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Foreword 

An important feature of the twenty-first century is the growing concern that today’s 
world has become “unsustainable” as questions are being raised about the state of 
society to date. Against this backdrop, the sustainable development goals (SDGs) 
were adopted by the United Nations in 2015, and it is important for the next generation 
to acquire the qualities and abilities that will enable them to live in an era confronted 
with the diverse issues raised by the SDGs. What qualities and abilities will be 
important for the next generation to acquire? And how can these people work together 
to make the world more “sustainable”? 

These questions are of great interest to many people involved in higher education 
around the world today. One of the answers to these concerns is the promotion of 
Education for Sustainable Development (ESD), in which human resource develop-
ment and knowledge creation, especially through higher education, are essential to 
solving the various challenges posed by the SDGs. In order to realise the SDGs, it is 
necessary to raise people’s awareness of global issues, to make ethical decisions and 
take actions based on social justice, and to develop science and technology through 
research and development. ESD is education to develop human resources with such 
qualities and abilities. 

Through ESD, people can learn how to use their own expertise to avoid the catas-
trophic situation suggested by the concept of “planetary boundaries”, to help people 
lead more “prosperous” and stable lives, to prevent further deterioration of the natural 
environment, and to restore society and the planet to a healthier state. It is important 
to understand that “prosperous” in this context does not mean the state that has been 
achieved by single-mindedly pursuing economic growth in the past but the state that 
enables people to lead healthy and happy lives (i.e. well-being). 

This book edited by Dr. Tamara Savelyeva and Dr. Fang Gao examines these 
characteristics of ESD from various perspectives. The book is an excellent academic 
work with many examples of ESD in higher education in the Asian and Eurasian 
contexts. ESD initiatives in higher education institutions are still in their infancy in
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many countries and societies. I strongly believe that this book will give readers a 
better understanding of this topic, which is expected to develop further in the future. 

Yuto Kitamura 
Professor 

Graduate School of Education 
The University of Tokyo 

Tokyo, Japan 

The original version of this book has been revised by updating the source line of the chapters.
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Chapter 1 
An Introduction to the Sustainability 
of Tertiary Education in Asia: 
Collaborations, Transformations, 
Global–Local Tensions, and Future 
Developments 

Tamara Savelyeva 

Asia is probably one of the most important centers of the global sustainability and 
sustainable development. The Asian region houses three quarters of the world’s 
population and resources. It includes three out of the top-five global economies, 
which account for more than half of the world’s economic growth. The scope and 
intensity of the sustainability-related challenges in the region are only proportional to 
the vastness of its territories, high-speed economic growth, booming demographics, 
and cultural diversity. The growing share of Asia in the global sustainability can be 
rather accurately estimated by the fact that Asia along accounts for almost half of 
the world’s carbon dioxide and methane gas emissions. 

These emergent dynamics are also reflected in the situation of Asian tertiary 
education sectors, which have been undergoing an ‘explosive’ expansion during the 
past two decades (Szmigiera, 2021; UNESCO, 2014; Williams et al., 2021). In 2021, 
China’s public universities and colleges awarded a record number of degrees to over 
nine million undergraduate and over half a million postgraduate students (MoE, 
2021). In another example, India has an estimated annual tertiary enrollment of forty 
million undergraduate students, which projects exponential figures in the country’s 
demographic dividend—its young and highly educated workforce—over the next 
decade (Government of India, 2020). 

The geopolitical notion of the ‘Greater (Eur)Asia,’ a cooperative union of China, 
Russia, India, and the Central Asian countries, suggests a possibility of shifting 
the gravity center of global sustainability discourse closer to the Asian region 
(Erşen, 2014; Subbetto & Shmakhov, 2020). The earliest in-depth analysis and 
consideration on shifting sustainable higher education discourse toward the East 
started when the World Bank (Brunner & Tillett, 2006) and Asian Development
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2 T. Savelyeva

Bank (ADB, 2011) released their reports on Asian tertiary education and its impact 
on regional economic development. They described rapid economic development, 
demographic trends, growing demands for knowledge production and public prefer-
ence for tertiary degrees as some of the reasons behind the expansion of the tertiary 
sector in the researched countries. Furthermore, a collection of papers published by 
the Institute of International Education under the sponsorship of the US Department 
of State, Asia: The next higher education superpower? (Lefebure & Bhandari, 2015) 
echoed the reports by the World Bank and Asian Development Bank and highlighted 
dynamic trends, diverse challenges, and future opportunities for regional tertiary 
education. These findings coincided with the implementation years of the United 
Nations’ Millennium Sustainable Goals (UN, 2000) and informed the subsequent 
2030 Agenda and its Sustainable Development Goals (UN, 2015). 

The foregoing international organizations’ analyses of the regional tertiary educa-
tion sustainability challenged a common assumption that the ‘East’ needs to reach 
the level of the ‘West.’ The education systems of Asia appear to be switching from 
following Western tertiary models to modeling after their own successful practices. 
Asia now aim at producing graduates who meet global educational standards while 
satisfying the demands from their diverse, dynamic, growing and, in some cases, 
booming economies. These, together with the geopolitical turn for the ‘Greater 
Eurasia,’ have given a new twist to scholarly investigations of the region’s tertiary 
education that placed Asia from the periphery of sustainable development discourse 
into its core (Brehm & Kitamura, 2022; McCowan et al., 2021). Related investi-
gations such as those in the present edited volume address some of the following 
questions: How have such Asian higher education models been brought about? How 
sustainable are they as new challenges unfold? 

A rare subject just about thirty years ago, Asian tertiary education studies are 
now attracting a large number of scholars who consolidate the field with authentic 
research problems and novel and extensive field works (Liu 2021; Park & Savelyeva, 
2022; Savelyeva, 2022a, 2022b). It is very timely to get a systemic look at such 
scholarly developments across different Asian tertiary education systems with their 
unique structures of tertiary education, nature of their operations, and sustainability 
commitments. This edited volume provides an interdisciplinary and trans-boundary 
analysis of the sustainability of tertiary education systems in South Korea, Kaza-
khstan, Russia, and China and includes regions such as the Hong Kong Special 
Administrative Region of China, Ural-Siberian and the Far Eastern regions of Russia. 

The studies in this volume reflect on the complexity of the tertiary education 
systems within the regions and tensions inherent to international geopolitics and 
social-economic-environmental developments in Asia. Approaching sustainability 
as a West-born concept and an extrinsic political doctrine, the studies describe 
different challenges of adopting Western sustainability by a culturally distinct Asian 
tertiary sector. Furthermore, the studies in this volume suggest the greater binding of 
the ‘sustainability doctrine’ with the notion of human–nature relationships, cultural 
roots, traditions, and histories of the place in order for sustainability to start making 
sense, to manifest itself, and to be fully accepted.
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Although international reports and official sustainability-related datasets feature 
regional tertiary education affairs and levels of the universities’ sustainability policy 
engagements, they might not reflect the actual changes in the minds of people in 
Asian campuses (Liu et al., 2022; Savelyeva, 2016, 2018a, 2018b, 2019; Savelyeva & 
Douglas, 2017a; Savelyeva & Rickards, 2017b; Savelyeva & Park, 2019, 2022). One 
of the objectives of this volume is to identify tensions in the implementation of 
sustainability in order to come up with an incisive and culturally sensitive vision for 
the future development of sustainable tertiary institutions in Asia. Another objective 
of this volume is to offer local perspectives to the implementation of the United 
Nations’ Sustainable Development Goals (SDGs) by Asian universities. 

The SDGs and their mandate for universal implementation of sustainability targets 
added a new challenge for Asian tertiary institutions. Assigned with the critical 
mission of ‘providing students and learners within their sphere of influence with the 
knowledge, skills and mindsets to address the SDGs through their current or future 
roles’ (SDSN, 2020: p. 3), universities have generally pledged their commitment to 
the cause. However, outcomes so far suggest that the responses of tertiary institutions 
in Asia vary dramatically in the level of their commitments and contributions. We 
see the Hong Kong public universities in full structural alignment with the SDGs, 
while there is a scattered response to the SDGs in the campuses of Ural, Siberian, and 
the Sakhalin regions of Russia. We can also see international university presidents 
signing global collaborative agreements over the SDGs such as the case of the South 
Korean tertiary institutions engaged with SDGs over an ad hoc nation-wide online 
academic platform. 

The SDGs are not only about contributions and commitments to the tertiary educa-
tion sector. Mapping and implementing an international agenda such as the SDGs in 
the complex and uneven terrains of Asia unveil large scale local-to-global sustain-
ability burdens. The ongoing global health crisis, which is directly related to the 
SDG3 Health and wellbeing, illustrates how globalization-related challenges such 
as the mobility of a large population and high speed of exchange of goods and services 
create a fertile ground for pandemic. 

Most of the authors in this volume adopted exploratory, participatory and crit-
ical perspectives that provide authentic insights into the sustainability issues in their 
respective tertiary sector, thus, allowing the voices of people to be heard. The collec-
tion of the twelve studies featured in the volume, contributes to the research arena of 
the SDGs’ qualitative indicators by fostering a cross-cultural dialog among sustain-
ability stakeholders of Asian tertiary education, yet implications beyond Asia. Due 
to a limited number of chapters in the volume, instead of covering every country 
in Asia, this volume adopts constructivist positioning for in-depth analyses of the 
selected sustainability-related policies, frameworks and discourses in tertiary educa-
tion in South Korea, Kazakhstan, Ural-Siberian and the Far Eastern parts of Russia, 
China and its Hong Kong Special Administrative Region. Rather than employing an 
issue-based structure, the volume organization features the authors’ authentic ways of 
considering, investigating and discussing different aspects of university sustainability 
in Asian tertiary education. It is worthwhile noting that the authors of this volume
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interchangeably use the terms ‘tertiary education’ and ‘higher education’ to refer to 
post-secondary educational systems and structures in their respective territories. 

