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At Institute for Education of Mukogawa Women's University

(Nishinomiya, Japan)

Fostering Student Engagement and Learning

Dr. William K. Cummings
(Professor of the George Washington University, US.A.)

Thank you very much for this precious opportunity to visit your school and actually
to take on this interesting topic. It's a hot topic in the United States right now and
probably it's going to be a hot topic in Japan very soon. So it's interesting to explore it.
I will talk slowly of course and refer mainly to the slides. Pretty much everything I say
will be there and I hope that would be adequate. If you have any questions, feel free to
answer along the way. In a sense, this is like a “Kenkyu-kai" (workshop) and we are

all bringing our own perspectives.

Introduction

The starting point, I will do a little bit of a “Nichi-bei hikaku” (comparison between
Japan and US.A.) in the sense that my first book was called “Nikon no daigaku kyoju”
(The Chaniging Academic Marketplace and University in Japan) and my second book
was called “Nippon no gakko”, (Education and Equality in Japan), both of these in
Japanese, I mean my Japanese books. Actually, both of the books, “Nihon no daigaku
kyoju” was my “Hakushi ronbun” (doctoral dissertation) and the “Nippon no gakko”
was my first big book that was published by Princeton University Press in the United
States. The point is that I was very fortunate to have some very good Japanese scholars
as friends including Tomoda sensei (Professor Tomoda, Yasumasa) but also, all of us
got together once a month under the guidance of a man named Michio Nagai (Former
Minister of Education 1974-76).

At that time, Nagai sensei had been a professor at Tokyo Kogyo Daigaku (Tokyo
Institute of Technology). Since he had lost his job so he was kind of a “Ronin” (person

hunting for a permanent job) and all of us were “Ronin” so we had a good time talking.



I didn't have a job. Actually I did have a job. I taught at “X" College in Tokyo, but it
was a Keiyaku-sei” (contracted position), it wasn't the real academic job but it was
good.

1 wrote first “Nihon no daigaku kyvoju” and 1 came back with “Nippon no gakko” .
Then Nagai sensel and I agreed the Japanese university is terrible and the Japanese
primary school is wonderful. At that time, people didn't recognize how special the
Japanese primary school was. But later on, in the 1980s and so on, the Japanese primary
school got to have a very good reputation. We were waiting for the Japanese university
to have a good reputation because we thought that other university systems did a much
better job in education.

Japanese professors take a lot of pride in their research, but what about their teaching
in the classroom? All I am saying is an image or a belief that Japanese teachers in the
classroom were not so serious. On the other hand, that American professors are very
serious and skillful in teaching. This is a kind of a background belief. But as we look
more carefully at the American experience, which is what I'm going to mainly do, we
begin to question whether this image is correct or not. It could well be that American
education is also very weak, higher education is very weak. It could be that both are
very weak, or it could be that Japanese education is better than American education.
And we don't appreciate the strengths of Japanese higher education.

One reason it's hot is in the United States because politicians are saying, “What's
going on in American education?” “Are children learning anything?” The presidents of
American universities and colleges say, “Yes! Yes! Yes!” Politicians say, “Prove it.”
American colleges are very expensive. If we re spending that kind of money, you should
be able to prove us that we are getting something.” This is kind of an American
mentality of accountability; accountability to the “Riji-kai” (board of trustees),
accountability to “Ippan no kokumin” (ordinary people) and so on. It's the way
Americans think about their organizations. If the American colleges and universities are
not doing very well in terms of education, why should we spend tax money on colleges
and universities?

For example, when I was a young man, the State of California was paying 80% of the
budget of UCLA (University of California at Los Angeles), and we talked about UCLA
as a state university. Now, the State of California is only paying 10% of the budget of
UCLA, so it's no longer a state university, it's a state-located university. It happens to

be in California that's all.



National Culture and Context

Before we get into the actual discussion of learning, let's take a look at the evidence
that's available. There is not much evidence, but there is some. It's helpful to at least
discuss some of the background factors. One is a very famous hypothesis by a lady
named Ruth Benedict (Cultural Anthropologist) who said that cultures were different.
In some cultures, there is a sort of peak in terms of pressure or “shakai-ka”
(socialization) in early development. She says that in the United States it's at the
university level. There's a lot of learning going on in America at the university level
because that's part of the American culture. In other words, American young people are
lazy academically at least through high school, then when they get to college, they work
very hard. In contrast, in Japan, she says Japanese young people are working very hard
until high school and then they are very tired, so when they go to college, they take it
easy. How can you have learning in a Japanese college or university when the students
want to sleep or want to play? There is this kind of an assumption that culturally you
are not supposed to learn in college in Japan, whereas in the United States you are. It's
kind of the way people are supposed to grow up.

This may be an old idea but the times I've visited Japan in the past, people sort of
believed in this. You go to a classroom in Japan, a large classroom, nobody is there,
maybe not even the professor is there, but still the students get to graduate. That would
supposedly never happen in the United States. Actually, it happens a lot but that's
another one. Even if you learned nothing in the Japanese school, you graduate, but in the

United States, it's a serious evaluation of your learning. If you don't study hard in a

Learning and Culture

= According to Ruth Benedict, when in the live
cycle we open up to learning, it is embedded in
culture:

—In Japan, high school is the critical period
—In the US, it is college

= Also a norm in Japan that universities should
graduate all of their entrants; many US
universities think they should fail a certain %



course, maybe you get a C or a D or an F, and you don't pass the course. Anyhow it's a
fact that roughly from 40% to 50% of American college students do not finish their
college ever, or certainly within the 4-year period or the 6-year period because they
they decide to drop out.

In the Japanese case, if you start something, you are going to graduate, you are going
to finish it. I have an example which in my notes Mr. Tomoda asked me, “What is the
envelope?” In the handout I think there is some mention of an envelope. When I was at
X College, I had an experience one day where the father of a student came into my
office and he said I had given his daughter an “F”. She was a senior in college and she
was hoping to graduate with her friends but I gave her an F. Why? She never came to
my class. She had done nothing at my class. How can I give her anything other than an
“F"? It was perfectly obvious to me. The father came in and said, “Nice to meet you. I
heard so many nice things about you,” “My daughter admires you.” And “Did you know
that my daughter had an accident this winter, in November? She was skiing and she
broke her leg. She had to stay in the hospital for a long time, but she is a very smart
girl and has worked very hard at this college, and so she was hoping to be a good
student here.” He didn't say, “Give her a better grade.” But as he left he put an
envelope on my desk.

Later on that day, the “Gakubu-cho” (academic dean) came into my office and said
what a wonderful girl she was and that it was very important that she graduated for
the reputation of X College and also very important because she was going to get
married soon. But if she didn't have a university degree, she couldn't get married. Why
do you need a university degree to get married? Anyway he said, ‘It would be nice if
you could make a little adjustment in the grade,” and then he showed me what a good
student she was In each grade. I was left with a moral decision. Should I change her
grade or not? Also, should I use the money in the envelope? Actually, it wasn't money
in the envelope; it was just a gift card to Isetan. It wasn't really money. I thought about
this and I said, “Should I be a stubborn American or should I be a good Japanese?”

For that day, I decided to be a good Japanese and the girl graduated and maybe she
got married and so on, I don't know. But what I'm saying is there are many reasons
why nearly 100% of Japanese young people in college graduate. Among those might be
that they learn, but in the case of this girl, she learnt nothing but she still graduated.
Whereas in the United States, we think that only those who have learned graduate. It's

a contrast. What I'm trying to say is that the cultural context for university learning in



Japan and the United States is different.

Massification and Student

Now there are a couple of other points I'd like to make. The different issue is that the
two systems; the United States system is much larger than the Japanese system. It was
called mass higher education at least at that time. At that time, the Japanese system
was on the edge of sort of mass higher education system. In the United States about
80% of young people were going to the university; in Japan about 45%. The preparation
of American students on average is probably not as good as the preparation of Japanese

students. This is another big difference between the systems.

Massification and Student
- Preparation as Additional Aspects of Context

* US system is more expanded, has a more
diverse student body

* Japanese high school education is arguably
superior (in terms of academics as reported by
OECD)

* Hence, US practices are not easily adopted in
Japan and vice versa?

