 

Teaching Overseas: The Expatriate Professor Experience
 

Dr. Jonathan Harrington

Department of Political Science

Florida and Western Region

Troy University

E-mail: jhharrington@troyst.edu
Phone: 206-232-3238

Annual Teaching Public Administration Conference hosted by

Troy University, Feb. 10-12, 2005, Ft. Walton Beach, FL.

Draft:
Do not cite without author’s permission.
It was early Friday morning. The day started out in a rush, as many travel days do. I ran around frantically looking for a misplaced text that I needed for class the next day. A Japanese taxi driver patiently waited outside. The one hour trip to the airport was uneventful, except for the fact that I had some trouble explaining where I needed to go to the taxi driver, who did not speak English. In another hour, I was on a flight to Tokyo. After arriving, I proceeded to the bus terminal where I boarded another transport that took me from the domestic to the international airport (90 minutes). Four hours later, I boarded another plane to Seoul, South Korea. After clearing customs in Seoul, I searched for a way to get into the city, which was about 50 minutes away. I did not have enough Korean currency for a taxi so I opted for a hotel bus that would get me within two miles of the school apartment. After reaching the hotel, I hopped another taxi for another half hour trip (I mispronounced the Korean address of my final destination so the trip took longer). Finally, I had made it ‘home.’ It was about 9 P.M. Time for bed. Class started at 8 A.M. the next morning. (Account offered by an anonymous faculty member based in Japan).
Introduction

For expatriate faculty who teach overseas, interesting but tiring ‘commutes’ to class like the one described above are all too common. While this experience may sound ‘exotic’ to faculty who lecture in the same classrooms on the same campus year after year, the reality is that numerous long days of travel, followed by marathon weekend teaching sessions in unfamiliar surroundings create unique challenges for educators. Given the atypical conditions under which academic programs in overseas locations operate, both faculty and administrators must think ‘out of the box’ to develop strategies to provide high quality programs in foreign lands. This descriptive qualitative analysis, which largely draws from the personal experiences of the author and observation of his peers over many years of living and teaching overseas, provides a ‘faculty level’ view of some of the challenges and rewards associated with maintaining overseas educational programs, with specific reference to graduate programs offered in Public Administration.  Faculty and institutional strategies are suggested that can be used to maintain quality academic support in an overseas environment.
The Overseas Campus:  A Growing Phenomenon

Over the past thirty years, there has been significant growth in the number of U.S. institutions that offer academic instruction overseas (Kitsantas 2004). During the 2001-2002 academic year, 155,000 U.S. based students studied overseas (NAFSA 2003a). Most of these ‘study abroad’ programs involve limited foreign stints, after which students return to their home campuses to complete their degrees. Faculty that support these programs generally do so only as a temporary supplement to their normal teaching responsibilities. However, some colleges and universities have also established brick and mortar foreign satellite campuses that offer complete degree programs to expatriates and foreign nationals (Hays 2003; Maass 1996). Many of these sites provide educational opportunities to U.S. government civil servants and dependents working at U.S. embassies and military facilities while others are operated independently or in partnership with foreign universities. This paper will focus on the first category of educational satellite programs. 

How are these foreign locations staffed? Some faculty members attached to these campuses are ‘forward deployed,’ living part or all of the academic year in the countries that they teach in. Others fly in from the States to teach one or two classes, after which they return home. Colleges and universities also hire local expatriates and local nationals for part time assignments. 
Public Administration: Going Abroad

While the great majority of students who attend these campuses pursue undergraduate degrees, a small percentage also participate in graduate programs, including some in Public Administration. Troy University has been at the forefront of this movement overseas. The University began opening campuses on U.S. military bases in Europe in the 1970s. The M.P.A. degree was offered intermittently on bases in the United Kingdom, Germany, Italy, Greece, Netherlands, Spain, Turkey and the Azores during the 1970s and 1980s. Starting in the mid- 1990s, additional sites were opened up on military installations in Japan, South Korea and Guantonemo Bay, Cuba.  In recent years, Troy’s overseas military base presence in P.A. has declined. However, over 1,000 students, including many U.S. expatriates, currently participate in Troy’s online M.P.A. program.  The University continues to offer a Masters Degree in International Relations program on bases in S. Korea and Japan. In addition, Troy has opened up a number of new non-base locations that provide graduate business management degrees to local nationals and expatriates in Hong Kong, S. Korea, Taiwan, Malaysia and India. Other schools that have supported on-site overseas graduate Public Administration programs for U.S. nationals and local residents include the University of Maryland University College, Bowie State and the University of Oklahoma among others. 
 