Organization 

The 2022 UNESCO report on higher education for sustainability (Parr et al., 2022) 
declared that universities’ main contribution to the SDGs is that of radical transfor-
mation of minds, policies, practice and agencies. Yet, as the SDG17 Partnership for 
the Goals suggests, such transformation could only be materialized in the process of 
international collaboration. In their attempt to ensure firm and resilient SDGs-related 
transformations, universities would inextricably face local and global tensions while 
keeping their strategic vision on the future. With this rationale in mind, the chapters 
in this volume are organized into four sections, namely, Collaborations, Transforma-
tions, Global–Local Tensions, and Future Developments. The chapters in this volume 
draw on inquiries and experiences from 12 research projects conducted in Asia. 

The opening section, Collaborations, contains studies on the complexities of 
tertiary education partnerships and cross-border agreements driven by national coop-
eration policies of South Korea and Kazakhstan with China, and the contribution of 
a regional UNESCO Hong Kong office to strengthening regional partnerships with 
the SDGs’ program implementations. 

The Chap. 2, Sustainable Tertiary Educational Collaboration: Korea’s Shared 
Experiences and the Challenges, by Ji-Soon Chang (2022) shares Korean achieve-
ments as a ‘sustainability donor’ to the developing Asian countries through its tertiary 
education cooperation programs. Chang suggests approaches and methods to resolve 
global issues in developmental cooperation in a new era of the SDGs. 

Aisi Li (2022) in the Chap. 3 of this book, Nurturing a Good Neighbour: A Review 
of Sino-Kazakhstani Higher Education Cooperation, focuses on the thirty years of 
the China-Kazakhstan tertiary education cooperation. Drawing on the case studies 
from the University of Shanghai Cooperation organization, Confucius Institute, and 
Xinjiang tertiary sector, Li argues that the cooperation benefits the China’s national 
development plan and the country’s regional security strategy. 

Hong Kong researchers, Stephanie Wing Lee, Samson C. W. Ma, and Ngok Lee 
(2022) in the Chap. 4 Delivering Programs on Education for Sustainable Develop-
ment and UN SDGs in Mainland China and the Hong Kong SAR apply an analyt-
ical framework for a detailed assessment of the sustainability programs offered by 
the Hong Kong-based UNESCO China tertiary institution, Hong Kong Institute of 
Education for Sustainable Development. 

The next section, Transformations, includes studies that present authentic sustain-
ability traditions and apply a historical approach to their explorations of the systemic 
changes in Asian tertiary systems. In the Chap. 5 of this volume, Laozi for Tertiary 
Education and Sustainability: Principles, Logic and Holistic Relevance, Orlando 
Nang-Kwok Ho (2022) outlines how principles from an influential ancient Chinese 
classic, Laozi’s The Book of Logo and Virtues, can aid tertiary curricula and foster
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sustainability. The Chap. 6, Elite to Mass to Universal: The Historical Development, 
Internationalization and Sustainability of Tertiary Education in Hong Kong, written 
by Siu-Wai Wu and David Sorrell (2022), takes a historical approach and investi-
gates a century of Hong Kong tertiary education’s sustainable development under 
the pressures of internationalization and ‘universalization.’ The Chap. 7 of the same 
section Liberal Studies Reform and Sustainability Consciousness in Hong Kong 
Tertiary Education, written by Tamara Savelyeva (2022c) discusses sustainability 
consciousness of Hong Kong graduates fostered under a compulsory liberal studies 
curriculum. The chapter analyses the potential impacts of the 2021 curriculum reform 
on the sustainability mind-set of the Hong Kong youth and discusses the ‘sustain-
ability consciousness with a nil participation paradox,’ which depicts the core of the 
research findings. 

The third section of the volume, Global–Local Tensions, contains an ‘islands’ 
collection of this volume. It presents Russian Sakhalin and China’s Hong Kong 
regional studies that reveal local voices of the indigenous minority groups and local 
tertiary students, and discuss local educational policies in connection to sustain-
able development of their corresponding regions. Fang Gao and Henry Chi Yin Liu 
(2022) in their Chap. 8 The Empowering Potential of Higher Education for Under-
privileged Ethnic Minorities’ Sustainable Development in Hong Kong: Educational 
Policies for Access and Equity critically evaluate the effectiveness of government 
support for boosting capacities and access to tertiary education for the marginal-
ized members of the local ethnic minority groups. The Chap. 9 of this volume, 
Transforming Tertiary Education Environments for Sustainable Development of the 
Sakhalin Region in Russia by Irina Balitskaya and Nitika Jain (2022) speaks about the 
multicultural aspects of tertiary education sustainability. The authors investigate the 
ways universities address demands, needs and aspirations of the various ethnic groups 
living on Sakhalin Island of Russia’s Pacific Region. Chapter 10 Institutional Brand 
Construct and University Sustainability by Nan Jia and Jae Park (2022), presents a 
multiple case study on universities’ brand-building strategies for fostering ‘corpo-
rate sustainability.’ Nan Jia and Jae Park discuss the ways universities use corporate 
sustainability as a goal and method to achieve their regional and global standing, while 
dealing with the increasing pressures to boost their social and economic impacts in 
the society. 

The last section of the volume, Future Developments, covers some strategic devel-
opments in the tertiary sectors’ of the Ural and Siberian regions of Russia, the main-
land China, and China’s Hong Kong SAR, and discusses institutional approaches to 
sustainable development in universities. The Chap. 11, Vocational cum Pedagogical 
Tertiary Education and Sustainable Development in Russia, by Galina Sikorskaia 
and Tamara Savelyeva (2022) provides a history and policy overview of the tertiary 
Vocational-Pedagogical education in Russia and discusses the strategic factors for 
sustainable development with a qualitative case study. 

Luxi Zhang, David Sorrell, Paul Adams, and Bob Adamson (2022) in their 
Chap. 12 Creating a Sustainable College Performance Evaluation in China discuss 
challenges and tensions of the nation-wide college performance evaluation (CPE)
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system implemented in Chinese universities in connection with the country’s Double 
First Class University Plan for modernization of the Chinese tertiary education sector. 

The Chap. 13 of the volume Elza I. Pechertsa’s (2022) Formative Assessment for 
Lifelong Learning, Effective Teaching, and Sustainable Development in Russia evalu-
ates an implementation of formative assessment for lifelong learning and sustainable 
development in the Russian education system. Elza I. Pecheritsa’s study discusses 
challenges for universal adaptation of the assessment tool in the country’s secondary 
through tertiary levels. 

In Chap. 14, Towards a General Framework of Sustainable Tertiary Education, 
Tamara Savelyeva (2022d) sums up the findings presented in the volume and derives 
an insightful, culturally relevantframework for the future development of sustainable 
tertiary education in Asia. The resulting general framework consists of the three 
features: Sustainability, Institutional Rationalization, and Educational Mechanisms. 

All these contributions share a common claim that one of the most effective ways 
of achieving strategic goals of sustainable development is through enhancing the 
quality of tertiary education. As different tertiary education traditions within Asia 
are fast evolving amidst challenging contexts, from globalization to pandemics, there 
is a hope that a sustainable development of tertiary education in the region can be 
realized only by a collective effort of its stakeholders. The contributors of this volume 
are committed to sustaining higher education institutions through their research, 
teaching, and exchange of knowledge with community both local and international. 
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Erşen, E. (2014). Rise of new centres of power in Eurasia: Implications for Turkish foreign policy. 
Journal of Eurasian Studies, 5(2), 184–191. https://doi.org/10.1016/j.euras.2014.05.003.

http://hdl.handle.net/11540/932
https://doi.org/10.1007/978-981-19-5104-6_9
https://doi.org/10.1007/978-981-19-5104-6_9
https://documents1.worldbank.org/curated/en/266211468235483571/pdf/689260ESW0P0850rnization00200700eng.pdf
https://documents1.worldbank.org/curated/en/266211468235483571/pdf/689260ESW0P0850rnization00200700eng.pdf
https://doi.org/10.1007/978-981-19-5104-6_2
https://doi.org/10.1016/j.euras.2014.05.003


1 An Introduction to the Sustainability of Tertiary Education in Asia: … 7

Friedman, E., & Gostin, L. (2016). The United Nations sustainable development goals: Achieving 
the vision of global health. Georgetown Public Policy Review, 21(1). https://core.ac.uk/download/ 
pdf/70375673.pdf. 

Gao, F., & Liu, H. (2022). The empowering potential of higher education for underprivileged ethnic 
minorities’ sustainable development in Hong Kong: Educational policies for access and equity. 
In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: Policies, practices, and 
developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_8. 

Government of India, Ministry of Human Resource Development, Department of Higher Education. 
(2020). All India Survey on Higher Education (AISHE) report 2019–2020. Government of India. 
https://www.education.gov.in/sites/upload_files/mhrd/files/statistics-new/aishe_eng.pdf. 

Ho, O. (2022). Laozi for Higher Education on Sustainability: Its principles, logic, and holistic 
relevance. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: Policies, 
practices, and developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_5. 

Institute of International Education (IIE) U.S. Department of State. (n.d).Asia’s stake in 21st-century 
higher education. https://www.iie.org/Learn/Blog/2015/08/2015-August-Asias-Transformation-
And-The-Role-Of-International-Higher-Education. 

Jia, N., & Park, J. (2022). Institutional brand construct and university sustainability. In T. 
Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: Policies, practices, and 
developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_10. 

Lee, S., Ma, S., & Lee, N. (2022). Delivering programs on Education for Sustainable Develop-
ment (ESD) and UN Sustainable Development Goals (SDGs) in Mainland China and the Hong 
Kong Special Administrative Region: An assessment of the Hong Kong Institute of Education 
for Sustainable Development. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education 
in Asia: Policies, practices, and developments. Springer. http://doi.org/10.1007/978-981-19-510 
4-6_4. 

Li, A. (2022). Nurturing a good neighbour: A review of Sino-Kazakhstani higher education cooper-
ation. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: Policies, practices, 
and developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_3. 