Can you really compare the Japanese learning experience with the American learning
experience? I don't know, but at that time, even though only 45% were going to higher
education-we're talking about the late 1970s-Japan was no.2 in terms of the
participation rate. At least many people have argued if you get to be as high as 45% of
the young people going to higher education, you are including in that group of many
young people who are not really prepared to learn, so is it very different or is it about
the same?

The implication is this third point. The systems maybe are very different so maybe
we shouldn’t compare them. I'm not really going to compare them today. But it's a big

problem in the United States today whether students have learned anything in college.



It's becoming an interesting focus for research by OECD. In other words, they are
planning to do an international survey of learning. Japan will be included in that survey.
The Japanese politicians are going to be very interested in the findings of that survey.

This is one reason why I think what I'm talking about is important.

Engagement/Learning

How you measure what students learn is a big puzzle because in college students are

studying different subjects, different disciplines, even students who are in the same
faculty may be taking different courses. How do you go about assessing how much
people have learned? One effort in the United States doesn't measure learning, but it
measures what's called “Engagement.” This study is called NSSE, (National Survey of
Student Engagement. It's been used at over 1,300 universities and colleges in the United
States and it looks at these different topics. It gives the score for the colleges on level of
academic challenge, whether students have enriching educational experiences, whether
they have active and collaborative learning, whether the campus environment is
supportive, and whether they interact with faculty. It focuses on these five areas (Chart
1) and it says, ‘If an individual is high on all of these, the individual is likely to learn.”
If a university or a college is high on these, the students in that university or college are

likely to be learning a lot and so the research of NSSE is around this paradigm.

CHART I. NSSE BENCHMARKS

Level of Active &
Academic Collaborative
Challenge Learning

Student-
Faculty
Interaction
Enriching Supportive
Educational Campus
Experiences Environment

One of the interesting findings is that the number of hours-this is what NSSE might

measure-one of many questions. How many hours do you spend in class and studying



for class? In a week, there are 7 days (times) 24 hours. I don't know how many hours
that is, but it's a lot, its nearly 100 hours. According to the NSSE survey today, the
average student in United States is spending about 11 hours per week in class or
studying for class; 11 hours a week means about 6 hours going to class and 5 hours
studying for all the classes. Is that enough? It's not very much. What's interesting is if
we go back about 10 years ago, there was a study before NSSE where they found that
young people were spending on an average 15 hours a week in class or studying for
class, so from 15 hours down to 11 hours.

Over the last 10 years there has actually been a decline in engagement of American
students by this one measure. A politician found out about this and said, “What's going
on?" Surely, if students are spending less time in class, they are probably learning less.
How else do you learn if you don't study? Take a pill? I don't have a pill like that yet, so
the only substitute is to study. This is a big controversy. Is the American college failing

its students?

Learning/Assessment Measurement

There are many other particular questions in this NSSE survey that lead to that type
of question. We're not going to talk about NSSE today but it's worth mentioning because
the instrument itself and the literature around it is useful. However there are some
people who have actually tried to learn, to study learning and to assess how much
students learn.

The College Learning Assessment (CLA) is the most widely used instrument for that
purpose and a research group that's focusing on that (Finley, 2012). The CLA focused
on what they called critical thinking, reasoning, and writing skills, all three of these. I'm
not sure I can define for you what we mean by critical thinking. It doesn't mean that
you are critical in the sense of “this politician is a fool.” I'm not saying anything about a
particular Japanese politician like Mr.**** but it's more critical in the sense of you
getting some information. Can you come up with an original understanding for this
information? Can you write a paper that's insightful that shows a new way of looking at
a problem, or can you in mathematics perhaps develop not just a standard way to prove
a problem but a new way to prove the problem? In other words, critical thinking is kind
of a demonstration of original thinking that other students may not be able to duplicate.
Writing skills are emphasized heavily in this learning assessment because that's an

important way to express yourself. In a learning assessment, they made an effort to



focus on these three. Concerning what I'm going to talk about shortly, I'm just going to
focus on critical thinking.

There is a very interesting book which is a bestseller right now. It's called
“Academically Adrift" (written by Arum & Roksa 2011) . This is a somewhat
sensational report. Through first 2 grades 45% have no gains. Through 4 years 36%
have no gains in learning.

For their definition of learning, they used only critical thinking even though the CLA
used these three different components. This right here is an effort to try to summarize
one illustration. Essentially, the critical thinking that they get you into is some kind of
problem that they choose. They give you some data to read, they give you 90 minutes,
and they also give you several questions that they want you to answer, related to this
problem in this data. And the quality of your answers is the basis for determining

whether you have developed critical thinking or not.

Learning/Assessment Measurement

* Seeks to measure critical thinking

* Students have 90 minutes to read several documents
and respond to a set of open end questions

¢ Evaluators judge the thoughtfulness and creativity of
the responses

¢ Example: Students asked to develop a strategy for
the final stage of sell of an order of airplanes

* But special issueis that one of the airplanes recently
has crashed—so need to stress the reliability of the
model and the seller

In this book they have mentioned several examples. One is you are trying to sell an
airplane to another company. I knew that that's why I chose this, but the problem with
your sales talk is that just a day before you're going to the client, one of your airplanes
crashed. How are you going to convince the client that your airplanes are reliable when

just yesterday one of them has crashed? This is a problem for you and you got to come



up with an answer in 90 minutes.

The questions are open-ended. They get away from this multiple choice simplicity
test of your thinking. They really want you to come out. Now whether this is a good
test of critical thinking or not, we could argue. I had the feeling that it's kind of biased
in favor of students who are in the “Bungaku-bu” (School of Literature) ; they are
quicker writers. On the other hand, you could argue that it's also biased to students who
are in engineering because they are used to talking about mechanical things. The
researches that are behind this book would say the test is fair. Of course, we always say
that.

What Contributes to Learning Gains?

Learning/Assessment Model;

We have what's called a dependent variable, learning, as measured by the CLA, the
“critical thinking.” Then, the researchers examined a number of different features of
college life or life before college that are related to this dependent variable. Most people
say that the quality of their work is pretty high, but like Professor Ando says we could
criticize it. It's very easy. That's what we do as professors, we're always criticizing.
Let's assume, let’s at least follow their guidance. I didn't draw a diagram here but this is

their model.

Learning/Assessment Model

* Prior to College Entry
* Academic Preparation
= 2005 CLA score

= Factors after College Entry: Faculty
expectations, reading/writing required, hours
studying alone, hours studying with peers,
hours spent at frat house, financial aid

= |nstitution Attended
= 2007 CLA score

*Prior to College Entry;
There are a number of variables such as gender, ethnicity, your parentseducation,

demographic variables.



*Academic Preparation — Grades/SAT Scores;

There's also academic preparation which is what were your grades in high school and
your SAT scores. These then lead to your score on the CLA in the year 2005. What we
have for our sample is about 2300 freshmen in 2005, so that's another variable. Then, we

have things that occur while you're in college.

*Faculty Expectations;

In this diagram, they are only including the variables in the college experience that
had a significant relationship to learning. They examined quite a few additional
variables. T'll talk about some of these additional variables in a minute but the ones
when you used the multiple regression that made a difference is on this list. It's a
measure of faculty expectations.

Do the faculty convey the fact that they want you to do a good job and do they have
mechanisms in their teaching to stimulate you to do a good job? For example, when I
was a freshman, I had to take a course in composition. The professor was very
interested in our use of language. He was a professor in English literature - American
literature, and he also wrote books himself, but he also felt that we should have very
good control of grammar and punctuation. If we made three mistakes, three in our
composition, we had to write a new essay each week. If we made three mistakes, he
gave us an F each week. I worked very hard not to get an F. In other words, he set a
very high standard. This is an example of faculty expectations and everybody in that

class worked very hard. He was very inspiring, in a sense.

*Reading/Writing;

Concerning reading and writing, there's a measure here of how much you read in a
week and how much you write in a week or over a semester. Do you read 20 pages a
week, 30 pages a week, 50 pages a week, 100 pages a week? Actually, it turns out that a
great majority of American college students, according to this study, did not read 20
pages a week. Can you imagine that? How about your students? Do they read 20 pages
a week? Do they read 50 pages a week?

(Participant : Much less.)

