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Preface

The Research Group International Cooperation, founded in 2009 and situated within The Hague
University of Applied Sciences, has as its purpose to “disseminate knowledge that will enable higher
education institutions to increase and improve their international cooperation (p. 10, this volume).”
This volume helps fulfill that mission in highlighting some of the recent research done in regard to
internationalisation efforts, as summarized in the Introduction. This research serves as a solid basis
upon which to build the infrastructure, policies and collaborations needed to not only internationalise
learning outcomes across the university’s curricula, but also to “create an international and multicultural campus culture” (p. 13, this volume).
Trending internationalisation practice suggests that comprehensive internationalisation involves more
than a focus on one area, such as mobility, but rather should reach all students, staff, and academics across the university. Moreover, higher education institutions are challenged to move beyond the
current focus on rankings, to consider how these institutions are serving society, addressing the complex global issues that confront humanity and in the end, helping to build a better world. The Hague
University of Applied Sciences, with its twin focus on World Citizenship and Internationalisation,
demonstrates the commitment and dedication needed to achieve the greater purposes of truly comprehensive internationalisation.
Darla K. Deardorff
Association of International Education Administrators (AIEA)
Duke University, USA
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INTRODUCTION

Tempora mutantur,
nos et mutamur in illis
JOS WALENKAMP

Times change and we change with them. Our world is changing rapidly and radically. Education
institutions need to prepare and support students in becoming knowledgeable, concerned and
internationally competent world citizens. The Hague University of Applied Sciences (THUAS) has
made World Citizenship and Internationalisation their institutional focal points. The Research
Group International Cooperation generates and disseminates knowledge that supports those
policies.

9
The changes humankind is seeing now are unprecedented in terms of speed and impact. People, products, finances and ideas cross the globe ever faster. Communication means are ubiquitous. The impact
of globalisation can be felt in everything we hear, read, see or buy. All members of the global community are affected by the exploitation of shale gas in the USA or a downturn in the Chinese economy. The
West, Europe and its offshoots in North America and Australia, has dominated the world for centuries.
After the demise of the Soviet Union, the West was briefly the only super power, but emerging economies, and demographic giants, such as China and India are rapidly gaining in economic, political and
military power and will claim their rightful place on the world stage, just as they have done in the past
(Coolsaet, 2011). Nations and political blocks hold each other in a dynamic equilibrium, that just may
hold peacefully, because of their interdependence, the costs of war and growing democracy.
Humankind has grown and become richer. The world population has trebled in the past 70 years and
will increase by another 30 per cent, to some nine billion people, towards 2050. That growth will be
almost exclusively occurring in developing countries. The world - at least the people in it - is doing
better than ever. Never in our history did such large numbers of people belong to the middle class
with a daily income of more than ten dollars a day. Both the relative and the absolute numbers of the
very poor have decreased substantially, and predictions are that in the coming decade their numbers
will come down sharply (Kenny, 2011). People in the middle class will outnumber those in poverty for
the first time in the history of mankind. Never were more persons receiving education and healthcare.
Never did so few of our fellow men die in a war.
But there are major challenges ahead.
With a rapidly growing world population, living longer than ever, and a rapidly growing middle class,
consumption will reach never seen heights. In the next 30 years food production will need to double,
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the demand for energy will rise as fossil fuel resources are depleted and the fear of greenhouse gasses
increases. Mineral resources are unevenly distributed over the globe, but needed by all. Already China
has severely limited the export of Rare Earth Metals and there is a new ‘scramble for Africa’ in search
of minerals, fossil fuel and arable land. Potable water will become dangerously scarce in some areas
of the world, such as the Middle East. Arable land is limited in some of the most populous countries.
Terrorism and international financial crime are growing and are becoming harder to tackle, particularly
in the cyber world. Environmental degradation - each year there are 13 million hectares less tropical
rain forests – will make the earth less inhabitable. Climate change and rising sea levels will be particularly threatening for the most vulnerable of our fellow men. Pandemics are a major threat to both
mankind and many of its domesticated plants and animals. Sustainable development, i.e. leaving the
earth not worse off for the next generation, is as yet incompatible with the understandable wish for
more and better food and more and better consumer goods of the very many who are entering the
middle class. And there are still almost a billion people who go to bed hungry, with dire consequences
for their physical and intellectual development, and chances for progression.
The nation state as a unit of power is losing ground to supra-national organisations, such as the United
Nations Organisations, the World Bank, the International Monetary Fund or the European Union and
the Association of South-East Asian Nations, but also to such non-state transnational actors as religious groups, criminal networks, multinational companies, mayors of big cities and NGO’s, and in all
of those democracy and democratic legitimacy are not always unquestionable (Erman & Uhlin (eds.),
2010). The safeguarding of our Global Public Goods, such as clean air, drinking water and biodiversity,
and the elimination of Global Public ‘Bads’, including extreme poverty and hunger, need some form of
global governance. The challenges facing the world cannot be addressed by individual sovereign nation
states, acting first and foremost in their own, short-term interests.
Much has already been done: the world created the United Nations, the World Bank, the
International Monetary Fund, the International Labour Organisation, the United Nations Conference on
Trade and Development, the World Trade Organisation, the protocol of Montreal, the Old Millennium
Development Goals and the New Sustainable Development Goals, the European Union, ASEAN, the
Shanghai Cooperation Organisation and the Asian Infrastructure Investment Bank. Although intra-state
armed conflicts still abound, between nations there are no wars. “Pourvu que ça dure”, as Napoleon’s
mother used to say. But much more needs to be done.
In that light there are two very positive developments: the rapid increase in scientific knowledge and
the extent and quality of education. The number of people with basic, secondary and higher education
is rising. In developing countries literacy increased from 25 to 75 percent in the 20th century (Cohen
et al., 2006); the number of university graduates is increasing dramatically, in China of course, but
also in other emerging economies such as India and Brazil. In China over 500,000 students obtained a
PhD degree in 2009; compared to 1900 students in 1993. In 2010 China produced 500,000 engineers,
including 10,000 with a PhD (cf. Mahbubani, 2013). Until 1900 the world knowledge doubled every
100 years. In 1900-1950 it was every 25 years, and currently it is 13 months.
We know how to feed the world in 2050. We know how to eradicate poverty and save the tropical rainforests. We know how to stop the use of fossil fuels and how to harness the renewable energy of water,
wind and sun instead. The question ‘How to build a safe world with well-being and equality for all in
a sustainable way’ is not a technical problem, but a political one: can sovereign nation states forge a
global partnership in the new multipolar world of several major powers – and a great number of significant smaller ones - to tackle the problems of the world?

And what does all that mean for what and how students at higher education institutions are taught?
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JOS WALENKAMP

Internationalisation is the response of higher education to globalisation (Coelen, 2013) and is taken
seriously by a rapidly increasing number of governments and higher education institutions in the world.
The demands of the labour market are changing. Subject knowledge and skills are important, but soft
skills, transversal or twenty-first century competencies are considered ever more important.

INTRODUCTION

The volatile stage for graduates is set by this rapidly changing, in certain ways improving, but
still far from perfect world. Production and marketing networks span the globe. The labour market
needs highly trained people being able to work in multinational teams, speaking several languages.
Global problems must be solved by visionary politicians and highly trained professionals, who have
knowledge of and concern for the world, and who have the competencies to work together across
national and cultural boundaries. Migration makes societies ‘super diverse’ (Vertovec, 2007). In the
Netherlands some 20 per cent of the population is of foreign descent, and that percentage increases
every year. Everyone, whether going abroad or staying at home, whether native Dutch or of one of
the 160 different national origins in the Netherlands, will need to be able to communicate effectively
across cultural borders.

In a survey of 2013 by Hart Research Associates on behalf of the Association of American Colleges
and Universities among over three hundred employers, the vast majority of them mention the importance of such items as a broad knowledge in liberal arts and sciences, knowledge about global
issues and foreign societies and cultures, critical thinking and analytical reasoning, complex problem solving in diverse settings, skills and judgment essential for contributing to society and direct
experience with community problem solving. Almost all of them say that a demonstrated capacity to
think critically, communicate clearly, and solve complex problems is more important than discipline
knowledge (Hart, 2013).
Knowingly or unaware, employers value the competencies that come from internationalisation
(European Commission, 2010; Leppanen et al., 2014). Our own research shows how much both
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employers and alumni value such international competencies as proficiency in foreign languages and
intercultural skills (Funk et al., 2014; Walenkamp et al., 2014).
In the Erasmus Impact study: Effects of mobility on the skills and employability of students and the
internationalisation of higher education institutions, Brandenburg (2014) and his team showed not
only the interest of employers in the skills that are presumed to be acquired by a study abroad, but also
real developments in the competencies , which are most closely related to employability: tolerance of
ambiguity (acceptance of other people’s culture and attitudes and adaptability), curiosity, confidence,
serenity, decisiveness and vigour (the ability to solve problems).
Fielden (2007) stated that multinational employers now look for graduates with a wide range of life
skills that include awareness of other cultures and mastery of more than one language, and the British
Council/Think Global survey “The Global Skills Gap: Preparing young people for the new global economy” (2011) showed that 79 per cent of chief executives and board level directors of businesses in the
United Kingdom think that in recruiting new employees, knowledge and awareness of the wider world
are more important than achieving a high degree classification or A-levels.
In today’s knowledge-based economy, a multicultural, international or otherwise diverse workforce is
a much needed boost for creativity and innovation (Ritzen & Marconi, 2011), provided that diversity is
put to good use.
In short: given increasing globalisation and cultural diversity, higher education must internationalise.

12
Enhancing their employability
abroad is increasingly
important for Erasmus students

Top motivations to study or train abroad remain the
same as in recent years: the opportunity to live abroad
and meet new people, foreign language profiency,
develop transversal skills. Just after, for more
than 85% of students, comes the wish to enhance
employability abroad.

On average, Erasmus students have better
employability skills after a stay abroad than 70% of
all students.

Transversal skills important to
employers are also the skills
improved during an Erasmus
period abroad

On average, 92% of employers
are looking for transversal
skills, on top of knowledge in
their field (91%) and relevant
work experience (78%)

Based on their personality traits, they have a better
predisposition for employability even before going
abroad. By the time they return they have increased
their adventage by 42% on average.
While 81% of Erasmus students perceive an
improvement in their transversal skills when they
come back, 52% show higher memo© factors. In all
cases, they consider the improvement of skills to be
greater than they expected before going abroad

While 64% of employers say international experience
is important for recruitment, on average 92% are
looking for transversal skills such as openness to
and curiosity about new challenges, problem-solving
and decision-making skills, tolerance towards other
personal values and behaviours.

Erasmus Impact Study, 2014

All students need the international competencies that with the right measures may come from internationalisation efforts. Yet few are fortunate enough to go abroad or participate in an international
classroom with fellow students from different nationalities. If higher education is elitist, international
higher education is doubly so. Degree mobility in higher education in the Netherlands is about 3 per
cent of the total student population, some 20 per cent of Dutch students gather credit points abroad
(Richters, 2013). Within THUAS nine programmes are international, taught in English to an international classroom. Foreign students make up some nine per cent of the total bachelor student population.
Internationalisation at home thus should include internationalised learning outcomes and curricula, as
well as efforts to make use of the diversity in the classroom, in all classrooms. Large urban universities
of applied sciences like THUAS are fortunate in this respect with many students of a variety of cultural
backgrounds. Often even one student has more than one cultural identity.
The Hague University of Applied Sciences is well aware that the society of the future requires highly
trained, internationally competent professionals, who can and wish to contribute to creating the conditions for a better world, who have knowledge of the various challenges facing the world around them,

1 Now EP-Nuffic

JOS WALENKAMP

Whatever the rationale for internationalisation may be, ideally it should be reflected in the strategy
and approach of an educational institution. Internationalisation is a means to an end; not an end in
itself. Knight (2011) and De Wit (2011) made explicitly clear that internationalisation means, such as
attracting foreign students, sending students abroad for study or internships, teaching in English and
internationalisation at home do not in themselves automatically lead to the desired outcomes. Without
a truly internationalised curriculum, proper training and guidance of students in the goal-conscious
and goal-oriented acquisition of international competencies, without motivated and qualified lecturers,
without institutional leadership and adequate resources, more Memoranda of Understanding do not
mean better quality or greater attractiveness, and more foreign students do not mean an internationalised culture. Internationalisation of a higher education institute, be it primarily student-focused or
predominantly institution-oriented, is a comprehensive affair that needs to involve the whole university
community (Jones, 2013; Leask, 2015).

INTRODUCTION

Now an institute for higher education may have a mixture of several reasons for wanting to be ‘international’. These may be economic: increasing relevance and employability and thus contributing to
the competitiveness and economic development of the nation, or the careers of graduates and income
for the institution. They may be political. In 1952, shortly after the Second World War – and the loss
of Indonesia as a colony - the Dutch universities founded the Nuffic1, the Netherlands Organisation
for Cooperation in Higher Education, in order “to create the conditions for a better world, by fostering the exchange of people and ideas…”, and in that way preventing a next world war; so far they
have been successful. Academic rationales may be pedagogical, opening the eyes of students to the
world, teaching them solidarity and concern for others, endowing them with twenty-first century skills,
helping them comprehend the international dimensions of their academic discipline and profession,
and enhancing the quality of education. Socio-cultural rationales aim at increasing students’ abilities
to behave appropriately and communicate effectively in an increasingly multicultural environment
(Childress, 2010). Many other reasons are listed, such as the recruitment of the best students for
doctorate trajectories, the wish to contribute to development aid, and status. But the main reason for
internationalisation is to produce graduates with the international competencies that will enable them
to live and function in an increasingly international and multicultural society and labour market as
knowledgeable and concerned world citizens.
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and who are able to work effectively in international and multicultural teams. World Citizenship and
Internationalisation are two of the four focal policy points of THUAS.
And since the beginning of 2015, THUAS has a new internationalisation policy2. Next to the various
internationalisation efforts already in place, we are now set to implement that policy systematically.
The faculties and departments are integrating internationalisation and world citizenship in their development plans for 2020 and an increasing number of departments take stock of their internationalisation
efforts by means of the digital self-evaluation tool of EP-Nuffic: MINT, Mapping Internationalisation .3
Internationalisation is the theme of the 2015 THUAS annual Education Day, which will be the start of
systematically internationalising all learning goals and curricula.
Comprehensive internationalisation entails much more than that, however (cf. Jones, 2013). It needs to
be explicit in all key university policies and strategies, incorporated into planning processes, aligned and
delivered through normal line management routes and should include positioning and profiling, learning and teaching, research strategies, human resources policy, assessment, subsidies (local, national
and international) and facilities. Internationalising learning goals and curricula should be supported by
suitable pedagogy and assessment and by such means as varied international mobility opportunities,
demonstrably linked to the desired internationalised learning outcomes and curricula, and by intercultural learning opportunities in international and multicultural classrooms, within the local community
and during internships in multicultural workplaces (cf. Belt et al., 2015). With our diverse student body,
THUAS has excellent opportunities to create an international and multicultural campus culture, well
established within the international region of The Hague, including student union clubs, societies and
informal gatherings, thus forming the basis of the informal curriculum for all students.
Many of the lecturers of THUAS are motivated for internationalisation and quite a sizeable number has
international experience and competencies. Yet there is a clear need for a wide ranging staff development and recruitment programme to support internationalisation, including language and intercultural competence development and working periods abroad (Walenkamp, 2010; Masselink, 2012).
This includes travel and human resources policies, support for international activities, education and
research, and adequate financial resources.
One of the focal points of THUAS is to have a well-maintained and fully utilized (inter)national network of partnerships with universities (applied and research), alumni, industry, research institutes,
(local) government, non-governmental organisations and public service organisations, which is of crucial importance for the implementation of the internationalisation policy.
Finally, there should be clear management structures and a continuous enhancement of internationalisation activities and strategy through feedback, reflection and evaluation processes.
The Research Group International Cooperation4, which was created in 2009 through the visionary wisdom of the Nuffic – the Netherlands Organisation for International Cooperation in Higher Education
and Research – and The Hague University of Applied Sciences, aims to generate and disseminate
knowledge that will enable higher education institutions to increase and improve their international
cooperation (cf. Walenkamp, 2009).
2 Global Citizens in a Learning Society. Internationalisation at THUAS 2015-2020
3 https://www.nuffic.nl/en/expertise/quality-assurance-and-internationalisation/mapping-internationalisation-mint
4 In Dutch: lectoraat Internationale Samenwerking

International students are important for THUAS in its internationalisation efforts. International knowledge
workers are important to Dutch society and its economy. We therefore investigated what foreign students
like, and dislike, about the Netherlands, The Hague region and The Hague University of Applied Sciences.
What would entice them to stay, and what is likely to chase them away. Although in general terms foreign
students are very positive about their stay here, improvements are possible, particularly with regard to the
interaction between Dutch and foreign students (Funk & Walenkamp, 2013; Walenkamp & Funk, 2014).
A major research line was developed on the acquisition of international competencies by students
during study of internship abroad (Walenkamp & Hoven, 2011; Hoven & Walenkamp, 2013a&b, 2015).
It became apparent that the effects of such an experience are much greater when the students are well
prepared before and guided during their stay abroad. With Manuela Hernández Sanchez, PREFLEX5,
a training module was developed, with a trainers’ guide, to teach and guide students in the goalconscious and goal-oriented acquisition of intercultural competencies (Hernández Sanchez &
Walenkamp, 2012a&b, 2013a&b).
International courses are limited, but there are many students with one or both parents born abroad:
the so-called allochthonous6 students. In THUAS they constitute 42 per cent of the bachelor students.
With the proper training and guidance such a Dutch, multicultural classroom could also bring about the
acquisition of intercultural competencies.
Together with the Research Group Citizenship and Diversity we set about testing the value of the,
adapted, training modules for international and multicultural Dutch classrooms, by means of surveys,
interviews, class observations, critical self-reflection reports and 360-degrees feedback. The results in
the first year pilot study are very interesting but not conclusive (Belt et al., 2015). In the second year of
the study, the weaknesses that came to the fore in the pilot were addressed. Corina Tabacaru reports
on certain aspects, such as the experiences and perceptions of students of the training, adapted by her
and Jantien Belt.
The studies by Hoven & Walenkamp were expanded with a small group of students from Windesheim
University of Applied Sciences, who went to Uganda in the context of a minor Development Cooperation
and under the guidance of the organisation Eye4Africa. Jantien Belt gives an impression of the first
findings in this volume.

5 Preparation for your Foreign Learning Experience
6 Ancient Greek ἄλλος (állos = other) + χθών (chthṓon = earth, ground)

JOS WALENKAMP

The role universities of applied sciences might play in development cooperation was sketched in two
studies that looked at the alignment of higher professional education with the needs of the local labour
market in Ghana and Mozambique (Gondwe & Walenkamp, 2011; Gondwe, 2011). Cooperation was set
up with the polytechnics of Accra, Cape Coast and Takoradi in Ghana, and a conference was held in
The Hague with representatives of the four higher education institutions. One result is to be found in
Ghanaian internships of students from the minor Development Cooperation.

INTRODUCTION

One of the first studies looked at the lecturers of THUAS: at their experience with and attitude towards
internationalisation, their proficiency in English, their international competencies and their motivation
for development cooperation (Walenkamp, 2010; Masselink, 2012).
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A most important opportunity arose when JoHo7 approached us to assist them in assessing the effects
and impact of their MillenniumDoen! Programme. With a subsidy from the Minister of Development
Cooperation, Joho was instrumental in sending one thousand young people abroad for voluntary work
and in assisting them financially in extension activities upon their return. Together we collected and
analysed an enormous amount of data on the development of social concern and international competencies. Saskia Rademaker shows us a tip of the iceberg in her contribution to this volume.
These two studies show the steep learning curves of students and other young people with regard to
world citizenship - social awareness and international competencies - when confronted with challenging intercultural encounters, particularly in developing countries
In internationalising learning outcomes and curricula the voice of alumni and employers needs to be
taken into account. Through online surveys, interviews and focus groups we painted a general picture
of THUAS as a whole and a variety of employers (Funk et al., 2014a&b; Walenkamp et al., 2015). In her
chapter Anneke Wieman describes the results of her survey among internship supervisors and alumni
of the informatics courses at the Faculty of Technology, Innovation and Society. Andreas Funk presents
the findings of an online survey among alumni of universities of applied sciences, the HBO-Monitor.

16

Internationalisation also includes increasing the number of degree programmes suitable to both a
Dutch and an international audience, and consequently increasing the number of English-taught courses, as well as introducing English-medium instruction on a modular level. Joyce den Heijer studied
the implications of English-medium instruction on teaching practice and learning outcomes at The
Hague University of Applied Sciences.
So this volume gives an overview of some of the work done in the Research Group International
Cooperation. More is to be found on our website:
www.thehagueuniversity.com/research/overview-research-groups/international-cooperation/
about-the-research-group
We would welcome your feedback and suggestions and in short everything that might help us to support the internationalisation of higher education institutes by further research.

7 www.joho.org/nl
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Training Intercultural
Competence in the
International Classroom
A Qualitative Analysis of Students’
Intercultural Awareness
CORINA TABACARU

Summary
The international classroom is presumably a far more effective learning environment for the
acquisition of intercultural competence when students receive adequate training to make the
most of their intercultural encounters. This paper provides a summary of the intercultural training
taught to first-year students of an international programme in The Hague University of Applied
Sciences. The purpose of the paper is to investigate how the students respond to this intercultural training as well as what signs of intercultural awareness they show after completing the
course. The findings were obtained via qualitative methods such as semi-structured interviews,
observations and student homework assignments. Overall, students evaluate the training positively. Furthermore, students show some awareness of the necessary ingredients for effective
intercultural communication in the international classroom as well as of the challenging nature
of this communication due to cultural diversity. Finally, this paper provides recommendations
from the facilitators on stimulating intercultural learning in the international classroom.

1. Introduction
It is an auspicious time for internationalising curricula and stimulating global citizenship at The Hague
University of Applied Sciences (THUAS). Currently, one of the University’s core objectives is to train students to be globally minded professionals with an international and intercultural perspective, interested in
worldwide issues and willing to embrace diversity (World Citizens in a Learning Society, 2015). Stimulated
by a nationwide initiative, THUAS offers a significant number of international study programmes and internationally themed minors that provide a breeding ground for training and acquiring vital international competences (van Galen et al., 2014). In today’s global labour market, competences such as the ability to learn
and work in a culturally diverse environment are extremely important (The British Council, 2013).
Within the broader spectrum of international competences, this paper will focus on the intercultural
aspect of these competences in the international classroom. The international classroom designates
a culturally heterogeneous group of 20 to 30 students enrolled in an international study programme
for a whole academic year. Intercultural competences refer to the knowledge, skills and attitudes that
enable students to behave effectively and appropriately when interacting with people of different cultures (Deardorff, 2006; see below). Students need to become interculturally competent in order to participate effectively in the international classroom, to work together in culturally diverse project groups
and to maximize their learning in view of their future professional career.
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1.1 Intercultural competence: a model
The term intercultural competence used in this paper closely follows the theoretical model designed
by Deardorff (2006). Designed as a pyramid, this model comprises four interdependent layers. At its
foundation lies a respectful, open and curious attitude that entails the willingness to ‘withhold judgement and to tolerate uncertainty’ (2006:254). Without this openness to other students of different
cultural backgrounds and enthusiasm towards diversity, it can be difficult to thrive in the international
classroom.
The second level in the model of intercultural competence is embodied by cultural knowledge and
skills. ‘Cultural knowledge’ goes far beyond the culture-specific information that one knows of their
own and other cultures. It also entails the ability to deeply understand the impact of culture on our
own worldview and the worldview of others. Finally, ‘skills’ refer to the ability to listen, observe and
analyse new cultural situations as well as demonstrate linguistic competence. The necessary skills,
solid cultural knowledge and the right attitude will lead to, as Deardorff (2006) points out, the third
and fourth layer, namely, the ‘desired internal and external outcomes’. The last two layers refer to the
ability to adapt to and behave effectively in new cultural contexts. In the international classroom, students with adaptability to different ways of communicating and behaving, with empathy and a flexible
mind-set are more likely to communicate and behave appropriately and achieve their goals. Finally,
the degree of someone’s intercultural competence depends on the extent to which all these four layers
of competence have been acquired.

1.2 Communication in the international classroom
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Intercultural competence entails the ability for effective communication with people of other cultural
backgrounds. Analysing communication in the international classroom can provide insight into the level of intercultural competence that students and teaching staff may possess. This section will focus on
some schematic differences that are likely to pose problems in students’ communicative interaction.
Research shows that there are many long-term benefits associated with a culturally diverse environment. For instance, Stahl et al. (2010) argue that multicultural groups may produce more creative solutions as they challenge ideas longer and face less risk of groupthink compared to monocultural teams.
Furthermore, studying in the international classroom offers ample opportunity to train and develop
intercultural communication competence and share cross-cultural knowledge (Belt et al., 2015).
Despite these benefits, communication in culturally diverse groups may often be fraught with misunderstandings or conflicts especially in the short term (Gabb, 2006; Taras & Rowney, 2007). In the international classroom, an obstacle in intercultural communication is the inequality in language proficiency. For instance, many non-native students may find using English as the working language difficult
(Taras & Rowney, 2007). Students who feel less comfortable communicating in the working language
tend to speak less compared to the more proficient ones. What is more, proficient English speakers tend
to speak more during group work sessions and even interrupt less proficient students more. This means
that valuable ideas or contributions of less proficient speakers are never heard (Davison & Ward, 1999).
Finally, Taras and Rowney(2007) claim that less proficient speakers tend to be perceived by their team
members as less knowledgeable of the topic.
Another problem for the intercultural communication may be the degree of (in)directness in the communication style. In very broad terms, Western-European and North-American cultures tend to show more
directness in their verbal style than Eastern-European and Asian cultures (Hofstede, 2001). People
with a more direct style will appreciate clear and precise communication which is relatively easy to
understand. Conversely, speakers with a more indirect style will opt for a more nuanced message that

To conclude, this section has outlined some of the potential challenges that culture-bound differences
in communication styles might bring to the international classroom. These broad, schematic differences mainly between Asian and Western communication styles are deemed to be most relevant in the
configuration of our international classroom. It is nevertheless important to clarify that the above-stated differences are generalisations and that we need to recognise the huge variety of individual differences from the likely behaviour of an ethnic group (see 2.1).

1.3 Training in Intercultural competence (TIC)
As stated before, following an international study programme and being part of an international classroom provides ample opportunity for sharing cross-cultural knowledge and intercultural learning.
However valuable this intercultural learning may be, it is nevertheless not sufficient to achieve intercultural competence (Deardorff, 2011; Teekens, 2000). Students also need to be able to make sense
of the intercultural encounters that they experience. This can be more readily achieved by means of
a formal training that facilitates this experiential learning (Swaan, 2014). Hence the initiative of the
Research Group International Cooperation to start a pilot ‘Training in Intercultural Competence’ (TIC) to
first-year IBMS group in September-October, 2014.
This training has been designed in accordance with the research-based framework of intercultural competence (Deardorff, 2006). Furthermore, intercultural competence is developmental in nature, which
means that individuals may progress from a more ethnocentric worldview to a more global mind-set
(Bennet, 1998). Finally, this competence requires a process of learning; in other words, to develop the
ability of handling intercultural incidents effectively and function well in the international classroom,
students need to go through several cycles of learning that include actual experience, reflection, conceptualization and experimentation (Gregersen-Hermans & Pusch, 2012). As discussed in the next
section, students are stimulated during the training to explore their own cultural background, reflect
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The degree of directness can also be reflected in someone’s preferred way of disagreeing or giving negative feedback. For instance, Meyer (2014) states that many Western cultures, especially the Dutch, tend
to see open confrontation as appropriate and bearing no impact on the relationship. Generally speaking,
the Dutch provide negative feedback in a direct or unmitigated way and criticism might be publicly given.
At the other end of the spectrum, Meyer places Asian cultures as generally avoiding confrontations and
expressing negative messages or criticism in a “diplomatic, subtle” way and only in private (2015:69).
This schematic example of cultural differences is meant to illustrate the “cultural distance” in a multicultural group, that is, the degree of unfamiliarity that members of different cultures might experience
when interacting with each other (Gabb, 2006). In fact, Volet & Ang (1998) argue that the degree of (un)
familiarity can influence and even determine how successful a learning environment is.
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can be more difficult to decipher for outsiders. This continuum of (in)directness is illustrated in Hall’s
(1990) model of high and low-context communication. According to this model, all communication
takes place within a certain context but the amount of meaning communicated through the context
itself differs from culture to culture. Context consists of everything that is not the verbal message, such
as, history, social background, relationship, status, time of the day and facial expressions. People with
a low-context communication style tend to be more direct, that is, they prefer starting with the main
point and ending with details. Conversely, people with a high-context style show a preference for starting
with context, which may sound like details to low-context listeners, and address the main point later.
While in low-context cultures, communicators need explicit, structured information, in high-context
cultures communication is more implicit, more difficult to decipher for an outsider and flows more
freely. Given this degree of (in)directness, Taras and Rowney (2007) argue that speakers with different
communication styles might face problems when they use their own style as a frame of reference.
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on their own intercultural interactions with the help of theoretical tools, discuss case studies of business cross-cultural communication and finally apply the new insights in their day-to-day intercultural
academic environment.
After teaching TIC, it is important to investigate its effect on students’ level of intercultural competence. In fact, more research is necessary into the impact of formal intercultural training in the international classroom (Belt et al., 2015). Due to limited data, the present paper will not measure the
effectiveness of the training. This aim will be within the scope of forthcoming research to be published
by the Research Group International Cooperation in collaboration with the research group Citizenship
and Diversity later this year. The central question that this forthcoming research will address is: In what
way does an intercultural training taught in the environment of an international classroom impact the
development of intercultural competences in first-year students at THUAS?
The present paper uses only qualitative data gathered in one international group, namely the test
group. As the data from the control group are lacking here, it is not possible to measure the impact
of the intercultural training on students’ level of intercultural competence acquired as a result of the
course. This paper aims to explore the following: How do students in an international classroom respond
to TIC and what signs of intercultural competence awareness can be detected in students after having
been thought the course?
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In her study on assessment methods of intercultural competence, Deardoff (2006) found that it is best
to use multiple assessment methods of a “primarily qualitative” nature (2006: 258). The data used in
this paper have been collected in one IBMS class, 1G. These data are exclusively qualitative and come
from the following methods: observation of classroom interaction during nine different workshops,
semi-structured interviews with a sample of ten students, a focus-group evaluation and homework
assignments. The data used here are part of a wider body of data collected for the above-mentioned
forthcoming study over the course of the academic year 2014-2015.

The homework assignment titled “Intercultural Autobiography” consisted of the following parts: a
description of the student’s cultural background, a critical reflection on a memorable intercultural
experience following a six-step action-research cycle (i.e. experience, describe, interpret, reflect,
apply and plan) and a conclusion on the student’s intercultural learning so far and the impact of the
intercultural training on their academic and/or professional life. In order for students to complete
this assignment adequately, guiding questions were provided for each part (Hernández-Sanchez,
Tabacaru, & Walenkamp, 2014). Especially the critical reflection, accompanied by the other two
parts, can shed light on the student’s level of intercultural competence. In total, 16 assignments
were received from students; however, very few assignments contained a critical reflection on an
intercultural experience.
On 28 October 2014, two focus groups of seven students met separately to evaluate TIC. Each focus
group participated in a discussion of approximately 45 minutes, moderated by a member4 of the
International Cooperation Research Group. One moderator was also the trainer of TIC and the mentor
of 1G throughout the academic year 2014-2015. A drawback of this double role is that students in a
focus group may feel reluctant to express themselves critically about the training. In our case however,
when the student responses in the two focus group sessions were compared, the results were similar.
Finally, when discussing double roles, we should mention that the author of this paper also facilitated the TIC course with 1G and mentored this class over the course of the academic year 2014-2015.

1
2
3
4

J. Walenkamp and J. Belt
C. Tabacaru, B. Prins and M.J. van der Velde
J. Belt
J. Belt and C. Tabacaru
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The semi-structured interviews were conducted by two members1 of the research group International
Cooperation in November and December 2014. Half of the interviews focused on international classroom dynamics and half on acquiring intercultural competences. During the interviews, students were
asked about their own opinions and experiences of communicating with people from different cultural
backgrounds in and outside of the international classroom. Furthermore, students were asked what they
thought about the intercultural training they received and what they learned from it. The interviews
were transcribed word-for-word and the transcripts were coded2 and analysed using a list of codes
based on the Pyramid Model of Intercultural Competence (Deardorff, 2006: 254; see 1.1). This code
list was developed and refined by the research groups International Cooperation and Citizenship and
Diversity. More codes were added to capture students’ attitudes towards the TIC training and to investigate intercultural group dynamics in the international classroom. In addition, the nine class observations were conducted and analysed by one member of the research group International Cooperation3
according to the same list of codes based on Deardorff’s model.
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2. Methodology
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Experiencing the course as a facilitator as well as writing about the experience has its advantages as
well as its disadvantages. One important advantage is that the experience of facilitating the course can
provide more depth when evaluating the course. One important disadvantage is a certain bias when
analysing and interpreting data.

3. TIC – Training Intercultural Competence in the
International Classroom
The Training in Intercultural Competence (TIC) started at the beginning of the academic year, on 5
September 2014. The training material was based on a pilot course, PREFLEX5 (Hernández-Sanchez &
Walenkamp, 2012), and further developed and adapted to the IBMS students’ needs by three members
of the Research Group International Cooperation, namely, J. Walenkamp, M. Hernández Sanchez and
C. Tabacaru. The training was taught in seven workshops that were expanded into nine for future use
(see TIC trainer guide).

3.1 1G - Composition of an International Class
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The international classroom of this study is represented by a first-year IBMS group, 1G, at THUAS.
Group 1G started the academic year with twenty-seven students: eleven female and sixteen male students. Six students have a native Dutch background and eight a Dutch immigrant background. Besides
the local students, 1G is composed of the following international students: five students from China,
two from Indonesia, two from Moldova, one from Finland, one from the UK and one from Greece. Given
that almost half of the students come from abroad, it is fair to call 1G an international group.
All students’ names in this paper have been anonymized. A list with each student’s ethnic background
has been included in the Appendix.

3.2 The Course Design
Students’ needs should always be at the centre of an intercultural course design. Ideally, students
should go through an intake process such as an individual or focus group interview in which their learning needs can be identified well in advance of the actual start of the course. Given that our training
started in the first week of the academic year, an intake was not possible to organize. What is more,
due to the early start, students might not be very aware of their intercultural learning needs, as this
might be the first time they study abroad or in an international classroom. Therefore, the intake was
replaced with a self-testing tool to assess our students’ level of intercultural competence, administered
during the first session of the training (Berardo & Deardorff, 2012). Based on the results, each student
formulated a SMART learning goal to be achieved over the course of the training.
The primary objective of the training was ‘to equip students with the necessary intercultural knowledge, skills and attitude so they can thrive in the international context of their study as well as later, in an ever globalized and multicultural business environment’ (Hernández Sanchez, Tabacaru &
Walenkamp, 2015). The purpose of TIC was to train students to acquire intercultural competencies in
a goal-conscious and goal-oriented way by means of their intercultural encounters in the international
classroom, or, in other words, to guide students in making the most of their international classroom
setting. This will in addition facilitate intercultural communication so that students are able to adapt
better to an international learning environment. Furthermore, TIC aimed to train students to become

5 Preparation for your Foreign Learning Experience

The second and third workshop focused on different culture-bound communication styles and, respectively, on intercultural communication barriers. Through in-class discussion, a self-testing tool and
group activities, students were encouraged to explore their own preferred communication style as
well as their attitude to cultural communication barriers and how these might affect their interactions
with others. Workshop four aimed to illustrate cultural dimensions such as our relationship to group
and individual behaviour, our attitude to time, to hierarchy and status as well as elements of non-verbal behaviour. It is important for students to understand that these categories should not be seen as
absolutes, but as nuanced dimensions that always occur in degrees; they merely give a basic, practical insight of what cultural traits prevail in one culture or another (Hofstede, 2001). It is essential to
remind students that one’s cultural reference may differ from one’s cultural preference. In other words,
someone’s preferred communicative behaviour may differ from the predicted general behaviour of the
cultural environment the person originates from.
While the first four workshops focused on introducing and applying theoretical models and tools,
session five and six consisted of applying the learned theory through interactive activities such as
role-plays and reflection. Finally, workshop seven was designed as a review session in which the most
important theoretical concepts were further trained through activities that addressed both student-related intercultural communication and business-oriented cross-cultural communication. To illustrate,
workshop seven together with the first four dealt with case studies about international student life such
as study abroad, in-class participation and group work. The last three sessions, including workshop seven, consisted of various business case studies meant to explore the communication pitfalls employees
may be faced with in a culturally diverse work environment (for the full range of activities, please see
the TIC trainer guide; Hernández-Sanchez et al., 2015).
3.2.1 A Sample Activity from the course
As stated in section one and illustrated further in section four, group-work communication can be
fraught with intercultural misunderstandings. In IBMS, group work generally entails that four or five
students of different cultural backgrounds work closely together on a project, for a common grade.
This shared goal and shared responsibility requires intensive communication; in this context, cultural
differences might surface and lead to tension or clashes.
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Each workshop was designed to meet a more specific learning objective. For instance, in the kick-off
session, a lot of attention was given to building trust and creating a positive learning atmosphere
among students and facilitators. This session, which took approximately four hours, was built around
getting to know one another, creating awareness of the cultural diversity in the classroom by discussing similarities and differences, and defining a personal learning goal in the area of intercultural competence. The getting-to-know-one-another activities are also recommended in the literature as a way
to stimulate intercultural communication and an overall positive learning environment. Gabb (2006)
argues that spending time on such activities that may improve collaborative relationships in the international classroom is important and it must be done ‘sensitively’ with an emphasis on the academic
and professional rather than the psychological benefits.
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competent cross-cultural communicators in their future professional career while capitalizing on the
learning experiences gained in the intercultural classroom. The first three workshops focused on intercultural situations that are more close to the experiential world of the international student, while the
last three addressed the cross-cultural communication of the business world. Finally, it is important
that all the issues taught in the course are made concrete enough and relevant for the students’ dayto-day life or their future career.
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To give students more opportunity to manage tense intercultural encounters common to the international
classroom and, more specifically to group work processes, we designed the activity below.
Nice or nightmare! Role-play on group work
Your group is behind schedule with an assignment that needs to be submitted in 10
days. Terry is having a conversation with Carla about what needs to happen.
TERRY
You moved to the Netherlands four months ago and feel homesickness and emotional
stress. Everything in the Netherlands is so different from your home country; what’s
more, some of your group mates speak their mother tongue during group work sessions and you feel totally ignored. You find it really hard to address this issue with
them. Last time you expressed disappointment about an incident, they did not seem
to understand you. You feel there’s not much room for your opinion during group discussions and that the work you deliver is always being criticized and turned down by
the other group members. You do not feel accepted by the group, especially by Carla.
She asked you to meet her in the cafeteria to have a talk.
Nice or nightmare! Role-play on group work
Your group is behind schedule with an assignment that needs to be submitted in 10
days. Terry is having a conversation with Carla about what needs to happen.
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CARLA
You express your opinions directly and like to get straight to the point. Planning is
your forte and you like assigning tasks and making sure that everyone is on track.
You are a perfectionist and lose patience easily when someone delivers work that
you think is below standard. You have a hard time communicating your expectations
to Terry. Every time you tell him that his work is not good enough, he goes quiet. He
always agrees with the group decisions, but then he ends up doing his own thing.
Last time, you even took out his part from the assignment and only notified him
afterwards. The other group members would like Terry to be more active in the group
work, but do not really mind the present situation. You do, and think it’s unfair that
some members of the group need to do more work. You asked Terry to meet you in
the cafeteria to work things out.

In this activity, a group of three students take on the roles of Carla, Terry and the observer. There are in
total three rounds of approximately five minutes and each student gets to play each role once. While
the task of Carla and Terry is to enact the script above, the observer is assigned to observe what is
happening, analyse the situation using the theory of high- and low-context communication and, subsequently, give effective feedback on the interaction. The objective of this activity is to draw attention
to a common problem that might occur during group work, that is, (intercultural) miscommunication
and to the possibility of solving this problem by behaving adequately, in a culturally competent way.
3.2.2 Some Suggestions from the Facilitators
Facilitating an intercultural training can be a rewarding and challenging experience. In an academic
context where students are under constant pressure to perform up to standard, to do homework and
meet deadlines, the facilitator may face a tough job to demonstrate to students the importance and
relevance of the training to student day-to-day activities. However, relevance of learning material in

Intercultural mindfulness entails the ability to pay attention to the context of the interaction such as
non-verbal behaviour, social status and vocabulary choice that can help interpret what is happening.
Mindfulness also means being aware of our own assumptions, values and emotions through which we
understand others as well as putting ourselves in other people’s shoes by noticing their assumptions,
behaviour and words. Finally, mindfulness reflects the ability to incorporate new categories into our
cultural understanding so we can behave appropriately. As Thomas and Inkson (2009) put it, mindfulness is “a mediating step that helps us to link knowledge to skilful practice”. Being mindful is not an
easy feat, though. What students need to understand is that mindfulness can be difficult, especially at
first, but that if practiced more regularly, it can lead to greater flexibility of thought and action. To stimulate mindfulness, we introduced and applied the D(escribe)A(nalyse)E(valuate) model in the course
(Nam, 2012). Admittedly, more attention can be paid to practicing intercultural mindfulness throughout
the course and there are a variety of activities and concepts designed to this purpose (Nagata, 2004).
Furthermore, mindfulness includes the recognition that, despite our cultural differences, there are
many similarities between us and people of a different culture. What’s more, even when cultural differences do exist, they do not always matter. Besides diversity, the international classroom is built on
a shared culture of common values, norms and rules and students who adapt well, learn to understand
and respect this culture. Students’ ability to partake in and create this shared culture by influencing
one another and recognizing similarities might be just as important as noticing cultural differences.
Although Deardorff’s model of intercultural competence only focuses on cultural differences to define
cultural sensitivity, we believe that the ability to find similarities can lead to a better interaction and
collaboration in the international classroom. In fact, previous research shows that some students are
convinced that focusing on similarities is better for building relationships (Belt et al., 2015). Therefore,
we as facilitators should not only focus on cultural differences, but also pay some attention to the valuable realm of similarities among culturally diverse people.
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With relevance of learning material being the key success factor, the trainer should be able to give concrete advice and tips applicable to student life. However, the trainer should refrain from providing students with ready-made answers, and with permission to culturally essentialise people and see them as
the product of their own culture. Preferably, the facilitators should always have concrete examples of
their own experiences as a communicator in a culturally diverse environment. The trainer should stimulate students to gain knowledge on possible underlying cultural values and norms, but also to stay
close to the facts and suspend judgment while dealing with culturally ambiguous situations. Finally, as
stated in the course material, students should pay ‘mindful attention’ when engaging in intercultural
interactions (Thomas & Inkson, 2009).
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the eyes of the students is an essential motivating factor in any programme. The learning material
has to build on students’ prior experience and knowledge and offer them new perspectives and ideas
on how to interact effectively in the international classroom and across cultures. The material should
preferably be organized from simple to complex, from concrete to abstract and from known information to new input (Gregersen-Hermans & Pusch, 2012). Furthermore, the programme activities should
be varied to keep the students engaged. While performing the activities, Gregersen-Hermans & Pusch
(2012) recommend that students will need to switch between listening, discussing, sharing, reflecting
or experimenting. From our interviews students expressed a preference for assignments that stimulate
interaction with one another (see 3.3). Finally, there should be flexibility in the way each workshop is
taught. Therefore, it might be a good idea to avoid a detailed time schedule for each session and to only
give the topic, the learning objective and possibly the break times.
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4. Students’ Experience of TIC
In this section we will investigate how students in 1G responded to TIC, based on our data gathered
from the focus-group discussion, the interviews and the class observations.

4.1 Evaluation of TIC during the focus group session
On the whole, both focus groups evaluated TIC positively. For instance, students were able to name
and explain several theoretical concepts discussed in the previous six sessions such as: the definition of
intercultural competence, high- and low-context communication styles, Bennet’s model, stereotypes,
non-verbal communication, and some cultural dimensions. Students were also able to remember some
video fragments vividly, such as Chimamanda Ngozi’s TED talk, “The Danger of a Single Story”. In
addition, they mentioned they liked the games (e.g. ‘Barnga’ during the kick-off), the role-plays and the
group discussions around case studies. They found the half-day kick-off a good opportunity to get to
know classmates and one student even added, “That’s why we are such a nice group!” Finally, students
liked the idea that stereotypes are not necessarily counter-productive to intercultural communication;
stereotypes may provide a light-hearted opening to a conversation.
In terms of didactic approach, the students appreciated the short reviews at the beginning of each
lesson, the good balance between theory and activities, the course material (i.e. student syllabus and
class slides) and the clear explanation and guidance of the teacher. In addition, they liked the fact that
TIC is worth 1 ECT that they can use as ECA (Extra-Curricular Activity). Furthermore, some students
mentioned that TIC helped them to become more open-minded. Previous to TIC, students found themselves fairly interculturally competent due to the culturally diverse environment some of them grew up
in or came into contact with. However, TIC made them more aware of the many cultural differences out
there and of the need to deal with them effectively.
A disadvantage of TIC mentioned by several students was the time-consuming aspect. This is an aspect
we already anticipated and chose to assign students as little homework as possible. In addition, students would have liked to discuss more business cases on Asia, South-America and developing countries. According to some, a point for improvement in the course would be to incorporate guest lectures
of business people with international experience but also presentations given by students and business
trips to international companies. Finally, some students mentioned the confusion around a mentoring
assignment posted on Blackboard that they initially thought they had to do and later found out they
were exempted from, because of TIC. All in all, students found all the information the course covered
necessary and useful.

4.2 Evaluation of TIC based on the semi-structured interviews
Compared to the focus-group session, the interviews give us a slightly more nuanced perspective on
TIC. Similar with the outcome of the focus group, many students mentioned the different communication styles as a valuable tool to understand intercultural communication in the international classroom
and later on, in the business world. Other elements of the course mentioned were: Hofstede’s cultural
dimensions, the kick-off day improving class dynamics, applying knowledge by means of role-plays
and case studies and knowledge about different cultures, especially Asian cultures.
Overall, the ten students interviewed varied in their enthusiasm and appreciation for the TIC course.
To illustrate, two out of the three Chinese students interviewed were very positive about the training.
Cora found TIC ‘the most interesting subject of all’ because it was easy to follow, it promoted better
understanding of people with a different cultural background and because of the trainer. Jerry called
the training ‘perfect’ because ‘we just lack knowledge of intercultural differences’, knowledge that
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can be applied immediately ‘right now with each other’. He also believes that all IBMS groups should
follow TIC next year. Furthermore, Gianno and Halima expressed a heightened interest in the subject
of intercultural competences; Gianno mentioned that, due to the training, he has become more mindful when involved in intercultural communication. On a slightly less enthusiastic note, Cindy found
the course fun and easier than other courses. Due to their previous intercultural experience, Lieve,
Aisha and Maya consider themselves fairly competent, albeit intuitive, intercultural communicators.
For them, the added value of TIC was the theoretical background provided in the course that enables
them to consciously explain and interpret intercultural situations. For Roberto, the added value was
learning about the Chinese culture which he knew little about. Jordy found the course improved the
class dynamics and provided him with some interesting insights; however, he would rather follow the
training next year because of heavy workload in year one. While Aisha shared Jordy’s opinion, other
students such as Lieve and Jerry found the course useful especially because it took place in the first
year. Finally, besides the points for improvement mentioned during the focus group, one student mentioned the need for more material on dealing with intercultural conflicts.