Why Expand Overseas?
What motivates state funded institutions like Troy University to expand overseas? Probably the first and foremost motivation is money. During the 1970s, both government support for higher education and student enrollment growth slowed considerably in many parts of the United States. This trend accelerated in the 1980s (Federal Reserve 2003). Cash strapped colleges and universities had to scramble to find new and innovative ways to raise funds and find new students; enter overseas programs. Overseas programs offered by public universities are generally expected to be self-sustaining. In Troy’s case, ‘profits’ from overseas programs have funded millions of dollars in home campus infrastructural and program improvements. Also, running these ‘universities within universities’ have made both faculty and administrators more aware of the need for fiscal restraint and operational efficiency. Learning how to make better use of resources through hands-on management of overseas programs can accrue benefits for the entire institution. 
One undeniable trend readily visible on most college and university campuses is the growing diversity of student populations. In 2002, almost 600,000 foreign nationals enrolled in U.S. based academic programs (NAFSA 2003a). Students from foreign lands often have special educational needs. Most large state universities support student service and outreach programs that cater to these needs. However, the effects of these programs do not always trickle down into the classroom. Immigrant students often have different learning styles that the typical teacher is either unaware of or unresponsive to (Bodycott 2000; NAFSA 2003a). There is no better way for faculty to appreciate the challenges that immigrants face than to spend more time living overseas (Fung and Filippo 2002).

There are many other potential benefits that schools and students can gain from supporting overseas campuses. These programs benefit increasingly mobile students, who are able to start their education in one country and finish in another. Internationalization allows schools to enhance their reputations in new markets. Expansion beyond confining geographic boundaries opens up new avenues for scholarship and teaching (Fields 2001). Finally, acquisition and transmission of international competencies by faculty, administrators and students helps all members of the university community to better prepare themselves to compete in increasingly competitive and globalized knowledge worker markets (NAFSA 2003b; Smith 2000).
Meeting Overseas Challenges

While the potential benefits of opening up overseas satellite campuses are clear, offering academic courses in far away lands creates many new challenges, especially for faculty who have to deliver them on the ground. The next section of this paper will describe some ‘typical’ working conditions that foreign based faculty confront and present strategies that they can follow to optimize student learning outcomes.

Characteristics of a ‘Typical’ Overseas Satellite Campus
Overseas satellite campuses (Military) typically include the following characteristics:
· Satellite offices are maintained by one or two school employees whose primary jobs are to provide administrative support services to students and market school programs.
· Little or no dedicated office space is available for faculty use (though off-base space in apartments may be provided).
· Few faculty are based at any one site at any given time.
· Faculty must learn to cope with different languages, monetary systems, food, customs etc. and other related issues associated with living overseas.
· Most faculty are required to frequently travel (or sometimes move multiple times a year) to support various program sites.
· Most students are full-time U.S. government employees with a mix of dependents and local nationals.
· Classes are typically offered in U.S. military education centers. Educational facilities, including the types of venues in which classes are offered, and the level of institutional support provided by the military vary considerably from one installation to another. On-site library resources are generally limited.
· The economics of running small graduate program sites and the fact that most students can only take classes on evenings and weekends requires the use of a variety of accelerated teaching schedules. Class formats vary from three hour meetings twice a week over eight weeks to marathon sessions during which an entire semester’s worth of contact hours may be completed over nine consecutive days.
While the above circumstances are not unique to foreign sites, they are certainly atypical, especially for the average U.S. academic. Relatively few faculty have experience teaching the types of accelerated formats that are commonly used on satellite campuses. Also, while many faculty have prior foreign travel experience, a recent survey reveals that fewer than 1% of all full-time faculty have actually delivered classes overseas (Smith 2000). 
Innovation in the Classroom: A Necessity
The first and foremost goal that foreign-based faculty face is the need to develop teaching methodologies that are appropriate for learners on satellite campuses. It is helpful to start this discussion on instructional strategies by beginning with an example of an accelerated format used by one overseas institution. It should be noted in the beginning that accelerated scheduling formats are generally preferred by the military because many active-duty personnel do not have the luxury of being stationed in one location for an entire semester/term. Faculty and students operated along two tracks, A and B during the course of an eight week semester. Classroom contact time began during weekend two of the semester. All formal contact hours were completed over a nine day period, with break days on Monday and Friday. Track B started during week six of the semester, repeating the same pattern. 
How does one teach under these conditions? Over the last 30 years, dozens of theoretical approaches have been developed to explain how students learn and how teachers should teach. The general trend of this theorizing has been to favor more student-centered active learning methods (Andrews 1984; Andrews 2001; Cassidy 2004; Gadbow 2001; Mathews 1994).  However, little or no research has been done on the specific effects of accelerated formats on teaching and learning. Traditional lecture formats certainly have their place in the graduate classroom. However, the utility of lecture based teaching styles can drop off precipitously in accelerated settings. 

