., 1987; Wenz-Gross & Siperstein, 1998).

In addition, senior students were found to be better adjusted than junior students. This could be
because a junior student is undergoing a transition period when they need to face problems of
making new friends, losing interest in studying due to discrepancy between their expected and
actual university life, and finding difficulties in studying due to heavy workload and difficult
learning subject (Kantanis, 2000). However, Fazey and Fazey (1998) assessed university
students in a two-year longitudinal study and discovered a surprisingly high level of stability for
the sub-scales of intrinsic and extrinsic motivation.

The high level of stability between motivational factors and university adjustment can be
because tertiary undergraduates are granted more autonomy in the university and subjects
compared to primary and secondary students, and thus there is increased consistency in their
personal interest and subjects of learning. Furthermore, undergraduates are more mature and thus
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more certain about their actual goals and abilities (Baumert & Koller, 1998; as cited in Muller &
Palek¢ié, 2006)).

Aims of Study

According to Lewalter (as cited in Miiller & Palek¢i¢, 2006)), most studies that explored the
relationships between social support, motivation and adjustment were based on elementary and
secondary education. Not only is the research on tertiary education sparse, but also fewer
longitudinal studies were conducted. This study is therefore aimed to explore the relationships of
motivational factors and social support with university adjustment among Year One, Year Two,
and Year Three students in Malaysia. The research questions are as follows:

1. Is there any difference among the years of study in university adjustment, motivation, and
social support?

What are the relationships between university adjustment, motivation, and social support?

Do motivation and social support serve as significant predictors of university adjustment?
Does motivation serve as a mediator of social support’s effects on university adjustment?

Do years of study serve as moderator of the effects of social support and motivation on
university adjustment?

okrwmn

Method

Participants

Three hundred undergraduates (104 male and 196 female) from a university in Malaysia, ranging
from 18 to 23 years old, were recruited as participants for this study. One hundred participants
were recruited for each year of study (Year One to Year Three).

Instruments

The survey questionnaires were separated into four parts:

(a) demographic information,

(b) Academic Motivation Scale,

(c) Interpersonal Support Evaluation List, and
(d) College Adaptation Questionnaire.

Demographic information.

Basic background information collected from the participants included gender, age and year of
study.

Academic Motivation Scale (AMS).

This scale comprises 28 items in seven subscales. Three subscales assess IM, another three
subscales assess EM, while the remaining subscale assesses AM. Participants provided their
responses by way of a 7-point Likert Scale (1=does not correspond at all, 7=corresponds
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exactly). A previous study found a high internal reliability (a = 0.81) and test-retest reliability (r
= 0.79) of the scale (Vallerand et al., 1992). The internal consistency of AMS in this study was
shown in Table 1.

Table 1 - Internal Consistencies of Measurements

Measurements Cronbach’s alpha
CAQ 0.84
ASM
IMTK 0.84
IMTA 0.79
IMES 0.74
EMIR 0.79
EMIN 0.79
EMER 0.79
AM 0.82
ISEL-12 0.79

Interpersonal Support Evaluation List (ISEL). We used the shortened version of the ISEL to
measure social support (Cohen, Mermelstein, Kamarck, & Hoberman, 1985). This measurement
consists 12 items in a 4-point rating scale (1 = definitely false, 2 = probably false, 3 = probably
true, 4 = definitely true). Previous studies reported the internal consistency of ISEL-12 is around
0.8 to 0.9 (Simmons & Lehmann, 2012) and it was 0.79 in this study. Therefore, the mean of the
total score was used to indicate the overall social support perceived by respondents.

College Adaptation Questionnaire (CAQ). CAQ was used to assess how well students have
adjusted to university life. The CAQ is a self-report instrument that consists of 18 statements
scored on a 7-point scale. The participants were asked to rate as to what extent each item
described them appropriately on a 7-point scale (1= not applicable to 7 = very applicable). Ten
statements reflect poor adjustment, whereas eight statements reflect good adjustment. The CAQ
scores are obtained by reversing the scores on the 10 poor adjustment items and then summing
across all 18 items. A higher score indicates better university adjustment. Previous studies have
reported good reliability of CAQ (r = 0.83). The Cronbach alpha of this study is 0.84.

Procedure

Purposive and quota sampling methods were used to select and recruit participants for this study.
Only undergraduates of the university were selected and 100 participants from each level of
study were recruited. Participants were recruited from different classes, the library and university
café. Participants were approached and asked about their years of study, and then briefed about
the purposes of the study, the confidentiality of the responses they provide, and their approval to
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fill out a questionnaire that took approximately 10 to 15 minutes to complete. Once the
participants had completed the questionnaire, the researchers thanked the participants for
cooperation. After collecting 300 questionnaires based on the quota set, the data was then keyed
in and analyzed using SPSS ver. 16.

Results
University Adjustment, Motivation, and Social Support across Years of Study

We used multivariate program to examine any difference among years of study in terms of
university adjustment, motivation, and social support. As shown in Table 2, a significant
difference was found in the results for university adjustment, F (2, 297) = 3.24, p = 0.041.
However, the post-hoc Tukey HSD analyses did not find any significant difference among the
years of study. Nonetheless, a further trend analysis suggested that there is a significant positive
linear trend among years of study in university adjustment, F (1, 297) = 4.64, p = 0.032. The
contrast tests of Year Three with both Year One and Year Two suggested that the university
adjustment of Year Three (M = 3.47, SD = 0.58) is better than Year One (M = 3.31, SD = 0.47)
and Year Two (M =3.31, SD =0.56), t (297) = -2.54, p = 0.012.

Table 2 The Results of CAQ, AMS and ISE-12 by Years of Study

Year 1 Year 2 Year 3
M SD M SD M SD F p-value
CAQ 3.31 0.47 3.30 0.56 3.48 0.58 3.24 0.041
AMS
IMTK | 5.06 0.89 4.97 1.02 4.98 1.01 0.23 0.797
IMTA | 4.54 0.90 451 1.00 4.58 0.97 0.124 0.884
IMES 4.35 0.95 431 0.98 4.18 1.10 0.76 0.47
EMIR 5.21 0.96 5.06 1.07 5.12 0.88 0.62 0.54
EMIN | 4.56 1.15 4.39 1.09 4.46 1.11 0.59 0.557
EMER | 5.04 1.14 4.96 1.07 5.04 1.11 0.19 0.821
AM 2.52 1.16 2.64 1.35 2.50 1.24 0.35 0.703
ISE-12 2.78 0.48 2.83 0.46 2.84 0.47 0.46 0.631
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Correlations between University Adjustment with Social Support and Motivation

As shown in Table 3, social support and the five types of motivation have a significant positive
correlation with university adjustment. AM is negatively correlated with university adjustment,
while no significant correlation was found between EMER and university adjustment.

Table 3 Pearson Correlations between University Adjustment with Social Support and Motivation

(N=300)
CAQ ISE-12
ISE-12 0.441
AMS
IMTK 394%* 136*
IMTA 345+ 200%*
IMES 253+ 0.093
EMIR 215+ 190**
EMIN 149%* 0.111
EMER 0.012 0.084
AM - 541** -301**

Note: *p<0.05 **p<0.01
Motivation and Social Support as Predictors of University Adjustment

We used the multiple regression hierarchical models to find out the significant predictors of
adjustment. The six types of motivation, excluding the EMER which is not significantly
correlated with adjustment, were entered first by using stepwise method, so that we can rule out
the insignificant predictors among the six types of motivation. Social support was entered next
by using enter method. The results showed both regression models are significant, F (2, 297) =
72.83, p < 0.001 for model one and F (3, 296) = 69.24, p < 0.001 for model two, which explained
32.9% (model one) and 41.2% (model two) of total variance. In model one, which examined the
six types of motivation, only AMTK and AM emerged as significant predictors. Meanwhile,
model two showed AMTK, AM, and social support emerged as significant predictors (see Table
4).

Years of Study as the Moderator of the Effects of Social Support and Motivation on University
Adjustment

We used the multiple regression hierarchical models to find out whether years of study served as
moderator of the effects of social support and motivation on university adjustment (see Table 5).
AMTK, AM, and social support were entered first, then years of study entered next, followed by
the interaction effects of years of study with social support and motivation. The results showed
the three models are significant. The changes of explained total variance was significantly
improved from model one to model two, but not significantly improved from model two to
model three. The results also showed the non-significant effects of all the three interaction
effects in model 3. In other words, the results rejected years of study as moderator of the effects
of social support and motivation on university adjustment.
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Table 4 Multiple regression analyses of Motivation and social support as predictors of

university adjustment

Model 1 Model 2 t-value p-value
AM -.457 -8.773 <0.001
IMTK .208 3.989 <0.001
AM -.368 -7.254 <0.001
IMTK 203 4.155 <0.001
ISE-12 303 6.478 <0.001
F 72.83*** 69.24***
df 2,297 3,296
R? 0.329 0.412
R2change 0.083
Sig. F change <0.001

Note: *** p < 0.001

Table 5 Years of Study as the Moderator of the Effects of Social Support and Motivation on

University Adjustment

Model 1 Model 2 Model 3
AM -.368*** -.367*** -.303*
IMTK 203*** .208*** .090
ISE-12 .303*** 297*** 267*
Year of study A111** -.138
Year of study x AM -.082
Year of study x ITMK .262
Year of study x ISE-12 .072
F 69.24*** 54 45%** 31.25***
df 3,296 4,295 7,292
R? 0.412 0.425 0.428
R?change 0.012 0.004
Sig. F change 0.012 0.614
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Motivation as the Mediator of the Effects of Social Support on University Adjustment

We used process macro to examine whether AMTK and AM serve as mediators of social support
on university adjustment. As shown in Table 6, social support has a significant positive effect on
AMTK but a significant negative effect on AM. The total effect of social support is significant
and positively associated with university adjustment, and the indirect effect of social support,
after controlling AMTK and AM, was also significant and positively associated with university
adjustment, but the coefficient dropped from 0.51 to 0.35.

Table 6 Motivation as the Mediator of the Effects of Social Support on University Adjustment

Coeff SE t p LLCI ULCI
ISE > AM -0.796 0.146 -5.44 <0.001 -1.08 -0.508
ISE > IMTK 0.282 0.119 2.37 0.019 0.048 0.516
AM - CAQ -0.161 0.022 -7.25 <0.001 -0.204 -0.117
ITMK - CAQ 0.113 0.027 4.16 <0.001 0.059 0.167
ISE > CAQ 0.349 0.054 6.48 <0.001 0.243 0.456
ISE > CAQ 0.509 0.061 8.48 <0.001 0.391 0.628

Discussion

Since the dropout rates of undergraduates in Malaysia is increasing, it is important to determine
the possible factors that are relevant to university adjustment. Studies suggested that
motivational factors and social support are relevant to university adjustment. Nonetheless, only a
few studies have examined these relationships among tertiary education and different years of
study, especially among undergraduates in Malaysia. Therefore, this study aims to examine the
relationships between motivational factors and social support among Year One to Year Three
undergraduates in Malaysia.

Firstly, the results showed that no significant difference among Year One to Year Three
undergraduates in their motivational factors, social support, and university adjustment. These
results are quite similar to the findings of other studies that suggested a high level of stability in
motivational factors (Fazey & Fazey, 1998; Miiller & Palek¢ié, 2006). In other words, such
stability also occurred among undergraduates in Malaysia. As explained by these researchers,
this high stability can be because undergraduates have increased understanding of what they
want and have more freedom to choose their study subjects; therefore, it is less likely to have a
sudden change in motivation. More importantly, we found such stability not only in motivational
factors, but also in social support and university adjustment. In addition, a significant linear
positive trend in university adjustment as seen from our analysis suggested that university
adjustment is better for senior than junior undergraduates. Therefore, more effort should be
focused on junior undergraduates to improve their university adjustment.
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Secondly, similar to other studies, we found significant relationships of university adjustment
with social support and motivational factors, especially IMTK and AM (Baker, 2004). In other
words, undergraduates are able to adjust better if they know their objectives of studying in a
university. Therefore, if parents and families support their children’s choices and decisions, the
children are more likely to have a good university adjustment. In this light, strategies in
improving university adjustment should also be focused on these parents.