4.3 Recognizing levels of directness in intercultural communication
During the TIC training, special attention was paid to intercultural communication styles. Using Hall’s
model of ‘low- vs. high context’ communication, students were encouraged to explore different levels
of directness in intercultural communication by means of role-play and case study. In addition, students were asked to assess their own preferred communication style with the help of a self-assessment
tool (Gudykunst & Kim, 2003) and to reflect on the skills of adapting one’s communication style in an
intercultural encounter.
Based on the semi-structured interviews, the students in 1G seemed to remember the conceptual model
of high- vs. low-context the most and, consequently use it to reflect on their own and other people’s communication style (see 4.3). For instance, Gianno (Turkish-Dutch) described himself as ‘low-level context
at school’ and high-level at home with his family and mentioned the need to make this ‘switch’ on a daily
basis. Lieve noticed that her fellow Chinese students have a more restrained way of communicating, with
the exception of Jerry. However, she noticed that even Jerry’s outgoing communication style could be
described as indirect because he gives a lot of details and context before he states the main point. Halima
(Moroccan-Dutch) claimed that she gained more self-awareness through the exercises because she had
no idea she ‘could be so direct’. Along the same lines, Aisha (Moroccan-Dutch) also mentioned she is
low-context due to the influence that Dutch culture had on her (see 3.3). Similarly, Maya was already
aware of her direct communication style during her high-school exchange year in Thailand; she already
knew that ‘European teenagers are different from Asian students’. Her approach was to warn her Thai
friends about her direct style and ask them to tell her directly whether they found her ‘way of talking disrespectful’. Finally, Cindy found Dutch people more direct; she believes ‘they just say the main sentence’.
Overall, the semi-structured interviews reveal that the students of 1G seem to be aware of the more direct
or indirect style of communication present in the international classroom. In accordance with the literature, many students mention differences in the level of directness between Western-European and Asian
students for instance (Ting-Toomey, 2006; Taras & Rowney, 2007).
For the international classroom, this pervasive difference may have deep consequences in class discussions and group work sessions. When making a suggestion or answering a question, Western students
are expected to start with the main message upfront and subsequently providing details or justification
if necessary. Students with a more indirect communication style may provide contextual information first and then present the core message. As a result, teachers may assume that these students
are uncertain, unclear or simply unprepared for class. This difference in expectations when it comes
to expressing ideas or formulating answers may be problematic, if not made explicit to students.
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Therefore, interculturally competent teaching staff needs to explain the academic expectations and
assessment strategies to the students of the international classroom.
4.3.1 A critical incident
This sub-section zoomes in on a critical incident described by Nanna, a student born and raised in the
Netherlands by Indonesian parents who immigrated to this country in their twenties. This critical incident depicted an intercultural interaction that stayed in Nanna’s mind as a vivid example of a cultural
misunderstanding. Nanna wrote about this incident in her intercultural biography (see 2). We chose to
fully render the incident in Nanna’s exact words below for two reasons; firstly, it is a clear and genuine account of events and secondly, it shows how Nanna managed to make sense of the intercultural
interaction with the help of the ‘low- and high-context’ model learned in TIC.

❙

“Before I went to IBMS I knew there were going to be a lot of international students but
I never thought I would come across Intercultural difficulties because I thought I was
Interculturally competent.

❙

But the first day already, I came across an Intercultural difficulty with my classmate,
Juna, who is also Indonesian. Never did I think that we, out of all the students, could have
Intercultural difficulties.

❙

We were both looking for the right classroom and we were lost. We searched together
for the classroom and sat next to each other. I thought, because of the fact that she’s
Indonesian, that we’d probably have the same interests. I began talking, asking questions,
talking about myself, about the Netherlands, the differences, trying different subjects but
she looked very uninterested. She kept playing on her phone while I was waiting until she
answered me or asked me any questions.

❙

At the end of that class I felt very upset because she wasn’t being social to me and I couldn’t
understand why she was so uninterested. For quite a few days, I walked around with the
thought that she was so mean and arrogant. I just didn’t understand what I did wrong. I
asked my parents and they explained to me that Indonesian people that are a little above
middle class in Indonesia are ‘sombong’, which means arrogant in Indonesia. For me it
didn’t feel as a good explanation for why she acted like this.

❙

A week later in class for Intercultural Competence we read a case about a Dutch student
on Internship in Jakarta. Ms. Tabacaru asked Alfie and Juna (both Indonesian) what the
student did wrong. They said that the Dutch student is arrogant because she talks a lot
about herself […].

❙

It finally hit me, it wasn’t her fault, it was mine. I have now learned that ‘I’ in the eyes of
Indonesians was too arrogant and I talked and asked too much. I shouldn’t have been so
direct and asked all these questions at once. I should have listened more carefully and give
her the time to get to know me because she comes from a high-context culture.

❙

That day I realized that I was more low-context than I thought. Having this Intercultural
difficulty with someone from the same country as me, really opened my eyes. We are both
Indonesians but we have big Intercultural differences. The days after that class I took the
time to slowly get to know Juna more. We are now good friends and I’m glad things worked
out, with time.”
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As the class observations showed, the classroom atmosphere stayed positive throughout the whole
training. Overall, students displayed an open and friendly attitude to their classmates and engaged
well with the course material. On a few occasions, however, two or three students were noticed to display a lack of readiness to participate in the group activities. Especially in the second and third session,
which contained a more prominent theoretical element, students took a less active role on the whole.
This changed in the following sessions with the implementation of more activating teaching methods,
such as case studies and role-plays. With regard to their seat placement in class, students mostly mingled well in terms of ethnic background and gender. Occasionally, two or three Chinese female students chose to sit together; in addition, on two different occasions, a large group of male students was
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4.4 Classroom dynamics during the TIC sessions
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This intercultural biography was due after the fourth session of the TIC course when all theory was covered. Nanna was further not interviewed and there is no way of knowing whether her assessment of the
situation was correct. Whatever the reason Juna reacted in a different way than Nanna had expected, it
is important nevertheless that Nadyia was not satisfied with blaming Juna for her own disappointment.
What’s more, she found a way, with the help of TIC, to make sense of the situation by becoming more
sensitive to cultural differences between her own background and Juna’s. By showing adaptability to
Juna’s different communication style and adjusting one’s own way of communicating accordingly,
Nanna shows clear signs of “desired internal and external outcome”.
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noticed to sit together on one side of the room and another smaller group of female students sat next
to one another at the back of the classroom. All in all, no pattern of seating preference was discovered.
This ever-changing seating placement of students could be a result of the teacher requesting students
to sit next to someone with a different linguistic background. Interestingly, when group assignments
were presented, students preferred the teacher to designate the groups. When allocated group tasks,
most students worked well together, using English as the working language. An exception was noticed,
however, in session four of the training, when groups of four or five students were assigned to study
and discuss a cultural dimension. Zooming in on the dynamics of a specific group (Gianno, Cora, Jordy
and Lieve), we noticed that all group mates were engaged in discussion during this activity with the
exception of Cora. Gianno took a leadership role by asking questions and making notes, Lieve asked for
Jordy’s support and received it, but none of the three students engaged with Cora who just sat quietly.
After a while, Cora whispered something to Gianno who showed support by explaining Cora’s input to
the others and noting it down. This small incident is interesting because it is symptomatic of a more
complex underlying work group dynamics (see 4). As we will see in the next section, there is a significant difference in 1G between overall class dynamics and work group dynamics. To illustrate it with
a metaphor from geology, the class dynamics can be compared to the outer layer of plate tectonics,
where students, like tectonic plates, are moving peacefully relative to one another. Beneath the surface, however, when it comes to group work dynamics, the pressure and temperature can be very high.
As we will argue in the next section, this difficult group-work dynamics could be a symptom of cultural
differences present in intercultural communication.

4.5 Concluding remarks
Like any other training, the TIC course should be designed in accordance with students’ needs; the topics should be relevant to students’ day-to-day life or to their future professional career. Furthermore,
the course should include a wide variety of activities, with a significant number of assignments that
stimulate interaction among students. Finally, there should be flexibility in the way each workshop is
taught.
Based on our data, students found the course useful and the atmosphere during the TIC workshops was
positive; by far the most important element of the course that most students named was Hall’s model
of high- versus low-context communication. During the course we noticed a positive overall classroom
dynamics; however, as we will see in the next section, there is a tenser underlying group-work dynamics at play.

5. Exploring Intercultural Competence in the International
Classroom- A Qualitative Analysis
This chapter will explore 1G students’ views on interculturally competent communication and behaviour in the international classroom. These results are mainly based on semi-structured interviews conducted after completing the TIC training and on a number of class observations during the training
sessions. Given that the major part of our data consists of interviews, we expect our findings to shed
more light on the students’ awareness of what it means to be interculturally competent rather than on
their actual level of competence.

5.1 Well–begun is half done: Positive attitude in the international classroom
The first step in building intercultural competence is having an open, respectful and curious attitude
towards all members of the international classroom (see 1.1). Based on our observations, the students

Given their immigrant background, students such as Halima and Gianno have had the opportunity to
experience cultural diversity throughout their whole life. As a result, they seem to demonstrate an
open, inclusive attitude that makes them fit well in the international classroom. Interestingly, another
student of immigrant background, Aisha, called herself a foreigner (‘een buitenlander’) and apparently
made no difference between her own background and the background of her international classmates.
In contrast, many Dutch native and international students might have experienced less interaction with
people of different cultures prior to their enrolment in IBMS. However, even these students maintained
to have had a curiosity and eagerness for intercultural experiences before becoming part of the international classroom. For instance, Jordy, a student from the UK, found it important to learn Spanish
and German for his A-levels (“there’s a whole world out there to explore”). In addition, two Chinese
female students, Cora and Cindy emphasized the importance of travelling to foreign countries (“Europe
is a very good idea. You can travel around. Once you travel you will know what a real world is like.
It’s very helpful for you to build self-value”). Finally, Lieve, the only Dutch native student interviewed,
confessed to have always had a wait-and-see approach when interacting with new people (“iemand die
een beetje de kat uit de boom kijkt”). She confessed to be using this very same approach in 1G. Even
though this cannot be considered an intercultural attitude as such, an observant, cautious style of interaction can be useful, as we will see later in this section, when dealing with behaviour that one cannot
immediately understand or classify.
So far, our class observations and interviews conducted over the course of one semester provided us
with solid proof of a positive classroom dynamics present in 1G. We believe that this overall dynamics
is partly the result of the open, curious and respectful attitude students demonstrate in 1G. As previously stated, a supportive attitude is a first important step in building intercultural competence. We shall
now go on to explore the next layers of intercultural competence manifested in 1G.

5.2 ‘Daring more’: Communicative behaviour in the intercultural classroom
Starting a university study programme is a potentially exciting but also challenging process. The new
student has to learn to thrive in an environment abundant in new rules, new expectations and new
people. An international study programme, on the other hand, adds a new layer of excitement and
challenge for the student of the international classroom. This student is immersed into an even more
unfamiliar and culturally diverse learning environment where the potential for discovery as well as
for misunderstanding and ambiguity becomes greater. That is why, the international classroom may
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Furthermore, all students involved in our semi-structured interviews confirmed a positive overall
atmosphere they have experienced in 1G. Based on their responses, a good learning environment
starts with an open, respectful and curious attitude. For instance, Gianno, a Dutch student of Turkish
immigrant background, finds interacting with people from different cultures ‘no problem at all […] if
you are a bit open-minded, both parties of course, and show a bit of curiosity’. Similarly, Halima, with
her diverse educational and social background, has always found herself open to and very interested
in people from other cultures. Living in Rotterdam, her own circle of friends is very diverse as well.
As a student of the international classroom, she believes that one of the main reasons for the positive
atmosphere in 1G is a respectful attitude (“elkaar in hun waarde laten”). She enjoys the feeling of
respect she receives from her classmates and finds them very “open-minded”. Halima illustrates the
respectful open-mindedness of her classmates by means of two satisfying conversations she had with
a Dutch student on an excerpt from the Koran and respectively, with a Chinese classmate on the media
coverage of Hong-Kong and China relations.
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in 1G showed an eagerness to interact and a friendly responsiveness to one another from the very first
workshop they followed together as a group, at beginning of the academic year.
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require a more ‘daring’ communicative behaviour from the international student. In this part we will
focus on the actions students claim to have undertaken or deem necessary in order to facilitate communication and understanding in intercultural encounters.
Firstly, the working language in 1G is English. For all students in 1G but one, English is not their first
language. According to the composition of the class, 14 students share Dutch as a native language,
one student is native English and the remaining 11 students are native speakers of one of the following
languages: Chinese (5), Bahasa Indonesia (2), Romanian (2), Finnish (1) or Greek (1). Given that English
is not the first language for the overwhelming majority of the students, speaking it at all times in the
classroom comes with a cognitive effort. As follows, the temptation is high to resort to one’s mother
tongue especially for the Dutch and the Chinese students who are linguistically well represented in
the class.
The Dutch students showed a fairly predictable language behaviour. The students interviewed admitted to speaking Dutch when they wanted to explain a difficult concept, or when they wanted to say
something quickly even during group work sessions when not all group mates were able to understand
them. For Lieve, speaking English was difficult in the beginning and switching back to Dutch, whenever possible, was the ‘natural’ reaction. Roberto showed pragmatism about his use of Dutch; with his
Dutch-speaking classmates he would turn to Dutch, while with a non-Dutch speaker he would use
English; with Quentin from the Dutch Antilles, he would speak Spanish. Halima also mentioned having
to juggle with three languages on a daily basis: Dutch, Moroccan and English. She found this difficult
and admitted to speaking Dutch whenever possible. Inadvertently, she even wrote in Dutch in the common WhatsApp group, which turned out to be a major source of dissatisfaction for Maya. Two other students interviewed mentioned being aware of Maya’s irritation but still resorting to their first language
from time to time. The exception to this language behaviour seemed to be Gianno. He expressed a love
for speaking English and a strong belief that students should use the shared language at all times in
the international classroom, especially when there is a non-Dutch speaking person around.
When using English in class, the Chinese students showed a similar behaviour. They found it very difficult to speak English fluently. This sometimes prevented them from making more contact with the other
classmates in spite of their intention to do so. For instance, Cindy confessed she’s ‘a little bit negative’
because communicating with other non-Chinese students is so hard; in class, she felt more comfortable
to sit next to her Chinese ‘friends’. The exception to this reluctant behaviour was Jerry. He expressed an
eagerness to speak English, a language that comes naturally to him. Even when a Chinese classmate
asked him a question in Chinese, he responded in English when another person who did not understand
Chinese happened to be around. Very often, the other Chinese student would stick to Chinese and Jerry
would stick to English in the conversation. During the preparatory year, he spoke English all the time
and a lot of his Chinese peers did not like that. They would say to him: “I know you speak English good,
but do you have to speak English all the time even to your own people?” Jerry said not to be too bothered
by these remarks. English just ‘feels more natural’ to him in an international environment.
Indeed, research confirms that using English as a working language in an international programme
can be perceived as difficult by many students (Taras & Rowney, 2007). For the vast majority of our
students and staff, English is not their native language. Especially in the beginning, being immersed in
an English programme can come as a shock to many of our students. Local students have Dutch to fall
back on when they want to explain more difficult concepts or when they want to say something more
quickly. When the local students represent a majority in the class, then Dutch becomes an informal
working language during group work sessions. That can be very confusing for international students
who do not only have to face the challenges of communicating in English as a foreign language, but

Other students in 1G expressed a similar eagerness to understand, as well as to explain their cultural
background to others. For instance, when asked why he believed that 1G is the best class, Jerry gave
this answer: “I think intercultural class, that helps a lot. […] And we try to be more tolerant. Be more
patient when you face something that you feel a bit strange. A lot of my classmates try to ask me something about China and I was trying to give as detailed as possible to them […] We talk a lot about a lot
of stuff, about our home town. We just try to give compliments and try to understand […] even if some,
they have their own ideas, they do not like to convince others. They don’t try to say you’re wrong.”
Similarly, when Gianno received a lot of questions about his Turkish upbringing from his native Dutch
classmates in high school, he saw this as an opportunity to explain and inform others about his cultural
background. Furthermore, when it comes to understanding, both Roberto and Jordy thought it was necessary to look at the situation from both sides, especially in an argument. While this is not necessarily
an intercultural skill as such, understanding an issue from different perspectives in an intercultural setting can be a step in cultivating empathy and an ethnorelative view. Similarly, sharing solicited information about one’s cultural background could lead to familiarity, mutual understanding and possibly,
stronger relationships in the international classroom.
Besides striving for mutual understanding, some students also mentioned listening and observing, as
an effective way to behave in intercultural encounters. For instance, when discussing the rules of working together in groups, Halima considered herself ready for compromise. First, however, she needed
to listen to and understand the different position a classmate might have. In his turn, Gianno said he
has been listening more to other classmates since he became part of the international classroom and
has been trying not to interrupt others. Cindy mentioned an episode when she was observant of the
different ways people gave her compliments after her presentation and partly attributed the different
reactions to cultural conditioning (‘I did a business presentation. And when I do the presentation, I can
see the different behaviour of people from other countries. Some people just cheer for me, some people
just smile at me. After I went back to my seat, some people said: Good job.’).
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Besides the struggle to use English as a working language in class, the students of 1G also need to
make another type of effort to engage in intercultural communication. To illustrate, Halima said one
needs to be more ‘daring’ in an international environment and saw that as a prerequisite to learning
(‘if you don’t dare, you’re not going to learn anything actually’). She thought that the students who
have chosen for IBMS were willing to put in the effort to deal with people of different cultural backgrounds; these students ‘just dare more’, they took initiative and made the first step to approach others.
Similarly, Lieve captured this daring behaviour when describing her interaction with a Chinese female
classmate during Math tutoring: “in the beginning, the Math private lesson with Mady was always
strictly Math, it was quite business-like. And then at a certain moment I tried more […] I tried to have
a chat. And then Mady opened up as well. And now it’s not only just strictly Math. Now it’s friendly
chatting (‘gezellig’), some Math and afterwards some more chatting and then Math again.” In his turn,
Jordy described this intercultural behaviour as a willingness “to participate and understand the different contexts”.
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also experience Dutch as an additional language, present in many interactions during group work.
Given that Dutch is a language that few international students will learn to speak beyond a basic level,
its use in the international classroom will have to be tolerated to some extent by these international
students. If Dutch students are likely to resort to the comfort zone of their mother tongue, so do some
international students, as we have seen in the case of the Chinese, who happen to be more strongly
represented in class. They too may create linguistic isles in the classroom that can hamper the flow of
intercultural communication.
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So far we have discussed the ‘desired external outcome’ of interculturally competent behaviour that
students of 1G identify. Based on students’ responses in the interviews, we have acknowledged a certain awareness of the challenges that intercultural communication might pose and hence the need for a
more ‘daring’ behaviour on their part. This ‘daring’ intercultural behaviour entails an effort to speak the
shared language and not to resort to a minority language, an effort to understand, to listen, to observe
and interpret a situation from both sides. In the following section, we will explore the ‘desired internal
outcome’ of being interculturally competent.

5.3 Reflexivity: Creating meaning in intercultural encounters
As mentioned before, due to an added degree of unfamiliarity, intercultural communication can pose
more challenges to the international student. This section is meant to explore what happens beneath
the surface, the dilemmas and mental work that students of the international classroom face in their
encounters with their peers. In the previous section, we have illustrated an entire intercultural incident
experienced and critically reflected on by a student. These critical reflections, if completed according to
the action-research model, can give insight into how students create meaning in intercultural encounters. However, due to the very limited complete assignments received from students, we are forced to
base this subsection on the interview transcripts.
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A dilemma that students appeared to face is whether to attribute misunderstanding or ‘deviant’ behaviour to individual or to cultural differences. For instance, after repeatedly failing to persuade a Chinese
classmate to commit to group work, Jordy asked himself: ‘But at one point it did cross me: Is this something to do with the intercultural? Is it something we’re missing? Is it something I’m missing?’ Jordy’s
self-query illustrates the dilemma whether to attribute the problematic communication to cultural or
to individual differences. Jordy went on to mention other Chinese classmates who did put in the work
and added that ‘comparing [is] a bit unfair’. In other words, Jordy stated that lack of commitment has
little to do with one’s cultural background and did not further dwell on his own role in the intercultural
communication. This particular incident involving Jordy’s work group will be illustrated in more detail
in the next section.
Another episode of problematic communication during group work was recounted by Halima. Halima’s
friend and classmate, Maya confessed her frustration with a group mate, Alfie, to her. According to
Halima, the problem between the two arose due to a mismatch between Maya’s direct way of communicating her expectations regarding group work commitment and Alfie’s friendly unresponsiveness
to her. In order to help Maya, Halima enlisted another classmate’s help, Samantha to see if Alfie and
Maya’s problem could be explained from an intercultural perspective. While Maya believed that Alfie’s
communicative behaviour was a reflection of his personality rather than of his cultural programming,
Halima as well as Samantha showed more understanding towards Alfie. They invited Maya to suspend
judgment and try to look at the situation objectively before forming an opinion. Halima owned up to
being more judgmental in the past but realized that quick judgment is a barrier to understanding (‘It’s
because I was also like this in the past, I was very quick to judge, while you don’t really know what’s
lying behind.’). Thus, Maya was encouraged here to consider cultural differences as well when diagnosing the communication problem she had with Alfie.
However, this attribution dilemma takes a different shape in group work than it does in classroom
dynamics at large. Faced with ‘deviant’ communicative behaviour, group mates may be tempted to
explain a collaboration problem by blaming the other of incompatible personality or lack of commitment, as we have seen in the case of Maya. On the other hand, classmates outside of the project group
who do not have to suffer the consequences of a shared insufficient grade for example, may be more
inclined to attribute unfamiliar behaviour to cultural differences. These tendencies noticed in students’

All in all, as we have seen in this section, reflexivity in intercultural communication does not provide
students with quick answers to the potential dilemmas they might encounter in intercultural communication. As it emerges from student interviews, reflexivity is the act of thinking about one’s own role
in the communicative interaction, of tolerating ambiguity while trying to understand the issue from
someone else’s (cultural) perspective. Clearly, reflexivity is valuable for building intercultural competence and should be stimulated in students (also see mindfulness 3.2.2).

5.4 The Chinese students: problem patterns in the international classroom
The students from China are the largest international student minority group both in IBMS and The
Hague University of Applied Sciences. Given the significant number of Chinese students studying at
THUAS, it is important to address some of the main problems that the Chinese students are likely to
face when adapting to the Dutch tertiary educational system and to the Dutch culture at large. Our
assumption is that the wider the cultural and linguistic gap, the more difficult the adaptation process.
Therefore, it is presumably more challenging for a Chinese student to thrive in the Dutch academic
environment than for other international student minorities with more similar cultural and linguistic
backgrounds.
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An illustration of the complex ramifications of intercultural communication can be found in Gianno’s
and Aisha’s responses. Given their immigrant background, they are used to shifting their cultural frame
of reference on a regular basis (Bennet & Bennet, 2002). For instance, Gianno’s secondary school
teachers mistakenly considered him shy; this is because when a teacher was giving him corrective
feedback, he kept quiet, while the teacher expected him to answer back. This silent reaction was due
to his upbringing; at home he was not supposed to interrupt when his parents reprimanded him. As
an adult, Gianno has successfully managed to ‘integrate’ the Turkish and the Dutch worldviews into
his cultural understanding and to behave accordingly. However, the international classroom has posed
new challenges for him. He thought that being enthusiastic and asking lots of questions is always a
good approach when interacting with classmates from different parts of the world. Now he understood
that not everyone may be comfortable with his enthusiastic overload of questions and forced himself to
listen more and interrupt less. When asked by the interviewer whether there was a difference between
the Moroccan and the Dutch way of communication, Aisha answered that both communication styles
are very direct. After some time however, she cast doubt on her previously made remark and reflected
on the deep influence that the Dutch culture has had on her and her environment and on the difficulty
to see the Moroccan and Dutch communication styles in a separate light. In the international classroom, she acknowledged the need to ‘think twice’ before interacting with some of her classmates.
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interviews could be explained as follows: when group mates work closely together in a project and
there is a lot at stake in terms of academic results, then students are more likely to explain the problem
by means of someone else’s lack of commitment or low language proficiency or both. Conversely, if the
students do not have a vested interest in the matter, then they are likely to name cultural differences
as the cause of ineffective group work collaboration. In both scenarios, a tendency to quickly attribute a problem to individual or intercultural differences could be down to insufficient reflexivity on the
students’ part. In a real-life conflict, the situation is seldom that simple. In a culturally diverse project
group, there is obviously accountability on both sides regarding commitment and communication, as
well as the presence of individual and cultural differences among students.
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This adaptation process can demand a significant portion of the Chinese student’s energy that might
otherwise be channelled into academic work. In fact, previous research has raised awareness to the
“precarious position of students from China” in IBMS (Belt et al., 2015). Building on this previous
finding, this section will illustrate the results from the semi-structured interviews regarding the situation of Chinese students in the international classroom. The purpose is to illustrate some typical
challenges that students from China might face when taking part in academic work and interacting
with classmates.
The first challenge is the level of English. As it emerges from the interviews, most Chinese students
confess finding English difficult (see 3.2). Moreover, the non-Chinese students are also aware of the
struggle that the majority of Chinese students face when communicating in English. This difficulty
perceived by both Chinese and non-Chinese students alike is all-pervasive: in class discussions, group
work sessions, written assignments and informal interaction. Even if the lower fluency level of most
Chinese students in 1G does not seem to have an impact on the overall class dynamics, the impact is
deeply felt at a group work level.
As already mentioned, group work entails that students work closely together on the same project and
share a common goal. As a result, given the higher stakes, everyone’s input and work ethic is more likely to be closely monitored by the other group members. Due to this more intense type of collaboration,
the likelihood of communication clashes or conflicts might also increase. This likelihood may become
even higher in a culturally diverse group. To illustrate, we focused on the problematic collaboration in
one project group consisting of five students with different cultural backgrounds. Four out of the five
students, Jordy (UK), Lieve, Gianno and Cora were interviewed and asked about their views on the
group-work process and collaboration.
Firstly, all students interviewed signalled the difficult collaboration with Cora, due to her lower English
level. Gianno, Lieve and Jordy found Cora’s group work contribution below standard. Jordy deemed
some of Cora’s written work ‘completely non-understandable’, which led to more work for the other
members who had to rewrite Cora’s part. Gianno, the group leader, often had the impression that Cora
did not grasp what she was supposed to do and often offered to sit next to her and help her better
understand the assignment. Lieve also mentioned that the group tried to take into account Cora’s lower
English level and consequently, assigned her shorter pieces to write. Like Gianno, Lieve tried to explain
the assignment requirements to Cora; she provided some examples to help Cora understand the task
better. What happened is that Cora noted down those same examples and later submitted them as her
part of the assignment.
All group members, including Cora identified a communication problem in the work process. However,
only part of this problem appeared to be caused by the difficulty of using English as the shared language. Indeed, other type of difficulties may lie at the root of the signalled communication problem.
Lieve said that she ‘gets no real contact’ with Cora; she does not know what she needs to say to her.
Gianno called Cora a ‘very quiet girl’ who ‘rarely says something unless you ask her a question; then she
gives a short answer’. Even when tasks were distributed, she kept very quiet.’ However, he didn’t find her
shy; he said that during the group work session she often asked for his help with searching information
on the Internet, help which he was glad to provide. In her turn, Cora said she’s ‘not a quiet person actually’ and that ‘it really depend[ed] on who’ she was with; if she was with friends or someone she ‘really
likes’, she would be ‘more active’. She confessed she soon got the impression that she was not very
well liked by the people in her project group. Interestingly, she reported to be working well in a second
project group consisting of Juna, Gianno and Samantha, because she could ‘see they like her’. Although
Gianno is a member of both groups, Cora still liked him despite the problems faced with the first group.

All other members however, accused Cora of lack of commitment. For instance, Gianno stated that the
weekend before the project deadline was due, Cora decided to go on a trip to Belgium and Luxembourg.
He said he was able to see this on her Facebook page. In addition, he mentioned Cora’s ‘last-minute’
way of reacting to group messages on Facebook or WhatsApp and asking whether she could contribute.
Concerning the day of the presentation, the group had decided to meet in the morning to go through
the slides and prepare together but Cora did not attend the meeting because she had missed the app
message. Interestingly, when relating this event, Gianno mentioned an inner conflict; on the one hand,
he believed that some group members gave a lot of good reasons for excluding Cora from the final
group presentation, on the other hand, he still found it difficult for Cora and the way she was confronted with the situation by John and Jordy just before the presentation. Even if Gianno mentioned Cora’s
inexperience with WhatsApp as a ‘cultural barrier’, he clearly joined the others in attributing the problem to her lack of commitment.
Finally, this group work conflict is fairly similar to the one illustrated in the PREFLEX study (Belt et al.,
2015). On the one hand, non-Chinese group members accuse the Chinese students of lack of commitment; consequently, they give the Chinese group mates fewer tasks or exclude them altogether from
certain activities. On the other hand, the Chinese students claim that they are committed but that they
face difficulty with their lower English fluency, with adapting to the new learning environment as well
as with the direct communication style of their group members. These intercultural problems illustrated here have been confirmed by previous research (Davidson & Ward, 1999; Taras & Rowney, 2007).
As these instances seem to be far from exceptional in IBMS, we believe it is necessary to raise awareness in mentors and project tutors alike about these recurring incidents. Culturally sensitive mentors
and group work tutors should explain the reasons for listening to and valuing each contribution with
a view to learning from each other, the rules of turn-taking during in-class discussion and the need to
express opinions clearly and briefly (Gabb, 2006). As discussed in section 1, expressing opinions and
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Nevertheless, Cora’s major struggle by far involves dealing with some of her group mates’ very direct
communication style. For instance, one hour before the group presentation was due, Cora was openly forbidden by John and Jordy to present her part on account of her insufficient work. She found the
way John (a new member of the group) and Jordy communicated this to her simply ‘unacceptable’.
Encouraged by her mentor to discuss the matter with her group members, Cora confessed that she
did not ‘know how to talk with them because they are with four people and I only have myself. And
they are very direct.’ She said she knew that the best way to solve the problem is to ‘tell them [her]
situation’. She also suspected they find her ‘lazy’ while she was convinced communication is ‘the big
problem’.

TRAINING INTERCULTURAL
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In addition, Cora confessed that she was aware she ‘did not do well at first’ when it came to her group
work contribution. Cora’s slow start was partly due to the challenges she had to face as an international
student. She arrived in the Netherlands one week before the start of the academic year and had to take
care of many issues which led to her missing some group work meetings. In addition, she stated never
being involved in group work in China and not being familiar with WhatsApp as a communication platform to work in a group. When comparing Dutch to Chinese students, Cora said the following: ‘Dutch
students are different from Chinese students. Here you just need to pay very much attention to your
status. And others will make friends with you. But in China it’s not like this. In China, if you’re making
friends, it depends on if you are a good student. And here they love students who are very, very active
in class.’ From this excerpt, two elements stand out. Firstly, Cora is aware that high in-class participation is highly desired and encouraged in IBMS; secondly, while it’s not entirely clear what she means
by ‘status’, it is something not equivalent to academic performance.
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giving answers in a concise and clear way is related to the predominantly direct communication style
preferred in the Netherlands and the Dutch education system. This direct communication style expected in the Netherlands should be made explicit to international students used to different academic
expectations.
Admittedly, a number of Chinese international students do succeed in the Dutch tertiary education
every year, but we believe this number can be increased if culturally competent tutor and mentor
guidance is provided.

5.5 Concluding remarks
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This qualitative analysis has shed some light on what student consider interculturally competent
behaviour in the international classroom. Firstly, students in 1G are aware of the necessity to have
an open and respectful attitude in order to fare well in the international classroom. Secondly, they
believe that being part of the international classroom requires the effort to speak the shared language,
to understand, to listen, to observe and look at a situation from different perspectives. Thirdly, when
dealing with communication problems students experience an attribution dilemma; namely, when talking about their own group work, students are more inclined to attribute these problems to individual
differences rather than to cultural differences. On the other hand, when the communication problems
do not concern them directly, students are more likely to name cultural differences as the root of the
problem. Finally, the collaboration between Chinese students and other students can be sometimes
fraught with challenges due to a potentially wider cultural and linguistic gap. Formal cultural trainings
such as TIC as well as alert guidance from project tutors and mentors can bridge this gap and equip
students better for the international classroom.

The international classroom is presumably a more effective learning environment when students are
trained and guided with a view to building their intercultural competence. Hence, the initiative of the
Research Group International Cooperation to provide the TIC course to one IBMS class at the beginning
of the academic year 2014-2015, and to attempt assessing its effectiveness.

Due to the fact that the major part of our data consisted of student interviews, our findings can hardly
shed any light on the students’ actual level of intercultural competence or on the effectiveness of the
training for that matter. The objective of this paper was to investigate the signs of intercultural awareness that students show after completing the course. When asked about their intercultural experiences
in and outside the international classroom, all students mention at least a couple of elements from
Deardorff’s model of intercultural competence that they consider important for effective communication. Furthermore, students seem to be aware of the challenging nature of intercultural communication
due to using English as the working language as well as to managing cultural differences. However,
when it comes to understanding and solving conflicts occurring in project groups, students are more
likely to see personal rather than cultural differences as the source of the problem. Finally, the more
serious communication clashes and conflicts revealed by our data involved Asian and more specifically,
Chinese students. Presumably due to the wider linguistic and cultural gap, these students may find it
more difficult to adapt to the new learning environment; furthermore, their contribution to group work
is rated less positively by their project peers.
With a view to helping students making the most of the learning opportunities in the international
classroom, we recommend that study programmes integrate formal intercultural training in their curriculum as well as provide a solid tutoring and mentoring guidance to their students. With regard to
training intercultural competence, every course should be designed with the students’ needs in mind.
The course material should be relevant, engaging and stimulate students to switch between listening,
sharing, discussing, reflecting and experimenting. Furthermore, the material has to build on students’
prior experience and knowledge and offer them new perspectives and ideas on how to interact effectively in the international classroom and across cultures. Finally, a successful intercultural course and
an overall successful international classroom depend on interculturally competent staff. Therefore,
teachers should receive adequate intercultural training, if necessary, in order to be able to help students manage group work processes and adapt to new, culturally diverse learning environments.
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The first objective of this paper was to investigate how students respond to and evaluate the intercultural training. Overall, students found TIC useful and the atmosphere during the workshops was positive. Especially during activities such as case-study discussions and role-plays, students engaged well
with the material and their classmates. The theoretical tool most frequently mentioned both during
the interviews and the focus-group session was Hall’s model of communication. During the interviews,
students used this model to explain different ways of communicating they experienced in and outside
of the international classroom. The class observations revealed a positive overall classroom dynamics; however, a more problematic group-work dynamics was brought to light in the semi-structured
interviews.

TRAINING INTERCULTURAL
COMPETENCE

6. Conclusions and recommendations
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APPENDIX
Student names with corresponding ethnic background
Dutch:
Lieve
Samantha (Dutch - Indonesian)
John (Dutch - Antillian)
Halima (Dutch - Moroccan)
Aisha (Dutch - Moroccan)
Gianno (Dutch - Turkish)
Roberto (Dutch - Venezuelan)
Nanna (Dutch - Indonesian)

Indonesian:
Juna
Alfie
Chinese:
Cora
Mady
Jerry
Cindy

Finnish:
Maya
English:
Jordy
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REFLECTION
Central questions: How do students in an international classroom respond to TIC and what signs
of intercultural competence awareness can be detected in students after having been thought the
course?
Background

Up until 2014-15 the Commercial Economies (CE) programme had offered three specializations within the Marketing
degree, one of which was International Marketing (IM). In the academic year 2013-14, the IM students were given the
PREFLEX (Hernández-Sanchez & Walenkamp, 2012) course in preparation for their study abroad. During the course of
the training, it was decided that as part of the internationalisation strategy of the department, the IM specialisation
would be eliminated and all CE students would be required to gain a total of 30 ‘international’ ects during the course of
their study. Eighteen of these ects would be embedded within the curriculum, and the remaining 12 (or more) could be
gained by way of electives with an international focus, study abroad, short international exchanges or an international
internship. As part of the embedded courses, Intercultural Competence (IC) was introduced as a mandatory course for all
first-year students. The first students to partake in the IC course were 2nd semester students from cohort 2014.
Experience

The IC course is based on the PREFLEX and TIC training, but further developed and adapted specifically to CE (Marketing
and Economics) students in a multicultural Dutch classroom. These students have not necessarily chosen for an
international focus and may or may not have any experience with an international classroom.
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Based on our experience from the PREFLEX training, we realized beforehand that the WHY is very important to these
students. They have to understand the significance of intercultural competence training, otherwise it is viewed as a soft
skill that really doesn’t have anything to do with their degree. Therefore, in addition to focusing on the demographic,
technological, economic and interpersonal imperatives, we looked at the significance in terms of their specific future
career prospects and professional development, nationally or internationally.
The goal was to help the students to understand their own culture first, before moving on to look at culture in general,
intercultural competence, barriers to this competence and the different styles of communication, worldviews and
cultural dimensions. Culture was discussed in its broadest sense, so not just nation culture, but also sub-cultures and
the cultures of places seemingly typically Dutch, such as Westland and The Hague. There was a great deal of focus on
identifying with more than just one culture and the impact of this, as it became quickly apparent to the students that
many of their classmates come from extremely diverse backgrounds.
It was fascinating to see the response of these first groups of students to the course. We noticed that their focus remains
on the visible aspects of the cultural iceberg; students often refer to cheese and ‘boerenkool’, even the ones with nonDutch ethnic backgrounds. Additionally, it was important for students with culturally diverse backgrounds to clearly
state that they are mainly just ‘Dutch’. The use of the word ‘just’ before Dutch was also an interesting observation.
When given the assignment to present their cultural background by way of a collage, the students were enthusiastic
about talking about themselves and engaged in each other’s stories. Participation during the lessons varied amongst the
students and while the training was done in English, many students chose to partake in discussions or do their portfolio
work in Dutch.
Student response

Reactions to the course were diverse and even group dependent. We noticed that the more culturally homogenous
classes tended to be negative about the course’s relevance, while the more ethnically and culturally diverse groups
were open to the course and seemed to understand the value and relevance. Another interesting observation was that
students who harboured narrow views with regard to other cultural or ethnic backgrounds were critical of the course and

From the portfolios it was apparent that for many students this course was an eye-opener. In their words, ‘they had
never thought about culture before.’ Students referenced Hall’s model of high- versus low-context communication to
talk about their own communication style, and some discussed their family and cultural background with references to
cultural dimensions. There was an obvious new awareness about what it means to be interculturally competent for a
number of the students.

Sushy Mangat,
lecturer Intercultural Competences and Intercultural Management, Commercial Economies,
The Hague University of Applied Sciences.
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In general, our experience has been positive and while we are looking to make further adjustments to the course based
on our experience during the first year, I would recommend this type of training for all first year students regardless of
the discipline or programme focus.

TRAINING INTERCULTURAL
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the necessity of learning about intercultural competence. Language was also an issue for some students who mentioned
that the fact that it was given in English made it difficult. Some students were also quite critical of the level of English
of the Dutch trainers.

Friday, 18 September 2015.
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Developing in a
developing country
A study on the attainment and further
development of international competencies
during an internship in Uganda
JANTIEN BELT
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Summary
To be able to ‘survive’ in a more and more globalising world, students of universities and universities of applied sciences must attain international competencies, in this study defined as respectively general personal, social competencies, intercultural competencies, a command of foreign
languages and international academic and professional competencies. International competencies can be attained in different ways by students: internally (via foreign teachers and/or students) and/or externally (via internships and/or exchanges). The external attainment of competencies is far more successful when students are well prepared and when they receive proper
supervision, both during and after their stay abroad. If this is not the case, students often tend
to develop at a personal, social and (inter)cultural level, but significantly less at an academic
and professional level (Stronkhorst, 2005). These students are also often unable to recognise
and express which knowledge and skills they attained during their stay abroad (Orahood et al.,
2004; CERI, 2008; Deardorff, 2009).
With the preceding information as a starting point, the Social Work degree programme of
Windesheim University of Applied Sciences in Zwolle started the minor ‘Social Work in Africa &
Asia’ in the beginning of 2014. Students who participate firstly pass through a a six-week preparatory theoretical programma, followed by a three-month internship in Uganda or Vietnam.
The minor concludes with a two-week postmortem programme. The practical component of the
minor involves Eye4Africa, a Dutch internship supervision agency for internships in Uganda,
Kenya and Vietnam. Eye4Africa arranges the internships, prepares the students for their stay
abroad, both in the Netherlands and abroad, and then offers them support, coaching and intervision meetings.
At the initiative of and in collaboration with Eye4Africa The Hague University of Applied Sciences
carried out a qualitative study amongst eight female students of the Social Work degree programme of Windesheim University of Applied Sciences who followed the minor ‘Social Work in
Africa & Asia’ during the academic year 2014-2015.
The following was key to the research conducted: the question of the extent to which preparation for the Social Work in Africa & Asia minor at Windesheim University of Applied Sciences and
the supervision that the Eye4Africa internship agency offers fourth-year Social Work students
during their internships in Uganda in the autumn of 2014 had a positive impact on the attainment and further development of international competencies.
The results have shown that the students found it very easy to recognise and express the knowledge and skills they gained during their internships. Secondly, the students mentioned clear professional, intercultural and personal, social growth. No growth or development in relation to academic competencies was observed in this study. However, this is not unusual, as the students were
doing internships. Academic competencies are particularly attained when studying abroad, while
professional competencies are particularly attained during internships (Hoven & Walenkamp,
2013; 2015). The main conclusion of this study is that the preparation and the supervision by
Windesheim University of Applied Sciences and Eye4Africa within the framework of the minor
‘Social Work in Africa & Asia’ has aided students with regard to growth and the (further) development of international competencies. Some important short comments are that a relatively small,
very one-sided sample has been interviewed and that there was no control group.
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1. Introduction
In recent decades, universities and universities of applied sciences worldwide have increasingly shifted
their focus to internationalisation (Forsey et al., 2012). By doing this, they hope to deliver graduates
with international competence, an open and respectful attitude to other cultures and different ways of
thinking, a feel for social involvement, a sense of responsibility for the world, an international knowledge of their profession, of their own culture, the cultures of others and other countries, skills like
multilingualism and the ability to listen and observe, analyse and relate and reflect. Armed with these
qualities or competencies, they will be able to perform better and with fewer difficulties in a globalising
world and multicultural environment. They have learned to act appropriately and are able to communicate effectively (Hoven & Walenkamp, 2013; 2015).
As such, universities and universities of applied sciences are responding to the wishes expressed by
organisations, which are looking for employees that are able to perform well and with ease in the
international arena (Daly & Barker, 2005). It is certainly not always necessary for them to go abroad.
They could equally have to do this in their own country, whether in an international organisation or in
an organisation that employs people from a number of different cultures.
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Students are able to attain international competencies at their own universities. This can be achieved
by recruiting and attracting foreign lecturers and students, for example. However, other possibilities
are available to students outside their own institutions: giving students the opportunity to participate
in a summer school or allowing them to spend some time studying or doing an internship abroad, for
example. However, it will be vital for students to go overseas for the country in question well prepared,
particularly where language proficiency and intercultural competencies are concerned. Added to the
above, they must receive proper supervision, both during and after their stay abroad. If this is not the
case, students often tend to develop at a personal, social and (inter)cultural level, but significantly
less at an academic and professional level (Stronkhorst, 2005). These students are also often unable
to recognise and express which knowledge and skills they attained during their stay abroad (Orahood
et al., 2004; CERI, 2008; Deardorff, 2009).

2. What are international competencies?

JANTIEN BELT

2.1 General personal, social competencies

DEVELOPING IN A
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In existing literature, various terms are used to define the concept ‘international competencies’: international, intercultural or global competence, global citizenship, intercultural effectiveness or sensitivity
and cross-cultural competence. The International Cooperation Research Group has chosen to include
intercultural competencies under the general term ‘international competencies’ (Hoven & Walenkamp,
2013; 2015). For the purpose of this research, the term ‘international competencies’ includes:
• General personal, social competencies;
• Intercultural competencies;
• A command of foreign languages;
• International academic competencies;
• International professional competencies.

An individual who has attained general personal, social competencies has the ability to interact with
others in a positive and effective way. These competencies include a range of behaviours, varying from
communication and listening skills to showing initiative and flexibility. General personal, social competencies are not exclusive to an international context and may be needed in any context: national,
international and even regional.

2.2 Intercultural competencies
Where intercultural competencies are concerned, this research will draw on the intercultural competency model developed by Deardorff (2006). In this model, Deardorff identifies a number of inextricably
linked levels of intercultural competency. These can be displayed as a number of different layers in a
pyramid. As an intercultural competency develops, each layer of the pyramid is worked through one by
one, from the bottom upwards. As the development referred to above continues, this process repeats
itself continually.
The basic layer of the pyramid is formed by attitudes, which influence every other aspect of intercultural competency. The starting point required is a fundamentally positive attitude to intercultural situations: an attitude of respect and appreciation of cultural diversity, an open, inquisitive and unbiased
attitude towards people with a different cultural background and an openness to situations that are
unknown and unclear and involve uncertainty.
The second layer is formed by extensive cultural knowledge and intercultural skills. Cultural knowledge can be defined as extensive knowledge of those cultural elements that influence one’s own way
of interaction or the interaction of others:
• An understanding of another individual’s global vision, norms and values and lifestyle;
• An understanding of the role and impact of cultural elements on behaviour and communication;
• An understanding of the historical, political and religious context;
• A socio-linguistic awareness of the connection between language and meaning in a social
context.
The intercultural skills are necessary to process the knowledge mentioned above. Particular examples
of these skills follow below:
• Listening, observing and interpreting;
• Analysing, evaluating and recognising relationships between different cultural elements;
• Managing differences and conflicts, including the ability to understand and manage different
cultural approaches to conflict resolution.
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A combination of the right attitudes, knowledge and skills results in the ‘desired internal outcomes’.
This involves critical cultural awareness, the ability to reflect on cultural matters, change perspectives
and to put into perspective and broaden the frame of reference on which one’s thinking and actions
are based. Ultimately, this will culminate in the ‘desired external outcomes’: the ability of a person to
communicate effectively and act appropriately in intercultural situations.

2.3 A command of foreign languages
A command of foreign languages involves more than just a general vocabulary or the ability to express
oneself fluently in a foreign language. This competency includes a range of aspects, including receptive and productive skills (listening and reading versus speaking and writing) and sub-competencies
like socio-linguistic competencies (knowing and understanding how language can be used with the
right social meaning, depending on the context) and strategic competencies (the ability to enhance the
effectiveness of communication or to keep communication on track if it is interrupted).