Much less? You're in trouble. In terms of writing, were you expected to write a paper
that's at least 15 pages long in a semester for at least one of your professors? I don't

know what percentage said “No”, but actually quite a large percentage didn't have to



write anything. On the other hand, to the extent that you write, to the extent that you

read, that is the higher your score on the assessment in terms of the statistical analysis.

*Fraternity/Sorority House (social learning);

Hours spent at the frat (fraternity) house. In the argument in this book (Arum &
Roksa “Academically Adrift” 2011), they are comparing what they call academic
learning with what they call social learning. A frat house is short for what's called a
fraternity house. It's sort of a social club, and many American students go to campus
and they join a fraternity or sorority. If you join a fraternity, you have lots of obligations
at the fraternity. You've got to clean the house but you got to go to the party, you got
to help your junior students study, you got to go buy beer for the party on Saturday
night, you got lots of serious obligations. The more time you spend in social learning, the

less time you have to spend in academic learning, this is the issue.

*Financial Aid (socio-economic status, obligation, e.g.);

T'll add just one more thing, financial aid. In a Japanese college, maybe your parents
pay for everything so you don't worry about money, but I'm sure that many Japanese
young people that are going to college do worry about money like they do “Arbeit”
(part—time job). In the American college, you take out a loan and maybe you also work,
but obviously the more time you spend in this work, the less time you have to spend on
study. On the one hand, time to study, to get involved in the academic aspect and on the
other hand, many things pulling you away from the academic aspect, mainly your
fraternity or other social activities and then also your work activities related to keeping
your financial debt low. If you have to spend a lot of your time and money or rather a
lot of your time trying to get money to help pay off your financial obligations to the

school, you have less time available to study.

*Institution Attended;

Let me just make one point first. In the model what was being measured is what was
your score when you were a freshman and then what is your score 2 years later at the
end of your sophomore year. This is one finding. Through the first 2 years, 45% of the
students in the study had no gain in the score of critical thinking. Roughly, half of the
students had not improved their critical thinking after going through their freshman and

sophomore year in college that's pretty disturbing. After 4 years, still 36% have no



gains. In other words, one out of three students has got nothing out of college but they’
ve had to spend $100,000 to $150,000. I don't know if that's a bargain. They had a good
time maybe. They've gone to lots of football games. They've consumed lots of beer,
maybe had a car accident, maybe fallen in love two or three times but is that what
college is about? I'm not sure.

Secondly, kind of related to the point you've made, one argument is “Yes . The
students in college are getting good grades, but not much is happening in those classes
where they're getting good grades. The authors cite another study where there's a
compact between the students and the faculty. A compact which says I'm going to give
you an ‘okay grade regardless of what you do, if you give me a good evaluation, kind
of a secret promise. It may not be stated too openly but people understand what that’s
about. Just as we were coming up, Professor Tomoda was telling about a Japanese
professor who has 1800 students. If I were that professor I would very quickly tell the
students, ‘Tll give you an A-minus if you don't do any work, no papers, don't come to
class, A-minus,” and that way is much easier. Some of the stuff does go on, the
shortcuts.

Now the model, let's don't worry about these cheap things, this corruption. Let’'s
worry about being serious about fostering learning. What contributes to learning? In the
speech, I've got a whole bunch of things that I identified. Some of them come out of this
study that you have there. Others just come from the literature, and let's see how we're

doing. Let me go through some of these. It's a list of things and reflect on it.

*Residential Student Status versus Day Student Status;

The literature says if you live in a residential hall on campus, a dormitory, versus if
you come to school in the day and go home at night, you're going to learn more.
Japanese universities tend not to have dormitories. I'm told here at Mukogawa you got
dormitories for about over 400 students, so what about the other 9600 students? In the
school where my son went to college in the state of Maine, the school had a bed for
every student. In other words, it was that the school had control of the life of the

students and so probably they learned something. I mean this is at least one finding.
*Diversity of Student Body (Bowman & Brandenberger) ;

Do you have international students? Do you have students of different ethnic

backgrounds? You think maybe that is kind of a challenge because they have a very



different life experience. This is found to have some impact on learning. I can't give you
a good example but if you're sitting down in a room with somebody of color and then
there is some big racial incident on the TV, you talk to this person and they have an
entirely different perspective. It sort of forces you to learn. If everybody is the same, it's

not going to be a very good educational experience.

Searched the US Literature and Came up with the Following Themes:
*Small Schools versus Large Schools;

It might be thought that a smaller school is better, the administrators, the teachers at
the smaller school can control the environment. The argument goes that way but it
turns out that some large schools do very a good job too, and some small schools don't
do a very good job in terms of learning. The small versus large is not a very successful
variable. I went to the University of Michigan, if you know the school, it's bigger than
UCLA if that's possible. What the University of Michigan has in a way is a lot of small
schools inside the large school. In other words, a dormitory might become a small school.
That dormitory might be a special dormitory for Arts. They would construct the tables
where the young people would eat, so they could have a table at lunchtime for those
people who are interested in German language, and another table over there for those
people interested in French, and another one for those people interested in Chinese. You
break down the large into many small experiences that are academically oriented. You
even have debates in the evening in the dining room around topics of world importance.

There is a way to make use of largeness to get some educational outcomes.

*2-year Program versus 4-year Program;

Though I've forgotten what the real argument is about, we would think that 4-year
programs would have more impact than 2-year programs. But this particular study
(Arum & Roksa) says, ‘No.” That the 2-year programs actually do better than the
4-year programs. The one thing that can be said is it seems like the learning in terms of
critical thinking that develops in an American college, there is more development in the
first 2 years than in the second 2 years. In a sense, the first 2 years it's a bigger shock
and people get more challenged in terms of their beliefs and what not, so they are more
of interest. When they get into the second 2 years, they're sort of sliding into a
professional slot. They are learning but they are not learning sort of the basic shift

towards critical thinking. They are now learning very specific knowledge. This is an



interesting issue, if a junior college can be as effective in promoting critical thinking.

*School Climate;

School climate is very big. I used my example of my English composition class, but
what is important in the school? Are we saying that academics are important or are we
saying that football is important? Saturday, the whole day is focused on the big game.
At University of Michigan, football was very important. The fact is I still watch football
on the TV and I always tune into the University of Michigan to see how theyre doing.
They always lose. I don't know why I do this. I should have learned not to turn on the
TV but still the University of Michigan was a school that has academic learning and the
social learning in good balance. But in some schools, it's just too much one way, towards
a school climate that does not stress academics. How you create a school climate is a

real challenge.

*Curriculum (Pascarella et al) ;

Skip to first part though there is literature on it. There is literature on the liberal arts
curriculum too. In a sense this is very relevant to you at Mukogawa. I've cited a book
by Pascarella et al. One would think that a liberal arts curriculum is going to be more
promoting of critical thinking and there's a slight bias that way but it's not consistent.
There are good liberal arts colleges and there are weak liberal arts colleges. It depends
very much upon the academic expectations that are part of that liberal arts college. 1

hope I'm making sense? It depends.

*Faculty-Student Interaction out of Class (Cox & Orehovec) ;

This next point, faculty—student interaction out of class. To me, the simple example is,
when I went to graduate school at Harvard University, the real smart people at Harvard
are the undergraduates, not the poor graduate students. But, concerning the way the
undergraduate experience is organized, first the students have advisors. It is more
important than that students live in dormitories. They're not in dormitories, just a place
to sleep, they are houses. In the house, faculty live, maybe with their spouse and maybe
with children, but the faculty live in the house, they teach courses in the house, they eat
with the students in the house, they joke with students, they may even play football and
so on with the students. In other words, they sort of become like a big brother or a big

sister to the students. In this way, they break down the walls between student and



faculty.

My guess is that this is also something that's very characteristic of a Japanese school,
I don't know. At X college in Tokyo, we would go to what we used to call “Konpa
(originated in ‘company )" (party). And we would sometimes go out and get a little
beer for the sake of learning. The literature shows that to the extent that faculty can
get a relationship between students, it's not just in the classroom but it's more holistic.

This is very good for learning.

*Learning Communities (Jessip-Anger) ;

In a sense that's what I'm talking about when I speak about these houses or groups
for study within houses. You don't necessarily need a dormitory to create a learning
community but to create a situation where there is reinforcement of learning beyond

what takes place in the specific classroom.