Thirdly, we found that the effects of social support on university adjustment are partially
mediated by IMTK and AM. Even though social support has a significant effect on university
adjustment, the relationship of the former with the latter decreases upon adding IMTK and AM
mediators. These results met the criteria of mediation analyses proposed by Baron and Kenny
(Little, Card, Bovaird, Preacher, & Crandall, 2007). In other words, undergraduates may enhance
their IMTK and AM while receiving more social support, allowing them to adjust better in a
university.

Fourthly, as suggested by other studies that found a high level of stability in motivation across
years of study, our results of moderator analyses further support these findings that the effects of
social support and motivation on university adjustment are not moderated by years of study.

In conclusion, the results of this study showed the significant relationships of social support and
motivation with university adjustment are also found in undergraduates in Malaysia. Increased
social support for undergraduates increases IMTK and lowers AM, and thus results to better
university adjustment. Such relationships are also found across different years of study.
Therefore, educators can consider designing strategies to improve social support from lecturers
and peers on students who do not adjust well in the university. Parents should be aware of the
importance of their support on their children’s university adjustment. In addition, more
counseling towards the meaning of studying should be introduced to increase students’ IMTK,
and more workshops should be introduced to increase their self-awareness on the areas they’re
interested in to reduce their AM. Policymakers should also consider introducing flexible
regulations to allow students to change their subjects of study.

There are a few limitations of this study. This study was conducted in one private university.
Furthermore, social support is quite relevant to cultural values. Future studies may consider
recruiting participants from a number of private and public universities, as well as conduct a
cross-cultural comparison between undergraduates from different cultural backgrounds.
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Abstract

The ultimate goal of engaging in higher education study has typically been
conceptualised as the attainment of full-time employment on completion of the
course. The massification of the Australian higher education system, coupled with
specific programs aimed at increasing the participation of diverse student groups in
higher education irrevocably changed the socio-demographic profile of university
graduates. A logical extension of this ‘new’ higher education graduate is the need for
a revised understanding of the outcome that each of these student groups are seeking
to achieve at the conclusion of their studies.Results from the recent trial of the
Graduate Outcomes Survey have been used to populate a model of graduate outcomes
that explores a range of graduate destinations that extend beyond full-time
employment.

Background

Higher education graduate surveys in Australia have traditionally focused on employment,
particularly full-time employment, as the most desirable outcome for students who have recently
completed their qualification. Recent commentary on post-undergraduate destinations has
lamented the fact that the proportion of graduates in full time employment four months after
completing their course has fallen to its lowest level since 1993 (Dodd, 2015; Jericho, 2015;
Knott, 2014; Trounson, 2014). While it is acknowledged that lower employment levels are not
apparent for all fields of education, for example, employment rates of medicine and pharmacy
graduates are still extremely high, there is a general view that “...some new graduates have been
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discouraged from seeking a place in the full time labour force” (Graduate Careers Australia,
2014: 2).

Seeking full-time employment on completion of a degree was assumed to be an almost
universally desired outcome both prior to the Dawkins reforms and during the subsequent
unprecedented expansion of the higher education in Australia(Dawkins, 1988). In the context of
a massified higher education system, there was an increasing number of mature age, female,
international and part-time postgraduate students. Given these unprecedented changes in the
higher education context and the student population, can we be confident that all of these
students desireto seek full-time employment when they finish their qualification?

It could be that the more typical ‘target market’ for higher education, those who have recently
completed school studies, are most likely to seek full-time employment as a graduate destination.
Brooks & Everett (2009:33)commented that in relation to school leavers, the massification of
higher education has resulted in “...the normalisation of post-compulsory education and the
encouragement of high aspirations, [and] young people have come to assume a one-to-one
relationship between being qualified and having a lasting professional career’.

The reality is that many graduates experience a substantially less linear pathway through an
under researched combination of demand and supply side issues. It is not simply a matter of
stating that they have been excluded from their ‘rightful place’ in the labour market. With few
direct links, or relationships, between programs of study such artsor business,it is also possible to
argue that the jobs may never have been there to aspire to or students did not necessarily
undertake the course with the expectation of an employment outcome that was full-time work.
Many of these concerns have not been explored or are rarely considered in the context of full-
time work being assumed to be the optimal graduate outcome and anything less than full-time
employment in a preferred professional occupation is regarded as underemployment.

Graduate underemployment

The concept of underemployment is present in the economic, psychological, sociological,
management and organisational behaviour literatures and defined in a number of different ways.
In general, there is basic agreement that the key features of underemployment, initially offered
by Feldman (1996), include:

e Time-related underemployment — involuntary part-time or temporary work
e Qualification-related underemployment, and

e Income-related underemployment.

Improving the measurement of these aspects of underemployment, including the extent to which
underemployment is voluntary, has been a feature of recent discussions (Maynard, 2011). It is
often assumed that all graduates are actively seeking to avoid any form of underemployment
(Scurry & Blenkinsopp, 2011). There also appears to be an underlying assumption in the
underemployment literature that volition is of more relevance to time-based underemployment
than qualification or income-based underemployment. However, there is no compelling evidence

30



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

to suggest that this is the case. As such, any attempts to measure underemployment need to take
into account the extent to which this is a voluntary state that reflects a match between the
employee’s values, needs or current life circumstances.

Time-related underemployment

Time-related underemployment is the most frequently reported form of underemployment.Most
researchers use the standard measurement conventions adopted by the International Labour
Organisation (ILO). According to the ILO (1998), a person is regarded as experiencing time-
related underemployment if, during a reference period, they had worked fewer hours than an
identified threshold,were willing to work extra hours, andwere available to work these hours.

The threshold relevant to the number of hours worked varies depending on the country
measuring underemployment. In the case of Australia, 35 hours is considered by the Australian
Bureau of Statistics (ABS) to be relevant minimum(ABS, 2013). While there are limitations to
this conceptualisation of and measurement approach to time-related unemployment, it does
provide an objective data point that can be compared with ongoing ABS collections.

Quialification-related underemployment

Qualification-related unemployment is evident when an employee has a skill or education level
that exceeds the requirements of their job. Definitions of qualification-related underemployment
often combine the concepts of education and skills into an overarching construct (e.g. Khan &
Morrow, 1991; Bolino & Feldman, 2000; D. C. Maynard, Joseph, & Maynard, 2006). This
approach has merit for some groups that tend to exhibit high levels of underemployment, such as
migrants however it could be less useful for young graduates of higher education courses who
may not regard themselves as having work-relevant skills nor appreciate the skills that they have
obtained while studying.

Mavromaras et al (2009)developed existing conceptualisations of the match between graduates
and their jobs by differentiating between the required level of skill and the required level of
education. They identified four potential categories of over-qualification including:

e Mismatch on both a skill level and educational level.
e Skill level mismatch, education level matched
e Education level mismatch, skill level matched, and

e No mismatch between the job and the graduate’s required education level or the
job and the graduate’s required skill level.

Using data from the Household, Income and Labour Dynamics in Australia (HILDA) survey,
they found that educational level mismatch did not necessarily lead to higher levels of employee
dissatisfaction, whereas a skills mismatch did result in more dissatisfied workers. These findings
suggest that there may be merit in separately examining skill and education-related
unemployment.
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Underemployment and choice

To fully understand the components of what it means to be underemployedit is necessary to
consider the role of choice in relation to underemployment. As mentioned previously, the
voluntary nature of underemployment for some labour force participants is not well understood
and data is rarely collected on what economists refer to as ‘non-economic reasons’ for
underemployment. These reasons are sometimes defined in terms of supply constraints which
may prevent someone from working full-time such as health issues, care giving responsibilities
or the lack of appropriate child care (e.g. Wilkins & Wooden, 2011). Employees may or may not
see themselves as having any agency with respect to these types of underemployment related
factors.

The role of personal reasons in a choice process that can result in apparent underemployment,
such as improving work life balance, working in a job that makes a positive social contribution
or wanting to care for children in the home is poorly understood (McKee-Ryan & Harvey, 2011).
The extent to which graduates who have just completed a minimum of three years of study, often
straight after completing their secondary school studies, are electing to work in jobs that seem to
be a mismatch is also under- researched.

Graduate outcomes framework

A more contemporary approach to understanding graduate outcomes would attempt to capture
aspects of underemployment and understand the extent to which apparent underemployment is
voluntary or involuntary. Figure 1 outlines a graduate outcomes framework that addresses some
of the complexities associated with identifying graduate employment outcomes, specifically time
and qualification-related underemployment.

Population
In the labour force J Notin the labour force
Errlplwnll/J \I.Irmmplwnd J Full-time student Other non-participants
Fulh.rmplmu/J \ummmplmd
Qualification Time

Figure 1 Graduate Outcomes Framework

The Graduate Outcomes Survey (GOS) is a component of the Quality Indicators for Learning
and Teaching (QILT) research program that has been implemented by the Australian
Government Department of Education and Training. The GOS was developed to replace the
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Australian Graduate Survey starting in late 2015. It is an annual, national census that uses an
online platform to collect data from recent higher education graduates during a four week
enumeration period. In early 2015, a trail of the GOS was undertaken to test the survey process
and the data collection platform. Data from this trial provided an initial insight into the
reconceptualization of graduate destinations, particularly with respect to the nature of
underemployment.

Methodology

Three Australian universities and two private higher education providers took part in the 2015
GOS Trial. Email invitations and reminders were sent to the 15,983 in-scope sample members.
These emails contained information about the GOS Trial, including the prize draws, and a link
that took the graduates directly into the online survey. Data collection was undertaken
betweenMay 6 and May 31 2015.

Graduate Outcomes Questionnaire (GOQ)

As part of the transition from the AGS to the GOS, all 40 Australian universities were invited to
provide information about the extent to which their institution was using Graduate Destination
Survey (GDS) items from the AGS for performance management and improvement purposes.
The subsequent feedback from the institutions revealed that 29 GDS items were essential or
important to institutional performance management (see Whiteley, 2015 for further information).

Analysis of these essential or important items indicated that they form the core of the GDS data
elements, identifying graduate employment and further study activities. The reference instrument
used to create the GOQ was the Australian Bureau of Statistics (ABS) Labour Force Survey and
additional items regarding further study outcomes were sourced from the ABS Survey of
Education and Training and the Survey of Education and Work.

A small number of the essential or important GDS items did not have analogous items in
standard statistical collections and fell into three general topic areas: details regarding further
study, job search strategies, and the match between higher education experience and employment
outcomes.The original GDS items examining the match between higher education and labour
market outcomes appear to be aimed at identifying the extent to which there is a relationship or a
match between the qualification, the subject area and the skills and knowledge obtained during
the higher education experience and the graduate’s employment outcome. These concepts are
very similar to those addressed through the underemployment literature. As such, the validated
Scale of Perceived Over-qualification (SPQ)(Maynard & Parfyonova, 2013) was included in the
instrument to capture the extent to which graduates felt that they were overqualified for their
current position.

Respondent characteristics

From a sample of 15,983 graduates, a total of 4,638 surveys were completed resulting in a
response rate of 29.0%. Responses varied substantially across the institutions, from a high of
39.5% to a low of 19.1%. In general, the characteristics of the respondents to the GOS trial were
broadly representative of the sample records that were provided by the participating institutions.

33



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

Male graduates were slightly underrepresented, as were international students and those speaking
a language other than English at home.

Results

The survey data was analysed in relation to domestic, bachelor level graduates since this group is
the usual subject of commentary in relation to post-university employment outcomes. Figure 2
contains a broad overview of the graduate outcomes for the 2,063domestic, bachelor
levelgraduates who responded as part of the GOS 2015 Trial. The majority of the graduates
were in the labour force (77.6%) and most were employed (87.1%) according to the ILO
definition of employment (engaged in work for one or more hours during the previous week).
Non-participation was mostly accounted for by those who were studying full-time (84.8%).

Population
In the labour force J Not in the labour force
~N
Employed J Unemployed J Full-time student Other non-participants
Fully employed J Underemployed
Qualification Time

Figure 2 GOS Trial Outcomes

Less than half of the recently employed graduates (42.9%) regarded themselves as fully
employed, indicating that they were currently working the number of hours they wanted to work,
irrespective of whether or not this employment was full-time or part-time and that their
employment was at an Australian Qualifications Framework (AQF) level that matched the AQF
level of their qualification.