Learning Communities and Accelerated Formats
The much discussed concept of ‘learning communities’ provides and especially fruitful starting point for providing the motivation, values orientation, and skills that students and faculty can use to organize their work in an accelerated learning environment. In recent years, many educators have developed the belief that academic learning has become an overly solitary pursuit, and detached from the communities in which learners live and work. According to Hugo (2002) the concept of ‘learning community’ evolved from a simple goal, to reunite learning in all its forms with the timeless human desire for community. David Schoem (2002) states that “the name, learning community, affirms two important principles: that of learning and that of a community of learners. It suggests that course content, pedagogy and learning are inherently intertwined, and it explicitly puts forward the long standing, though sometimes overlooked, notion of a community of scholars—both faculty and students—coming together for deeper learning” (p. 53). Minkler (2002) adds that the historical origins of the learning community concept can be traced back to the Progressive Movement and John Dewy, who “argued that one of the essential roles of education was to teach an individual to participate effectively as a citizen of democracy…Dewy also stressed the importance of experience and application” (p. 46). Minkler also cites the importance of Socratic teaching methods to effective learning. Learning and community can be reintegrated at many levels; among students in the classroom, between departments and disciplines, university wide, intercollegately and internationally. Also, integration can vary considerably depending on the knowledge, contexts and goals of community members.

Progressivism, Socratic Method and experiential learning; these all reside well within the Public Administration tradition. However, some believe that Public Administration curricula and related instructional styles have lost site of these basic values and goals (Denhardt 2001; Wooldridge 1989). Citing the disconnect between teaching and application, Olshfski (1994) notes that “creating and transmitting knowledge to understand, analyze and evaluate organizations problems is the major strength of university education in public administration…being able to perform is something entirely different” (p. 68).

The question is: how can these values and goals be translated into pedagogies that will help educators succeed in an accelerated environment? Learning communities provide and excellent point of departure. The following discussion provides one example of how learning communities can actually be created in the classroom. 
The core of the class learning community is the small study group. At the beginning of each semester the instructor facilitates the formation of these groups, either through random assignment or in accordance with student preferences. The instructor provides basic guidelines regarding how the groups should function, including rules about how members should interact with one another, lead themselves and deal with potential disagreements and conflicts. After groups are formed, the instructor simultaneously initiates contact with individual group members and with each group as a whole. The course syllabi includes actionable and measurable tasks for groups to complete. These tasks are spread out over an entire semester and include some culminating experiences that can carried out during class meetings.

Assignments and tasks emphasize problem-based, experiential activities that allow students to fully participate in their own learning and those of their peers. In this environment, faculty step back from their customary authoritative position. They facilitate, rather than direct class time. Encouraging student-centered learning does not mean that faculty cannot spend a significant amount of time lecturing, but it does require faculty to be flexible, responsive and open to regular interaction with students. Faculty also expect that students will spend a significant amount of time ‘taking the lead’ during class sessions. Effective facilitation and promotion of experiential learning also requires faculty to acknowledge, even relish in the competencies of their students. This is especially relevant in overseas M.P.A. programs, where most degree seekers already have acquired many years of government management experience. 
Is it possible to provide experiential learning opportunities without carrying out actual on-the-job training? One way to ‘replicate’ actual experience is to vicariously and deliberately observe the actions of others. This can be done by studying the histories and biographies of successful managers. Learners can use these vicarious experiences to model their own behavior (Olshfski 1994). Group interaction offers additional opportunities for this type of learning by allowing group members to share their experiences with one another in an informal forum. Experienced managers may be more motivated to trade ‘war stories’ and discuss problems at the office in a small group setting than in the open classroom. 

Problem based approaches, including different forms of case study analysis, provide another path to acquiring vicarious experience. Case studies are widely used in Public Administration, but methods used by faculty to analyze them in the classroom vary considerably. Lynch and Lynch (2003) provide one example of a problem based approach that can be applied to case study analysis. They suggest the following steps:

· Approach a problem ‘cold’ without preparatory study.
· Work together in small groups to understand and develop solutions for a problem using existing knowledge.
· Create additional hypotheses that identify causes of a problem with current levels of knowledge.
· Carry out a self-study of the problem and acquire knowledge needed to solve it.
· Bring groups together a second time to integrate new knowledge that can be applied to the problem (p. NA).
During this process faculty guide, not control, the discovery procedure by providing suggestions and knowledge when needed, orchestrating reflective discussion of the problem and identifying solutions developed in the literature and actual case outcomes.
Learning communities accrue additional benefits in an overseas environment. They keep dispersed students more connected to faculty and to one another throughout the entire semester. Also, it is the opinion of this author and many others who teach these formats that no matter how much an instructor mixes up teaching styles and manages class on any given day, it is very difficult to keep students productive and on task during an eight hour class period. Consequently, outside learning becomes more important. 
Formation of these communities has other advantages as well. They help students to feel more ‘connected’ to their peers throughout their academic programs (Weidman, Twale, and Stein 2001). Group ‘organizations’ can aid professors with the task of keeping students from falling through the cracks by ensuring that students have peers to commiserate and share information with during the semester/term. It is not uncommon for ‘leaders’ to emerge from these groups who take on the responsibility of keeping other students motivated. Building closer peer relationships can create future networking and job search opportunities for participants. Finally, a learning community approach empowers students to take responsibility for their own educational outcomes. It democratizes the classroom and gives incentives to learners to cooperate and work to achieve common goals (Nuckles 2000). Most mature adult students appreciate this, and may be more motivated as a result.
Technology and Learning Communities

Technology can play a key role in facilitating communication among learning community members. Commercial distance education vendors such as Blackboard and Web CT offer excellent tools that can be used to provide the infrastructure necessary to maintain lines of communication among dispersed community members (Watley and Bell 2003). Falvo and Solloway (2004) note that “online learning tools can be used not only to deliver the content of a course but also to help learners explore issues related to the way relationships are developed and maintained in the unique spaces of online learning” (p. 24).  Chang (2003) asserts that these online groups function just as effectively as on site communities, stating that “web communities can be used to foster learning and growth, knowledge sharing, resource sharing, information exchange, experience exchange and opinion exchange” (p. 27). Given the potential benefits of distance learning technologies, all overseas faculty should be offered the option of ‘web enhancing’ their courses to harness technology to improve learning outcomes. 

When distance education tools are employed by faculty, instructors should be pro-active about mastering new technology so they can provide guidance to students. This is especially important in the foreign-based classroom because other administrative support units that typically provide this type of training like computing centers and libraries are generally not available to students (Carlson 2004). Instructors that plan to use new technologies should do so enthusiastically. Students who sense that faculty dislike using new teaching and communication tools will be less enthusiastic about using them.
Finding Synergies between Research and Teaching

Faculty who support overseas campuses quickly find that while ‘commuting’ to class may be exciting, it is also very time consuming. The general unavailability of large research libraries with English language resources in most overseas locations also creates a need for travel by faculty. Many administrators develop the misconception that because the class credit hour teaching requirements of home campus and overseas based faculty are the same, the workload is the same as well. Travel inevitably drains time and energy away from other important pursuits, like research. Because of this, faculty need to search for innovative ways to get more work done in less time.

Teaching overseas can provide numerous opportunities for doing field research that may normally only be possible during summer or sabbatical breaks. Forays to foreign lands can lead to the generation of new research agendas (Fung and Filippo 2002). For Public Administration faculty, the level of research benefit can differ significantly, depending on their fields of specialization. However, even faculty who do not engage in comparative work can pick up new tidbits of information about foreign administrative and political systems that can be used to add flavor to U.S. centric curricula. 
Calling all Administrators: Help Faculty to do Their Jobs

Providing adequate faculty support is crucial to the success of overseas satellite campuses. The next section of this paper explores some strategies that administrators can adopt to ensure that faculty can adequately function in foreign environments. Some methods discussed include: helping faculty to prepare for overseas assignments, providing opportunities for faculty to meet and communicate with one another and career incentives to instructors to innovate in the classroom.
Getting Faculty Ready for the Overseas Classroom


Cross-cultural preparation should be a prerequisite for all foreign-based faculty. One of the main reasons for faculty ‘washout’ is their inability to comfortably overcome ‘life’s little challenges’ like using public transport, shopping, getting adequate medical treatment, adjusting to cultural differences and getting around using foreign languages. ‘Culture shock’ often starts immediately after arriving at a foreign post, even in cases where faculty live on U.S. military bases. Dodd (1998) describes culture shock as a process during which expatriates start out by experiencing a short period of relative euphoria, followed by longer episode of depression or disillusionment brought about by the realization that living in a new land is far more difficult than they initially imagined. During this second stage, some faculty may blame the host country and its people for their situation. Others may try to deny differences by glorifying similarities between their home and host country. The effects of culture shock can manifest themselves physically. Faculty may call in sick, complain of headaches or an inability to sleep or become less communicative with students and colleagues (Jandt 2004). Ultimately, academics who cannot adjust end up leaving after a short time which, depending on their circumstances, may mean resigning their academic positions. It should also be noted that faculty who live overseas experience significant adjustment challenges or ‘reverse culture shock’ upon returning to their home campuses. 