*Mentoring/Tutors (Crisp) ;

Do you have a system of mentoring in school where older students work with the
younger students, sort of help younger students adapt to the campus? Not many
colleges have this but where they do have it, it's said to be very good in promoting
learning as well as social learning, as well as retention.

Some of these are very obvious. Time studying, we've already talked about it, the

more time you put into study, the more you're going to learn.

*Writing Centers;

I know you're in charge of international exchange here in Mukogawa. In my program
at the George Washington University, we have lots of international students. Usually, my
international students hand in their papers a few days late. The reason is because they
have taken their paper to the writing center, and so the writing center is very busy.
They can't get it out in time but the writing centers works with the students to
improve their composition. It's a useful learning experience. It's a service that's provided

by my university that helps the students learn.
*Pedagogy Centers;

On the other hand, pedagogy centers help faculty to teach and we also have a

pedagogy center. Actually, I would say these days that a great majority of American



colleges and universities have it. You're not required to go, but when you get hired,
you're told of the opportunity and it's frequently advertised, and particularly for those
faculty who get low grades on student evaluations. The chairman of their department is
likely to say maybe you should go to the pedagogy center to learn how to teach. My
chairperson often says this to me so I know it. I haven't been there yet. Maybe when I
become young, I'll go. These are some other learning experiences, which then feed back

on critical thinking.

*Service Learning;

You get out of campus to do some kind of public service, working in the community,
working with people in prisons or whatever. It brings a new perspective on life. Study
abroad is another example, which students go, they can have a very meaningful
experience, it changes their way of thinking about life. Not all study abroad has that sort
of result. Then, finally taking up the position in student organizations, student

government is shown to have some impact on your learning.

What Detracts from Learning?

What detracts from Learning?

* Student-faculty compact:

— I’llleave you alone if you leave me alone. That s, |
won’t make you work too hard (read a lot, write a
lot)so that | won’t have to grade as many papers
or explain why you are not performing well.

* Stress on social learning

— 70% of undergrads at a mid-West U reported that
social learning was more important than
academics

— Students spend much more time on social
learning

I mentioned that student—faculty compact as something that we agree we're not going
to learn as long as you don't make me work. This is going to lower the likelihood that

we're going to learn in college. We are also going to learn less if we spend a lot of our



time with our social learning. I think I have a nice graph here (Graph 1) . This is the
amount of time spent in the different activities in a mid-western college where a survey
was done of time; 51% of time was spent socializing, 9% was spent in class, 7% was
spent in the library or studying, and about 7% was spent working, and about 24% spent
sleeping. I don't know do college students like to sleep? Only when class is held, they
like to sleep, right? Anyway that’s a lot of time socializing at this college, a large mid-
western college. College is supposed to be fun, right? You're supposed to have a good
time. You're supposed to learn how to meet new people. That's what college is about?

Or is college about developing your critical thinking skills?

Graph 1 Time Spent in Various Activities

O class

m studying
@ working
O sleeping
O socializing

Conclusion

I'm finishing up here. It's an interesting topic I think. I've been able to show you some
of the correlates of it. Fundamentally, it comes down to the “school climate” that you
nurture. The school climate””, it may start with the president of the university, there
have to be faculty that are close to the president who reinforce his concerns, and
therefore faculty realize that it's part of their job to focus on learning and to challenge
students. In various ways, those issues show up in faculty meetings and in collaborations,
and so on.

Is what I'm talking about relevant for Japan? I don't know. What happens in a
Japanese university? It's just my impression, but at least the predominant thinking is
young people deserve a break when they go to college in Japan. They should get into
social learning because they've been studying too hard in high school. This means it
makes it a little bit more difficult to achieve academic learning. It's kind of a minus

factor.



Conclusion

* Much interest in learning, its measurement,
its correlates

= Research still in early stages

= Have presented a list of correlates, partly from
CLA (Collegiate Learning Assessment) lit,
partly from elsewhere

= A long list
= Mainly focuses on school climate

* The role of professors is possibly under-
emphasized

Seven Principles of Good Practice
(Gamson & Chickering)

* Good practice encourages contacts between
students and faculty

* Good practice develops reciprocity and
cooperationamong students

* Good practice uses active learning techniques

* Good practice gives prompt feedback

* Good practice emphasizes time on task

* Good practice communicates high expectations

* Good practice respects diverse talents and ways
of learning

Do Japanese students get many requirements for written work? When I was in X
college, one of the classes I taught was “Eisakubun” (English composition). Yes,
students wrote every week but not every school has “Eisakubun”, I guess. How do
professors conduct themselves in classrooms? We've been having a discussion about
active learning or the process learning or problem based learning. I think this is
something you are talking about here in this university. Whatever we call it, is that the

predominant model for learning or is it more the lecture style?



I mentioned my example of the envelope. I don't know how many envelopes there are
in Japan. I hope there are not too many. But if everybody knows that they are going to
get out of college without work that’s not very promising in terms of promoting learning

in college. It's not a strong incentive.

Relevant for Japan?

* Social learning is encouraged—after a hard high
school

* Few written assignments for classes

* Lectures are more common

* All students are “guaranteed” passing grades
* Many students have part-time jobs

* Few students live on campus

* But justasin US, a current concern for more
academic learning, more critical thinking

My impression is that a large number of Japanese college students have part-time
jobs. Does this interfere with their studying or not? I'm not sure. The one disadvantage
in the United States is that students in the United States develop very heavy debt. And
I think in Japan that's less common. Parents may develop debt but not children.

We've talked about living on campus as opposed to living off campus in “Geshuku”
(single—person lodging) or living at home. The Japanese pattern is not to live on campus
but to live off campus and arguably that's a strike against you. These are some
comparative comments, which do imply there might be less learning on a Japanese
campus than on American campus, but that's troubling because there is not much
learning on American campus. If that's true, we have a crisis in higher education, if
anybody finds out that there is no learning on campus. I think that's all I've got to say.

Thank you.
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Thank you for having me at your university and it's a nice chance to see this area,
which I never stopped here. I always go from Osaka, I guess I stopped at Okayama, but

T've never really spent time in this area, so this is a lovely place.

Introduction

What I'm talking about today is a topic that I am just starting, and there are many
things I don't know about this topic. But I think it's a fascinating topic. There are two
reasons it's fascinating; one reason is that there is a lot of confusion about what we

mean in terms of participation in higher education and how do we measure it. The first

Introduction

* Higher education was once viewed as an elite
privilege, butin certain contextsthis gradually
changed.

* Most notably in the US where by the late 70s

about 80% of the high school cohort were
enteringcollege, 40% were “attaining” degrees

(and the GER was circa 60%).

* AndinJapan of 1970s where 60% of the high
school cohort were entering college.

* What has happened since?



part of my discussion is going to be around that, but the kind of working hypothesis
about mass higher education or massification of higher education is that somehow things
are getting worse. It's kind of an assumption that people have, and so what I'll be doing
today, not comprehensively but with just a few pieces of information is to test that
hypothesis. Is it true, as higher education expands that things get less attractive or is
that a false assumption?

In primarily dealing with that second question, I'll use some secondary data but I'll
also use data from a survey that I'm coordinating, which is a survey of the academic
profession in 20 countries that's my part of it and it's called CAP (short for Changing
Academic Profession). I will introduce a little bit about the survey later on and I'll give
you a few examples of data from that survey. The survey can be used to answer
questions about massification. I have used it to answer questions about the productivity
of scholars. I have also used it to look at the position of women in the academic
profession across many countries, and I have used it to look at issues of governance and
management, particularly the latter area, governance and management is what I'll be
talking about at the very end of the day because I'll tell you what I'm going to say.

I'm going to say higher education inevitably expands but it need not be a bad thing. It
can be a good thing but I think what makes the difference is how the managers arrange
the expansion of higher education that's the invariable. In any case, let's start. “Zutto
Mukashi” (long time ago), higher education was an elite experience. Only a small
percentage of the population would go to higher education, and so we have this phrase
‘elite higher education. Really until the 1950s or 60s, almost every country had elite
higher education.