2.4 International academic competencies
International academic competencies include a knowledge of other education systems, international
academic literature and handbooks, the ability to do research with colleagues from other countries, the
use of international subjects and case studies in education, the creative use of different international
teaching methods and learning in one’s own classes and an awareness of the latest international developments in one’s own discipline.

2.5 International professional competencies
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International professional competencies involve a knowledge and experience of the various ways in
which one’s own profession is practised in other countries and the ability to utilise this knowledge and
experience effectively in one’s own work.

3. The Social Work in Africa & Asia minor
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The practical component of the minor involves Eye4Africa, a Dutch internship supervision agency for
internships in Uganda, Kenya and Vietnam. Eye4Africa arranges internships, prepares students for
their stay abroad, both in the Netherlands and abroad, and then offers them support, coaching and
intervision meetings. More information about Eye4Africa will follow in the next section.

DEVELOPING IN A
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In 2014, the Social Work degree programme of Windesheim University of Applied Sciences in Zwolle
developed a minor, based on the findings outlined above. The minor, the content of which ties in
with graduation specialisations in the social domain, consists of a six-week preparatory theoretical
component at the university of applied sciences, followed by a three-month internship1 in Uganda or
Vietnam (since 2015-2016). After students arrive back in the Netherlands, the minor will conclude with
a two-week postmortem programme. The minor was launched in the first semester of academic year
2014-2015.

There were three reasons for developing the minor (Van Brug & Muis-Pruim, 2015):
1. The Welfare Worker in the Mental Healthcare Sector and Youth Services graduation
specialisation
Because the field of work and government are making more and more demands on individuals
working in youth services and the mental healthcare sector (GGZ), an increasing number of Social
Work students is choosing Youth Services or Welfare Worker in the Mental Healthcare Sector as
a graduation specialisation. These graduation specialisations are gaining an ever clearly significance for the field of work because an increasing amount of care funding is reserved for the help
provided by care providers with these degree certificate supplements. As a result, the number of
students opting for a graduation specialisation has increased in recent years. Because these students are required to include fixed components of the curriculum in their learning programme, it
is (almost) impossible for them to gain international experience any more. By offering this minor,
which takes into consideration the curriculum requirements for students doing a graduation specialisation, it is possible for this group of students to gain experience at an international level too
and, by doing this, gain the ability to place their views on the profession in an international context.
2. Intercultural competencies (field of work)
Currently, a small number of students opt to go abroad as so-called ‘freemovers’ each year. This
happens at the request of an individual student, via the Examination Board. Where the above
is concerned, it has been observed in recent years that the international learning experiences
that students gain in this way are primarily evident at a personal level. There is little integration with professional development. Having said this, there is an increasing demand from the
Social Work field of work for professionals with intercultural competencies. Research by The
Hague University of Applied Sciences (Hoven & Walenkamp, 2013) shows that if international
experience is gained in a developing country, this can help individuals to attain the international
competencies necessary to be able to work with various target groups. However, it is important
for learning experiences to be embedded in an education programme properly; preparation and
aftercare are important elements.

1 Instead of ‘internship’ the Social Work degree programme uses the term ‘fieldwork’. Many students believe an
internship implies less initiative than ‘fieldwork’. However, they have – to some extent – to pioneer, and they
also have to conduct research.
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3. Student mobility
The development of this minor has made it possible to start to improve student mobility, in line
with the performance agreements. The Social Work degree programme in Zwolle and Almere
and the Educational Theory and Social Work and Services (MWD) degree programmes have
expressed great interest in linking up with this minor. It has been found that students want to
gain more in-depth knowledge by doing an international Social Work minor. This enables them
to place their profession in an international context and attain the graduation profiles required.
The starting points for the Social Work in Africa & Asia minor are as follows:
• Students receive supervision and support lessons before, during and after their time abroad,
making it possible for them to optimally integrate personal learning experiences into their professional attitude.
• Lessons focus on specific themes in the ‘social work’ field of work.
• Students contribute to and attain knowledge and skills during their internship period and do
not contribute any financial resources or goods. In this way, equality is promoted in the collaboration relationship as much as possible. Students work on assignments issued by partner
organisations.
• Students work as little as possible. directly with the vulnerable target groups themselves. They
are not given any caring duties. They focus more on supporting local staff who work with the
target groups in question.
• Critical consideration is given to the role played by student interns in orphanages or in relation
to other vulnerable groups and the meaning of changing volunteers and students for the bonding
process of orphans/children.
The education received prior to and after the practical component abroad is broken down into four
learning tracks:
• The exploration of theoretical aspects (bonding, addiction, health, culture, research and papers);
• Fieldwork (working with limited resources as a creative professional);
• Personal development (academic career coaching, intervision and coaching);
• Vision of the profession (professionalisation and debate).
The following themes are raised for discussion during the theory provided prior to the internship:
• Bonding: bonding problems, bonding disorders, adoption and growing up in orphanages.
There is a relatively strong focus on this theme, because Social Work students will (want to)
work with vulnerable children in developing countries a lot. The Social Work degree programme
of Windesheim University of Applied Sciences believes that the constant change in students
(volunteers) could seriously disrupt the bonding achieved by these children. As such, students
will primarily be prepared to work side by side with local staff and not so much in direct contact
with the children (also see ‘Starting points’ above).
• Themes relating to culture and development cooperation.
During their fieldwork, theory/knowledge aids students in their search for explanations, the
analysis of differences and the development of reflections and learning experiences.
• Themes relating to vision development: ‘from passion to professionalism’.
This involves two lessons: one on the concept of voluntarism and the other on awareness (including the question of what help is and when it has or has not been successful for you). Object: for
students to learn to place their views about the profession in an international context (qualifying
their views and having the confidence to put them to the test). Next to this there are lessons
about vision of illness and about addiction.

Explicit intercultural competencies have not been utilised in academic year 2014-2015 (yet).

In the last two weeks, students complete a lecture programme in the Netherlands. This consists of a
number of concluding meetings that focus on the integration of learning experiences for professional
practice. Vision development and transfer are key. Students conclude the minor with a debate on their
views on development assistance and on the profession in an international context. They also write
a paper about the research that they did during their fieldwork. Finally, there is a final exhibition in
which the students use words and images to show how they, as creative professionals, set to work with
limited resources during their fieldwork. Personal learning experiences and ethical dilemma’s are represented in a final portfolio together with assignments with respect to content.
The command that students have of the professional task at Bachelor level must be evident from the
following four points:
• The student shows independence: he manages the performance of professional tasks;
• The student is able to cope well with complexity: he comes up with solution strategies for multiple complex questions;
• The student displays transfer: he translates knowledge and skills into an approach in a different
situation;
• The student displays responsibility: he is accountable for the approach adopted and for coordination, continuity and the result.

2 ‘Outreach work’ is a term that is used in the social domain. Basically, it means that professionals do not wait
until a client approaches them, but identify problem situations themselves and offer their help.
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The students then spend thirteen weeks in Uganda or Vietnam. In the first week of their stay, they
attend a three-day preparatory training course, delivered by Eye4Africa. Having completed this, they
spend twelve weeks doing fieldwork with local organisations in the field of community work, care for
the disabled, the identification and prevention of domestic violence, addiction services, parenting support or refugee work. During their internships, students primarily do outreach2 work in collaboration
with local social workers. They also work with staff to do a (small) research project on a specific theme
that is relevant for their graduation profile (in 2014-2015, this was ‘bonding in Uganda’ (differences,
views, parenting)). While doing fieldwork, students have two intervision sessions with a supervisor/
coach from Eye4Africa who has been trained in the Netherlands. They may also benefit from individual
coaching in Uganda or Vietnam as and when they require.
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Lessons are supported by English-language academic literature, documentaries, visual material and
additional articles. Students attend group lessons, receive academic career coaching and work independently in literature groups and ‘country-in-the-spotlight’ groups.
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4. Eye4Africa
Founded in 2004, Eye4Africa offers students at universities and universities of applied sciences the
opportunity to complete an internship programme in Uganda, Kenya or Vietnam in their specific areas of expertise, with the object of achieving professional and personal growth. At the current time,
Eye4Africa employs two trainers and two coaches; all of them are Dutch. Eye4Africa promotes itself
via its website (www.eye4africa.com) and via a brochure. It also regularly presents itself at internship
information meetings organised by universities and universities of applied sciences.
The mission of Eye4Africa has been formulated as follows:

❙
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Eye4Africa strives to achieve the fair division of prosperity and well-being in the
world, by initiating the exchange of people and exchanges between people. Eye4Africa
believes that people can learn from each other and enrich each other, literally and
figuratively; cultural exchanges and learning about each others’ backgrounds and
situation can result in a growth in an awareness of and involvement in each others’
well-being. The activities in which Eye4Africa is involved contribute to awareness,
personal and professional growth and mutual understanding.

Eye4Africa finds internships for students. It also helps them to prepare for their stay and provides them
with assistance during their time abroad. Students can opt for a basic package or for a basic package
with individual supervision (three variants). Amongst other things, the basic package includes finding
an internship, a transfer from the airport to the initial accommodation, an introduction meeting, a city
tour, two intervision group sessions with all of the other student interns, a goodbye meeting and a
24-hour emergency telephone number. The packages with individual supervision also include meetings
with a coach and telephone consultations (just packages 3 and 4). The basic package costs € 595.00,
while the most extensive package costs € 750.00.3
The entire Eye4Africa programme focuses on the attainment of seven international competencies:
resilience, negotiation, establishing a connection, self-management, results orientation, creativity and
giving feedback (see Appendix 1). Self-reflection is an important aspect too.
The one-day meeting in the Netherlands, which Eye4Africa organises in preparation for the internship,
is used to provide students with information about Uganda, discuss the competencies referred to above
and complete a number of case studies in which they feature. Students are also made aware of the
opportunities and challenges with which development work will present them.
The primary object of the three-hour intervision meetings is to establish how well the students
are doing, help them with any problems they have and give them tips on how to create structures.
Everything they learn will also be related to the Eye4Africa-competencies via the STARR method4.
Consideration will again be given to the themes that were key to the theoretical component of the
minor. This happens at an individual level in the coaching meetings.

3 The gross prices mentioned above apply for 2015.
4 The supervisor/coach uses the STARR interview method to gain the most reliable and structured impression possible of student behaviour without actually having been present. The Situation, Task (or object), Action, Result and
Reflection structure is used to gather examples of behaviour. This reveals how the student operates, which abilities he or she already has for the tasks to be completed and which abilities could still be developed further.

5. The search question for the research

JANTIEN BELT

In this context, added value can be defined as the added value of internship preparation and supervision in comparison with foreign internships in which students are not offered either of them. This added
value can be achieved in a number of areas:
• general personal, social competencies;
• intercultural competencies;
• a command of foreign languages;
• international academic competencies;
• international professional competencies.
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The research to be done will focus on the added value of preparation prior to and support provided
while doing an internship in Uganda by fourth-year students enrolled for the Social Work degree programme at Windesheim University of Applied Sciences in the autumn of 2014.

The following will be key to the research conducted: the question of the extent to which preparation for
the Social Work in Africa & Asia minor at Windesheim University of Applied Sciences and the supervision that the Eye4Africa internship agency offers fourth-year Social Work students during their internships in Uganda in the autumn of 2014 had a positive impact on the attainment and further development of international competencies.
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6. Research substantiation
This research was carried out by the International Cooperation Research Group at The Hague University
of Applied Sciences, at the initiative of and in collaboration with Eye4Africa, in the period from
September 2014 up to and including August 2015. It ties in with previous research done by The Hague
University of Applied Sciences on the added value of study or an internship abroad for the development
of international competencies by students and the conditions and factors that influence the development of these competencies (Hoven & Walenkamp, 2013; 2015).
Initially, the intention was to use a number of research tools: quantitative research in the form of an
online questionnaire (baseline evaluation and first evaluation), a 360-degrees feedback evaluation
among family and friends of the students, qualitative research in the form of in-depth interviews and
a self-reflection report. A control group was to be studied too, consisting of Social Work students that
did internships in Uganda without the supervision of Eye4Africa or a similar organisation. It was also
the intention to interview a minimum of 15 respondents per research group. Despite the fact that
everything was done to carry out the research in line with the research design envisaged – customised
questionnaires and a list of items for discussion, a number of briefings and requests sent to both the
test group and the control group - the qualitative research alone was completed and then only in part,
among a non-random sample of eight female respondents from the test group. However, it was decided to go ahead and publish the research results obtained, as they offer interesting insights at aspect
level into the development and attainment of international competencies during an internship in a
developing country.
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The interviews took place at Windesheim university of applied sciences in Zwolle on Monday 12
January 2015. The students had been back from Uganda for just several days at the time (because of
which they had not attended the postmortem programme yet). Each of the interviews - conducted by
two researchers from The Hague University of Applied Sciences, on the basis of a list of items for discussion that Eye4Africa had prepared in advance - lasted approximately 45 minutes and were recorded
on an audio-tape. Four of the eight interviews were conducted via Skype, since the students in question
lived too far away from the research location to attend in person. Notes were made during the interviews and were transcribed straight away afterwards.
The report did not make any distinction between the impact of preparations by Windesheim University
of Applied Sciences and the impact of supervision by Eye4Africa. This was not possible because both
organisations used virtually the same (international) competencies.
The evaluation of the intervision and coaching provided by Eye4Africa was reported on separately.

7. Research results
7.1 Frame of reference
General
The eight Social Work students from Windesheim University of Applied Sciences who were interviewed
for this research varied in age from 21 up to and including 26. Most were living at home still (in Zwolle
(and the surrounding area), Kampen and Almere).

Students were free at the weekends, which they spent doing all kinds of activities together in Kampala.
They all stayed in the same hotel there.

Projects
The students were deployed primarily as student interns - in pairs - in existing social projects in villages and places around Kampala, the capital city. Examples included a project for disadvantaged single
mothers and an aid project for poor families. Their activities included those listed below:
• Delivering training courses to the local population (on subjects including HIV, nutrition, child
abuse and setting up their own businesses);
• Training group workers involved in their projects (on subjects including alternative punishments
and giving compliments);
• Accompanying group workers on house visits;
• Administrative work;
• Giving English lessons to children between the ages of five and fourteen;
• Creative activities with mothers (making jewelery and similar products to sell);
• Creative activities with children;
• Writing success stories for sponsors and the government about families that took part in a social
project.
According to students, they generally had a proffesional level that is higher than staff and project
team members in Uganda. As a result, students were usually able to make a very valuable contribution
during the internship. It was also often necessary for them to be creative. For example, if there was a
sudden power cut or if certain equipment was not available, like a beamer or craft supplies. Ultimately,
less work was done than initially expected. According to the students this was due to the mentality of
the local population. Ugandans like to take their time and not get too stressed about anything: breaks
lasting hours and hours were the rule rather than the exception - for Ugandans and students alike.
Several students were forced to switch to a different project and accommodation because a dangerous
virus had broken out in their area (the Marburg virus, related to the Ebola virus). However, none of
the students had considered going home. This was because they had not received any negative travel
advice and they did not want to leave before finishing the project. According to the students, the people
from Eye4Africa played a positive role in this respect. It said that the students could go home if they
wanted, but that this was not actually necessary, because the situation was not as dangerous as people
back home in the Netherlands believed. Eye4Africa turned out to be right.
Eye4Africa supervision packages
Of the eight students interviewed, four had the basic package (package 1), three had the basic package
plus twee coaching meetings (package 2) and one had the basic package with four coaching meetings
(package 3).
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Motivation
The reasons that students had for opting to do an internship in Uganda were primarily personal: ‘to
improve mental strength’, ‘to test whether they could cope mentally’ and ‘to get out into the big wide
world’. The fact that students would be going to Africa as part of a group was of key importance: nice,
not alone, the possibility to fall back on others (people that you know).
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During their internships in Uganda, the students were housed near the project, in simple, but wellequipped accommodation (furnished, lockable single rooms, with electricity, clean sanitary facilities
and cooking facilities).
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7.2 The attainment and (further) development of international competencies
All of the students feel that they have greatly improved their international competencies by doing the
internship in Uganda. This applies first for ‘general personal and social competencies’ and ‘intercultural competencies’, followed by ‘professional competencies’. Some students also say that their English
improved a little too. The students did not report any development and/or growth in relation to international academic competencies. This is in line with previous research, which revealed that, in addition
to general personal, social competencies and intercultural competencies, students that study abroad
primarily develop international academic competencies (further), while students that do internships
particularly developed international professional competencies (Hoven & Walenkamp, 2013; 2015).
According to the students themselves, self-reflection enabled them to achieve deeper insights in
themselves and the world around them.
The subsections below will look in more detail at the (further) development and attainment of international competencies. The Eye4Africa core competencies have been integrated into the international
competencies discussed in Section 2.
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7.2.1 General personal and social competencies
All students say that their stay in Uganda firstly made them more independent and decisive at a personal and social level. There were many things that they had to make decisions about (themselves).
One good example is the outbreak of the Marburg virus: do I stay or not? Another example is the situation where two students had to change from one project to another because of this virus. When they
wanted to get to work on the new project, they found that there was no work for them to do there.
Instead of sitting around, they created work themselves by writing ‘success stories’: stories about families that had been helped successfully by the internship organisation. The organisation was then able
to use these success stories when applying for (new) subsidies.
Secondly, the students said that they had become more flexible. They found it easy to adjust to the
culture in Uganda, which was completely different to their own. One example is the different concept
of time there in comparison to the Netherlands: they took a number of extended breaks every day just
like their Ugandan colleagues. Another example: they ate lunch with their colleagues every day too,
using their hands to eat - even though they did not always enjoy the food put in front of them.
A number of students said that they tried not to lose sight of their own limits or opinions. One of them
expressed this as follows:

❙

You have to be flexible, because everything is very different to what you are used to in the
Netherlands. However, you do have to stand your ground too. For example: your disagreement with the practice of hitting children at school.

Thirdly, the students felt that they had become more resilient. For example, one of them had had her
telephone stolen. In the past, this would have bothered her for a long time, but she had got over the
situation very quickly.
Finally: thinking in terms of solutions. For example, two students who worked with children said that
they had started to use water and sand to draw with the children when they found that there were no
drawing materials left. Other students told the interviewers that they had used hair pins to repair a
broken plug (which other students soon did too).

❙
❙
❙

I had always had a good attitude. I was naturally open, which is why I chose the study I
am doing today. But I did become more open, more patient and calmer.
I have become more open; I tend to judge others less quickly.

I’m more open to other cultures now; I understand them quicker too
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Knowledge
The knowledge gained during the internship in Uganda pertains to the Ugandan culture on the one
hand and the students’ own (Dutch) culture on the other hand. Where the first is concerned, the students felt that Ugandans generally have a strong group orientation. They do a lot together, particularly
with their families. Older people do not live alone but with their children and grandchildren

❙

It’s a ‘we culture’ there; family is very important. An old people’s home would be unimaginable; the elderly are cared for at home.

Secondly, the students experienced Ugandans as far calmer than them. For example, they regularly
took long breaks during working hours- often for several hours at a time. Ugandans also live for the
moment and were found to consider time a flexible concept:

❙
❙
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Attitudes
The majority of students said that they had always had an open, flexible attitude towards other people,
but that their stay in Uganda had made them even more open and flexible in their attitudes towards
others. The other qualities were named too: more patient, calmer and more inquisitive, more interested
in other cultures.
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7.2.2 Intercultural competencies
The intercultural competencies will be discussed in the order in which they feature in the pyramid
developed by Deardorff (2009) (see Subsection 2.2):
1. Attitudes;
2. Knowledge;
3. Skills;
4. The desired internal outcomes (critical cultural awareness);
5. The desired external outcomes (communication and behaviour).

A driver who had driven us around for several days suddenly stopped showing up. He had
earned far more than normal and had enough to take a couple of days off.
If I said ‘Tomorrow afternoon at two; no later!’, they would laugh and still be late. However,
if something really needed to be done, they would always throw themselves into it
completely.

Thirdly, the students experienced Ugandans as very hospitable and helpful towards foreigners. If their
own people had problems, the Ugandans would not help them. However, they would not ask for help
either. They did share their food though.
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What was also striking were the traditional male-female relationships. According to the students,
(many) men feel that it is normal to hit their women and women do nothing to stop this.
According to the students, Ugandans find it difficult to change. A student:

❙

Uganda is not as far with Social Work as we are. If we said that something could be done
better, they found it difficult to change things. To achieve something, we had to be patient
and maintain contacts with them: keep communicating.

The final point that the students made about Ugandan culture was that they had learned that it was very
hierarchical. According to them, this manifested itself not just in work situations, but also in families and
at schools: children do not have much of a say. If they do not do what they are told, they are hit.
As regards their own – Dutch – culture, the students say that they realise that it is very individualistic.
According to them, the Dutch are difficult to please, they are demanding – children too – and complain
often and a lot. Other things they mentioned were that living standards in the Netherlands are very
high in comparison with Uganda and that the Dutch focus on the future much more than Ugandans do.
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Skills
Giving feedback is a skill that students had already developed as part of their degree programme prior
to their internships. However, they learned to be less direct in they way they gave feedback in Uganda.
This was particularly due to the high status that white people have there: if you say what you think,
this comes across as confrontational. One of the students said the following about what she experienced in her work:

❙

Ugandans respond very differently to constructive criticism; they feel attacked. For example, our colleagues told us to write everything down on paper first and then enter it into the
computer. That really wasn’t efficient at all! We then asked whether we could show them
that you could actually enter the information straight away without writing it down first.
They agreed with us after that.

Most students said that they learned to ‘see’ better too. For example, one of them said that she had the
impression, at the start of her internship, that nothing was being done to raise the children properly.
Later, she saw that she had been wrong.
Finally, several students said that their English improved during their stay in Uganda.
Desired internal outcomes: critical cultural awareness
Where critical cultural awareness is concerned, empathetic skills increased during the internships in
Uganda: the students said that they now find it easier to empathise with other people, not just in
Uganda but in the Netherlands too. As a result of the above, they gained an understanding of others
faster too.
They also currently find it easier to put their own culture into perspective:

❙

The Dutch are antisocial individuals!

The people in Uganda are more modest, less open. They don’t complain. Complaining isn’t
considered polite. People in the Netherlands complain a lot.

The students also realise that the Dutch aren’t alone in the way they stereotype minority groups:

❙

Desired external outcomes: communication and behaviour
Initially, the students found that their communication with the Ugandans was not effective. The people
were very tight-lipped and gave socially desirable answers, probably as a result of the high status that
white people have there. It sometimes also seemed difficult for them to understand what the students
were trying to explain. However, as the students started to find out more about Ugandan culture and
customs, they found it easier to empathise with people and then understand them better. They were
able to communicate more effectively as a result too. For example, they no longer said what they were
thinking out loud any more and gave colleagues indirect feedback. The improved communication made
it possible for the students to achieve a better connection with the Ugandans.
According to the students, it was not difficult to display appropriate behaviour. They say that it is in
their nature to have the ability and want to adjust quickly to an unfamiliar environment. If they felt
that they were not doing something properly or did not know exactly what they were supposed to be
doing, they asked for feedback from the people around them straight away.
7.2.3 General professional competencies
Where general professional competencies are concerned, the students firstly say that they have grown
in terms of creative thinking and being creative. They regularly found that the resources they need to
be able to carry out their professional duties and for their everyday lives were not available. These
ranged from chalk for the blackboards and drawing materials to electricity:

❙
❙

We often had to get things done with very limited resources.
It teaches you to be creative differently. For example, we had a lot of power cuts. So, we
started to use pen and paper again instead of our laptops.

Secondly, the students say that they became more skilled negotiators, about money but about certain
customs too:

❙
❙

Negotiating? It never ended! Negotiating about the price of a scooter ride, for example.

About punishments too: alternative punishments versus hitting. I felt that hitting shouldn’t
be allowed, but that’s a Western way of thinking. We decided to look for a compromise that
would be right for Ugandan culture.

JANTIEN BELT

I am now really aware of what it is like to be part of a minority group, to be different to
everyone else. You get a lot of attention; it’s always about your money. They always think
that you’re rich. You could compare it with what we are like here in the Netherlands: here,
people always think that you can’t trust people from minority groups. You can’t tar everyone with the same brush.

DEVELOPING IN A
DEVELOPING COUNTRY

❙
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Thirdly, several students said that they had gained experience teaching Ugandans to adopt a professional attitude to work. One of the student expressed this as follows:

❙

The children there get really attached to you; they don’t have anything. That’s when you
have to learn and ask yourself a number of questions: which approach is best? How do I
handle the situation? You’ll be gone soon and then they’ll be alone again and they’ll only
have themselves to rely on again. For example, there was a deaf girl that attracted negative attention all the time. She started to cling to my leg all the time. I kept my distance
from her and occasionally ignored and moved away from her. This was the right thing to
do, because she then started to play with the other children. Afterwards, I rewarded her
behaviour by doing something fun with her and the other children. So, not just with her;
that would have been wrong.

7.2.4 Self-reflection
All of the students realised what poverty actually is during their time in Africa. As a result, they now
appreciate their lives in the Netherlands more. However, their experience has made them more critical
of this too.
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❙
❙

When I got home, I realised how spoilt we are! I live on a farm and there’s not a lot of luxury
there. But we do have a shower and hot water, etc..”
I am now far more grateful for the life that I have here in the Netherlands. Before I went to
Africa, I just took everything for granted.

The students also learned to see what really matters in their lives because they were forced to cope by
themselves in Uganda, far away from the people closest to them. Suddenly, all of the comforts that we
take for granted in the Netherlands were not there anymore.

❙

I appreciate my mother more now and she appreciates me more too. She visited me in
Uganda for a week.

Added to the above, students find it easier to empathize with ethnic minorities in the Netherlands now,
because they learned about Ugandan culture and also because they experienced firsthand what it is
like to be on your own in a foreign country.
Finally, several students said that they know themselves better now too.
7.2.5 The effect of the postmortem programme
As already indicated above in the research substantiation, the interviews with students took place
before they did the last part of the minor: the postmortem programme. As a result, this programme,
which focuses on the INTEGRATION of learning experiences for professional practice, could not be discussed with them. However, their lecturer did pass on several comments to the researchers after the
second semester had ended. These will be discussed below.
In retrospect, the postmortem programme was very informative. On the one hand in the sense that
certain ‘pieces of the puzzle fell into place’ for students and, on the other hand, because they started to
realise that personal growth and development also meant that they had grown as professionals. During
intervision sessions, the students were also asked to reflect on five key tasks (originating from the
Youth Care Worker graduation profile): ‘distance and vicinity’, ‘the importance of the educator versus

7.3 Competitive advantage in comparison with others
Asked about which competencies they now have that other students will not have if they have not done
an internship in Africa, the students said: flexibility, the ability to act quickly, the ability to work independently, empathy with others (minority groups in the Netherlands) and creativity:
I am able to find the middle ground in a different culture with different norms and values.

We are able to cope well in hectic situations.

JANTIEN BELT

❙
❙
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the importance of youth’, ‘adopting a position’, ‘transparency versus privacy safeguards’ and ‘coping
with limited possibilities’. Students were effortlessly able to link these core tasks to practical situations
in Uganda. They also found it easy to use the theory provided in advance (in the lessons on culture and
development cooperation, for example) to substantiate and explain matters.

8. Analysis and discussion
8.1 Conclusions
The preparatory lessons provided by Windesheim University of Applied Sciences to the Social Work
students from this research prior to their internships in Uganda and the supervision provided by
Eye4Africa during their internships aided students in two respects at the very least where growth and
the (further) development of international competencies are concerned.
Firstly - in contrast to what is stated in literature on the subject (Orahood et al., 2004; CERI, 2008;
Deardorff, 2009), the students found it very easy to recognise and express the knowledge and skills
they gained during their internships.
Secondly, the students mentioned clear professional growth: they said that they had grown in terms
of creative thinking and creativity and in negotiations about money and customs. They also indicated
that they had gained experience of training others to adopt a professional attitude to work. By contrast,
literature states (Stronkhorst, 2005) that development in terms of academic and professional development while studying or doing an internship abroad is achieved significantly less than development at
a personal/social and intercultural level respectively.
The students have experienced significant development as well in terms of the attainment of general
personal and social competencies on the one hand and intercultural competencies on the other hand.
However, it is not possible to establish with any degree of certainty whether the development they
have achieved is greater than the development applicable for students from other research projects,
who did not attend any preparatory lessons or receive any supervision.
At a personal/social level, the students are more independent, decisive, flexible and resilient. They are
also able to think in terms of solutions better.
As regards intercultural competencies, the students have grown in all five aspects of the pyramid developed by Deardorff (2009). Where attitudes are concerned, the students are not only more open and
more flexible than before, but also calmer, more patient and more curious about other cultures. The
knowledge gained pertains to Ugandan culture (including its strong group orientation, strong hierarchy
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and traditional male-female relationships) on the one hand and their own culture (including the fact
that it is very individualistic and future-oriented, a complaints culture) on the other hand. In terms of
skills, the students have learned to be less direct in the feedback they give and also to ‘see’ better. For
example, Ugandans do actually raise their children properly. Several students improved their English
too. The critical self-awareness that students have has improved in the sense that their empathetic
skills have improved, they find it easier to put their own culture in perspective and realise that stereotypes are not limited to the Dutch alone. Finally, they learned to communicate with Ugandans better
as their internships progressed. It was already natural for them to display appropriate behaviour.
The results obtained clearly show that the students successfully completed the pyramid developed
by Deardorff a number of times. For example, the open attitude that a student had led her to notice
that her Ugandan colleagues experienced direct feedback as confrontational. She responded to this by
actually showing that a certain approach was more efficient than communicating directly would be. As
a result, she was able to work better with them afterwards too. In another example, several students
wanted to establish a good relationship with their Ugandan colleagues. By keeping their eyes and
ears open, they soon learned that lunch was an excellent time to do this. This is because Ugandans
use lunch as a time to socialise: by sitting together in a circle and sharing food from the same bowl,
eating with their hands, a convivial, relaxed atmosphere was created in which it was easy – even for
outsiders – to have a chat with all kinds of different people. By taking part in the above – even if they
did not enjoy the food and would have preferred to have used a knife and fork – the students were soon
accepted by everyone at their internship addresses and were not afraid to approach anyone with any
questions they had.
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No growth or development in relation to academic competencies was observed in this research.
However, this is not unusual, as the students were doing internships. Academic competencies are
particularly attained when studying abroad, while professional competencies are particularly attained
during internships (Hoven & Walenkamp, 2013; 2015).

8.2 Discussion
The outcomes of this research must be treated with a certain degree of caution. This is related,
firstly, to the size and composition of the sample. Just eight of the 30 respondents envisaged were
interviewed. It was a non-random sample. Added to the above, the sample was very one-sided in its
composition: all of the students were female and white.
Secondly, the interviews were limited to students from the test group. All of the students from the
control group refused to cooperate in the research or could no longer possible be reached via the
(address) details provided.
Thirdly, circumstances – as indicated above in the research justification – meant that just one research
tool was used, namely individual in-depth interviews. A combination of tools and sources would almost
certainly have resulted in the attainment of more and better results (Deardorff, 2009; Deardorff &
Jones, 2012; Fantini, 2009). Added to the above, some interviews were conducted face-to-face and
others via the digital medium Skype (four for each type of interview). The above was necessary because
the students in question would not have taken part otherwise (they lived relatively far away from the
research location). In itself, Skype is a suitable research tool in the sense that you can ask all of the
questions you have and converse with each other. However, it is more difficult to respond as directly to
each other, as you can only say something when the other person is completely quiet.
Finally, the following observations must be made:
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• A number of students said that they already had a relatively high natural command of a number of international competencies. For example, empathy, openness and helpfulness (for them
this was another reason to opt to do a study like Social Work). Given the above, the results are
perhaps more positive than they would have been if the research had been conducted among
students from a different – non-social – degree programme.
• The research focused on students who went to Uganda as part of a group and who already knew
each other well from the university of applied sciences. They virtually never did anything alone:
at the weekends, they sought each other out in Kampala and spent the week working in pairs
at the same internship address. As the students say themselves, they had a lot of support from
each other as a result. So, because of this and also because the students in question had already
had a lot of experience with coaching and intervision as part of their studies, a number of students had less to gain from (or less of a need for) supervision from Eye4Africa.
• The Marburg virus played an important role during the intervision and coaching meetings with
Eye4Africa. The original programme (working on competencies; feedback to themes that were
raised during preparations in Zwolle) did not come into its own as well as it usually does as a
result.

8.3 Improvements to the research approach
The following improvement points are advised for a repeat evaluation:
• The sample must be well-differentiated: students from different degree programmes (not just
social studies), men and women and Dutch individuals and minority groups.
• The degree programme must ‘encourage’ students to take part in the research. This will avoid a
repetition of the situation encountered in the current research: the sample is too small, it is not
possible to use some research tools and interviews are limited to the test group alone.
• The fieldwork must be carried out straight after the postmortem programme, so that the entire
minor can be evaluated.
• Either a suitable control group is part of the study or other means of testing the added value of
preparatory training and guidance should be put in place.
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REFLECTION
Research about the ‘best’ way students can be prepared for one of the greatest learning experiences within the
curriculum is very interesting to us lecturers, coordinators internationalisation and developers of education. Particularly
learning how to translate the personal grow of students into the professional growth they need for their specific
profession is often a challenge for us, regardless the course domain.

DEVELOPING IN A
DEVELOPING COUNTRY

Added value Windesheim University of applied sciences

Social domain Windesheim

Nevertheless, students indicate that an international experience still brought them more skills in the field of personal
growth and development. Creating a link to their growth as a professional, however, is more difficult for them, especially
when a student has experiences in a developing country, where theoretical knowledge, course level, possibilities and
means differ level from the one the student is used to. Making this translation is a challenge for our course. The article
gives a first impression of the experiences of students. We can use it in further developing the curriculum. Because of the
small size of the research population, the absence of a control group and the fact that the course was not completed, we
can draw only a few conclusions. We are looking forward with great interest to Jantien’s further research, and of course
we are willing cooperate.
Frieda van Brug and Gerrieta Muis,
Lecturers Social Work, coordinators minor Social Work in Africa & Asia
Windesheim University of Applied Sciences

JANTIEN BELT

The fact that students personally learn a lot from an international experience, is something that we can also distinguish
in the courses in the social domain. Furthermore we see that students who choose the profession of social worker or
educator (also called: Social Work) already possess some important intercultural competencies to start with. Internships
within social work, lessons in critical self-reflection, and dealing with resistance, own boundaries, fears or uncertainties
ensured that students already experienced a lot of growth before going abroad.
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MillenniumDoen! and
global citizenship
The effects of voluntary work or internship in
a developing country on the development of
Global Citizenship
SASKIA RADEMAKER

Summary
This study will examine whether voluntary work or an internship in a developing country contributes to the development of global citizenship among young people. For the purpose of this
study, global citizenship will be defined as a combination of social awareness and possessing
international competencies. For a period of four years, a group of 1000 participants between
14 and 25 years old was followed using online self-administered surveys, surveys conducted
within the social environment and a smaller number of in-depth interviews. Data collection took
place prior to an internship or voluntary work in a developing country, following their return,
and six months after their return. Almost all of the international competencies that according
to prior research are required to be able to function effectively when communicating with people from a different cultural background were found to have increased during their their stay
abroad. Only reading and writing skills in the local language of the area were shown not to have
improved. The greatest amount of improvement occurred in the area of intercultural competencies, namely attitude, knowledge, behaviour and skills. Following their stay abroad, the personal
and social competencies of participants were also shown to have increased. Relatively speaking,
their international professional and academic skills improved the least. Despite this, following
the return from voluntary work or an internship in a developing country, a larger number of
participants were shown to be exhibiting a socially responsible attitude with an understanding
of interdependence, equality of all people and a shared responsibility for solving global issues,
and expressed this more frequently in their behaviour. In addition, an increase in flexibility, cultural empathy, social initiative and emotional stability among participants was observed. What
essentially characterises the participants according to the in-depth interviews is the ability they
have developed to look through someone else’s eyes at their own culture and living conditions
in the Netherlands and to use their improved self-confidence to live a more socially aware life
and/or engage in international activities after their return from abroad.

1. Introduction
Global citizenship and Internationalisation are two of the focal points at The Hague University of
Applied Sciences. The university’s International Cooperation Research Group carries out research into
the acquisition of international competencies among students as a result of a period spent abroad
(Hoven & Walenkamp, 2013; 2015; Funk, Heijer, Schuurmans-Brouwer & Walenkamp, 2014).
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This chapter will examine the question whether voluntary work or an internship in a developing country contributes to the development of global citizenship among young people. For the purpose of this
study, global citizenship is expressed in two elements: social awareness, a socially responsible attitude
(maatschappelijke betrokkenheid), and possessing international competencies.
Social awareness focuses on being aware of the different socio-economic positions and living conditions of people in the world, recognising the influence of one’s own behaviour on people elsewhere,
being aware of international issues and the accompanying socially responsible behaviour such as conscious consumer behaviour, energy use, giving behaviour and searching for and sharing information.
In addition, in a globalising world it is important that young people possess international competencies
that will enable them to function effectively in an international context, whenever they come into contact with people from a different cultural background. For this reason, this study will also focus on the
acquisition of personal and social competencies, intercultural competencies, professional and academic
competencies and foreign languages skills
In this study, a group of 1000 young people aged between 14 and 25 was followed using online surveys, 360 degrees feedback evaluations and in-depth interviews. Evaluations were made prior to their
internship or voluntary work in a developing country, following their return, and six months after their
return. This study generated a large and unprecedented quantity of data that was characterised by its
richness. Only a portion of this data can be examined in detail in this chapter.

72

Firstly, the background of the study will be explained. After this, the research question will be laid out
in paragraph 2 and the interpretation of the concept of global citizenship will be set out in paragraph
3. Paragraph 4 will then address the methodology used to carry out the research. In this paragraph, the
general research design will firstly be discussed, followed by the quantitative and qualitative methods.
For each method, information will be provided regarding the content, data collection and data analysis.
The findings will then be set out in paragraph 5. After providing an overview of the response and the
background characteristics of the group, the results will be displayed in the areas of social awareness
and international competencies. Paragraph 6 will contain a short conclusion and in paragraph 7, the
results will be put into a broader context.

Background of the research
The group of young people who were studied all took part in the MillenniumDoen! programme conducted by the JoHo Foundation (Stichting JoHo). JoHo is a Dutch interest group with a worldwide network
of shops and websites, by means of which people and organisations can be motivated and helped to
contribute to international cooperation. The MillenniumDoen! programme received an SBOS subsidy.
SBOS stands for Subsidiefaciliteit voor Burgerschap en Ontwikkelingssamenwerking (the Citizenship and
Development Cooperation Grant Facility) and is a former programme operated by the Dutch Ministry of
Foreign Affairs, focusing on increasing global citizenship within Dutch society. The SBOS subsidy was
granted to the MillenniumDoen! programme in order to stimulate the development of global citizenship
among those participants by encouraging them to pass this on to other people in their environment.
JoHo asked the International Cooperation Research Group at The Hague University of Applied
Sciences to carry out a joint large-scale research project on the effects of the “MillenniumDoen!”
programme. The MillenniumDoen! programme gave volunteers and interns who wanted to take part
in a project in a developing country the opportunity to apply for a small grant. This grant allowed
them to give meaning to their existence as global citizens and, particularly after their return, to carry
out activities that could raise national awareness and actively promote developmental co-operation.

MILLENNIUMDOEN! AND
WORLD CITIZENSHIP

Alongside the small-scale financial grants provided, the participants were mostly encouraged to
stay active by means of an online MillenniumDoen! platform, on which blogs, photos, events, videos
and so on could be shared with one another. The programme ran from 2011 to 2015. A maximum of
1000 participants could register for the programme provided they were between 14 and 25 years old,
had a Dutch nationality, and wished to go abroad for an internship or voluntary work for a period of
between two weeks and eight months.

2. Research purpose and question

The research question is:
How do the behaviour, knowledge, attitude and skills of young people develop with respect to global
citizenship during their stay in a developing country and during the follow-up activities that take place
in the subsequent six months, including in the context of the MillenniumDoen! programme?

SASKIA RADEMAKER

The purpose of the research is:
To describe the effects of voluntary work and/or an internship in a developing country and complementary follow-up activities relating to the way in which young people become global citizens.

3. Global citizenship
In this paragraph, the various components that make up global citizenship are set out in the way we
have used them in this study: social awareness and international competencies.
Social awareness
A global citizen is aware of global issues such as poverty, climate change, and energy, water and food
scarcities. These are cross-border issues: a global citizen recognises that his or her actions at home
influence the living conditions of people in other parts of the world, such as in developing countries.
This attitude of interdependence, of equality of all people and of shared responsibility for solving
global issues is expressed in behaviour that does this justice (Carabain et al, 2012).
Whether carrying out voluntary work or completing an internship abroad contributes to the development of a socially responsible attitude and socially responsible behaviour in young people forms a
central theme in the first part of the research.
International competencies
Global citizenship is not only expressed in social awareness, but also involves possessing international
competencies.
Hoven & Walenkamp (2013; 2015) have chosen to define international competencies from a range of
possibilities. These consist of:
1. Interpersonal and social competencies
2. Intercultural competencies
3. International professional and academic competencies
4. Language skills
In the Deardorff model (2006; 2009), intercultural competencies are based on the development of
attitude, knowledge and skills that enable the person to exhibit appropriate behaviour and effective
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communication in intercultural situations, wherein what is appropriate is related to the specific context
in which interactions take place.
The Multicultural Personality Questionnaire or Multiculturele PersoonlijkheidsVragenlijst (MPV) is also
included in the surveys. Van Oudenhoven and Van der Zee (2002) argue that by looking into somebody’s personality, it can be predicted how much multicultural success this person will have. Van
Oudenhoven and Van der Zee establish a link between the competencies of a person and the behaviour
in situations that he/she encounters. Multicultural success is defined as achieving personal effectiveness and making adjustments within intercultural interactions. People with a relatively strong multicultural personality can adapt their behaviour more effectively to a “culturally new environment” and,
in doing so, act more successfully.
The ways in which the level of social awareness and international competencies of people are measured will be explained in the following paragraph.

4. Methodology
4.1 Research design
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In this research, a mixed methods research design has been used: including both quantitative and qualitative research methods. Data was collected through a combination of three surveys conducted among
participants, a survey conducted among people in their social environment (360 degrees evaluation)
and in-depth interviews by telephone/Skype.
The literature and experience of the International Cooperation Research Group show that a mixed
design forms the best method of mapping out individual competencies (cf. Hoven & Walenkamp,
2013; 2015). The advantage of the combination is that the different weaknesses of each method are
compensated for by other methods, the methods together provide a more complete picture, and the
results can be compared with one another (Creswell, 2013). We are also interested in the way in
which participants who have been abroad see their development and the meaning they ascribe to
it. Quantitative research methods, such as statistical methods to establish correlations based on a
large research group, can be used to explain the results. Qualitative methods, such as in-depth interviews, give participants scope in which to reflect on their own development and give the researcher
the opportunity to chart the meaning they derive from it. Moreover, surveys completed by people in
their social environment, such as parents, friends and lecturers, demonstrate how the development
is viewed from another perspective as well.
Despite the above points, finding causal relationships remains difficult in the social sciences, because
there are many circumstances that can influence and explain a person’s behaviour and attitude. It is
therefore not possible to conclude per se whether any changes occurring in global citizenship can be
attributed to a stay abroad or follow up activities. At the very most, we can search for an association
between work/internship abroad and the development of global citizenship, but it is not certain that
this period is the cause of the change and that the change is therefore the effect of it. Teenagers and
adolescents learn new things every day. Morever, attitudes and behaviour can also be influenced by
the news, or by other people in their personal environment.

4.2 Quantitative methods: surveys among participants and their social environment

4.2.1 Quantitative methods content

The Global Citizenship Youth Barometer from the Dutch Knowledge and Advice Centre for Citizenship
and International Cooperation (NCDO) charts the level of global citizenship of individuals. The key indicators that have been taken from this barometer are behaviour (such as consumer behaviour, giving an
opinion, searching for/sharing information, giving behaviour (such as donating) and social participation
(voluntary work)) and attitude (an understanding of interdependence across the world and of equality
of all people and the conviction of shared responsibility in solving global issues).
International competencies consist of the following components: personal and social competencies,
intercultural competencies, international, professional and academic competencies and foreign language skills. Questions with regard to listening, speaking, reading and writing skills in the main language of the country and the local language of the area in which the participants are carrying out their
internship or doing voluntary work are included in the surveys for participants. The other international
competencies were charted using the 360 degrees evaluations from the social environment and the
in-depth interviews with the participants following their return.
The five dimensions of the Multicultural Personality Questionnaire (MPQ) were also included in the
surveys. Firstly, cultural empathy is examined, i.e. the ability to be able to ‘read’ a culture or to analyse it in an understanding way. Secondly, attention is paid to open mindedness. This involves examining the extent to which somebody approaches people from outside their own cultural group, who
has other norms and values, in an open and unprejudiced way. Thirdly, the emotional stability of the
respondent is taken into consideration. This scale measures the extent to which people are inclined
to remain calm in stressful situations, and the extent to which they are able to handle psychological
or emotional discomfort. Fourthly, the person’s social initiative is measured. Social initiative relates
to the tendency of a person to actively approach social situations and to take initiatives. Finally, the
flexibility of a person is examined. Flexibility is characterised by the ability and mentality to see new
and unfamiliar situations as a challenge rather than a limitation or a threat.
The bringing together of the Youth Barometer, the Deardorff model (2006; 2009) and the MPQ led to a
questionnaire consisting of 38 questions or propositions and 91 statements relating to global citizenship
that examined behaviour, attitude, knowledge and skills along with the experiences and expectations
of the participants. In addition, background characteristics of participants were included in the surveys,
such as gender, education, parents’ level of education, attitude of parents, previous experience abroad,
age, expectations and length of their stay because these factors might have influence on the results.

SASKIA RADEMAKER

Surveys for participants
The online surveys for participants were put together based on the NCDO Global Citizenship Barometer,
the Deardorff theoretical competency model (2009), and the multicultural personality questions by
Van Oudenhoven and Van der Zee (2002).

