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Editorial

The concept of social responsibility 
is open to many interpretations 
depending on your standpoint. 

Perhaps the most obvious is what is often 
referred to as the third task of institutions 
after education and research: disseminat-
ing to the public – whether governments, 
organisations or citizens – the results of 
their work in an intelligible manner. This 
has resulted in a partial dismantling of 
the ivory tower. Another aspect which is 
as important, if not more so, is providing 
an education which is both relevant and 
adequate for the individual as well as soci-
ety, which has had an effect on widening 
access to higher education to groups that 
may be said to be underrepresented for so-
cial, economic, gender or other reasons. In 
many cases, this has led to a restructuring 
of policies and practices within individual 
institutions, not least with regard to ad-
mission procedures. It has also resulted in 
institutions realising the need for student 
support services, often tailored to the 
needs of the individual. Growing competi-
tion for students between institutions has 
also had a beneficial effect in this respect.

With the growth of international 
education, not only have student support 
measures become even more imperative, 
an in-depth examination of what institu-
tions wish to achieve in their teaching and 
research, in other words what the learning 

outcomes should be, has become increas-
ingly important. In this context, the func-
tion of the international classroom is of 
crucial significance, from the perspective 
of both the student and the professor 
– what does teaching a class of diverse 
nationalities or working in a foreign set-
ting entail? Social responsibility together 
with the rapid growth in internationalisa-
tion, or rather globalisation, is having a 
dramatic impact on teaching practices as 
well as subject content.

The articles in the current issue illu-
strate this from a variety of standpoints. 
Guangwei Ouyang and Scott McAlpine 
show that rather than aiming to train 
students in global competencies, universi-
ties should be concentrating on global 
citizenship. Fernando Reimers makes it 
very clear that, although tradition has 
always tended to make its presence felt, 
universities even since Humboldt’s days 
have realised that innovation is a key fac-
tor if they are to meet the challenges of an 
ever-changing society. This is even more 
urgent in today’s increasingly globalised 
society. In a similar vein, Rob Hollister 
and Mark Gearan give some excellent 
practical examples of what it means for 
a university to be engaged in society.
Engagement in society is also the theme 
for Hans Aarts and Kees Kouwenaar in 
their consideration of higher education 

Over the past few decades, it has become increasingly obvious 
that the role of higher education institutions in society has 
undergone significant changes with the focus shifting towards 
their social responsibility. This issue of Forum explores this 
increasingly important concept, looking at what it means for 
higher education institutions around the world and for the 
internationalisation of higher education.

programmes for development cooperation 
in some European countries.

In an interesting article, Christine 
Cress et al. exemplify how students can 
benefit from service-learning experiences 
rather than just taking study abroad pro-
grammes, a model which is also of value to 
receiving countries. Here the emphasis is 
on students whilst Sasha Perugini exam-
ines study abroad in an academic staff con-
text concentrating on Human Resource 
Management in her article. However, it is 
when assisting students with some form of 
disability, that institutions need to make 
added efforts, as Ann Heelan points out 
in her article and, above all, the interview 
with Caroline Casey makes very clear: 
there is still a great deal that needs to be 
done to achieve inclusive education for all.

On a final note, after eleven interesting 
and stimulating years as editor of Forum, 
it is time for me to hand over the reins. I 
am therefore pleased that from the winter 
edition 2013, the new editor will be Laura 
Rumbley of Boston College, USA. I very 
much look forward to working with her on 
the Publications Committee.

— Michael Cooper, Editor
michael.cooper@telia.com
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Internationalisation Handbook (issue 2 – 2013)
EAIE – Raabe August 2013
This supplement features articles which explore new market 
potentials for transnational education; the growing importance 
of foundations and corporates to co-fund universities; an inno-
vative mental health service designed to combine the advan-
tages of online communication and peer support for interna-
tional students; an empirical study to discover the predictors 
of participation in the Erasmus programme; and a case study 
analysing strategies for monitoring and evaluating English lan-
guage learning outcomes of graduates. As an EAIE member, 
you receive free digital access to the Internationalisation Hand-
book. Visit www.eaie.org/publishing to find out more.

Journal of Studies in International Education	
(Vol 17 Issue 3)
SAGE Publications July 2013
The latest version of the Journal of Studies in International Edu-
cation features articles including:
•	 Faculty member engagement in Canadian University inter-

nationalisation: a consideration of understanding, motiva-
tions and rationales

•	 A Canadian lens on facilitating factors for North American 
partnerships

•	 Maximising the benefits of international education collab-
orations: managing interaction processes

•	 Teachers on the move: international migration of school 
teachers from India

•	 If not “the best of the west” then “look east”: imported 
teacher education curricula in the Arabian Gulf

As an EAIE member you receive a discount on the Journal. 
Visit www.eaie.org/publishing to find out more.

International Journal of Sustainability in Higher Edu-
cation (Vol 14 Issue 2)
Emerald Group Publishing Limited 2013
The latest issue in this journal features articles such as:
•	 Beyond reduction: climate change adaptation planning for 

universities and colleges
•	 Many roads lead to sustainability: a process-oriented analy-

sis of change in higher education
•	 Exploring the ambiguity: what faculty leaders really think 

of sustainability in higher education
Order your copy from www.ulsf.org/publications_ijshe.html.

International curricula and student mobility	
(Advice paper No. 12)
League of European Research Universities April 2013
This report by Bart De Moor and Piet Henderikx explores 
ways in which higher education institutions can intensify stu-
dent mobility, comparing the various forms of mobility and 
providing recommendations to policy makers and higher 
education institutions. Download your copy from 
www.leru.org/index.php/public/publications/year/2013.

Global university rankings and their impact – report II
EUA 2013
Documenting the new developments that have taken place 
since the first EUA report two years ago, this publication, edit-
ed by Andrejs Rauhvargers, is compiled of two parts. The first 
part is an analysis of the changes to rankings, the new rank-
ings that have emerged and the main trends since 2011. The 
second part looks in more detail at some of the major rankings 
available today. Visit www.eua.be to access the report.

The Global Future of Higher Education and the Academ-
ic Profession: The BRICs and the United States
Palgrave Macmillan 2013
Edited by Philip G. Altbach, Gregory Androushchak, Yaroslav 
Kuzminov, Maria Yudkevich and Liz Reisberg, this publication 
looks at the prospects for the BRICs, the changing realities in 
higher education, streamlining the academic profession for 
a knowledge economy and analyses how professors are ap-
pointed and promoted in the emerging BRICS countries and 
the USA. Visit www.palgrave.com to order your copy.

These announcements are collected from publicity materi-
als and messages sent to the EAIE. Inclusion in this list does 
not imply endorsement by the EAIE. If you have a recently 
published book that you would like to share with EAIE 
members, send an e-mail to publications@eaie.org detail-
ing the contents and how to access it.

Hot off the press
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global competency
is not enough

Illustration: Rosa Puchalt (shutterstock)
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How does global competency differ from global citizenship? 
What does it mean to be a global citizen and how is interna-
tionalisation playing a vital role in the success of liberal educa-
tion in creating truly global citizens? 

Guangwei Ouyang & Scott McAlpine	
Douglas College, Canada 

Over the last two decades, international educa-
tion has grown from an infant to an adult, 
becoming prominent in colleges and universi-

ties around the world. The question of how to inter-
nationalise higher education has naturally become a 
dominant one in prominent conferences such as EAIE 
and NAFSA. We take for granted that economic 
globalisation necessitates the internationalisation of 
higher education. Thus, the demand for global talent 
and the formation of a global labour market have 

determined the preparation of students with global 
competencies as the central theme of internationalisa-
tion. In this article, we argue that global competency 
is but one of the purposes for us to internationalise 
higher education, and not necessarily the only outcome 
of, nor the ultimate justification for, internationalisa-
tion. Indeed we believe the higher aim of internation-
alisation is global citizenship, a quality that global 
competency may not necessarily lead to. Our pursuit 
of global citizenship not only makes liberal education 
truly possible but also provides the ultimate justifica-
tion for the internationalisation of higher education.

drivers of internationalisation

Of the many reasons colleges and universities give 
for their interest in international education, ‘capacity 
building’ is a key one. It starts with recruitment, builds 
campus diversity and enhances institutional reputa-
tion. Institutions in Australia, the UK, the USA and 
Canada have benefited financially from international 
student recruitment, in a world of decreasing govern-
ment funding for higher education. In some countries, 
public funding for higher education has declined from 

80% to 20%. Furthermore, an influx of international 
students from ‘developing’ countries adds an interest-
ing cultural diversity and dynamic to the campuses of 
western countries. International faculty exchanges and 
collaborative research projects have efficiently brought 
the best minds of partnering institutions together to en-
hance their reputations. In 2010, two-thirds of research 
papers and publications worldwide were co-authored, 
and among them, internationally co-authored publica-
tions and research results grew by 300% from 1988 to 
2010.1 Although such ‘capacity building’ is important 
for any institution, international education justified by 
external benefits is too often seen in purely economic 
terms: the commodification of international education 
as an export industry risks undermining the credibility 
of the endeavour itself. As many scholars have pointed 
out in a more dramatic way, it is the death of interna-
tional education if financial benefits are the sole reason 
for internationalisation.2,3

Global competency

Clearly, internationalisation has to be driven by the 
needs of society and what it can bring to students and 
faculty members. The last twenty years of massive 
globalisation in economics, finance and information 
requires higher education to train our students with 
technical skills and professional knowledge aligned to 

global standards and contexts. Global competency is 
widely used to refer to different levels of ability, such as 
mastery of a foreign language, understanding a different 
culture and geography, fluency with e-commerce and 
the internet, knowledge of the political and economic 
systems of societies other than our own and familiarity 
with certain global issues. Internationalisation appears 

Our pursuit of global citizenship provides 
the ultimate justification for the 

internationalisation of higher education

Internationalisation has to be 
driven by the needs of society
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to be the active response of higher educa-
tion to the reality of globalised labour 
markets, and global competency is viewed 
as the outcome of internationalisation. 
Equipped with global competency, stu-
dents will have better opportunities to be 
employed in their globalised community or 
society. Various international activities for 
domestic students and faculty members, 
such as study abroad programmes, faculty 
exchanges and curriculum development 
are considered to be good models of de-
veloping students and faculty with global 
competency.

the aim of higher education

The quest for global competency is based 
on a particular understanding of the aim 
of higher learning. That is, universities 
and colleges are places to train people for 
technical skills and professional knowledge 
and to prepare students for an increas-
ingly complicated and inter-related world. 
Because skills and knowledge today have 
their global features, universities and col-
leges have no choice but to internationalise 
their curricula and provide international 
experiential learning opportunities for 
their students to obtain their global com-
petency. However, to view global compe-
tency as the outcome of internationalisa-
tion is based on a narrow notion of higher 
education, namely that education merely 
supplies labour to the globalised market. A 
broader understanding of higher education 
is, as Professor Martha Nussbaum indi-
cates, “a general preparation for citizenship 
and life”.4 It is important to understand 
that higher education not only has an 
intrinsic value as well as an instrumental 
one but also that this intrinsic value is the 
superior, although perhaps less obvious, 
value because it leads to global citizen-
ship, the notion that each individual is 
dependent on his or her relations to other 
individuals across the globe, not just the 
neighbourhood, city, province, or country. 