Of the employed graduates, 16.2% (227 graduates) were working less than 35 hours per week,
wanted more hours and were ready to start immediately. A much larger proportion of employed
graduates, 52.9%(739 graduates) appeared to be in occupations with an AQF level below their
recently attained AQF level. There was also a significant overlap between qualification and
time-related underemployment (which is why these two aspects of underemployment do not sum
to 100%) with almost nearly three-quarters (73.6%) of those reporting time-related
underemployment appearing to experience qualification-related underemployment.
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Of the employed graduates, 55.9%(747) reported that they were working part-time but more than
half of this group (56.6%) was also currently studying. Given that many graduates are in in
further study and working part time or in transition to a more preferred employment outcome
post-study, lower levels of full-time employment and perceptions of over-qualification are not
unexpected. The following sections provide evidence to suggest that a substantial proportion of
this apparent underemployment was related to ‘supply-side’ factors, reflecting situations where
graduates were striking a balance between personal factors, such as undertaking additional study
and lifestyle choices, and the nature of their employment situation. For the purposes of this short
paper, only age-related differences will be explored.

Quialification-related underemployment

In the GOQ, the AQF level of a graduate’s recent qualification is compared to the AQF level of
their current occupation to provide an objective assessment of whether or not they appear to be
over-qualified. As mentioned previously, 52.9% of recent graduates seemed to be employed in a
position that was below the AQF level of their qualification. This aspect of underemployment
will be important to track within the longitudinal component of the GOS as qualification-related
underemployment should decrease as graduates complete their further studies and/or transition to
jobs that are related to their qualification.

A subjective interpretation of qualification-relation underemployment was provided by graduate
ratings of items about the extent to which they felt over-qualified (in this context, education-
related underemployment). Based on the responses Scale of Perceived Over-qualification,
59.7% of employed graduates reported that they felt they were over-qualified for their current
position. This compares favourably with the 52.9% who ‘objectively’ appear over-qualified
using an AQF comparison of their qualification and their occupation.

While some regard over-qualification, (or not using relevant skills or education) as a negative,
many graduates indicated that there was a reason why being over-qualified was not necessarily
undesirable. Table 1 shows that just over half (53.4%) of the graduates who reported that they
were overqualified were working in a job that did not fully use their skills and education for
through personal choice.

Table 1. — Main reason for working in a job that doesn’t fully use

skills and education

n %

Studying 382 36.1

Entry level job / career stepping stone 51 4.8

I have skills that are not required in my current 50 4.7
job

Travelling / gap year 30 2.8

I'm satisfied with my current job 29 2.7
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n %

Changing jobs / careers 21 2.0
Sub-total — personal factors 565 53.4
No suitable jobs in my area of expertise 229 21.6
No suitable jobs in my local area 73 6.9
Considered to be too young by employers 64 6.0
No jobs with a suitable number of hours 34 3.2
Not enough work experience 34 3.2
Cannot find a job 16 15
My job is temporary or casual 11 1.0
Sub-total — labour market factors 461 43.5
Other 34 3.2
Total 1,059

Most were graduates who felt overqualified for their jobs were still studying (36.1%), others had
upskilled even though it was not a requirement for their position (5.5%) or indicated that they
were ‘just starting out’ (4.8%) in their careers. Some were travelling (2.7%) and others were
keen to share their satisfaction with or passion for their current job (2.7%).

Graduates also expressed concerns regarding perceived labour market constraints that they felt
prevented them from using their skills and education. Slightly more than a fifth (21.6%),
reported that there were no suitable jobs in their area of expertise and 6.9% indicated that there
were no suitable jobs in their local area. Feeling as though they were considered too young
(6.0%) or not having enough experience (3.2%) for their desired positions could suggest a lack
of preparation for the workforce.

Table 2 explores differences between older and younger graduates. Mature age graduates were
less likely overall to offer personal reasons for not working in a job that did not fully use their
skills and education. Younger graduates were undertaking further study at more than double the
rate of older graduates (39.2% vs 18.6%). Somewhat surprisingly, nearly one in ten older
graduates (9.9%) reported that they were using the current position as an entry level job or a
stepping stone to something else, perhaps suggesting that they were pursuing a new career
direction.

In terms of labour market factors, both older and younger graduates reported a similar pattern of
reasons as to why they were not working in a job that fully used their skills and education. Most
indicated a lack of suitable jobs in their area of expertise (20.4% & 28.6%). A lack of suitable
jobs in the local area (6.7% & 8.1%) and being considered to be too young by employers (6.3%
& 4.3%) were also cited as key reasons. The extent to which these labour market constraints are
actually present is unclear.However, there is a perception by some recent graduates that they do
exist.

36



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

Table 2. — Main reason for working in a job that does not fully use

skills and education

24 and under 25 and over
n % n %
Studying 352 39.2 30 18.6
Entry level job / career stepping stone 35 3.9 16 9.9
I have skills that are not required in my 37 4.1 13 8.1
current job

Changing jobs / careers 16 1.8 5 3.1
I'm satisfied with my current job 27 3.0 2 1.2
Travelling / gap year 25 2.9 5 3.1
Sub-total — personal factors 494 54.9 71 44.1
No suitable jobs in my area of expertise 183 20.4 46 28.6
No suitable jobs in my local area 60 6.7 13 8.1
Considered to be too young by employers 57 6.3 7 4.3
No jobs with a suitable number of hours 27 3.0 7 4.3
Not enough work experience 27 3.0 7 4.3
Cannot find a job 11 1.2 5 3.1
My job is temporary or casual 11 1.2 0 0.0
Sub-total — labour market factors 376 41.9 85 52.8
Other 29 3.2 5 3.1
Total 898 161

Time related underemployment

Graduates working part-time who did not want to work more hours were asked to indicate why
they were not seeking full-time work (see Table 3). Just over 85.5% provided a personal choice
reason for not seeking more hours. Most were studying (280: 67.5%) but many also reported that
part-time work suited their lifestyle (8.2%), that they weresatisfied with part-time work (5.8%)
and it supported their pursuit of other interests (3.4%).
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Table 3. — Reasons for not seeking more work hours

n %
Studying 280 67.5
Lifestyle choice / work-life balance 34 8.2
Satisfied with the number of hours 24 5.8
Purs_uing other interests / commitments in spare 14 3.4
time

Caring for children 3 0.7
Sub-total — personal factors 355 85.5
No suitable job in my area of expertise 15 3.6
Due to contract restrictions 9 2.2
No suitable job in my local area 5 1.2
No job with a suitable number of hours 4 1.0
Sub-total — labour market factors 33 8.0
Other 27 6.5
Total 415

Table 3 also shows that graduates working part-time and not seeking more hours were far less
likely to report that they did not want to work more hours because labour market factors
prevented them from doing so with only 8.0% indicating that this was the case. There is some
suggestion that a perceived lack of suitable jobs did discourage some graduates from seeking
work with a greater number of hours but this was far less prevalent than, for example, reducing
work hours to suit lifestyle choices.

Looking at the reasons for not seeking more work hours by broad age group, mature age
graduates are slightly less likely to suggest personal reasons than younger graduates and the type
of personal reasons follow a similar pattern but are slightly different (see Table 4). Mature age
graduates are less likely than younger graduates to not be seeking more hours because they are
studying (57.1% vs 77.3%) but more likely to cite caring for children (7.1.0% vs 0%) or lifestyle
choices (9.5% vs 6.0%) as a main reason. In terms of possible labour market barriers to seeking
more work hours, the main concern for both groups appears to be a lack of suitable jobs in their
area of expertise (3.3% & 9.5%).
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Table 4. — Reasons for not seeking more work hours by age group

24 and under 25 and over

n % n %
Studying 256 77.3 24 57.1
Satisfied with the number of hours 20 6.0 4 95
Pursuing other interests / commitments in spare 11 3.3 3 7.1

time

Caring for children 0 0.0 3 7.1
Lifestyle choice / work-life balance 8 2.4 2 4.8
Sub-total — personal factors 295 89.1 36 85.7
No suitable job in my area of expertise 11 3.3 4 9.5
Due to contract restrictions 8 2.4 1 2.4
No job with a suitable number of hours 3 0.9 1 2.4
No suitable job in my local area 5 15 0 0.0
Sub-total — labour market factors 27 8.2 6 14.3

Other 9 2.7 0 0
363 100 242 100

Conclusions, implications & limitations

The Graduate Outcomes Questionnaire (GOQ) provides institutional researchers with a unique
opportunity to contextualise the employment outcomes of their recent graduates. Rather than
relying on full-time employment as the ‘gold standard’ graduate destination, the GOQ supports
an analysis of the reasons why graduates may not have immediately transitioned to a full-time
job or a position that allows them to use their skills and abilities.

Looking at just one demographic characteristic, age, it is apparent that there are substantial
differences between younger and older graduates with respect to their reasons for working part-
time or in occupations for which they appear to be overqualified. While it will be possible to
create a more nuanced national snapshot of graduate employment, the real value of this approach
is at an institutional level, particularly for those providers that have high proportions of ‘non-
traditional’ students.

Current findings should be considered exploratory given the comparatively small-scale nature of
the trial. Further analysis of the data obtained from a broader range of institutions is required to
determine the extent and nature of the apparent over-qualification of recent graduates.
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STRATEGIC PLANNING AS AN ESSENTIAL FOR
QUALITY ASSURANCE
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Abstract

In the dynamics of planning and quality management, Strategic Planning can no
longer be separated from Quality Assurance, nor can Strategic Planning or Quality
Management work in a vacuum of information. To demonstrate the linkages, the
triangularization of planning-information-quality (Teay, 2008) was expounded in
the QMIPS (Quality Management, Information and Planning Systems) framework
(Teay, 2007). This lead to the imperatives of a Strategic Performance Management
System (SPMS) that addresses the QMS (Quality Management System), IMS
(Information Management System) and the PMS (Planning Management System).
Strategic Planning has a history of developmental excellence but execution paucity.
The key issue is “what and how” to action on the strategic plan. The importance of
realizing the lofty mission of the HEI (Higher Education Institutions) is a herculean
and tough task. In addition, the quality management must be developed within the
strategic management context. This paper will illustrate a framework using the
SPMS to link the quality plan to the strategic plan by using a simplified
identification and development of a strategic plan based on the “position” and
“capabilities” fundamentals of strategic management on strategic analysis and
formulation. It will then illustrate strategic implementation of the plan by the
cascading of the vision, mission, goals and objectives from the Strategic Plan into
the goals and objectives of action plan and its corresponding projects development
and budget requisition. The linkage of the quality management is through the
metrics developed to measure the performance achievement of the projects and its
budget as stated in the objectives. This would resolve the problem of alignment and
the execution of the various projects based on the action plans to achieve the overall
strategic plan and its mission in a structured and measurable approach that assures
quality.

Keywords: Quality Management, Information Management, Planning

Management, Strategic Plan and Action Plans. Alignment and cascading of the
vision, mission into achievable goals and measurable objectives.
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Introduction

QUALITY is an ever elusive and evolving, omnipotent and ubiquitous powerful business
mechanism that has been used and manipulated by organizations to convince consumers that its
product and service offers has achieved a level of acceptance based on certain standards and
criteria. Even the education industry has not escaped from this quality syndrome and all HEI
(Higher Education Institutions) are bent on having their educational products and services
achieve a certain level of acceptable standards and criteria that finally leads to its being
accredited or certified “fit for purpose”. The key question is “what is quality in education?”
Experts and exponents have searched and researched high and low for a definitive definition that
constitutes “quality education”.