MILLENNIUMDOEN! AND
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The quantitative methods within this study consisted of surveys conducted among participants and
among people from their social environment (360 degrees evaluations). The paragraph below will
explain the content of the surveys, the data collection and data analysis respectively.
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Surveys for the social environment (360 degrees evaluations)
In the surveys for the social environment of the participants (parents, friends, friends and lecturers),
questions relating to international competencies were included. Hoven & Walenkamp (2013; 2015)
have chosen to define international competencies from a range of possibilities. The following international competencies are included in the 360 degrees evaluations:
1. Personal and social competencies
2. Intercultural competencies
3. International professional and academic competencies
4. Language skills
4.2.2 Collecting quantitative data
Quantitative data was collected by means of a request form, a baseline measurement prior to the
young person going abroad, an interim evaluation following their return and a final evaluation six
months after their return, along with a 360 degrees evaluation form for the social environment following the young person’s return. More information on the procedures followed can be found below.
Request form
By using a request form background information of participants of the JoHo MillenniumDoen! Programme
was collected to be able to study possible associations with the development of global citizenship. The
request form consisted of the following parts: first name and surname, date of birth, residence, telephone
number, e-mail address, education, destination, project organisation and choice of project.
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Baseline measurement
A first survey, known as the baseline measurement, was aimed at mapping out the international competencies and social awareness of the participants before their voluntary work or internship in a developing country. Shortly after receiving confirmation of their participation in the programme, the participants received a link by email to the online baseline measurement survey. The point at which these
surveys were completed ranged between six months to one day before the departure abroad. The
different points at which they were filled in stem from the fact that some participants submitted their
applications far in advance, while others waited until the last possible moment.
Interim evaluation
After their return to the Netherlands, participants filled out a second survey, known as the interim
evaluation. In terms of content, this was very similar to the baseline measurement and set out to chart
to what extent the participants had changed in terms of the points previously mentioned during their
voluntary work or internship in a developing country. Again, the participants received a link to the
online survey by email, this time shortly after their return to the Netherlands. The vast majority of
the participants filled this out within a month of their return. If they did not fill it out within a month,
the participants received a reminder email, after which the interim evaluation was generally filled out
within the second month of their return.
Final evaluation
A third survey was completed around six months after their return once they had received a new email
link. This final evaluation is largely similar to the surveys previously filled out and shows to what
extent changes have continued to develop over a longer period of time following the return and during
participation in MillenniumDoen!

Before
departure

Evaluation

Baseline
measurement

Instruments

Internship/
voluntary work in
developing country

Month following
return

Six months
following return

Interim evaluation

Final evaluation

Survey (0)

Survey (1)

Survey (2)

Background
details

In-depth interviews
(1)

In-depth interviews
(2)
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360 degrees evaluation
In order to chart the development of the participants as completely as possible, family members (2x),
friends (2x) and lecturers (2x) of the participants were asked to fill in a 360 degrees evaluation while
the interim evaluation was being carried out. The decision to include this evaluation in this study stems
from the possibility that participants will view their skills and competencies in a more critical light
following their experience abroad than they did before their departure (Van der Hoven & Walenkamp,
2013; 2015), meaning that the results from the interim and final evaluations could give a correct or
slightly distorted picture of these competencies. The 360 degree evaluation is aimed at correcting or
confirming this picture, thus increasing the insight into the development of the participants.

360 degrees
evaluation
Figure 1: Data collection

4.2.3 Analysis of quantitative data
All answers given by the participants on the registration form and in the baseline measurement, interim evaluation, final evaluation and by their social environment on the 360 degree surveys were processed and analysed in the SPSS programme by the International Cooperation Research Group at The
Hague University of Applied Sciences. All data files were aggregated. The data was merged by user ID,
a unique identification number per participant, allowing results from different surveys to be compared
with one another.
Answers on questions at the Likert scale, which have five multiple-choice answers on a scale from
very weak to very strong, for example ‘I totally disagree’ (1) to ‘I totally agree’ (5) were converted into
numerical form, so that the average for the entire group could be calculated and compared with the
answers in the different stages of the research. Frequency tables were set up in order to give an insight
into the answers to each question, the percentages, and the differences between the baseline measurement, interim evaluation and final evaluation.
Independent t-tests were carried out in order to compare the average scores of the group of participants
on the baseline measurement, interim evaluation and final evaluation per question and per category.
The results of these tests determined whether the differences were statistically significant at a confidence interval of 95 per cent (p < 0.05), in order to gain an insight into whether the difference between
the three evaluations was based on chance or indicated a real difference.
For each young person, a general score was calculated in the 360 degrees evaluation by making a new
variable on each indicator in which the average from all answers by the people in their environment
was taken. This was based on the young person’s identification number.
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4.3 Qualitative methods: in-depth interviews with the participants
Within this study, quantitative data is collected along with qualitative data, in the form of in-depth
interviews. An overview of the content of the interviews, the ways in which the interviews were carried
out and the manner in which the resulting qualitative data was analysed can be found below.
4.3.1 Qualitative methods content
The semi-structured in-depth interviews were carried out by telephone/Skype by employees of JoHo
based on a survey drawn up in cooperation with The Hague University of Applied Sciences. The questions focused on the reasons the participants had for carrying out voluntary work abroad, the plans and
expectations they had beforehand, the success of the voluntary work, the local conditions and personal experiences. Some questions concerned the follow-up activities in the Netherlands, along with the
development of personal attitude, knowledge, skills and behaviour in terms of international competencies and social awareness. The purpose of the second round of interviews was to look back at the
experiences abroad, their success, what the participants had learned and the follow-up activities they
took part in while in the Netherlands. The main focus of both series of interviews was the development
of knowledge, attitude, skills and behaviour that reflects global citizenship, in terms of international
competencies and social awareness.
4.3.2 Collecting qualitative data
The selection of participants for interviews took place on two occasions within the four-year
MillenniumDoen! programme. In order to gain insight into the ways in which the impact of work or
internship experience abroad in the form of both activities, insight and relevant competencies developed in the period following the return to the Netherlands, it was decided to carry out an interview
with the participants selected on two occasions. Participants who were interviewed in the first selection
group were interviewed in the first month, and again, one year following their return to the Netherlands.
Participants who were interviewed as part of the second selection round were interviewed in the first
month following their return. The second in-depth interview then took place six months afterwards.
The first group of candidates were selected at random from a total list of programme participants with
a return date between December 2012 and May 2013. Part of this group was already known at the start
of the selection process, while another part was included during the research, so that any deficits caused
by non-responders could be filled in. The registration date for participation in the MillenniumDoen! programme had no influence on the drawing up of the sample list.
A second selection round took place in March 2014, based on a return date between the start of
February 2014 and the end of June 2014. In a way similar to the first selection round, the interview
candidates were selected at random, meaning that the second and fifth participants on the list per five
participants were selected for an interview.
Representativeness of the interviews
Research was carried out into whether the group of young people who participated in the in-depth
interviews, both in the form of a single interview (75 respondents) and two interviews (49 respondents)
is representative for the entire group of participants that were part of the MillenniumDoen! programme.
The distribution in terms of education, gender and age was examined. The distribution of male and
female respondents in both interview groups was in line with that of the entire group. In terms of education, both interview groups were also comparable. In relation to the entire population, people with
low levels of education were represented in slightly greater numbers in the first interview group, in
comparison with the participants who are either following or have recently completed a HAVO/VWO
(senior general secondary education or pre-university education) degree programme. In the group of
young people that also participated in a second interview, the age groups were more or less the same

Education

46%

44%

42% 42%

(V)MBO
HAVO/VWO
HBO/WO

20%
15%

15%
1%

% Total group

Gender

81%

Other

0%

0%

% Interview 1

% Interview 2

81%

85%
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as those of the entire group of participants in the programme. The age distribution between both interview groups was more or less the same, and deviates slightly from the entire group of participants. The
youngest group in particular was relatively smaller, while participants aged between 22 to 25 years
were actually represented in greater numbers. This discrepancy may be explained by the fact that the
youngest group was more difficult to reach by phone/Skype than the older groups. The discrepancies
in age between the interview groups and the entire group are so small that within the research, the
interviewed groups can be seen as representative of the entire research group.

Women
Men

19%

% Total group

19%

% Interview 1

% Interview 2

40%

42%

Age
36%

15%

36%

36%

14-17 years old
35%

28%
24%

% Total group

% Interview 1

79

23%

18-21 years old
22-25 years old

% Interview 2

Figure 2: Representativeness of the interviewees

4.3.3 Analysis of qualitative data
All Skype/phone interviews were transcribed word for word by research assistants from JoHo and The
Hague University of Applied Sciences. Once each transcription had been placed in a separate document, these qualitative data could be organised and coded with assistance from CAQDAS (Computer
Assisted Qualitative Data Analysis Software). The ATLAS.ti programme was used for this purpose.
Segments from the transcriptions were coded, based on a code book. Prior to the coding being carried
out, the main and subcategories were determined by the research group and included in the code book.
The code book contained the code names, definitions, and examples for each category. The codes were
based on the themes from the research design and the literature, and on open coding from a limited
number of interviews, by finding patterns and themes in the data without prior expectations. In order
to increase the reliability of the coding as much as possible, intercoder reliability tests were carried
out, in which the coders coded interviews independently of one another and then compared them with
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each other. The complete interviews were discussed within the group of researchers that was involved
in this project from both The Hague University of Applied Sciences and JoHo. If it proved to be the case
that segments of text or codes were interpreted differently by different people, discussion took place
and in these discussions consensus was almost always reached. The codebook was amended based on
these discussions.
Once the definitive codebook was established and all interviews had been coded, the main themes
could be mapped out based on the interviews, namely the development of behaviour, attitude, knowledge and skills in terms of global citizenship. The software allowed all segments to be immediately
brought out per code. These segments added the following aspects to the research results: Firstly, an
in-depth interpretation of the answers from the survey was examined: the significance of the development for the participants and the way in which they themselves formulated it. Secondly, the kind of
topics the participants themselves mentioned was examined, independently of the survey, so that the
results could be triangulated. Thirdly, answers on questions of the interviews that were not included
in the surveys were analysed, such as the way in which the participants prepared for their stay abroad
and the way in which they experienced success, both personally and for others.

5. Results
5.1 Response
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Surveys for participants
Online surveys were carried out on three occasions: before departure, after their return, and six months
after their return. Of the 1000 participants of the MillenniumDoen! programme by JoHo, 773 completed
the online surveys before their departure (the baseline measurement).
The participants in the programme received a small subsidy to facilitate extension activities upon their
their return. In order to qualify for that subsidy the young volunteers had to participate in the surveys.
That explains the high response rate of 77 per cent. Following their return from the internship or voluntary
work abroad, 628 participants completed the online survey (interim evaluation). In relation to the group
of 1000, this is a response of 63 per cent, and in relation to the group that filled in the baseline measurement, this is 81 per cent. Six months after their return, 332 participants filled in the survey once again
(final evaluation), which is a response of 33 per cent of the entire group, 43 per cent of the group that
completed the baseline measurement, and 53 per cent of the group that filled in the interim evaluation.
360 degrees evaluations
Once the participants returned from their internship or voluntary work abroad, they were asked to
collect six completed 360 degrees feedback evaluation forms. These digital forms could be filled out
by people from their social environment, such as parents, friends and lecturers. This resulted in 3261
completed 360 degrees evaluation forms, of which 430 were complete data sets (more than 6 completed forms per participant) and 144 were incomplete data sets (fewer than 6 forms per participant). In
relation to the number of participants who filled out a survey personally immediately after their return,
this was 91 per cent.
Interviews
After their return from the internship or voluntary work abroad, a selection of the young people were
asked to participate in in-depth interviews by telephone or Skype.

This chapter will focus on the background characteristics of the participants who went to a developing
country for voluntary work or an internship and took part in the MillenniumDoen! programme by JoHo
and also took part in the research. The characteristics described below, such as age and education, are
measures before the departure, and might have changed during the programme.
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In December 2012 to May 2013 and from February to June 2014, a total of 114 participants were
approached for in-depth interviews, resulting in 75 interim interviews (response: 66 per cent of the participants approached, 7.5 per cent of the total group of 1000 participants). The group of people interviewed
was approached once again six months or one year following their return, which resulted in 49 second
interviews (response of 65 per cent of the participants approached, 5 per cent of the total group of 1000
participants). Approximately 1 in 3 people could not be contacted. The analysis of the background characteristics, however, shows that the groups of the participants interviewed have the same education, age
and gender as the entire group of partipicants of MillenniumDoen! (see paragraph 4.3.2).

Gender
81 per cent of participants were female. 19 per cent of participants were male. Women were therefore
strongly over-represented in the group in comparison to the general population of The Netherlands.
Age on departure
The group consisted of young people aged between 14 to 26 years. The average age upon departure
abroad was 19.7 years. 72 per cent of the group were 21 years or younger on departure. 36 per cent of
the participants were aged between 18 and 21. 36 per cent were aged between 14 and 17 years old.
28 per cent of the participants were aged between 22 and 26.
Education
The group that went abroad was more highly educated than the rest of the population of The Netherlands.
42 per cent of the participants were either following a HAVO/VWO degree programme, or had already
completed one. In addition, 42 per cent were either following a HBO/WO (higher professional education
or academic) degree programme, or had already completed one. A total of 84 per cent of the participants
were therefore highly educated. 16 per cent of the participants were either following a (V)MBO (preparatory or middle vocational education) degree programme, or had already completed one.
Education of parents/guardians
Although the above figures shows that 84 per cent of the participants are highly educated, a different
result is shown if we examine the education enjoyed by the parents of the participants. Details of both
fathers and mothers were collected. Half of the parents had received a higher professional or university
education (50-55 per cent). 13-16 per cent of the parents had a HAVO or VWO education. 32-33 per cent
of the parents had a (V)MBO education. Fathers were, on average, slightly more highly educated than
the mothers, but the differences were not great. In general, the parents of the participants who went
abroad were more highly educated than the general population.
V(MBO) or below

54,8

50,5

HBO/WO

16,1

13,3

HAVO/VWO

33,4

31,9
Father (%)

Mother (%)

Figure 3. Education of parents
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Experience abroad
The majority of the participants had never gained any experience in a developing country before.
58,7%

19,2%
10%
Never

1 time

2 times

12,1%

≥ 3 times

Figure 4: Prior visits to a developing country before?

Almost 60 per cent of the participants had never been to a developing country before this trip. Almost
20 per cent had been once, while the remaining proportion of the participants had been twice or more.
Destination of internship or voluntary work
The largest proportion of the participants, 66 per cent, went to Africa for their internship or voluntary
work. 22 per cent went to Asia, and 12 per cent went to Latin America.
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Motivation for going abroad
The participants were asked in advance to indicate the three main reasons they had for going abroad.
A great majority of the participants (82 per cent) stated expecting to develop personally as one of the
main motives for going abroad. Coming into contact with other cultures (80 per cent), altruistic motives
(70 per cent) and wanting to travel and experience new things (49 per cent) followed closely after.
Professional motives, or improving skills, was cited by relatively few participants. It is striking that only
four young people (0.5 per cent) cited advice of family or friends as one of the main reasons.
because it is important for
my personal growth

82,4%

because I like to get in
touch with other cultures

80%

to contribute to the development
of the country I visit

70%

because I like travel and
new experiences
because it is important for
my professional growth

49%
11%

because I like to meet
other young people
to learn another language

9%
3%

to attain the required
study points

0,5%

because my friends or
family recommend it

0,5%

because I like to visit the
country my family comes from

0,5%

Figure 5: Motivations for going abroad for work or internship
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5.3 Findings: social awareness
Social awareness focuses on being aware of the different socio-economic positions and living conditions of people in the world, recognising the influence of one’s own behaviour on people elsewhere,
being aware of international issues and the accompanying socially responsible behaviour such as conscious consumer behaviour, energy use, giving behaviour and searching for and sharing information.
JoHo promoted socially responsible behaviour through the Millenniumdoen! programme in the period
following their return. Following their return from voluntary work or an internship abroad, an increase
in a socially responsible attitude and behaviour among the participants can be seen.
This is shown by the surveys that the participants completed before their departure, following their
return and six months after their return, the in-depth interviews held with the participants following their return and the feedback provided by parents and by other people from their immediate
environment.
Attitude
Changes in the attitude of participants towards people from other cultures and developing countries
were demonstrated in an online survey held before and after their stay abroad: an increased awareness
and recognition of shared responsibility, equality of all people and interdependence. The changes were
also reflected in the in-depth interviews.
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Shared responsibility
The surveys showed that following their return, considerably more participants considered it important
that politics as well as businesses and individuals contribute to development cooperation. Over 80 per
cent of the participants had a positive view on development cooperation before their departure, but this
percentage increased following their return. Following their return, fewer participants were of the opinion that while people in the Netherlands are living in poverty, no money should be sent to developing
countries. Before their departure, over 90 per cent of the participants were of the opinion that we should
do something about the problems in developing countries, and kept that opinion following their return.
In terms of shared responsibility, it can be concluded that the changes in attitude between departure
and return are significant and that no differences can be perceived between the time immediately after
their return and in the following six months. The change, therefore, is lasting.
Equality of all people
Before departure, 24 per cent of the participants thought that some beliefs had better values than
others. Following return, this was 22 per cent and six months after return, this was 16 per cent. The
proportion of people who disagreed with this statement was 43 per cent before departure, 51 per cent
following return, and 58 per cent six months after return. All the differences were significant.
Following their return, fewer participants saw the norms and values of their own culture as being
superior to those of other cultures. The proportion of participants that did not agree with this before
their departure was: 65 per cent, 76 per cent following their return, and after six months, this remained
unchanged at 76 per cent .
Interdependence
The idea of interdependence between people in the Netherlands and people elsewhere in the world
was already recognised by the majority of participants before they started their internship or voluntary
work abroad. For almost all assertions on this matter (see below), the number of people with this view
following their return had grown.

I can not change the fact that there are rich and
poor people, that is just the way it is

11,1%
13,9%
16,6%
81,6%
79,6%
74,8%

I believe that if we buy ‘fair’ chocolade in the Netherlands,
cocoa farmers in other countries will get a better payment

By my behaviour, for example how I deal with water and
energy, I have influence on the lives of people in other countries

48,1%

66,9%
62,3%
82,8%
75,2%
68,5%

If forests are destroyed in another place,
this is bad for the climate here

88,6%
81,8%
80,4%

Vehicle emissions lead to climate
problems in other countries
Six months after return
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92,2%
88,7%
83,1%

I am aware that the cloths in Dutch shops are often made by
people in developing countries who have a very small payment
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74,1%
70,5%
62,8%

I rather live in less luxury, if that is better
for the climate and the environment

Following return

Before departure

Figure 6: Percentage of participants that agrees or strongly agrees to statements regarding interdependence

This was also reflected in the in-depth interviews. Participants emphasised their attitude towards people in developing countries in a number of ways: firstly, they saw many socio-economic differences
between the developing country and the Netherlands. The living conditions were very different, for
example if there was no water, little food and little medical care. In general, the interviews showed
that when the participants returned to the Netherlands, they had adopted a different attitude towards
their own living conditions. They were acutely aware of the value of the things that they have in the
Netherlands, both materially and immaterially. They had become increasingly aware of this, and valued what they have more. Because they had become more aware of the fact that not everyone in the
world has as much as they do, they no longer took things for granted. A new vision was formed, in
which they attached less importance to material things and luxury. Health and relationships with other
people had become far more important in life. Based on the awareness that the living conditions people
have in other countries are worse, they learned that as participants themselves and individuals from
the Western world, they can make a contribution to the situation elsewhere, although they are also
aware that this contribution may be very small.
In the 360 degrees evaluation following their return, around six people from the immediate surroundings of the participants (parents, friends and lecturers) indicated to what extent they believed that
the social awareness of participants had increased following their stay abroad on a scale of 1 to 5 (5
= strong increase, 4 = slight increase, 3 = no difference, 2 = slight decrease, 1 = strong decrease). The
average was calculated for each young person. For the whole group of participants, it was shown that
according to the people from their close environment, their social awareness had increased since their
internship or voluntary work in a developing country. The people from their social environment gave
them an average score of 4.21. In addition, the people from their social environment also found that a
broadening of the participants’ view of the world had taken place (average score of 4.46). This means
that a slight to strong increase of a socially aware attitude among the participants was observed in the
360 degree evaluations. This corresponds with the results from the surveys that the participants filled
in and with the in-depth interviews.
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Behaviour
With regard to of social awareness, the online survey showed that before and after a stay abroad,
behaviour changed in terms of energy use, consumer behaviour, giving their opinions, searching for and
sharing information, giving behaviour (donating) and the level of social participation.
The online surveys (see above) showed that a sense of interdependence was acknowledged by a larger
number of participants following their return from their stay abroad. This was also demonstrated in
their behaviour.
Energy use
During the in-depth interviews, participants returning from abroad were asked if anything had changed
in their behaviour in terms of social awareness. The vast majority of the participants stated that they
had changed the way in which they use energy. Almost all participants started using less water, or
using it differently: they take shorter showers, shower less often, or shower at a lower temperature.
Immediately after their return, one of the participants even stated that they started showering with
cold water, while another started showering at a temperature that was 10 degrees colder. Some of the
participants do the dishes less often than before. The reason they gave for this, was that the water
usage in the Netherlands is far too great, which influences global issues, and that they want to play
a personal role in reducing the usage. In the developing countries in which they had lived, generally
much less water was available.
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Consumer behaviour
The surveys conducted among the participants showed that 28 per cent did not buy products or brands
that they knew were harmful for people or the environment in their production. After their return, this
was 37 per cent and six months later, this was 41 per cent. Over one third of the participants had a
neutral answer to this. This could indicate that the participants found it difficult to answer the question,
perhaps because the production methods of the products are not always known.
Following their return, the participants bought more Fairtrade products, such as chocolate, clothes,
fruit, coffee/tea or presents (see table below). Approximately six months after their return, around 90
per cent of the participants stated that they sometimes bought Fairtrade products, which is an increase
of 20 per cent compared to before their departure.
Before
departure

Following
return

Six months
after return

3.1 %

1.6 %

0.9 %

2 seldom

27.6 %

15.4 %

8.7 %

3 sometimes

50.3 %

60.5 %

57.2 %

4 often

19.1 %

22.5 %

33.1 %

1 never

Figure 7: Buying Fairtrade products such as chocolate, clothing, fruit, coffee/tea or presents

The in-depth interviews confirmed that the sustainable consumer behaviour of the participants
increased following their return. Most participants stated that they bought fewer items and/or that
they bought Fairtrade products more often. Following the experience the participants gained abroad,
material items were viewed as less important. A different attitude towards products therefore has
an influence on consumer behaviour. At the same time, it is also due to a wider perspective: in other
countries, people have fewer possessions, while in Dutch supermarkets, there is far more choice, which

Before
departure

Following
return

Six months
after return

strongly (disagree)

47.3 %

28.5 %

17.5 %

neutral

30.2 %

26.8 %

26.8 %

strongly (agree)

22.5 %

44.7 %

56.3 %
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Giving an opinion
According to the online surveys the participants, around half of seldom or never gave their opinion
on global issues on the internet before their trip abroad. Shortly after their return, this percentage
decreased sharply to 28.5 per cent, while the percentage of participants who give their opinions regularly or often doubled from 22.5 per cent to 44.7 per cent. In the months after their return, this significant shift remained unchanged. Six months after their return to the Netherlands, over half (56.3 per
cent) of the participants gave their opinion on global issues online.
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is no longer viewed as necessary. A minority of participants already regularly bought Fairtrade products before they left and did not mention any change in their behaviour. Global awareness also does
not necessarily mean that participants generally spend less money. People sometimes prefer buying
high-quality products.

Figure 8: “I give my opinion on global issues online, e.g. on Facebook, Twitter, a blog or internet fora”

The percentage of participants supporting charities by ‘liking’ them on Facebook before their departure
was 46 per cent. Approximately one in every four participants (26.5 per cent) indicated that they did
not do that. Shortly after their internship in a developing country, more participants stated that they
supported charities through Facebook (63.2 per cent). The percentage not supporting them had almost
halved (15.6 per cent). In the months that followed, too, a significant shift could be seen. Six months
after their return, the percentage ‘liking’ charities on Facebook increased to 72.9 per cent while the
percentage not doing so decreased to 12.3 per cent.
Before
departure

Following
return

Six months
after return

(strongly) disagree

26.5 %

15.6 %

12.3 %

neutral

27.9 %

21.2 %

14.8 %

(strongly) agree

45.7 %

63.2 %

72.9 %

Figure 9: ‘I support charities on Facebook by ‘liking’ them’

However, internet behaviour was mentioned less frequently in the interviews than it was in the surveys. In the interviews, there was a bigger focus on engaging in discussions with other people.
Searching for and sharing information on global issues
The in-depth interviews and surveys both showed that more participants talk with others about problems in the world or international news. More and more participants are going to debates or lectures
about problems in the world. The surveys showed that participants follow the media more often (TV,
internet, journals, newsletters, books) regarding developments in the world, international cooperation
or developmental cooperation. Significant differences can be seen between both before departure and
immediately after return, and between immediately after return and six months later. Participants
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increasingly search for and share information in the period following return. The tables below show
this increase. The JoHo MillenniumDoen! programme has continued to encourage the participants to
share their experiences after their return and to remain globally involved, and may have therefore contributed to this increase.
Before
departure

Following
return

Six months
after return

6.8 %

2.5 %

1.5 %

neutral

15.0 %

7.6 %

5.1 %

(strongly) agree

78.3 %

89.8 %

93.4 %

(strongly) disagree

Figure 10: ‘I speak with other people about global issues or international news’

Before
departure

Following
return

Six months
after return

(strongly) disagree

74.9 %

65.3 %

53.9 %

neutral

13.4 %

20.7 %

22.6 %

(strongly) agree

11.6 %

14.0 %

23.5 %

Figure 11: ‘I go to debates or lectures about problems in the world’
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Daily
Weekly

Before
departure

Following
return

Six months
after return

8.1

12.4

18.7

37.3

39

46.7

Monthly

19.1

21.8

18.7

Sometimes

25.4

20.1

14.5

Seldom

9.8

6.2

1.5

Never

0.3

0.5

0

Figure 12: ‘How often do you read/watch TV, internet, journals (digital or in print), newsletters or books
regarding developments in the world, international cooperation or development cooperation?’

The in-depth interviews showed the reason for the increase in following international developments
and speaking to other people about them: following their return from their stay in a developing country, participants themselves indicated that they wanted to motivate the social awareness of other
people in the Netherlands. They gave presentations, wrote articles and discussed the matters with
acquaintances. It is clear from the interviews that a period in a developing country encourages many
participants to engage in discussions with other people about differences and interdependence, and
that they themselves are taking various initiatives to remain involved.
Giving behaviour
Many participants (80 per cent) indicated in the surveys before their stay abroad that they already
supported one or more charities, and six months after their return, that figure increased to 91.5 per
cent. The number of charities supported also increased. In the months following their return, the participants also gave more money to charities than they did before their departure, and during their stay in a
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Social behaviour
Another finding from the interviews was that there is a link between the stay abroad and the development of social and personal competencies: some participants found that they were behaving more
sociably towards other people. Once back home, they would ask other people how they were more frequently than before, and they were more aware that they could mean something to people by behaving
in a more sociable, friendly way. When carrying out projects abroad, some participants learned that
development cooperation is something you do together, meaning they asked the local population lots
of questions, paid attention to them and had a friendly attitude. These personal and social competencies then, according to existing research, made up an important part of the international competencies
required to communicate with other cultures and under international circumstances well and effectively. These competencies will be discussed further in the chapter on international competencies and the
chapter in which the results of the Multicultural Personality Questionnaire are discussed.
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developing country, that amount was at its highest. The in-depth interviews also show that participants
started donating more money to projects relating to international cooperation. Some participants made
new plans to ensure that they actively contribute to projects relating to international cooperation, or
to set up new projects. The proportion of participants who only wish to contribute by donating, however, is significantly larger. Instead of remaining active as a volunteer, the focus in the period following
return was relatively far more often on the other aspects of socially responsible behaviour: a change in
consumer behaviour, energy use and the awareness and contact with other people.

5.4 Findings: International competencies
Global Citizenship exists in the perception of this study in the form of social awareness and international competencies. This chapter will show the results concerning international competencies.
Within the International Cooperation Research Group, we see the following as part of international
competencies:
1. Interpersonal and social competencies
2. Intercultural competencies
3. International professional and academic competencies
4. Language skills
This chapter shows how international competencies have developed in the group of participants
studied, who have done an internship or voluntary work in a developing country as part of the
MillenniumDoen! programme. All of the various international competencies were assessed via the
360 degrees evaluation. The in-depth interviews focused particularly on the awareness of and attitude towards other cultures and their own culture, knowledge of their own and other cultures, the
internal development of skills (desired internal outcome, skills) and the behaviour and actions that
ensue from this (desired external outcome). Changes in foreign language skills were also reported
by the participants themselves via online surveys.
After the participants returned from abroad, the 360 degrees evaluation was used to ask an average
of six people from the immediate social environment of participants how much they feel the young
person’s international competencies have improved after their return in comparison with the situation
before departure. The surveys were completed by parents, friends, friends and lecturers. This involved
a total of 3,261 people. They were asked specifically about the changes observed. Respondents were
able to choose between the following answers:
5 = Strong increase, 4 = Slight increase, 3 = No difference, 2 = Slight decrease, 1 = Strong decrease
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The average per young person was calculated for all of the answers provided by the social environment and, on the basis of this, the average for the entire group of participants was calculated. The 360
degrees evaluation shows that all of the participants achieved a slight increase in their international
competencies.
Results
The most important findings to emerge in relation to international competencies are explained below.
5.4.1. Personal and social competencies
Personal and social competencies were evaluated on the basis of the following indicators: broadening of the
world view, social awareness, independence/self-reliance, open mindedness, showing initiative, self-confidence/a positive self-image, flexibility/adaptation skills and insight into one’s own skills and limitations.
The 360 degree evaluation shows that all of the personal and social competencies measured have
improved slightly for the participants. The table below shows the difference between the situation following their return and before the internship or voluntary work abroad. The competencies have been
ordered on the basis of the extent of change:
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Broadening of the world view

4.46

Social awareness

4.21

Independence/self-reliance

4.16

Open mindedness

4.08

Showing initiative

4.00

Self-confidence, positive self-image

4.06

Flexibility, ability to adapt

4.03

Insight into one’s own possibilities and limitations

3.98

Average increase

4.12

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Figure 13: Changes in personal and social competencies in comparison with the situation before going abroad

The 360 degrees evaluation shows a slight increase of all measured personal and social competencies.
This is even a slight to strong increase for broadening of the world view (4.46). The second strongest
change took place in relation to social awareness (4.21). The average growth as a whole for all of the
personal and social competencies evaluated is 4.12. This is statistically significant if the average is
compared to a zero-value of 3 (situation before departure).
In the online surveys, the participants themselves also answered a number of questions (before leaving,
the month after their return and six months after their return) on the subjects of open-mindedness, flexibility and social initiative. The small increase of these competencies that emerged from the 360 degrees
evaluation is confirmed by the participants themselves in the surveys. The participants achieve a statistically significant increase of open-mindedness and social initiative immediately after their return in
comparison with the situation before they went abroad, and between the situation before they left and
the situation six months after their return. The flexibility of participants also increased significantly during their stay abroad. However, this returned to the original level within six months of their return. This
means that, according to the surveys, the changes relating to flexibility and the ability to adapt that the
social environment and the participants themselves see immediately after their return are not permanent. What is interesting is that the broadening of the world view and increased social awareness are

The in-depth interviews show a change in personal and social competencies: improved self-confidence
results in independence and taking initiative. As a result, participants show assertiveness and self-reliance in intercultural situations. See subsection 2.5

5.4.2.1 Intercultural attitude
An intercultural attitude consists of respect for and an appreciation of cultural differences and diversity,
coping with uncertainty, with unknown and unclear situations, openness, impartiality and the willingness to suspend one’s own opinion and raise it for discussion.
The 360 degrees evaluation shows that, according to the social environment of the participants, their
intercultural attitude has developed slightly. This manifests itself particularly in respect for and appreciation of cultural differences and diversity (4.21). Participants also find it easier to cope with uncertain,
unknown situations (3.99) and enter into them with an open mind (3.93). This attitude has improved
slightly according to people close to them. The willingness to suspend one’s own opinion and raise it in
a discussion has increased too (3.69). However, according to the social environment, this has improved
less strongly than the other aspects of an intercultural attitude. The table below shows the average
increase of the various aspects of an intercultural attitude in participants, in which the situation following their return is compared with the situation before they left for abroad by the people from the social
environment of the participants.
Respect for and appreciation of cultural differences and diversity

4.21

Coping with uncertainty and with unknown and unclear situations

3.99

Openness, impartiality

3.93

Willingness to suspend one’s own opinion and raise it for discussion

3.69

Average increase

3.96

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Figure 14: Changes in the intercultural attitude in comparison with the situation
before the participants left for abroad

5.4.2.2 Intercultural knowledge
Intercultural knowledge involves having a knowledge of other cultures. A knowledge of one’s own
culture and other cultures is understood to mean an actual knowledge of the differences, similarities,
limitations and possibilities offered by one’s own culture and the culture of others. Intercultural knowledge also involves knowing how cultural factors influence the behaviour of people and the forms of
communication they use.
The in-depth interviews held with the participants following their return showed that their knowledge
of their own culture and of other cultures has improved strongly after the internship or voluntary work
abroad. They learned a great deal about the actions and habits of people in developing countries and
about local customs. They also indicate that they know more about the views of other people and their
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5.4.2. Intercultural competencies
Intercultural competencies consist of four elements: attitude, knowledge, skills and a ‘desired’ internal
outcome (critical cultural awareness, for example). If a person has developed these elements, the result
is a ‘desired’ external outcome: appropriate behaviour and effective communication in intercultural
situations.
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the personal and social competencies that changed most, in contrast to the more generic competencies,
such as flexibility and insight into one’s own possibilities and limitations.
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outlooks on life. In the interviews, the participants very often compare the culture of the other country
with the culture in the Netherlands. Because of this, they look at their own culture from a new perspective and are able to indicate the differences better than they could do previously.
This result, which emerges from the interviews held with the participants, is confirmed by people who are
close to them. In comparison with the other international competencies, intercultural knowledge is the outlier in the 360 degrees evaluation. Scored as 4.34 on a scale of 1 to 5, this is characterised as a very high score.
According to the social environment of the participants, this is particularly due to their improved knowledge
of other cultures (4.47 on average) and also to their improved knowledge of the influence of cultural factors
on the behaviour of people (4.21 on average). These averages are shown in the table below.
Knowledge of other cultures

4.47

Knowledge of the influence of cultural factors on the behaviour of
and forms of communication used by people

4.20

Average increase

4.34

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Figure 14: Changes in intercultural knowledge in comparison with the situation before leaving for abroad
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5.4.2.3 Intercultural skills
Intercultural skills include having a feel for the situation or context, social and communication skills,
self-refection and an awareness of and coping with one’s own feelings. These are the skills that are
necessary to be able to communicate effectively and behave properly with other people in an intercultural situation.
The 360 degrees evaluation shows that these intercultural skills have improved, but to a slightly lesser
extent than the other competencies evaluated. However, the improvement is still statistically significant. Of the various intercultural skills, the feel for the situation or context, social and communication
skills and self-reflection have improved more (3.87) than the awareness of and coping with one’s own
feelings (3.82), according to the social environment. The table below shows the average change of
intercultural skills in the 360 degrees evaluation:
Feel for the situation/context

3.87

Social and communication skills

3.87

Self-reflection

3.87

Awareness of and coping with one’s own feelings

3.82

Average increase

3.86

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Figure 15: Changes in intercultural skills in comparison with the situation before leaving for abroad

The in-depth interviews reveal a far stronger picture than that indicated by the people close to the
participants. The in-depth interviews show that intercultural skills developed strongly during the stay
abroad. If things went wrong abroad, the development project did not progress as expected, the participants became ill, communication was difficult and the participants were confronted with cultural
and socio-economic differences, the participants reflected on this afterwards in the interviews. Some
participants experienced a crisis during their time abroad and were aware of this. Many participants
displayed assertiveness in their behaviour abroad in order to resolve problems, whether their own
or others, and adapted to the local context in line with their feel for the situation. Having the ability

In the 360 degrees evaluation, the people close to the participants were asked whether they observe
that the critical cultural awareness of participants had improved following their return. In comparison with the situation before leaving for abroad, the 360 degrees evaluation shows that participants
are generally better capable of putting their own culture into perspective (4.06) and changing perspective, and the ability to put themselves in someone else’s position and consider their views (3.97)
also improved. This slight increase of critical cultural awareness after a stay abroad is evident in the
table below.
The ability to put one’s own culture into perspective

4.06

The ability to change perspective and put themselves in
someone else’s position and consider their views

3.97

Average increase

4.01

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Figure 16: Changes in critical cultural awareness in comparison with the situation before leaving for abroad
(360-degrees evaluation)

The online surveys that the participants completed before leaving, following their return and six
months after their return reveal that the level of cultural empathy has generally increased. Statistically
significant differences were observed between the level of cultural empathy before leaving for abroad
and immediately after their return, and also between before leaving for abroad and six months after
their return. This means that the increase of cultural empathy is evident in the longer term too.
After their stay abroad, participants find it easier to empathise with the thoughts, feelings and/or actions
of individuals with a different cultural background than they would have before leaving for abroad.
5.4.2.5 Desired external outcome: effective behaviour and communication in intercultural
situations
Participants are confronted with many new situations during their stay abroad. They respond to this in
a certain manner. Based on the in-depth interviews three types of behaviour often emerge: standing up
for oneself and for others, adjusting social behaviour in line with local customs and adjusting professional behaviour in the projects in which the participants are involved.
1. Standing up for oneself and for others
Many participants say that they stood up for themselves and for others when they were confronted
with something they experienced as unpleasant. This manifests itself in three different ways: Firstly,
the participants take action, they do not allow themselves to become bogged down by problems in the
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5.4.2.4 Desired internal outcome: critical cultural awareness
Having a critical cultural awareness means that a person has the ability to reflect on cultural matters,
change perspectives and to put into perspective and broaden the frame of reference on which one’s
thinking and actions are based. The results show that the critical cultural awareness that participants
have improves slightly after an internship or voluntary work abroad.
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to be aware of the above was very much evident in the answers given in the interviews. However, it
must be observed here that in the interviews the participants referred mostly to intercultural situations
abroad. The interviews yielded little information about how they deal with intercultural situations in
the Netherlands. However, they were able to properly self-reflect, and reflect on situations that arose
during their time abroad.
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new cultural context, but stand up for themselves via effective behaviour. This overlaps with the second
aspect, the ability to independently resolve problems, whether one’s own problems or the problems of
others. Besides taking action and adopting a problem-solving approach, participants also learn to say
no and to adopt a more cautious approach. This was especially true for girls.
2. Adjusting social behaviour in line with local customs
The majority of participants adjust their behaviour in line with local customs in the developing country. For example, they adjust their eating habits, display religious behaviour or wear different clothes.
3. Adjusting professional behaviour in line with local circumstances
During the internship or volunteer projects, many participants chose to adjust their professional behaviour in line with local circumstances. This often had a direct connection with the effectiveness of their
own contribution to a project. Other behaviour led to better results than would have been the case if
they had continued to behave as they were accustomed to doing back in the Netherlands. For example,
if participants were expected to lead a project for one day, communication was adjusted to reflect the
various cultures of the other nationalities involved. Adopting the local pace, for example, the pace of
construction work, is also mentioned regularly. Learning local games can be crucial too.
Virtually all of the participants are able to speak languages other than Dutch (English, for example).
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4. No adjustment to the situation
Despite the above, several participants indicated in the in-depth interviews that they had neglected
to do something that they felt would have been effective. One girl, for example, did not dare to ask
a question that she had wanted to ask, and, on one occasion, a young vegetarian had intended to eat
meat, but ultimately did not. In addition, someone who accepts in advance that it will be necessary to
adapt may also notice his/her adjustment to a lesser extent.
5.4.3. International professional and academic competencies
If someone has international professional skills, he/she will be able to pursue his occupation or profession well in an international context. The participants who took part in this research worked in a
globalising world during the research or will enter the labour market, in which they will practise a
profession that will involve contact and collaboration with people from other cultures, a world in which
people from different cultures will have a different vision on how the profession is practised and in
which the labour market itself will be becoming more international in nature.
International academic competencies involve a knowledge of the discipline, as taught, learned and
studied in other countries, an understanding of the norms and values that are important for certain
studies and also a knowledge of international literature. Next to these, the competencies that are
needed to be able to act and communicate effectively in an international context, a critical, inquiring
attitude, specific professional knowledge and the ability to think conceptually or analytically are also
taken into account.
In the 360 degrees evaluation, people close to the participants were asked, after the return of the
participants in question, whether they felt that the international professional and academic skills of
the participants had improved. The 360 degrees evaluation shows that these skills have improved
in comparison with the situation before the participants left for abroad. However, when we compare
this with the other international competencies, the professional skills (average: 3.82) and the academic skills (average: 3.64) have improved less than the other competencies, such as the social and
personal competencies, intercultural attitude and knowledge. This corresponds with the findings of
Hoven & Walenkamp (2015).
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Professional skills
Motivation for the study / practising profession

3.81

Problem-solving, innovative ability

3.95

Thinking outside of the box

3.90

Applying knowledge and skills in non-routine situations

3.70

Interest in an international career

3.77

Own career prospects

3.62

Views on the profession

3.97

Opportunities in the labour market

3.83

Average increase

3.82

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = decrease

Academic skills
Critical, research attitude

3.63

Specific knowledge of the contents

3.55

Conceptual, analytical thinking

3.74

Average increase

3.64
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According to the social environment, the academic skills improved least (3.64). The influence of the
stay abroad on the specific professional knowledge (3.55) and a critical research attitude (3.63) is
less visible than the development of all of the other international competencies. Where professional
skills are concerned, shows a lower score too: the improvement of career prospects (3.62). Within
the professional skills, other people close to the participants identified that the views on the profession (3.97), the problem-solving innovative ability (3.95) and the ability to think outside of the box
(3.90) in particular had improved most in this category of international competencies. The average
improvement in the international professional and academic competencies, as shown in the table
below, is statistically significant.

Figure 17: Changes in international professional and academic competencies in comparison with the situation
before leaving for abroad (360 degrees evaluation)

5.4.4. Language skills
We understand language skills to mean reading, speaking, listening and writing proficiently in a
foreign language. In the online surveys, a distinction was made between the main language of the
country and the local language used in the country or area. The main language is usually the official
national language (for example, English in Ghana). The local language in Ghana is the local language that students encounter during their work/internship (Swahili, for example).
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Profiency of the main language of the country
If we consider the language skills of the entire group on average, the results of the online surveys show
that according to the participants themselves, every aspect of their command of the main language of
the country improved significantly during the stay abroad. Half a year later, it was found that no statistically significant difference had been achieved for writing skills and reading skills in comparison with
the situation before the participants left for abroad. Thus, a permanent change was only achieved for
listening skills and speaking skills in the main language of the country.
Before leaving for abroad

Following return

Six months later

Listening

3.36

3.67

3.57

Speaking

3.16

3.60

3.48

Writing

3.03

3.31

3.19

Reading

3.29

3.51

3.41

1 = very poor
2 = poor,
3 = moderate
4 = good
5 = very good

Figure 18: Average language skills of the main language of the country (surveys)
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The table below shows how many participants assess their own language skills in the main language
of the country as good or very good. Approximately 47-63 percent of participants assess their writing,
reading, listening and speaking skills in the main language of the country as good to very good. By the
end of their stay abroad, participants believed that this had improved to 58-72 per cent. Six months
after their return, the percentage of participants that assess themselves as good to very good in the
main language had fallen to 53-66 per cent
Before leaving for abroad

Following return

Six months later

Listening

63.2

71.3

66.0

Speaking

54.5

66.7

61.7

Writing

47.3

58.3

52.7

Reading

59.0

67.2

61.1

1 = very poor
2 = poor,
3 = moderate
4 = good
5 = very good

Figure 19: Percentage of people that consideres their language skills of the main language of the country as
good or very good

Profiency of the local language of the country/area
The table below shows changes of the average language skills of the local language of the country/area
based on self-reported answers in the surveys. The majority of the participants indicated before and after
their stay abroad that they had a poor to very poor command of the local language. However, slight
improvements of some aspects are reported. The increase of listening and speaking skills in the local language are statistically significant. After six months, the participants are still significantly better at listening and speaking in the local language than they were before they left for abroad, but the averages of 1.93
and 1.94 on a scale of 1 to 5 indicate a poor command of the language nonetheless. By contrast, barely
any differences at all are evident in the averages for writing and reading skills. No statistically significant
differences apply between before leaving, following return or six months after return.

Following return

Six months later

Listening

1.66

1.90

1.93

Speaking

1.61

1.99

1.94

Writing

1.53

1.49

1.55

Reading

1.64

1.57

1.65

1 = very poor
2 = poor,
3 = moderate
4 = good
5 = very good

Figure 20: Average language skills of the local language of the country/area (surveys)

Speaking skills in a foreign language

3.98

Listening skills in a foreign language

3.96

Reading skills in a foreign language

3.55

Writing skills in a foreign language

3.65

Average increase

3.79

5 = strong increase
4 = slight increase
3 = no difference
2 = slight decrease
1 = strong decrease

Figure 21: Change in language skills in comparison with the situation before leaving for abroad
(360 degree evaluation)

In conclusion, both the participants themselves and the people around them indicate an improvement
in speaking and listening skills in foreign languages. According to the social environment, reading and
writing skills have improved too. However, the survey completed by the participants show that foreign
reading and writing skills after 6 months are not significantly different to the situation before they left
for abroad.
Conclusion on international competencies
International competencies consist of personal and social competencies, intercultural competencies,
international professional and academic competencies and language knowledge. The results of the
360 degrees evaluations, online surveys and in-depth interviews show that almost all of the international competencies possessed by participants have improved after an internship or voluntary work
in a developing country. The most significant growth was in the area of intercultural competencies:
intercultural attitude, knowledge, behaviour and skills. Following their stay abroad, the personal and
social competencies of participants were shown to have grown too. Relatively speaking, professional
and academic skills grew the least. Foreign language listening and speaking skills improved. However,
the same did not apply for reading skills and writing skills.
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Therefore, the general conclusion that emerges from the online surveys is that speaking and listening
skills in foreign languages have improved. After the participants had returned from abroad, the 360
degrees evaluation was also used to ask the Dutch social environment (parents, friends, friends and
lecturers) for their opinions on the language skills of the participants. The social environment also sees
a particular change where speaking and listening skills are concerned. According to the social environment, these skills have improved slightly since the participants returned from abroad. Reading and
writing skills in a foreign language have improved less in comparison with listening and speaking skills.
However, they see an improvement here too.
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Before leaving for abroad

97

THE WORLD’S MINE OYSTER

5.5 Results of the multicultural personality questionnaire
The multicultural personality questionnaire was included in the online surveys that participants
completed themselves. They were able to indicate whether they felt that each of the statements
applied to them on a scale of 1 to 5 (1 = not applicable at all, 5 = completely applicable).
Five categories of qualities that improve multicultural effectiveness can be distinguished: flexibility, cultural
empathy open-mindedness, social initiative and emotional stability (Van Oudenhoven & Van der Zee, 2002)
Before
leaving
N= 777
Flexibility

3.49

Following
return
N= 628

Six months
after return
N= 332

3.57

3.53

Cultural empathy

4.12

4.17

4.18

Open-mindedness

3.83

3.93

3.96

Social initiative

3.68

3.74

3.74

Emotional stability

3.48

3.59

3.52

Total multicultural effectiveness

3.72

3.80

3.79

Figure 22: Results of the multicultural personality questionnaire (MPV)
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If we consider the score for multicultural effectiveness as a whole, we see that participants achieve
quite high scores before they leave for abroad: 3.72 on a scale of 1 to 5. After completing the internship or
voluntary work abroad, this score has increased to 3.80. Six months later, this score is still similar: 3.79.
In general, the data enable us to conclude that multicultural effectiveness has improved significantly
(p <0.05) during the stay abroad and this remained stable in the period following their return. How the
participants developed per category will be discussed in the rest of this subsection. The results were analysed in two different ways. Firstly, by looking at the high scores: on which indicators of flexibility do the
participants score very well? Secondly, by having a closer look at the areas in which the greatest growth
is achieved: on which aspects of each category do the participants score better following their return?
Flexibility
Before the participants left to do an internship or voluntary work in the developing country, flexibility
had an average score of 3.49 on a scale of 1 to 5. Following their return, the average had increased to
3.57. This is a statistically significant difference. In other words, participants who have returned from
voluntary work/an internship in a developing country are significantly more flexible immediately following their return than they are before they leave for abroad.
The participants already achieve very high scores on average for three indicators before they leave for
abroad. They feel that they are able to switch easily from one activity to another, indicate that they
seek out challenges and enjoy unusual experiences. Surveys carried out following their return from
abroad show that they enjoy these challenges and experiences even more. The participants achieved
very low scores on the statements formulated negatively before leaving for abroad: the participants do
not recognise themselves in a dislike of travel or the avoidance of adventure either.
The following aspects have increased most on average among the participants: they feel less uneasy
in a different culture, enjoy primitive holidays more, enjoy working alone less and have fewer fixed
habits. In addition, more participants have a need for change and avoid adventure less.