There were two exceptions. One exception is talked about a lot and that's my country
- the United States. Because in a situation where most of the countries in Europe, Asia,
Africa had less than 10% of the population going to higher education. In my country by
the late 1970s, 80% of the high school students were going to colleges or to junior
colleges. It doesn't mean that this is very important. It doesn't mean they were
completing junior college or a 4-year program, but it means they were going. That's a
very high percent; nearly everyone was going to higher education. That's America. It's
not elite higher education, what do you call it?

Japan also was a country that stood out with, according to my Japanese colleague
here, 40% to 45%, I'll say that's okay, going to higher education. But Korea in the late
70s, 15% of high school students were going to colleges, Taiwan 15%, Malaysia 5%, Hong



Kong 5%, Germany 15%; so nearly every place had much lower numbers, but what

stood out in the late 70s was the United States and Japan. What has happened since?

Trow’s Theory Envisioned Mass Higher Education

There is a very famous paper written by a sociologist at University of California,
Berkley, around what he called mass higher education. He is Martin Trow, he tried to
describe the process of moving from the elite to mass higher education and then from
mass higher education even to universal higher education. He said, “The United States
was on the edge of universal higher education.” Japan was not very far away. He
predicted that both Japan and the United States would realize universal higher
education in a decade or so. This was a prediction. And, he said other countries would
move from being elite to being mass then maybe someday in the future move into
universal higher education.

He said as this would happen there were these aspects. Higher education will receive
a new type of student who comes from an ordinary family where maybe the parents are
not well educated. The student also will come from an ordinary high school where they
have not been challenged, so the students are less well prepared. This is a prediction.
The students will have an orientation towards a practical education. They want higher
education but they want higher education to give them a job. They don't want higher
education that will give them critical thinking. They don’t want liberal arts higher
education. They are very practical. They are spending money to get skills that will help

them in the job market. That was the second one.

Martin Trow (1973) predicted
a Global Massification Shift

* New students less prepared
* New students in search of practical education
* Not willing to pay full fare

* Shift from universities to teach only
institutions

* So growth of junior colleges, distance ed, etc

* And for the US and Japan he predicted
continuing expansion towards Universal
Higher education



Since the new students come from ordinary homes, they don't want to pay a big price
for higher education, so they will be looking in a sense for a market. It may be that they
will go to schools that are not traditional schools, but rather are teaching-only schools.
What you will begin to discover in higher education is a differentiation of different types
of schools. Maybe the elites will go to the famous universities but the masses will go to
mass higher education institutions, which are practical, which are teaching-only
institutions. In other words, a professor in these institutions doesn't need to do research.
The professors maybe will be teaching long hours, not 12 hours or 15 hours a week, but
20 hours or 30 hours a week - teaching machines. He even hinted that there may be
such a thing as distance education.

I don't know if you know about Martin Trow. But he wrote a very famous book about
junior colleges before he started talking about mass higher education. He already was
looking at junior colleges. He was saying students would go to junior colleges, and the
junior colleges would cool them out so that they would maybe finish their junior college
but they would not necessarily go on to a 4-year university. This was another part of
the picture. Finally, as I said he had predicted the United States and Japan would

expand towards universal higher education.

But What Happened?

He gave a very extreme paper. What's striking about the paper was in terms of the

general picture, he was right. But in terms of the specifics, he was wrong and that’s
why I say “What happened to universal higher education?” Because as soon as he wrote
his article, the expansion of US higher education in a way stopped. Not in terms of the
numbers of students in US higher education that continued to grow, but the population
also has grown so the percentage of young people in America going to college after the
1970s has not increased.

What about Japan? It's more complicated but it has not increased today to the level of
universal higher education. I think roughly 65% of young people in Japan have the age
group are in higher education or are completing higher education. It's a high level of
mass higher education but not universal higher education. Trow did not predict that, but
other countries have raced past Japan. They have raced past the United States, and
they are now toying with universal higher education.

Most interesting is Korea. I don't know that much about Korea. I know that they play
very good golf; they do good skating in the Olympics. I know they are very, very



determined people. They have a very determined higher education system. Here are
some of the numbers but we can look at it in the table. There are two different
measures that are used in terms of judging whether a system is mass higher education
or not. The statistics Trow used in that was called the gross enrollment ratio, which is
the number of young people in college divided by the size of the cohort. The problem
with that is, you may be in college but you may not be graduating from the college. A
different statistics by OECD is to take the number who were completing, who have
completed a degree program, whether it be a junior college degree program, whether it
be “Senmon Gakko” or a technical program, whether it be a 4-year program that's the

numerator. Denominator is the number of young people in a cohort.

Actual Trends differ

* US has experienced little further expansion if measured
by % of age cohort “attaining” tertiary education—steady
40 to 43% across age cohorts (OECD Table A1.3a as Table
1 of this study)

* Japan has experienced increase in percent of cohort—
but flat (actually a decrease) in terms of actual numbers

+ Koreasurpasses Japan and then the USin % of 25-34 age
cohort with tertiary educational attainment (65% versus
57% and 42%); Korea also experiences numerical
growth.

* And several others exceed or approach US level of
tertiary attainment, —e.g. Canada (56% for age 25-34
and 51% for age 25-64), Russia (55% and 54%), Israel
(44% and 46%), New Zealand, Ireland, Norway, Taiwan,
UK, Finland

For measuring universality, the cohort is those young people aged 25 to 34. As you
can see, the United States is very interesting; 20 years ago and today the percentage in
the age cohort has not changed very much. It peaked roughly 20 years ago in 1990 and
has been steady since, 41%, 40%, 43%, 42%. No growth, if we talk about a percent of the
age cohort. We talk about absolute numbers there has been some growth (Table 1).

Japan has grown, so it's about number 3 or number 4 in the world but still it's only
57%. It's not universal higher education. Here is Korea that has raced past Japan up to

be 65%. We have Canada. Even Russia is higher than the United States, though Russian



Table 1. % of Population that has attained tertiary
education (2010) by age groups (OECD 2012)

e O =
us 42 43 40 41

Japan =7 50 46 29
Korea 65 47 27 13
Canada 56 57 a7 42
Russia 55 58 54 44
New Zealand 46 42 39 34
France 43 34 22 18
Finland 39 46 39 30

higher education has lots of problems. The reason it's higher is because there are not
many babies in Russia. As soon as we had the Russian glasnost, children forgot how to
make love and so there is shortage of young people in Russia that's one of the reasons
it's so high; the numerator is high. We have these other countries. A country that many
people look at with great interest is Finland. Overall, it's almost the same level as the

United States, and I could add other countries. I have the full data right here.

How to Account for the Changes

What was expected that the United Stated would be no.l, Japan no.2, hasn't happened.
Why is that? I don't know but I did try to find out what is related to expansion, or
Massification? I got together some data; this is about 30 countries, did some very simple
correlations. I'll do a better job with this later getting more countries, but I'm mainly
using the countries that OECD talks about because there are a lot of other variables
that could be there. Those are very simple type of correlations (Table 2). The one thing
that we pointed out is whether we use gross enrollment ratio or whether we use
tertiary educational attainment as a percentage, whether we use the OECD measure,
the results are about the same. GNP per capita is highly related to expansion. Population

growth rate, if you have a higher population growth rate it's going to slow down



expansion. If you have a large number of young people in secondary education, there
was a high percentage in secondary education, tertiary education is more likely to

expand.

Table 2. Pearson Correlations of Socioeconomic Indicators with
Two Indicators of Tertiary Level Participation

TertiaryEd Attainment  Tertiary GER 2005

of Those Age 25-34

GDP per capita 432 474
Population growth rate -279 -597
Secondary GER 501 609
Secondary Graduation 661 760
Rate (2005)

% Tertiary Enrollment 283 142
in Private Sector

If you have a high graduation rate in your system, Japan has a high graduation rate;
the United States has a low graduation rate, so this variable is very important. Whether
you have a private sector or not is a little bit important. One would think that the
private sector would be more responsive to the demand for higher education but
actually systems that are largely public are just as likely to expand as systems with the
private sector. It's not a very important variable. I also should have put in the chart the
percentage of your population that is sort of immigrants. A very large percentage, it is a
relatively high percentage in the United States, Canada, some European countries, not so
prominent obviously in Japan. It has a negative relationship to expansion but it's kind of
a small factor. This is a partial effort to get at what accounts for massification.