This idea of the global citizen is perhaps 
the most important political and philo-
sophical concept since the idea of the free, 
equal individual with rights.

Traditional liberal education

In contrast to global competency defined 
as a set of skills and knowledge useful in 
a globalised economy and labour market, 
global citizenship refers to individuals 
empowered by a broader knowledge of 
the wider world that contributes to their 
intellectual abilities of problem-solving and 
critical thinking, and most importantly a 
strong sense of social responsibility from 
an unbiased global perspective. Traditional 
liberal education intends to produce the 
same things (the well-rounded person, 
critical thinking skills and civic respon-
sibility) but it has failed miserably, partly 
because liberal education historically has 
had its problems demonstrating its intrinsic 
value in a real world. There are reasons 
traditional liberal education fails in this 
regard. First, critical thinking is taught in 
the classrooms through armchair exer-
cises – studying Plato’s dialogues or some 
great books; second, a broad knowledge 
of the wider world is learned in isolation 
from its application to the real issues of 
the interconnected world; third, social re-
sponsibility is developed within the narrow 
limits of a country-specific context. That is, 
until recently, liberal education had been 
contaminated with the decidedly illiberal 
concept of nationalism.

Internationalisation in fact makes a 
true liberal education possible by freeing 
it from its nationalist taint. The essence 
of critical thinking is to call individuals 
to go beyond their own perspectives and 
develop a perspective from nowhere and 
everywhere. That is essentially a global 
perspective. Through international educa-
tion an individual is forced into a world 
of unfamiliar languages, cultures, values, 
and knowledge. In this environment, we 

can teach critical thinking skills with a 
combination of theory and practice, and 
the knowledge students obtain will be 
related to concrete, real issues and their 
sense of social responsibility will become 
truly global. In other words, international-
ised liberal education will be a transforma-
tive experience, a life-changing, personal 
growth process. The most important part 
of this process is a perspective change on 
the part of teachers and students: from be-
ing citizens of one country with an inher-
ent one-dimensional perspective to being 

global citizens with multi-dimensional 
perspective. This is a revolutionary change. 
We will examine issues neither from my 
perspective, my culture and my society nor 
from your perspective, your culture and 
your society. We will stand on the same 
height and depth – with a global perspec-
tive to address the common concerns to 
find human solutions to global issues. In 
this sense, internationalisation is a great 
ideal, enterprise and an educational re-
sponsibility that demands we join together 
to fulfil it. The true end of international 
education must be global citizenship and 
only through internationalisation can the 
promise of liberal education be fulfilled.

1. Hudzik, J.K. (2013). Beyond Management: 
Leadership for Comprehensive Internationalization, 
p. 3, NAFSA.

2. De Wit, H. (2011). Misconceptions on 
Internationalization of Higher Education. Retrieved 
June 27, 2013 from www.eurashe.eu/wp-content/
uploads/2011/10/intlztion-Misconceptions.pdf

3. Knight, J., & Altbach, P.G. (2007) The 
Internationalization of Higher Education: Motivations 
and Realities. Journal of Studies in International 
Education, 11, 290-305.

4. Johnson, L. (2012). In Conversation with Martha 
Nussbaum, EAIE Forum, Summer, 13.

Internationalisation makes a true liberal education 
possible by freeing it from its nationalist taint

internationalised liberal 
education will be	

a transformative experience
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moving beyond
the ivory tower

An exploration of the growing 
global movement towards 

greater social responsibility in 
higher education. 

Robert M. Hollister	
Talloires Network, USA 

 
Mark Gearan	

Hobart and William Smith 
Colleges, USA

Photo: mgkaya (istock)
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In universities around the world, 
something extraordinary is underway. 
University professors and students are 

streaming out of their institutions to di-
rectly tackle pressing community problems. 
They are mobilising their human energies 
and expertise to combat poverty, improve 
public health and restore the environment. 
Through these efforts they are consciously 
rejecting the conventional model of the 
ivory tower and embracing a new ideal, 
that of the ‘engaged university’. Brick by 
brick, in all parts of the globe, the engaged 
university is replacing the ivory tower.

Activities that define the engaged uni-
versity approach include student volunteer 

programmes, service-learning, applied 
research and policy development, joint 
projects with external groups, and socially 
responsible institutional policies. While the 
individual elements of this trend are famil-
iar and not particularly new, several things 
make the engaged university phenomenon 
new and important.

First, the combination of various com-
munity engagement and social responsibil-
ity programmes and policies in individual 
institutions of higher education is achiev-
ing greater impacts and also elevating the 
institutions’ public service missions. For 
example, in the USA, in response to the 
devastation wreaked by Hurricane Katrina 
in 2005, Tulane University dramatically 
expanded student volunteering, developed 
service-learning in multiple disciplines, 
made community engagement a degree re-
quirement for undergraduates in all fields, 
and took on major responsibilities for 
redeveloping and operating primary health 
care services in New Orleans. Tulane has 
become a significant anchor institution in 
its home community. University President 

Scott Cowen notes, “We have dismantled 
the image of the remote ivory tower and 
replaced it with that of an engaged and 
dynamic community of learners and doers.”

Second, the scale of civic engagement 
and social responsibility work is far greater 
than it was even a decade ago. A sizable 
fraction of the 150 million university stu-
dents across the world participate regularly 
in social responsibility and community 
service activities.

Third, institutions of higher educa-
tion in virtually all regions of the world, 
operating in dramatically different contexts 
are embracing very similar visions and 
strategies for their civic engagement work. 

Just as the ivory tower model transcended 
regional differences, today the engaged 
university model is universal. The commu-
nity and social responsibility programmes 
of Stellenbosch University in South Africa 
and the University of Buenos Aires in 
Argentina look very much like those of 
Charles Darwin University in Australia 
and the Autonomous University of Madrid.  

Fourth, this global trend is generating 
three major kinds of impacts which are re-
inforcing one another. Engaged universities 
are educating leaders for change, moving 
the needle on community conditions, and 
as a result of the first two, building support 
for higher education.  

Fifth, we are starting to witness a fun-
damental reorientation in how institutions 
of higher education are conceptualising 
their civic engagement and social respon-
sibility activities. Until quite recently, 
the dominant approach was to think of 
public service as a separate ‘third mis-
sion’ (and one that was distinctly third in 
the level of attention that it received, in 
comparison with teaching and research). 

Currently underway is a decided shift 
toward thinking of, and implementing, 
public service as an essential part of the 
two primary missions of teaching and 
research. A growing number of academ-
ics see community-engaged teaching and 
research as a pathway to higher quality 
teaching and research.

Drivers of change

Why is this trend building momentum? 
Several factors are driving this movement. 
Leadership – both top-down and bottom-
up – is a major influence. The current 
generation of university vice-chancellors, 
rectors, and presidents includes many 
for whom university civic engagement is 
a major priority, a central piece of their 
agenda. Compelling leaders of the En-
gaged University model include Sharifah 
Shahabudin, Vice-Chancellor of Na-
tional University of Malaysia; Janice Reid, 
Vice-Chancellor of University of Western 
Sydney in Australia; Rafael Velasco,  

Brick by brick, the engaged university is 
replacing the ivory tower

Photo: Courtesy of Tulane University

Tulane University prides itself on its volunteer

programmes for students
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Rector of Catholic University of Cordoba 
in Argentina; and Lisa Anderson, Presi-
dent of American University in Cairo.    

At the same time, growing numbers 
of university students are inventing and 
building new community service initia-
tives. Today’s students increasingly aspire 
to be ‘practical visionaries’, people with 
bold ambitions for social change and also 
with the concrete skills needed in order to 
get things done. From Brazil to Canada, 
more and more of them come to their uni-
versities having done community service 
in upper primary and secondary school. 

They expect social responsibility activities 
to be part of their university experience 
and they expect their universities to help 
prepare them to be practical visionaries. In 
response to student interest and demand, 

Tecnológico de Monterrey in Mexico, 
for example, and other universities, are 
focusing greater attention on defining and 
measuring student learning outcomes.

In this period of tight financial re-
sources, constituencies outside of universi-
ties are increasing their expectations that 
universities contribute directly to societal 
priorities, to address unmet societal needs. 
Furthermore, over the past two decades, 
the movement beyond the ivory tower has 
generated a growing number of proven 
models. There now exists an expanding set 
of programmes that have a track record of 
concrete achievements. Witness Puentes 
UC (Bridges UC), a well-established 
programme of the Pontifical Catholic 
University of Chile, involves a partner-
ship through which each year, teams 
of faculty and students complete major 
projects requested by 10 municipalities in 
greater Santiago. Addressing transporta-
tion, health and community development 
challenges, Puentes UC teams have helped 
to improve community conditions, and 
in the process, advanced the development 
of thousands of UC students into practi-
cal visionaries – citizen engineers, citizen 
economists and citizen businessmen and 
women.

University coalitions emerging

As individual universities on all continents 
are scaling up their civic work, new coali-
tions of universities have emerged to sup-
port and strengthen these activities. These 
alliances foster exchange of best practices, 

build the capabilities of their member 
institutions, and organise collective voice 
in interactions with funders, government 
agencies and the mass media. The South 
African Higher Education  

Today’s students increasingly aspire to be 
‘practical visionaries’

Community Engagement Forum, which 
was established just a few years ago, 
recently completed a series of capacity-
building workshops for its members, all 
23 public universities in the country. In 
2012, the National University of Malaysia 
launched AsiaEngage, a multi-country 
coalition for exchange and collabora-
tion to elevate university engagement in 
Laos, Vietnam, Thailand, Cambodia, 
and the Philippines, and elsewhere in 
the region. The Latin American Center 
for Service-Learning annually convenes 
universities and K-12 representatives, and 
provides training and technical assistance 
to universities’ community engagement 
programmes throughout Latin America 
and the Caribbean. In Ireland, Campus 
Engage fosters mutual learning and joint 
action by several institutions of higher 
education. And across the Middle East, 
the Ma’an University Alliance for Civic 
Engagement connects and augments the 
work of institutions throughout the region.