The participants score highest on cultural empathy at all evaluation moments in comparison with the
other four categories from the multicultural personality questionnaire.
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The second category in the multicultural personality questionnaire is Cultural Empathy.
Results show that participants score significantly higher on cultural empathy in comparison with the
situation before they left for abroad (4.12), both soon after their return (4.17) and six months after their
return (4.18) from voluntary work or an internship abroad.
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This improvement in flexibility, which the participants indicated themselves in the surveys, is reflected
in the results of the 360 degrees evaluation too. After the participants returned from their internships
or voluntary work in a developing country, the people from their social environment also observed a
slight increase of flexibility, including a slight increase of the number of participants with the ability to
cope with uncertain situations, thinking outside of the box, the ability to solve problems innovatively
and apply knowledge in non-routine situations.

Even before leaving for abroad, the participants indicate that they are good at understanding the feelings of other people, that they try to understand the behaviour of others, that they empathise with
others and that they enjoy the stories of other people. These aspects increased just very slightly after
returning from their stay abroad. This can easily be explained by their favourable starting position.
The biggest improvements were achieved by participants regarding their insight into human nature,
observing facial expressions, asking personal questions, remembering what others say, and recognizing when someone is experiencing difficulties and enjoy immersing themselves in other people. As
such, this confirms the results of the 360 degrees evaluation, in which individuals from the social environment of the participants indicate that these participants are better after their return to put themselves in the position of others and understand their views.
The third category of the multicultural personality questionnaire is Open-mindedness.
Before leaving for an internship or voluntary work in a developing country, open-mindedness achieved
an average of 3.83 on a scale of 1 to 5 in the group studied. After cultural empathy, open-mindedness
is the category in which the participants achieved the highest scores in the multicultural personality
questionnaire. After their return, the average increased significantly to 3.93 and the score was 3.96
after half a year. The differences are statistically significant between before leaving for abroad and
following the return from abroad on the one hand and before leaving for abroad and six months after
the return on the other hand. The average degree of open-mindedness was found to be the same for
this group of participants immediately after their return and half a year later.
The participants scored high on open-mindedness even before their stay abroad. They have a strong
interest in other cultures, are curious, have a broad interest and are open to new ideas. Following their
return, this has grown and even more six months after their return.
The greatest growth in open-mindedness is evident in relation to the ability of participants to put their
own culture into perspective, lead the way in social change, come up with solutions to problems, have
a feel of what is appropriate in another culture and find it easy to start a new life. The participants have
grown in all of these aspects after their return from abroad and in the months following their return.
The strongest improvements were evident in the participants who achieved relatively low scores before
leaving for abroad. This confirms the findings of other methods that have been used. According to the
360 degrees evaluation, open-mindness increased slightly, including broadening of the world view,
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being less biased, increased knowledge of and appreciation for other and having the ability to put one’s
own culture into perspective. The ability to put one’s own culture into perspective was noticed in the
in-depth interviews too.
Social initiative. The participants are significantly more inclined to actively take part in social situations and to show initiative after spending a period of time abroad. Prior to their stay abroad, the average score was 3.68. This was 3.74 after their return and 3.74 six months after their return. Therefore,
the improvement achieved is stable.
The qualities that were already often evident prior to the internship/work abroad were showing initiative, finding it easy to establish contacts, the ability to manage in social situations and enjoying action.
These aspects of social initiative had increased slightly after the participants returned from abroad.
What is striking is that more participants are inclined to speak out following their return and they are
usually the driving force behind developments. It also appears that more participants take the lead.
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Considering all of the categories in the multicultural personality questionnaire, the participants
achieved the lowest relative score for Emotional Stability. Before leaving to do the internship/voluntary work abroad, the average is 3.48. After their return, this average increases to 3.59 and six months
after return it is 3.52. Statistical significance is limited to the difference between before leaving for
abroad and following return. Half a year after their return, emotional stability is back at the same
level as before leaving for abroad on average. As such, no sustainable growth is evident in this field. It
is important to stress that the above applies to the average for every aspect of emotional stability. In
practice, some aspects have improved and some have worsened.
In general, the participants generally achieve a reasonably neutral score for the statements that relate
to emotional stability. Positive outliers, which were already present prior to the internship/voluntary
work and that had also improved a little following their return are resilience and finding solutions to
every problem, having more self-confidence and suffering less due to conflicts with others.

5.6 Social awareness and international competencies in the longer term from the
point of view of the participant
Where social awareness and international competencies are concerned, the second series of interviews
- which involved a selection of participants and took place approximately six months to a year after
the return of the participants in question - show that the participants are generally more aware of the
socio-economic differences that exist in the world and in terms of cultural diversity (different customs
and behaviour). Knowledge and awareness of these issues have improved.
As a result, many participants developed more skills in relation to international competencies (internal
change). For example, seeing one’s own culture through the eyes of someone from a different culture
or being able to put one’s own living conditions and wealth into perspective. At the same time, the
international experience gained has often resulted in an improvement in self-confidence, assertiveness
and self-reliance. As a result of that participants are more inclined to show initiative (external change).
This is in line with the results achieved for the multicultural personality questionnaire. This relates to
social initiative in areas such as travel, study choice and standing up for one’s own opinions.
While in the weeks directly after their return from abroad the participants were particularly intending
to display socially responsible behaviour by using less water, sharing more information with other
people, using less energy and displaying different consumption behaviour, this was less evident in the
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Based on the final evaluations, a distinction can be made between participants who primarily see the
programme as a life experience that made them stronger and more internationally competent, and
want to continue to travel and communicate in different cultures on the one hand and, on the other
hand, participants who primarily became more aware of socio-economic differences and global issues
in the world after their return from abroad and who will continue to raise awareness of these issues,
and will keep taking actions themselves to improve the situation elsewhere. A few young participants
who found (their contribution to) the particular projects in developing countries they had visited ineffective or difficult have turned their backs on international collaboration and have chosen to focus on
their own personal growth instead. What essentially characterises both groups of participants is the
ability they have developed to look through someone else’s eyes at their own culture and living conditions in the Netherlands and to use their improved self-confidence to live a more socially aware life
and/or engage in international activities after their return from abroad.
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interviews (half) a year later. Participants said, for example, that they were intending to deliver more
presentations or to continue their involvement in other activities organised by the World Supporter
Platform of JoHo. However, as their normal lives resumed, participants often found that they had less
time for these activities than expected and also thought about them less often than expected. Many
participants wanted to do (even) more than they actually did in practice. So, while the online questionnaires that the participants themselves completed before leaving for abroad, following their return
and six months after their return show that socially aware behaviour was greater six months after their
return than immediately after their return, this extra improvement is not evident from the interviews
held with the participants approximately six months after their return. However, it can be concluded
from the interviews that the level of socially responsible behaviour did strongly improve on average
following their return in comparison with the situation before they left for abroad. This behaviour was
still observed a (half) year later and is a stable result of the stay abroad and the follow up activities
that were stimulated by JoHo. This result corresponds with the results that emerge from the surveys.
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6. Conclusion
Based on this research, it can be concluded that voluntary work or an internship in a developing country
is linked to the development of global citizenship among young people. This is evident from surveys
that participants completed before leaving for abroad, following their return and six months after their
return, the in-depth interviews held with the participants following their return and the feedback that
parents and other people from the close environment have given. This study suggest that almost all
international competencies of participants have improved after an internship or voluntary work in a
developing country. Reading and writing skills in the local language of the area in question were the
only competencies not to have improved. The most significant growth was shown to have taken place
in the area of intercultural competencies: attitude, knowledge, skills and behaviour. Following their
stay abroad, it was also found that participants’s personal and social competencies had improved.
Professional and academic skills grew the least. An improvement is also evident in multicultural
effectiveness. Following their return from voluntary work or an internship in a developing country, an
increase in a socially aware attitude and behaviour among the participants could also be observed.
The results also suggest that most changes still apply six months after return. What essentially
characterises the participants according to the in-depth interviews is the ability they have developed
to look through someone else’s eyes at their own culture and living conditions in the Netherlands and
to use their improved self-confidence to live a more socially aware life and/or engage in international
activities after their return from abroad.
The extent to which the improvement in international competencies and socially involved attitude
and behaviour are a direct effect of the stay abroad cannot be established because many other factors
could play a role too. However, it can be observed that significant differences have been demonstrated
between the time before participants leave for abroad and the time following their return.

7. Discussion
This research on the development of global citizenship has a stronger methodological basis than previous research on international competencies and social awareness, due to two aspects: the number of
participants was higher and a combination of research methods was used.
The size of the group is the first important aspect. Earlier research focused on small groups, such as
school classes, while this study involved hundreds of young people. This meant that more statistical
test were possible and that random results could be ruled out. Analysing responses of a larger group
of people improves the reliability of research. In this research domain, following a group of this size for
four years is rare and has yielded data that are very valuable.
In addition, a number of research methods were used: surveys that the participants completed themselves, surveys completed by people in the immediate social environment of the participants and
in-depth interviews with participants. As a result, the validity of the research increased: the same topics
have been researched in a number of different ways and the results have been compared with each
other. Because of this, a better insight is attained into what global citizenship is, what it means and
what influence a stay abroad has on this process.
Despite the above points, it continues to be difficult to draw cause-effect conclusions. There are, after
all, many circumstances that define and explain a person’s behaviour and attitude. Therefore it is not
possible to attribute the changes occurring in global citizenship to a stay abroad by definition. At the

This research did not involve a control group. It can be assumed that people between the ages of 14 and
26 always develop in many ways because they grow older. Because there was no control group, we do
not know whether young people who did not go abroad developed global citizenship too.

Some participants completed the surveys on the same day they returned from abroad, while other
participants only completed it a number of weeks or months later. The picture may be a little distorted
as a result. It is difficult for someone who has just returned from abroad to indicate how often he/she
attends lectures and buys Fairtrade products if he/she has had little opportunity to do either yet. With
this in mind, the second evaluation, which took place a number of months after the participants had
returned, is a good tool for the more precise identification of the above. However, the group of respondents that completed the final evaluation is smaller.
There is another chance that participants gave socially desirable answers. After participants had completed the baseline measurement, they were presented with the same questions in the interim evaluation and the final evaluation. Memory effects could start to play a role, for example: respondents
still remember which answers they gave before, which has an unpredictable influence on the new
questions. In addition, the direct prior evaluation and follow-up evaluation carried out on the same
person will result in response bias. In other words, respondents will form an impression of the objective for the research and base their answers on this impression. The same applied for the second series
of interviews. This problem has been recognised by also addressing questions to people close to the
participants via the 360 degrees evaluation. In this way, it became possible to assess whether or not,
and how, participants had developed from the perspective of the participants themselves and of others.
The programme was subject to a certain level of respondent drop-out. Significantly fewer final evaluations were completed than interim evaluations. The entire group of 1000 participants did not complete
all of the surveys. It cannot be ruled out that enthusiastic participants continued to form part of the
research. The same applies for the interviews. Although efforts were made to safeguard representativeness for the group, it is possible that the participants who continued to be committed to global citizenship took part in the second series of interviews, resulting in a positive bias.
It cannot be ruled out that background characteristics of participants influenced the presence and
development of global citizenship. In a follow-up publication, correlations with the gender, education,
age and education of the parents of the participants, amongst other things, will feature too.

SASKIA RADEMAKER

It is also important to observe that behavioural change is inherent to the programme, which is aimed
at precisely that change. The positive results, as measured in this study, may, however, be somewhat
biased in the sense that the participants might at times be inclined to give desirable answers.

MILLENNIUMDOEN! AND
WORLD CITIZENSHIP

very most, we can say that a association has been demonstrated between work and internship abroad
and the development of global citizenship, but not that this period is the cause of the change and that
the change is the effect of it. Although differences can be observed between before and after this period,
a causal relationship is not necessarily the case here.
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WORD OF GRATITUDE
The JoHo Foundation was extremely serious about achieving the success it had envisaged for the programme. It asked the International Cooperation Research Group of The Hague University of Applied
Sciences to help design and implement research on the effectiveness of the MillenniumDoen! programme. This was a great opportunity for the Research Group, because many of the thousand young
people took part in the research as a compulsory component of the programme. Thanks to major efforts
on the part of JoHo, a huge amount of data were collected. The analysis of the data yielded very
important knowledge for the various parties. For JoHo and the Directorate-General for International
Cooperation at the Ministry of Foreign Affairs/Development Cooperation, this knowledge pertained
to the success of the programme and the lessons that can be learned from it. These lessons were
added to the knowledge that the International Cooperation Research Group is developing. In addition
to the formal, very detailed, final outcome report that JoHo produced about the programme for the
Directorate-General for International Cooperation and this chapter about the research, JoHo and the
Research Group will join forces to publish a book about the research, which will enable others to share
in the overwhelming wealth of data and findings obtained. Our huge appreciation and thanks go out to
JoHo staff, volunteers and interns for the commitment, involvement and professionalism they showed
when taking part in the research. Furthermore, we would like to thank Ingrid Arts, student Nutrition and
Dietetics at The Hague University of Applied Sciences, for her contribution.
Jos Walenkamp

REFLECTION

Between 2011 and 2015, an incentive program (“MillenniumDoen!”) was run in collaboration with the Ministry of Foreign
Affairs, as one of the many JoHo activities. In this program youth and students participated in a preparatory course, an
internship or volunteering period abroad and a trajectory of sustained commitment after their return.

JoHo experienced this cooperation as instructive and very pleasant. JoHo endorses the fact that the conducted research has
been remarkable compared with previous studies, particularly in the size of the studied group of young people, the volume of
data obtained, the period of research and the application of mixed method research instruments. Mid-2015, the MillenniumDoen!
program was completed and a comprehensive final outcome report was provided to the ministry to give insight in actual
program effects.

SASKIA RADEMAKER

For an accurate and objective measurement of program effects on global citizen behaviour and international skills of
young participants, JoHo cooperated with the Research Group International Cooperation of The Hague University of
Applied Sciences.

MILLENNIUMDOEN! AND
WORLD CITIZENSHIP

For over 20 years, JoHo is a development agency with worldwide stores and websites, where people and organisations
are encouraged and assisted in talent development and international cooperation.

Of course, the growth of international mobility continues. Obtaining international experience by young people and
students is becoming a central part of internationalisation policies of various ministries and education institutes.
Nowadays, life long learning, and working on international competencies and skills, becomes part of everyone’s career.
JoHo therefore looks forward to continuing the productive cooperation with The Hague University and the Research
Group. JoHo also hopes to involve other stakeholders, such as government departments, international offices and
internship agencies, in the application of newly acquired international competencies and skills in educational and career
opportunities...changing all of us into global citizens.
Many thanks to the dedicated professionals of the Research Group!
Koert Hommel
2011-2015 Program Manager MillenniumDoen! and JoHo World Supporter
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Needs and wishes of
alumni and employers
Research into the requirements of the labour market for
international competencies in the Bachelor programme
HBO ICT of The Hague University of Applied Sciences

ANNEKE WIEMAN

Summary
The Hague University of Applied Sciences has high ambitions in the field of internationalisation.
Two out of four priorities in the institutional policy touch this theme: global citizenship and
internationalisation. In order to ensure that the curriculum of the new degree programme HBO
ICT meets these priorities, it is interesting to know which international competencies the ICT
sector requires.
The main research questions in this report is: Which international competencies does the ICT sector
demand of ICT graduates and how can these be embedded in the curriculum of the new HBO ICT
degree programme? That the question is relevant, is shown by the fact that 25% of the respondents, ICT graduates, indicated that they actually work abroad for longer and shorter periods.
In this research an online survey was held among alumni (n = 315) of the precursors of the HBO
ICT degree programme in order to find out which international competencies are important. By
conducting interviews on the same target group, this information was deepened. In an online
survey among graduation supervisors (n = 202) it is examined to what extent the graduates
master the required skills by the end of their training. This combined information provides the
input to develop the new curriculum of the HBO ICT degree programme and its specialisations.
The results show that English and especially English listening and reading skills are considered
to be very important. Our alumni master these skills highly satisfactorily. It was specifically
mentioned, however, that alumni must overcome a certain reluctance to speak. Intercultural
and personal and social competencies are found very important. To master these competencies,
students should learn by experiencing. This can be done by working together in international
teams, but also in national teams as long as they are supervised explicitly on intercultural,
personal and social competencies. As far as the international academic and professional competencies concerned, especially internationally accepted professional knowledge is considered
important. On these categories the HBO ICT graduates score satisfactorily (a score of 6 or 6,5 out
of 10). Depending on the ambitions of the programme, some improvements could be made here.
In general, the ICT sector is quite satisfied with the extent to which our students possess international competencies they consider to be relevant. However, there are suggestions for improvement and some of them have already been included in the toolkit internationalisation as part of
the development of the curriculum of HBO ICT.
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1. Introduction
Internationalisation has become an integral part of our society. The job market is becoming increasingly international, with international opportunities and international competition. For every 100 euros
we earn in the Netherlands, 32 euros is earned from the export of goods and services (CBS, 2015).
Emerging markets like India, China and Russia are moving towards greater economic power. Global
challenges demand global solutions. Various forms of migration have resulted in considerable cultural diversity within nations. Societies and job markets are undergoing change as a result. To deal with
these social changes effectively and succeed in the current job market, graduates need to be equipped
with international competencies (Funk, Den Heijer, Schuurmans & Walenkamp, 2014).
The world of ICT is no different: an iPad is designed in the United States, produced in Asia with
raw materials from Africa and sold in Europe. The world’s largest Internet junction is found in the
Netherlands: the Amsterdam Internet Exchange (AMS-IX), an important driving force for the Dutch
economy. Country borders are becoming less relevant and the nature of the work carried out by those
working in ICT is changing as a result. International competencies are the determining factors for successful global entrepreneurship and innovation, making them essential for the international competitive position of the Netherlands (Wit & Beelen, 2011). Universities of applied sciences and research
universities need to prepare students for an international professional future.

❙
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How likely are you to focus solely on the Netherlands? The entire market has become so
international that odds are your focus will not be on just the Netherlands. We are part of
the EU, which means that the Netherlands does not stand alone.
ALUMNUS INTERVIEW, MAY 2015

The Hague University of Applied Sciences is also under taking internationalisation. In the institution
plan 2020, The Hague University of Applied Sciences has included high ambitions for the focal areas
of World Citizenship and Internationalisation (Institution Plan for The Hague University of Applied
Sciences, 2014-2020). Moreover, the chairman of the Executive Board aims to make The Hague
University of Applied Sciences the most international university of applied sciences in the Netherlands.
High ambitions in terms of internationalisation have been developed further in a university-wide internationalisation policy (Global citizens in a learning society: Internationalisation at THUAS 2015-2020).
One of the ten critical elements of internationalisation included in the THUAS compass within this
project is the internationalisation of curricula.
In September 2015, the five ICT degree programmes at The Hague University of Applied Sciences will be
merged into a single programme: HBO ICT (The Hague Bachelor Programme ICT). The goal is to develop
an HBO ICT programme with an international orientation, to prepare students to become ICT T-shaped
professionals able to work in a continuously changing international and multicultural environment. An
ICT T-shaped professional is a subject expert and is able to think, communicate and act within and beyond
his or her specialisation (HBO ICT Bachelor: vision 2018). Internationalisation plays an important role in
this degree programme. How can we best implement this internationalisation strategy?
Various studies have already been carried out into how to internationalise curricula. Leask (2013;
2015), for example, describes how the internationalisation of curricula is a planned and cyclical
development process in which the powers of imagination play an important role. Childress (2010)
emphasises the importance of involving the lecturers in the internationalisation process and makes
a distinction between a number of enablers and blockers. In ‘Internationalisation of the Curriculum
in Action: A Guide’, Leask (2012) describes how internationalisation in higher education can be inter-
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preted and integrated in various ways. Her ‘conceptual framework’ visualises the various layers of
context and how each layer can affect how employees think about internationalisation. One of the
important aspects that affect curriculum design are the requirements placed on graduates as professionals and citizens in an international society.

t
itutional contex

Local context

N at
ional a
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nd regional con
Global context

Figure 1: A conceptual framework for internationalisation of the curriculum (Leask, 2015)

Funk, Den Heijer, Schuurmans & Walenkamp (2014) have conducted research into the competencies
that alumni and employers require of graduates of The Hague University of Applied Sciences. But to
engage the lecturers of the HBO ICT degree programme, it is important that they be able to identify
with the research results. After all, what may hold true for a programme like European Studies does not
necessarily apply to HBO ICT. That is why it is important that research into international competencies
is conducted specifically among ICT alumni and employers, in addition to the research already carried
out university-wide.
This study lays the foundation for the internationalisation of the learning outcomes of the HBO ICT
programme. The goal of this study is to provide input on the development of the internationalised curriculum for the HBO ICT Bachelor’s programme. The main research questions is: Which international
competencies does the ICT sector demand of ICT graduates and how can these be embedded in the
curriculum of the new HBO ICT degree programme?
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The following sub-questions are intended to elicit an answer to the main research question formulated
above.
1. Which international competencies are important to the ICT sector?
• To what degree will ICT alumni of The Hague University of Applied Sciences have to contend
with internationalisation?
• Which international competencies are important to alumni?
• Which international competencies are important to graduate supervisors?
2. How should international competencies be embedded in the curriculum of the new HBO ICT
degree programme?
• To what degree do the current degree programmes contribute to the development of international competencies among students?
• What changes should be implemented in the HBO ICT curriculum to meet the demand for
international competencies?

2. Research method
2.1 International competencies

110

This study defines international competencies as described in the study “Internationalizing curricula.
Needs and wishes of alumni and employers with regard to international competencies” (Funk, Den
Heijer, Schuurmans & Walenkamp, 2014) study. In this study, international competencies consist of:
• Intercultural competencies
• International academic and professional competencies
• Foreign language knowledge
• Country knowledge
• Interpersonal and social competencies
Based on a number of interviews with people working in the field of ICT, two competencies have been
added to the existing set of international competencies, namely:
• Knowledge of and experience with online collaboration
• Specific subject knowledge and skills
Both competencies fall under the category of ‘international academic and professional competencies’.
This study uses existing information and a combination of quantitative and qualitative research methods: online surveys and interviews. The combination of quantitative and qualitative research methods
yields greater insight into the problem definition (Baarda, De Goede and Teunissen, 2009). The online
surveys make it possible to collect a large amount of data among the target group, while interviews
help to interpret and assign meaning to the results. This research method is in line with the study
‘Internationalizing curricula’ (Funk, Den Heijer, Schuurmans & Walenkamp, 2014) carried out in the
past within the Research Group International Cooperation.

2.2 Target group
In this study, the ICT sector consists of alumni and graduate supervisors within the graduation project
company. Alumni already working in the ICT field know better than anyone which international competencies are important in their work. Since they have personally experienced how the degree programmes are structured, they can also clearly indicate what kinds of changes to the curriculum would
benefit from the acquisition of international competencies. To assess the degree to which graduates
possess international competencies at the end of the programme based on the current curriculum, an
online survey was sent to the graduate supervisors within the graduation project company where the
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ICT students of The Hague University of Applied Sciences did their graduation placement. Thanks to
their work experience, they are able to assess which international competencies are important and
the degree to which students have mastered these competencies based on the current curriculum. The
reason why graduation supervisors were chosen for this study is that this group is able to evaluate the
extent of competency development at the end of the degree programme. An alumnus who has been
working for a number of years may have acquired his or her international competencies in the years
following graduation.

2.3 Online surveys

The goal of the online survey is to gain insight into:
1. The international competencies that are important for ICT graduates.
2. The degree to which HBO ICT students have mastered international competencies by the end of
their degree programme at The Hague University of Applied Sciences.
3. The changes that should be implemented in the HBO ICT curriculum to meet the demand for
international competencies.
To adequately answer these questions, two online surveys were developed, one for alumni and one for
graduation supervisors of ICT graduates from The Hague University of Applied Sciences. A graduate is
usually supervised by two persons: a lecturer from the degree programme and a company mentor. The
term graduation supervisor is understood here to mean the company mentor during the graduation project. The survey for alumni primarily answers questions 1 and 3, while the online survey for graduation
supervisors provides answers to questions 1 and 2.
The online survey for alumni consisted of four parts: questions about the degree programme that the
alumnus has attended, questions about his or her current position, questions about the importance of
international competencies and questions about any changes that should be made to the curriculum.
The first two parts are important to give meaning to parts three and four. For the questions regarding
international competencies, the respondents were first asked what they understood by international
competencies. After explaining how international competencies are defined in this study, they were then
asked to rate the degree of importance of each competency based on their work experience on a fivepoint scale (very important, important, neutral, unimportant, very unimportant). To keep the answers
given as honest as possible, the questions were not mandatory: if a respondent was unable to assess the
importance of something, he or she did not have to answer the question. For the questions about how
international competencies can be integrated into the education, the respondents were asked to indicate
how meaningful they found the proposals on a five-point scale (very meaningful, meaningful, neutral,
meaningless, completely meaningless). At the end of the survey, the respondents were asked whether
they were willing to take part in an interview to clarify their responses in more detail.
The online survey for graduation supervisors within a company consisted of three parts. Parts one and
two consisted of questions about the respondent and his or her position, as well as questions about
the graduate. In part three, the graduate supervisor is asked to indicate the importance of the various
competencies and degree to which the graduate already masters these international competencies
for every competency on a five-point scale. The scale consists of a score: 1-2, 3-4, 5-6, 7-8, 9-10.
Once again, the questions in part three were not mandatory, so that the respondent did not have to

ANNEKE WIEMAN

The international competencies consisting of intercultural competencies, international academic and
professional competencies, foreign language knowledge, country knowledge and interpersonal and
social competencies were developed specifically for the ICT sector based on literature and interviews
with professionals working in the ICT.
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answer a question if it was not relevant to his or her experience. To prevent that only ‘internationalisation-minded’ respondents completed the questionnaire, the introduction email mentioned the new
HBO ICT degree programme under development, but not the internationalisation goals. To approach
both Dutch and English-speaking graduate supervisors, the online survey was translated into English
and respondents were given the choice to answer the questions in Dutch or English. At the end of the
survey, the respondents were asked whether they were willing to take part in an interview to clarify
their responses in more detail.
Representativeness
The research group consists of alumni of the Faculty of IT & Design of The Hague University of Applied
Sciences and graduate supervisors at companies where ICT students of The Hague University of
Applied Sciences did their graduate placement. The alumni were approached via The Hague University
of Applied Sciences alumni database, in which the alumni personally agreed to be included. A total of
1,170 alumni were approached and 317 alumni completed the online survey (27%). Of these 317 completed questionnaires, 315 were usable. The graduate supervisors who were approached for participation in the survey were listed in the database kept by the ICT&Media@work unit. This database offers
the option of whether or not to receive general mailings. Contact persons who indicated that they do
not wish to receive general mailings were not approached for the survey. A total of 1,026 supervisors
were approached and 271 responses received (26%). This database does not distinguish between the
third-year placement and graduation placement, so the survey included a question regarding the placement year. Only those respondents who indicated a graduation placement completed the entire survey.
This was a total of 202 respondents.
To determine the degree of representativeness of the respondents, the extent to which the characteristics of the respondents corresponded to the persons contacted and the total research population was
examined. The total research population consists of alumni of the current degree programmes and their
precursors. The data from Osiris1 dates back to 1988.
Programme

Total graduate
database (1988-2014)

Alumni
contacted

Respondents

Information Technology

562

401

75

Business IT & Management
(and precursors)

606

293

58

Information Services & Management

506

151

46

Computer Science

371

209

53

Information Security Management

52

22

1

Information Technology and
Information Science

3343

124

82

Total Male

4719

Total Female

721

Table 1: Representativeness of respondents compared to total research population

1 The student tracking system used at The Hague University of Applied Sciences

Name of specialisation

Information Technology (INF)

Software Engineering (SE)

Business IT & Management (BIM)

Business & Management (B&M)

Computer Science (TI)

Network & Systems Engineering (NSE)

Information Services & Management (IDM)

Information & Media Studies (IMS)

Information Security Management (ISM)

Information Security Management
(ISM)
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With the development of the HBO ICT, the degree programmes have different specialisations and,
consequently, different names. The names of the programmes have been maintained in the results
section since alumni were asked to provide input on the programme in which they were enrolled. This
information provides one-on-one input on the specialisations of HBO ICT. In the discussion and conclusion sections of this report, the names of the specialisations are maintained because the findings
provide input on the development of the new HBO ICT programme and its specialisations. They have
been translated as follows:

Table 2: Translation of degree programme (alumni) to specialisation in HBO ICT

2.4 Interviews
The goal of the interviews held among the alumni was threefold:
1. Greater insight into the significance of international competencies in the work of an ICT
professional
2. Better interpretation of specific information from the questionnaire
3. Insight into the extent to which having international competencies plays a role in the hiring
policy at ICT companies
A select sample of 17 respondents of those respondents who indicated in the survey that they
were willing to take part in an interview were contacted based on the programme in which they
were enrolled, graduation year and attitude towards the importance of international competencies.
Alumni of every programme are represented in the select sample, including a recent graduate and
a graduate from more than 10 years ago, both men and women who feel that international competencies are very important and people who were more critical in their responses to the questions in
the online survey. Nine people ultimately responded and these nine were interviewed by means of
semi-structured interviews.

2.5 HBO Monitor
The HBO Monitor is an online survey held nationwide each year among alumni who graduated around
one-and-a-half years ago. The information from the HBO Monitor for the years 2009-2013 is used to
determine where students end up career-wise, the extent to which students feel that their programme
devoted attention to international competencies, the degree to which they master these competencies
and the extent to which they require them in their work. A comparison between the data in the HBO
Monitor and the responses to the questionnaire for alumni is an effective indicator of the reliability and
validity of the results of this study.
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3. Results
This chapter provides an answer to the research questions based on the results of online surveys held
among alumni and graduate supervisors, interviews with alumni and the HBO Monitor. General information is provided initially, followed by a detailed examination of a question or sub-question.

3.1 General information
This section contains general information on the respondents that can be used for the analyses.
Which degree programme did you do?
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0

BIM
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Figure 2: Number of respondents per degree programme

For the question ‘In which degree programme were you enrolled?’, respondents could select from the
categories above. A group of 17 respondents initially responded ‘Other’. Insofar as the ‘other’ programme was a precursor of the current programme, it was grouped under the current programme.
Information Technology and Information Science (I&I) is the only category that remains the same since
it is a precursor to the combination of Information Technology and Business IT & Management. The
Information Provision and Information Technology (IVIT) programme was added to the I&I category.
In which year did you graduate?
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Figure 3: Number of respondents per graduation year

Figure 4 shows that the largest group of graduates (71 per cent) did not enrol in post-graduate programmes. The distribution among the various programmes is consistent here. Of those who enrolled in
a programme after completing the programme at a university of applied sciences, 41 per cent chose a
programme with an international focus (either in the Netherlands or abroad).

100
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Did you enrol in a degree programme after graduating from The Hague University of Applied
Sciences?
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The table above shows that recent graduates were more likely to complete the online survey. The
large group of recent graduates (2007-2014) are primarily alumni of the current degree programmes.
Students of the current programmes who graduated between 1975 and 2000 were enrolled in a precursor to the current programmes. The large group of I&I alumni graduated between 1990 and 2002.
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Figure 4: Percentage of alumni respondents who enrolled in a post-graduate programme after graduating

Figure 5 shows the types of companies that hire our alumni. IDM students end up relatively often in
the public sector, while TI, INF and I&I and ISM alumni often opt for the private sector. The TI, INF and
I&I alumni also often decide to start their own company. BIM alumni are divided fairly evenly among
private and public companies.
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Figure 5: Type of companies that hire alumni per degree programme

THE WORLD’S MINE OYSTER

More than half of the alumni (52 per cent) work at a large company (> 250 FTE). BIM and ISM students
end up at a large company relatively often, while INF students end up working at a small or very small
company relatively often. This is divided fairly evening for the other degree programmes.
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Figure 6: Size of companies that hire alumni per degree programme

3.2 Which international competencies are important to the ICT sector?

3.2.1 To what degree will ICT alumni of The Hague University of Applied Sciences have to contend with internationalisation?
The question as to the degree to which ICT alumni have to contend with internationalisation was
answered using questions from the online survey for alumni and the HBO monitor. The various tables
and graphics are shown first, while the final section combines the data to answer the question.
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This question is answered in three sub-questions. The initial aim was to examine ways in which ICT
alumni have to contend with internationalisation, followed by which international competencies are
considered important. A distinction is made here between alumni and graduate supervisors.

Figure 7: Degree to which respondents have had to contend with internationalisation
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Figure 7 shows the degree to which our alumni have had to contend with internationalisation. One-fourth
of alumni (25 per cent ) indicated that they work or have worked abroad. More than half of alumni (56 per
cent) work for an international company or indicated having international colleagues (68 per cent), international customers (60 per cent) or international suppliers (52 per cent). Only 7 per cent indicated not
having to contend with internationalisation at all. Part of this 7 per cent are still enrolled in a post-graduate
programme. Of this 7 per cent who indicated not having to content with internationalisation, one respondent did indicate having to deal with English-language literature, presentations or correspondence and
another indicated that, in addition to the above, he or she also had to deal with international customers.

Figure 8: Degree to which respondents have had to contend with internationalisation per degree programme

Figure 8 shows that there are no appreciable differences between the various degree programmes in
the degree to which alumni have had to contend with internationalisation. This corresponds to the
findings of Funk et al. (2014).

Geographic scope of organisation’s activities
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Figure 9: Geographic scope of organisation’s activities (HBO Monitor)

The HBO Monitor shows that 29.9 per cent of alumni of the Faculty of IT & Design work at an organisation that operates internationally. According to the HBO Monitor, the number of alumni actually living
and working abroad one-and-a-half years after graduating is limited, at only 1.7 per cent. Those whose
place of work is in the Netherlands and travel abroad occasionally are not included here.
A total of 25 per cent of the respondents in the online survey indicated having worked abroad at some
point, while the results of the HBO Monitor show that 1.7 per cent of respondents work abroad perma-
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nently and 29.9 per cent work for an internationally operating organisation. The difference may lie in
‘permanently’ versus ‘occasionally’. It is more likely in the ICT world that people occasionally travel
abroad for work. Another explanation may be that the HBO Monitor is conducted among alumni who
graduated a year-and-a-half ago: it may be that alumni will start working more internationally later
in their career. This is confirmed by interviews and because the alumni of the I&I programme, a somewhat older programme that has since been scaled down and of which the largest group of respondents
graduated between 1991 and 2006, have a relatively stronger focus on international competencies.

❙

“Everything takes place in English here. All reports that may be viewed at some point by
other teams are written in English.”
ALUMNUS INTERVIEW, MAY 2015

Based on the information above, the following conclusion can be made. The online survey conducted
among alumni shows that 93 per cent of alumni have had to contend with internationalisation as part of
their job in one way or another. The most common forms of internationalisation are English-language
professional literature, presentations or correspondence, international customers and international colleagues. There is little difference among the various ICT degree programmes as to the degree to which
alumni have to contend with internationalisation. A total of 25 per cent of respondents indicated working abroad occasionally, while the HBO Monitor results show that 1.7 per cent of respondents work
abroad permanently and 29.9 per cent work for an internationally operating organisation.
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❙

“To stay fully up-to-date, you will also have to read articles in English.”
ALUMNUS INTERVIEW, MAY 2015

3.2.2 Which international competencies are important to alumni?
To gain insight into the importance of the formulated competencies, alumni were asked to indicate how
important they find each competency based on their own work experience. The graphs below show how
often each competency received each score for each category. The graphs are ranked by the degree of
importance, with those competencies rated more important at the top based on the average score. The
explanatory text under the graph indicates the average score on the Likert scale for each competency.

Based on your own work experience, how important do you feel that language
knowledge is for the new HBO ICT degree programme?
English reading skills

2%

English listening skills

2%

English speaking skills

3%

English writing skills

4%

30%

69%

32%

65%

Not important
at all
Not important

45%

51%

Neutral
Important

46%

51%

Other language

47%
0%

10%

20%

30%

40%

50%

Very important

25%
60%

70%

80%

5%
90%

100%

Figure 10: Importance of language knowledge for HBO ICT according to alumni
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“International competencies are increasingly important here. You won’t get hired, for
instance, if you don’t speak English.”
ALUMNUS INTERVIEW, MAY 2015

What level of English language skills is
requires in your current position

ANNEKE WIEMAN

The HBO Monitor indicates that 9.4 per cent of graduates do not require English in their current position. The largest group (38.5 per cent) indicates that the required level is above average, while 32.1 per
cent of jobs require an average level and 11.1 per cent an excellent level.
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English was generally found to be important to very important, with English reading skills (4.67) and
English listening skills (4.63) were considered slightly more important than English speaking (4.48) and
writing skills (4.47). Languages other than English were found to be considerably less important (3.11).
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Figure 11: Required level of English language skills in current position (HBO Monitor)

Those respondents who indicated that a language other than English is important or very important
were asked what language that was.

Which other language do you consider (very) important?
25%
20%
15%
10%
5%
0%
German

French

Spanish

Chinese

Other

Figure 12: Importance of language other than English

Various languages were mentioned via the ‘Other’ category: depends on the field of work (4 times),
Russian (3 times), Polish (2 times), Arabic (2 times), Portuguese, Hindi, Ukrainian, Japanese, Spanish
and it does not matter, since every language increases your insight.
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Based on your own work experience, how important do you feel that personal and social
competencies are for the new HBO ICT degree programme?

Independence/
self-reliance
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51%

6%

44%
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44%
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Figure 13: Importance of personal and social competencies for HBO ICT according to alumni
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Generally speaking, personal and social competencies are considered important to very important.
The competencies that received the highest scores are independence/self-reliance (4.38) and flexibility
(4.35), followed closely by taking initiative (4.27), empathy (4.19) and the ability to work in international and multicultural teams (4.15).

❙

“What I have experienced most often on the international front is that you need to have a
little more patience when dealing with people from a different cultural background. We had
to have a number of things built for us remotely in India for a while (which, incidentally,
was not entirely successful) [...], so I ended up Skyping with someone every week. For him
it was late in the day, for me early. You sometimes have to ask additional questions: What
exactly do you mean? Can you repeat that? This is also because the accent is different than
what you hear on TV here. Sometimes you get confused and think: We were supposed to
have a Skype meeting, right? Only to find out that it was a holiday there.”
ALUMNUS INTERVIEW, MAY 2015

Communication skills

4%

Attitude: respectful,
open,curious
and adventurous

43%

9%

52%

45%

45%
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Based on your work experience, how important do you feel that the following
intercultural competencies are for the degree programme HBO ICT?
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at all
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47%
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International skills:
listening, observing,
analysing, relating,
reflecting and planning
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Figure 14: Importance of intercultural competencies for HBO ICT according to alumni

Intercultural competencies are considered second most important after language knowledge and personal and social competencies. The top three intercultural competencies are communication skills
(4.48), attitude (4.35) and international skills (4.32). Slightly less important, but still important, are
knowledge and an understanding of the norms and values of people from other cultures (4.07) and
one’s own cultural values and norms (3.92).

❙

“In our industry, outsourcing has become extremely popular, especially to countries like
India and China and, nowadays, also South American countries. They work in a completely
different way than we are used to in the Netherlands. That sometimes demands quite a bit
of patience. [...] I think what it primarily boils down to is understanding. I notice in myself,
as well as others, that you cannot do anything about these cultural differences. It’s simply
a part of who you are. It’s just the way it is and you need to be able to deal with it. You
especially need understanding when working with other cultures.”
ALUMNUS INTERVIEW, MAY 2015
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Based on your work experience, how important do you feel that the following international
academic and professional competencies are for the degree programme HBO ICT?
Internationally
accepted specific
subject knowledge
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the latest international
developments
in your field

40%

13%

Knowledge of
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online international
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Figure 15: Importance of international academic and professional competencies for HBO ICT according to alumni
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Of the international academic and professional competencies, internationally accepted specific subject
knowledge (4.42) and knowledge of the latest international developments in your field (4.17) are considered important to very important. These are followed by knowledge of and experience with online
international collaboration (3.97). Knowledge of how your profession is practiced in other countries
(3.64) and international project management (3.56) received scores of neutral to important. Knowledge
about educational systems in other countries (2.88) is considered considerably less important.

❙

“What matters is that you’re able to quickly grasp the other culture, to understand how
to deal with it and be truly open to it. Genuinely understanding that YOU are the one who
needs to adapt is important, since the company is certainly not going to adapt to you.
These are simply very important matters to keep in mind.”
ALUMNUS INTERVIEW, MAY 2015

Business IT & Management

ARIS-modeling
Lean

Prince2
ISO-26000

UML
BPMN2.0

ISO-Standaarden

ARchimate
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ITIL
Agile/Scrum
BiSL
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What kind of subject knowledge is international?
Internationally accepted subject knowledge is considered very important. To assess whether the current availability of subject knowledge within the degree programme is sufficiently internationally oriented, respondents were asked to indicate what kind of subject knowledge (methods, techniques, tools)
is accepted internationally. The input for every degree programme is given below. The terms mentioned most often are shown in a larger font.

Togaf

Enterprise-architecture

Figure 16: Subject knowledge for BIM most often mentioned by alumni

Other terms mentioned: Six Sigma, EPC, ITSM, COSO, COBIT, TMAP, Jira, Tosca, SAP, Oracle, DevOps,
PMP, PMI, kennis in XML taal, Gateway, Henderson & Venkatraman, IPMA
Other aspects mentioned in more general terms are that it is important to analyse and describe processes, make business cases, certification in various aspects of the field, everything related Corporate
Social Responsibility, open and other standards, outsourcing and programming languages. It was also
mentioned that is important to know which tools are used internationally, but it is difficult to say which
ones exactly since this is different for every field and sector. It was also mentioned that it is important
to understand why some suppliers are so successful on the international level, while others are only
active in the Netherlands, such as Baan vs. Oracle & SAP.
Information Technology

ITIL
Prince2

Java

EnterpriseServiceBus

PM-BOK
BiSL

C

UML
ARchimate

Agile/Scrum

Figure 17: Subject knowledge for Information Technology most often mentioned by alumni
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Other terms specifically mentioned were .net, PHP, JavaScript, html, css, Objective-C, Swift and
Cassandra. Knowledge of international standards was also mentioned frequently, such as the use
of ISO standards (especially ISO 9002 and ISO 27k1), IEEE standards and standards related to web
services: WS-I, Soap, XML, web standards, W3C project management standards, Unicode and C standard. Certifications mentioned were Microsoft certification, VMware certification and Cisco CCNA certification. Also mentioned once: MSP, MoR, JSD, Yourdon, HL7, DICOM, SOAP, ITSMF, building and
approaching APIs – server management, open source projects, IPMA, PMI, TOGAF, development processes like eXtreme Programming, CMM, Database knowledge: SQL,PL/SQL, test-driven development,
continuous integration, xp development, Service Oriented Architecture, Cloud, GIT version management and products from international companies like Oracle, SAP and HP.

❙

“One of the things I find lacking in others are competencies related to delivering quality.
Especially when working with different cultures, the quality of the code or design of
databases and documentation is one of the most important factors to be able to continue
working. If I’m writing a specific type of code and include it in our source management, no
one except me will understand it. Working with documentation and according to standards
is what keeps our team up and running. This includes checking the code, reviewing it. We
work a great deal with GIT and before we publish something in our general framework,
it first needs to be assessed by two other people before it can even be accepted. That is
something I learned outside my degree programme.”
ALUMNUS INTERVIEW, MAY 2015

124

Other comments made:
• “There was considerable focus on PRINCE2 in the programme, while PMBOK (although comparable) is primarily used in America. In my opinion, ITIL receives too little focus in the programme.
Considerable attention is devoted to ASL, which is very useful for application management but
(still) relatively unknown internationally, while ITIL is used extensively for technical management around the world and should therefore receive a lot more attention.”
• “Perhaps it would be interesting to hear more about a Gartner. One of my colleagues obtains a
lot of information from this.”
• “Organisations like IEEE and ACM have documentation on the requirements a degree programme should meet on the international level.”
• “None. Everything. International competencies and knowledge are utter nonsense; all of my professional knowledge can be used abroad. The culture and etiquette may differ, but those kinds
of things are extremely difficult to teach without experiencing them in real life. It is difficult not
to work internationally, considering all the forums and mailing lists. All of the skills in the list
below that I’m to rate seem to me to be very important nationally as well.”
• “The entire programme, everything I learned during the Information Technology programme
(like Java), is known internationally.”

Information Services & Management

ITIL

Prince2
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Agile/Scrum
Standaardisatie

Other terms mentioned: PMBOK, Kanban, International Project Management Association (IPMA), MoP,
MSP, PGM, SPM, ASL, BISL-Strategic IT alignment and waterfall, UDC code, international standard for
describing publications and images and objects, language agreements for database entries, standardised thesauri or keyword list, Dublin Core, APA style, archiving methods and global standards, recordkeeping/management, linked data information literacy, semantic languages and repositories, IMS
Enterprise, IMS Content Packaging, SCORM, Common Core and metadating, ICT, social media, cultural
knowledge, Microsoft certified Professional (numerous variations), Certified Information Professional
(AIIM), important international IT developments like cloud solutions, HTML and marketing principles
like AIDA, working with PowerShell scripts and knowledge of CMS programs like Kentico, SharePoint.
Computer Science

ANNEKE WIEMAN

Figure 18: Subject knowledge for IDM most often mentioned by alumni

ITIL
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CCNP

Java

DesignPatterns

Python
Agile Prince2
Scrum

Kanban

C++

C

CCNA

Figure 19: Subject knowledge for Computer Science most often mentioned by alumni

Terms also mentioned: JavaScript, CPerl, Ruby and modern languages like Scala, Erlang, Clojure and
F#, Verilog, FPGAs, Lean, RUP, formal test techniques (especially Tmap), requirements for engineering
and source systems like SVN/Git, ISO, COBIT, Microsoft, International standards like S88,S95,S99 and
ISO 9001:2008 ISO 9000:2005 ISO 9004:2009, PHP; PSR, vendor-specific certifications and subject
(not vendor-specific) certifications are important. CEH, CCIE, JNCIS, ISTQB certification for business
analyst & project management certificates. Also mentioned were MCSA, MCSD, RHCA RHSCA and
CISSP, BigData, SaaS, PaaS, social media, Mobile, Microsoft Operating Systems, security techniques,

THE WORLD’S MINE OYSTER

side channel analysis, fault injection, LAMP, XAMPP, Linux, *BSD, TOGAF, reverse engineering, version
control, static code analysis/metrics, ASM ARM/MIPS/x86/AMD64, code quality; unit testing, TDD,
continuous integration, coding guidelines, continuous delivery, software metrics and quality assurance
tools (Sonar, etc.), DSLs, networking, virtualisation and modelling servers with UML and Enterprise
Architect, ShapeChange for generating XSD, NodeJS, MongoDB software development, database models and database development.