Liu, J. (2021). Japan. Sustainability and climate action in the higher education system. In T. 
McCowan, W. Leal, & L. Brandli (Eds.), Universities facing climate change and sustainability 
(pp. 83–91). Global University Leaders Council. 

Liu, J., Kitamura, Y., & Savelyeva, T. (2022). Building an ‘ecosystem’ for transforming higher 
education teaching and learning for sustainability. Asia Pacific Education Review. http://doi.org/ 
10.1007/s12564-022-09794-1. 

McCowan, T., Leal, W., & Brandli, L. (Eds.). (2021). Universities facing climate change and 
sustainability. Global University Leaders Council. 

Ministry of Education of the People’s Republic of China (MoE). (2021). Chinese university college 
graduates to exceed 9 million in 2021. http://english.www.gov.cn/statecouncil/ministries/202012/ 
01/content_WS5fc63051c6d0f72576941058.html. 

Organisation for Economic Co-operation and Development (OECD). (2019). Education 
at a glance: Russian federation. https://www.oecd.org/education/education-at-a-glance/EAG 
2019_CN_RUS.pdf. 

Park, J., & Savelyeva, T. (2022). An interpretive analysis of the 2030 sustainable development goals 
in Hong Kong public universities. Asia Pacific Education Review. http://doi.org/10.1007/s12564-
022-09777-2. 

Parr, A., Binagwaho, A., Stirling, A., Davies, A., Mbow, C., Hessen, D., Bonciani, H., Salmi, 
J., Brown, M., Ramakrishna, S., Serrano, S., Schmelkes, S., Tong, S., & McCowan, T. (2022). 
Knowledge-driven actions: Transforming higher education for global sustainability. Independent 
expert group on the universities and the 2030 agenda. UNESCO. 

Pecheritsa, E. (2022). Formative assessment for lifelong learning, effective teaching, and sustainable 
development in Russia. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: 
Policies, practices, and developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_13.

https://core.ac.uk/download/pdf/70375673.pdf
https://core.ac.uk/download/pdf/70375673.pdf
https://doi.org/10.1007/978-981-19-5104-6_8
https://www.education.gov.in/sites/upload_files/mhrd/files/statistics-new/aishe_eng.pdf
https://doi.org/10.1007/978-981-19-5104-6_5
https://www.iie.org/Learn/Blog/2015/08/2015-August-Asias-Transformation-And-The-Role-Of-International-Higher-Education
https://www.iie.org/Learn/Blog/2015/08/2015-August-Asias-Transformation-And-The-Role-Of-International-Higher-Education
https://doi.org/10.1007/978-981-19-5104-6_10
https://doi.org/10.1007/978-981-19-5104-6_4
https://doi.org/10.1007/978-981-19-5104-6_4
https://doi.org/10.1007/978-981-19-5104-6_3
http://doi.org/10.1007/s12564-022-09794-1
http://doi.org/10.1007/s12564-022-09794-1
http://english.www.gov.cn/statecouncil/ministries/202012/01/content_WS5fc63051c6d0f72576941058.html
http://english.www.gov.cn/statecouncil/ministries/202012/01/content_WS5fc63051c6d0f72576941058.html
https://www.oecd.org/education/education-at-a-glance/EAG2019_CN_RUS.pdf
https://www.oecd.org/education/education-at-a-glance/EAG2019_CN_RUS.pdf
http://doi.org/10.1007/s12564-022-09777-2
http://doi.org/10.1007/s12564-022-09777-2
https://doi.org/10.1007/978-981-19-5104-6_13


8 T. Savelyeva

Savelyeva, T. (2016). Vernadsky meets Yulgok: A non-western dialog on sustainability. Educational 
Philosophy and Theory, 49(5), 501–520. https://doi.org/10.1080/00131857.2016.1138851. 

Savelyeva, T. (2018a). Stepping up the challenge: Fostering sustainability consciousness 
of Hong Kong students with new senior secondary liberal studies curriculum. In K. 
Kennedy & J. Lee (Eds.), The changing role of schools in Asian societies. Inter-
national handbook on schools and schooling in Asia (pp. 740–756). Taylor & 
Francis. https://doi.org/10.4324/9781315694382-69/stepping-challenge-tamara-savelyeva?con 
text=ubx&refId=b73a08f1-b538-4c54-8b37-7826f7e97e8f. 

Savelyeva, T. (2018b). Sustainable schooling in the Asia-Pacific region: An imperative of hope. 
In K. Kennedy & J. Lee (Eds.), The changing role of schools in Asian societies. International 
handbook on schools and schooling in Asia (pp. 683–685). Taylor & Francis. https://doi.org/10. 
4324/9781315694382-64/sustainable-schooling-asia-pacific-region-tamara-savelyeva. 

Savelyeva, T. (2019). Problematisations and issues: Alternative traditions on sustainable devel-
opment. In T. Savelyeva, S. Lee, & H. Banack (Eds.), SDG 3 good health and wellbeing: Re-
calibrating the SDG agenda (pp. 7–10). Emerald. https://doi.org/10.4324/9781315694382-64/ 
sustainable-schooling-asia-pacific-region-tamara-savelyeva. 

Savelyeva, T. (2022a). In times of uncertainty: Advancing university sustainability model in Hong 
Kong. In W. Leal (Ed.), Handbook of sustainability science in the future. Springer. https://doi. 
org/10.1007/978-3-030-68074-9_122-1. 

Savelyeva, T. (2022b). The influence of education and family systems on the sustainability values 
of Hong Kong university students. Asia Pacific Education Review. https://doi.org/10.1007/s12 
564-022-09786-1. 

Savelyeva, T. (2022c). Liberal Studies reform and sustainability consciousness in Hong Kong 
tertiary education. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: 
Policies, practices, and developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_7. 

Savelyeva, T. (2022d). Conclusion—Towards a general framework of sustainable tertiary education. 
In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: Policies, practices, and 
developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_14. 

Savelyeva, T., & Douglas, W. (2017a). Global consciousness and pillars of sustainable develop-
ment: A study on self-perceptions of the first-year university students. International Journal 
of Sustainability in Higher Education, 18(2), 218–241. https://doi.org/10.1108/IJSHE-04-2016-
0063. 

Savelyeva, T., & Rickards, S. (2017b). Education for sustainability in higher education: The Asia-
Pacific region. Editorial to a special issue on sustainability education in the Asia-Pacific region. 
International Journal of Sustainability in Higher Education, 18(2): 166–170. https://doi.org/10. 
1108/IJSHE-10-2016-0193. 

Savelyeva, T., & Park, J. (2019). Critical examination of the Hong Kong liberal studies policy 
and curriculum. [香港のリベラル・スタディーズの見直し政策とその批判的検]. Research 
Journal of the Curriculum Center for Teachers, 18. [教員養成カリキュラム開発研究センタ 
ー 研究年報』第18巻] Tokyo Gakugei University. https://u-gakugei.repo.nii.ac.jp. 

Savelyeva, T., & Park, J. (2022). Blockchain technology and sustainable education. The British 
Journal of Educational Technology, 53(6): 1591–1604. https://doi.org/10.1111/bjet.13273. 

Sikorskaia, G., & Savelyeva, T. (2022). Vocational cum pedagogical tertiary education and sustain-
able development in Russia. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in 
Asia: Policies, practices, and developments. Springer. http://doi.org/10.1007/978-981-19-5104-
6_11. 

Sustainable Development Solutions Network (SDSN). (2020). Accelerating education for the SDGs 
in universities: A guide for universities, colleges, and tertiary and higher education institutions. 
SDSN. 

Szmigiera, M. (2021). Number of universities worldwide in 2020 by country. https://www.statista. 
com/statistics/918403/number-of-universities-worldwide-by-country/.

https://doi.org/10.1080/00131857.2016.1138851
https://doi.org/10.4324/9781315694382-69/stepping-challenge-tamara-savelyeva?context=ubx&amp;refId=b73a08f1-b538-4c54-8b37-7826f7e97e8f
https://doi.org/10.4324/9781315694382-69/stepping-challenge-tamara-savelyeva?context=ubx&amp;refId=b73a08f1-b538-4c54-8b37-7826f7e97e8f
https://doi.org/10.4324/9781315694382-64/sustainable-schooling-asia-pacific-region-tamara-savelyeva
https://doi.org/10.4324/9781315694382-64/sustainable-schooling-asia-pacific-region-tamara-savelyeva
https://doi.org/10.4324/9781315694382-64/sustainable-schooling-asia-pacific-region-tamara-savelyeva
https://doi.org/10.4324/9781315694382-64/sustainable-schooling-asia-pacific-region-tamara-savelyeva
https://doi.org/10.1007/978-3-030-68074-9_122-1
https://doi.org/10.1007/978-3-030-68074-9_122-1
https://doi.org/10.1007/s12564-022-09786-1
https://doi.org/10.1007/s12564-022-09786-1
https://doi.org/10.1007/978-981-19-5104-6_7
https://doi.org/10.1007/978-981-19-5104-6_14
https://doi.org/10.1108/IJSHE-04-2016-0063
https://doi.org/10.1108/IJSHE-04-2016-0063
https://doi.org/10.1108/IJSHE-10-2016-0193
https://doi.org/10.1108/IJSHE-10-2016-0193
https://u-gakugei.repo.nii.ac.jp/?action=pages_view_main&amp;amp;active_action=repository_view_main_item_detail&amp;amp;item_id=35942&amp;amp;item_no=1&amp;amp;page_id=13&amp;amp;block_id=21
https://doi.org/10.1111/bjet.13273
https://doi.org/10.1007/978-981-19-5104-6_11
https://doi.org/10.1007/978-981-19-5104-6_11
https://www.statista.com/statistics/918403/number-of-universities-worldwide-by-country/
https://www.statista.com/statistics/918403/number-of-universities-worldwide-by-country/


1 An Introduction to the Sustainability of Tertiary Education in Asia: … 9

Subbetto, A., & Shamakhov, V. (2020). Noospheric vocation of the greater Eurasia in the XXI 
century. Eurasian Integration: Economics, Law, Politics, 14(4), 17–28. https://doi.org/10.22394/ 
2073-2929-2020-4-17-28. 