I don't have a full explanation why America hasn't expanded, why Japan hasn't
expanded, and other countries have, but I have a few ideas. One reason is that the
higher education in the United Stated has become very expensive. It's twice as
expensive in terms of just simple cost, forget who pays for it, as higher education in

Europe. I don't know what the cost is, compared to Japan. But it's probably about twice



as expensive to run American universities as Japanese universities. Somebody has got
to pay for it. In the United States, it used to be the governments. Not the national
government, but state governments would pay for higher education but over time, there
has been an assessment. Should the state pay for higher education? The state has other
things it has to pay for. When I say the state, I mean government. The state has to pay
for old people and their health. The state has to pay for roads. The state has to pay
maybe for national defense. Compared to those expenses, should the state be continuing
to pay a lot of money for higher education? The political answer in the United States
has been, “No.” The people who go to higher education are the main beneficiaries so

they should pay.

Accounting for the Changes

* In general, more countries recognizing the importance
of human resources for national development and
backing this understanding with funds.

* In the US there has been recognition but also
competition for resources. So an increased tendency to
say higher education is a private good. But public finds
costs high, so where market driven the demand for
higher education has been somewhat dampened.

* Major differencesin college preparation of high
schoolers—US youth have weaker preparation. PISA
data as one illustration.

Is this for a private good or public good? Higher education is increasingly viewed as a
private good. If that's the case, you pay from tuition. Tuition gets more and more
expensive, and it creates a situation where it becomes impossible for many people to go
to higher education. That's one argument. The second argument is that American
secondary education is weak. I don't know how much you talk about this in Japan. But
when we use PISA scores from this OECD test on high school performance or the

performance in academic achievement of young people aged 15, the United States is in



the middle, a little bit lower than middle always. Japan used to be at the top, Japan has
sunk, Japan went back up. Korea is at the top; Singapore is at the top; Shanghai is at the
top; some of the Scandinavian countries do relatively well; Finland is nearly at the top;

but the Unites States is not. So what?

How to Account for Differences

The “so what” is that maybe these American young people will go to college, but
they are not prepared for college. They go to college immediately after high school
where they were getting is A's, A minus. They go to college, they put out the same
effort and they get what we call a B or a C, or an F. In American system, I'm sure you
know that we use A-B-C-D-F, you use 1-2-3-4-5, I think. They get low grades, it's a big
shock, maybe many American students drop out. That's another reason because they
are not prepared. They may drop back in. In other words, they go to college they drop
out and in the US case, they drop back in. So what? If they drop back in that means
they drop back in when they are older. This adds to the percentages that I showed you
earlier for the older cohorts. That's why it's so flat in the United States; 42, 41, 43, 42%,
because some of these people are kind of “Modotte Kuru” (coming back), whereas in

Japan you don't come back. Adult education is very weak, so I'm told.

Accounting for Differences 1

« So percent of US youth who attend and graduate
from high schoolis high. US percent of high schoolers
who enter some kind of tertiary institution also high.
But a very large proportion of these entrants drop out
in a few months to one year after entering.

* And possibly later drop back in—thus adding
numbers to older cohorts

« Major differences in Institutional Retention norm—
US is stricter; typical 4-year institution only expects
50% of entrants to graduate

* Flip side is institutional openness to transfers—US
institutions welcome quality transfers



In Western Europe, there is a little bit of adult education but it's not on the level of
the United States, so not so many come back. This right here is not so important but I
do make the point, which is kind of fascinating. I think in Japan, once you join a
university you're supposed to stick with the university, and it's a bad thing to move
from one university to another university. In a sense, society will view you as an
unstable person, a little bit crazy. I'm trying to exaggerate. I don't mean really crazy
but it's a little bit of a social stigma attached, whereas in my country, arguably, if you
move from one school to another school that's a good thing. It shows that you are
ambitious; you are looking for the best education. Employers and society may admire
you.

Near my home in Washington D.C., we have a school called George Mason University.
It's a good school, but what happens is that a lot of foreign students come to George
Mason University to get started with American higher education. When they become
juniors, then they transfer to a more prestigious school. This type of mobility takes
place. They graduate from a high-prestige school even though they started with a
medium- to low-prestige school. They've done something that's very smart and works
for them occupationally. This is all talking about the differences in United States, the
cultural context of participation in higher education. I am struggling with why we have
this pattern of student behavior, and that's one set of issues. Why some systems are

more massified than others.

Accounting for Differences 2

+ Differencesin student loyalty—weak in US; students
readily consider transferring if it will benefit their
image or marketability (an illustration is sports
transfers, but equally applies to academic transfers)

= Differencesin corporate acceptance of training by
others—US employers actually place a positive value
on student transfer to acquire new experience, but
Japanese employers are skeptical of such behavior.
Hence Japanese participation in tertiary is largely
limited to college days, whereas US is more
diversified in time and place



Impact of Massification on the Faculty

Now I want to turn to the second question. What is the implication for students of
higher education massifying and what is the implication for faculty of higher education
massifying? Here, I'm repeating some of the same ideas. Maybe the students are not
well prepared so teachers in the classroom have a harder job teaching in mass higher
education systems compared to elite higher education systems. Maybe in mass higher
education systems, the size of the classes increases. You're no longer teaching 10 or 20
students but you're teaching 100 students. Maybe you have jobs which are just strictly
teaching machine jobs. More faculty are involved just strictly in teaching and not doing
research. Some faculty are not like they used to be. Are these predictions, which come
from Trow, true, false, or somewhere in between? Some of them are accurate, some are

not accurate.

Impact on the Faculty

* Massification is now seen as inevitable. On the
positive side it expands opportunities for eager
youth. But the literature suggests it may have
several negative correlates;

* Students not as well prepared
* Instruction becomes mechanized
* Classsizesincrease

* Faculty (Some but not all) become teaching
machines, with research being neglected

* True or false? Or somewhere in between, why?

Let's take a look first, here's one interesting graph (Table 3). It's only for 10
countries, and I think maybe you have it in your hand out but what's to look at is 1992
and 2007. I chose these 2 years because these are the 2 years of my academic profession
survey. In the next to last column, I've taken a number of students in 2007 and divided
them by the number of students in 1992. In Australia there is 94% increase for
students. In Hong Kong, there is 128%, in Brazil it's 231%, in the Netherlands only 20%.
This is for students. Now these systems have been expanding at different rates. What is

the situation with respect to their faculty? In Australia, students have been expanded by



94% but faculty only by 21%. This is a case where the student-teacher ratio has become
bigger that's what Trow would have predicted. That would make life harder for an

individual faculty member, but what about Japan?

Table 3. Enrollment in Total Tertiary Education, Gross Enrollment Ratios, and
Teaching Staff, 1992-2007

£
Incre | %
asein | Increas
Total | ein
Tertl | Teachin
Year 1992 2007 ary | gseaff
Total CGE | Teachin Total Teachin
Tertiary R gSaff | Tertiary | GER | gstaff
Australia 555,365 | 040 | 28417 | 1083715| 075 34413, | 990 215%
128
HongKong China 85214 | 015 5578 154236 | 0.42 10500 % 76%
Japan 2895,143 | 030 | 286,166 | 4.032.825| 0.59| 515732 3%¢ 8050
Republic of Korea 1761775 | 040 | 77458 | 3208551 | 056| 201851 822;15 161%
Brazi 1551,176 | 010 | 134403 | 5272877 | na.| 367638 % | 174%
Mexico 1302550 | 013 | 133424 | 2528664 | 0.28| 274618 | 5940 | 104%
Germany 2033702 | 035 | 275,806 | 2278857 | mna | 295447 | 12% &%
Netherlands 493563 | 042 | 41217 550,121 | 0.2 44832 | 20% &
United Kingdom 1385072 | 33| 85500| 2.362815| 0.58| 125530 | 71% 450
United States of
America 14360565 | 078 | 826,000 | 17,758870 | 0.86| 1310453 | 24% 5%%

Source-UNESCOQ. For Australia,: Deparment of Education, Employment & Workplace
Reations(andits antecedents) ST AGI99Y and "STAG2007T Staff data sats

Notes: Mexico 1993 data, Mexico Teaching Stafffor 1991, Gmamy 2007 Total Tmly
excludesISCED Level 6 and hence GER 2007 (Lewels 5&€) is notavaiable,

Teaching Staffis for 1553. UNESCO does notprovide statistics for Hong Kong, so we
report estimate s supplied by the Hong Kong research team. Australian figuresindude
academic staff who only doresearch.