What will be the future of the movement 
to dismantle the ivory tower? With con-
tinuing effort and international coopera-
tion, the engaged university can become 
the new gold standard in higher education. 
Current trends suggest that more universi-
ties will plan and act as anchor institutions 
that have a lasting impact on pressing 
community problems and that, through 
their social responsibility programmes, 
they will educate leaders for change.

The Talloires Network is an international 
coalition of universities committed to 
strengthening their civic roles and social 
responsibilities of higher education. 
Since its conception in 2005, the Talloires 
Network has grown to over 300 member 
institutions in 71 countries. The Network 
facilitates exchange, makes seed grants to 
members, provides training, and awards 
annual prizes for outstanding community 
engagement programmes.

Tulane University prides itself on its volunteer

programmes for students
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Juxtaposed:
Insights from a long-
awaited comparison 
study of develop-
ment cooperation in 
higher education and 
research programmes 
in Europe.

Han Aarts	
Maastricht University Centre 
for International Cooperation in 
Academic Development (Mundo), 
the Netherlands 
 
Kees Kouwenaar	
VU University, Amsterdam, 
the Netherlands

most obvious features and compared these. 
Even this is a step forward in the absence 
of any systematic inventory so far. A more 
detailed comparison could be the object of 
some interesting PhD work.

Lack of coordination

Most of the programmes studied seem 
to have been developed in relative isola-
tion, without any systematic tuning with 
comparable programmes of other countries 
or organisations. What is also striking is 
that there is no recent overview, let alone 
comparison, of such programmes available.  
The absence of any apparent tuning of 
programmes for development cooperation 
in higher education in itself is significant 
in international development cooperation 
where the call for coordination is omni-
present. Nuffic recently published a small 
book on this topic under the suggestive title 
Synergy in Action.1 This title may be too 
optimistic when considering the extent to 
which the donor countries are combining 
their efforts. We did not find any coordina-
tion between the programmes, they just 
co-exist, thankfully, generally peacefully. 

Varied programme objectives and 
‘owners’

The objectives of the programmes that we 
described range from capacity develop-
ment in HEIs in the developing world to 
scholarship programmes for students from 
the developing world to study in Europe. 
Sometimes students at HEIs in Europe 
are targeted, by being offered scholarships 
to study in the developing world. Some 
programmes aim to contribute to the 

The world is changing fast and so are 
ideas about development and how 
less developed countries and dis-

advantaged people can be assisted in their 
development. Like many donor countries, 
the Netherlands is currently reconsidering 
its development policy and is looking for 
new ways to cooperate with the developing 
world. This includes cooperation in the area 
of higher education and scientific research. 
In this context, we set out to feed the 
discussion by looking to other European 
countries to see how their programmes for 
development cooperation in higher educa-
tion and research compare.

Comparison of programmes

The programmes of eight countries were 
studied: Belgium (Flemish community), 
Finland, Germany, Ireland, the Nether-
lands, Norway, Sweden and the UK.1 All 
these countries have one or more pro-
grammes in place to facilitate development 
cooperation in higher education and/or in 
scientific research, with the involvement 
of their own higher education institutions 
(HEIs) – and in most cases only their own 
higher education institutions. 

Starting the comparison appeared to 
be like entering a labyrinth, built by many 
who do not know each other. There turned 
out to be so much relevant material that 
it was impossible to cover it all, even for 
just these eight countries. We found out 
that for a good and systematic comparison, 
much more time would be needed. In the 
time available, we made a quick scan of the 
most relevant programmes and instru-
ments in each country, described their 
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Europe’s development
cooperation programmes

education and research with the develop-
ing world. This may be of benefit to the 
developing world, but this is probably not 
so much their main intention, rather just 
a fortunate side effect. The main inten-
tion seems to be in becoming part of the 
fascinating global circuit of cooperation 
in knowledge and the increasing move-
ment of brains around the world. That may 
explain why most countries give their own 
HEIs an important, if not exclusive, role in 
the implementation of such programmes. 
And also why they show little interest in 
what other countries do in this respect, let 
alone tune their policies with them, for the 
sake of development objectives. 

europe needs to engage

The participation of the developing world 
in the global knowledge economy is of 
increasing significance and has a tremen-
dous potential – not only in terms of aid 
and trade, but also in terms of higher 
education and research. Not to mention 
the need to address the enormous demand 
for higher education and new knowledge 
in the developing world. Indeed it could 
be quite harmful for European countries 
in the already near future to not be part 
of that. This may well be the main reason 
for most European governments to engage 
with the developing world. As long as 
a one-sided self interest can be avoided, 
there is nothing wrong with this engage-
ment. An enlightened self-interest, based 
on an understanding that what will be 
good for your own HEIs is also good for 
HEIs in the developing world and vice 

versa, should be a sound basis for enduring 
relationships between the global North 
and South. What is more, the balance of 
power already seems be shifting, to an 
extent that too one-sided offers for ‘coop-
eration’ from the global North where the 
latter reap most of the benefits (as we have 
seen too often in the past) are not accepted 
anymore by an increasingly self-conscious 
developing world today.

This contribution is partly based on a more 
substantial article ‘Programmes for Devel-
opment Cooperation in Higher Education 
and Research: A Comparison of Selected 
European Countries’ by the same authors 
that was published in the EAIE Handbook 
Internationalisation of European Higher 
Education in November 2012 and in the 
Journal of the European Higher Education 
Area (Issue 2) in June 2013.

1. The programmes compared in the survey were: 
Belgium: UOS; Finland: NSSHEINP and HEI ICI; 
Germany: all DAAD administered programmes; 
Ireland: IAP; the Netherlands: NFP, NPT and NICHE; 
Norway: NORHED; Sweden: Linaeus-Palme, MFS and 
SIDA RTP; UK: DeIPHE.

2. Boeren, A. (2013). Synergy in Action: Coordination 
of cooperation programmes in higher education and 
research. Nuffic. 
 

realisation of the Millennium Development 
Goals, but not all. Interestingly, in some 
cases, capacity development in HEIs in 
Europe (in terms of knowledge about devel-
opment) is seen as an objective – in the Irish 
IAP programme for instance. In Sweden, 
the objective of the programmes is to raise 
the quality of (higher) education both in 
developing countries and in Sweden.    

The latter objective suggests that many 
of the programmes that were compared are 
rather loosely associated with the national 
development policy of their government. 
Often, they are perceived as not only 
benefiting the targeted HEIs in develop-
ing countries, but also benefiting their own 
HEIs as well. In comparison, programmes 
like NFP and NICHE in the Netherlands, 
NORHED in Norway or DeIPHE in the 
UK seem to be closest to national devel-
opment policies, the latter dominated by 
government-level bilateral or multilateral 
decision making, on which the influence 
of the HEIs is often pretty marginal. 
On the other hand, many of the DAAD 
administered programmes in Germany or 
the Flemish UOS programme seem to be 
practically ‘owned’ by the own HEIs, while 
for the Irish IAP programme this is fully 
the case – together with their counterpart 
HEIs in the developing world, that is.

Importance of global linkages

All this may reflect the fact that European 
countries increasingly realise how impor-
tant global linkages are in terms of higher 
education and research. That is probably 
the main reason why they also take an 
increasing interest in cooperation in higher 
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A social entrepreneur who has dedicated her life to changing the way 
people view those with disabilities shares her views on inclusive edu-
cation, reminding us of the fundamental right all students have to 
receive an equal education. Caroline gives valuable advice for higher 
education institutions looking to provide greater support for students 
with disabilities and shares her own experiences of university life as 
a student with high ambitions and a drive to succeed. 

Growing up, you were unaware of your sight 

disability until the age of 17, and you attended 

a regular school. How different do you think 

things would have been if you’d had special 

assistance at school?

CC: It’s hard for me to say because my 
experience was my experience and I can’t really 
imagine any other way, but there were certainly 
times that my learning experience was more 
difficult. I went to a regular school not knowing 
that I was visually impaired, which was a very 
different dynamic to if I’d have known I was 
visually impaired. It’s only in hindsight that I 
can look back and say, had I known, then yes, it 
would have been very important for me. There 
is no doubt that having someone around you 
who can fill in the missing details when you’re 
visually impaired (and there are a lot of missing 
details when you are visually impaired but don’t 
know it!) makes a big difference, so it would have 
been extraordinarily helpful for me to have extra 
support. It was just before I sat my state exams at 
17 that I found out about my visual impairment 
and the accommodation that was given to me to 
sit those final exams was unbelievable, it was a 
transformative experience for me.

How has the assistance for disabled children 

and students provided by schools and univer-

sities changed over the last few decades?

CC: It has totally and fundamentally changed. 
In Ireland, they have been threatening to cut 
the budget for special assistance in schools but 

this decision has just been reversed. The pow-
erful voice of parents is great to hear because 
every child has a right to an equal education. 
We wouldn’t have heard that fight as cohesively 
two decades ago, but we’re hearing it now. We 
shouldn’t be fighting in times of recession to cut 
support for the most marginalised group or the 
most marginalised need, yet that seems to be 
what’s happening here, in Ireland anyway. It’s a 
funny thing to me that special needs’ assistance 
is seen as a ‘nice to have’. It’s absolutely essential. 
Things have definitely changed, but we’ve still 
got some way to go to get society and govern-
ments to understand that if we get our children 
with disabilities through education they can con-
tribute much more in their adult life and that’s 
far better for society as a whole.

International experiences for students can 

have a dramatic effect on their development 

during their studies, yet the number of stu-

dents with disabilities undertaking an interna-

tional exchange programme is still relatively 

low. What do you feel should be done to 

encourage greater participation?

CC: The first place to start is that the uni-
versity needs to be accessible to its domestic 
students and then there is absolutely no reason 
why it shouldn’t be reaching out to international 
students with disabilities. There’s plenty of ex-
amples where this is happening – the University 
of Galway, for example, has a Centre for Dis-
ability Law & Policy which was set up by Gerard 
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Quinn, and he has PhD students coming 
and working with him all year round. I 
just opened up their Summer School for 
Policy and Disability and a huge num-
ber of the participants had disabilities 
themselves.

Somebody with a disability will have 
been used to accessing services and sup-
port in their home country, so a major 

fear is likely to be how much support 
will they get from the university abroad? 
The best way to alleviate these fears is to 
put that student in touch with a student 
who has had been at that university who 
shares a similar disability, so you cre-
ate a kind of buddy system to reassure 
prospective students of the support they 
will receive. I would also want to see a 
university’s website promoting an inclu-
sive campus: showing that the university 
really embraces this concept, that it’s a 
part of their fundamental beliefs, not just 
something that makes them look good.

From your international experience, 

which country has the most open at-

titude to providing equal opportunities 

for people with disabilities? What can 

other countries learn from this?