United Nations (UN). (2000). United Nations millennium declaration fifty-fifth session agenda 
item 60 (b) A/RES/55 resolution adopted by the general assembly [without reference to a 
main committee (A/55/L.2)]. https://www.un.org/en/development/desa/population/migration/gen 
eralassembly/docs/globalcompact/A_RES_55_2.pdf. 

United Nations (UN). (2015). Transforming our world: The 2030 agenda for sustainable 
development A/RES/70/1. United Nations. 

United Nations Educational, Scientific and Cultural Organization (UNESCO). (2014). 
UNESCO education strategy 2014–2021. UNESCO. https://unesdoc.unesco.org/ark:/48223/pf0 
000231288. 

Williams, J. H., Brehm, W., & Kitamura, Y. (2021). Measuring what matters? Mapping higher educa-
tion internationalization in the Asia-Pacific. International Journal of Comparative Education and 
Development, 23(2), 65–80. https://doi.org/10.1108/IJCED-10-2020-0071.s 

Wu, S., & Sorrell, D. (2022). Elite to mass to universal: The historical development, international-
ization and sustainability of tertiary education in Hong Kong. In T. Savelyeva & Gao, F. (Eds.), 
Sustainable tertiary education in Asia: Policies, practices, and developments. Springer. http:// 
doi.org/10.1007/978-981-19-5104-6_6. 

Zhang, L., Sorrell, D., Adams, P., & Adamson, B. (2022). Creating a sustainable college performance 
evaluation in China. In T. Savelyeva & Gao, F. (Eds.), Sustainable tertiary education in Asia: 
Policies, practices, and developments. Springer. http://doi.org/10.1007/978-981-19-5104-6_12. 

Tamara Savelyeva is Associate Professor in Sustainable Education at the Hong Kong Institute 
of Education for Sustainable Development. She serves as a Program Director at the UNESCO 
Hong Kong Association; Senior Founding Fellow the World Institute of Sustainable Develop-
ment Planners in Hong Kong SAR; and Editorial Board member of the International Journal of 
Sustainability in Higher Education. Dr. Savelyeva conducts educational research and projects in 
the areas of sustainability education development in different countries. Together with participants 
of the Rio+20 higher education meeting in Brazil, she has contributed to the educational frame-
work for the 2012 Earth Summit. Her recent scholarly works include 2022 In times of uncer-
tainty: Advancing university sustainability model in Hong Kong; 2021 New knowledge ecologies 
and politics of technological change; and 2019 SDG3 Health and Wellbeing: Re-calibrating the 
SDG Agenda.

https://doi.org/10.22394/2073-2929-2020-4-17-28
https://doi.org/10.22394/2073-2929-2020-4-17-28
https://www.un.org/en/development/desa/population/migration/generalassembly/docs/globalcompact/A_RES_55_2.pdf
https://www.un.org/en/development/desa/population/migration/generalassembly/docs/globalcompact/A_RES_55_2.pdf
https://unesdoc.unesco.org/ark:/48223/pf0000231288
https://unesdoc.unesco.org/ark:/48223/pf0000231288
https://doi.org/10.1108/IJCED-10-2020-0071
https://doi.org/10.1007/978-981-19-5104-6_6
https://doi.org/10.1007/978-981-19-5104-6_6
https://doi.org/10.1007/978-981-19-5104-6_12


Part I
Collaborations



Chapter 2 
Sustainable Tertiary Educational 
Collaboration: Korea’s Shared 
Experiences and the Challenges 

Ji-Soon Chang 

Introduction 

According to the Universal Declaration of Human Rights, education is the basic 
right for all. Article 26.1 spells out that ‘Everyone has the right to education,’ and 
26.2 and 26.3 specify that education is a human right and that it is the duty of the 
parents to provide education (UN, 1948). In 1990, in Jomtien, Thailand delegates 
adopted the World Declaration on Education for All (EFA), involving basic equal 
rights. EFA has been a global movement to provide basic education for all ages, 
from young children to adults. In 2000, Dakar, Senegal, hosted the World Educa-
tion Forum (WEF) and participants from governments declared their commitment 
to achieve EFA and identified six goals to be met by 2015 (UNESCO, 2000). From 
this, all related stakeholders, such as governments, development agencies, civil soci-
eties, and the private sector, worked together to reach the EFA goals. These goals 
reflect the UN’s wider Millennium Development Goals (MDGs). All development 
partners focused on achieving the MDGs for poverty reduction and the development 
of developing partner countries by 2015. UNESCO has published annual global 
monitoring reports on the achievement of these goals. In 2015, many global chal-
lenges remained. All delegates from the education sector who gathered at Incheon, 
Republic of Korea, in May 2015, declared ‘Education 2030’ would be a commitment 
toward inclusive and equitable quality education and lifelong learning for all (World 
Education Forum, 2015). All participants recognized the importance of education as 
a key driver of development. As in 2000, new goals were launched. These were called 
Sustainable Development Goals (SDGs), as announced by the UN General Assembly 
in September 2015. Education is known to have a key role in poverty eradication 
as well as sustainable development. There is an extensive literature on educational 
collaboration and cooperation (Li, 2022). For example, Chan (2004) points out the
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importance of international cooperation in higher education; King (2009) explores 
cooperation with the developing world; Nakaburo et al. (2010) focus on best prac-
tice in North–South cooperation; Marginson et al. (2011) examine higher education 
cooperation and strategic development; while Yonezawa et al. (2014) concentrate on 
cooperation in East Asia; Chang (2015) on higher education cooperation between 
Korea and Asia; Feuer and Hornidge (2015) suggest on integration or manufacturing 
of higher education in ASEAN. 

This paper focuses on the development of collaboration in tertiary education 
between Korea and other Asian countries and makes suggestions for future coop-
eration. Firstly, it examines the introduction of Korea’s development cooperation 
framework after the country’s entrance to the OECD DAC, drawing on the Korea 
DAC Peer Review and Memorandum. Secondly, it considers certain areas of Korea’s 
official development assistance (ODA), such as the budget involved, sectors focused 
on, and regions that resources are distributed to. Thirdly, it describes the tertiary 
education collaboration between Korea and other Asian countries. This includes a 
review of statistical data and analysis of cooperation programs, a case study partner-
ship model and critical issues in Korea’s educational cooperation. Finally, it reviews 
the SDGs and the role of education and suggests a new approach for improving 
collaboration and the development of developing partner countries. 

Current Situation in Korea 

Korea enacted the Framework Act on International Development Cooperation 
(Framework Act) and the Presidential Decree, which came into force in July 2010 
and laid the legal basis for a more integrated ODA system (OECD, 2013). In 2020, the 
Korea Government revised Frame Act, such as strengthening of CIDC, establishment 
of CIDC’s secretariat office, the mid-term strategy for development cooperation, the 
role and process on evaluation of CIDC. The development cooperation framework of 
Korea consists of a coordinating body, supervising ministries, and executing agencies 
(Fig. 2.1).

The Committee for International Development Cooperation (CIDC) acts as the 
coordinating body. The CIDC deliberates and decides the overall ODA policies and 
annual budget in a comprehensive and systematic manner The CIDC is composed 
of 26 members, including the Prime Minister as the chairperson, ministers of 13 
related ministries, heads of 2 implementation agencies (KOICA, and EDCF), and 
eleven experts drawn from the wider community. The CIDC includes the Working 
Committee chaired by the Vice Minister of the Office for Government Policy Coor-
dination (OGPC, formerly the Prime Minister’s Office [PMO]), which consults and 
handles other matters for CIDC. Currently, Korea revised the Framework Act on Inter-
national Development Cooperation in 2020 and new secretariat office of CIDC set 
up under the OGPC, Bureau for International Development Cooperation (Article 9). 
Meanwhile, the committee for Evaluation Advisory, chaired by the Deputy Minister
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Committee for International Development Cooperation 
• Chair: Prime Minister 
• Member: Minister of relevant ministries and civilian experts 

Ministry of Strategy and Finance 
• Supervision of concessional loans 

and multilateral aid to MDBs 

Ministry of Foreign Affairs 
• Supervision of grant aid and 
multilateral aid to the UN and others 

Other Ministries 

Working Committee 
• Chair: Vice Minister, Office for Government Policy Coordination(OGPC) 
• Member: Chiefs of Bureaus and civilian experts 

Working Relationship 

Consultation 

Office for Government Policy Coordination 
• Bureau for International Development Cooperation 

Committee for Evaluation Advisory 

Fig. 2.1 Overall institutional framework for Korea’s Development Cooperation. Source Committee 
for International Development Cooperation (2017)

of Bureau for International Development Cooperation, aims to strengthen CIDC’s 
evaluation capacity through an integrated evaluation system. 

Korea’s ODA framework is supported by two main financial pillars: grant and 
concessional loans, the former managed by the Ministry of Foreign Affairs (formerly 
the Ministry of Foreign Affairs and Trades or MOFAT) and the latter by the 
Ministry of Strategy and Finance (MOSF). Most of Korea’s ODA (83% in 2015) 
is concentrated in these two ministries. The Economic Development Cooperation 
Fund (EDCF) in the Export–Import Bank of Korea (Korea EXIM) manages the 
concessional loans and Korea International Cooperation Agency (KOICA) imple-
ments grants. Based on the Economic Development Cooperation Fund (EDCF) Act 
(Article 1), Korea EXIM is entrusted with the operation and administration of the 
EDCF, which was established in 1987 to support the industrial development and 
economic stability of developing partner countries. EDCF runs the Fund Management 
Council (chaired by the Minister of MOSF). KOICA was founded in 1991 under the 
Korea International Cooperation Agency Act (Article 1) as the government agency 
responsible for grant aid and technical cooperation to support the socio-economic 
development of developing partner countries. Other central administrative agencies, 
local government, and public institutions also conduct various models of international 
development cooperation, such as projects, training programs, and the dispatch of 
experts and volunteers. More than 30 other ministries, agencies, and partners provide 
small amounts of grants for different purposes to more than 80 developing partner 
countries. Most government ministries carry out ODA projects based on related laws 
on overseas exchanges and international cooperation, while some ministries, such as
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education, health, agriculture, and ICT, do so based on memoranda of understanding 
(MOU) with developing partner countries. 