Vroeijenstijn (1991) said “it is a waste of time to define quality” as it is a relative concept, but
does this mean that we do not action on Quality? Rather than trying to define “quality
education”, one can start with the HEI’s purpose or mission under pinning national and social
development through skilled manpower through 3 activities and action on these key activities
which are:

. Producing competent and qualified graduates to meet the organizational
needs in all sectors

. Pushing forward the frontier of knowledge via research

. Developing society through community services

HEI have a responsibility to the society to develop the future societal human capital through its
educational value that they propose to the stakeholders (students, alumni, employment market,
etc.). Conti (2005 and 2006) emphasized the need of understanding the quality management from
the systems perspective by extending the quality management concepts of economic transactions
to social relations by creating value to the stakeholders. This quality perception becomes
“judgments of values” that are intrinsically associated amongst the relationships of men and its
environment that consist of exchanges of values.

This is a summation of its product quality, service quality, image, relationships divided by the
buyers’ cost (Gale, 1994). The creation and delivery of educational value is through the internal
processes of the institutes and its schools’ operation, stakeholders, innovation and regulatory and
social processes management (Kaplan and Norton, 2001 and 2004). The key issue is the
alignment through strategic management and the measurement of achievements through quality
management of these internal processes to create on this educational value proposed to the
stakeholders. In trying to find an answer to this issue, the first part of the paper explores the key
components of quality, information and planning underpinning education excellence to align the
integrated learning and growth of the human capital, information capital, and organization capital
that utilizes the internal processes to create value. This integration and linkage mechanism uses
the triangularization of the 3 main core systems of quality management, information
management and planning management (Teay, 2008) as these covers most aspects of the creation
and delivery of the educational value of the HEI. The second part will deal with developing and
auctioning the strategic plan based on the quality drive.

43



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

Part I: Strategic Quality and Performance Management
1.1  Quality in Education

Successful quality management requires one to understand the context of the HEI mission which
represents its “reason for existence” or its very purpose of the HEI. What the HEI does or sell
must “fit for purpose” (Teay, 2007). This inevitably means that Quality in education is implicitly
and explicitly about:

= The outputs and outcomes of education which is of use that is fit for some
purpose,

= The stakeholders of “the provider” and “the user” of education,

= The move forward towards improvements or innovations in education,

= The actions and activities in doing something in education effectively and
efficiently.

Holistically, since the late 80’s and into the 1990’s Quality in Higher Education and key
literatures in Quality in Higher Education (ENQA — European Association for Quality Assurance
in Higher Education, 2005;Greene, 1994; Teay, 2005, 2006 and 2007)has iterated and reiterated
thatQuality in Higher Education had been, is and will always be about and actioned through:

v' Traditional quality definition of benchmarking to the best which might not be
within the same context or content. As such, benchmarking to the best in an
appropriate way based on the internal and external context.

v' Conformance to Specifications or Standards which is static in nature as the
criteria used to set the standard is unclear and that they are easily measurable and
quantifiable which is not the case in higher education. Under such a situation,
Conformance and Compliance to Specifications or Standards normally use proxy
measures and assessment methodologies for the subjective quality educational
performance measure qualitatively and quantitatively.

v" Fit for Purpose — emphasis on specifications based on the “mission or reason for
the existence” of the HEI that is developmental as it recognizes purpose might
change over time thus requiring re-evaluation of appropriateness of specifications.

v Quality as effectiveness in achieving institutional mission and goals.

v Quality as meeting customers’ stated or implied needs.

To meet the basic principles of HEI and its quality requirements as noted above, key education
standards and criteria worldwide that has a valid accreditation process must effectively addresses
the quality of the institution or program in the following areas:

v’ Success with respect to student achievement in relation to the institution's mission,
including, as appropriate, consideration of course completion, State licensing
examination, and job placement rates.

Curricula.

Faculty.

Facilities, equipment, and supplies.

ANANIN
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v Fiscal and administrative capacity as appropriate to the specified scale of
operations.

Student support services.

Recruiting and admissions practices, academic calendars, catalogs, publications,
grading, and advertising.

v' Measures of program length and the objectives of the degrees or credentials
offered.

Record of student complaints received by, or available to, the agency.

Record of compliance with the institution's program responsibilities, the results of
financial or compliance audits, program reviews, and any other information
pertaining to quality assurance

AN

AN

In summation, fundamentally, five standards of quality assurance (Schray, 2006), that any
education institution must address are that they:

Advances academic quality;

Demonstrates accountability;

Encourages purposeful change and needed improvement;
Employs appropriate and fair procedures in decision-making; and
Continually reassesses accreditation practices.

orwdPE

1.2  Quality and Performance Management in HEI

A HEI, like any other organization has specific processes that support the achievement of its
teaching-learning-research missions and contribution to academic and societal development of
the community and stakeholders at large. The 3 key processes (Ashworth, 1999; Childe et al.,
1994; CIM-OSA Committee, 1989) are: the operational processes (that create, produce and
deliver on educational value), the support processes (that support the operational processes
(Garvin, 1998; Porter, 1980), and the management processes (encompassing the goal setting,
controlling and organizational behavior processes).

This underlies the imperatives that quality in the HEI must move from a monitoring stance to
that of management focused on strategy (Cullen, et al., 2003) that supports management through
measurement (Bourne, et al., 2005). This highlighted that the internal context factors that are
interactive in nature are much more complex than the existing simplistic physical and formal
systems affecting performance. The performance model of Martz (2001) for a university setting
had the principles: to define performance expectations, create attainable but challenging goals,
furnish clear measurements, encourage involvement and provide process clarity and feedback.

The rationale of this paper supports Andersen et al.’s (2006) holistic approach of harnessing the
various tools and concepts into an overall framework where their inter-linkages are understood
when responding to the internal and external challenges. While most of the framework looks at
the macro or big picture, Rouse and Putterill (2003) proposed a macro-micro linkage of the: 1)
interface between organization and stakeholders, 2) capacity and capability of resources, 3)
planning-evaluation and resource-achievement, and 4) the basic core elements of input-activities-
output. This approach of moving from the big picture at the organizational level (strategic plan)
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to the operational level (action plans) is the key determinant of success supporting Franco-Santos
et al., (2007), Bernardin et al., (1998), Kennerly and Neely (2002), Harrington (2005), Newkirk-
Moore and Bracker (1998), Temporal, (1990) Bolt, (1993), Burach et al., (1997), Tovey, (1991)
and Mason, (1993) views that were not addressed.

Education management had traditionally been viewed through the myopic lens of education
fundamentals as opposed to the management fundamentals used in any profit or non-profit
organization. The “strategic management or basic management of the organization” is alienated
to the conservative views of education. It is important that the conservative education
fundamentals be viewed through the strategic management lens to bring out the best of both
principles — a marriage of education fundamentals and sound management principles. As a start,
education quality is an unquestionable imperative that must be supported with clear evidence or
an evidence-based performance management system that are used as the planning parameters. It
can be argued that the strategic triangularization of the quality-information-planning domains as
expounded here, could lead to better education performance through the creation and delivery of
educational value meeting the needs of the stakeholders and society. The HEI basic
accountability is through a well-planned and managed systematic approach towards education
management. This is illustrated through the QMIPS (Quality Management, Information and
Planning Systems) developed as an initiative towards performance management.

1.3 Imperatives of a Strategic Performance Management System (SPMS)

Quality Management System (QMS) implemented under the paucity of Planning Management
System (PMS) and Information Management System (IMS) that are not aligned has been the
dearth and death toll of most QA system that at best is paying lip-service to QA or just going
through an annual or a 5-year audit and assessment cycle that do not bring about improvements
and innovations (Teay, 2007 and 2009). QA without improvements and innovations, or that does
not bring about learning and integration with other systems is a poor system at best that is not
well planned and lacking of an evidence-based system as shown in Fig. 1 (Teay, 2007 and 2009).
To capitalize on QA, it should be linked to the planning and information management systems
through the strategic performance management framework laying the foundation for continuous
improvements and innovations based on management through measurement and an evidenced-
based mechanism as shown in Fig. 2.

IMS UD QMS ﬂD@ PMS
— \)_——

=

Figure 1: Non-alignment of the IMS, OMS and PMS
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Figure 2: The mechanics and alignment of the PMS — IMS — OMS

Source: Teay, S., (2009), Strategic Performance Management System (International Edition, 3rd Edition, January
2009), Assumption University Digital Press, Bangkok, Thailand

This naturally brought about the evolution of the internal systems with the imperatives that the
triangularization of planning-information-quality that must be managed holistically rather than
independently. The HEI needs to streamline and align all its planning and budgeting operating
procedures to identify and produce data and evidence for the assessment of the performance
outcomes to make them less tedious and chaotic, more efficient and effective in terms of time
and efforts through a standardized and disciplined well-planned approach. To dispel the issue of
alignment of the key systems critical to the success of an IQA (Teay, 2007 and 2009), Figure 2
tries to show the inter-linkages of the 3 main sub-systems in the Strategic Performance
Management System (Teay, 2007 and 2009). This meant that a full-blown SPMS (Strategic
Performance Management, System) needs to be created and put into operation to ensure the
linkages and interactions of the QMS (Quality Management System) the IMS (Information
Management System) and the PMS (Planning Management System) are fully aligned and are
congruent with each other.

Used in conjunction and in tandem with each other, the QMS and the PMS with the IMS as the
evidence based mechanism; the SPMS will serve as the foundation of the performance
management and the governance systems of the HEI. The SPMS is designed to be non-
prescriptive, generic in nature so that the academic and administrative units can use them as the
minimum guiding principles in strategically managing their units but are aligned in the same
strategic direction to achieve the HEI’s mission and commitment to the students and society. The
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journey to achieve quality performance will be tough but if it is well-planned and approached
through basic management fundamentals, the tough and tumultuous journey can be softened and
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heightened to reach higher heights and more lofty aspirations.

The SPMS framework as discussed is aimed at achieving a common linkage across the PMS-
IMS-QMS to achieve the HEI “management through measurement” approach. It is also meant to
be a pragmatic approach to show how the HEI can use this as a guideline to create their
customized performance management system. It is hoped that this framework will help all HEI
in their pursuit for “education excellence” through the performance management system that is

managed strategically.

The PMS (Planning Management System) represents the strategic direction of
the HEI specifying its key vision, mission, goals and objectives that are achieved
through its strategies. These define clearly and specifically the strategic direction
that the HEI intends to achieve in its 15-years strategic plan supported by its
OYPB (One-Year-Plan-Budget) that continuously evolve to achieve its strategic
direction. The goals identifythe “what to achieve based on its mission” and the
objectives identify “what are the measurement of its achievement”

The IMS (Information Management System) represents the networks and
database system developed to collect, collate, store, process and disseminate key
data, facts, information that forms the evidenced based decision making and the
measurement based on its defined goals and objectives. It will be noted that the
IMS serves as the rotating PDCA concept of Plan — Do — Check — Act that has
evolved into the newer ADLI concept of Approach — Deployment — Learning —
Integration as expounded in the 2007 and 2009 MBNQA Education Criteria for
Performance Excellence (NIST, 2007 and 2009).

The QMS (Quality Management System) that serves as a wedge to avoid the
slippage back to square one is based on the MBNQA framework that has 2 main
areas of Process and Results leading to the overall audit and assessment of the
performance measurement and management as defined in the PMS. As seen above
the QMS acts like a wedge that prevents the HEI’s performance to slip and the
ADLLI leads to its continuous journey up the slope towards its strategic direction.
The "Process" refers to the methods the HEI uses and improves to address the
Item requirements. The four factors used to evaluate process are Approach,
Deployment, Learning, and Integration (ADLI) as follows:

o "Approach” refers to

e the methods used to accomplish the process

e the appropriateness of the methods to the Standard, Criteria and Item
requirements used to implement the QA

o the effectiveness of the use of the methods

o the degree to which the approach is repeatable and based on reliable data
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and information (i.e., systematic)

"Deployment” refers to the extent to which

The HEI approach is applied in addressing Item requirements relevant and
important to the HEI

The HEI approach is applied consistently

The HEI approach is used by all appropriate work units

"Learning" refers to

refining the HEI approach through cycles of evaluation and improvement
encouraging breakthrough change to the HEI approach through innovation
haring refinements and innovations with other relevant work units and
processes in the HEI

Integration” refers to the extent to which

The HEI approach is aligned with your organizational needs identified in
the HEI Organizational Profile and other Process Items

The HEI measures, information, and improvement systems are
complementary across processes and work units

The HEI plans, processes, results, analyses, learning, and actions are
harmonized across processes and work units to support organization-wide
goals

"Results" refers to the HEI’s outputs and outcomes in achieving the
requirements in processes above. The four factors used to evaluate results are

LeTCl:

Level (Le) — The HEI current level of performance

Trend (T) — The rate (i.e., the slope of trend data) and breadth (i.e., the
extent of deployment) of the HEI performance improvements

Comparison (C) — The HEI performance relative to appropriate
comparisons and/or benchmarks

Integration (1) — The linkage of the HEI results measures (often through
segmentation) to important student and stakeholder; program, offering,
and service; market and strategic challenges as defined in the HEI
Organizational Profile and in Process ltems.