CC: The Nordic countries have always 
stood out to me as being very accessible. 
They are places we often look towards for 
good examples. Countries like Sweden 
and Denmark are just further ahead in the 
field. So for me, if I had to go through ed-
ucation all over again, I’d probably choose 

to live in Sweden. Looking further afield, 
although it’s very hard to make a generali-
sation of America since it’s just so big, the 
legislation that exits there – the American 
Disabilities Act – is one of the greatest 
pieces of legislation on disabilities. How it 
is implemented from state to state varies, 
but the legislation itself is very clear and 
it’s activated, which is important.

What benefits (or drawbacks) do you 

see of incorporating community work 

into the curriculum at universities to 

help develop students’ social respon-

sibility?

CC: It’s just so obviously important 
that I’m amazed it’s still not there. We 
definitely see that a social entrepreneur 
movement has caught fire within the 
education system. Students are yearning, 
literally yearning to know more, and they 
are asking the universities to include this 
into the curriculum and that’s just fantas-
tic. When we leave university, we have to 

understand the broader world we live in, 
we have to understand the social issues 
that exist, the importance of communities 
and how we can contribute to them – so 
developing social responsibility is vital. A 
way to make this happen is to get people 
coming into universities and talking 

about what they do, what they represent, 
what career they have within that field. 
There are also specific courses on social 
entrepreneurship, social enterprise or so-
cial innovation that students can take, so 
there are both formal and informal ways 
of developing awareness and I think they 
are equally valid. Whatever a student’s 
future career may be, if they can work 
through a filter of having understood the 
wider world, if they understand the inter-
connectedness of the world then they will 
have developed a social conscience which 
is really, really important.

Is there any advice you can give to uni-

versities in terms of better preparing 

students with disabilities for a smooth 

transition into the workplace?

CC: The transition period is really 
important, and for everyone, whether you 
have a disability or not, that first job is 
terrifying and exciting at the same time. 
Often, people with disabilities don’t get the 
chance to have work experience prior to 
graduating so the opportunity to take part 
in an internship is really important to help 
students understand socially how they are 
supposed to behave. What’s also useful for 

students with disabilities is for them to be 
hooked up in their final year with gradu-
ates who are currently working who can 
give them practical advice on some of the 
lessons learned. 

Giving people with disabilities sup-
port during the transition period between 

I would want to see a university’s website 
promoting an inclusive campus

a social entrepreneur movement has 
caught fire within the education system
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university and employment is deeply im-
portant. When you have a really inclusive 
campus, everything is there to help you 
get through your education, and when you 
leave, suddenly you have nothing. So for 
the university to continue to support that 
student for maybe two, three or six months 
after graduation is really important so that 
the student isn’t suddenly just cut loose and 
left feeling alone.

Throughout your life you’ve taken on 

some incredible challenges – riding an 

elephant 1000 km across India, circum-

navigating the world in eighty different 

forms of transport; you’ve won numer-

ous awards and set up some amazing 

initiatives. Do you think determination 

to succeed can be nurtured or is it an 

inherited characteristic, and is there 

any advice you could give to those 

working with students on a daily basis 

to encourage such a characteristic?

CC: The people we surround ourselves 
with will bring out things in us. During 
my university years, I had a great environ-
ment to grow and develop. The environ-
ment was geared towards bringing the best 
out in every student. Do I believe your 
outlook on life is nature or nurture? I think 

it’s both, and that’s why it’s so important 
when you’re in school – that’s where your 
expectations begin. Your dreams and your 
aspirations are set young and early. But 
also in university, it’s so important to have 
people believing in your capacity and abil-
ity to reach your full potential and be self 
determining. 

While self-directed learning is hugely 
important, it needs to be supported as 
well. When I was at university I had to be 
totally self directed in my learning. I had to 
be responsible for myself, but the lecturers 
believed and wanted the best for all the 
students, and this is something that, once 
again, lecturers need to be supported in. 
For a student with a disability to perform 
the same as a student without a disability it 
requires a huge effort, and that effort needs 
to be recognised, and not patronised, and 
it needs to be encouraged. There’s no doubt 
that you are born with your own DNA, 
but it is brought out of you by the people 
who surround you. I could have gone to 
university with the highest expectations 
possible, but if I hadn’t been surrounded 
by people who believed in me, then I could 
have hit a wall and it could have destroyed 
me. So the support you receive is absolutely 
vital during your university years.

What’s your latest challenge?

CC: There’s the big challenge of get-
ting our initiative, the Ability Awards 
Programme working around the world 
as soon as possible. That’s a professional 
challenge of the organisation I founded, 
Kanchi. On a personal level, my challenge 
is to be still. I’ve been working now as a 
social entrepreneur for nearly 12 years and 
I have worked intensely hard and that was 
after coming out of a corporate environ-
ment. So I’m in a transition phase. I’m 
41, I’ve been lucky enough to set up three 
companies, and as a social entrepreneur 
it’s important to know when to walk 
away from those companies and let them 
flourish. I will always be an advisor to 
Kanchi, but I’m no longer operational in 
the business, so that’s given me some time 
to start thinking about what next and how 
do I want the rest of my life to be. I have a 
million things I want to do, all these ideas 
circling in my head and I am excited at 
the prospects, but to make the best deci-
sion for my future, the best, and hardest 
thing to do now is simply to slow down. 
Inspiration comes through stillness!

Caroline Casey as the Closing Plenary keynote speaker at EAIE Dublin 2012. Photos by Chris Bellew
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with this trend set to increase by 3.9% over 
the next three years. But students with 
disabilities who seek additional funding 
for support make up only 0.09% of this 
cohort of students. This is a shocking 
statistic and begs the question, why are 
students with disabilities missing out on 
these experiences?

Inclusive education is a collective 
responsibility

According to the 2011 OECD Report, 
under-representation of students with a 
disability in higher education is largely 
because “tertiary education institutions fail 
to make disability a component of their 

Students with disabilities have an 
equal right to take part in study 
abroad programmes, but the ques-

tion is, are they getting the opportunity to 
exercise this right?1 Unfortunately the evi-
dence from participation across Erasmus 
programmes indicates that students with 
disabilities are seriously under-represented 

and are far less likely than their peers to 
take part in a study abroad programme. 
According to the Erasmus Report 2010,2 
the mobility of students is growing annu-
ally and there are now over 231 410 stu-
dents engaging in mobility programmes, 

Breaking the  barriers
“You’ll never get experi-
ence without taking a risk, 
and you will never take a 
risk without experience. 
Study abroad broke the vi-
cious circle for me.”
— A student with a disability

Ann Heelan	
Association for Higher Education Access 
& Disability (AHEAD), Ireland

students with disabilities are far less likely than 
their peers to take part in a study abroad programme

Photo: ViktorCap (istock)

20 forum
Summer 2013



Agreement. In 2011, the Bologna Agree-
ment inserted a new clause, ‘the social 
dimension’, which encourages institutions 
to include students with disabilities in all 
aspects of the course with the statement: 
“Access into higher education should be 
widened by fostering the potential of stu-
dents from underrepresented groups and 

by providing adequate conditions for the 
completion of their studies. This involves 
improving the learning environment, 
removing all barriers to study, and creat-
ing the appropriate economic conditions 
for students to be able to benefit from the 
study opportunities at all levels.” 

Bologna is an important policy directive 
for inclusion as students with disabilities 
are a growing category making up between 
3% to 12% of the student population 
across the EU; studying across all areas, 
including Computing, Information Tech-
nology, Journalism, Languages, Medicine, 
Accounting, Law, Social Science, Arts, 
and Education, many of which subjects 
have mandatory study abroad elements.

Understanding students’ needs

Students with a disability want to study 
abroad, but they are often afraid to take 
the risk as they feel they will meet too 
many barriers which other students do not 
have to deal with such as, stereotypical 
thinking, negative attitudes,4 plus a lack of 
understanding of the impact of disability. 
There may also be cultural differences with 
regard to the understanding of what  

policy or to promote an inclusive ethos that 
mobilises the entire community around 
the success and future of each student”.3 
The inclusion of students with disabilities 
is a collective responsibility, it is not simply 
the job of the disability support service, 
but the job of all higher education staff 
to be inclusive in how they provide their 

services. It is also vital that international 
officers are up-skilled in managing dis-
ability and have an understanding of the 
barriers which students may meet and 
the strategies to avoid, or deal with them. 
This is particularly so if institutions are to 
meet their obligations under the Bologna 

Breaking the  barriers

the inclusion of students with disabilities is 
a collective responsibility
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constitutes a disability, as well as the 
practical issues around travel etc. For 
example, Suzanne was studying for a 
Business degree in Spanish and a study 
period in Spain was a mandatory part of 
her course. She uses a wheelchair and her 
college liaised with a university in a me-
dieval town near Madrid with whom they 
had dealt with in the past and arranged 
for Suzanne to bring her car with her. But 
when Suzanne arrived she discovered there 
was no wheelchair parking. The normal 
parking space was too narrow for her to get 
her wheelchair in and out of the car, which 
meant the car was useless. She couldn’t 
manage to get around the steep streets in 
her wheelchair but the college lecturers 
were not forthcoming, refusing to provide 
her with lecture notes online as an accom-
modation for her mobility difficulties. The 
situation remained unresolved for the dura-
tion of her stay because the town didn’t 
understand the concept of disability access. 

So what can be done to ensure a 
smoother transition for the student? Adele 
Browne, in her article ‘Going the extra 
mile’ in the Internationalisation Handbook,5 
emphasised the importance of relationship 
building between the Disability Support 
Office and the International Office in the 
home institution, and the student. When 
these offices work together in a structured 
way they can create joint procedures to 
ensure a high quality experience for the 
student. Students themselves can also use 
the Study Abroad Without Limits forum6 
to ask questions about studying abroad in 
a number of countries in the EU.

Identifying the support needed

Every student with a disability is different 
and therefore the impact of their disability 
will also be different. Doing an individual 

Needs Assessment is a systematic way to 
identify the support needs of the student 
in anticipation of making the transition to 
the host institution. It can be done in li- 
aison with the host institution, based on 
the individual needs of the student. A 
Needs Assessment consists of three parts:
•	 Part 1 gathers information about the 

student and the supports and accom-
modations they currently use. 

•	 Part 2 is a process of exploring the en-
vironment the student will be studying 
and living in, ie the course demands, 
the physical environment, living and 
travel, the definitions of disability in 
the host country, any cultural differenc-
es, the presence of a Disability Support 
Service or not in the institution, com-
munity supports such as organisations 
with a disability brief, and social and 
sports facilities in the host institution. 
This can be forwarded to the host in-
stitution in advance for completion and 
returned to the home institution before 
the student travels.  