Colleges and universities should do whatever they can to minimize the effects of culture shock on faculty. High turnover translates into extra costs and upsets the organizational continuity of satellite campuses. Schools that assume that highly educated academics should just ‘know’ what they are getting into do so at their own peril. A few schools have developed training regimens to help ease the transition for overseas educators (Badley 2000). One program developed at Indiana University provides extensive cultural training and preparation to participants. It presents the ‘facts’ about what to expect in their new location. This introduction can have a ‘weeding out’ effect by discouraging instructors who may have a more difficult time adjusting. Workshops are held to introduce teachers to new teaching and learning styles. Mentors are provided to support faculty during their time overseas. Also, upon arriving at their new posts, instructors are provided a detailed on-the-ground orientation by local staff and resident faculty to help them to better navigate the ins and outs of living and getting around in the host country (Stachowski and Visconti 1997). Also, much can be learned from the experiences of multinational corporations, many of which have developed expatriate employee programs that can modified to fit the needs of post-secondary institutions (Varner and Palmer 2005).
Given the challenges and risks associated with sending faculty overseas, administrators might be inclined to come to the conclusion that staffing satellite campuses exclusively with local nationals or locally based expatriates makes more sense. However, this strategy can lead to the bifurcation of academic and administrative staff which can cause new problems. Faculty, knowing that they are ‘second class citizens’ in the overseas unit may still under-perform, but for different reasons. Foreign administrators, who may adopt a similar attitude about themselves, may decide to take a ‘go it alone approach’ to their operations, limiting home campus input and communication.
Bringing Faculty Together

Research on faculty careers and development reveals that most faculty, and especially junior appointees, value regular communication with one another (Gmelch 1993; Royse 2001). Foreign-based academics often lack opportunities for this type of interaction. How can institutions help faculty overcome feelings of isolation that are often associated with far flung assignments? Cox (2004) asserts that the creation of ‘faculty communities’ can alleviate perceptions of separation and loneliness. The ‘faculty community’ approach builds on the idea of learning communities, and focuses on the importance of community building among educators. Some of the goals of faculty communities include: enhancing faculty interest in teaching, finding synergies between research and instruction, strengthening the voice of faculty in university governance, guiding junior faculty through the tenure process and creating a higher level of awareness of the needs of the larger university community (Richlin 2004). 

It is important to note that these communities do not just appear out of thin air. They require concerted cooperation among faculty from different disciplines and support from administrators. Administrators can encourage these groups by funding regular meetings during which geographically dispersed faculty can congregate. These meetings can be far more useful if faculty actually control the agenda and provide opportunities for academics to present their research and discuss effective teaching methodologies (Cox 2004). 

Rewarding Faculty for Teaching

It is a well documented reality that most master’s and doctoral degree granting institutions provide much richer rewards for research output than teaching excellence (Anderson 2004; Jarvis 2002; O'Neil 1995). Addressing this issue, Smith and Brown (1995) note that “perfectly competent university lecturers who see teaching as their principal function are now being made to feel unproductive and undervalued if they do not have a string of publications to their names” (p. 12). Research productivity can enhance the prestige of institutions and provide new revenue streams to academic departments. However, if teaching is overlooked in an overseas satellite campus environment, an overemphasis on research could have the opposite effects. If a single faculty member supporting a far flung site does not perform in the classroom, student outcomes suffer and enrollments plummet. If faculty are not given incentives to teach well, many will not try.
Conclusion

Faculty and administrators need to realize that maintaining quality, financially viable foreign satellite campuses presents a number of unique challenges. Accelerated learning formats require faculty to explore new instructional methods to ensure optimal student learning outcomes. The concept of ‘learning communities’ provides one fruitful pedagogical and ethically appropriate avenue for achieving this goal.  Faculty should consider pro-actively embracing information technology that facilitates learning among dispersed community members. For their part, institutions have a responsibility to make sure that academics are adequately prepared to live in an overseas environment, provide academics with opportunities to work and communicate with one another and reward instructors for innovating in the classroom. 


For those schools that succeed in overcoming these obstacles, the rewards can be significant. New educational horizons open up for expatriate learners who may not otherwise have an opportunity to continue their education. Institutions can reap financial rewards that support revenue deprived home campuses. Faculty and institutions can develop new competencies and internationalize learning models in ways that benefit both the university and the larger community. Finally, building multi-level learning communities can reenergize the values that higher education in the United States was originally designed to promote.
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