The 6th CIDC meeting in December 2009 resolved to establish the ODA Policy 
Department in OGPC, to act as the secretariat of the CIDC from January 2010. The 
CIDC decided the following main agenda (Government of the Republic of Korea, 
2012): (i) the Mid-term ODA Policy and Annual Implementation Plan; (ii) matters 
concerning evaluation; (iii) matters related to international development cooperation 
requiring coordination at the whole-of-government level; (iv) other matters deemed 
important and recommended by the chairperson. Specifically, CIDC reviewed the 
annual ODA budget and plans from each related ministry and the supervising agen-
cies. It also suggested three strategies for development cooperation such as ‘sharing 
Korea’s development experience,’ ‘reforming the ODA system,’ and ‘strengthening 
global partnership.’ First, it should gather developmental experiences from recipients 
and donors and share these with the international community, including both devel-
oped countries and developing partner countries interested in Korea’s experiences 
on development. Even though it has a short history as a donor, Korea consistently 
contributes to the international community. However, it also needs to reform the 
ODA system in order to enhance the effectiveness of its activities and ensure inter-
national standards. Korea is a member of OECD DAC and wants to adopt the DAC 
system. Strengthening global partnerships lies at the heart of international best prac-
tices, which Korea is trying to bring about as an emerging donor. In addition, in 
the new era of SDGs, Korea will increase the amount of ODA in order to achieve 
the SDGs and continue to deliberate on its policies on development cooperation and 
sustainable development. The 36th CIDC meeting in January 2021 announced the 
3rd mid-term strategy for development cooperation. The key points are 4 goals and 
12 tasks, such as strengthening global health crisis, increasing humanitarian assis-
tance, leading green transformation, innovation program, strengthening capacity of 
partner countries, cooperation in civil society organizations, extension international 
cooperation, etc. 

Korea’s ODA at a Glance 

Owing to the global financial crisis that began in 2008, most DAC members tight-
ened control of their ODA budgets. In contrast, between 2005 and 2019, Korea 
constantly increased its ODA budget (Fig. 2.2). In 2006, it began preparations for 
DAC membership and from then on it has increased the volume of ODA as well 
as built the necessary policies, aid architecture, and legal frameworks. As a result, 
by 2010, Korea, as a DAC member, had steadily increased the ODA budget and its 
commitment to international communities. The ODA net disbursement of Korea was 
US$ 5 million in 1987, and US$82 million in 2005, increasing 3 times to US$268 
million in 2019. A large portion of Korea’s ODA contributes to social infrastructure 
and services, such as education, health, population and reproductive health, water
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Fig. 2.2 Korea’s ODA by year (1987–2019) 

supply and sanitation, government and civil society. Economic infrastructure and 
production are the other key beneficiary areas. 

Currently, Korea’s ODA focus is on Asia, reflecting its own geographical posi-
tion, but it also supports other regions. Between 2009 and 2018 Asia (54.6%) was 
the leading beneficiary region, followed by Africa (22.1%), and Central and South 
America (8.5%). In 2009, 53.9% of the spending in Asia was focused on countries 
in East Asia, 39% on South and Central. 

Asia and 5% on the Middle East. In the near future, Korea will extend and enlarge 
its ODA activities in Africa and Central and South America, in line with global trends 
(Table 2.1).

Korea’s Main ODA Agencies: EDCF and KOICA 

As already mentioned, Korea has two main ODA implementation facilities: grants 
and concessional loans. The EDCF, managed by the Export–Import Bank of Korea 
under the Ministry of Finance and Strategy, gave concessional loans. The EDCF’s 
total commitment is mainly to Asia, involving 62.5% of its funding, and Africa 
(25.2%). In Asia, Vietnam has been the largest partner country, receiving a total 
of 14.5% of EDCF loans, followed by Bangladesh (6.5%), Philippines (5.8%), 
Cambodia (5.5%), and Myanmar (4.8%). EDCF loans by sector are shown in 
Fig. 2.3. The leading sector was transportation (35.0%), followed by health (14.5%), 
water resources and hygiene (13.9%), energy (10.8%), education (6.4%), public 
administration (6.1%), and telecommunication (7.4%).

KOICA is the other major funding agency, managing grants under the Ministry 
of Foreign Affairs. Since its establishment in 1991, KOICA has increased the ODA 
budget each year, in line with the country’s overall increase in ODA, especially after
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Fig. 2.3 EDCF by Sector (1987–2020). Source The Export-Import Bank of Korea (2021)

it became a member of DAC in 2010. In 1991, the total annual ODA of KOICA 
was just US$22.8 million, but by 2019, this had increased more than 30 times to 
US$ 691.0 million. Regionally, Asia has been the largest recipient of KOICA funding 
(34.4%), followed by Africa (25.7%) and Central and South America (12.3%) in 
2019. Figure 2.4 shows KOICA’s ODA spending by sector in 2019. Education 
has been the leading beneficiary sector (24.6%), followed by public administration 
(16.9%), health (14.7%), agriculture (11.7%), and industry and energy (10.8%). 
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Fig. 2.4 KOICA’s ODA by Sector (2019). Source KOICA (2020)
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Tertiary Educational Collaboration Between Asia and Korea 

As an emerging donor, Korea cooperates with other Asian countries in a variety 
of areas, including educational collaboration. From 2013 to 2019, Korea’s ODA in 
the education sector was focused mainly on the post-secondary sector, accounting 
for around 46.6% of educational funding, followed by the secondary sector (23.7%), 
basic education (15.8%), and unspecified education levels (13.9%). Since the Incheon 
World Education Forum in 2015, Korea, through the CIDC, has committed to the 
international community a US$2 billion fund named ‘Better Life for Girls,’ for the 
period 2016 to 2020. This includes funding for activities in education, health, and 
capacity building (CIDC, 2016). Korea has close affinity, in cultural, social and 
economic aspects, with other countries in the East Asia region, which fosters exten-
sive connections and collaborations. Furthermore, Korea has tasks and challenges 
for promoting a new wave of collaboration following the launch of the ASEAN 
Economic Community (AEC) in 2016. 

The Educational ODA of KOICA and EDCF 

As a main grant agency, KOICA’s educational ODA by region also focuses on Asia. 
Between 1991 and 2019, the region accounted for 46.5% of funding for the sector, 
Africa was the next largest beneficiary (22.2%), 10.3% of grants spent in the Middle 
East, and followed by Central and South America (10.1%). According to the KOICA’s 
Education Mid-Term strategy (2016–2020), the vision is to contribute to sustain-
able development achievements through human resource development in developing 
countries. For this, there are three objectives: (i) to provide basic quality education, 
(ii) to train skilled technical manpower, and (iii) to cultivate highly skilled individuals. 
From 2004 to 2013, the main five beneficiary countries in Asia have been Vietnam 
(16.8%), Afghanistan (12.0%), Indonesia (9.4%), Philippines (8.4%), and Cambodia 
(7.2%). The US$2 billion fund for the ‘Better Life for Girls’ initiative is targeted at 
girls aged eight to 22 in developing partner countries. The main programs are ‘Girls’ 
Rights to Education,’ ‘Girls’ Rights to Health,’ and ‘Girls’ Rights to a Profession.’ 
For ‘Better Life for Girls,’ seven countries in the world are targeted, including Laos, 
Myanmar, Nepal, and Cambodia in Asia, and Ethiopia, Mozambique, and Tanzania 
in Africa. 

EDCF’s educational ODA in the period 1991 to 2013 has covered 30 projects 
in 19 countries, with a total value of US$725.22 million. From 1991 to 2013, the 
educational EDCF spending by region has focused on Asia (47.9%), followed by 
Africa (29.8%), Middle East Asia (12.5%), and Central and South America (9.7%). 
Ten of the 30 projects under EDCF have involved higher education, including four 
projects in Vietnam and one each in Laos, Bangladesh, Sri Lanka, and Jordan. A 
further 20 projects have focused on vocational training, including nine in Asia and 
seven in Africa. The higher education projects included the establishment of Luang
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Prabang National University in Laos, five vocational colleges in Vietnam, a national 
university in Rwanda and a pharmacy university in Hanoi. Most of the establish-
ment costs for the national level universities have involved civil works and building 
construction; equipment and facilities; and consulting services for capacity building. 

Ministry of Education 

The Ministry of Education has some funds for collaboration programs, especially 
for the tertiary education sector (see Table 2.2). It oversees six major programs: 

1. Korea’s Global Education Cooperation Program, launched in 1992, consists of 
scholarship programs, exchange programs, study tours, and training for science 
and engineering. Among its notable initiatives is the ‘Global Korea Scholarship 
Program,’ which in 2020 covered 3,800 students and amounted to US$60 million. 

2. The Global Educational Exchange Program coordinates and communicates with 
international agencies such as UNESCO, OECD, APEC, and ASEM. The Global 
Education Cooperation Program is bilateral but the Global Educational Exchange 
Program is multilateral. The budget of this program was about US$33 million in 
2020. 

3. The CAMPUS Asia-Korea, Japan, China program launched in 2010. There are 
a lot of exchange programs of students, and consist of 17 units and take part in 
40 universities. This program covers students at university and college levels, as 
well as those who have graduated from an educational institution. Its value in 
2020 was about US$40 million. 