•	 Part 3 is the final identification of 
supports and accommodations and this 
section can be shared with the host col-
lege. It is recommended that both the 
student and international officer sign off 
on this form.7

Disclosing a disability

Disclosure is often cited as one of the most 
challenging aspects of having a disabil-
ity and many students may not want to 
disclose their disability particularly if it 
is non-visible. However, there are many 
reasons why they may need to disclose, 
including: 
•	 The host institution needs to know 

medical information in the case of an 
emergency

•	 The student needs support/accommoda-
tions such as the use of a computer in 
exams

•	 The student needs help getting around8

Students are under no obligation to dis-
close, and have an entitlement to privacy, 
therefore student data must be handled 
sensitively and where it is shared with staff 
in the host country it is imperative to get 
the student’s written permission to share 
the information and with whom it is to be 
shared. Ultimately, disclosure is a personal 
choice and the student should consider it 
carefully but the student should be encour-
aged to disclose if they have any special 
requirements. 

Finally it is imperative that all internation-
al officers have the opportunity to up-skill 
in relation to managing disability. Anyone 
working with students with disabilities 
should always remember to ask the student 
anything they are unsure of since the 
students are the experts when it comes to 
their own disabilities!

1. United Nations Convention on the rights of persons 
with disabilities, article 24. Retrieved from http://
www.un.org/disabilities/convention/conventionfull.
shtml

2. European Commission (2012), The Erasmus 
Programme 2010-2011: A Statistical Overview.

3. OECD (2011), Inclusion of Students with Disabilities 
in Tertiary Education and Employment, Education and 
Training Policy, p. 100. OECD Publishing.

4. World Health Organization (2011), World Report on 
Disability.

5. Browne, A. (2011). Going the extra mile. In 
Internationalisation of European Higher Education 
Handbook, 8. Amsterdam, the Netherlands: Raabe.

6. www.thelinknetwork.eu

7. For more information, see: www.ahead.ie/erasmus

8. AHEAD (2013), A Guide to Disclosure, AHEAD 
Press. 
 
 

many students may not want to disclose	
their disability
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Institutions of higher education universally recognise their funda-
mental role in preparing students to engage responsibly in a world 
that is increasingly interconnected and interdependent. Whether 
the issue is employability, environmental sustainability, national 
security, or human rights, a global perspective is touted as an  
essential characteristic of university graduates.

In contrast to study abroad and internation-
al education exchange programmes, a new 
form of experiential pedagogy –  

service-learning – has become a popular 
strategy for exposing students to issues that 
transcend national boundaries. Short-term 
faculty-led service-learning experiences involve 
international travel to communities and engage 
students in charitable activities while combin-
ing academic readings, research, and reflection 
in order to promote intellectual insight, human 
compassion, and intercultural competence. For 
example, graduate students at Portland State 
University in the USA travel for three weeks to 
Madurai, India where they work in cooperation 
with Lady Doak College to assist orphaned 

children, abused women, and HIV-positive sex 
workers. Undergraduate students at Interna-
tional Christian University in Tokyo, Japan, 
collaborated with Bunda College, Africa, at 
Total LandCare where students conducted 
quantitative and qualitative research to com-
pare ‘improved’ versus traditional mud stoves 
on fuel (wood) efficiency in Malawian villages. 

Effective pedagogical models

While experiential and educational compo-
nents vary across institution, country, and com-
munity, the research literature demonstrates a 
positive array of student learning outcomes in-
cluding greater academic knowledge, increased 

intercultural understanding, and enhanced 
motivations for undertaking leadership roles in 
facilitating community improvement.1,2 Indeed, 
students’ global consciousness is raised when 
they have the opportunity to address human 
and community needs in combination with 
intentionally-designed, structured reflection 
activities. 

Globally, numerous volunteer and pri-
vate organisations offer international service; 
some even provide academic credit. But issues 
like culture shock and improperly planned 
programmes can stymie insight into social 
problems like religious divides, gender roles, 
and economic class hierarchies. Furthermore, 
disciplinary connections and professional 
knowledge development are likely to be weak if 
not framed through academic lenses.

If such experiences are to become catalysts 
for transformed global perspectives, pedagogi-
cal models for short-term faculty-led interna-
tional service-learning must prepare students 
for: 1) entry into the experience; 2) meaningful 
engagement; and 3) thoughtful evaluation of 
learning and impact (see Figure 1). Moreover, 
each of these must be informed by the episte-
mological processes of learning; that is, how are 
students making sense of their experiences.

The educational psychology of	
service-learning

Vygotsky3 contends that students create know-
ledge and a sense of self through social and 
interpersonal interactions. He emphasises the 
influence of culture and language in becoming 
an active member of the community.

students create knowledge and a sense of self 
through social and interpersonal interactions
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However, Maslow4 cautions that before 
reflection can lead to insight, one’s sur-
vival requirements must be managed (see 
Figure 2). Known as the hierarchy of needs, 
this model asserts that life essentials must 
be met, before connections of community 
and affiliation can form, and only then can 
individuals engage in reflection, which 
leads to insight and learning.

Why might this pyramid of physio-
logical and psychological priorities be im-
portant? Quite simply, most of us in new 
environments do not eat and sleep well 
and, consequently, we may lose patience 
with our companions. If that happens, 
then it is quite difficult to stay engaged in 
learning. And, more than likely, our abil-
ity to provide appropriate service becomes 
compromised.

Given the logistical demands of learn-
ing and serving internationally, keeping 
this model in mind along with its associ-
ated epistemological aspects can assist in 
identification of key pedagogical facets of 
programme and course design.5 Sum-
marised here is a set of recommendations 
for short-term faculty-led international 
service-learning experiences.

1. Entry preparations (pre-	
departure)

Learning goals and logistics
Clarify the purposes for international 
service-learning. If administrators and 
faculty are unsure of the learning and 
serving goals, then students will be too. 
Solicit students with the right mindset. 
Try to uncover students’ real motivations 
for participating. Do they want to get 
away from their parents? Do they want to 
party and have a good time? Do they want 
to see exotic places? Or, do they want to 
learn and serve? 

Figure 2. Hierarchy of needs and learning 

Learning & insight

Affiliation needs: 
love, community

Physiological needs: 
food, water, shelter

Figure 1. Pedagogical components of international 
		   service-learning 

Evaluation Entry

Engagement
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Institutional learning and serving goals 
should match those of the sponsoring 
country, institution, and community 
organisation (NGO) with which you are 
partnering. Given the myriad of logistical 
details that will need to be confirmed, 
having well-documented objectives can 
facilitate efficiency. Re-state goals on 
memoranda of understanding (MOUs), 
programme materials, student applica-
tions, course syllabi, websites, and as-
signments.

Understanding individuals, community, 
and culture
Pre-departure meetings set the tone as 
students begin to form their new learning 
community. Conduct ice-breaker activi-
ties and facilitate discussions of a learn-
ing community agreement. What are the 
expectations for performing service? What 
should happen if someone is not doing 
their share? What are the expectations for 
participating in reflection sessions? And, 
what if someone doesn’t listen and speak 
with respectfulness? Pre-departure learn-
ing should also include readings, lectures, 
and information for how to interact with 
the community. As an outsider, it is im-
possible to fully understand the economic, 
environmental, and social antecedents of 

those who are in need, but it is education-
ally imperative to try. 
Search out websites and YouTube videos 
of customs, non-verbal communication, 
and language. Being able to say, “please” 

and “thank you” in the local dialect can be 
highly meaningful in facilitating inter-
cultural learning and exchange. More-
over, find out about common courtesies 
concerning dress, introductions, meetings 
and gifts.

2. Engagement in serving and learn-
ing (in-country experiences)

Praxis: learning through serving 
The word praxis means applying ideas to 
real-life situations. Or, the application 
of theoretical research and conceptual 
models in problem-solving community 
conditions. After all, that is the purpose 
of learning through international serv-
ing – doing short-term good while gaining 
insight into issues to which academic 
knowledge and skills can be applied to-
ward longer term solutions.

At first, students’ ability to engage in 
praxis will be limited. Rather, acclimatisa-
tion to new sights and sounds will take 
precedence (recall Maslow’s hierarchy of 
needs). Stabilise basic physiological issues 
and address possible travel exhaustion. 
Next, facilitate discussions about cultural 
surprise (small differences such as food), 
cultural stress (anxieties resulting from 
uncertainties about appropriate social 
interactions) and cultural shock (extreme 

negative reactions that can become de-
bilitating). Recognising these responses 
is the initial step in higher cognitive 
functioning and intercultural empathy.6 
Otherwise known as emotional intelligence, 
how one feels does not have to dictate 

culturally-competent emotional intelligence is a 
critically needed feature of college graduates

how one acts.7 Internationally, employ-
ers and government leaders agree that 
culturally-competent emotional intelligence 
is a critically needed feature of univeristy 
graduates8 and, often, it is an outcome 
of thoughtfully-expedited international 
service-learning. 

Engaged Reflection
The range of knowledge and skills that can 
be gained through international service-
learning is endless. For instance, economic 
students from Celal Bayar University 
in Turkey enhanced their mathematics 
and statistic skills when they travelled to 
Tennessee to assist with asset mapping 
in low income neighbourhoods as part of 
a city-wide reinvestment plan for small 
businesses. 

To promote such learning and praxis, 
the DEAL Model of Critical Reflection9 
is a strategic epistemological tool. DEAL 
is an acronym for Describing, Examin-
ing, and Articulating Learning. Based on 
the assumption that critical thinking is a 
developmental process, the model starts 
with asking students to describe what is 
happening. The second stage, examining, 
asks students to view the situation from 
different academic perspectives. Finally, in 
the last stage, students disseminate their 
learning. The model can be utilised in 
written reflection or discussions.

The DEAL model is also useful if 
conflict or miscommunication occurs at 
the service site. Since serving is emotion-
ally, psychologically, and interpersonally 
‘messy’, using a framework like DEAL 
can help in understanding causes and pos-
sible solutions.

The purpose of praxis is to facilitate 
reflection and insight into how academic 
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knowledge can be applied to real-life situ-
ations. This is the unique characteristic of 
faculty-led international service-learning 
(as compared to other types of volun-
teer service activities). Make sure that if 
students have travelled hundreds of miles 

to new places to meet new people, to serve 
and learn, that the experience be educative 
not just exotic.

3. Evaluation of impact and learning 
(re-entry)

Making a difference: community impact
International service opens students’ 
minds to learning about new cultures, 
but also their own culture which they 
may not have previously reflected upon in 
a critical manner. Travelling to another 
country and the contrasting ‘foreignness’ 
of that culture to our home culture can 
bring to light social paradoxes (and social 
responsibilities). Mezirow,10 refers to this 
experience as “transformational learning”; 
meaning that how students see, feel, and 
think about the world will be radically 
different. 