Strategic Management aspects of the Quality Drives

2.1  Strategic Management in Higher Education Institutions
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Since the 90°s Education has been viewed from the management lens which is appropriate in the
sense that “education must create value to the end consumers”, and “education must have a
purpose” that is normally defined within the quality means to a quality end. Inescapably,
education as looked through the management lens is built on the management principles of POC?
(Planning, Organizing, Communicating, Coordinating and Controlling), the Quality lens of
PDCA (Plan, Do, Check and Act). A more forward approach is to use the Performance lens of
ADLI (Approach, Deployment, Learning and Integration) and the Results lens of LeTCI (Level,
Trend, Comparison and Integration) of the performance results. As such, education in meeting
the stakeholders’ needs and requirements, its education creation and delivery of value must be
strategic (deliberation of the intent of the institution based on its purpose or mission).

A key question that all strategic education managers must address is “what is strategic
management and what is strategic planning?” within the education context. In addressing the
strategic management of a HEI (Higher Education Institution), there are 3 basic questions that
the institution should identify strategically. As shown in Figure 3,in managing a higher education
institution, the 3 main pragmatic questions where answers should be targeted are:

1. Where we are now and where are we going? — This should address our
current and past performance based on the analysis of internal and external
environment analysis to come to an understanding of the current position
of the HEI in the staked out education industry based on its capability.
This current performance evaluation based on the analysis will determine
whether the previously set vision, mission, goals and objectives had been
achieved and where we will be going based on the current resources and
capability of the institution.

Establish Vision, Mission and Goals and

Where are we objectives of Institution or College

go mg? \ Review .our Institution mis.si(.)n .
Determine the scope of existing operationsand
determine “what is” situation

Examine Institution or College surroundings
4 Profile Institution or College resources and
Where could we capabilities needed for “what should be”

be going ? Q: Identify success potentials

Analyze the gap (difference between
“what is” and “what should be”)

Evaluate alternatives courses of actions

How do we get / Develop strategies to address issues
there? > Design short range plans and projects

Activate institution or college people,
information and organizational capabilities and
capacities

Fig. 3  Pragmatic questions of Strategic Management

Source: Adapted from Teay Shawyun, (2007), A Primer on Strategic Organization Analysis and Planning Model,
Assumption University Digital Press, Bangkok, 2007
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2. Where do we want to go or where we could be going? — This question
should address where the institution want to stake out a future position in
the education industry and what product or service offerings and
stakeholder groups that the institution intends to compete in. This would
be based on the internal and external analysis to determine what is
deficient or what is needed in the existing capabilities or need to be
created to achieve that future staked out position. The main issues to be
addressed here would be:

4 Educational Product and service offering market positions to be
staked out?

4 Buyers’ educational and service needs and groups to serve?

4 Education Outcomes to achieve through the educational product
and service offerings?

3. How do we get there? — This will address the resources and capabilities
that the institution needs to create or build to execute its selected strategies
to achieve the staked out position and the outcomes that it intends to
achieve. It also addresses the issue of what to do and how to do it in terms
of the implementation of the strategies selected. It goes into the realms of
building a capable and competitive organization in the education industry
through capability and capacity building to achieve its mission and goals.

The 3 questions highlight 2 main aspects that should be dealt strategically. In moving forward
into the future, the HEI is aiming at a position that it intends to stake out and achieve in the
future. In its strategic intent, it must determine what position that it can maintain and sustain and
that it can perform better relative to other education providers with the same or similar set of
product service offerings targeting a group of educational offerings consumer market. This
would be dependent on its ability to compete and perform based on its existing competency or to
develop a new set of capabilities that the HEI can leverage to perform better and achieve a
greater share of the cream of the market. This would inevitably means that the institution needs a
fully understanding of its internal operating environment and its external market environment.

In basic management terminology, the institution must conduct a “situation analysis” of its
internal and external environments impacting its present and future position. Based on this
analysis, it then plans and formulates its strategies or action to perform and achieve its
envisioned position in the future. With the strategies formulated, it must action on the strategies
through its implementation of the strategic plan.

2.2  An Integrated Model of Strategic Management for HEI
In seeking an answer to the understanding of its external market environment, and to fully
understand the institution’s internal operating environment, strategic management would mean

that a HEI must both manage its organizational capability and capacity that needs to be managed
and created to achieve its marketplace strategy that would lead to its position performance in the
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market place. As shown in Figure 4, strategic management in a higher education institution as an
organization calls for:

Fig. 4 An Integrated Model of Strategic Management for HEI

Strategic
Management

Managing the
Institution as an
Organization
(CAPABILITIES)

("  Managing the
Market space
Strategy

T

Analytics

(POSITION)
«@ Mindset i
Q / Leadership A
g - . B S A Positioning
/~ Operating Market Place
Blocerce Infrastructure Strategy

Source : Adapted from Liam Fahey , (1994), “Strategic Management : Today’s most important Business Challenge”,
The Portable MBA (1994)

2.2.1 Managing the Marketplace strategy set: This understanding is done through an
appraisal of the Institution’s Competitive Position by:

4 Reviewing the institution’s mission, competitive niche, and significant
changes facing the education industry that has an impact on the institution’s
posture and positioning.

4 Understanding where the institution has been (its past position), where it is
now (its present position), and where it can go (its future position) in the
competitive education arena.

4 Comparing past institution performance with current market happenings and
related environmental trends relative to its competitor in the education
industry.

4 Identifying where it can stake out a competitive position in the education
industry that its strategic intent is in leveraging its capabilities set to be a key
or lead player.

The key questions that need to be asked are:

v' What is the present situation of the institution in terms of its current
competitive situation based on its existent vision, mission, goals and
strategies relative to its competitors’ performance?

v How effective is the institution competitive approach as indicated by its
financial, market and operational key performance indicators?

v' What forces are causing change in the education industry that calls for a need
to reshape its educational product and service offerings?

v What is the condition of the institution resources, its leverage of its
competency to achieve its present position?
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2.2.2 Managing the Organizational Capabilities set: This understanding is done through
designing and developing the Institution’s Strategies by:

4 Analyzing competitive conditions to better understand the validity of the
institution’s current set of strategies and the set of capabilities and capacities
needed and are defined in terms of leadership, infrastructure, mindset,
human, information and organizational knowledge and skills (capability)
and the amount that is needed (capacity)

4 Setting the institution’s direction through objectives and goals that prepare
the management and leaders for approaching the future or needed market
conditions

4  Evaluating the scope of operations in light of developing competitive
conditions and defining the consequences of maintaining or changing the
institution’s set of strategies in terms of growth, stability and limited
resources and the capabilities and capacities that are needed.

4 Identifying the pace of the institution’s directions that exploit competitive
advantages or improve competitive shortfalls, maintaining a culture of trust,
cooperation, and team leadership throughout the enterprise and linking
strategic management to operational decision making by establishing
timeframes for operational accountabilities within the management team

The key questions that need to be asked are:

v' What is the institution desired market position in the education industry?

v' Does the institution have a clear set of long range goals that is
complemented by its medium term and short term goals and objectives?

v" Does the institution have certain deficiencies in its existent capabilities and
capacities that needs to be corrected and does the new strategic intent on a
new envisioned position needs a new set of capabilities and capacities in
terms of its human, information and organization competency set that can be
used to leverage its strategic intent in performance and position
achievement?

v" Does the institution have an understanding of the impact of market forces
and competitive maneuverings on the firm’s ability to develop its needed
capabilities and capacities to capitalize on the opportunities in the
educational industry in its positional and strategic intent?

2.3 “Capabilities” and “Position” perspective of Strategic Management

Strategic Management is based on a few key fundamentals that are generally established upon by
most strategic management exponents (David, 2005;Hitt, Ireland, and Hoskisson, 1999;Johnson
and Scholes, 2006;Mintzberg, H., Lampel, J., Quinn, J.B. and Ghoshal, S., 2003; Teay, 2007;
Thompson and Strickland, 2007;Wheelen and Hunger, 2004) in terms of a time dimension and
the achievement of a staked out position through a set of capabilities. As noted above, the
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discussion above on Strategic Management in a higher education institution revolves around a
few key points of view as follows:

v Past, Present and Future point of view: Strategic Management works on the
analytics of understanding what and how it has reached and achieved its present
position. It also works on the analytics in understanding and striving towards an
envisioned future that it intends to be. As such, Strategic Management has 3 time
dimensions, the past, present and future that it must analyze, interpret and
understand before deciding on and plotting its future stance and staked out
position in the industry.

v Capabilities and Position point of view: Strategic Management works on the
principle of competition amongst equals and un-equals for a staked out “position”
in the industry. It also works on the principle that the stronger equal will attain a
higher share of the market through leveraging its capabilities and competencies
set. This would mean that the achievement of an envisioned and staked out
position is done through a set of capabilities that the organization has developed
and leveraged over time to achieve its present market position and its future
envisioned position.

As shown in Fig. 5, the time dimension of the institution performance and its achievement is
denoted in 3 time dimensions of:

v’ Past to Present timeline of 1999 to 2010: The imperative here is to determine
what past and existing set of capabilities in terms of its key organization resources
of its human, information and organizational utilization to create and add value to
its educational product and service offerings. The difference is not in having the
resources but the degree in capabilities in the utilization of these resources to
achieve the present position in 2010 from a past position in 1999.

v Present timeline as of 2010: The institution will need to determine what are its
present performance and achievement based on key performance indicators of its
financial, market and operational performance and achievements. This set of key
performance indicators will define whether its existing set of vision, mission goals
and objectives have been achieved and the variance in the achievement and
performance will be a key determinant in its future positioning.

v Future timeline of 2010 to 2020: As of 2010, once the institution knows of its
present standing in terms of its positioning, it will need to determine what would
be the future position that it intends to stake out in 2020. This would call for a
review of its existing vision, mission and goals for a renewed or repositioned set
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of vision, mission and goals based on the understanding of the new trends and
changes in the future environment. This would also call for the identification of a
new set of capabilities to achieve this new position in 2010.

As also shown in Fig. 5, the “capabilities” and “position” dimensions of strategic management
are.

v Capabilities dimension: It is a widely accepted notion that in order to achieve
certain aspirations or performance, it is based on a set of “capabilities” that
underscore the knowledge, skills and values or the

Fig. 5: “Capabilities” and “Position” perspectives of Strategic Management

Past Present Future

1999 — 2010 — 2020

Past Past and Present set Present Present and Future Future
“POSITION of “CAPABILITIES” “POSITION” ~ set of “CAPABILITIES” ~ “POSITION”

Strategic Analysis Strategic Formulation Strategic Implementation
“DETERMINING” “MATCHING” “CREATING”
Determining the Past and Matching The Present Building on the Present
Present set of Capabilities used and Future set of set and Creating a new
to achieve Present Position Capabilities needed to Future set of Capabilities
achieve New Future to be used needed to
Determining the Present and Position achieve New Future
Future set of Capabilities Position
needed to achieve New Future
Position

Strategic Management = Strategic Analysis + Strategic Formulation + Strategic Implementation

“competency set” that brings about performance as opposed to a “status quo” or
“mother luck” conception. These aspirations represent its future envisioned
position that it intends to stake out in the education competitive arena. The degree
of performance or achievement in this highly competitive arena is contingent on
the level of capabilities and capacities that the institution and its human talent
have in the utilization of the resources and processes to create and deliver on
educational value. Inevitably the analytics of the capabilities leads to the
determination of the internal analysis of the institution as the human, information
and organizational resources and its utilization is internal of the institution. This
inexorably means that the analytics of its internal environment will lead to the
identification of the “Strengths” and “Weakness” of the institution in the degree in
its competencies in the utilization of the resources rather than in the ownership of
the resources. A full understanding of its capabilities is the key to achieving its
position.
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v Position dimension: It is also a widely accepted notion that the human survival
instinct is geared towards a further improvement of its present standing to aspire
to a higher level standing. The institution, which is an organizational entity, is no
different from the human entity in her strive towards a higher and better desired
ambition from its present positioning. But in its journey towards these higher
ordinates of aspirations, it needs to understand its external environment that has an
impact on its future beings and future standing in its intended position to be staked
out. A full understanding of these external environmental factors leads to the
identification of the “Opportunities” and “Threats” that can affect its strategic
intent.