Japan's students have increased by 39%, faculty has increased by 80%. In Japan if
that's true, the conditions in a sense of the burden for professors has become a little bit
easier. | think that's true in the sense that I know 15 years ago, “Monbu-sho” (Ministry
of Education) said there were too many “Hijokin Koushi” (part-time lecturer) in
Japanese universities, particularly in private universities, so you have got to decrease
them if you want to get money from the government. There has been a pressure of
making in a sense a better student-teacher ratio in Japan.

What about my country, the United States? In the United States, according to this
also, the faculty have increased a little bit faster than the students. In 4 of these 10
countries, the faculty had increased faster than the students. In 6, the students have
increased faster than faculty. What does this mean in terms of the massification theory?

It means a little bit of this, a little bit of that; it's not black and white.



Changing Academic Profession

Now I'm going to turn to my survey of the academic profession for some additional
hints as to what's actually happened. This is a survey that I'm very proud of What
happened was we got together a group of social scientists from different countries and
we said, “Would you like to join? If you're going to join, you'll have to find the money to
do the survey in your country, because I don't have any money.” We approached about
23 or 24 countries, 19 of the countries were able to find money, and they did a survey
where they ended up with samples of roughly 1500 per country. A country like Hong
Kong, only about 700, because there are not that many professors in Hong Kong, but in

general, we shot for about 1500 for each country.

Changing Academic Profession—
CAP Survey

= A partial answer (limited to the perceptions of
academics) comes from the CAP survey of 19 countries
including Japan and the US—which | have been
working on for the last 5 years—in conjunction with a
similar survey carried out in 1992

= The Surveys give an indication of what professors think
about some of these issues—both today....and how
much their perceptions have changed over the past 15
years. Can look at individual countries...or groups of
countries (e.g. elite, mass, and those in-between)

In China that was our target, we got 2,800 professors. The reason we got 2800
professors in China because there was a letter from the Ministry of Education which
said “please answer this survey.” I think people were a little bit afraid not to answer
because they may experience some kind of pressure, but China was extreme. Mexico
about 2000, and so on, but more typically 1500. What that survey got at was what
professors think about their work and also some hard measures at what their work was
like. A special feature of the survey was that many of the questions had also been asked

in 1992, so we could make comparisons of the 2 years.



I would say and you can ask questions to Professor Tomoda or Ando here. There are
many books coming out from this study now. I left two books here at your university,
one on kind of a study of the United States, which includes several chapters on
governance, it's the United States compared to other countries. The second one is a
book strictly on what's called governance and management. It's got case studies for 15
countries comparing using this statement. There will be additional books sort of social

background, “Kokusaika” (globalization), and so on.

What about number of students? I'm not going to give you the data but I broke the
data up into three groups.

1) One group is higher education systems which are still elite systems where 20% or

less of the age cohort are students,

2) the transitional group is 21% to 40%,

3) the mass group is 41% and above.

The mass group would include the United States, Japan, Korea, Australia, I think
maybe Finland, I could tell you exactly. The transitional group includes most of the
European countries and the elite group includes like Mexico, Chile, Argentina, Brazil,

Malaysia, and South Africa.

So then, what about number of students; elite, transitional, mass? According to Trow,
as you move more towards the mass higher education, the number of students in a class
that professor should increase. Actually as it turns out, the numbers in the classes are
about the same across the three groups. A little bit much larger classes in the elite

groups instead of the mass groups, there is “Gyakuno” (opposite) one of the finding.

Hours of work per week; Professors in the elite group say they work 42 hours a week
on average. Professors in the mass groups say they work 46 hours a week. The
workweek is a little bit longer in the mass system, but a little bit longer. What I'm
trying to get at is, if you look at some of the elite systems like Argentina, many of the
professors had their main job downtown and then they come to the university to give a
lecture before they go home to have dinner. It's kind of like the private universities used
to be in Japan with very few full-time professors. Those that were full-time professors
interestingly often tended to be women. The women held the universities together and

the men were sort of casual workers in the universities.



Anyway, the number of hours that people put in is not very different, so in terms of
these particular features, there's not a lot of difference between elite, transitional, and
mass higher educational systems at least according to my data. I'll repeat that point.
Much of the data I'm going to show you, the differences are not as great as one would
expect it from you might say the massification theory.

Second example, what about teaching? We are arguing or Trow would have argued
that as we go towards mass, we get a new type of student that's interested in practical
education. If we look at this finding, the students in the elite universities in these Latin
American universities and African universities are looking for practical knowledge.

Relatively speaking, those in the mass systems are not looking for practical
knowledge. It's almost the reverse of what we expect. But actually if you look at these
elite universities, they tend to follow the old European model where the “Gakubu”
(departments) are all professional. In other words, you have a faculty of law, a faculty of
medicine, a faculty of engineering but you don't have a faculty of arts and sciences.
This helps explain why in the so-called elite institutions, there is a more practical
orientation. You would think that teaching would be more difficult in the mass systems
but we have a question, “Spend more time than I like teaching basic skills,” 60% of the
professors in the elite system said, yes, 59% in the mass system say yes. Mass systems

have not much difference (Table 4).

Table 4. Views on Teaching

Transition Mean for 19
Systems

Practically

e olede & 78 65 68 70

skills

Spend More Time
than | like

teaching basic 60 54 55 57
skills

Encouraged to

R s 49 42 58 50

Instructional
skills



Expansion; More students that are not well prepared, but the professors don't find
that their teaching task could be that much more arduous. Professors are encouraged to
improve instructional skills. However, I think this is a very interesting finding. In the
mass systems, you try to get the university to be attractive for more and more students.
This is not an issue in the elite system because you've got a very small market that you
need to run the university, but as you expand you become more dependent on the
recruitment of students, you become more dependent on trying to give the students a

good experience, so you get pressure to improve your instructional skills.

Table 5. Innovations in Teaching

Transition Mass Mean for 19
Systems

Individualized

Projects 45 48 46 47
ICT-based 33 24 27 29
Distance Ed 16 12 16 16
Develop new 57 70 69 69
material

Curriculum 50 51 59 56
Development

Does this show up in innovations you use in your teachings to reach out more
effectively to students? But at least in terms of individualization of instruction, personal
attention to students, it's more common in the mass systems than it is in the elite
systems. In most of these other findings, in the next two or three findings, do you use
projects as a technique for instruction? No difference. Do you use ICT? This is
computers, the PowerPoints, learning systems, movies; not used very much at all and no
more likely to be used in the mass systems than in the elite systems. On the other hand,
do you develop new material? Are you involved in curricular development? In other
words trying to improve the content of what professors do in the classroom. There
seems to be an indication of a little bit more effort in the mass schools than in the elite
schools (Table 5).



Well, if you are a lazy professor, you use the same material year after year after year.
The same articles, the same lecture notes, and if you develop a new material, you are
constantly changing the materials. Where I teach, students are always complaining that
the professor is using data or using articles that are old. This is a very practical answer,
a realistic answer. They complain that I do that but when you get to some issues, the
best things were written 15 or 20 years ago, why do you have to use material that was
written yesterday? Why? Because the students today are trained to get information
from the computer. What they get out of computer is only the latest stuff, so they
believe only the latest stuff is good stuff. I'm talking about a kind of psychological gap
between what professors think is good for instruction and what students think they

should receive in instruction. It's a very real thing in my experience.

Turning to research, and then I'll turn just briefly to management.

Research Goals; Is there an expectation that research should be useful, expectation
coming from the managers of the universities towards the faculty, a rather clear trend
towards yes? It's not a gigantic difference but in the mass universities systems, more
professors say they encounter expectation of useful research. Is there an expectation
that you'll be research productive? Partly because universities these days are being
very much evaluated in terms of their research productivity. Are you a world-class
university or not? In fact, this comes down to professors. They should be writing lots of
articles in peer review journals, a fairly big difference between the elite systems, which
in a sense were teaching systems, and the mass systems, which include research-based

universities or research universities (Table 6).