As such, evaluation of learning should 
begin while students are still in the host 
country. Determining the impact of 
project-based service is often easier than 
determining the impact of community-
based service because of the existence 
of a tangible product (a new website for 
the community partner) or object (a new 
house for a family). Having a reference 
point such as, “I built that brick wall”, or 

“I dug that water well” helps students to 
feel that their contributions are durable.
In contrast, tasks that seem menial can 
leave students feeling as if their time and 
energy doesn’t matter. Facilitate student 
counting of their ‘droplets in the ocean 

of service’ while they are still perform-
ing service. Gather community impact 
evidence such as:
•	 Counting the number of clients served 

or hours of assistance provided.
•	 Interviewing community members 

about their experiences.
•	 Asking the community partner their 

thoughts – what is working and what 
should be changed?

In addition, the community partner may 
have ideas for assessing impact. They 
might have tracked programme and 
service activities for years which can be 
linked to student data in order to examine 

short- and long-term trends. Do caution 
students that in collecting and analysing 
data, they should be careful of interpret-
ing data through their own cultural lens. 
If possible, seek out a cultural expert from 
the community who can support or coun-
ter their perspectives on the findings and 
potential recommendations or solutions.

Becoming different: student learning
Often, students do not experience change 
until they return back from the service 
trip. For British students who travelled to 
Morocco, having easy access to drinking 
fountains in their science building became 
a daily reminder of the contrasts between 
their own lives and the camel caravan 
people with whom they had interacted. 

For other students, re-entry can be 
challenging. When asked by his house-
mate, “how was Bangladesh?” Max, a 
US student, stood silent recalling the 
incredible stench of sewage in Dhaka and 
the colourful sights and joyful sounds of 
the Pôhela Boishakh New Year festival. 
Max was perplexed about how to describe 
his amazing service-learning trip. All he 
could stammer was, “Uh, great.” 

To make further cognitive, psy-
chological, and academic sense of their 
experiences, students need post trip 
reflection sessions. Ideally, these should 
begin within two weeks of return when 
the stark contrasts between current life 
and the serving experience are most 
salient. Even if students did not become 

good friends, processing together during 
re-entry will unveil additional perspec-
tives and viewpoints that they may not 
have considered during their experience. 
The DEAL Model can be a useful tool 
again for examining thoughts, feelings, 
and insights about personal and profes-
sional learning.

International service opens students’ minds to learning 
about new cultures, but also their own culture

To make cognitive, psychological, and academic 
sense of their experiences, students need post-trip 

reflection sessions
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Conclusion: iterative teaching 
and learning
Most students find that they feel called to 
engage in service frequently throughout 
their lives and many continue to seek out 
service opportunities near and far. One 
of the tremendous outcomes of contribut-
ing service multiple times is not just the 
impact on others, but the impact on the 
self as we compare and contrast experi-
ences and further hone a variety of our 
knowledge and skills in novel situations 
and contexts. 

The same is true for teaching and 
learning. With each new international 
service opportunity, faculty can apply 
what they learned from the previous 
experience to the next. Self-initiated 
iterative cycles of engagement, assess-
ment, and enhancement by faculty 

increase effective educational practices.11 
Sharing insights through disciplinary 
and academic research, publications, 
and presentations helps educate others 
about the most efficient ways to assist 
and empower people around the world. 
Surely, faculty-led international service-
learning is not a panacea for global peace. 
But undoubtedly, it holds great promise 
for educationally-sound enhancement of 
diverse individuals and communities. 
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offshore activities:
what about the staff?

Managing human resources in study abroad programmes poses a different set of 
challenges to those faced at home campuses. A strategic Human Resource Man-
agement (HRM) plan which involves intercultural competence training and 
takes advantage of the accumulated knowledge of the host country staff is vital 

for ensuring the smooth running of offshore activities.

Sasha Perugini	
Syracuse University, Italy

Typical and significant differ-
ences arising for study abroad 
programmes (SAPs) can be divided 

into two broad categories: on the one hand 
there are cultural, economical and legal 
differences between the home and host 
country culture; on the other, there are 
political and strategic issues.

As for the first category, the differences 
include aspects such as staff performance 
expectations, academic systems, salary 
standards, cost of living and inflation 
rate, labour laws, turnover rates and job 
market flexibility. As for the second broad 
category, these differences involve internal 
agendas (home base versus host country 
campus) in relation to matters such as staff 
selection standards as well as curriculum 
development and academic standards.

While these differences may appear 
obvious, when the strategies planned at 
home campuses (HCs) for their offshore 
activities are investigated in some depth, 
it often transpires that these factors are 
not taken into sufficient consideration nor 

included into strategic planning. Often, 
offshore activities are characterised by a 
colonial approach which takes for granted 
that the system that is in place in the host 
country will be adjustable to that of the 
home base. An example of this tendency 
can be seen in those programmes which 
are run by HC faculty who go and live in 
the SAP host country for a year, often with 
their families. By the time the director has 
acquired professional knowledge of the 
host country system and his or her family 
have adjusted to the culture and developed 
intercultural competence in the country, 
they have to return home.

Common issues arising

Case studies and anecdotes gathered in 
the field seem to point toward several 
general HRM tendencies in SAPs that 
can be summarised as follows: unrealistic 
expectations, both of the SAP director 
from HC higher management, and of the 
local staff from the SAP director; staff 
dismissal as a common solution to HRM 

problems; general lack of procedures and 
standard best practices (also because of 
high turnover rates); home base campus 
agendas which are incompatible with the 
host country systems and no clear identi-
fication of the professional characteristics 
of SAP human resources. Moreover, the 
academic curriculum development is fre-
quently designed according exclusively to 
HC standards with little inclusion of the 
standards of the host culture (the question 
comes to mind: what are the primary 
goals of the study abroad experience?).  
Finally, there often seems to be inad-
equate preparation of, and support to, 
SAP staff and directors. Fully articulated 
strategies are rare.

Unrealistic expectations

Staff dismissal as a solution to HRM is-
sues seems to be quite a common practice, 
especially in a scenario where SAP staff 
tends to be regarded as ‘second class’ 
staff. Another interesting trend seems to 
be the selection and evaluation of staff 
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performance according to standards that 
are either conflicting or unrealistic. For 
instance, the following is an excerpt from 
a job description for an SAP director 
published online in October 2010:
“The list of responsibilities includes, but is 
not limited to, student advising, monitor-
ing of the programme at all levels, prepa-
ration of student grade reports, mainte-
nance of the programme library, teaching 
of one or more courses, managing visas, 
housing, cross-cultural training, budget, 
human resources and the promotion of the 
programme. The position is responsible 
for all aspects of in-country operations as 
well as for long-range planning, ongoing 
programme evaluation, development, and 
marketing and for ensuring the highest 
levels of programme quality and customer 
satisfaction.”

The description continues to state that 
in terms of knowledge and skills, an MA 
is required and a PhD preferred in the 
culture of the SAP host country. Native 
or near-native fluency in the host country 
language is also requested. The director is 
also “expected to be on call for emergency 
circumstances 24 hours a day, seven days a 
week. S/he will also be expected to travel 
on occasion, as required. It is expected 
that the resident director will live in a  

university apartment on campus in order 
to provide daily support to the […] stu-
dents.” Finally, the position is also respon-
sible for “other duties as assigned”.
To sum up, the candidate must have an ac-
ademic background and at the same time 
provide high quality financial and market-
ing management. All the responsibilities 
listed are specific to the director and are 
not referred to as a general effort on the 
part of the SAP team that the director 
has to supervise, coordinate or guide; the 
director has to be on call 24/7 and open to 
any “other duties as assigned”!

Vital support tools 

Successful HRM in SAPs (and as a result, 
SAP success) appear to be correlated 
strongly with the administrators’ level 
of intercultural abilities and an under-
standing of how cultural differences can 
be managed constructively. Vital and 
effective support and tools for successful 
HRM in SAPs include cultural awareness 
training for staff (home-to-host and host-
to-home culture), workshops on intercul-
tural issues for faculty, staff and managers/
directors in both directions (home-to-host 
and host-to-home culture), and an orienta-
tion for host staff and faculty on the home 
base culture and academic standards.  

Career development plans and professional 
development opportunities for all staff are 
invaluable as they can not only enhance 
staff skills and provide stimulation, but 
make staff feel valued, thereby enhancing 
their motivation and broader commitment 
to the programme. 

A management strategy is also neces-
sary to support HC directors in their 
decision making process – the home base 
manager of SAPs and/branches of the 
home base university around the world is 
often someone who cannot be involved in 
the details of the HRM challenges in the 
host programme because they are often 
responsible for numerous centres around 
the world.

A successful SAP needs a strategic and 
carefully thought about HRM plan in the 
host country which must involve two vital 
components: intercultural competence 
training for staff at all levels and a manage-
ment strategy that takes full advantage of 
the accumulated experience of host country 
staff. Successful management of Human 
Resources in SAPs is crucial to the success 
of the overall programme and of the image 
of the home institution abroad.
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Emp wering 
global citizens for 
the 21st century

The perceived value of education is changing. Students are look-
ing for an education which empowers them, an education 
which enables them to develop the skills to transform rather 
than merely contemplate. Innovation is necessary if higher 
education institutions are to succeed in catering to the 
needs and demands of today’s discerning, global student.

Fernando M. Reimers	
Harvard University, USA
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Knowledge is the result of action, 
of deliberate attempts to influence 
the world. This is the basic logic of 

experimental research. Our experiments, 
attempts to arrange conditions designed 
to produce particular results, help us 
determine whether in fact such condi-
tions can produce the results we seek. 
There is knowledge that can then only be 
gained in particular forms of organisation. 
Democratic societies, for example, provide 
opportunities to engage in ‘the commons’ 
of democracy, and those experiences al-
low people to internalise the notion that 
social progress is the result of the work of 
ordinary people, engaging with others in 
those deliberations and collective action. 
People living in societies where there are 
no democratic commons, where ordinary 
people cannot influence social progress, 
will be limited in the understandings they 
can draw and in the competencies they can 
develop to become agents of social change. 
It was the idea that the same principles 
apply to the organisation of educational 
institutions that John Dewey expressed in 
the notion that ‘what we teach is how we 
teach’. This is also the logic of experiential 
education.