2.4 Developing the Basic Strategic Plan

In developing the strategic plan based on the “capability” and “position” dimension above, one
would need to define the vision and mission statements that also include the values system
enshrined in the beliefs of the institution as an entity.

2.4.1 Writing the Vision Statement: Write the vision statement by answering
the question "What do you hope for your university, program, school and
students and stakeholders?" Ideally, it should be written in a compelling,
inspirational fashion.

2.4.2 Writing the Mission Statement: Write a concise description of the purpose
of your university, program, and school. Answer the question: "Why does
our university, program, school exists?" When answering this question,
include the nature of your educational products and the groups of students
and stakeholders who buy or are affected by your educational products and
services. The mission statement should provide continued direction and
focus to your plans and operation in your university, school and program.

2.4.3 Writing the Values Statement: Write down the important values from
which you want your university, school, program to operate. The values
statement depicts the priorities in how the university, school, program
carries out activities with stakeholders.
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2.4.4 Conduct an External Analysis: Write down your thoughts from an
external analysis. An external analysis looks at societal, technological,
political, and economic trends effecting the school or program, e.g., trends
in the economy, recent or pending legislation, demographic trends, rate of
access to trained labor, and competition. In your external analysis, don't
forget to look at stakeholders’ impressions of the school or program,
including bankers', students’, stakeholders’, community leaders’,
employment market, parents’, etc.

2.4.5 Conduct an Internal Analysis (SWOT):Write down your thoughts from
your internal analysis. Write down the major strengths and weaknesses of
your school or program. Write down the major threats and opportunities
regarding your school or program. Consider trends affecting the
university, school, program, e.g., strength of program, reputation of the
school or program, expertise of faculty, facilities, strength of finances,
strength of administrative offices and operations, etc.

Fig. 6: SWOT “Capabilities” and “Position” Matrix

Strengths Weaknesses

As shown in Fig. 6, the analytics of the internal and external environmental factors will
result in the traditional SWOT matrix which in reality the “SW” represents the
“Capabilities dimension” of the institution, and the “OT” represents the “Position
Dimension” of the institution. In the formulation of the strategy, and as noted above, the
performance and achievement of a certain envisioned future position is based on a set of
capabilities to achieve that position. This inevitably means that the envisioned position
must be matched to the capabilities as shown in Fig. 6, and in the implementation of the
strategies, the capabilities dimension must be built or created to achieve the position
dimension.

57



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

2.5 ldentifying the Strategic Issues

Write down the major immediate and near-term issues that your institution, school or program
must address. New schools or programs, in particular, are often better off to first look at the
major obstacles or issues that it faces, and next identify the more forward-looking,
developmental goals to accomplish over the next few years. For example, current issues might be
that student admission rate is dropping, there is no research and development to generate new
educational products, faculty turnover rate is too high, etc. Developmental goals for new schools
or programs might be, for example, build an academic board, do a strategic plan, do a market
analysis to build a new educational product, hire employees, etc. To identify the key issues
identified from your strategic analyses, consider the following guidelines:

I. From considering the effects of weaknesses and threats that you identified,
what are the major issues that you see? List as many as you can. Consider
issues over the term of your strategic plan, but look very closely at the
next year especially. Many schools or programs have stumbled badly
because they ended up "falling over their feet" while being focused much
too far down the road.

ii. Consider each of issues. Ask whether it’s “important — that is its IMPACT
on the school or program or how it affects the school or program” and
“occurrence — that is its probability of happening because if it does not
happen, there will be no impact” and its “urgency — that normally defines
whether it needs to be dealt with in the short term, medium term or long
term. Often, issues seem very important but its occurrence is negligible
when they are only urgent, for example, changing a flat tire is an urgent
issue -- but you would never put "changing a tire™ in your strategic plan.
Attend only to the important issues and not the urgent issues.

iii. Deal with issues that you can do something about. Issues that are too
narrow do not warrant planning and issues that are too broad will bog you
down.

iv. Issues should be clearly articulated so that someone from outside of the
school or program can read the description and understand the nature of
the issue.

In essence, A key strategic issue is a:
o Future event or trend that may have a significant impact on the university,

school or program (e.g., deregulation of an academic industry, signing the
AFTA trade agreement or various FTA) and that should be closely monitored
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o Decision the insittution is considering making that will have a strategic and
dramatic impact on the university, school or program (e.g., merging with
another university, school or program, changing its strategy, focusing on
international operations)

A Sample Strategic Plan

Foremost, the HEI and its strategic plan must define the following:

Vision — The vision will define “what we WANT to be”, a dream that the
academic or administrative units posit themselves and would like to achieve that
defines a future POSITION that the academic or administrative units want to be.

Mission — The mission will define “what we CAN be”, that also defines “why
the organization exists”, and in order to achieve the dream or position that it
wants, it needs to define a set of CAPABILITIES of what it can do to achieve
that position.

Goals — Goals are specific accomplishments that will define in broad and general
terms of “what we want to achieve and can achieve”. This represents the
definition of a set of broad achievable targets that will state the achievement of
its vision and mission to reach that position that it intends to stake out.

Objectives — Objectives are specific accomplishments that are usually
"milestones” along the way designed to measure the achievement of the goal and
mission when implementing the strategies. The objectives will define the
measurable achievements in terms of the definition of “what are the measures
of the achievements” which defines its measures and targets that are
challenging, achievable, and measurable and with a set time frame.Objectives are
the end results of planned project or activity. It must be SMARTER (Specific,
Measurable, Acceptable, Realistic, Time frame, Extending, Rewarding).

The 5-Year or 10-Year Strategic Plan must find an answer to the following questions:

iii.
iv.

V.

Where are we now (our current POSITION)?

What do we have to work with (our current CAPABILITY and
COMPETENCY)?

Where do we want to be in the future (our new POSITION)?

How do we get there (our new CAPABILITY and COMPETENCY needed to
achieve the new POSITION)?

Action planning typically includes deciding who is going to do what and by
when and in what order for the academic or administrative unit to reach its

strategic goals. The design and implementation of the action planning depend on
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the nature and needs of the academic or administrative unit. Action planning
may seem detailed and tedious compared to strategic planning which often seem
creative in nature. Therefore, action planning is too often ignored, leaving the
results of earlier stages of planning much as “castles in the air” -- useless
philosophical statements with no grounding in the day-to-day realities of the
academic or administrative unit as the OYPB which is the action plans are the
day-to-day projects and activities and that supports and achieves the key
activities of the strategic plan.The action plan normally answers the key
question “How do we get there (our new CAPABILITY and COMPETENCY
needed to achieve the new POSITION)?

2.7  Developing the OYPB (One-Year-Plan and Budget)

Actions plans or the OYPB specify the actions needed to address each of the top academic or
administrative units’ issues and to reach each of the associated goals, who will complete each
action and according to what timeline.

2.7.1 Conduct Action Planning (project objectives, responsibilities and timelines): For
each strategy identified in the 5-Year or 10-years strategic plan, write down the
SMARTER (Specific, Measurable, Acceptable, Realistic, Time frame, Extending,
Rewarding) project objectives that must be achieved while implementing the
strategy, when the project objectives should be completed and by whom and how
are they to be measured and assessed -- especially over the next academic year.

2.7.2 Develop an Operating Budget in the OYPB (One-Year-Plan and Budget): List
the resources you will need to achieve the goals in the strategic plan and the
projects identified in the OYPB (One-Year-Plan and Budget) and what it will cost
to obtain and use the resources for each of the project identified. You don't have to
be exactly accurate (as it is a close approximation of the utilization of resources)--
besides, you may end up changing your final project budget as you give more
attention to the educational product design and planning in the actual project
proposal when you actually start to develop or formulate it. You should do a
budget for each of the project for each of the years included in the span of time
covered by your strategic plan -- but give particular attention to the immediate
first year of the time span which is the OYPB that defines the projects that needs
to be developed and implemented and the budget needed to achieve the goals and
mission of the academic or administrative units.

Look at each of your educational product-related or process or work goals. Think about how
much revenue the educational product or process or work might generate. Next, think about the
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expenses to produce, sell and support the educational product, process or work such as human
resources, facilities, equipment, special materials, marketing and promotions, etc. (Note that this
action planning or the OYPB often provides strong input to the overall budget. It will likely

convert your operating budget to a set of project budgets).

In the OYPB there are many different kinds of effects we might seek and that we might create as

follows:
i.
ii.

iii.
iv.

What are you trying to achieve?
What are you trying to preserve?
What are you trying to avoid?
What are you trying to eliminate?

This linkage above can be recast into the four questions as follows:

What do you want that you don't have? (Achieve)

What do you want that you already have? (Preserve)

iii. What don't you have that you don't want? (Avoid)

iv. What do you have now that you don't want? (Eliminate)

2.7.3 Specifications of the OYPB: As the action plan for academic and administrative
units identifies what needs to be done and how it is to be done that are normally
defined or created as the projects to be implemented. The project should identify
each major function, each administrator and each faculty or staff, based on the
following key education areas as follows:

i

ii.
iii.
iv.
V.
Vi.
Vii.
Viii.

iX.
X.

Mission and Goal of the university, school or program
Teaching and Learning

Student Services and Development

Research

Faculty and Staff Development

Academic Services

Preservation of Art and Culture

Administration and Management covering governance and
learning resources and facilities

Finance and Budget

Quality Assurance System

2.7.4 Each of the projects needs to specify:

iv.

V.

The goal(s) that are to be accomplished

How each goal contributes to the academic and administrative units’
overall strategic goals

What specific results (or objectives) must be accomplished that, in
total, reach the goal of the academic and administrative units?

How those results will be achieved?

When the results will be achieved (or timelines for each objective)?
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2.8 Alignment of School and University VMGO and the Projects and Budget

It is important that the VMGO (Vision, Mission, Goals and Objectives) of the academic or
administrative units be aligned with that of the university. The alignment is an imperative as
what the academic or administrative units do in its mission, the definition of the academic or
administrative units goals, SMARTER objectives and its strategies and projects and budget, they
should be aligned to support and achieve the basic mission and philosophy of the University.

2.8.1 Sample Mission of HEI

HEI exists for the main purpose of serving the nation by providing scientific and humanistic
knowledge, particularly in business education and management science, through research and
interdisciplinary approaches. To this end, it aims at forming intellectually competent graduates
who

e are morally sound, committed to action justly, and open to further growth;

e appreciate freedom of expression, imbued with ethical attitudes and
ideologies through a carefully integrated curriculum of Ethics, Science,
Languages and Business Management; achieve academic excellence
through hard work, critical and positive thinking, and effective decision-
making.

2.8.2 Sample Strategic Goals of Theme 2 for Creating and Strengthening Quality
Teaching and Learning (P1 — Phase 1 and P2 — Phase 2)

It should be noted that in order to fulfill the HEI mission in forming intellectually competent
graduates, a key process is the teaching — learning processes, and to achieve this theme, the
strategic goals for this thematic strand of creating and strengthening quality teaching and
learning must be identified. These are the overarching strategic goals for the HEI of which they
must be translated into the school’s mission and strategic goals. The strategic goals, its initiatives
and metrics are defined in Table 1, with its corresponding measurement of its annual
performance shown in Table 2. The strategic goals for the HEI are:

P1 2.1 HEI will create a positive learning environment that enables students to

achieve their full academic potential and to cultivate their personal
development.