❙

“Looking at other universities, there is considerable pressure for students to earn certain
types of certification, such as Cisco and Microsoft certification. Those kinds of certifications
are actually more important abroad than a degree from a Dutch university of applied
sciences. Our universities are unfamiliar to them, while certification has an international
standard that they can test.”
ALUMNUS INTERVIEW, MAY 2015

126

Finally, the following comments were also made:
• “In my opinion, all subject knowledge within ICT is international.”
• “So far, I’ve encountered little that is only relevant in the Netherlands. Programming languages,
fundamental computer science and professional literature are all shared internationally.”
• “Computer Science includes Global Software Development with slogans like Follow the Sun, Nearshoring, and so on. You can also focus on the technical aspects of solutions like information hiding
and design patterns. You can also recognise technical quality by applying software metrics.”
• “Programming languages are international. The questions above do not refer directly to an ICT
environment in which there are no longer any country borders. The language of communication
at ICT companies and knowledge sharing has been English for many years now.”
Information Technology and Information Science

Lean

Prince2 ITIL

IPMA ISO
UML

source

CMMi

Net

Cisco PMP Togaf
PMi
BiSL
ISO27001

open

T-map
ISO20000
MIcrosoft

Archimate
VMware
C BAF Java

Agile/Scrum
Figure 20: Subject knowledge for I&I most often mentioned by alumni

Also mentioned: CMM, RUP Object Oriented Modeling, SQL, IFX, MSP, ISACA certificates: CISA,
CRISC, CGEIT and those of ISC2: CISSP, RBAC. Identity&Access Management security, Cobit, COSO/
ERM, PMBOK, ANSI, BPMN, IEEE, ITAR, ASL, Cooper Stagegate, MSCE, ETSI, OSI SNIA, data storage,
data security and data management, knowledge of databases like MSSQL, Citrix, Service Oriented
Architecture and knowledge of standards like RFCs, PHP, SQL, mobile development, web development,
JavaScript frameworks (for the web), HTML and Visual Studio 2013, language knowledge, understand-
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Finally, a number of respondents made comments that cannot be categorised under specific topics, but
that are relevant all the same:
• “There is no national or international in ICT. It is everywhere. All IT in the Netherlands is international and if it originates in the Netherlands, it has an international target group.”
• “What kind of subject knowledge is purely Dutch? Nothing in ICT, as far as I know.”
• “All basic knowledge is important for a degree programme in the field of IT (which is technical).
This often involves subjects related to architecture (infra, application, data, etc.) and subjects that
create a bridge between IT and Business (requirements analysis, communication skills, etc.).”
• “I think that the Open Source world shows the way here. Projects are often carried out on the
international level and talented individuals work on them remotely and asynchronously. There
is support because responsibility is shared. OpenID Connect, AngularJS, Git, etc.”
• “Compared to other countries, the educational level in the Netherlands is on a very high level.
Let’s not forget that.”

NEEDS AND WISHES OF
ALUMNI AND EMPLOYERS

ing of other cultures and ways of working, IT knowledge in general and business administration. Terms
and procedures within logistics (import/export), communication, customs and taxes, administration.

Based on your work experience, how important do you feel that knowledge about
other countries is for the degree programme HBO ICT?
Knowledge of
customs and habits
in other countries

11%

30%

44%

13%

Not important
at all
Not important

Knowledge of
international
legislation

12%

32%

38%

15%

Neutral
Important
Very important

General knowledge
of international
developments
(not ICT related)

11%

0%
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36%

20%

30%
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40%

50%

60%

70%

6%

80%

90%

100%

Figure 21: Importance of knowledge about other countries according to alumni

Knowledge of other countries is generally considered to be less important. Knowledge of customs and
habits in other countries (3.54), knowledge of international legislation (3.53) and general knowledge of
international developments not related to ICT (3.42) are considered neutral to important.
Many respondents did not answer the question: “Which competencies do you feel are lacking in the
above list?” Many of the answers were examples of competencies already formulated, especially in
the ‘soft skills’ categories: intercultural competencies, knowledge of other countries and personal and
social competencies. Since it provides quite a bit of insight into how these competencies are needed in
the world of ICT, the examples for each competencies are listed below.
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Intercultural competencies
Attitude: respectful, open, curious and adventurous:
• Positive attitude, ability to negotiate
• Not afraid of a challenge
• Patience and perseverance
• Inquisitiveness
• Respect for the individual
• Professionalism, punctuality, preparation, saying what you do and doing what you say
• Making an impact
• Dedication: 150% effort is expected at foreign locations. Afterwards, colleagues go home to
their families and you continue working or go back to your hotel room exhausted. It helps
if you have a hobby that you can also do abroad, like playing sports or enjoying nightlife.
National and international skills: listening, observing, analysing, putting things into perspective
and reflecting and planning:
• Ability to listen
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Communication skills:
• Explaining or clarifying something to the other international party about your own culture
or attitude. Mirror knowledge: how the other person sees you. After all, this is what you
consider the ‘norm’ and that norm does not exist in an international world.
• Ability to adapt and empathise in terms of other styles, communication skills in an international atmosphere
• Appropriate interaction
• Communicating in an international and multicultural team
• Giving and receiving feedback. An example of this is reviewing a code and confronting
someone about his development approach if it does not meet the standard. The ability to
handle the same type of criticism after you finally get something up and running after much
blood, sweat and tears.
• Dealing with people from another culture, managing conflict situations (an Italian deals with
this differently than a German)
• Showing respect and making sure you do not immediately have an opinion on how business
is conducted in another country
• Being diplomatic
Knowledge and understanding of one’s own cultural values and norms:
• Modesty, awareness of how the Dutch are different than most other people
• Not being conceited or pedantic
Knowledge of the values and norms of people from another culture:
• Understanding other cultures, specifically those of India and China
• Knowledge of the work culture in other countries.

Knowledge of other countries
Knowledge of customs and habits in other countries:
• Specific knowledge of etiquette in other countries. Examples: the role of personal space in
Japan, how business cards are exchanged in Japan or that a Belgian may come across as
timid but, before a Dutch person realises it, suddenly becomes terribly angry. I gained this
kind of knowledge partly from classes and partly from personal experience. You can help
students avoid these kinds of faux pas by devoting attention to them. I know that junior professionals with this kind of knowledge in starting positions are taken seriously more quickly.
• The position of women in other cultures is not always the same as that of men
General knowledge of international developments not related to ICT:
• Insight into financial markets, internationally
• Knowledge of political developments
• International conflict management

Interpersonal and social competencies

Independence/self-reliance
• A skill I find lacking in all university graduates is the ability to start up for themselves. I call
this being a self-starter: you start at a company and succeed in ‘delivering’ before long. I
absolutely blame project-driven education for the fact that this skill is lacking. This ability
to be a self-starter is less and less every year. Graduates need to be able to carry out all
necessary steps independently.
• Strong sense of responsibility for yourself and your work
Ability to work in international and multicultural teams:
• Not all competencies are learned from a book; considerable experience is needed to understand what it really means to work with different time zones, planning and working with
different ethics (how you respond to it and since theory differs from practice)
• Establishing steps and joint evaluations, so that everyone has the same materials
• Shared ownership, letting others share in your success
• Being concise, to the point and goal-oriented
• Dealing with conflict: this is often a problem in Dutch students and other teams because
much irritation goes unspoken, which frustrates the group process. The likelihood of this
happening is much greater in an international team and it can also take longer before the
cause is clear. It is very important to communicate this and develop understanding without
the problem escalating.
• Location awareness: I often have to call American suppliers, one on the west coast and one
in the Midwest. But this requires adapting your schedule and sometimes even your working
hours to different time zones.
• Influencing/organising and achieving How you assign tasks, how you follow up, how you
deal with fraud
• Managing distributed teams
• Knowledge of supporting collaboration and other techniques
• Communication technique teamwork
• Giving feedback and keeping people up-to-date on the situation
Table 3: Grouping of international competencies submitted by respondents

A few responses that did not fall directly under one of the competencies above:
• Leadership: developing a vision, motivating, taking charge/managing2.Awareness of your
strengths and weaknesses, asking for help, especially knowing what you are able or not yet
able to do.
• Travel experience, general fitness, being away from home.
• Creativity: ability to come up with out-of-the-box ideas in order to arrive at mutual understanding.

2 This competency is included in the survey for graduate supervisors
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Flexibility
• Ability to adapt and accept
• Patience: ability to deal with flexible scheduling and that agreements are not always cast
in stone
• I would like to clarify flexibility: working internationally (as well as locally) demands flexibility, but you need to be sure you do not violate the frameworks related to, for example,
the interests of your own organisation
• Flexibility: adapting, going along with another culture, working method, communication
• Responding quickly
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Taking initiative
• Networking
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The chart below shows the average score for the degree of importance for every competency and
degree programme. This makes it possible to emphasise different aspects of each differentiation in the
development of the HBO ICT degree programme. The scores that are above average are indicated by a
green box and those below average are indicated by a red box. It appears as if the somewhat older I&I
programme from which alumni graduated many years ago and the alumni of the BIM programme generally score above average, while INF and TI are generally below average. But the scores are so close
together that it can hardly be called a difference.
Language knowledge

BIM

INF

IDM

ISM

TI

I&I

Total

English reading skills

4.68

4.68

4.43

4.00

4.58

4.71

4.67

English listening skills

4.76

4.60

4.43

4.00

4.58

4.71

4.63

English speaking skills

4.62

4.43

4.37

4.00

4.35

4.60

4.48

English writing skills

4.57

4.39

4.35

4.00

4.51

4.52

4.47

Other language

3.11

3.00

3.35

3.00

2.90

3.20

3.11

Interpersonal and social
competencies

BIM

INF

IDM

ISM

TI

I&I

Total

Ability to work in international and
multicultural teams

4.30

4.15

4.09

4.00

4.06

4.25

4.15

Independence/self-reliance

4.47

4.24

4.46

4.00

4.34

4.45

4.38

Empathy: putting yourself in someone
else’s shoes

4.34

4.05

4.17

4.00

4.00

4.33

4.19

Flexibility

4.43

4.31

4.39

5.00

4.15

4.44

4.35

Taking initiative

4.38

4.20

4.33

4.00

4.18

4.27

4.27

Intercultural competencies

BIM

INF

IDM

ISM

TI

I&I

Total

Attitude: respectful, open, curious and
adventurous

4.45

4.33

4.39

5.00

4.17

4.39

4.35

International skills: listening,
observing, analysing, putting things
into perspective and reflecting and
planning

4.47

4.27

4.36

5.00

4.06

4.40

4.32

Communication skills

4.63

4.40

4.53

5.00

4.30

4.54

4.48

Knowledge and understanding of your
own cultural values and norms

4.07

3.64

4.13

5.00

3.75

4.06

3.92

Knowledge and understanding of the
values and norms of people from other cultures

4.39

3.88

4.07

5.00

3.81

4.23

4.07

INF

IDM

ISM

TI

I&I

Total

International project management

3.60

3.31

3.80

3.00

3.38

3.73

3.56

Knowledge of and experience with
online international collaboration

4.07

3.77

4.11

4.00

3.85

4.07

3.97

Knowledge of how your profession is
practiced in other countries

3.64

3.55

3.78

5.00

3.62

3.66

3.64

Knowledge of the latest international
developments in your field

4.09

4.19

4.18

5.00

4.09

4.24

4.17

Knowledge about educational systems
in other countries

2.95

2.75

3.04

3.00

2.87

2.85

2.88

Internationally accepted subject
knowledge

4.47

4.55

4.26

5.00

4.35

4.39

4.42

Knowledge of other countries

BIM

INF

IDM

ISM

TI

I&I

Total

Knowledge of customs and habits in
other countries

3.67

3.35

3.73

4.00

3.28

3.68

3.54

General knowledge of international
developments not related to ICT

3.67

3.20

3.58

4.00

3.21

3.47

3.42

Knowledge of international legislation

3.63

3.49

3.62

4.00

3.36

3.53

3.53

Table 4: Importance of international competencies per degree programme

The HBO Monitor also has a question about which international competencies are needed in the current position. The graph below shows that personal and social competencies rank clearly at the top,
followed by international professional and academic competencies and, finally, language competencies. A total of 24.9 per cent of respondents indicated that no international competency was needed
for their current job. This differs from the findings of the survey into international competencies held
among alumni. Possible reasons for this:
1. International competencies are not required until later in the career and/or
2. Those who completed the questionnaire about international competencies are already more
‘internationalisation-minded’ and/or
3. The HBO Monitor does not further clarify the term international competencies, so it is possible
that respondents are not entirely clear what this means.
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International academic and
professional competencies
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Which international competencies do you need in your job?
90
80
70
60
50
40
30
20
10
0
Language skills Personal and Knowledge of International
social skills other countries professional
and academic
competencies

Intercultural
competencies

None

Figure 22: International competencies required for work (HBO Monitor 2013)

❙

“Certain competencies are always important, whether you work nationally or
internationally.”
ALUMNUS INTERVIEW, MAY 2015
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The online survey held among ICT alumni, the HBO Monitor and interviews showed that the following
international competencies are considered important to very important: English language skills, comprising reading, listening, speaking and writing skills. Personal and social competencies are considered
important to very important, comprising independence/self-reliance, flexibility, taking initiative, empathy and the ability to work in international and multicultural teams. Intercultural competencies are also
considered important to very important. Considered most important of these are communication skills,
attitude, international skills and knowledge and understanding of the values and norms of people
from other cultures. Of the international academic and professional competencies, only internationally
accepted subject knowledge is considered important to very important, as well as knowledge of the
latest international developments in the field. Knowledge of other countries received a neutral rating.
Alumni suggestions as to what kind of subject knowledge is internationally accepted and a description
of how important a competency is for each degree programme provides input on the differentiation
level in developing the HBO ICT programme.

Based on your work experience, how important do you feel that language skills are for
the new degree programme HBO ICT?
English reading skills

1%

297%

English listening skills

1%

38%

70%
Not important
at all

60%

4%

51%

Neutral

45%

Important
English writing skills

Other language

9%

47%

5%

44%

19%

0%

55%

10%

20%

30%

40%

50%

Very important

16%
60%

70%

80%
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Not important
English speaking skills
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3.2.3 Which international competencies are important to graduate supervisors?
The online survey for alumni provided insight into the kinds of competencies that are important based on
the experiences of alumni. The responses from graduate supervisors are given below in order of importance.

5%

90%

100%

Figure 23: Importance of language knowledge for HBO ICT according to graduate supervisors

English language skills, including reading (4.67), listening (4.58), speaking (4.39) and writing skills (3.34),
are considered important to very important. Mastering another language (2.97) received neutral responses.
Based on your work experience, how important do you feel that intercultural competencies
are for the new degree programme HBO ICT?
Attitude: respectful,
open, curious and
adventurous

5%

43%

International skills:
listening, observing,
analysing, relating,
reflecting and planning

5%

50%

Effective
communication with
people from other
cultures

1% 15%

52%

44%

57%

Not important
at all

28%

Not important

Knowledge and
understanding of the
norms and values of
one's own culture

3%

Suitable behavious
according to people
from other cultures

2%

Knowledge and
understanding of the
norms and values of
people from other cultures

3%

18%

59%

Neutral

19%

Important

0%

21%

59%

21%
10%

20%

59%
30%

40%

50%

Very
important

17%

17%
60%

70%

80%

90%

100%

Figure 24: Importance of intercultural competencies for HBO ICT according to graduate supervisors

Intercultural competencies are also considered important to graduate supervisors. Competencies considered
important to very important are attitude (4.47), national and international skills: ability to listen, observe,
analyse, put into perspective and reflect and plan (4.38) and effective communication with people from other cultures (4.12). Graduate supervisors gave a neutral or important rating for knowledge and understanding
of own cultural values and norms (3.91), suitable behaviour in the eyes of people from other cultures (3.90)
and knowledge and understanding of the values and norms of people from other cultures (3.87).
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Based on your own work experience, how important do you find personal and social
competencies for the new degree programme HBO ICT?
Independence/
self-reliance

3%

50%

3%

Taking intitiative

Flexibility

47%

50%

5%

47%

64%

Not important
at all

31%

Not important
Empathy

14%

59%

26%

Neutral
Important

The ability to work
in international and
multicultural teams

4%

26%

The ability to
manage
intercultural and
international teams

4%

24%

0%

10%

53%

17%

45%

20%

30%

40%

50%

Very important

23%
60%

70%

80%

4%
90%

100%

Figure 25: Importance of personal and social competencies for HBO ICT according to graduate supervisors

Personal and social competencies are considered important to very important, comprising independence/self-reliance (4.44), taking initiative (4.43), flexibility (4.26) and empathy (4.10). The ability to
work in international and multicultural teams was rated neutral to important (3.83) and the ability to
manage international and multicultural teams was rated neutral to unimportant (2.98).
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Based on your work experience, how important do you feel that the following international
academic and professional competencies are for the degree programme HBO ICT?
Internationally
accepted specific
subject knowledge
Knowledge of the
latest international
developments in
your field

3% 14

4%

49%

16%

Knowledge of and
experience with online
9%
international
collaboration
Knowledge of how your
profession is practiced 2% 13%
in other countries

35%

51%

18%

28%

52%

Not important
at all

20%

Not important
Neutral

29%

48%

9%

Important
Very important

Knowledge about
educational systems
in other countries

8%

International project
management

2%
0%

35%

48%

16%
10%

46%
20%

30%

40%

8%

5%

31%
50%

60%

70%

80%

1%

90%

100%

Figure 26: Importance of international academic and professional competencies for HBO ICT
according to graduate supervisors

Graduate supervisors consider internationally used subject knowledge (4.15) and knowledge of and
experience with the latest international developments in the field (4.01) to be important to very important. Knowledge of and experience with online international collaboration (3.82), knowledge of and
experience with how the profession is practice in other countries (3.48) and international project management (3.22) received between a neutral and important rating. Knowledge of and experience with
educational systems in other countries received between a neutral and unimportant rating (2.58).

Knowledge of
customs and habits
in other countries

11%

38%

42%

7%

Not important
at all
Not important

General knowledge
of international
developments
(not ICT related)

Neutral
12%

43%

40%

4%

Important
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Based on your work experience, how important do you feel that knowledge about
other countries is for the degree programme HBO ICT?

Very important
4%

0%

16%

10%

44%

20%

30%

40%

33%

50%

60%

70%

80%

4%

90%

100%

Figure 27: Importance of knowledge of other countries for HBO ICT according to graduate supervisors
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Knowledge of
international
legislation

When asked about knowledge of other countries, graduate supervisors responded with a neutral to
important rating. From highest to lowest: knowledge of customs and habits in other countries (3.41),
knowledge of international developments not related to ICT (3.30) and knowledge of international
legislation (3.16).
The international competencies that graduate supervisors found important to very important were first
and foremost the four aspects of English language skills. Of the personal and social competencies,
independence/self-reliance, taking initiative, flexibility and empathy are considered important to very
important. Intercultural competencies are considered important to very important and, in particular,
communication skills, attitude and international skills. Of the academic and professional competencies,
as with alumni, internationally accepted specific subject knowledge and knowledge of the latest international developments in your field are considered important by graduate supervisors.
The competencies considered least important by graduate supervisors are knowledge of and experience with education systems in other countries, languages other than English and the ability to manage international and multicultural teams.

3.3 How should international competencies be embedded in the curriculum of the
new HBO ICT degree programme?
To progress from insight into which international competencies are important to the kinds of changes
that should be implemented in the curriculum, it is important to consider the competencies that are
already mastered in the current curriculum. This is discussed in section 3.3.1. Alumni were also asked
what they believed was the best way to implement changes. This is discussed in 3.3.2.
3.3.1 To what degree do the current degree programmes contribute to the development of
international competencies among students?
The online survey for graduate supervisors not only contains a question as to which competencies are
important, but also how students score in those competencies considered important by the end of their
degree programme and during the graduation phase. This comparison provides the degree programme with
input regarding which competencies should receive more attention compared to the previous curriculum.
For every competency that was considered important or very important (average score between 4
and 5), it was then examined how the graduate supervisors feel about how our graduates score for
those competencies. The graduate supervisors were asked to rate these on a five-point scale: 1-2, 3-4,
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5-6, 7-8, 9-10. The ‘degree of appreciation by graduate supervisor’ column shows the score in bold,
while the score on the Likert scale on which the rating is based is given between brackets.
Competency

Degree of
importance
Alumni

Graduate
supervisors

Degree of
appreciation
by graduate
supervisor

Language knowledge
English reading skills

4.67

4.67

7 (3.83)

English listening skills

4.63

4.58

7 (3.79)

English speaking skills

4.48

4.39

6.5 (3.52)

English writing skills

4.47

3.34

6.5 (3.45)

Communication skills

4.48

4.12 3

6 (3.26)

Attitude

4.35

4.47

7 (3.66)

International skills

4.32

4.38

6.5 (3.42)

Knowledge and understanding of the values and
norms of people from other cultures

4.07

3.87

6 (3.22)

Knowledge and understanding of one’s own cultural values and norms

3.92

3.91

6.5 (3.41)

Independence/self-reliance

4.38

4.44

6.5 (3.51)

Flexibility

4.35

4.26

6.5 (3.57)

Taking initiative

4.27

4.43

6.5 (3.45)

Empathy

4.19

4.10

6 (3.33)

Ability to work in international and multicultural
teams

4.15

3.83

6 (3.22)

Internationally accepted subject knowledge

4.42

4.15

6 (3.36)

Knowledge of the latest international developments in your field

4.17

4.01

6 (3.27)

Intercultural competencies
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Interpersonal and social competencies

Professional and academic skills

Table 5: Assessment (score and Likert scale score between brackets) by graduate supervisors of the
international competencies considered important to very important by alumni and graduate supervisors
3 In the online survey for graduate supervisors, communication skills are described as effective communication
with people from other cultures.

Own level of English language skills
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The table below shows that fourth-year ICT students do not score too highly for international competencies (score 6 out of 10). They achieve the score 7 (highly satisfactory) for the two international
competencies considered most important by alumni and graduate supervisors: English reading and
listening skills. The competency ‘attitude’ also scored 7 (highly satisfactory). Other competencies considered important earned a more limited satisfactory score. So these competencies should receive more
attention in the new curriculum.

60
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50
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0
Not

Poor

Below average

Average

Above average

Excellent

Figure 28: Own English language level indicated by alumni (HBO Monitor)

In the HBO Monitor, 49.2% of alumni indicated that their own English language level is above average,
while 39.7% of alumni assess their own level to be excellent and 9.9% average. The assessment of
their own English language level by alumni is therefore slightly higher than the 6.5/7 score given by
graduate supervisors for the English language mastery level of graduates. This finding corresponds to
the results of other studies (Funk et al., 2014).

Which international competencies have you
acquired during your degree programme?
100
90
80
70
60
50
40
30
20
10
0

Language skills

Personal
and social
competencies

Intercultural
competencies

International
professional
and academic
competencies

Country
knowledge

Figure 29: International competencies acquired during the degree programme (HBO Monitor)

The HBO Monitor (data only available for the years 2012 and 2013 and completed by 64 respondents)
shows that 78.1% of respondents indicated that they have primarily acquired personal and social
competencies during their study programme, while 23.4% of respondents indicated that they have
acquired international professional and academic competencies and 17.1% language competencies.
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Which international competencies have you
missed during your degree programme?
100
90
80
70
60
50
40
30
20
10
0
Language skills

Personal
and social
competencies

Intercultural
competencies

International
professional
and academic
competencies

Country
knowledge

Figure 30: International competencies that alumni missed during the degree programme (HBO Monitor)
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In the HBO Monitor, 47.2% of respondents indicated that the degree programme did not teach them
international professional and academic competencies, while 32.1% indicated that language competencies were lacking, 24.5% of respondents did not learn intercultural competencies and a tenth of
respondents indicated that they did not learn personal and social competencies or country knowledge.
These results show that the level of English is considered highly satisfactory to good, but the students
do notnecessarily acquire this language competency during the degree programme. This is confirmed
by the interviews with alumni: ICT students are often active in international games or international
forums, enabling them to develop their English language skills. A third of the group, however, would
like more attention paid to language competencies in the degree programme. For intercultural competencies, respondents to the HBO Monitor indicated that they did not acquire any intercultural competencies during their programme and a quarter would have like to been taught these. According to
graduate supervisors, graduates receive a ‘satisfactory’ to ‘highly satisfactory’ score for this aspect.
Students probably acquire these competencies through informal interaction with a diverse student
population. The largest group indicated to have acquired personal and social competencies during the
degree programme and only a tenth of respondents indicated wanting to have learned these skills. All
the same, graduate supervisors rate these competencies as ‘satisfactory’. Nearly half of respondents
indicated that they did not acquire international professional and academic competencies and a fourth
indicated having acquired these. All in all, the assessment of the graduate supervisors of the degree to
which ICT graduates master international competencies is ‘satisfactory’.
3.3.2 W
 hat changes should be implemented in the HBO ICT curriculum to meet the demand for
international competencies?
We now have an overview of which international competencies are considered important and the
degree to which alumni have acquired these competencies based on the current curriculum. To gain
insight into how changes can be implemented, alumni were presented with a number of ideas on how
international competencies could be integrated into the education. They were asked to indicate on a
five-point scale how worthwhile they find these ideas (very worthwhile - completely worthless).

English literature
Facilitating and encouraging
internships abroad
Presenting and debating in English
Facilitating and encouraging
study (minors) abroad
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We have a number of ideas about how we can integrate international competencies into the
education. Which of the following proposals do you find worthwhile?

International skills training

Totally not useful

Online collaboration with students abroad

Not useful

English language test

Neutral

Voluntary refresher course academic English

ANNEKE WIEMAN

International classroom

Useful
ICT project with international focus

Very useful

A full minor English
Doing business in other countries
Role playing intercultural confrontations
Class discussions on cultural
background of group members
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Making internship or study
abroad compulsory
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Figure 31: Usefulness of possibilities to internationalise curriculum

The graphic below shows that alumni consider English-language professional literature (4.15) and presenting and debating in English (4.13) to be worthwhile to very worthwhile. They also feel it is very
important that students experience and develop international competencies in practice. A work placement (4.15) or studying (3.98) abroad or in an international classroom (3.91) or collaborating online
(3.90) with international students are preferable to role-playing with regard to intercultural confrontations (3.34) and class discussions that examine the various cultural backgrounds of classmates (3.13).

❙

In the survey you considered role-playing with regard to intercultural confrontations to be
‘not worthwhile’? Could you explain that? Answer: “I find it too fake. You learn this through
practical experience. Take this French intern at my company, for instance. He was simply
placed here and has to figure out for himself who we are and what we do. This is a great
way to learn. It shows him what the Dutch are like. I think that if I had to role-play this
situation, it wouldn’t have any added value.”
ALUMNUS INTERVIEW, MAY 2015

A mandatory work placement or study abroad was rated ‘not worthwhile’ to ‘neutral’ (2.73).

❙

“You can simply do a work placement in an international company here in the Netherlands,
where lots of international aspects converge. In other words, you don’t necessarily have to
go abroad for that.”
ALUMNI INTERVIEW, MAY 2015
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The Computer Science degree programme at the Delft campus is the only programme that not only
includes English-language professional literature in the curriculum, but also specific English classes.
The table below shows that the level of English language of TI Delft students was rated higher than
for students in the TI The Hague, BIM, INF and IDM programmes. The T-test, however, shows that the
difference is not significant (independent T-test with a significance level of 0.05).

❙

Question: “I’ve heard you mention several times in this interview that English is so important. In the online survey, you gave a ‘neutral’ rating for a volunteer refresher course. What
did you mean by that?” Answer: “It’s voluntary, right? That’s why I rated it ‘neutral’. It
would be better if it were mandatory.”
ALUMNUS INTERVIEW, MAY 2015

Average score of own level of English language per degree programme
Programme
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Average score for own
level of English language

Number of valid
responses

Computer Sciences in Delft

4.16

23

Information Security Management

4.00

1

Computer Science for Business

3.75

97

Information Services & Management

3.70

27

Information Technology

3.68

69

Computer Sciences in The Hague

3.62

23

Table 6: Average score of own level of English language per degree programme

❙

“Holding classes in English also helps prevent frustrating translations of technical terms”
ALUMNI IN HBO MONITOR

The responses given in the HBO Monitor answering the question: “Do you have any suggestions for the
education given at The Hague University of Applied Sciences in terms of international competencies?”
primarily concern suggestions related to improving the English. The essence here is that English should
be taught in an integrated fashion (subject lessons in English, international work placement or studies)
and not as separate classes.

❙

“When giving advice at the helpdesk, I talk to students from all kinds of degree programmes. The advice I often give them is that they need to look in English-language databases. Students often respond that they prefer to search in Dutch, but you find much more
information in English-language databases, so if you only search the Dutch ones, you’re
limiting yourself tremendously.”
ALUMNUS INTERVIEW, MAY 2015

4. Discussion

A new faculty internationalisation policy plan in 2012 once again drew attention to internationalisation
in the various degree programmes. The ISM programme, for instance, chose to offer Major courses in
English so that foreign students could take part and Dutch students could work in international project
groups and improve their English language skills. INF and, starting in September 2015 also TI, have
decided to offer a Minor block in English. The BIM and INF programmes have also experimented with
online international collaboration projects. The BIM, INF and IDM programmes decided to devote more
attention to English language skills in the Major and BIM also developed an intercultural skills module. The number of exchange contracts has increased significantly ever since. Students who acquired
international skills during their programme in keeping with the 2012 policy are going to be graduating
this year, so it is not likely that the effect of the 2012 internationalisation policy was measured in this
study.
The first thing that is noticeable in the results from Chapter 3 is that international skills are considered
very important within the ICT sector. In order of importance: language knowledge, personal and social
skills, intercultural competencies, international academic and professional skills and country knowledge. A comparison with the study carried out by Funk et al. (2014) shows that, with the exception
of country knowledge, more people within the ICT sector consider all international competencies to
be important to very important than people in other sectors. This high score is due to the fact that the
subject matter is international and the fact that a large number of alumni has worked abroad (25 per
cent) or for an internationally oriented company (29 per cent) at some point.
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Before the 2012 academic year, special attention was devoted within the programmes to personal
and social skills, but without specifically placing them within an international context. A great deal of
English-language professional literature has always been used in all of the programmes. At TI Delft,
classes are taught in English. There have been foreign exchange contracts with foreign institutes, but
students only took advantage of these to a limited extent. To facilitate international placements for
students, the Check-IT collaboration project was launched in 2008. Check-IT offers a work placement
hub at a software park in Xiamen, China, where Dutch students work together with Chinese students in
project groups on a placement assignment for a Chinese company. At first, only one or two students took
advantage of this opportunity, but the maximum limit of five students per semester has been reached
several times in recent years. As regards internationalisation@home, an international semester was
organised a number of times between 2008 and 2010. Foreign students could take part in this as part of
an exchange programme and Dutch students could opt for this as an elective in their Minor programme.
Since it was an elective for Dutch students, only a limited number of students took part in this.
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To be able to interpret the results within the context of the HBO ICT degree programme, it is important to examine what steps have been taken towards internationalisation within the ICT programmes.
Following this description, a number of important results from Chapter 3 in relation to the degree programmes are discussed.
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Figure 32: The percentage of respondents who responded ‘important’ or ‘very important’ for each competency;
a comparison between the results of this study (ICT) and the general study conducted by Funk et al. (2014).
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Another noteworthy result is that alumni and graduate supervisors feel very strongly about English language skills. Alumni and graduate supervisors consider all aspects of the English language to be important to very important. Despite the fact that few English classes have been given to date within the
degree programmes, alumni feel that their own level of English is average to excellent. Offering Englishlanguage professional literature and the way in which students develop their English language skills
alongside their studies is apparently already sufficient for the ability to function in English. Respondents
in the HBO Monitor, however, did not indicate a significantly higher level for the only programme that
explicitly involves English classes: TI. Yet a number of programmes decided in 2012 to devote more
attention to the development of English language skills. This decision is also in line with the desire of
alumni: nearly 30 per cent indicated that they did not learn language competencies from their degree
programme.
The limited attention to international competencies in the curriculum before 2012 is reflected in
the scores from the HBO Monitor in which close to 80 per cent of alumni indicated that they primarily acquired numerous personal and social skills during their programme, but not intercultural
competencies.
The score given by the graduate supervisors for the degree to which graduates have mastered international competencies by graduation is between 6 and 7. This is actually ‘satisfactory’ to ‘highly satisfactory’, but it is up to the degree programme to determine the ambition level. The instructions state that
respondents can leave a question blank if they are unable to assess the competency. The comments field
and inquiries show that some respondents gave an average score of 5-6 if they were unable to assess a
competency instead of leaving it blank. So the actual score may be slightly more extreme if the instructions would have been clearer (a score above 5.5 higher and a score below 5.5 lower). This would mean a
higher score for all international competencies that are considered important to very important.
Finally, there does not appear to be a significant difference in the importance of international competencies per ICT degree programme. In other words, every specialisation of the HBO ICT can devote
attention to international skills in the same way. It should be noted here, however, that there was only
one respondent from the ISM degree programme. This may be due to the fact that the ISM programme
was launched in 2008 and does not yet have many alumni. The value of the input for this specialisation
is limited as a result.

5. Conclusions and recommendations

4 The HBO ICT toolkit is a compilation of at least 15 small modules of around 1 EC each that the specialisation
can place within their own context through additional education and assignments that correspond to the specialisation. It was the source of inspiration to create the internationalisation toolkit.
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Language competencies: This study found that English and English listening and reading skills in particular are considered tremendously important. Alumni believe that they have personally mastered the
English language sufficiently enough to perform and this is confirmed by the assessment of the graduate supervisors: graduates received a 7 (highly sufficient) for English listening and reading skills. As
the internationalisation toolkit prescribes: much English-language literature is offered within the HBO
ICT and this will be continued in the future. During the first semester, a formative English language test
will be given. Students that are firmly under the B1 (European reference framework) level will be given the opportunity to take English classes. Students between the B1 and B2 level or higher master the
language sufficiently to improve their language skills to the B2 level during the programme. This study
shows that students have a good command of the English language, but often need to overcome a certain degree of anxiety. Since students work together in project groups with international students during
the third or fourth year, they have the opportunity to learn to overcome this anxiety. Students will also
have to hold a presentation in English or debate in English occasionally during their major programme.
Intercultural and personal and social competencies are considered very important, but our graduates score ‘sufficient’ (score 6, 6,5 and 7 out of 10). To master these competencies, students need to
learn through experience. Collaborating in international teams can facilitate this, but you also learn
the necessary skills by simply working in teams in the Netherlands, as long as supervision is provided
specifically with regard to intercultural and personal and social competencies. PREFLEX is a training
programme aimed specifically towards this and offers the basis for a module in the HBO ICT toolkit4.
This study shows that it is not preferable to learn intercultural and personal and social competencies
through role-playing or class discussions in which reference is made to various national and international cultures. The study World Citizenship by Belt et al. (2015) shows that ICT alumni differ from
other students in this regard.
Of the international academic and professional competencies, internationally accepted subject
knowledge is considered especially important. Our alumni score just sufficiently (6) in these. “A programming language that only works in Dutch is yet to be developed.” Methods and techniques used in ICT are
international and the programme effectively prepares HBO ICT students in terms of subject knowledge
for international professional practice. The list that states internationally accepted subject knowledge for
each specialisation can be used by educational developers within the HBO ICT programme. If a choice
can be made between a nationally or internationally oriented topic, the internationally oriented topic is
preferable. Internationally accepted subject knowledge stated repeatedly for all specialisations: Prince2,
ITIL and Agile/Scrum. The Scrum and Prince2 topics are included in the HBO ICT toolkit.
Country knowledge is considered relatively less important or is too specific to be included in an
HBO ICT degree programme. It will not be given separate attention unless a student is going abroad to
study or for a work placement. The student would then desire more information on the country.

NEEDS AND WISHES OF
ALUMNI AND EMPLOYERS

In the conceptual framework for internationalisation of the curriculum (2015), Leask places disciplinary
knowledge in the centre of the model. In this study, alumni and graduate supervisors provided input
on the process of internationalising the curriculum. Based on these results and hands-on experiences
the internationalisation team of HBO ICT has developed the internationalisation toolkit: a compilation
of relevant instruments that can be used to internationalise the curriculum. This chapter describes how
the results for every competency set have been included in the internationalisation toolkit and, finally,
a number of recommendations are given to promote the internationalisation process within the Faculty.
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A recommendation is to organise a focus group meeting. Based on this study, an overview has been
gained of which international competencies are important and how alumni and graduate supervisors
feel attention can be devoted to them. It would benefit the degree programme to organise a focus group
meeting based on these research results in which students, lecturers, alumni, graduate supervisors and
representatives meet to convert the results into an action plan for the development of the curriculum
for the HBO ICT programme. A focus group meeting is not only a good way to make the right choice,
but also to generate support among those involved (Leask, 2015). The outcome of this report and the
outcomes of the focus group meeting should be discussed in the HBO ICT curriculum board meeting.
Furthermore, it is recommended to evaluate every intervention and take note of its impact. The ICT
degree programmes already implemented more far-reaching internationalisation in 2012, the impact of
which has not yet been measured. Another recommendation is to analyse the HBO Monitor in coming
years to determine whether there is a difference in the degree to which alumni who were taught the
post-2012 curriculum believe that they have acquired or failed to be taught international competencies.
This can provide valuable input.
To finalise this report with Lisa Childless’ remarks: internationalising curricula is a matter of all levels
of the organisation. From institutional board to management to teachers to students. This report is
expected to play a role in creating the support of all involved.
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REFLECTION

On the themes World Citizenship and Internationalisation Anneke conducted last year’s research on the international
competencies of our alumni from the perspective of the IT work field.

Some remarkable findings in the report:
• 25 per cent of our HBO ICT alumni actually work abroad now and
• 93 per cent of our alumni indicate they have to deal with internationalisation in one way or another
• More ICT alumni consider international competences ‘important’ to ‘very important’ than alumni of THUAS
institution wide
• The most important international competencies alumni mention are: English language skills, interpersonal
and social skills (ability to work in international and multicultural teams; independence/self-reliance;
empathy; flexibility; taking initiative), intercultural skills (attitude: respectful, open, curious and adventurous;
international skills: listening, observing, analysing, putting things into perspective and reflecting and planning;
communication skills; and knowledge and understanding of the values and norms of people from other cultures)
and knowledge on the latest international developments in the field of ICT.
These research findings form valuable input in the development of the new curriculum of HBO ICT.
I would like to thank Anneke for her dedication in conducting the research and her perseverance to achieve her goals.
Gert de Ruiter MA
Director Faculty of IT & Design
The Hague University of Applied Sciences
The Hague, 7 October 2015

ANNEKE WIEMAN

The research of Anneke is of importance for the Faculty of IT & Design. It indicates the importance of Internationalisation
and World Citizenship in the policy of our Faculty, in relation to the institutional policy.

NEEDS AND WISHES OF
ALUMNI AND EMPLOYERS

In the vision document ‘World citizens in a learning society’ of The Hague University of Applied Sciences priority is given
to the themes World Citizenship, Internationalisation, Networking University and Quality.
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Internationalisation, International
Competencies and Employability:

Lessons from
the HBO Monitor
ANDREAS FUNK

Summary
Internationalisation has become an “institutional imperative” for many institutions of higher
education. Two propositions are that internationalisation would help students develop competencies needed in todays globalised world, and increase the employability of students. This
piece summarises findings from the HBO-Monitor (a survey amongst alumni of Dutch universities of applied sciences) to substantiate the aforementioned propositions. The analysis suggests
that internationalisation measures such as a foreign experience are conducive to the acquisition
of international competencies. By contrast, little support derives from the HBO dataset concerning the link between internationalisation (or the thereby acquired competencies) and an
increase in employability. However, a good number of alumni confirm that international competencies are needed in their current jobs. Based on this project, the Research Group International
Cooperation will set up a longitudinal study on internationalisation at THUAS and its impacts.

Introduction
Undoubtedly, internationalisation has become an “institutional imperative” for many institutions of higher education (Hudzik in Jones and Killick, 2013, p. 166). It is a global trend that academic universities as
well as universities of applied sciences increasingly place internationalisation at the center of their policies. Consequently, the internationalisation paradigm also penetrates the Dutch sector of tertiary education. That The Hague University of Applied Sciences (hereafter THUAS) made internationalisation a focal
theme is just one example of many. Hence, the dominant view amongst theorists that internationalisation policies are to be designed and implemented has become manifest in the practice of policy-makers:
internationalising higher education seems to be a must. The related discourse on the how and why of
internationalisation is less saturated and deserves closer attention. What then is the rationale for internationalisation and how can it be implemented best?
Again, theory seems to advance practice on these questions. Indeed, literature on internationalisation provides answers as to why internationalisation policies are valuable and how internationalisation can be done effectively. As for the why of internationalisation, obvious questions are: Is internationalisation a means to an end or valuable in itself? If former is the case, what then is the final end
that makes up the value of internationalisation? And is there evidence that this final end is achieved
by internationalisation in practice? Turning to the how of internationalisation, one confronts questions
such as: What are the important ways of internationalisation? Which of these ways are most effective?
What role does internationalisation at home, as opposed to a foreign experience, play?
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To start with the how of internationalisation: The dominant view on the ways of internationalisation is that both internationalisation at home and internationalisation as foreign experience can be
effective. Let us call latter statement a first proposition related to internationalisation. In terms of the
why of internationalisation, there is broad agreement in literature that internationalisation policies are
not an end in itself, but rather a means to an end. The real value of internationalisation, the reason why
it should be done, derives not from internationalisation itself, but from its end, or output. And again,
there is broad agreement that internationalisation has at least two positive, valuable outputs. On the
one hand, internationalisation would help students develop competencies needed in todays globalised
world. On the other hand, internationalisation would also, be means of the international competencies,
increase the employability of students. These two claims shall be called the second and third proposition related to internationalisation.
The objective of this piece then is twofold: First, it aims to introduce the above-noted three
proposition concerning internationalisation by means of presenting the key literature on the field.
Mainly, the outcome will be presented in the Literature Review. Second, this article intends to analyse
data with regard to the three propositions. Here, the objective is to analyse a dataset with regard to
the essential aspects the three propositions entail (in the Results section), and then to evaluate (in
the Discussion chapter) to what extent the propositions can be supported on the basis of the dataset.

Methodology
148

The findings presented in this piece rest on two distinct methods. First, a literature research has been
conducted to retrieve and present the essential propositions related to theories on internationalisation.
Here, the focus was on the key contributions in the field of internationalisation in higher education.
Recent sources have been considered as well as seminal works of the past. The essence of this literature research is presented in the literature review and readopted in the discussion section to put the
data results in context.
Second, quantitative survey data has been analysed with the aim to test or find evidence for
the main propositions related to internationalisation policies. For that purpose, secondary data was
used. More precisely, the raw data stems from the so-called HBO Monitor, an annual survey conducted
amongst alumni of Dutch universities of applied sciences. More than 56,000 alumni participated in the
HBO Monitor, of which 900 are former students of THUAS. This raw data hence comprises information
on the target group of this study, namely former students of THUAS.
Additionally, the raw data provides rich information on a broader group, namely alumni from all
other universities of applied sciences in the Netherlands. Latter dataset was used as a control group, in
order to find out whether there are significant differences between THUAS alumni and others. The comparison can be interesting insofar as THUAS places internationalisation particularly high on the agenda. This ambition is illustrated by the fact that, as of 2014, new students in all academies of THUAS
have to fill 12.5 per cent (30 ECTS) of their four-year Bachelor program with international activities,
ranging from an internship or semester abroad (student mobility) to participating in full programs of
study or minors in which English is the medium of instruction, or an internationally themed minor. To
compare findings of the target group of alumni of THUAS with those of the control group (alumni from
all Dutch universities of applied sciences) might bring out insights on the degree to which a pioneering
institution in internationalisation brings out different results than others, now or in the future.
In the following, it will be clearly indicated whether findings refer to the target group or the control group. That such a comparison is legitimate, again, rests on the fact that both groups of respondents have a similar experience, as all have passed applied sciences programs in higher education in
the Netherlands. Moreover, the target group and control group resemble each other in terms of generic
features such as gender and age (see figure 1).
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Figure 1

As for possible limitations of the chosen methods, one aspect needs to be stated. First, the usage of
secondary data comes with the limitation that the design of the corresponding survey is pre-defined.
Concretely, our Research Group places in the annual HBO Monitor a bloc of ten questions that target precisely our research objective. The rest of the questions, in particular the questions that target
all alumni nation-wide, are pre-defined. This research picks out those elements of the data that were
relevant to the research question – the wording of the pre-defined questions is, however, not always
consistent with the wording used in this particular research. Still, all questions and results appear in
the HBO Monitor exactly as mentioned in this report. The crucial value of using secondary data here
derives from the quality of the HBO Monitor dataset – to generate an equally big and rich data collection would have been beyond the capacities of our Research Group and hence not feasible.

Literature Review
The Ways of Internationalisation?
First of all, what is the meaning of internationalisation in the context of higher education? Coryell et al.
(2012) identify four ways of internationalisation amongst institutions of higher education. First, internationalisation can mean to conduct research on an international level. This level at which internationalisation can take place seems to refer more to the mission of research universities, and here also more
to the conduct and experience of staff than of students or alumni. For that reason, internationalisation
as conducting internationally-oriented research is beyond the scope of this study and will be disregarded in the following. Second, to facilitate a diverse multinational and multi-ethnic study environment by attracting foreign students. Third, internationalisation consists of an internationally themed
curriculum – a policy named internationalisation at home. And lastly, internationalisation can mean to
make possible or even stimulate a stay abroad – this can refer to a study abroad or doing a placement
abroad. To sum up, one can think of internationalisation as encompassing four distinct ways, three of
which are of particular importance for this study namely facilitating a diverse study environment with
internationalized curricula (internationalisation at home), and enabling students to gain experience
through a stay abroad (internationalisation abroad).