4. The ASEAN Cyber University Project covers four countries in the Indochina 
peninsular, including Cambodia, Laos, Myanmar, and Vietnam (CLMV). It has 
installed an e-learning center in the universities involved and provided a server, 
multimedia studio and facilities, as well as content development, training for

Table 2.2 Korea Ministry of Education’s major collaboration programs (Unit: millions US$) 

Name of project 2019 2020 

Global Education Cooperation Program 52,738 60,171 

Global Education Exchange Program 3,303 3,317 

Campus Asia Program—Korea, Japan, and China 3,746 4,035 

ASEAN Cyber Project 589 526 

UNESCO UNITWIN Program 1,848 3,490 

Leading University for Int’l Cooperation Project 3,587 3,135 

Source Chang (2015), 1 US$ = 1,120 KRW
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managers and developers, and the operation of a hub. In order to have effec-
tive management, Korea and CLMV set up the ‘committee for cyber univer-
sity management,’ which consists of five related ministries and five cooperative 
universities and representatives from the ASEAN University Network (AUN).

5. UNESCO UNITWIN Program is cooperation program between universities in 
various areas, such as research, training, and development program. Its value in 
2019 was about US$19 million. 

6. The University Collaboration Program consists mainly of the ‘Leading Univer-
sity for International Cooperation Project,’ which was launched in 2012 and aims 
to strengthen and empower universities in developing countries through capacity 
development. Currently, there are 21 project activities being implemented, in 
Asia, Africa, and South America, such as Cambodia, Vietnam, the Philip-
pines, Nepal, Sri Lanka, Laos, Mongolia, Myanmar, Ethiopia, Egypt, Ghana, 
Tanzania, and Peru. The project covers the establishment of new department 
and regional development cooperation programs for self-reliance and growth. 
Programs mainly consist of new department support and capacity development 
for teaching and research staff, linked to the Global Korea Scholarship Program. 

The Argument and Critical Discussions of Korean 
Educational ODA: Focusing on the Result of Integration 
Evaluation 

Before becoming a DAC member, Korea received special peer review from DAC in 
2008, during which DAC gave a recommendation for the integrated evaluation of 
concessional loans and grants. In May 2009, the Korean government accepted the 
recommendation. The integration evaluation of the educational ODA was conducted 
in December 2014 by a sub-committee for evaluation, chaired by the Deputy Minister 
of the Office for Government Policy Coordination. The objective of this evalua-
tion was to improve the tasks for effective implementation of the educational ODA. 
It involved the evaluation of structural systems and implementation of educational 
ODA through the three major agencies of KOICA, EDCF and the Ministry of Educa-
tion. The evaluation period covered four years, from 2009 to 2012, and included 16 
projects. The results created critical discussions of Korean educational ODA. First, 
the review of the structural system was found to lack an integrated educational ODA 
policy and strategy across the whole of government—only KOICA had goals and 
targets for educational ODA. Second, there was no cooperative system for linking 
the relevant agencies. Third, expertise for implementing educational ODA was found 
to be limited. Despite there being a pool of consultants, there were limited education 
and training programs for the improvement of human resources. Fourth, difficulties 
in managing fieldwork, due to the lack of officers in KOICA and EDCF, and the 
lack of a direct network in the Ministry of Education, were identified. In the imple-
mentation review, implementation plans, such as feasibility studies and indicators 
for measuring and evaluating achievements, were found to be lacking. Nor was there
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a system for mid-term evaluation and effective monitoring of implementation, or 
follow-up to ensure sustainability during the completion stage. As a result of inte-
grated evaluation, the committee gave five recommendations for effective project 
implementation of educational ODA: 

I. set up an integrated strategy on educational ODA, and a whole government 
approach; 

II. strengthen the cooperative system among the agencies; 
III. make better use of human resource expertise; 
IV. strengthen pre-project surveys, feasibility studies and project management; and 
V. strengthen sustainable management through follow-up cooperation and linked 

relations. 

Case Study on Partnership 

Before Korea became a DAC member, DAC pointed out the overlaps and inefficien-
cies associated with the division of the ODA system into grant and concessional 
loan sections. DAC recommended the implementation of an efficient mechanism 
for concessional loans and grants for developing partner countries through selection 
and focus on the project. As a result, the Korean government decided to link the 
programs of concessional loans and grants. Examples of this policy in education 
include the Luang Prabang National University Establishment Project (LNUEP) by 
EDCF from 2005 to 2007 and the empowerment and capacity development project 
of Souphanouvong University (SU) by KOICA, from 2015 to 2017 (Table 2.3). 

Souphanouvong University is a national university in Luang Prabang, the old 
capital of the Lao People’s Democratic Republic (PDR). It was established in accor-
dance with the Prime Minister Decree, No 169/PM, dated November 2003, in order

Table 2.3 Comparison of EDCF and KOICA interventions in Souphanouvong University 

Contents EDCF KOICA 

Project name Luang Prabang National University 
Establishment Project 

Empowerment and capacity 
development project 

Period, amount 2005–7, US$22.7million 2015–17, US$3 million 

Components Civil works and building construction 
Supplying equipment, facilities 
Expertise 
Fellowship training 
Consulting services 

Scholarship program 
Expertise for capacity 
development 
Curriculum and textbook 
development 
Renovation of buildings and 
supplying IT equipment 

Expected outcome Establishment of new campus (9 new 
departments, main building, 
auditorium, cafeteria, library, 
dormitory, facilities and equipment) 

140 textbooks, 45 master degree 
holders, consulting for university 
management 
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to provide quality human resources to carry out the mission of the socio-economic 
development of the northern region of Laos. The university is named after Prince 
Souphanouvong, who was the first President of the Lao PDR. In 2005, the Govern-
ment of the Lao PDR decided to take a US$22.7 million loan from the Korean EDCF 
for extending and developing the university. The first EDCF project established the 
new campus of SU and consisted of building construction, supplying equipment and 
facilities, fellowship training and consulting services for activities such as curriculum 
and textbook development, and university management. This project focused on the 
hardware components necessary for SU to extend from the old campus to a new 
campus (The Export–Import Bank of Korea, 2011). When the university was estab-
lished, it had just six undergraduate bachelor degree programs and could not cover 
the eight provinces of Northern Laos. This first project created nine departments to 
run a total of 15 programs. In the subsequent ten years, SU has grown both from 
within and outwardly. Following completion of the EDCF project, it has cooperated 
with Korea in a variety of areas, such as the awarding of scholarships to three to four 
SU teachers a year, under the Global Korea Scholarship. By 2020, the six faculties in 
SU ran 26 undergraduate bachelor degree programs, each with courses of four years 
in duration. In 2019, SU had 308 teaching staff and 123 research staff members. The 
number of SU students enrolled the academic year 2018–2019 were 3,297 students 
for bachelor program, 34 students for master program, and 76 students for continuing 
program, as shown in Table 2.4.

SU has established academic relations and cooperation with 33 universities and 
organizations in neighboring countries such as Vietnam, China, Cambodia, Thailand, 
and the Republic of Korea. The main cooperation activities are focused on scholar 
and student exchanges, library books, and computer supplies, as well as international 
seminars, workshops, and meetings. According to its 2020 strategic plan, SU wants 
to increase the number of new programs and needs more qualified staff and upgraded 
curricula and textbooks plus capacity development for staff (Souphanovong Univer-
sity, 2015). The Korean government decided to extend its support to SU through a 
linked policy of concessional loans and grants and a focus on the educational sector 
for a developing partner country. The ‘Empowerment and capacity development 
project of Souphanouvong University’ was funded by KOICA, amounting to US$3 
million in funding between 2015 and 2017. This project is a symbol of a continuous 
program as well as of effective cooperation for sustainable development. The project 
focused on activities such as a master’s program for staff members; capacity develop-
ment and an upgrade of the curricula and textbooks for staff members’ empowerment; 
special lectures from experts; co-research work; and management and operation 
consultation. A significant number of people from Korean universities, NGOs, enter-
prises, and other institutes support SU every year. In addition, the Korea Advisory 
Committee, consisting of professors and researchers from universities and research 
institutes, consults and cooperates with the university, contributing to the devel-
opment and improvement of SU. Furthermore, the Korean government continues to 
support the development of SU by building connections between programs involving 
universities, enterprises, civil society organizations (CSOs), and institutes in Korea
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and Laos in near future. The government has focused on sustaining effective coop-
eration with SU because of its important role in the development of northern Laos 
and contribution to poverty reduction and inclusive growth in the Lao PDR. 

Conclusion 

Sustainable Development Goals (SDGs) and Education 

As an emerging donor, Korea announced to the international community a new 
framework and strategy for ODA, including educational cooperation. In reviewing 
the current situation and policies on development cooperation, it needed to develop 
relations and cooperate with internal and international stakeholders. The 193 UN 
member countries agreed on the new Sustainable Development Goals (SDGs) in 
September 2015, involving 17 goals and 169 targets to be reached by 2030 (UN, 
2015). The fourth SDG is focused on education to ‘Ensure inclusive and quality 
education for all and promote lifelong learning.’ This goal includes six targets, with 
three related to tertiary education. These include: 

(a) By 2030, ensure equal access for all women and men to affordable and quality 
technical, vocational and tertiary education, including university. 

(b) By 2030, substantially increase the number of youth and adults who have rele-
vant skills, including technical and vocational skills, for employment, decent 
jobs and entrepreneurship. 

(c) By 2020, substantially expand globally the number of scholarships available to 
developing countries, in particular the least developed countries, small island 
developing states and African countries, for enrollment in higher education, 
including vocational training and information and communications technology, 
technical, engineering and scientific programs, in developed countries and other 
developing countries. 

In order to achieve these goals and targets, both donors and developing partner 
countries are likely to seek to extend their cooperation. The next task for tertiary 
education in Korea is to focus on equal access, quality education, employment, 
decent jobs, and scholarships for empowerment. Depending on the status of partner 
countries, it should support the reform of tertiary education, in cooperation with 
international communities. 