Universities can indeed provide stu-
dents with the experiences that help 
them develop such agency. Because the 
establishment of universities predates 
the Enlightenment – the philosophical 
movement that contributed the idea of 
empowered citizenship among ordinary 
people – many of their traditional prac-
tices are better aligned with a worldview 

that favours contemplation, rather than 
the development of the competency to 
transform the world. Indeed numerous 
education reform movements, at least 
since the establishment of the University 
of Berlin by Whilelm Humboldt in 1810, 
have centred on challenging such tradi-
tional contemplative view of education, in 
favour of more empowering and engaging 
educational purposes and approaches. But 
the influence of tradition is large in higher 
education, not only in the rites that are 
generally followed at graduation, but also 
in the notions that exist within academe 

about the purposes of higher education, as 
well as about how best to prepare students 
to achieve those purposes. The contesta-
tion over those purposes and approaches to 
higher education involves not just members 
of the university community, students, 
faculty, administrators or trustees, but 
increasingly members of the larger public: 
elected leaders, business leaders, civic lead-
ers and the larger public, who in many na-
tions ultimately provide direct or indirect 
financial support to higher education. One 
of the manifestations of this contestation is 
in the growing debates about the value of a 
higher education.

Changing expectations

There is abundant evidence that higher 
education can provide personal, eco-
nomic and civic benefits, and also that 
such benefits are in part the result of the 
competencies gained in higher education, 
rather than the result of the credentials 

provided by a degree, or the mere selection 
and sorting of talent which universities 
also do. For example, in a recent survey 
conducted by the Gallup organisation 
in the USA, 65% of those who have had 
some college education report that the 
skills they use in their job were developed 
in school, this figure is lower, 41%, for 
those who did not have college education, 
and higher, 79%, for those with graduate 
studies.1 But universities operate in a larger 
context where developments on a number 
of fronts create new expectations and needs 
among students, which shape their views 

on the question of the value of a higher 
education. Today’s students, for example, 
are the product of the most technologi-
cally saturated environments in history. 
They have skills and experiences that allow 
them to communicate, organise and learn 
in unprecedented ways. It is logical that 
most of those students would be especially 
alienated by traditional forms of instruc-
tion. Similarly, today’s students, in many 
parts of the world, are very aware of their 
own agency and expectations for agency. 
They aspire to be more empowered citizens 
than previous generations. Many of them, 
for example, expect to create organisations, 
rather than join existing organisations. 

Students today are living in a world 
of unprecedented global integration and 
interdependence. Students have continuous 
access to information about global events, 
many of them have relationships and direct 
experiences that cross national boundaries, 
most know that global events have shaped 

what we teach is	
how we teach

Today’s students are the product of 
the most technologically saturated 

environments in history
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the economies, politics and societies where 
they have lived, and will likely continue to 
do so over their lives and future careers. 
The prism of this experience and the intui-
tion of globalisation, as well as of the ex-
pectations of empowerment or technologi-
cal prowess, exacerbate the debates over 
the value of a higher education. It would be 
a challenge in this context to make the case 
for a higher education decidedly parochial, 
contemplative and based on traditional 
instructional methods. The aspirations of 
students to develop skills to transform the 
world, rather than contemplate it, a world 
decidedly more integrated and interde-
pendent, pose a particularly urgent need 
for innovation in higher education. In the 
same survey mentioned earlier, only half 
of US college graduates reported that they 
had worked on a long-term project extend-
ing over several classes, and only 27% 
reported educational experiences in which 
they had used what they were learning to 
develop solutions to real problems in their 
communities or in the world. Only 31% 
had studied other countries or cultures in 
college. 

Innovative approaches

Addressing the challenge of educating 
students with global competency and with 
the skills to invent the future, rather than 
just contemplate the past, will require 
a serious commitment to innovation in 
universities. Innovative approaches in 
global education provide unique oppor-
tunities to help students develop those 
competencies. In the Master’s programme 
in International Education Policy at 
Harvard University, we follow a series of 
principles aligned with such an aspiration 
to educate empowered global citizens. We 
select into the programme students who 

have already demonstrated global interests 
and who have had some global experience 
that has cultivated global awareness and 
skill, such as living and working in more 
than one country, often engaging in social 
development activities that expose them to 
the many divides and forms of difference 
which exist within any society. We seek to 
admit a class of students whose diverse ex-
periences will shape the interactions with 
their fellow students, and future colleagues 
because we know how powerful diverse 
professional networks are in promoting 
education, innovation and future profes-
sional effectiveness. We engage them in a 
rigorous curriculum that develops depth 
of understanding of global education chal-
lenges and that invites them to develop 
innovative solutions to those challenges. 

In the course on Educational In-
novation and Social Entrepreneurship at 
Harvard University, for example, students 
have to design a social enterprise that 
will find a sustainable solution to a global 
education need, such as how to foster 21st 
century skills, how to successfully educate 
disadvantaged students, how to develop 
global competency, how to integrate arts 
and science education, or how to support 
the development of a 21st century teaching 
profession. Throughout the course, practic-
ing education entrepreneurs and innovators 
are invited to share their work, discuss the 
challenges they have overcome and provide 
mentoring to students in their projects. 
Their final projects receive feedback, using 
an online platform, from a global commu-
nity of educational innovators in multiple 
geographies and are presented at an event 
attended by other entrepreneurs, funders, 
and colleagues from multiple schools and 
departments in the university. Students 
work in designing these projects in an 

ecosystem where they are supported and 
stimulated by peers doing similar things, 
not just in this particular course, but in a 
range of other courses and experiences in 
the university. At the Harvard Innovation 
Lab, students work over extended periods, 
often over weekends and long hours into 
the night, working on the design of their 
innovative projects. The fellowship of peers 
doing similar things, from all different 
schools and departments in the univer-
sity is an invaluable resource to support 
this work. A number of competitions and 
grand challenges at Harvard, including a 
Presidential challenge sponsored by the 
President of the University every year, 
provide stimulus, recognition and financial 
support, for students to work in multi-
disciplinary team, in projects that have the 
same aspiration to find sustainable solu-
tions to real problems.

These innovations at Harvard are extend-
ing rapidly in higher education as faculty 
and administrators understand the urgency 
to lead the conversation on the value of 
a higher education. This comes at a time 
when so many skills and competencies can 
indeed be gained in other ways, and at a 
time when exponential growth of develop-
ments in science, technology and globali-
sation hasten the need for more globally 
competent graduates. Innovative global 
education approaches are indeed essential 
to reinventing the purposes and methods 
of the university if we are to succeed in 
educating empowered global citizens.

1. Gallup (2013). 21st Century Skills and the 
Workplace. A 2013 Microsoft Partners in Learning and 
Pearson Foundation Study.

Innovative global education approaches are 
indeed essential if we are to succeed in educating 

empowered global citizens
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Turkey’s rich language deserves some exploration 
ahead of the EAIE Conference and this article sheds 

light on the exotic lingo you will come across in the 
country which bridges East and West. With Turkey 

playing host to renowned authors including a litera-
ture Nobel laureate, we also provide some excellent 

suggestions for your pre-conference reading list! 

istanbul Conference 2013

Turkish language originates from 
Central Asia and belongs to the 
family of Turkic languages, and 

according to some linguistic theories, to 
a wider group of Altaic languages. Not 
being an Indo-European language, it is 
sometimes baffling to a foreign visitor 
that there is no grammatical gender, no 
definite article (in its place an accusative 
case is used), and that instead of using 
prepositions, nouns take case-endings as 
in Latin, and even suffixes that assign a 
person. Vowel harmony is important. The 
language works with extensive agglutina-
tion, and verbs indicate both person and 
show tense. It is possible to express a com-
plete idea with one word. If your colleague 
misses an EAIE workshop, we would 
say: Gelememiş (“Apparently, for what-
ever reason, s/he was not able to come”). 
Agglutinated words tend to be very long, 
but there are some advantages in Turkish 
as well. Modern Turkish is written with 
Latin alphabets and spelling is phonetic 
with very few exceptions.

Language evolution

Turkish is the official language of the 
Republic of Turkey, but there is a range of 
minority languages, of which the largest is 
Kurdish in its varying dialects. Suppressed 
in the past for political reasons, in recent 
years the cultural rights in terms of using 

and teaching Kurdish have improved. 
With its multicultural heritage, you will 
be able to catch fragments of Greek, 
Armenian, Italian and even Ladino on 
the streets of Istanbul. English is not yet 
a lingua franca in Turkey, but Turkish 
people are extremely hospitable and go to 
great lengths to help a stranded visitor. 
Just learn the everyday greeting Merhaba! 
Another phrase that may come in handy 
for your trip to Istanbul is Hoş bulduk! – 
we are glad to be here!

Modern Turkish is the result of a language 
reform in the beginning of the republican 
period in the country. The Republic of 
Turkey was established in 1923 and the 
language reform took place in 1928. Prior 
to the reform, Ottoman Turkish, heav-
ily influenced by Persian and Arabic and 
written with script, was the language of 
the literati and government in the Otto-
man Empire. With the language reform, 
the Latin alphabet was introduced and 
loanwords of Arabic and Persian origin 
were replaced with Turkish equivalents. 
Ottoman Turkish is almost unintelligible 
to a modern Turkish speaker, but to some 

extent, older words do co-exist with the 
modern usage, and having the two differ-
ent periods of Turkish makes the language 
richer – it is possible to indicate very slight 
nuances by alternating between the two 
vocabularies. 

Turkish literature

A juxtaposition of the highly sophisticated 
Persian-style Ottoman Divan poetry and 
simple folklore gives Turkey a versatile 
literature tradition. In the last century of 
the Ottoman rule, Western (especially 

French) realism and naturalism influenced 
Turkish literature in the ‘new’, ‘future’ 
and ‘national’ literature movements. 
From the beginning of the republican 
period, the Western notion of progress on 
one hand, and the folk tradition on the 
other, produced works of social realism 
and so-called ‘village novels’. Maybe the 
first modern Turkish author to become 
known internationally is Yaşar Kemal with 
his Memed, My Hawk (1955). In poetry, 
expressing a strong communist political 
stance and adopting free verse, Nâzım 
Hikmet remains both controversial and 

Anjariitta Rantanen	
Istanbul, Turkey

One phrase that may come in handy for your trip:  
Hoş bulduk! – we are glad to be here!
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beloved (an example of his work is Human 
Landscapes from My Country [1939]).1

The 2006 Nobel Prize in Literature 
was awarded to Turkish novelist Orhan 
Pamuk “who in the quest for the melan-
cholic soul of his native city has dis-
covered new symbols for the clash and 
interlacing of cultures”.2 His international 
breakthrough was The White Castle (1985; 
English 1990), and other major works 
following were: The Black Book (1990), My 
Name is Red (1998) and Snow (2002). 