149

THE WORLD’S MINE OYSTER

150

What then does the literature say about the individual value of internationalisation at home and internationalisation abroad? To start with internationalisation as studying or doing a placement abroad. In
fact, several studies support the value of such an international experience, showing that a stay abroad,
and studying abroad in particular, can be an important vehicle for reaching institutional internationalisation objectives (Coryell et al., 2012; Crossman & Clarke, 2009; Hoven & Walenkamp, 2013). Not
all students, however, can afford to study abroad and not all students have the desire to do so. Still,
this group of students can benefit from the value of internationalisation at home (see Crowther et al.,
2000; Nilsson, 1999).
Internationalisation at home aims to design ways for local students to develop international
competencies without having to go abroad. Alternatives are following a minor on an international topic, participating in a so-called international classroom or completing an internship at a company that
conducts business internationally. In short, the idea of internationalisation at home is to make use of
the diversity that is already existent within the higher education institution and its local or regional
environment (Mak & Barker, 2013). Whether internationalisation at home can deliver the same value
as a foreign experience is a matter of disagreement in literature. Whilst some studies suggest that the
benefit of internationalisation at home can be similar to the positive effects of a study abroad or placement abroad (of Leggott& Stapleford, 2007, and Jones, 2013), other scholars point out that a foreign
experience is in many respect more valuable (of Crossman & Clarke, 2009).
To sum up, there are different ways of internationalisation ranging facilitating a stay abroad to
designing an international and diverse study environment at home. Let us call this claim proposition
one for the purpose of the study at hand. Which of the methods is more promising is disputed in publications. That both ways of internationalisation have their value is, however, largely undisputed. But
what concretely is the value of such internationalisation policies?

The Value of Internationalisation
Internationalisation properly understood should be a means towards an end. In other words, the
real value of internationalisation must derive from something other than internationalisation itself.
Accordingly, to design and implement the ways of internationalisation in a meaningful manner, be it
internationalisation at home or a foreing experience, presupposes a sound understanding of its supposed valuable effect. What then is this supposed effect, the end of internationalisation?
As literature suggests, the value of internationalisation rests on the notion that an internationalised higher education provides students with a set of specific competencies – the competencies
required in today’s globalised world (Deardorff, 2004). What are these required competencies? As
Coryell et al. (2012) state: “The sociopolitical and economic conditions of the world today beseech the
global society to move toward an era of informed, culturally sensitive collaboration.” Future global citizens will be faced with an increasingly diverse world, both in private matters and at work. But is this
challenge one that everyone will face? One might object that this supposed importance of a specific
set of competencies is exaggerated, given the fact that many citizens do not, and never will, travel the
world for work or leisure activities? In other words, are the international competencies necessary for a
global elite only?
The reply is that the challenging diverse environment in a globalised world is not only a matter for global players such as business men and diplomats. Instead, everyone will be exposed to the
challenge of a diverse, international and intercultural setting. Zimitat (2008) points out that “even if
domestic graduates never leave their own country, on graduation they will be forced to compete in
international, or multinational, work and discovery environments”. Webb (2005) adds that, “to act
locally it is necessary to understand the global”. This supports that the majority of graduates will work
in some sort of international environment and will have to use some sort of specific competences in
order to succeed.
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So, the common view in literature is that internationalisation’s value is that it equips students
with the competencies they need as future global citizens. In other words, the objective of internationalisation policies is to prepare “faculty, staff, and students to function in an international and intercultural context” (Knight & de Wit, 1995). Besides scholars, also governments, employers and other
stakeholders have clearly indicated the key role higher education needs to play in developing the competencies to function effectively in such an environment; in fact, such competencies are not only necessary for the individual to succeed, beyond the individual level, these competencies will also become
a determinant for the well-being of national economies (Knight & York, 2003).
The rather broad claim that internationalisation is valuable because it prepares students to deal
effectively with the challenges of a globalised, international environment, can be deconstructed into
two distinct and implicit propositions. There is the underlying thesis that internationalisation policies
in higher education facilitate students’ acquisition of some specific set of competencies. This shall be
named proposition two within this paper. Next, there is proposition three, that these specific competencies that derive from internationalisation would help students succeed professionally, meaning
increase their employability. The following section will show how literature substantiates both propositions related to the value of internationalisation.
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Internationalisation and its Value – International Competencies
Again, the first proposition that shows the value of internationalisation is that such policies provide
students with some sort of specific competencies. Indeed, in terms of internationalisation meaning
a study abroad or placement abroad, Crossman & Clarke (2009) found that such foreign experience
stimulates the development of certain skills, such as language skills, cultural sensitivity and flexibility
and conclude that “it would appear that international experience does enhance learning, the acquisition of competencies, [and] the development of critical soft-skills” (2009). Also internationalisation
at home, such as an internationalised curriculum, can provide students with certain competencies.
Leask, for instance, shows that internationalizing a curriculum means the “development of skills and
attitudes within students (including the development of international and cross-cultural understanding
and empathy) […] and the development of knowledge of students” (2001, p. 104).
As for internationalisation generally speaking, Deardorff (2006) posits that internationalisation
generally speaking results in the development of skills, knowledge and attitudes and calls this supposed outcome of internationalisation intercultural competencies. What makes these skills, knowledge and attitudes particularly international? In terms of attitude, it can mean to be able to display
the openness and curiousness that allows to “challenge familiar and typical practices, norms, values
and beliefs” (Caruana in Jones & Killick, 2013). In terms of knowledge, international competence can
mean to have factual knowledge, for instance a “familiarity with specific other cultures, countries, and
regions” (ACE, 2014). Finally, in terms of skills international competence entails the ability to observe,
listen, interpret, analyse and reflect in a way that for example allows students to develop critical
skills such as challenging accepted viewpoints (Zimitat, 2013). Thus, the first proposition targeted on
this chapter is that internationalisation results in the acquisition of the aforementioned international
competencies.
How international competencies are precisely defined differs. In fact, which definition is the
most accurate might depend on the profile of the respective institutions of higher education. This study
employs the definition as introduced at THUAS by the Research Group International Cooperation (off
Hoven & Walenkamp, 2013). According to this definition the term international competencies entails
five distinct sets namely intercultural competencies as defined above by Deardorff, but also international academic and professional competencies, foreign language competencies, world knowledge and
country knowledge, and finally international interpersonal competencies.
Internationalisation and its Value - Employability
The second important proposition related to internationalisation and its value refers to the idea that
internationalisation, or better the supposed outcome of internationalisation called international competencies, would increase the employability of students. Again, it is claimed that internationalisation
prepares “students to function in an international and intercultural context” (Knight & De Wit, 1995, p.
13) and therefore make it more likely that they find job. Concretely, Jones (2013) postulates that trends
related to globalisation have “intensified the demands for graduates capable of operating in culturally
diverse contexts.” Furthermore, Crossman and Clarke (2009) conclude in their study that internationalisation, particularly a foreign experience, would not only lead to the acquisition of international competencies, but eventually also enhance the “overall employability” of students.
Before moving on, a brief note on the meaning employability. For some scholars employability refers
“to the propensity of students to obtain a job” (Harvey, 2001). This sort of traditional definition measures employability first and foremost by the fact that someone has an actual employment. Others
suggest a more nuanced usage of the term, criticising that the notion of employability as actual
employment tends to focus strongly on graduates and their first position, disregarding the long-term
perspective (Oria, 2012). Also, it is criticised that one needs to take into account that the time to find
a job might vary depending on a graduate’s discipline (Purcell & Elias, 2002). Some go even farther

Concretely, employers have emphasised the value of a foreign experience. Research among 100 human
resource managers showed that employers greatly value interpersonal skills, or ‘soft skills’ and that
they often assume that these skills are developed during an experience abroad (Doorbar: in Orahood
et al., 2004). Furthermore, Janson et al. (2009) indicate that employers generally believe recent graduates with international experience are more competent than graduates without; a foreign experience
is said to stimulate adaptability, initiative, planning skills and assertiveness and consider aspects like
an international study experience in the selecting of job applicants. In a survey among 500 chief executives, ICM Research (on behalf of Think Global and The British Council, 2011) showed that employers
strongly value staff members who are able to work in an international and multicultural environment.
Similar results were found in Diamond et al. (2011), in which ‘multicultural teamwork’ was considered
most important. A US employers survey conducted by Hart Research Associates (2013) found that
intercultural skills were considered important by all but a few interviewed employers. Fielden et al.
(2007) add that employers are looking for graduates with first-hand experience of living and working
among other cultures. Finally, in a study of Australian employers, academics and students, Crossman
& Clarke (2009) found that employers believed “understanding”, “knowing about”, and “appreciating
the sensitivities” surrounding culture, religion, language, laws and economic issues to be important in
today’s business practice. In other words, when looking to hire a new employee, employers around the
world seem to consider some sort of international competencies important.
Besides employers, also students themselves seem to be positive about the impact of internationalisation on their employability. Former ERASMUS students surveyed by Janson et al. (2009) affirmed
that their international experience played an important role during the recruitment process. Whether
there is evidence for the underlying proposition regarding internationalisation as a means to increase
employability will be, amongst other aspects, shown in the next chapter.
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Are there already studies substantiating the claim that internationalisation leads to an increased
employability? The answer is yes, as previous research shows that the competencies addressed by
internationalisation policies are highly appreciated by employers and hence increase the employability of graduates (European Commission, 2014; Hart Research Associates, 2013). In other words,
the proposition that internationally competent graduates find it easier get a job is supported by these
publications.
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positing that “employability implies something about the capacity of the graduate to function in a job,
and is not to be confused with the acquisition of a job, whether a graduate job or otherwise” (Yorke,
2006). One issue with the latter approach is that employability becomes again a concept related to
someone’s capacities and in that respect related to international competencies. The second proposition to be discussed here, however, is not about whether international competencies as a set of skills,
knowledge and attitudes results in employability being again another set of capacities. Rather, it needs
to be tested whether there is evidence that international competencies result in something tangible
related to finding a job. Fort that reason, the definition of employability here is similar with Harvey’s
more traditional notion of employability as finding a satisfying job in a certain time.
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Results
The results will be presented following the order of the previously introduced three propositions. Thus,
the focus will first be on the ways of internationalisation. Then, the data concerning internationalisation and its effect on acquiring international competencies will be analysed. Lastly, findings related to
the link between international competencies and employability will be shared.

Ways of Internationalisation
An interesting question related to the different ways of internationalisation would be about the number
of alumni that have experienced internationalisation? Let us start with one way of internationalisation,
namely foreign experience. To begin with a comparison of the target group and the control group it can
be said that both groups feature similar levels. Within the target group (alumni from THUAS) 12.3 per
cent went on a placement abroad. This is less than the 17.3 per cent within the control group (alumni
from all Dutch universities of applied sciences) stating that they have been interns abroad. In terms
of studies abroad, the levels between target group and control group are almost identical. Some 10.5
per cent of THUAS alumni studied abroad, whilst 9.1 per cent of the control group went to a foreign
country to pursue their studies.
Experience abroad (in per cent)
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Figure 2

As introduced in the literature review, experience abroad is seen as an important part of internationalising higher education. Given the rather low numbers that had this experience, how do alumni feel about
the international orientation of their study program? After all, the term international orientation covers
more than a foreign experience and can also include ways of internationalisation such as an international classroom. The results are rather mixed. Almost 35 per cent of the respondents are indeed satisfied or very satisfied with the international orientation of their program. Here, the numbers amongst
THUAS alumni resemble the numbers in the nation-wide dataset. Around one-third of the respondents
gave a neutral assessment in terms of the international character of their study program, whilst little
less than one-third pointed out to be unsatisfied or even very unsatisfied. Again, there is only a marginal difference between THUAS alumni and the control group.
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More information on students’ perception of the international orientation of their program reinforces
this picture: students’ evaluations of the international orientation of a specific program at THUAS are
also mixed. Asked about their rating on the international orientation of the program, alumni from the
Academy of European Studies and Communication Management at THUAS gave a mediocre overall
assessment (see Figure 4). On a rating scale from zero to ten, the average rating is a 5.5. Most alumni
gave sufficient marks between 6.0 and 7.0, but a remarkable number also evaluated the international
orientation as insufficient. Latter point is worth considering, especially since the program in question is
seen as one of the most internationalised ones, including a mandatory study abroad for Dutch students
and a mandatory placement period (abroad or not).
In other words, even though the program in question facilitates or makes mandatory a foreign experience, students are not very positive about the international orientation – an aspect that might point to
the importance of internationalisation at home. Unfortunately the secondary data used for this analysis
does not provide data on internationalisation at home. However, some conclusions might be possible on
the basis of a correlational analysis. For instance, to what extent is there a relation between the evaluation of the international orientation and the fact that alumni have experienced a stay abroad or not?
If foreign experience raises the satisfaction of students with the international orientation significantly,
that might allow for, at least, some speculation on the relative value of internationalisation at home.
How do students rate the international orientation of their program
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Indeed, the correlation between experience abroad and satisfaction with the international orientation
of the program is worthwhile sharing, as there is a statistically significant link between both variables.
More precisely, alumni that experienced studies or placement abroad are a lot more positive about the
international orientation of their program. The clear difference is manifest in the figure below, comparing the responses of those with foreign experience to the overall dataset. In terms of impact, the
difference between placement abroad and studies abroad appears to be marginal. What can be said,
however, is that both sorts of experience are conducive to alumni’s satisfaction with the international
orientation of the program. Conversely, alumni that have not participated in either study abroad or
exchange gave particularly low evaluations on the international orientation of the program.

Satisfaction with international orientation of the program
amongst alumni with experience abroad (in per cent)
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Figure 5

Apparently, to have had an experience abroad during the undergraduate studies results in a higher
satisfaction with the international character of one’s program. Is a similar trend noticeable in terms of
the willingness to pursue foreign experience after the undergraduate years? Often, the undergraduate
studies are not the end of a study career and the fact whether students are aiming for an international
scope or not in their follow-up studies might be of interest.
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Figure 6 shows an overwhelming majority of alumni did not consider studying abroad after their undergraduate years at a Dutch university of applied sciences. Of all alumni that did a follow-up study, 89.8
per cent decided to stay in the Netherlands. Amongst the target group of THUAS alumni, the number is

35
30
25

ANDREAS FUNK

Follow-up studies abroad? Comparing alumni with and
without undergraduate experience abroad (in per cent)

LESSONS FROM
THE HBO MONITOR

even higher, with 94.4 per cent following a follow-up study at a Dutch university. Comparing the result
between alumni that participated in a stay abroad as undergraduates and those who did not, one can
again detect a correlation. In fact, the willingness to do a follow-up study abroad is significantly higher amongst those who already have some experience abroad. Concretely, the number of alumni that
went for follow-up studies abroad is four times higher amongst those who have already been studying
abroad during their undergraduate studies than amongst those who did not (30.8 per cent versus 7.1
per cent). Similarly, those who have been on a placement abroad more likely register for a follow-up
study abroad that those who did not (26.1 per cent versus 5.7 per cent).
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Figure 7

Hence, there is a clear indication that a foreign experience, be it placement or study exchange, triggers
the willingness of alumni to go for another foreign experience or possible follow-up studies.
Summing up this part of the results, it can be stated that the number of alumni that experienced internationalisation policies is not yet very high (both at THUAS and in NL). Whilst there is no hard data
on polices concerning internationalisation at home, it is apparent that foreign experience increases the
rating of the international orientation remarkably. Also, foreign experience appears to be linked to an
increased motivation to do follow-up studies abroad.

Internationalisation and International Competencies
The second proposition to be scrutinized here is that internationalisation is valuable since it helps
develop international competencies. But first: To what extent do alumni feel they have acquired the
so-called international competencies? And are there significant differences between the competencies?
Asked whether they feel to have acquired international competencies during their studies at THUAS,
alumni come up with mixed answers. In terms of international professional and academic competencies, 37.2 per cent of the students answered with a ‘yes’. For intercultural competence, the score is
almost identical with 36.3 per cent. Slightly less than one-third of the respondents (29.3 per cent) feel
that they have acquired foreign language competencies at THUAS, whilst only 15.4 per cent felt that
they gathered knowledge of countries. For interpersonal competencies the result is outstanding as a
large majority of 85 per cent of alumni is positive about acquiring this sort of competency during their
studies at THUAS.
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Did students acquire international competencies at THUAS?
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To focus now on the supposed impact of internationalisation policies on the acquisition of international
competencies, does the data suggest a correlation? At first, some numbers on the subjective perceptions of alumni on this question. Do alumni believe that internationalisation policies were conducive to
developing international competencies? Less than 10 per cent find a stay abroad, placement or studies abroad, unimportant for acquiring international competencies. But 69.4 per cent perceive studies
abroad as quite important or very important for developing international competencies. Even more,
precisely 74.3 per cent of the target group, point out the importance of a placement abroad. Hence, a
high number of respondents perceives the internationalisation measures, at least internationalisation
abroad, as having a positive impact on acquiring international competencies.

How important do you think is a stay abroad for acquring
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Figure 9

Putting aside for a moment the perception of the alumni, is there any objective evidence in the data
for the relation between stays abroad and acquisition of international competence? Or to rephrase it,
is there a correlation between the fact whether alumni had a foreign experience and the self-assessed
acquired competencies?

Correlation between placement abroad and acquisition of
international competencies
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Figure 10

Data shows that there is a statistically significant correlation. Alumni who have been on a placement
abroad are more positive about the development of the international competencies during their studies
than alumni who were not abroad. The most remarkable correlation occurs concerning knowledge of
countries and international professional and academic competencies – a result that seems plausible
since a placement abroad offers obvious opportunities to develop on both of these fields. The lowest
correlation, in fact one that must be considered absent, occurs in relation to the interpersonal competencies. This means that alumni that have done a placement abroad are not more positive about their
interpersonal competencies than others.
Do we get the same picture for the alternative way of a foreign experience, namely studies
abroad? Again, there is a clear correlation on four of the international competencies. And again, whether alumni have studied abroad or not does not affect their self-assessment of acquired interpersonal
competency.
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Figure 11

In relation to the placement abroad, the correlation for the study abroad are slightly higher. In particular the link between study abroad and the increased acquisition of foreign language competencies is
more manifest. But also the knowledge of countries, at least in the self-assessment of respondents, is
higher amongst those who studied abroad than those who did not.
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To conclude the section on the link between internationalisation and acquisition of international competencies, whilst the self-assessed acquisition of international competencies is rather moderate (except
for interpersonal competencies), there is clear evidence that those alumni that experienced internationalisation in the form of a foreign experience assess their own international competencies significantly higher than others (again, with the exception of interpersonal competencies). This is supported
by the fact that a majority has the perception that a foreign experience was conducive to becoming
more internationally competent. Interestingly, this does not mean that alumni favour a mandatory stay
abroad. Rather, as the figure below shows, a large majority is against making a foreign experience a
mandatory part of the curriculum.

Should THUAS make a stay abroad mandatory part of the curriculum?

Yes
No
No opinion

Figure 12
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Internationalisation and Employability
Moving to the third proposition related to internationalising higher education, the reasoning that internationalisation, or rather the outcome of internationalisation namely international competencies, is
improving the employability of graduates. To clarify, as introduced in the Literature Review, it has been
argued that those who have acquired international competencies are more sought after on the job market. To what extent can this view be substantiated with the HBO Monitor data?
Alumni were asked about how important in their opinion the acquisition of international competencies is for finding a job or making a career. Not more than 9.1 per cent of the alumni find international competencies very important in that respect. The remaining answer options receive almost identical
percentages. 30.2 per cent feel that international competencies are quite important for either finding
a job, making a career, or both. A little less, precisely 27 per cent, state that international competencies are somewhat important for career options. Lastly, around one-third (33.8 per cent) perceive the
acquisition of international competencies as unimportant for finding a job or developing their career.
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Next to the subjectively perceived impact of international competencies on employability, do the data
deliver some further, more objective insights? One opportunity would be to correlate the level of international competencies acquired with the employment status after graduation. A positive and significant correlation, showing that more international competencies are linked with a positive employment
status, would support proposition three. The data analysis, however, allows no such conclusion. But
first, a look on the employment status comparing the target group (alumni of THUAS) with the control
group (alumni from all Dutch institutions of higher education).

Employability - Employment after graduation (in per cent)
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As the graph shows, there is no remarkable difference between both datasets. Around 70 per cent of the
alumni from THUAS were employed right after graduation. The percentage for the nation-wide dataset
is almost identical. Further, as hinted before, there were no significant correlations between the acquisition of international competencies and the employment status after graduation. More precisely, for
none of the five different international competencies was the correlation coefficient with employment
higher than 0.1; what this means is that the dataset at hand does not allow any prediction for employability based on the acquisition of international competencies. Or, in short, the claim that international
competencies matter in that respect cannot be substantiated on the basis of this analysis.
Some variations of the above-described correlation were tried, with the same result. First, there was
also no relevant correlation between having a foreign experience during the studies and employability.
Second, also the link between possessing international competencies and the duration of unemployment brought out no significant correlation. Hence, the dataset does also not support that international
competencies make graduates find a job more easily. Moreover, there is no evidence that the internationally competent alumni have higher incomes or a higher job satisfaction. Again, there is no relevant
correlation to be found on these variables.
Of course, this does not mean that proposition three can be rejected, as will be shown in the discussion.
It merely means that the findings do not provide further support for the supposed impact of internationalisation on employability. Hence, a modest interpretation of the results seems crucial here, which
is also suggested by the fact that, asked about whether international competencies are needed in the
job, a good number of respondents answer with ‘yes’.
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The highest score goes to interpersonal competencies. Almost 83 per cent agree that this sort of competencies are needed at their current job. Also international professional and academic competencies,
intercultural competencies and foreign language competencies are indicated as necessary in the working field by around 35 per cent. Only knowledge of countries scores rather low, with only 13.2 per cent
of the alumni stating that they need these competencies on the job.
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Concluding the findings on proposition three, one must carefully distinguish between two aspects. On
the one hand, the data brings out no evidence for a correlation between internationalisation or the possession of international competencies and employability. On the other hand, there is an indication that
a good number of alumni need international competencies in their current job.

Discussion and Conclusion
While most data findings do not require interpretation, some results stood out and deserve further discussion. The next section centers on some of the most surprising aspects in the results and elaborate
on them in dialogue with existing literature, followed by a brief conclusion.

Comparing Internationalisation at Home and Foreign Experience
The relative effectiveness of internationalisation at home compared with foreign experience is a subject
of lively discussion in literature. As there is no rich data on efforts belonging to internationalisation at
home in the HBO Monitor, this paper cannot make strong statements on this matter. Still, some findings can be interpreted with regard to this debate. What is clear in the results is that the satisfaction
with the international orientation of the program is much higher amongst alumni that had a foreign
experience built into their studies. Would it be too fast to infer the reverse statement? Namely that the
quality of the international orientation or a program rests largely on whether a foreign experience was
part of it or not?
To be sure, whilst some argue that internationalisation at home can deliver the same experience
as a stay abroad (Leggot & Stapleford, 2007), the abovementioned results rather support the view that
a foreign experience is, if not irreplaceable, at least a main contribution to the internationalisation of
a program. Hence, based on the findings the argument of Crossman & Clarke (2009) can be supported. They find internationalisation at home valuable in its own way, through facilitating “interacting

The Salient Position of International Interpersonal Competencies

The Missing Link between Internationalisation and Employability
Whereas two of the essential propositions related to internationalisation can be supported on the
basis of this data analysis, the situation on the third proposition is more complex. To be sure, that an
internationalised education or curriculum is conducive to the employability of graduates is more than
a side-aspect of its supposed value. Rather, the employability thesis makes up a significant part of
the appeal of internationalisation and appears prominently in the corresponding literature (Crossman
& Clarke, 2009; European Commission, 2014). For that reason, it seems necessary to look deeper into
the results at hand and discuss their meaning.
As a preliminary remark, it is crucial to point out again that the results do not lead to reject the employability thesis. By no means would it be legitimate to infer that internationalisation generally speaking
does not enhance employability. The findings of this study are not detailed and rich enough to make
such a strong statement. Further, the findings clearly indicate that subjectively, a good number of
alumni perceive that they need international competencies in their job – an aspect that seems to partly
moderate the doubt cast with regard to the employability proposition. Still, it is also true that there
is no evidence that derives from objective variables in this dataset that would encourage the common
sense view. There is no correlation between international competencies and either the employment
status of alumni, or their job satisfaction, or their income.
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One stunning result of this research is the unique position of interpersonal competencies. As described
in the previous chapter, interpersonal competencies, amongst the other international competencies,
stand out in some respects. First, in the self-assessment of alumni, interpersonal competencies receive
a significantly higher score than all the others. A large majority has indicated to have acquired interpersonal competencies during their undergraduate studies. Second, in terms of the impact of foreign
experience on the acquisition of international competencies, interpersonal competencies stick out.
There is a remarkably smaller correlation than with all other competencies, meaning that the developing of interpersonal competencies, unlike the other international competencies, is not related or even
dependent on having a foreign experience or not. Such irregularity in the results trigger question on
the underlying reason.
To be sure, in the existing literature no evidence was found on the outstanding position of interpersonal competencies within international competencies. One attempt to explain the salient position
refers to the possibly unclear meaning of the term. Possibly respondents do not clearly recognise the
specifically international character of the category called international interpersonal competencies –
as opposed to the obviously international character of, for instance, knowledge of countries. Rather
than as an international competence, respondents might read interpersonal competence as something
broader and related to their development as a person. This would explain why there is no link between
internationalisation policies and the acquisition of international interpersonal competency. Here, more
information is needed as well as reflection on whether the term as such is sufficiently clear. In any
case, it seems reasonable to focus on the overall result that internationalisation appears conducive to
the acquisition of international competencies. The odd position of interpersonal competencies should
not blur this, apart from that, clear picture. Instead, the irregularity might rather be interpreted in the
aforementioned manner and therefore at this point be disregarded.
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with other students, an internationalized curriculum, intercultural friendships, hosting international
homestay students, being migrants or children of migrants, intermarriage or voluntary work for student
exchange organizations”, but also posit that this type of internationalisation does not deliver the same
results as study or internship abroad (Crossman & Clarke, 2009).
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A possible explanation that leaves intact the claim that internationalisation enhances employability
would be that the interpretation of latter in this study is too narrow. For example Crossman & Clarke
suggest that employability should not only be measured by one’s ability to gain initial employment,
but also one’s ability to perform their job successfully and to change professions if necessary, in other
words “remaining employable throughout their lives” (Crossman & Clarke, 2009). This, admittedly,
cannot be done on the basis of the dataset available.
A second possible explanation refers to the manifold determinants that might influence one’s employability. For example Brown et al. (2002) highlight the fact that an individual’s employability depends
on the situation on the job market and hence varies according to macroeconomic conditions. Hence, it
could well be that internationalisation positively influences the employability, but that this impact is
not always noticeable in the data as other, for example, macroeconomic determinants are overriding.
Concretely, large parts or the dataset used for this study cover the time of global and financial crisis
and possibly this is the true reason for some alumni employment status, indeed regardless of whether
they have acquired international competencies or not. More information on this will be available with
new datasets showing whether post-crisis international competencies will have a major impact on
employability.
To conclude, the objective of this study was to target three propositions at the core of literature in
internationalisation. By means of analysing data from the HBO Monitor, it was intended to test these
propositions. For proposition one about the ways of internationalisation, it can be confirmed that a foreign experience enhances the students satisfaction with the international orientation of their program.
Also, the experience abroad, either as a study abroad or placement abroad, seems to trigger students
to go for further internationalisation experiences, such as follow-up studies abroad. Unfortunately, the
dataset does not offer information on internationalisation at home and its effects – a point that will be
targeted in the next edition of the HBO Monitor. More emphasis on internationalisation at home seems
important also because the results show that in fact a rather small number of alumni have participated
in foreign experiences.
For proposition two that concerns the link between internationalisation policies and the acquisition
of international competencies, the analysis of the HBO Monitor is providing further evidence. Alumni
that experienced internationalisation in the form of a foreign experience assess their own international competencies significantly higher than others (not interpersonal competencies). Generally, foreign
experience is perceived as being helpful for developing international competencies.
Little support derives from the HBO dataset concerning proposition three. That internationalisation (or
the thereby acquired competencies) lead to an increase in employability is not evident in the dataset.
What can, however, be upheld is that a good number of alumni confirm that international competencies
are needed in their current jobs.
In terms of future research, the Research Group International Cooperation decided to set up a longitudinal study on internationalisation at THUAS and its impacts. The idea is to evaluate on a yearly basis
to what extent the internationalisation policies at THUAS show an effect, versus older data and versus national data. For that purpose, the questions bloc in the HBO Monitor has been revised to target
the this research scope more effectively. The results will be published annually on the website of the
Research Group International Cooperation at THUAS.
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REFLECTION

JOS WALENKAMP

One of the lessons to be drawn from the study is that we need to provide our students with the language they
can use to reflect on their international learning. In international literature a wide range of terms can be found in
discussing students’ international learning; concepts like global competences, international competences, intercultural
competences are much debated examples alongside notions like cultural intelligence, global citizenship and cultural
effectiveness. It is estimated that as many as 25 different terms can be found in this field. Moreover, even if an
institution or a department has reached agreement on using one specific label, those concepts are hard to translate into
clear sets of knowledge, skills and attitudes.

INTRODUCTION

The study “Internationalisation, International Competencies and Employability: Lessons from the HBO Monitor”
presents a clear effort in measuring the effectiveness of internationalisation on graduate employability, and shows the
challenges international educators face in substantiating their claim that international competencies enhance graduate
employability.

Have we equipped our students with the tools and language to be able to see and discuss what an international
dimension of a degree programme implies? Have our graduates ever been told how interpersonal competences differ
from intercultural competences? Do we ourselves as educators have a clear understanding of those concepts? Those
questions show how diffuse and obscure our internationalisation practice can be at times and makes clear that there is a
need for deep collegial discussions. Once we have been able to clear the mist from our own minds and have formulated
clear internationalised learning outcomes in our modules, internationalisation@home becomes more transparent and
employability of graduates can then be addressed more intentionally and internationally.
Eveke de Louw
On behalf of the European Studies iTeam
The European Studies iTeam is a platform of seven lecturers with a keen interest in all things international. Their mission
is to facilitate and professionalise internationalisation of the curriculum by sharing knowledge, developing new insights,
and engaging students and staff.
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The implications of Englishmedium instruction on teaching
practice and learning outcomes at
The Hague University of Applied
Sciences
JOYCE DEN HEIJER

Summary
In response to globalisation and internationalisation of both higher education and the job market, The Hague University of Applied Sciences (THUAS) has seen a considerable increase in
English-medium courses, i.e. non-language subjects taught through English. Internationally, the
rise of English-medium instruction (EMI) has led to research on, and discussion about the possible side-effects of a change in instructional language. More specifically, whether using a foreign
language as the medium of instruction has a negative impact on teaching and learning. This
paper reports the findings of a pilot research project into the implications of English-medium
instruction (EMI) as perceived by students and teachers of the bachelor program Commercial
Economics at the Faculty of Business, Finance and Administration at THUAS.
Research methods used to collect data include face-to-face interviews with both students and
lecturers involved in EMI subject courses, a student questionnaire, and lesson observations.
Despite regular exposure to English and an adequate self-perceived English proficiency, results
show that a considerable number of students, as well as teaching staff are experiencing difficulties with English-medium instruction and that for many EMI is not as efficient in transferring
academic content as instruction in the mother tongue.
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1. INTRODUCTION
1.1 English as a language of instruction in higher education
In response to increasing globalisation and internationalisation of the job market, the past decade has
seen an upsurge in English-medium instruction in tertiary education in non-native English-speaking
countries. (cf. Coleman, 2006; Graddol, 2008; Hoare, 2010; Hu, 2009; Kirkpatrick, 2011; Saarinen &
Nikula, 2013; Shamim, 2011; Wilkinson, 2013; Doiz, Lasagabaster, & Sierra, 2011)
Dearden (2015) defines English-medium instruction (EMI) as follows: “The use of the English language
to teach academic subjects in countries or jurisdictions where the first language (L1) of the majority
of the population is not English.” (p. 2). EMI has become a valuable and widely adopted tool in the
efforts of higher education to internationalise their curricula and prepare their students for the increasingly globalised world. As Doiz, Lagabaster, and Sierra (2011) explain, EMI not only brings in foreign
exchange students, but also raises the (international) profile of the institution and prepares domestic
students for the globalised labour market.
Dutch Higher Education has also seen a significant increase in the number of English-taught programmes. While a decade ago almost all programmes were taught in Dutch (Leest & Wierda-Boer,
2011), English is quickly becoming the dominant language of instruction at research universities in the
Netherlands. Currently 60 per cent of Dutch Master’s programmes are taught in English (Association
of Universities in The Netherlands, 2014), At universities of applied sciences, and in academic Bachelor
programmes, the number of English-taught undergraduate programmes has also shown a considerable increase from 5 per cent in 2011 to 15 per cent (vocational Bachelors) and 24 per cent (academic
Bachelors) in 2013. It is worth noting that these data only report on fully English-taught programmes
of study, and do not include the much larger number of individual English-taught modules as part of
a generally Dutch curriculum.
The Hague University of Applied Sciences (THUAS) too has seen a growth in the amount of Englishmedium instruction. Currently, ten Bachelor Degree Programmes are taught in English (Bachelor
Degree Programmes, n.d.), but recently, Dutch-taught programmes have also started to implement
English as a medium of instruction on a modular level, as can be seen from the internationalisation
plans of various faculties.
In 2013/2014, the Research Group International Cooperation of THUAS researched which international
competencies are required by alumni and employers. The results showed that more than half of the
alumni needed English language skills in their professional practice, and that both English proficiency
and intercultural competence have a positive influence on job prospects and career progression (Funk,
Den Heijer, Schuurmans-Brouwer, & Walenkamp, 2014). The study concluded that the Dutch job market increasingly requires THUAS graduates to be proficient in English as well as interculturally competent. However, results also showed that study programmes do not always sufficiently develop the
required competencies.
In their most recent institutional plan the Executive Board at The Hague University of Applied
Sciences (THUAS) express their plans to not only continue current internationalisation endeavours,
but to also expand and enhance their internationalisation policy.

“These past few years, we have made huge steps in internationalising our curriculum.
Besides developing international programmes of study, the university has also chosen to
make internationalisation a permanent and mandatory part of the curriculum. Our international Bachelor- and Master Programmes are performing well. The realisation of many
of the objectives in the current internationalisation policy allows us to select new focal
points, develop customised programmes for different programmes of study, and to deepen
the quality of THUAS internationalisation policy.”
(INSTELLINGSPLAN 2014-2020).

Previously documented effects of EMI include an increased workload for both students and teachers as
well as reduced classroom interaction. For teaching staff in particular, EMI is said to require a change
in didactic methods and consequently different teacher competencies.
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This illustrates that EMI is and will continue to be a key factor in THUAS internationalisation policy.
Existing literature, however, has shown that changing the instructional language, from mother tongue
to second language, can bring about implications for both lecturers and students, and could consequently affect the quality of education.

THE IMPLICATIONS OF
ENGLISH-MEDIUM INSTRUCTION

❙

1.2 Implications of English as a language of instruction
As Klaassen (2008) emphasises, it is important to understand the pedagogical implications of EMI in
order to improve English-medium instruction. This may mean tackling issues in language proficiency, but
may also mean improving specific didactic methods more suitable for instruction in a second language.
Over the past decade, various studies have been conducted to examine the effect of English-medium
instruction in non-native English countries. Areas of research have included the impact on students and
lecturers, both in relation to policy and in terms of classroom interaction, but also the didactic skills and
competencies required to teach effectively in an EM context.
One of the first, and possibly the most extensive, studies at a Dutch university is that of Vinke (1995).
Looking at EMI from a teacher perspective among Dutch lecturers, Vinke (1995) found, among other
things, that EMI requires additional preparation time and that linguistic limitations impede lecturers’
performance in explaining academic content. In a follow-up study, Vinke, Snippe, and Jochems (1998)
concluded that lecturers had more difficulty expressing and explaining ideas adequately when teaching in English. English-medium instruction was also considered more strenuous. Similarly, Huibregtse
(2001) found that both lecturer’s grammatical accuracy and their spoken fluency often do not meet
the level required for effective EMI. These and many other studies (Jochems, 1998; Klaassen & Snippe,
1999) have demonstrated the importance of not only improving lecturers’ language proficiency, but
that English-medium instruction also requires a different set of didactic skills and competencies. More
recent studies have continued to support these findings. Mellion (2008), for instance, indicates that
besides experiencing linguistic limitations, Dutch lecturers are not always fully equipped in terms of
didactics to deal with foreign / non-native students.
In terms of transfer of academic content, Hincks (2010) registered a decrease of 23 per cent in speaking
rate among B2/C1 level speakers of English in comparison to their native language (L1) speaking rate.
In other words, communicating a message in a second language (L2) takes considerably longer than
communicating that same message in the first language (L1), even for speakers who are proficient in
the L2. In situations where the allocated time is fixed, such as lectures, this could mean that important
information is omitted as a result of a slower speaking rate in L2. Students in EM (English-medium)
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courses may therefore receive less information, or fewer examples and explanations which support
learning, than students who receive instruction in their mother tongue.
Similar to the linguistic limitations of lecturers, the language proficiency of students in EM courses is
also frequently a reason for concern. It is often assumed that EM students have the required level of
proficiency to successfully complete their course. However, even students who are proficient in English
may experience difficulties with EM lecture comprehension. Hellekjaer (2010), for instance, found that
this was the case for more than 50 per cent of respondents. The main issues that affected comprehension were intelligibility of the lecturer and a lack of vocabulary. Students also experienced difficulties
in taking notes in English and following the lecturer’s line of thought, albeit to a lesser extent. Similar
to the perceptions of lecturers, the majority of respondents in Hellekjaer (2010), between 62 and 72
percent, found EMI more laborious and seem to rely more on visual support. Another issue in Englishmedium instruction is that, due to linguistic limitations, EM students are often unable, or unwilling
to ask and answer questions in class (Airey & Linder, 2006). As a result many students would adopt
a number of compensation strategies, such as waiting until after the lesson to ask questions, or doing
additional reading prior to or after a lesson.
Klaassen (2001) also observed a lack of concentration and a limited attention span among students
receiving English-medium instruction.
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All these effects could significantly impede the effectiveness of English-medium instruction and consequently affect student performance in EM courses. In fact, several studies have revealed that students
score lower on the achievement of academic knowledge when taught and assessed in a new language
(Levin & Shohamy, 2008; Thomas & Collier, 2002) and mother tongue education has been shown to be
more effective education in a second language (Heugh, 2002; Rademeyer, 2005)
Despite the previously mentioned disadvantages of EMI, earlier studies have also emphasized numerous benefits in learning language and academic content simultaneously (Cenoz, 2009; Genesee, 2008;
Swain & Lapkin, 2005). Most recently, Dearden (2014) conducted a study, on behalf of the British
Council, with participants from 55 different countries. The preliminary results of this study indicated
that EMI is believed to not only develop language learning skills, but to also improve knowledge of
a target culture, and to open up possibilities for students to work and study abroad. Teachers participating in this study believed EMI is “a way to improve communication, to exchange ideas and create
relations between countries, a way of facilitating world peace” (p. 4). In other words, despite the more
negative side-effects of EMI in terms of, for instance, classroom interaction and workload, EMI does
appear to achieve the desired results in terms of internationalisation.
It is therefore worth exploring ways in which the negative implications of EMI can be minimized and
the benefits of English-medium instruction can be maximized. This may mean adopting a different
didactic approach when teaching in English, taking into account students’ linguistic limitations and
shortened attention span also in the development phase of curriculum design. As the Dearden (2014,
p. 6) also indicates:

❙

“EMI (English-medium instruction) might well involve changing from a teacher-led style to
a more interactive dynamic, and yet few teachers had considered the idea that EMI was not
simply a matter of translating course material and slides from L1 to L2. At the very least,
that teacher will surely need to be able to handle the English language, but they will also
need to present concepts and ideas to students of various L1s, negotiate input and check
comprehension while taking account of all the cultural differences in the room.”

The present study aims to provide more insights into these issues.

1.3 Purpose and objectives of the present study

The present study is a pilot aimed at exploring the effects of a change in instructional language from
native Dutch to non-native English on both teaching and learning. It sets out to investigate what the
implications of EMI are for the teaching practices of lecturers and whether or not teaching EM courses
requires a different set of competencies and didactic methods. From a student perspective, this pilot
study aims to bring to light the advantages and disadvantages of EMI, and to explore whether EMI is
equally efficient in transferring academic content as instruction in the mother tongue.
These data will then be used to offer suggestions for the design, planning, and instruction of individual
EM modules and EM bachelor degree programmes so that these can be implemented as effectively as
possible within THUAS curricula, while maintaining the desired quality of education.
The main question this pilot sets out to answer is:
uu What are the possible implications of English-medium instruction for the teaching practice of lecturers and the learning process and outcomes of students at THUAS?
This central question is divided into six sub-questions:
1. What differences do Dutch lecturers experience between Dutch-medium and English-medium
instruction?
2. What differences do Dutch students experience between Dutch-medium and English-medium
instruction?
3. What are the perceived benefits of English-medium instruction at THUAS?
4. What are the perceived disadvantages of English-medium instruction at THUAS?
5. Is EMI as effective in transferring academic content knowledge as L1 instruction for native
speakers of Dutch?
6. Which internal factors (related to students and teachers) and external factors (organisational)
influence the perceived effectiveness of EMI?
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It is yet to be determined whether the effects and implications of EMI described in existing literature
also apply to the teaching staff and student population at THUAS. At present THUAS does not have
an EMI policy or a clear set of guidelines for the introduction, design, and instruction of EMI modules.
English taught programmes appear to be implemented without consideration for the possible effects
this may have on teaching practices and student learning, and the quality of education in general.
However, previous studies, such as Grift, Meijer, and van der Salm (2012), have emphasized the importance of taking the opinions and experiences of these stakeholders into account when further developing internationalisation policy in terms of curriculum development, didactic approaches, testing, and
staff support for English-medium instruction.
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In short, English-medium instruction requires more than just a translation of existing L1 material.
Lecturers require different competencies and an alternative didactic approach as well as adequate
command of the instructional languages. Additionally, they need to understand and be able to deal
with the complexities and demands of teaching academic content through a second language (Marsh
& Laitinen, 2005).
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2. METHODOLOGY
In order to answer the main question and subsequent sub-questions, the present research design
adopted a mixed-method approach which was both qualitative and quantitative in nature.

2.1 Qualitative data collection
2.1.1 Semi-structured face-to-face interviews
In order to explore the views, experiences, and motivations of both the THUAS student population and
teaching staff in relation to EMI, the qualitative data collection in this pilot started with semi-structured face-to-face interviews with THUAS lecturers teaching an English-taught subject course and
THUAS students who followed this course.
Based on existing literature, the topics discussed in these interviews were: workload, interaction, quality, motivation, comprehension, and language proficiency.
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Respondents
The student interviews were held with first-year students of the Bachelor Degree Programme Marketing
(Commercial Economics, CE), of the faculty Business, Finance and Marketing at THUAS. CE is a Dutchtaught Bachelor programme, but students do receive English language instruction in the first three
years of the programme. In addition to formal English language training, this year’s first-year CE students were introduced to an English-taught subject course, Intercultural Competencies (IC). In this sixweek English-taught programme, materials and instructions are in English, but students are allowed
to communicate in Dutch.
The academic year at THUAS is divided into four terms. In their first year, at the end of the second term,
CE students choose a stream: Marketing and Sales (MS) or Marketing, Media and Experience (MME).
MME students follow the module IC in the third term (February to April). MS students are offered the
course in the fourth term (April to June). The lecturers teaching the IC modules normally teach their
subjects in Dutch, apart from one lecturer who is a native speaker of English.
Thirteen student interviews and five lecturer interviews took place in March and April of 2015. Student
participants were invited to take part in an interview during one of their IC lectures. Some students
were also personally invited to participate in order to achieve maximum variation sampling. In the
end, the group of student interviewees was less varied than initially desired. Of the thirteen student
respondents eight were male and five were female. Six respondents had had prior experience with
English-medium instruction, either through experience abroad or previous English-taught programmes
of study. Three of the interviewed students had parents with immigrant backgrounds.
Students’ levels of proficiency in English were also taken into account. Secondary education is generally a good indicator of students’ entree levels of English. According to the descriptors of the Common
European Framework of Reference (CEFR), an international system used to describe foreign language
proficiency, students who have obtained a Dutch HAVO secondary school diploma are expected to have
a B1 level of English (B1+ for speaking and conversation skills). Students who have completed Dutch
VWO level are expected to have a B2 level of proficiency in English and students of the Dutch MBO
programme should have at least an A2 level (Eindtermen havo/vwo, 2015)
Initially, the present research design set out to interview sixteen students. However, saturation started
to occur after approximately ten interviews and additional participants no longer provided additional

Interviews were recorded and transcribed. These data were then analysed and interpreted by means of
inductive coding (Boeije, 2005).
2.1.2 Lesson observations
Following the semi-structured interviews, direct observation was used to establish whether the themes
and information that arose from the interviews are also reflected in a classroom setting, an added value also noted by Dörnyei (2007). The observations were structured and nonparticipant in nature: the
observer in no way participated in lesson activities, but did use a pre-established observation protocol
(Dörnyei, 2007).
A total of five observations were held with the three different lecturers who taught the module IC in
term 4; two native speakers of Dutch and one native speaker of English. Due to the limited number of
observations and the lack of a suitable control group, the lesson observation data were only used for a
more holistic and general comparison with the interview and survey findings.
As mentioned before, the observer made use of an observation protocol and monitored, among other
things, how often attendees spoke Dutch or English, who gave which types of answers, and in which
language. Other focus points included the general English proficiency of both students and teachers
and didactic methods used by the lecturer, such as use of visual support, student encouragement, correction of language errors, methods of illustration, and repetition of answers.