New Cooperation Approach: Network Partnership Model 

The effective achievement of SDGs involves a number of issues. The first is financial. 
The 17 SDG goals present a big challenge for donors as well as partner countries and
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require secure finance and funding derived from the sound operation of the economy 
at global and national levels. For effective cooperation, there is a need for collabora-
tion among all stakeholders, such as countries, private enterprises, and NGOs. There 
is also a need for new emerging donors and an emphasis on the roles of the private 
sector and bilateral as well as multilateral relationships. In addition, it is important 
to monitor and evaluate the implementation of SDGs and to develop an evaluation 
matrix and index for implementation. Furthermore, there is a need to consider the 
changes of the international political economy such as political trends in middle Asia 
(security and human rights) and East Asia, and international trade, exchange rates 
and resources. The tasks of the ODA for achievement of the educational SDG go 
beyond the Millennium Development Goals that were limited to primary education. 
Instead, it covers lifelong education, from cradle to grave, and as such requires a 
larger budget. It should focus not only on the quality of higher education but also 
on the economic structures in developing partner countries. SDGs are dependent on 
improved employment prospects in partner countries, which require consideration of 
their industrial structure and the international labor market, and demands for a well-
qualified work force. The SDGs are also dependent on the provision of education for 
sustainable development in order to build the knowledge and skills that link all the 
SDGs. In conclusion, there is a need to set up a new approach and strategy for the 
adaptation of SDGs including sustainable development, quality education, decent 
jobs and employment, and the empowerment of capacity. For this, there is a need to 
consider consistent and continuous long-term strategies and approaches that do not 
involve standing alone, but building the collaboration needed to create synergy across 
borders. The set up of global partnerships and collaboration needs to demonstrate 
greater harmony and increase the involvement of public–private partnerships. The 
Korean case study suggests that a network partnership model can constitute a new 
approach in development cooperation in order to achieve the SDGs in education as 
well as in other sectors such as health and agriculture (Fig. 2.5).

As indicated in Fig. 2.5, this model has four stakeholder networks: public, industry, 
civil society organizations (CSO), and academy. These networks include roles for 
government and related public agencies; businesses and private companies; NGOs, 
foundations and NPOs; and universities and other academic institutions. The objec-
tives of this model, as the Korean example shows, is to build effective develop-
ment cooperation through the focus on programs and projects in collaboration with 
partner countries. All these components link together to form a network and plat-
form for cooperation across education and research involved in the implementation 
of programs and projects. As a center of regional development, universities may in 
future collaborate with other partners, social networks, and regional partnerships. 
This is a way forward to develop cooperation for tertiary education collaboration 
and achieve sustainable development.
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Fig. 2.5 Network partnership model. Source Chang (2017)
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Chapter 3 
Nurturing a Good Neighbour: A Review 
of Sino-Kazakhstani Higher Education 
Cooperation 

Aisi Li 

Introduction and Conceptual Framework 

Despite being neighbouring countries, educational exchange between China and 
Kazakhstan has attracted little attention. Two reasons may have contributed to 
this current situation. Firstly, most studies of China-Central Asia relationships 
tend to focus on political and economic ties (Libman & Vinokurov, 2011), while 
“rivalry” is a term often seen when describing international relations in Central 
Asia (Galamova, 2007; Khodzhaev, 2009; Walsh,  1993). These arguments often 
cast doubt on genuine cooperation in the cultural sphere, leading to a handful of 
studies in educational cooperation and exchange (Chang, 2022). Secondly, unlike the 
China-Western higher education partnerships, which concentrate on more affluent 
and developed areas, China’s educational cooperation with Kazakhstan often takes 
place in the less-developed, ethnically diverse, but strategically important North-
Western border regions, particularly in Xinjiang. Similar to Yang’s (2012) depiction 
of the higher education exchanges between China and ASEAN countries, China– 
Kazakhstan higher education cooperation also appears to be fulfilled by “quite achiev-
ers”, which forms a somewhat different picture from the internationalization along 
the coastal area. These two reasons have drawn an interesting picture of Sino-Central 
Asia higher education cooperation: China and Central Asia have frequent interac-
tions in energy, security cooperation and trade (Khodzhaev, 2009),  which have often  
stimulated the expansion of educational cooperation in geographically significant 
areas in China, yet insufficient examination has been conducted to understand the 
connection between these educational cooperation and regional development. 

In fact, higher education cooperation between China and Kazakhstan is a good 
example of how two neighbouring countries leverage higher education to assist the 
development of their relations. It is also a case in point where higher education can be
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considered as a part of China’s “systematically planned soft power policies” (Yang, 
2012, p. 487). The vital role of higher education into bridging China and Kazakhstan 
is evidenced by the Chinese president Xi Jinping’s speech at Nazarbayev University 
in 2013: 

In order to promote the communication of the young people within the Shanghai Coopera-
tion Organization (SCO) framework, China will provide 30,000 government scholarships to 
students from SCO members in the next 10 years, and invite 10,000 teachers and students 
to attend training programsemes in China. I hope you will take these opportunities to study 
in China. … I believe, the young people of the two countries will become the messenger of 
China-Kazakhstan friendship and contribute their youth and strength to the development of 
bilateral comprehensive strategic partnership. 

Through a review of the development of China–Kazakhstan higher education 
relationships since 1991, this chapter argues that China’s higher education presence 
in Kazakhstan not only benefits China’s national plan to develop its Western border 
region but also comprises an essential part of its regional security strategy. 

This review of Sino-Kazakhstani higher education cooperation is informed by the 
concepts of regionalization. Regionalization is understood as “formal collaboration 
between two or more states” with “the idea of increasing competitiveness of member 
countries towards the outside world as well as encouraging inter-regional interac-
tions” (Yang, 2012, p. 488). An important feature of regionalization, as pointed out 
by Held, is that the members of a single region tend to have important historical and 
cultural connections (Held, 1999, as cited in Verger & Hermo, 2010). Such similar-
ities and connections are considered to assist ant regional dialogue and cooperation. 
As a result, they are generally viewed as prerequisites of regionalization. Within 
the context of regionalization, higher education, with its multiple functions, plays 
an essential role in maintaining and facilitating the cross-border collaboration with 
their multiple functions. Higher education institutions, particularly Chinese univer-
sities, are a main agent of cultural diplomacy (Hayhoe, 2014, p. 167). In addition, 
they provide cross-border relationships with “continuous global flows of people, 
information, knowledge, technologies, products and financial capital” (Marginson & 
van der Wende, 2006, p. 4). Despite there are doubts about genuine cooperation 
between China and Kazakhstan, the concept of regionalization highlights the histor-
ical connection between two states, which is especially useful in understanding the 
interactions between China and Kazakhstan. 

Sino-Kazakhstan Higher Education Cooperation: 
An Overview 

Previous research shows that after establishing diplomatic relations with the Central 
Asia republics, the Chinese government “mobilized a large group of Chinese scholars 
to complete a comprehensive study of the region, established research centres 
in major cities (Beijing, Shanghai, Lanzhou, Urumqi, etc.) and funded extended 
research travel for scholars to the Central Asian republics” (Khodzhaev, 2009, p. 15).
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These research activities had identified the weaknesses and risks in Central Asia, and 
the Chinese government subsequently “attached high priority to protecting Central 
Asia from any excessive growth of influence from the great powers and to turning 
the region into a beneficial sphere of influence” (ibid, Khodzhaev, 2009, p. 15). The 
purpose of the regionalization between China and Central Asia has taken on a deep 
imprint of political and economic benefits from the early days. 

Among the Central Asian republics, Kazakhstan’s frequent interactions and 
exchange with China deserves special attention. By 2012, China had become the 
largest trading partner of this resource-rich country, and Kazakhstan was is China’s 
second largest trade partner in the Commonwealth of Independent States and the 
third largest destination of China’s overseas investment (China.org.cn, 2012). Yet 
trade alone does not represent the ethnic and cultural connections between these two 
countries. According to the latest census, there are about 1.5 million ethnic Kazakh 
in China, a substantial number when taking into consideration that the total popula-
tion of Kazakh remains at stays at 15 million worldwide. In addition, multiple ethnic 
groups live across the border, including Uygur, Han, Kyrgyz, Tajik and Uzbek. The 
frequent mobility and close connections of the people have provided another plat-
form for exchange and interactions that are not covered at the state level (Laruelle & 
Peyrouse, 2009). 

While China is proactively seeking to increase its regional influence, Kazakhstan 
adopts a more cautious approach. Surrounded by the rising global powers, Kaza-
khstan has been carefully moving between its giant neighbours of Russia and China. 
It has been argued that in a time when Kazakhstan-Russia relationships were “increas-
ingly contentious” and, at the same time, the West was “unable to provide significant 
investment into Kazakhstan’s economy”, China took the opportunity and “cast itself 
as Kazakhstan’s major economic and implicitly geopolitical partner” (Shlapentokh, 
2014, accessed online). The same author also perceives that “if no major military or 
geopolitical shake up will compels Astana to move closer to Moscow, “the China 
perspective will likely dominate Kazakhstan’s actual foreign policy” due to China’s 
rising economic power (ibid Shlapentokh, 2014). 

Although there seems to be rising prospects of bilateral cooperation between 
China and Kazakhstan, the potentials are yet to be fulfilled due to a variety of reasons, 
including among which, the lack of human recourses. The commercial and political 
cooperation between China and Kazakhstan is on the rise, but the supply of profes-
sionals and skilled workers that would contribute to further development is lagging 
behind. Qualified professionals who speak languages of the region as well as being 
educated in specialist areas are in high demand (Wang, 2008, p. 81). The shortage 
of well-trained human resources has become a major pushing factor in promoting 
cross-border educational cooperation. 

Inter-governmental agreements represent the highest level of educational cooper-
ation, and they usually set out the framework and directions of the cooperation. 