P1 2.2 HEI will create a curriculum meeting the highest standards of
excellence across the University.

P1 2.3 HEI will develop a system for academic advising that meets the needs
of the students and leads to academic success.
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P2 2.4 HET’s program develops strong students’ competency of knowledge
and skills and effectively prepare students as competent and ethical
citizens.

P2 2.5 HEI will continually improve and innovate on the quality of our
program offerings and their delivery and link it to the National
Qualification Framework at all levels.

P2 2.6 HEI will include more international aspects in its curriculum context
and content.

2.8.3 Sample Mission of the School

The School of A exists for the main purpose of serving the society with the highest
commitment through providing high quality educational process with the best academic
resources, using student-centered approach, advanced information technology and
innovations to educate qualified graduates, create body of knowledge through research,
and provides academic services to the society.

2.8.4 Sample Goals and objectives of the School for Teaching and Learning

The university strategic goal is: P1 2.2 HEI will create a curriculum meeting the highest
standards of excellence across the University. (representing the envisioned position of
HEI). The mission of the school is a high quality educational process calls for actions by
the school to identify its goals, objectives, strategies and action plan to support a high
quality curriculum that leads to the highest standards of excellence. The strategic goals,
its sub-goals, SMARTER objectives, strategies and action plans for the school that
represent the capabilities to be created are discussed in the examples below:

Strategic Goal 2.1:  Providing high quality educational process
Goal 2.1: The teaching-learning processes must be student-centered

SMARTER Objectives: (these represent the KPI measurements of performance
in the quality management)

Objective 2.1.1 60% of context of the school’s curriculum and delivery
process must be student-centered by 2010

Objective 2.1.2 30% of the school’s faculty must be trained in student-
centered pedagogy by 2009 and achieve a 100% rate by
2012.

Strategy:
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Strategy 2.1.1

Strategy 2.1.2

To set up an academic task force to lay down the criteria
and standards of a student-centered curriculum and delivery
process, to review and ensure that the curriculum and the
delivery conforms to the criteria and standards.

To identify faculty who needs training in student-centered
approach and develop workshops to train the faculty.

Projects for “The teaching-learning processes must be student-centered”

Project 2.1.1 Details of the project and budget to be used to set up the academic
task force to develop the criteria and standards.

Project 2.1.1: (Project title: Establishment of task force to review

curriculum)

Goal: (Strategic Goal # 2.1 to be achieved)

Objective: (Strategic Objective # 2.1.1 to be achieved)

Strategy: (Actions and activities supporting Strategy # 2.1.1 used)
Project details: (Details and budget)

Project 2.1.2 Details of the project and budget to be used for the training and

workshops to train the faculty in the student-centered curriculum
and delivery.

Project 2.1.2: (Project Title: Student-centered curriculum and delivery

workshops for faculty)

Goal: (Strategic Goal # 2.1 to be achieved)

Obijective: (Strategic Objective # 2.1.2 to be achieved)

Strategy: (Actions and activities supporting Strategy #2.1.2 used)
Project details: (Details and budget)

Goal 2.2 The teaching-learning process must develop qualified graduates

Obijective 2.2.1

Objective 2.2.2

Strategy:

Strategy 2.2.1

The school’s Student Competency and Effectiveness Index
must achieve a 10 % increase annually

30% of the school’s curriculum should use the Student
Competency and Effectiveness Index as the minimum
standard by 2009 and achieve a 100% rate by 2012 at all
levels of the curriculum

To set up an academic task force to lay down the criteria and
standards to ensure that the Student Competency and
Effectiveness Index is used as the minimum standard in the
school and in each of the program and subject.
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Project 2.2.1: (Project Title: Academic task force to define criteria and
standards of Student Competency and Effectiveness Index)

Goal: (Strategic Goal # 2.2 to be achieved)

Objective: (Strategic Objective # 2.2.2 to be achieved)

Strategy: (Actions and activities supporting Strategy # 2.2.1 used)

Project details: (Details and budget)

Strategy 2.2.2 To ensure the Student Competency and Effectiveness Index is
measured in the school and in each of the program and subject.

Project 2.2.2: (Project Title: Measurement of Student Competency and
Effectiveness Index)

Goal: (Strategic Goal # 2.2 to be achieved)

Obijective: (Strategic Objective # 2.2.1 and 2.2.2 to be achieved)

Strategy: (Actions and activities supporting Strategy # 2.2.2 used)

Project details: (Details and budget)

Conclusion

In summary, as noted by Andersen et al. (2006), the quality, information and planning
management, or all aspects of the HEI commitment of educational value to society must be
approached from a holistic perspective with a set of appropriate plethora of tools and techniques
depending on the situational needs. Bringing about a cross marriage of the education
management through quality management and strategic management, with the IS/IT
management as the enabler for quality management and planning management is the hall mark
for successful quality higher education. Moving from the macro organizational strategic needs to
the micro level operational processes needs a new mind-set that calls for the capability and
capacity of the individual and organization.It can thus be said that strategic management is the
“determination, matching and creation of the capabilities of the institution to achieve a future
envisioned position based on the timeline from the past to the present and into the future”.
This would mean that Strategic Management as expounded in Fig. 5 is:

Strategic Management = Strategic Analysis + Strategic Formulation + Strategic
Implementation
v Strategic Analysis: DETERMINING the past and present set of

CAPABILITIES that is used to achieve the present position from the
timeline 1999 to 2010 to reach its present POSITION in 2010.

v Strategic Formulation: MATCHING the present set and a future set of
CAPABILITIES that is needed to achieve a future envisioned position
from the timeline 2010 to 2020 to a new envisioned POSITION in 2010.

v Strategic Implementation: CREATING the new set of CAPABILITIES
that is needed to achieve its new envisioned POSITION in 2020 through
the timeline 2010 to 2020.

65



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

Basically, in understanding and applying strategic management to the HEI to bring about quality
education and for strategic management to be successful, the strategic plan developed must be
aligned with the units’ strategic plan. It must be actioned on by aligning the strategic goals and
converting them into the units’ actionable goals, objectives that must be set and measured on an
annual basis to ensure that the strategies are implemented, checked by its measurements and
acted upon.

In conclusion, it is hoped that this paper achieves its objective in de-mystifying the intricacies of
quality management and strategic management via the strategic planning mechanism and the
alignment and linkage through the actionable annual operation plan and budget that defines the
key performance indicators quality measurement and achievements.
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Abstract

Universities in many countries are facing the challenge of recruiting and
retaining high quality academics. The exit of baby boomers in the academic
workforce is significant with lack of strategy to attract, support and retain
women in their early career as academics and researchers. This challenge is
enormous in developing countries despite democracy, academic freedom,
stability, sustainable economy, and free education at higher degree research
level. This paper outlines the current dilemma in Fiji in relation to the
succession of women in academic roles. The paper analyses the representation
of female academics at the University of the South Pacific (USP) and strongly
argues the need for higher education reforms which includes strategies to
provide opportunity for young females and other underrepresented groups in
the academic workforce. The paper also suggests possible strategies to increase
the participation of women in the academic workforce in Fiji based on current
and future political environment.

Keywords: women in academia, gender equality, academic workforce in Fiji

Introduction

Universities are one of the most highly respected institutions. The presence of highly educated
individuals who are engaged in research and teaching, and the important role of universities in
research, discovery, and innovation makes universities one of the most respected and
autonomous institutions. For many decades universities have played an important role in the
social and economic development of the home country and beyond, through the education of
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citizens, access and participation of all groups of people, collaborative research, international
higher education, and other engagement activities (Tasker and Packham 1990). Female
academics have contributed significantly in the formulation of national and institutional policies,
managing reforms, turning the universities around from deficit to surplus, securing large sum of
external research grants, and winning teaching and research awards which demonstrates
excellence. Women are equally as innovative, charismatic, visionary and initiatory as men
(Johnson, 2000). Professor Don Aitkin, in his retiring address to staff as Vice-Chancellor of the
University of Canberra, asserted that women in higher education were more concerned with good
outcomes and harmony than with the male focus on winning (Aitkin 2001, p.7).

In Australia for example, 9 out of 39 (23%) Vice Chancellors are females and 19 out of 39 (49%)
Deputy Vice Chancellors (Academic) are females (Universities Australia, 2013). Developed
countries have made good progress in the recruitment, retention and in some cases succession
strategy for talented female academics and researchers. Such initiative is not only undertaken due
to democratic values and principles — they are also undertaken as part of recognising the
contribution of females in social, economic and environmental development.

Although progress has been made in developed countries, universities continue to face the
challenge of recruiting and retaining high quality female academics and researchers due to a
number of factors including;

- Work life balance and flexible work conditions offered by public and private
sector institutions;

- Lack of strategy in institutions to identify talented individuals who have the
potential to lead; and

- Lack of strategy to develop early career academics and supporting them in their
career.

Previous research suggests a number of barriers resulting in the under-representation of women
in universities. They include lack of networking opportunities, and a lower level of advancement
in women’s research careers compared to their male counterparts (Bellamy & Ramsay, 1994;
Gardiner & Tiggemann, 1999). In addition, the ongoing responsibilities of childcare and
household tasks, typically performed by women, consume time, energy and concentration, and
restrict the number of hours spent on campus (Armenti, 2004; Caplan, 1993; Probert et al., 1998;
Ogbogu, 2011), at the expense of research and publishing. Studies have also shown other barriers
in the advancement of females in academic roles. These include masculine organisational culture
(White, 2003), inadequate networks, mentors and role-models (Joiner et al., 2004; and Quinlan,
1999), work and family imbalances (Ward and Wolf-Wendel, 2004) and gender power
imbalance in the workplace (Oakley, 2000). While many studies are undertaken across the world
about gender equality in universities with enormous literature, no study has been undertaken in
Fijian context.

The paper analyses the composition of female academics at USP and argues that there is an
urgent need to develop policies and initiatives to increase female academics in senior roles. Such
study is critical in Fijian context as the current study shows significant problems related to the
succession of females in academic roles.
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Methodology

Data on female academics at various academic levels was obtained from USP. The study only
focused on simple analysis of data at overall university level rather than faculty or age groups in
detail. The data on the number of female academics in Australian universities is also used as a
comparison

The Case of Fiji

While developed countries continue to bridge the gender gap, small Pacific Island countries such
as Fiji have a long way to go. The case of Fiji is unique. The ongoing instability due to political
problems since 1987 have witnessed significant migration of skilled and talented individuals, a
huge loss of human capital (Reddy, Mohanty et al. 2004). Prominent academics and researchers
from Fiji who studied offshore in United Kingdom, New Zealand, and Australia have now
considered overseas as a home country for job security, personal and family wellbeing, and
freedom to voice concerns on issues of their expertise. The ongoing political problems and its
consequences have had a huge impact on gender equality in academic workforce. The high
tuition fees, limited scholarships to study at PhD level, and prioritizing between investment in
education or other needs and wants limits access and success in the attainment of higher degree
research. Another problem faced by women in Pacific Island countries especially those from low
socio economic background is limited careers advice and financial support to undertake a
research degree.

In recent years the enrolment (USP Strategic plan - 2013-2018, 2013) and completions of female
students in undergraduate program is higher than male. The high participation and completions
of female students suggests motivation to complete the study and to succeed in their career is
present. While efforts have been made by female students to enroll and succeed, limited progress
have been made by the university, and the government using more proactive means to support
females in undertaking study at research degree either through scholarships or loans. The
political problems in Fiji since 1987 have resulted in instability with lack of foreign aid that
could be directed to support the education of females at research degree level. Governments to
date have focused more on areas such as tourism, infrastructure developments, investments, and
other reforms related to school education with limited emphasis on post-secondary education
reforms.