Table 6. Expectations from Research

Expectation

of Useful

Research 45 54 55 50
High
Expectation

of Research 53 63 66 61
Productivity



Raising External Funds; are professors expected to raise external funds to bring in, in
another words, research money? I understand that Professor Kawai has a very large
project where he is bringing in big money. He is a very good man for the mass higher
educational system. Right now, I'm bringing in almost no money to my university, so I

have to go and bow my head when I walk into the campus (Table 7).

Commercially Oriented; I would have thought here the difference would have been
greater but there is a slight difference towards pressure to make relationships with
private companies to get your research and then to contract the products of your

research so that a pharmacy company can have the latest drug.

Table 7. Other Research Items

Mean for
Transition 19 Systems

Academics

Expected t
R:ise Exte:,nal 53 74 78 65

Funds

Institution
Encourages

Commercially 37 38 41 39

Oriented
Research

Management Patterns; This is something you don't have in your handout but I'd like
to talk more about these results and about the overall experience of the project. What
makes it different and how could faculty feel comfortable with their work is if the
management process is a collegial process as contrasted with a top-down process. In
general, in the survey, professors were tending to argue that managers did not talk to
them very much. Managers were not very collegial, that managers were making a lot of
decisions. Here are some examples. Performance orientation, not so common in the elite
systems and transition systems, but as we get to the mass system, we have students
filling out evaluations of your teaching in your course. We maybe have department
chairman coming into your class to watch you teaching. We maybe have in the third line
here the department active in the research evaluation and so on, but performance

orientation is much stronger in the mass systems. Communication is not very good in



any of these systems between managers and professors. All the 33% say that the
communication is good in the elite systems, down to 25% in the mass systems, but
communication is worst in the mass systems between the managers and the professors

(Table 8).

Table 8. Management Patterns

Performance

Orientation 42 40 5 7
Good

Communication 33 25 25

Dept. Head Active
in Research

Evaluation 41 50 49
Work Source of
Considerable 3 46 a7

Strain

I put this last question in because when the survey was done in 1992, Japanese
professors were very proud to say that their work caused them a lot strain. In other
words, of all the countries, Japanese professors in 1992 said that their work was a
source of considerable strain. We asked the same question in 2007. Again, Japanese
professors said that their work was a source of considerable strain but it didn't get any
worse. It was about 67% in 1992 and 67% in 2007. What that means is you are always
finished in the day, you are very tired and you have to get a massage and I don't know
what else to make you to feel comfortable. But now, Korea also has a very strong source
of considerable strain, it's about 65%. Overall, you can say that work as a considerable
source of strain is more likely to be the case in the mass systems than in the elite
systems. Japan is a little bit extreme, Korea is a little bit extreme, but there does seem
to be some indication that professors just are more tense in the mass systems than in
the previous systems.

Are professors any more tense or tired than people who work in a private company
or who work in government? I'm not sure. The reason I say I'm not sure is even though
professors say that their work is a source of considerable strain, I don't include the slide

here, but we asked a question, “if you had a chance, or if you were born again, would



you become a professor?” What's interesting is almost 70% of professors who were in
all different situations said, “Yes, I would.” Even though they feel the strain, their level
of satisfaction with being a professor is pretty high. What I think happens is there are
many things they don't like about being a professor. They probably don't like the
president, they don't like the dean, maybe like the department head, they don't like their
colleagues but they enjoy going to “Gakkai” (Academic Society). They enjoy the fact
that they can get up not at 6 in the morning but at 8 in the morning. They enjoy the
fact that they can, “today I'm not going to the university. I am going to do my work at

home.” In other words, it's a pretty good job for somebody who likes freedom.

Some aspects are upsetting, the managerial aspects are upsetting and they get more
upsetting as you move towards the mass stage, but you can just forget about it. This is
kind of the interpretation that we get out of the project. I could give you another
example. We asked in 1992, three questions; Do you have a strong sense of affiliation
with your discipline? Do you have a strong sense of affiliation with your department? Do
you have a strong sense of affiliation with your institution, in other words, with the
university where you work? In 1992, in all of the countries, roughly 90% said, yes
including Japan. The only exception was Germany because of the kind of “Gakusei
Funsou” (campus riot) there, so it's a special situation.

In 2007, we asked the same question. In the elite countries, again 90% said, “Yes, have
a strong sense of affiliation with my institution”. There was a reason for this. In the elite
countries, things were getting better. In Mexico, the salaries were getting better, the
buildings were better, the chances for increases in income were clearer. You could see
the academic freedom had been strengthened. In the advanced countries, from 90%
down to 60%. In other words, the kind of attachment to the place where you work has
gone down. Attachment to the place where you work has gone down but attachment to

academic work has stayed high, so it's an interesting fact.

Conclusion

Anyvhow, I'm about finished. The basic point is that rapid massification or
massification, it hasn't made things overall much worse which is contrary to the
prediction of Trow. In many respects academic life in the mass higher education
systems in general is about the same as it is in the elite systems. That's the point we

made in the beginning, but there are areas where it's not as attractive as it could be.



These are just some suggestions about areas that we'll need to work on in mass higher
education, also in elite higher education to achieve a more satisfying work life

experience, collaboration between the administration.

Conclusion 1

*In the field of higher education, perhaps no topic gets as
much attention as massification.

*Keeping our focus on the US and Japan, we have considered
the general trends and then the reaction of professors to these
trends.

*Massification, especially rapid massification, creates
significant strains for the higher education enterprise—and for
those teaching in this enterprise. But overall these are not
excessive. Mass higher education looks much the same as elite
higher education.

In my country at least, I get the feeling that some of the managers think that the
faculty are a lot of trouble and they don't like faculty. You know faculty are
“Wagamama” (selfish) and the managers can't deal with that. We should change those
managers or we should make them go to special schools to teach them how to like
professors. Also, professors could behave better too sometimes so that's the first one.
The second suggestion is, if you're going to massify a system, I'm not sure if you go
very fast that is inevitably going to be strange so have a plan and proceed in an orderly
pace. One would have to think that Korea is expanding too rapidly, too quickly but that
involves we should be investigating Korea.

Maintain good ratios, in other words, don't let the student ratio get out of hand. I
cannot think of examples where it has gotten out of hand in terms of my sample but
clearly that could happen. Be careful about innovations. I can't give you good examples,
but for example at my university, the former president said, “Let’s change this

university into a 3-year university.” In the United States, you go to school from



September to May if you are at a university and then you take a vacation from June to
August. My president said, “That's terrible to take a vacation. We have these nice
buildings, we should use them, so let's teach also in the summer, and if we do that, in 3
years the students can finish their program.” Isn't that a good idea? But for professors,
first of the idea came from the president, not from the professors, and the professors
were very unwilling to listen to the president. They thought he was a good president in
some respects but they thought he was a bad president in some respects. In a sense, he
1s a funny man but very arrogant man. The professors protested and that reform never
took place, but he is always coming up with new ideas, new ideas, new ideas - let's do
this, let's do that. There were too many ideas coming from the president. Somehow you
have to get a balance, not too much.

Performance evaluations, this is my own personal preference. We are now expected
for any program we have to develop some kind of learning assessment process for the
courses, for the degrees, and so on. Do you have to do it too? But it’s silly because how
do we measure? We are supposed to get an indicator and somehow measure it and then

do something with this.

Conclusion 2

So how can we maximize the benefits associated with
massification and minimize the pain?

* Foster collaborative relation between faculty and
administration

* Don’t gotoo fast

* Maintain good ratios between faculty and students

* Restrainimpulse to introduce too many curricular
innovations—go about this deliberately and with
adequate consultation with faculty

* Limit emphasis on performance evaluations

Anyhow, this is a personal opinion but as you can see one of the areas that professors
are very sensitive to is performance evaluations, In particular, that's one area in the

mass system where professors are less happy. I think that a more careful approach to



performance evaluations would make some sense. The way it has worked in my
university is simply something that's come from the top. It hasn't been discussed, and
we are told “just do it!” If somebody tells me to do it, that's the best opportunity that I
won't do it. I can even retire if I am forced to do it or I will do it badly that's what I'll

do. I hope I haven't done a bad job in this lecture. Thank you very much.