Pamuk could be considered a postmod-
ernist as he experiments with different 
narrative techniques, but he is first and 
foremost a great storyteller, soul-searcher 
and a social critic. There is conflict 
between West and East, modernism 
and traditionalism in My Name is Red. 
Similarly, there are conflicting elements of 
contemporary Turkish society, right and 
left, establishment and anti-government, 
secular and fundamentalist, Turkish and 
Kurdish in Snow. His repeated themes are 
questions of self-identity and loss in love. 
The Black Book is a detective novel of its 
own kind. A man has a missing wife, or is 

it that he has lost himself? Will he be able 
to find either of them on the Kafkaesque 
streets of Istanbul? Pamuk is essentially 
an Istanbul writer, a real İstanbullu. He 
uses the city as a backdrop during different 
centuries, different decades. The transfor-
mation throughout the times is evidence of 
the clash between old and new, East and 
West. An excellent primer for your visit to 
Istanbul is Pamuk’s Istanbul: Memories and 
the City (2003; English 2005). If you re-
main curious after The Museum of Innocence 

(2008), you can visit the actual museum 
during your stay; an entrance ticket is 
included on the closing pages of the book.   

The most-read contemporary female 
author in Turkey is Elif Şafak (spelled 
Shafak in English publications). A 
political science scholar by training and 
employed in academia, she has a body 
of work encompassing both fiction and 
non-fiction. Having lived intermittently 
outside of Turkey and in Turkey over the 
years, she is able to make the backstreets 
of Istanbul and global and multicultural 
conflicts ring equally true. She writes both 
in Turkish and English, so the reader will 

be able to enjoy her books in her original 
words. In The Bastard of Istanbul (2006), 
she interweaves themes as various and 
sensitive as growing up in a matriarchic 
household, Turkish-Armenian relations, 
rape and incest. The Forty Rules of Love: 
A Novel of Rumi (2010), a novel within a 
novel, is one part contemporary and the 
other part set seven centuries ago. Deeply 
delving into Sufi mystics in the story of 
Rumi and Shams of Tabriz, this is an 
extraordinary book from a young feminist 
writer. About her own conflict between 
a career and motherhood, she published 
Black Milk (2007, English 2011). In 
Honour (2011, English 2012), she tackles 
displacement, immigration, cultural ghet-
tos, Turkish-Kurdish identities and the 
tradition of honor killings. Elif Şafak will 
be the Opening Plenary keynote speaker 
at the 2013 EAIE Conference in Istan-
bul, so don’t miss her opening speech on 
Wednesday 11 September! Online regis-
tration for the conference is open until 21 
August at www.eaie.org/istanbul.

1. For a comprehensive list of modern Turkish 
literature available in English translation, visit: 
www.booksfromturkey.com/files/catalouge-31.pdf

2. The Nobel Prize in Literature 2006. Retrieved Jun 
25, 2013 from http://www.nobelprize.org/nobel_
prizes/literature/laureates/2006

The most-read contemporary female author	
in Turkey is Elif Şafak

01, 02 Turkish language through the ages; 03 Elif Shafak, EAIE Istanbul 2013 keynote speaker

02. Photo: Ekaterina Pokrovsky (shutterstock) 03. Photo: Gökhan Çelem01. Photo: ARSELA (istock)
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Perspectives
Three international students in Turkey share their insights into the service-

learning projects they have been working on during their studies.

Name: Graham May

Nationality: 
Canadian 

Degree: 
Environmental 
Studies (Hon.) and 
International 
Relations

Host institution: 
Koç University, Istanbul, 
Turkey

Name: Alizeh Atif

Nationality: 
Pakistani

Degree: Interna-
tional Studies

Host institution: 
Sabanci University, 
Istanbul, Turkey

Name: Lena Bruce

Nationality: 
Swedish-Turkish 

Degree: Interna-
tional Relations 

Host institution: 
Koç University, 
Istanbul, Turkey

Community/service work engaged in:

GM: I organised a charity bike ride 
across Turkey in support of a women’s 
microfinance project, which helped me 
to develop skills in public speaking, 
project management, professionalism, 
and conflict resolution – not to mention 
a deepened understanding of Turkey. I 
also founded and coordinated the first 
KU-EMU Peace Summit in North Cy-
prus, which involved coordinating the 
logistics of an international conference, 
acting as liaison between two universi-
ties, and communicating with UN 
officials - it was International Relations 
in action! 

What kind of impact have these projects 
had on your studies?

GM: I believe that putting educa-
tion into practice will always strengthen 
and deepen learning. These projects are 
intensely relevant to my degree and my 
professional goals, so they complement, 
rather than compete with, my studies. 
For example, during the KU-EMU 
Peace Summit I had the opportunity to 
interview a senior UN negotiator, whose 
perspective I later incorporated in an 
International Relations final paper. 

Community/service work engaged in:

AA: I take part in an activity called 
‘Refugee Pinhole Project’ in which I 
accompany refugees in the scenic parts 
of Asian Istanbul and introduce them 
to a simple yet enjoyable technique of 
capturing moments through handmade 
cameras. The project has opened up my 
way of thinking. I now view refugees as 
a neglected and underrepresented group 
in society as they require guidance and 
attention but do not receive sufficient 
amounts of these. Projects like these ben-
efit both the students taking part through 
the learning experience we gain and also 
groups in society who are in dire need of 
our attention, care and awareness regard-
ing their existence and conditions.

What kind of impact has it had on 
your studies?

AA: As I am an International Studies 
major, I plan on taking courses which will 
enlighten me regarding such socially per-
tinent issues. I want to gain understand-
ing as to how this group in society can 
actively and responsibly be attended to.

Community/service work engaged in:

LB: I am a member of the group 
KU Global Aid, which currently has 
three separate projects underway. One 
of these projects is in Turkey, the other 
two abroad. The common feature of all 
three projects is that they aim to create 
a sustainable form of aid based on the 
needs of each individual community. The 
responsibility of planning and executing 
the projects lies heavily on the students, 
which has taught me how such projects 
are actually put into action. The projects 
themselves have given me great perspec-
tive and shown me the amount of room 
there is for change in the world.

What kind of impact have they had on 
your studies? 

LB: I am now more capable of seeing 
the pragmatic aspect of my classes, and 
linking knowledge gained from them to 
these real life experiences. I believe that 
such projects are equally as important as 
your studies, if not more valuable. I don’t 
think it’s possible to learn what you learn 
during these projects in the classroom. 
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Calendar

	 21 August

25th Annual EAIE Conference online 
registration closes

21 to 24 August 

17th Annual IEASA Conference

‘Internationalisation in a Changing World: 
Higher Education’s Response’

LOCATION: Central University of Technology, 
Free State, Bloemfontein, South Africa

info: International Education Association of 
South Africa, Pretoria, South Africa

tel +27-124-81 29 08 
e-mail ieasa2013@cut.ac.za 
www.ieasa.studysa.org

28 to 31 August

35th Annual EAIR Forum

‘The Impact of Higher Education: Address-
ing the challenges of the 21st century’

location: Erasmus University Rotterdam, the 
Netherlands

info: European Association for Institutional 
Research, Amsterdam, the Netherlands

tel +31-203-20 59 73 
e-mail eair@eair.nl 
www.eair.nl

	 10 to 13 September

25th Annual EAIE Conference

‘Weaving the future of global partnerships’

location: Istanbul Congress Center, Istanbul, 
Turkey

www.eaie.org/istanbul

2 to 4 October

5th ANIE Annual Conference

‘Intra-regional higher education coop-
eration: Making internationalization and 
regionalization work for Africa’

location: Addis Ababa, Ethiopia

info: The African Network for Internationali-
zation of Education, Eldoret, Kenya

e-mail jowij@anienetwork.org 
www.anienetwork.org

8 to 11 October

AIEC 2013

‘Global imperatives, local realities’

location: National Convention Centre, 
Canberra, Australia

info: The International Education Associa-
tion of Australia, Melbourne, Australia 

 +61-280-96 87 70 
e-mail aiec2013@epicconferences.com.au 
www.aiec.idp.com

16 to 18 October

25th ICDE World Conference 

‘New Strategies for Global Open, Flexible 
and Distance Learning’ 

location: Tianjin Open University, China

info: International Council for Open and 
Distance Education, Oslo, Norway

tel +47-22-06 26 30 
e-mail icde@icde.org 
www.tjrtvu.edu.cn/icde/en/index-en.html

24 to 25 October

EADTU: The open and flexible higher 
education conference

‘Transition to open and online education in 
European universities’

location: Les Cordeliers, Paris, France

info: The European Association of Distance 
Teaching Universities, Heerlen, the 
Netherlands

tel +31-455-76 22 14 
e-mail secretariat@eadtu.eu 
www.eadtu.eu

	 28 October

EAIE Autumn Academy registration 
deadline

17 to 20 November 

2013 CBIE Annual Conference

‘Education for a Better World: Our Global 
Social Responsibility’

location: Vancouver, British Columbia, 
Canada

info: The Canadian Bureau for International 
Education, Ottawa, Canada

tel +1-613-237 48 20 
e-mail info@cbie.ca 
www.cbie-bcei.ca

	 18 to 22 November

EAIE Autumn Academy

location: Tallinn University, Estonia

www.eaie.org/autumn-academy-2013

21 to 23 November 

8th European Quality Assurance Forum 

‘Working together to take quality forward’

location: University of Gothenburg, Sweden

info: European University Association, 
Brussels, Belgium

tel +32-2-230 55 44 
e-mail sue.pavis@eua.be 
www.eua.be

27 to 29 November 

EAPRIL 2013 Conference

location: Haute Ecole Pédagogique -  
BEJUNE, Biel/Bienne Switzerland

info: European Association for Practitioner 
Research on Improving Learning, Leuven, 
Belgium

tel +32-16-23 19 00 
e-mail info@eapril.org 
www.eapril.org
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Learn more at www.TerraDotta.com

A Single Solution for:

n Seamlessly integrating with your current systems

n Erasmus reporting

n Proactively mitigating risk

n Locating and communicating with anyone, anywhere, anytime

n Centralized data storage and reporting

n Managing partnerships and agreements

n Visualizing your international presence with dashboards

n Hosting or local installation available

The Most Advanced Web-Based 
System for International Education
No matter what you want to manage, track or register, Terra Dotta 
has a solution that is right for you.

Imagine a single solution that manages all types of student and academic mobility in a central 

database. With Terra Dotta software you can monitor applicant progress, automate tasks, 

protect your people and institution, and increase enrollment and participation.

VISIT US AT THE EAIE CONFERENCE - BOOTH #345 - AND ENTER TO WIN A KINDLE FIRE HD

MANAGE MORE 
 EFFICIENTLY

501 W. FRANKLIN ST., SUITE 105  |  CHAPEL HILL, NC 27516

tds04472_EAIE_magazine_FNL.indd   1 7/9/13   12:21 PM
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