The analysis of females in academic roles at the USP indicate only two regional female
academics are at Professor and Associate Professor level. One out of the two is Fijian. Both
senior female academics are above 40 years of age. The University has a total number of 13
(7.10%) female staff who are at Senior Lecturer level and most of them are also above 40 years
of age. Only 7, that is, about half only are regional staff. There are more female academics at
Lecturer and Associate Lecturer level however more than half (44) do not have a PhD. In total
38 female academics across the University have PhD and out of this 18 only i.e less than half are
regional staff.
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Table 1: Female Academics at USP

Females in academic role at | Total % Total Age < | Age>40 | Regional
USP female female 40 female
number | number number
Professor level 2 1.1 0 2 1
Associate Professor level 4 2.2 0 4 1
Senior Lecturer level 13 7.1 3 10 7
Lecturer level 30 16.4 9 21 15
Associate/Assistant Lecturer 33 18.0 18 15 29
level
With PhD 38 20.8 6 32 18

Table 1 outlines the number and percentage of female academics at USP. By way of comparison,
in two Australian universities similar to the size of USP, the total female academics represent
51% in one and 41% in the other university while at USP the percentage is 40%. In 2012 the
total female academics in all Australian universities was 43.6%. Comparison between 2008 and
2012 data on female academics in Australian universities suggest increased participation of
women in academic roles. For example in 2008 there were 2,579 female academics at Professor
and Associate Professor level compared to 3,772 in 2012 (increase of 1,193). According to
White (2003), the percentage of female academics at Professor and Associate Professor level in
Australian universities in 2000 was 16%. Table 2 outlines the number of female academics in
Australian universities in 2008 and in 2012. It also shows the percentage of female academics in
2012.

Table 2: Female Academics in Australian Universities

Academic levels Female Female Male % Female
2008 2012 2012 2012

Associate  Professor and | 2,579 3,772 9,535 28.3

Professor

Senior Lecturer 3,970 4,907 6,689 42.3

Lecturer 7,248 8,701 8,126 51.7

Associate Lecturer 4,627 4,646 3,973 53.9

Other international comparison suggests that in Portugal, females represented 41.3% of
professoriate in 2007 despite the dictatorship regime between 1933-1974 (Carvalho and
Machado, 2010). In Israel, women represented 8.8% of professoriate appointment in 1999 (Toren
2001). Singh (2002) reports that the percentage of women professors in developing and
developed Commonwealth countries ranges from 10 to 20%, with an average of 13.1%.
According to Ismail et al (2005), Malaysia (16.9%), is above the average, found to be higher
than the percentages in countries such as Canada (14.5%), New Zealand (11.7%), the UK
(11.2%), and Singapore (6.6%). Study by (Va'zquez-Cupeiro and Elston, 2006) outline the
percentage of females in professor roles in Europe with top five countries having high percentage
of female academics at professor level includes 21.2% in Finland, 20.9% in Portugal, 17.6% in
Spain, 16.4% in Italy, and 16.1% in France.
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The key factors which are most likely the cause of limited progress in the succession of females
in academia are the lack of appropriate government policies to drive change, and the lack of
planning within universities. A quick glance at the most recent strategic plan of the USP, shows
no initiative(s) to increase the number of female academics in the University. Similarly the
strategic plan of the new University of Fiji (University of Fiji Strategic Plan- 2011-2014, 2011)
does not include any initiative to increase the proportion of female academics. On a positive
note, the University of Fiji has established a Centre for Gender Research, however its output is
not widely known with progress yet to be seen.

Some of the key factors limiting the success of women in academic roles in Fiji include the
following:

e Lack of government policy to provide free education or scholarship to undertake
higher degree research study;

e Lack of institutional strategy and agreed targets for recruiting and training
female academics;

e Lack of strategy in universities to identify potential students to undertake
research degrees;

e High cost of tuition to undertake research degrees;

e Auvailability of senior academics as supervisors on a wide range of topics which
is of significance to Fiji;

e Lack of motivation for females to undertake further study;

e Lack of support by employers to provide financial and non-financial support
such as study leave;

e Conflicting demands with high cost of living and prioritizing the needs of the
family;

e Increased unemployment and promotion of educated individual with lack of
confidence that further education will improve the chances of better job;

e The divide between the rich and poor with very few students from remote
regions and outer Islands having access to elite education at undergraduate level
leaving alone the prospect of research degree study;

e Lack of research culture in universities to support existing early career
academics with postgraduate coursework qualification to undertake research
and publish papers in reputable journals;

e Limited number of overseas scholarships to students to undertake research
degree in overseas universities; and

e Lack of strategy in universities to recruit and attract early career researchers
such as post-doctoral fellows.

The challenge for Fiji to grow female academic staff numbers is enormous and raises some
important questions for governments and universities:

a. Do autonomous academic institutions practice equity, diversity, and
transparency?
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b. Do governments and universities continue to ignore the fact that in few years
there may be no local female academics at Associate Professor and Professor
level?

c. What will happen to innovation in research in areas such as health, medicine,
pharmacy, and education which has been dominant by women?

d. Do we continue to rely on overseas expatriates to solve and owe our social,
economic and political issues to fill the gap or do we build the capacity within?

e. Do we need a strong female politician to drive this change, or can we trust on
our most educated university leaders to tackle the current problem?

f. Do we want the next generation of students to be taught by male academics only
or expatriates;

g. Do we want Fijian women to lead research on matters of significance to the
Pacific Island countries?

Demand and Supply

Any effort to increase the employment of female academics is based on current enrolment of
higher degree research students in Fiji universities. Low access and opportunity for students to
undertake higher degree research will limit the participation of women in higher academic roles.
Table 3 below shows the data for female students that are currently enrolled for a research degree
at the USP from 2009 to 2013. The information shows that normally between 46% to 49% of
those enrolled for research degrees in the last five years are females.

Table 3. Number of female enrolled for research degree 2009 — 2013

Felele % Female

Year enrolment enrolment
(Headcounts)

2009 143 49

2010 142 46

2011 165 49

2012 177 46

2013 135 49

Table 4 illustrate that in the last five years, between 41 to 44 percent of students awarded with a
research degree are females. Both sets of data in Tables 3 and 4 suggest that there is a pool of
females who, if provided with the opportunity and mentored could consider academic roles.

By comparison, the trend data on commencing student enrolment in Australian universities
suggest consistent increase. Table 5 outlines the enrolment of commencing students in Australian
universities where the increase over the period 2008 — 2010 was at an average of 7% In two
selected outer metropolitan universities higher degree research completion in 2010 were 167 in
one university and 135 in another. The enrolment and completion of research degree students in
Australian universities suggests sustainable supply of academics with PhD qualifications (see
table 5).

76



Journal of Institutional Research in South East Asia — Vol. 14 No.1 May/June 2016

Table 4 Number of research degrees awarded to female 2008 — 2012

0,
Female Total F/Z male
Research | Research
research
awards awards
awards
2008 75 178 42
2009 106 260 41
2010 86 198 43
2011 105 238 44
2012 129 291 44

Table 5: Commencing HDR enrolment in Australian Universities

2008 2009 2010
9,192 9,884 10,514

Source: The Department of Industry, Innovation, Climate Change, Science,
Research and Tertiary Education: selected higher education statistics 2008-2010.

Which way forward?

The unstable political landscape in Fiji is a likely factor in the slow progress in higher education
reforms especially with respect to issues around gender equality. The government has not
expanded policies related to higher education reforms. The new and existing political parties
have not publicly communicated their party manifestos. Since the military government takeover,
the freedom for academics and researchers to voice concerns on various facets of development
(economic and social) have been minimum with fears of victimization. In light of the lack of
policy reforms, the authors suggest the following strategies that could be used to increase and
support female academics in Fijian universities.

Scholarships and Student Loan

An increased number of research degree scholarships or loans targeted to equity groups such as
women to access tertiary education may boost the number of females into the academic
workforce. Such scholarships or loan should be based on both merit, and also on socio economic
status. The strategy will address issues related to equity and access, and an increase in the
number of females undertaking research degrees. Discussions between foreign embassies may
also result in awarding PhD scholarships for students of all backgrounds.

Setting and Monitoring Standards
In developed countries governments have used policy instruments to reform higher education.

Countries such as South Africa, have policies that are legislated to provide fair access for all
groups of people to participate in higher education. The Fiji Higher Education Commission
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promulgation expect the higher education institutions in Fiji to meet a number of standards for
registration purpose. It is suggested that one of the standards for registration could be around
access and equity, both in terms of student access and participation, and gender equality in
academic workforce. The compliance to such standards could be monitored by the higher
education commission in Fiji as part of reregistration. It is also argued that programs and policies
that are designed to promote gender equity in academia must take into account family outcomes
as a measure of gender equity (Mason et al 2004), as it is known the demands of family life can
often be in conflict with the demands of an academic career.

Participation of Women at Workplace

Fiji has a long history of having an explicit government department and a Minister with a focus
on women and gender equality. The department could play a very important role in developing
policies to ensure equal opportunities and further participation of women in education and the
workforce starting with universities and public sector organizations. Policies on equal
representation of women could empower them to undertake further study to enhance their career
aspirations. National awards by the government to institutions who have a successful record of
gender balance may over a period of time motivate other corporate organizations to follow.

Strategy and Initiatives

Universities will need to play a greater role in identifying opportunities based on the use of
performance data and developing actions to bridge the gap. There is a need for institutions to
revisit the academic workforce profile, and develop strategies and targets to increase the
proportion of females in academic workforce. Rewards may be linked to meeting the target for
each faculty. Oversight by the University Council and the Senior Management Team is needed to
genuinely address the issues around gender equality.

Capacity Building

The implementation of strategies and monitoring on the target is the first step to increase the
proportion of female academics. Range of programs need to be implemented to guide early
career academics in both teaching and research. They include mentoring programs in areas such
as: publishing papers, preparing application for grants, engagement with stakeholders to identify
possible research, curriculum development and renewal, and other learning and teaching
pedagogy. Research has shown that mentoring programs with female academic has resulted in
high retention, success rate in securing grants, and increased research outputs (Gardiner et al,
2007).

Succession of Women
The succession of women in senior academic role depends on workplace strategies and cultures
to recognize and reward academics. Young and talented academics that have reasonable history

of research and managing various aspects of learning and teaching could be seconded to mid or
senior academic roles with professional development programs in targeted areas such as
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governance, strategy and policy, quality and standards, academic outcomes of students, risk
management, and other areas.

Formal and Informal Network

Formal and informal networks of women and other groups could assist individuals in their career
progression. Such networks could assist early career academics and research students to
exchange ideas, and develop self-confidence.

Conclusion

There are many wonderful aspects of an academic life; as well Universities contribute
significantly to the social and economic fabric of a community. An academic career can provide
more freedom and traditionally more autonomy than most other occupations. Generally an
academic career allows the worker to spend time working on an area of research they are
passionate about, however with this career also comes high levels of demand and output
expectations. There are expectations around high levels of knowledge and one is often required
to prove that that they are the right expert for the position. These pressures place demands on the
psychology and wellbeing of the worker, often requiring a worker to give total priority to their
work (Bailyn 2003, Mason et al 2004). In some ways this sets up the gender inequality often
observed in senior positions at Universities, as explored in the Pacific Islands case studies.
Previous researchers have highlighted that gender equality and diversity are positive attributes in
organizations (Carter et al., 2003; Erhardt et al., 2003; Krishnan and Park, 2005; and Welbourne
et al., 2007).

Higher education reforms in Fiji are timely with increased focus on research productivity,
graduate quality, and building the next generation of its academic workforce. Based on the
current trend, it is clear that in the near future there will be no local females in senior academic
roles, which is of grave concern. In its 45 year history, USP has had male Vice Chancellors and
based on the current trend, a local female Vice Chancellor would not be possible in the near
future. The lack the succession of women in senior academic roles raises many concerns on the
future of academic workforce, and the learning experience of students in various disciplines. It
also raises concerns on future research and discovery in areas such as allied health and medicine
which has a dominance of local women in their workforce. Fijian universities have relied on
expatriates to fill their senior roles and had a lack of focus on building local capacity.

This paper argues that the time is now to begin making significant changes in the way Fijian
Universities support, employ and maintain their female workforce. In a recent Time magazine,
Bill Clinton states that gender equality across the world is vital, “no society can truly flourish if it
stifles the dreams and productivity of half its population...it's been proved that women tend to
reinvest economic gains back into their families and communities more than men do (Clinton
2012, pg 4)”. There are strong reasons why gender equality must occur, this paper has
highlighted ways in which Fiji and also the Pacific region could begin this process and enable its
Universities and wider communities to flourish.
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