2.2 Quantitative data collection
Finally, in order to examine the effects of EMI on student learning and their perceptions of the instruction offered, a questionnaire was administered to all first-year CE students at THUAS. MME students
were administered the survey in the first lesson after finishing the EM module (week 1 of term 4).
Because the term was coming to an end and there were no later opportunities to administer the survey
in a classroom setting, MS students were asked to complete the questionnaire in the last two weeks of
term 4. This means that the MS students had not yet finished their EM module. However, IC academic
content is presented in the first four weeks of the module and the final two lessons are reserved for
final presentations, so this adaptation in survey scheduling was not expected to affect the outcomes.
The questionnaire was made up of 34 multiple choice items and four-open ended items (see appendix
3), measuring lecture comprehension by means of self-assessment. A similar method was adopted
in Hellekjaer (2010) who, supported by various earlier studies (e.g. Bachman, 1990; Oscarson, 1997,
Marian, Blumenfeld, & Kaushanskaya, 2007; Ross, 1998) indicated “there is good reason to expect the
scores from self-assessment items and indices to provide useful and valid comparison of student lecture comprehension difficulties in English and the L1” (p. 16).
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Since the number of lecturers teaching IC were limited, all three lecturers involved were interviewed.
Two additional lecturers involved in EMI at CE were also interviewed. These two lecturers provide
English-taught modules in year 3 of the degree programme. As previously mentioned four out of five
lecturers interviewed are native speakers of Dutch. One is native speaker of English. All lecturers have
at least ten years’ teaching experience, and have international work or teaching experience and/or a
proficiency certificate at C1 level, or have undergone formal training in English-medium instruction.
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insights. For this reason, we stopped collecting data after thirteen interviews. This is fairly consistent
with previous studies which have found that in homogeneous groups, saturation often occurs around
twelve participants (Guest, Bunce, & Johnson, 2006; Latham, 2013).
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The questionnaire was based on both existing studies in EMI (Hellekjaer, 2010) as well as the outcomes
of the student interviews. The questionnaire was designed in Dutch so as to avoid any second language
interference. Respondents were asked to assess their lecture comprehension through questions regarding their understanding of vocabulary, intelligibility of lectures and satisfaction about speaking rate.
The questionnaire also included variables such as educational background, prior experience with EMI,
and motivation for EM courses. Finally, a number of items were designed to elicit whether and how
students compensate for the use of English, as reported by Airey and Linder (2006).
To ensure a high response rate, questionnaires were administered digitally in a normal classroom environment during one of their English Business Communication lessons (the module in which students
receive formal English language training). Data collection was supervised by the students’ Business
English lecturers and a representative from the research group. In the end, 140 students completed
the questionnaire, out of a total of 219 enrolled students. With a confidence level of 95% and a confidence interval of 5, the results obtained can be considered representative of the entire year 1 student
population at CE. Further statistical analysis was carried out using the Statistical Package for the Social
Sciences (SPSS).
The group comprised 61 per cent male respondents and 39 per cent female respondents. This means
that the female research population was slightly overrepresented in the present study, because out
of all first-year CE students, 34 per cent is female and 66 per cent is male. The native language (L1)
for the vast majority of respondents, 92.1 per cent, is Dutch. A considerable number of respondents
(65 per cent) majored in Marketing, Media and Experience (MME), the remaining respondents (35 per
cent) majored in Marketing and Sales. Since Marketing & Sales students account for 45 per cent of all
first-year students, they are slightly underrepresented in this data set. However, statistical analysis
showed no significant differences between MME and MS students, so the results can still be considered
representative.
Of the eight classes surveyed, three received their EM instruction from a native speaker and five
received instruction from lecturers who have Dutch as their native language. It is worth noting that the
majority of the respondents (71.5 per cent) had had no prior experience with English-medium instruction. Some respondents (17.5 per cent) had previously received instruction in English on subject and/or
modular level. The remaining respondents had either studied in an English-speaking country (2.2 per
cent) or had followed a completely English-taught secondary school programme or degree programme,
such as IBMS or the International Baccalaureate.

2.2 Methodological Challenges and Issues
Overall, the quantitative and qualitative design are appropriate for the exploratory nature of this pilot
study. However, some methodological issues and challenges did arise in the course of this study, some
of which deserve particular attention.
First of all, the data in this study mainly reflect respondents self-perceived differences between EMI
and DMI and students’ self-assessed linguistic competence. Certainly respondents were asked to
answer the questions as honestly as possible, but there is no way of assuring these outcomes are fully
representative of actual behaviour or performance. Respondents could have been influenced by other variables such as their general motivation for the English-taught subject, their general opinion of
the lecturer or class, or other personal circumstances. A possible solution to this problem would be to
measure respondents’ actual behaviour, comprehension and performance by more extensive observations and by testing students’ learning results and language proficiency.

3. Results
In the following section, the results of the current research are presented in reference to the following
sub-questions:
1. What differences do Dutch lecturers experience between Dutch-medium and English-medium
instruction?
2. What differences do Dutch students experience between Dutch-medium and English-medium
instruction?
3. What are the perceived benefits of English-medium instruction at THUAS?
4. What are the perceived disadvantages of English-medium instruction at THUAS?
5. Is EMI as effective in transferring academic content knowledge as L1 instruction for native
speakers of Dutch?
6. Which internal factors (related to students and teachers) and external factors (organisational)
influence the perceived effectiveness of EMI?
During the coding process, fragments were given an identification number, for instance 14.3. These
numbers have also been added to citations in this article. The first number refers to the personal identification number of the interviewee. The number after the decimal point refers to the corresponding
fragment. To illustrate, number 14.3 refers to interview 14, fragment 3. Due to the fact that interviews
were held in Dutch, the used quotations were translated into English as literally as possible.

3.1 Differences between EMI and DMI according to lecturers
The results in this section are primarily based on the outcomes of the five lecturer interviews held.
Lecturers mainly noted differences in terms of preparation and instruction of EM modules. The differences in preparation can be summarized in three themes: exposure to English, course materials, lesson
planning.
3.1.1 Lesson planning
According to interviewed lecturers, the most prominent difference between English-medium instruction
and Dutch-medium instruction is that EM lectures require additional planning time. Lecturers indicate
they spend more time looking up relevant terms and concepts. Some lecturers also try to anticipate
possible student questions and prepare suitable responses, more so than for Dutch-taught modules.

❙

“I try to make sure that everything I want to discuss is actually correct. I go over the
terminology, vocabulary lists etc. Quite often the group consists of Dutch students, and
then I contemplate what they might ask. That way I do some extra preparation.”
QUOTE LECTURER 3.6
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Thirdly, the nature of the English-taught IC module is something that should be taken into account. The
module runs for a fairly short period of time, namely six weeks, and although instruction and course
materials are in English, students are allowed to communicate in Dutch. A fully English-taught module
may present students with different or additional challenges.
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Secondly, the present study lacks a suitable control group. This means that it is not possible to compare
the actual behaviour and performance of both lecturers and students in a DMI setting to that in an EMI
setting. Although the student survey was adapted accordingly and required respondents to compare
their behaviour and performance in EMI to that of DMI, an experiment with both a control group and
an experimental group would perhaps allow for firmer conclusions.
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Moreover, lecturers also noted that it is often not possible, nor sufficient, to simply translate a Dutch
module into English:

❙

“It’s not like you teach the exact same lesson. You’re using a different medium of instruction and so you need to adapt parts of your lesson accordingly.”
QUOTE LECTURER 3.10

❙

“I wanted to give the course more of an international feel. We felt that the original
PowerPoint slides were very much aimed at the Netherlands. I try to adopt a broader
perspective than just the Netherlands, especially when talking about cultural differences.
QUOTE LECTURER 2.5

3.1.2 Exposure to English
Another recurring theme in the interviews was the so-called English mind-set. Particularly lecturers
who are not regularly exposed to the English language intentionally increase their exposure prior an
EM module, for instance by watching English news programmes and reading English books or articles:

❙

“I actually have far too little experience using English in a professional setting. So when I’m
about to start teaching in English again, I try to get back into that mind-set: reading a lot
of English books, going to the library, listening to and watching BBC. Just so I can expose
myself to English.”
QUOTE LECTURER 3.3
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3.1.3 Course materials
Finding suitable materials does not appear to be an issue for the lecturers involved in teaching IC. In
fact, according to most lecturers, it is actually easier to find relevant course materials in English than
in Dutch. This is not surprising considering the international content of the module. The same is true
for the Marketing lecturer interviewed. However, the fifth lecturer did raise an issue with finding suitable course materials:

❙

“I invested a lot of time in developing the syllabus. First finding suitable materials in books,
and then writing numerous calculations. I do this in Dutch as well, but then you don’t really pay attention to the language. It just takes longer before you have calculations that are
linguistically correct in English.”
QUOTE LECTURER 4.7

Despite the fact that there may be plenty of English course books available, it may prove to be difficult
at times to find materials that correlate with the Dutch term system. For some subjects, the books available are far too extensive and expensive to be used for a six-week teaching programme only. The aforementioned additional activities amount to a considerable additional workload for the lecturers involved
in EMI: for some lecturers, teaching in English can mean 30 to 50 per cent more preparation time.
In terms of instruction, a distinction can be made between the differences lecturers notice among their
students, and the differences they notice in their own teaching abilities.

❙

“I get the idea they are more reluctant to respond. There are a few people that are very
proficient, who probably grew up speaking English, or who went to an international school.
So they don’t have any problems communicating in English. But the people who do find it
difficult, or are scared to make mistakes, I feel those people are generally more reticent.”

One lecturer actually decided move back to Dutch-medium instruction after noticing English-medium
instruction that English-medium instruction was affecting student participation and their understanding of academic content:

❙
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QUOTE LECTURER 3.14
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3.1.4 Differences among students
All lecturers notice a difference in the level of interaction when teaching in English as opposed to
Dutch. Generally, students are said to be less active, appear to ask fewer questions, and seem to be
less responsive to questions:

“I noticed it in this class who kept their mouths shut for four or five weeks, and when I
changed to Dutch, it improved. This week, they had to work on a commercial, and I finally
saw the motivation in those students. I thought: Wow!”
QUOTE LECTURER 2.26

Resorting back to Dutch made students more active, motivated, and involved with course content.
Another lecturer notes that their third-year students seem to be more focused when receiving Englishmedium instruction:

❙

“Yes, it might sound strange, but for some reason it seems as if they need to be more concentrated in order to follow what you’re saying. This means they are distracted less easily.
That they need make more of an effort. But this is really only an assumption.”
QUOTE LECTURER 3.13

However, this increase in concentration was not necessarily observed by the lecturers of the first-year students:

❙

“I think it’s easier for students to tune out faster, because they really have to focus. If
they’re a bit tired or bored it might be easier for them to stop listening. So yeah, I think that
will definitely affect how effective your message is getting across.”
QUOTE LECTURER 1.2

Whether manifested in an increased level of concentration or a reduced level of involvement or engagement with academic content, interviewed lecturers generally notice an increase in cognitive workload
among their students,.
3.1.5 Teaching abilities
In terms of their teaching abilities, lecturers notice various differences between teaching in English and
teaching in Dutch. Several lecturers indicated that they experienced difficulties in explaining content
matter in different ways, and that this sometimes makes them more repetitive.

❙

“I have to say I feel somewhat limited. I try to explain academic content briefly and often
need resort to repetitions. Also because at a certain point I’m drained and my vocabulary
isn’t extensive enough to explain things in 3 different ways.”
QUOTE LECTURER 4.11
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Lecturers also find it more difficult to use humour in the classroom appropriately, and a non-IC lecturer
also involved in supervising and assessing theses, experienced difficulties providing specific feedback
on student work:

❙

“Yes, formulating feedback mostly. Reading is not an issue; you’re used to the language.
But explaining what you think is difficult. Using rubrics makes this relatively easy, but not
all programmes of studies use grading rubrics. And without a rubric it’s quite difficult to
explain why something is a 6 and not a 7.”
QUOTE LECTURER 3.23

This issue with English feedback on student work was only noted by one lecturer. Quite possibly
because the three lecturers teaching IC mainly received student assignments in Dutch. The fourth lecturer teaches Financial Management and therefore only marked the outcomes of financial calculations.
These aforementioned differences between EM and DM teaching and preparation also affect lecturers’
performance in the classroom. One lecturer explains:

❙

“I don’t have a natural confidence (when teaching in English). Not that I’m shaking or anything, but I do, in a way, think ‘darn it! Part of the time you are thinking about language,
which means there’s less time to think about content.”
QUOTE LECTURER 4.17
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Another lecturer notes that teaching in English is more exhaustive than teaching in Dutch:

❙

“Yes, I do notice that when I’ve been teaching for 4 hours, in English, which I do on
Tuesdays, that for some reason it drains my energy more than teaching in Dutch.”
QUOTE LECTURER 2.15

3.2 Differences between EMI and DMI according to students.
3.2.1 English proficiency and importance of EMI
Before outlining the differences respondents experience between following DM courses and EM courses, the following section first summarises students’ self-perceived language proficiency and their overall opinion on the importance of EMI.
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Figure 1: How often do you make use of English language skills?
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Despite the fact that respondents do not always seem to use their English productive skills, figure 2
illustrates - with means of 3.21 and higher – that the students still deem their general language proficiency sufficient.
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As can be seen in figure 1, respondents most frequently make use of receptive skills (listening and
reading). With a mean of 4.5 (1 representing ‘never’ and 5 representing ‘daily’), the average respondent
listens to English multiple times a week. Reading skills are put into practice slightly less: the average
respondent reads English texts almost on a weekly basis (3.88). Productive skills ‘speaking’ and ‘writing’
are used considerably less. With means of 2.98 for speaking skills, and 3.19 for writing skills, respondents appear to use their English productive skills only occasionally or on a monthly basis respectfully.

1 = poor
2 = insufficient
3 = sufficient
4= good
5 = excellent

Listening

Reading
2.8

3

3.2

3.4

3.6

3.8

4

Figure 2: How would you rate your English language proficiency?

Figure 2 above also highlights a distinction between students’ self-perceived proficiency in writing
and speaking on the one hand, and listening and reading on the other. Statistical analysis shows
that this difference between receptive and productive skills is significant. Nevertheless, the majority
of respondents (63.5 per cent) believe their general language proficiency is sufficient to follow fully
English-taught modules .
3.2.2 Differences between EMI and DMI according to students
In order to determine what differences students experience between Dutch-medium and Englishmedium instruction, respondents were asked to compare their performance, classroom behaviour, and
didactic needs in EM courses with those in DM courses through a set of 15 statements. Students had to
indicate on a 5-point Likert scale how EMI compared to DMI. One of the statements respondents were
presented with is illustrated below:
Doing assignments in English takes …… time as / than doing assignments in Dutch
Much more
More
As much
Less
A lot less
These 15 statements generated a considerable amount of data. In order to see whether the 15 separate statements showed any underlying correlations, the data set was subjected to an exploratory
factor analysis. The factor analysis identified three correlating dimensions, each comprising of multiple
statements.
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Dimension 1: Workload
1. Comprehensive reading of English course materials takes …. time as/than reading Dutch course materials.
2. Doing assignments in English takes …… time as / than doing assignments in Dutch.
3. I need … examples and explanations in English-taught lectures as / than in Dutch-taught lectures.
4. I need … visual support (for instance PowerPoint) at English-taught lectures as/than Dutch-taught lectures.
5. Following English-taught lectures requires …. concentration as/than following Dutch-taught lectures.

Dimension 2: Comprehension
1. English-taught lectures are ….. intelligible as/than Dutch-taught lectures.
2. I understand …. of the content in English-taught lectures as/than in Dutch-taught lectures.
3. I understand …. of the words and expressions English-taught lectures as/than in Dutch-taught lectures.
4. We explore the academic content in …. detail in English-taught lectures as/than in Dutch-taught lectures.

Dimension 3: Participation
1. I am … satisfied about the pace of speaking in English-taught lectures as/than in Dutch-taught lectures.
2. I participate …. actively at English-taught lectures as/than in Dutch-taught lectures.
3. I ask … questions DURING English-taught lectures as/than in Dutch-taught lectures.
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4. I feel … confident to ask questions during English-taught lectures as/than in Dutch-taught lectures.

Each of the dimensions had a Kaiser-Meyer-Olkin (KMO) value close to one (.847), which means the
identified dimensions can be considered distinct and reliable. A highly significant (p < 0.001) Bartlett’s
test result indicates that the analysis is also appropriate.
Figure 3 summarises the data in dimension 1: workload for English-taught modules in comparison to
Dutch-taught modules.
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Figure 3: dimension 1 – workload EMI in comparison to DMI

As can be seen from the figure above, the majority of students experience a (much) higher workload in English-taught modules than in Dutch-taught modules: 68 per cent of respondents indicate

60%
50%
40%

THE IMPLICATIONS OF
ENGLISH-MEDIUM INSTRUCTION

that reading English course materials takes (much) more time than reading Dutch materials, 70.3 per
cent of respondents say completing English assignments takes (much) more time, and the majority
of respondents also express an increased need for examples (55.4 per cent), visual support (54.4 per
cent), and concentration (65.2 per cent)
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Level of academic content
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20%

Figure 4: dimension 2 – comprehension EMI in comparison to DMI

The second dimension, comprehension, combines the intelligibility of the lecture, students’ ability to
understand academic content and language (terms and concepts), and the detail in which the subject
matter is explored.
On average, just under half of the respondents experience comprehension differences between Englishtaught lectures and Dutch-taught lectures. English-taught lectures are considered (much) less intelligible by 40.5 per cent of the respondents. In terms of academic content, 42.6 per cent of the respondents
believe they are able understand (a lot) less of the content presented and 46.4 per cent feel that in EM
lectures subjects are explored in (a lot) less detail than in DM lectures. More than half of the respondents (56.9 per cent) experience problems in understanding terms and concepts used in EMI.
Participation, the third and last dimension, is represented in figure 6 below. The aforementioned issues
in workload and comprehension do not seem to affect respondents’ questioning behaviour or self-perceived level of participation greatly.
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Figure 5: Student participation during EM lectures in comparison to DM lectures
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3.3 What are the perceived benefits of English-medium instruction at THUAS?
English-medium instruction is unequivocally considered important by first year CE students at THUAS.
Students taking part in the interview round, all listed several advantages of receiving English-medium
instruction. Responses varied from ‘beneficial to personal development’ to ‘improves chances of working internationally’. Figure 6 presents the advantages of EMI in the eyes of both student interviewees
and survey respondents. The larger a topic is presented, the more frequently it was mentioned:

Communicating in multicultural society

Enriching

Communication abroad

Different approach to subject

Future prospects

Prepare for exchange
Confidence

Working internationally

Further education

Better job opportunities

Fun

Developing communication skils
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Figure 6: Advantages of EMI based on student interviews and open survey question

As can be seen in figure 6, students strongly believe that EMI improves their prospects for the future,
especially their job perspectives, both at home and internationally. Student interviewees explained
that CE graduates are likely to end up working for international organisations because their core subject, Marketing and Commerce, is generally a very international field of work. The following two quotes
exemplify the extent to which interviewed students consider EMI important for their future prospects:

❙

“Preparation for what’s to come. You know that every company is bound to work internationally, so you’re definitely going to need it in the future.”
QUOTE STUDENT 2.32

❙

“English is of course the number one world language, so if a person is proficient in writing,
reading and understanding the language, I think it’s a ‘must’ for companies to hire that
person.”
QUOTE STUDENT 3.37

Respondents believe English language proficiency is crucial in finding a good job. They also indicate that EMI can serve as preparation for internships abroad or exchange programmes. By following
English-taught modules, they get used to communicating in English.
Besides the advantages that EMI offers for the future, students also believe English-taught programmes
are enriching. The module IC allows them to put into practice their English skills, helping them to
improve their general English proficiency and expand their vocabulary. Additionally, EMI contributes
to the development of their intercultural communication skills, which is useful for both communication
abroad and today’s multicultural society.

Very unimportant
Unimportant
for future profession

No opinion
Important
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Figure 7 below outlines, just how important survey respondents believe EMI is for three particular areas: higher education, future profession, and the job application process. The graph not only shows that
respondents generally believe that English language proficiency an important part of higher education
(91.5 per cent, (very) important), but that it is also relevant in their professional practice (93.4 per cent,
(very) important), and that it is likely to increase their chances of finding employment (81.2 per cent,
(very) important). However, only 28.8 per cent of the respondents would actually want to have a job in
which English is the official language of communication.
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Figure 7: How important do you believe English language proficiency is for...

Similar findings arose from the lecturer interviews. All interviewed lecturers emphasize the importance
of immersion in the English language in relation to EMI, which allows students to improve and expand
their English language skills. Being familiar with terms and concepts specific to students’ field of work
(Marketing) also proved to be a recurrent item. One lecturer explains:

❙

“I believe that the major advantage for students is that communicating in English becomes
easier for them. Regular exposure to English whilst studying allows them to become more
proficient in the language, and helps them get used to conversing in English. Our students
often end up in an international setting, so this would definitely make a career at an international organization more accessible. This would be the major benefit.”
QUOTE LECTURER 3.26

3.4 What are the perceived disadvantages of English-medium instruction at THUAS?
Figure 8 shows an overview of the disadvantages related to EMI in the eyes of the respondents of the
student survey.

Academic performance

Time

Concentration

Dutch Skills

Loss academic content

Workload

Difficult

Figure 8: Perceived disadvantages of EMI according to students
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As can be seen from this word cloud, the main two disadvantages are ‘workload’ and ‘loss of academic
content’. Respondents feel that English-taught programmes require a larger time investment, are more
difficult, demand more concentration and cost more energy. Students also feel that they are able to
process and understand less of the academic content and fear that this might result in decreased academic performance. The findings of this open section in the student survey is fairly consistent with the
student interviews. It is worth noting, however, that although the outcomes of the student survey are
quite firm, the opinions in the student interviews are rather mixed: the number of students experiencing difficulties in EMI is equal to the number that is not experiencing difficulties. There is one problem,
however, which both survey and interview respondents appear to agree on: understanding terms and
concepts in English.
3.4.1 Loss of academic content
The underlying reasons for a perceived loss of academic content may lie in students’ linguistic limitations, but also in the fact that for the majority of survey respondents (70 per cent), IC is their first
English-taught module. Besides general language proficiency issues, students might still have to get
accustomed to receiving instructions in English. This may also affect their general comprehension.
Additionally, in the interviews students are quite critical when it comes to the language proficiency of
their lecturers. Four of the five interviewed lecturers are non-natives of English. Student interviewees
indicate this might affect the transfer of academic content:

❙
186

“Because of the accent it can sometimes be a bit difficult to understand. Then they
(students) don’t understand, and they are afraid to ask, so they don’t get an explanation.
I think this might reduce the quality of the lesson.”
QUOTE STUDENT 3.25

❙

“I think the lessons are slower. There’s less content than in Dutch. In Dutch things are faster,
and then you finish quicker as well. In English the content is often explained in multiple
ways.”
QUOTE STUDENT 5.19

Some students express a certain frustration with the fact that an instructor is not a (near) native speaker of English.

❙

“Make sure EM modules are taught by experienced lecturers, and not by people who do not
completely master the language.”
STUDENT RESPONSE OPEN QUESTION SURVEY

As a result, the student might start focusing more on the lecturer’s pronunciation than on the academic content. Students that deem their lecturers’ English proficiency insufficient often point towards a
Dutch accent, or they believe there is too much word-searching. Grammatical errors are considered
less important, but students do generally seem to set very high standards for lecturers’ English language proficiency. However, there are also students who prefer being taught by a non-native speaker
of English:

❙

“It was an advantage that the lecturer wasn’t a native speaker; this meant that the speaking pace was somewhat slower and that the English wasn’t perfect”.
QUOTE STUDENT 9.20

❙

“The first week I tried to do the assignments in English, but it just takes so long to make the
sentences run properly. That really didn’t work for me”
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3.4.2 Workload
Student interviewees indicate that, overall, the manner in which they prepare EM lectures is no different from their preparation for DM lectures. The only thing they do differently is look up unfamiliar
words. Nevertheless, the majority of student interviewees indicate that EM modules do come with an
increased workload, because course materials and lectures are all in English. Reading English course
materials and assignment descriptions add to their workload, and students also find writing in English
to be more strenuous and time-consuming. For this reason, only three interviewed students chose
to complete their assignments in English. What students consider particularly difficult in writing in
English is formulating grammatically correct sentences:
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The student survey shows that students generally believe that the lecturers’ English proficiency of their
lecturer affects their personal performance in an EM module (51.4 per cent agrees and 24.3 per cent
completely agrees).

QUOTE STUDENT 10.15

Similar to the findings in the lecturer interviews, students also indicated that English- medium instruction requires more focus and concentration:

❙

“In Dutch I can sometimes just doze off a bit, but in English I really need to be fully
focused.”
QUOTE STUDENT 10.16

3.4.3. Interaction
The IC lectures are interactive in nature. Classes consist of 25 to 30 students, creating enough room for
students to ask questions. A small majority of interviewees notice a reduction in the amount of interaction during EM lectures, despite the fact that students are also allowed to speak Dutch. Interviewees
believe their fellow students might have difficulties speaking English because they are afraid to make
mistakes, creating a barrier for classroom interaction.

❙

“I think there are people who are scared. Who think they can’t speak English properly.”
QUOTE STUDENT 6.15

Despite the fact that students are not assessed on their language skills, and that lecturers do not correct mistakes, students seem to remain reticent to ask and answer questions. Interviewees indicate that
students are not necessarily afraid of what their lecturer might think, but that they fear the opinions
of their fellow students:

❙
❙

“At the Business Game people made fun of me several times because my English is poor.`
QUOTE STUDENT 9.7

“I think it´s mostly a confidence issue. That they are scared, and that they think other students will make fun of them if they make a mistake.”
QUOTE STUDENT 6.43
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One class even went back to Dutch, because students felt an English-taught module was too difficult
and too strenuous. Students of that particular class requested the lecturer teach the module in Dutch.
An interviewee indicates that after this change, they noticed an increased interaction.

❙

“When we switched to Dutch, you could see the class getting more involved. Everyone was
able to contribute. I guess in Dutch there is less of a barrier.”
QUOTE STUDENT 3.19

The disadvantages noted by student respondents are similar to the differences experienced by lecturers: EMI is considered more laborious and there is less interaction during lectures. However, where
lecturers generally indicate they cover the same amount of subject matter, students do perceive a loss
of academic content.
When asked which strategies they use to overcome difficulties in EMI lecture comprehension, survey
respondents listed the following:
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Strategy

Percentage

Looking up words in a(n) (online) dictionary

74.3 %

Asking a fellow student or friend

64.3 %

Asking questions during the lecture

59.3 %

Reading the English course materials multiple times

57.9 per cent

Table 1: Strategies that the majority of respondents use to overcome issues in EM lecture comprehension

Less frequently used strategies included consulting Dutch course materials (32.9 per cent) and ask
questions after class (31.4 per cent).

3.5 Is EMI as effective in transferring academic content knowledge as L1 instruction
for native speakers of Dutch?
Previous studies report evidence of a loss of academic content in English-taught programmes for
a variety of reasons, including a reduced speaking pace and lecture comprehension difficulties for
students.
As previously mentioned, lecturers interviewed in the present study, generally indicate that they are
able to cover the exact same amount of academic content in English-taught modules as in Dutchtaught modules.

❙

“I believe this is the fourth year that I’m teaching this module. The past here years, I taught
it in Dutch, and now I teach it in English. The structure and the amount of academic content is exactly the same. “
QUOTE LECTURER 3.9

There is only one lecturer who is unable to cover the same amount of academic content, because they
spend a considerable amount of time introducing subject-related terminology (Financial Management)
in class. One explanation could be that students are less familiar with the terminology of this particular
subject. The other two subjects, Intercultural Competencies and Marketing, are more internationally
oriented and many of the terms used in Dutch are similar or even identical to those in English.

Percentage

Completely disagree

11,4%

Disagree

27,1%

Neither agree nor disagree

30,7%

Agree

27,9%

Completely agree

2,9%

N
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Although lecturers believe the academic content delivered is the same regardless of instructional language, some student respondents do perceive a loss of academic content. One third (31.8 per cent) of
survey respondents believe they learn less in an English-taught module than if the same module had
been taught in Dutch (table 2).

Table 2: I learn less in an English-taught module than if I had followed the same module in Dutch

This perceived decrease in the amount of academic content transferred, might be a result of lecturers
having to spend extra time making sure students understand the EM instructed matter, as the following quote illustrates:

❙

“I know I’m very aware of trying not to speak too quickly or explaining things quickly a
second way. If I think it’s a difficult concept or a difficult word, I’ll explain it again right
afterwards in a different way, using another word. And mainly pace, you know, just kind
of looking around at their faces: “do they get it or do they look puzzled”
QUOTE LECTURER 1.4

When asked how much of the EM lectures they were able to understand, interviewees mentioned
percentages ranging from 70 to 100. One student indicated they understood less than 50 per cent of
EM lectures. This shows that a substantial number of students experience loss of academic content
in EM lectures.
In addition, the majority of student survey respondents also believe they are unable to deliver the same
quality of work in English as they would in Dutch (see figure 9 below)

Better, 5.80%

Much better, 0.70%
Much worse, 5.80%

Similar, 38.80%
Worse, 48.90%

Figure 9: Quality of English course work (exams, assignments etc.) in comparison to Dutch
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These comprehension difficulties, both in terms of language and subject matter, may be a result of students’ English language proficiency. Most students enter their Bachelor programme with a B1 (intermediate) level of English, the end level for HAVO students in secondary education. However, the academic content used in the module is taken from sources aimed at native speakers of English. Data from
both the student interviews and the open questions in the student survey show that students fear their
results may suffer as a result of a change in instructional language:

❙

“In English I’m afraid I won’t follow and understand much. I think this might negatively
affect grades and study progress.”
7.23 PERSONAL INTERVIEW STUDENT, 31 MARCH 2015

3.6 Which internal factors (related to students and teachers) and external factors
(organisation) influence the perceived effectiveness of EMI?
Lesson observations, student and lecturer interviews and a quantitative student survey has brought
to light several issues in EM lecturing for both lecturers and students.
Student respondents were asked, both during the interviews and in the survey, which factors or
adaptations would make EMI more effective. The most prominent point of improvement is related to
improving language skills, both in terms of English language training as well as an increased focus
on English language skills during EMI lectures.
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Figure 10 below summarises the suggestions provided by students. The larger the circle, the more
frequent answers within this category were listed. Each of the four categories will be explained in
more detail in the following sections.

Lower Barrier

Clasroom interaction

Course materials

Organisational level

Figure 10: What suggestions do you have for English-medium instruction?

3.6.1. Organisational level
On an external, organisational level, students indicate that some subjects are more suitable for EM
instruction than other subjects. Financial and mathematical subjects are preferably taught in Dutch,
because respondents already consider these subjects to be difficult, as illustrated by the following
quote.

“In my opinion, subjects like Marketing and such could be offered in. So could MME, and
IC. But real subjects, like financial and mathematical subjects are difficult, so I would prefer
to keep these in Dutch”
QUOTE STUDENT 11.9

Name
1

Marketing (MKT)

2

Financial Management (FM)

3

Consumer Behaviour (CG)

4

Qualitative Market Research (MMO)

5

Supermarket project (SUM)

6

Business Plan (OOP)

7

Intercultural Competencies (IC)

8

Marketing, Media and Experience (MME)

9

Marketing and Sales (MS)

10

Study and career counselling (SLB)

11

Quantitative Market Research (KMO)

12

None
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The results of the student survey sheds additional light onto this matter. Figure 11 shows which first-year
CE modules could be taught in English, according to survey respondents. The majority of students believe
that the module Intercultural Competencies is suitable for English-medium instruction. Not surprising
considering the module is already taught in English. Remarkable, however, is the fact that 42 per cent of
respondents believe Marketing could be taught in English as well, followed by Marketing & Sales (31.9
per cent), Consumer Behaviour (30.4 per cent) and Marketing, Media & Experience (29.7 per cent).

THE IMPLICATIONS OF
ENGLISH-MEDIUM INSTRUCTION

❙

9

10

18.1%
7.2%
11

12

Figure 11: Which of the following modules are suitable for EMI?

Whether or not a subject is suitable for EMI depends on a variety of factors. According to the survey
respondents, subjects that are internationally oriented (i.e. the corresponding termininology is predominantly English and academic content focuses on international trends and situations), are generally
considered more suitable for EMI. In addition, the perceived academic level of a subject is also a con-
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tributing factor. In general, the modules that score lowest in the graph above, are mostly modules that
require students to do calculations and (statistical) analyses. Students indicate that these modules are
already difficult in Dutch.
In terms of the place of EMI in the overall programme of study, the vast majority of respondents (76.6
per cent) believes that year 1 is the best time to start with EMI, followed by year 2 (18.1 per cent).
Respondents go on to explain that it is best to start as soon as possible, so that students can get used
to receiving instruction in a different language. However, they also indicate that EMI should slowly
be introduced in the curriculum, with one step at a time, or that students should be allowed to choose
whether they receive instruction in Dutch or in English.
In terms of internal factors (student and teacher-related), most suggestions are related to classroom
interaction, followed by course materials provided, and reducing the barrier for students to communicate in English.
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3.6.2 Classroom interaction
The most prominent suggestion in terms of classroom interaction, both in the student interviews and
the student survey, is an increased focus on English language skills. One way to do this is by increasing
the amount of English language instruction and by offering tutoring to students who are experiencing
problems with the English language. An additional suggestion is to offer more opportunities to practice
productive skills.
Lecturers also emphasise the importance of improving students’ language proficiency. One lecturer
comments:

❙

“Students’ English language proficiency really needs to be improved if we want them to
follow IC in English. Or we should just consider keeping EM modules in year 3, as we are
also doing now. Then students will have had more English language training. First-year
students generally don’t have the skills to follow English-taught modules.”
QUOTE LECTURER 2.30

According to student respondents, there should also be more focus on English language skills during
EM lectures. At present, students generally do not receive support or feedback on their English. During
the five lesson observations, a total of three corrections were made on student output in English, once
on pronunciation and twice on grammar. The grammatical corrections are illustrated below:
Student:
Docent 1:
Student:
Docent 1:

I didn’t written down.
You didn’t write down
I spend always money
You always spend money.

Although students receive limited feedback on grammatical and pronunciation, lecturers did often
repeat student answers. That way, words that may have been mispronounced by students were corrected indirectly by the lecturer.
This strategy of error correction, however, does not seem to be recognized by students and students
clearly stress the relevance of language feedback in EM modules:

“English language mistakes aren’t corrected. If that’s the case, then why not just design a
solid Dutch programme.”
QUOTE STUDENT 5.43

Lecturer’s language skills also seem to be a success factor in EMI: 75.7 per cent of respondents believe
their performance in EMI is affected by the English language proficiency of their lecturer. Moreover, students appear to have high expectations when it comes to their lecturers’ English language proficiency:
“For me personally, the lecturer’s language proficiency plays a huge part.”
QUOTE STUDENT 1.21

Lecturers themselves also indicate that it is important for lecturers to be proficient in English, but they
also unanimously agree that management should not pressure lecturers into teaching in English if they
don’t want to:

❙
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❙

“You need to have a very solid basis in terms of English language proficiency. Motivation is
also very important. Forcing lecturers to teach in English is not the way.”
QUOTE LECTURER 3.16

Lecturers also indicate that the limited number of English-taught modules makes it more difficult for
them to get into the habit of teaching in English:

❙

“I know teach an EM module 2 hours a week, for a period of six weeks. This fragmentation
doesn’t really work. It’s very difficult to get into the flow.”
QUOTE LECTURER 4.26

Lecturers who feel the need to improve their language skills indicate that immersion, for instance by
taking a course in an English speaking country, is most effective:

❙

“The average courses here at THUAS, no matter how good they are, don’t give me the confidence I need to teach in English. I really need to be immersed in the language for certain
time.”
QUOTE LECTURER 4.5

3.6.3 Lower barrier
Finally, student respondents indicate that lecturers should look into ways to lower the threshold for
students to communicate in English. Students are now often held back to speak English in a fear of
making mistakes. Interviewed lecturers indicate that this is certainly an area of concern. A point that
was raised multiple times, and which would stimulate student to communicate in English, is to try and
increase the amount of foreign exchange students in the classroom:

❙

“We should move to a more internationalized classroom, with more students from partner
universities abroad.”
QUOTE LECTURER 5.20

Student respondents suggest rewarding those students who do their assignments in English. Since it
increases the workload and is considered more difficult than doing assignments in Dutch, students feel
they should be compensated for completing work in English where other students may take an easier
route and do their work in Dutch.
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3.6.4 Course materials
In terms of course materials offered, table 3 indicates which supplementary materials or other supportive tools survey respondents consider most helpful when receiving English-medium instruction.
Supplementary materials
Vocabulary lists EN/DU – DU/EN for common terminology and expressions

54.7%

Feedback English language on assignments and speaking activities

64.7%

Content tutoring in English

18.7%

Content tutoring in Dutch

23.7%

Support in practicing English speaking skills

42.4%

(Supplementary) course materials in Dutch

36.0%

(Supplementary) course materials in English

44.6%

Making PowerPoint slides available beforehand

53.2%

Additional preparation time

27.3%

Other:
N

194

Percentage

0.7%
139

Table 3: Which of the following would help you overcome issues in EM lecture comprehension

As can be seen from this table, content tutoring, either in Dutch or English, and additional preparation
time are considered least helpful. However, providing feedback on the English language, offering a list
with common terms and concepts, and providing PowerPoints slides prior to the lecture would help the
majority of respondents.

4. DISCUSSION
The present study observed several implications of EMI for both teaching staff and students. The
exploratory lecturer interviews yielded EMI-related disadvantages similar to those recorded in earlier studies (Vinke, 1995; Vinke, Snippe, Jochems, 1998), including linguistic limitations and added
workload.
For students, the main issue appears to be ‘unfamiliar vocabulary’. Despite their self-acclaimed
adequate levels of English proficiency, students tend to experience several areas of difficulty in EM
lecture comprehension. These findings are consistent with the Norwegian students in Hellekjear
(2010). As Airey and Linder (2006) suggest, allowing more time for clarification of questions, either
between lecturer and students, or on a peer to peer level, may help overcome these difficulties.
Based on the student survey, asking questions to a lecturer and peer-to-peer questioning are in the
top 3 of preferred strategies to overcome comprehension issues, so this suggestion is certainly worth
considering. Additionally, student respondents in the present study indicate that getting more used
to terms and concepts related to the subject, for instance by offering vocabulary lists, would also
be helpful. These findings are similar to those in Hellekjear (2010) who suggested lecturers allocate
time to discuss relevant vocabulary prior to, during or after the lecture in order to increase lecture
comprehension.

Data from the present study suggests that it is not so much insufficient language skills (in the eyes of
the students) that impede their understanding of academic content, but that students find accent and
word-searching distracting and that it causes them to focus more on the language skills of the instructor than on academic content, which is congruent with the findings of Grift, Meijer, and van der Salm
(2012). It must be noted that the present study did not measure lecturers’ actual proficiency levels,
nor did it research the specificities of students’ perception of lecturers’ English. Nevertheless, lecturer
interviews did find some evidence of non-native lecturers feeling less able to speak spontaneously and
to explain content in various ways, results that are similar to those of Wilkinson (2005).
Despite the various difficulties that students experience in lecture comprehension, survey students
themselves believe this does not affect their questioning and answering behaviour. This is contrastive
to both earlier studies as well as data collected from student and lecturer interviews and in lesson
observations. These all pointed towards a decrease in the number of questions asked and answered
during EM lectures. Data suggest that students are afraid to make language mistakes, especially in
front of their peers. Together with a critical view of lecturer proficiency, the underlying issue here might
be that students set their English language standards too high and that they feel language mistakes
are not acceptable.
In short, knowledge of vocabulary, lecturer fluency and pronunciation, and peer-to-peer relations
appear to be important factors in EMI. Additionally, the data suggest that students have an increased
dependence on visual aids and additional examples and illustrations. As Klaassen (2001) emphasises,
these elements all point out the need to use effective lecturing behaviour and to pay serious attention
to lecture quality.

5. CONCLUSIONS AND RECOMMENDATIONS
Both CE students and their lecturers emphasize the need for graduates to be proficient in English and
they see English-medium instruction as a tool to help them achieve the desired level of proficiency and
even improve their prospects for the future. These perceptions are supported by the British Council and
the Academic Association Cooperation.

JOYCE DEN HEIJER

The fact that all THUAS instructors need to have at least a C1 level of English in order to teach EMI
classes, would imply that their English proficiency is more than sufficient to use in a classroom setting.
Therefore, one might consider that Dutch students are overly critical about the English language proficiency of their lecturer. Earlier findings indeed show that home students tend to judge their lecturers’
English language proficiency more harshly (Grift, Meijer, & van der Salm, 2012). The same researchers
explain that pronunciation is a key factor in people’s assessment of language proficiency. Dutch students will most likely assess the English language skills of a lecturer with a Dutch accent more harshly
than an EM lecturer with a different foreign accent, because “judgements of language proficiency tend
to be almost exclusively based on subjective impressions of pronunciation”. However, “a perceived
‘foreign accent’ is often considered charming, as long as its intelligible”(p. 12). (Grift, Meijer, & van der
Salm, 2012).
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Students in the present study also indicated that the level of proficiency of their lecturers directly influences their academic performance, and over 40 per cent of respondents found EM lectures less intelligible than DM lectures. Similar effects have been registered in earlier studies. Hellekjaer (2010) for
example also noted issues in lecture comprehension, which were mainly due to unclear pronunciation,
stress and word segmentation by the lecturer.
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However, the negative experiences of students and lecturers should also be taken into consideration.
Difficulties with lecture comprehension, understanding terms and concepts, reduced interaction , and
an increased workload are some of the issues that the respondents of the present study have encountered as a result of a shift in instructional language. This study set out to find ways to overcome these
issues and maximize the potential of English-medium instruction. The experiences of both students
and teachers provide valuable insights and together with several lesson observations, they lead to the
following recommendations:

5.1 Support in improving English language proficiency
In the module IC, the emphasis lies heavily on academic content. English is the selected language of
instruction, but students receive little to no feedback in terms of language or structured support in
dealing with EM course materials and content. Although students experience comprehension difficulties and clearly expect and desire corrective language feedback, Dutch lecturers generally feel they
lack the English skills to offer this support.
It is therefore suggested that lecturers involved in EMI work together with English language trainers more
closely. One option would be for the English department to design a parallel English programme related
to the content of the module in question and to introduce interdisciplinary assessment: in one combined
assignment students could then be assessed by both the core subject lecturer and a lecturer of English.
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Another option is to take a more CLIL-based (Content and Language Integrated Learning) approach.
That is to say: teach both the subject and the language in one module. This would probably mean
a reduction in the amount of academic content to make room for language instruction, but it would
improve students’ comprehension of English-taught lectures. Additionally, CLIL is also a valuable tool
in curriculum internationalisation. As the British Council also indicates: “CLIL encourages the use of
curricula which promote the right interpersonal skills, cultural sensitivity and communication and
language abilities which are in demand by today’s employers” (Content and Language Integrated
Learning, n.d.).
A shift from EMI to CLIL would mean that EM lecturers need additional training in not only designing CLIL curricula, but also in providing language instruction, or that English language trainers get
retrained to also teach the subject matter of a CLIL course.
Whichever strategy is used to provide additional language learning support, data in the present study
suggests that creating more awareness regarding second language learning would also benefit EM
modules. Students appear to judge the language proficiency of their lecturers quite harshly. This may
also make them more reticent to peer-to-peer communication in English. Educating students about
various levels of English proficiency and what constitutes an acceptable level of English help to make
expectations more realistic and take away some of their fears and hesitations.

5.2 Preparing lecturers for English-medium instruction
The difficulties in EM lecture comprehension as experienced by CE students, may also be due to the fact
that lecturers are less expressive and can provide fewer clear examples in English. One way to overcome
this issue is to improve the general language skills of lecturers. Particular focus points, based on the findings in this study, are pronunciation and fluency. For modules that include more extensive written assessment, lecturers should also be offered training and support in formulating targeted written feedback.
However, lecturers may also want to focus on what constitutes effective EM lecturing behaviour. As
Klaassen (2008) explains: “awareness and understanding of the complexity of the pedagogical situation is essential for improving English-medium instruction” (p. 40).

5.3 Additional research
As previously mentioned, the present pilot study provided valuable insights which lead to several recommendations for the implementation and design of EM modules. However, the study was a an exploratory pilot study and in order to come to firmer conclusions, additional research is recommended.
Firstly, the present study included a limited number of lesson observations of a module in which students received instruction in English, but were allowed to communicate in Dutch. This has shed light
on student perceptions towards EMI and several underlying issues, but provides only limited information on, for instance, students’ language deficiencies. Observing Dutch-taught modules and observing
the same students in modules that are fully English-taught for a longer period of time, would allow
for a broader comparison of student and lecturer behaviour in an experimental setting. Furthermore,
as Mellion (2008) found that EM lecturers teaching international classrooms experienced additional
problems, comparing EMI in a predominantly Dutch group of students to EMI in an international classroom would provide a valuable addition to the existing data set.
Secondly, focus groups comprised of students, lecturers and administrators would allow for a reflection
on the current results and help determine the desired course of action whilst taking into consideration
the various stakeholders involved.
Due to the underrepresentation of lecturer experiences and beliefs in the present research design, it is
also recommended to extent the number of lecturer interviews. Furthermore, including a lecturer survey would help quantify the generated outcomes.
As was mentioned before, the present study does not measure actual performance and behaviour. It can
therefore only report effects of English-medium instruction as observed by respondents themselves. Even
though self-assessment has shown to be a good indicator of comprehension difficulties, the data collected in the present study is more holistic in nature. Therefore, it is worth measuring the effects of Englishmedium instruction in an experimental setting so as to come to more specific and quantifiable data.
Possible areas of research include: formally testing students’ knowledge of a subject after DM and EM
instruction, assessing both lecturers’ English language proficiency and teaching behaviour in an EM setting, and studying which didactic methods are most successful in English-taught modules. Since Klaassen
(2001) found that any negative effects on student learning disappear the longer students receive Englishmedium instruction, it is also recommended to monitor respondents for a longer period of time.
Finally, data collection could be extended to include other programmes of study, but also to an international classroom setting to see whether the implications of English-medium instruction differ between
disciplines

JOYCE DEN HEIJER

Additionally, the majority of students experience a higher workload in English-taught modules: reading
course materials and completing English assignments both require more time. It is therefore important
for curriculum designers to take this into consideration when designing EM modules, for instance by
adapting course materials (both in terms of content and amount) to an EM setting, instead of copying
an existing Dutch module.

THE IMPLICATIONS OF
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The negative effects of English-medium instruction in terms of reduced interaction, increased dependency on both visual support and exemplifications, together with a perceived barrier for students to
communicate in English call for training in effective EM lecturing behaviour. Based on the outcomes
of the present study, focus points could be effective questioning, checking understanding, as well as
activation strategies so to engage students more with EM lecture content.
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Joyce den Heijer’s research report on The implications of English-medium instruction on teaching practice and learning
outcomes at The Hague University of Applied Sciences is an enlightening read to say the least. From the perspective of
a lecturer who has taught in English both in a Dutch program (SBRM) as well as an international program (IBMS), this
report offers many takeaways for lecturers instructing in English both within and outside the THUAS campus.

The qualitative research method used for data collection means that there is better insight into how other lecturers in
similar situations are faring and what challenges they are facing. It is encouraging to read that the outcomes of the
survey show that many of us, who instruct in English face the same challenges. The report also provides compelling
evidence proving that EMI means that both non-native lecturers as well as students need to invest extra in the exercise
in terms of time, effort, course material and more compared to colleagues instructing in Dutch.

JOYCE DEN HEIJER

The implications of EMI on teachers and the effect it has on the learning process for students is a current and extremely
relevant topic as it should have substantial influence on the policies adapted by universities using EMI and the
assistance and structured training that lecturers instructing in English within THUAS should be receiving to better
prepare and deliver lessons.
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The report also juxtaposes what the lecturers and students each consider to be the differences between English medium
instruction and Dutch medium instruction. This is extremely imperative to better understand the motives and methods
employed in EMI and facilitate updates and allow for targeted teacher training.
Last but not least it is encouraging to note that the perceived disadvantages of EMI at THUAS are few and can easily be
overcome.
Overall it is a relevant and beneficial piece of work that systematically and rather thoroughly – given its scope,
addresses the issues, challenges and benefits of English medium instruction at THUAS and should therefore be
considered essential reading and data to support any policy level changes and developments that address further
internationalisation efforts by the university.
Ms Poornima Verboom
Lecturer in English Business Communication
Faculty of Business, Finance and Marketing
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