Following the establishment of the diplomatic relationship, a series of agreements 
have been signed between the Kazakhstani and Chinese governments that lay out the 
landscape of higher education cooperation. In the majority of these joint statements,
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education cooperation was mentioned in general terms. However, a few of the docu-
ments highlighted the particular educational areas the two governments sought close 
cooperation, and provides more depth in understanding the educational cooperation 
between theme two. 

The, 2006 Joint Statement proposed to expand the collaboration in technology 
and humanities areas through establishing technology parks (Ministry of Foreign 
Affairs of The People’s Republic of China [PRC], 2006). In 2007, the Joint State-
ment stressed collaborative research in archaeology and historical documents (The 
People’s Republic of China, 2014), while in 2008, the emphasis shifted to collab-
orative research in biological technology (Ministry of Foreign Affairs of the PRC, 
The People’s Republic of China, 2008). Some of the cooperation was propelled by 
recent events. For example, the call for collaboration in seismology emerged after 
the Sichuan earthquake that hit Sichuan (Ministry of Foreign Affairs of the PRC, 
The People’s Republic of China, 2008). 

The Agreement on Educational Cooperation between the Ministry of Education 
of the People’s Republic of China and the Ministry of Education and Science of 
the Republic of Kazakhstan was signed in 2003. This was the first comprehensive 
Sino-Kazakhstani governmental document on educational cooperation, and it set up 
the framework of educational cooperation, including with an action plan. It stated 
the areas of educational cooperation: educational reform; textbook and pedagog-
ical materials development; teaching staff and student exchange; and the study and 
promotion of national languages (Ministry of Education of the PRC, 2003). 

Multi-lateral organizations provide another major platform for educational coop-
eration. The Shanghai Cooperation Organization (SCO) is especially important in 
China-Central Asia collaboration. Despite initially focused on security cooperation, 
the SCO has become an important channel for educational cooperation between 
China, Russia and Central Asia. 

It is argued that the importance of SCO comes from the two biggest members of the 
organization, China and Russia (Naarajärvi, 2012, p. 115). The Chinese government 
regarded the organization as “a model for a new world order of regional coopera-
tion” and emphasized that it was a “partnership” instead of an “alliance” (People’s 
Daily, 2001), representing China’s struggle to build a new “multi-polar” interna-
tional and economic order (Ma, 2002). Although the SCO was originally founded 
to tackle border disputes and later on security concerns, education cooperation is 
becoming an important area of cooperation. In 2006, the Shanghai Cooperation 
Organization member states signed the Agreement on Inter-government Educational 
Cooperation of the Member States of the Shanghai Cooperation Organization, setting 
the framework and mechanism for educational cooperation among its members. It 
aims to promote academic mobility, improve quality assurance systems and lead 
to mutual recognition of diplomas and regional harmonization of higher education 
(Yang, 2009). Two activities function as the main education cooperation mecha-
nisms within the SCO: ministerial meetings and education experts working groups, 
as well as “Borderless Education Week” and university president forums (Xu, 2012). 
Although educational exchange used to be fragmentized and seen as a spin-off of the 
SCO, it has gradually been formalized and thus become an integral part of the SCO.
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The SCO has a significant impact on the internationalization of higher education in 
China, particularly for higher education institutions in Xinjiang, as will be discussed 
later in this chapter. 

The New Silk Road Economic Belt represents the Chinese government’s most 
recent initiative in regional cooperation. The concept of New Silk Road Economic 
Belt was officially proposed by the Chinese President Xi Jinping in his speech at 
Nazarbayev University mentioned at the beginning of this chapter. The conceptual 
route runs from China through Central Asia and the Middle East to Western Europe 
(Tiezzi, 2014). Xi calls for closer cooperation in policy, infrastructure, trade, currency 
and culture along this enormous region (Xi, 2013). 

The New Silk Road Economic Belt is seen by some critics as the projection of 
China’s economic ambitions in Asia and Europe. The vast area spanning through 
two continents seems too large and diverse to be one coherent region. The working 
concept has yet to produce a concrete road map towards regionalization. Nevertheless, 
it has already been argued that through the economic partnerships, China hopes to 
gain closer cultural and political relationships with individual countries or regions 
along the New Silk Road (Tiezzi, 2014). 

Although a road map of the New Silk Road is still under construction, Xi clearly 
articulated regional higher education partnership in the same speech, cited in the 
beginning of this chapter. The ten-year plan to provide 30,000 scholarships for 
students from the SCO member countries to study at Chinese universities, and to 
invite 10,000 teachers and students from the region’s Confucius Institutes to partic-
ipate in training programmes in China, have certainly demonstrated China’s ambi-
tion to train graduates of the region. As Kazakhstan is a principal member of the 
SCO and occupies strategic location along the New Silk Road Economic Belt, this 
scheme of higher education partnerships can be interpreted as an important step 
towards forging closer Sino-Kazakhstani relationships, as well as an initial attempt 
to develop Sino-Silk Road cooperation. The role of higher education cooperation to 
facilitate cross-border cooperation in other areas is pronounced under the New Silk 
Road. 

Case Studies of Sino-Kazakhstan Higher Education 
Cooperation 

University of Shanghai Cooperation Organization 

As mentioned earlier before, the SCO has created an important platform for China– 
Kazakhstan higher education cooperation. A significant progress within the SCO 
regarding educational cooperation is the establishment of the University of Shanghai 
Cooperation Organization (SCO University). Its foundation can be traced back to 
2007 when Russia proposed to establish the University of Shanghai Cooperation 
Organization. The proposal was supported by the member states and the university
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was subsequently formed within the framework of the SCO in 2010. It emerged as 
a pilot project to create a network of already existing universities in SCO member 
states as well as in observer states, which would train specialists in designated areas, 
including regional studies, ecology, information technology, energy and nanotech-
nology (Shanghai Cooperation Organization, 2010). Recently, the areas have been 
expanded to include education and economics, and the levels of programmes have 
also been expanded from postgraduate only to include undergraduate (Xu, 2012). 

The university takes the form of a network of participating higher education 
institutions from member countries. The participating institutes develop joint under-
graduate and postgraduate degree programmes in the designated areas; provide 
professional training courses; engage in collaborative research; and as well as host 
academic conferences (University of Shanghai Cooperation Organization, 2022a). 
One distinct feature of the SCO University lies in its language of instruction. The 
SCO programmes are delivered in Chinese or Russian, or the official language of the 
country where the institute is located, while English can be used upon negotiation 
(University of Shanghai Cooperation Organization, 2022b). 

China has been increasingly active in promoting the SCO University. In order 
to support its development, China’s Ministry of Education has established a coor-
dination office for this virtual university, and all incoming students enrolled in the 
SCO University programmes in China receive Chinese Government Scholarships 
(University of Shanghai Cooperation Organization, 2022c). To date, 73 higher educa-
tion institutions from the SCO member countries have joined the SCO University. 
It aims to bringing regional cooperation and integration in the field of higher educa-
tion among the SCO member states, developing internationally recognized degree 
programmes and accreditation systems and integrating with the Bologna Process 
(University of Shanghai Cooperation Organization, 2022c). 

Confucius Institute 

Confucius Institute is another major channel of China–Kazakhstan higher education 
cooperation through language training as well as awarding scholarships to study in 
China. Due to its influence in exporting Chinese culture and values, Confucius Insti-
tutes have been seen as China’s most systematically planned soft power policy (Yang, 
2010, p. 235). They also represent an important form of higher education coopera-
tion, since the institutes, most physically located on university campuses, are usually 
created through a partnership between two academic institutions, one foreign and 
one Chinese, with the start-up funding from Hanban in Beijing (Paradise, 2009, 
p. 651). The Confucius Institute can be seen at one level as an attempt to increase 
Chinese language learning and an appreciation of Chinese culture, but at another 
level, it is part of a broader soft power projection in which China is attempting to 
win hearts and minds for political purposes (ibid, Paradise, 2009, p. 648–649). Xi’s 
speech on allocating scholarships to students and teachers from the Confucius Insti-
tutes in the region precisely captures the unique role of these institutes. Apart from
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language training, Confucius Institutes also provide “Confucius Institute Scholar-
ships” to “students, scholars and Chinese language teachers of other countries for 
pursuing a study in relevant universities in China” (Confucius Institute Scholarship, 
2016). 

There are four Confucius Institutes in Kazakhstan, located in four different cities 
(Almaty, Astana, Aktobe and Karaganda). These institutes are jointly run with four 
Chinese universities located in central and Western China (Xi’an, Lanzhou, Urumqi 
and Shihezi), among which two are universities in Xinjiang. The partnerships echoes 
the priorities of developing Western China through higher education cooperation with 
Central Asia, while Xinjiang has a unique role within this national policy. 

Student Mobility 

The Chinese Government Scholarships are another major effort to recruit students 
from Kazakhstan to study in China. Academics in China have argued that attracting 
Central Asian students to study in China is regarded as “beneficial to China’s opening 
to Central Asia and the stability at the Chinese Western border” (Aizimaytil & Wu, 
2011, p. 106). An increasing number of Central Asian students are studying in China. 
In 2013, more than 20,000 students from Central Asia studied in China, among 
whom about 2,200 were sponsored by Chinese Government Scholarships (China 
Radio International Online, 2014). Kazakhstan has played a leading role in sending 
students to China. In 2001, there were only 109 Kazakhstani students in China (China 
Association for International Education, 2001) and the number remained under 500 in 
2004 (China Association for International Education, 2004). Since 2005, the number 
of Kazakhstani students has continuously increased and reached almost 10,000 in 
2014 (Le, 2014), making Kazakhstan the eighth sending country to China (China 
Association for International Education, 2016). Currently, there are about 13,000 
Kazakhstani students studying in China, while there are only around 1,000 Chinese 
students in Kazakhstan, the majority being among who are ethnic Kazakh. This 
imbalanced student mobility between Kazakhstan and China is said to reflect the 
poor quality of Kazakhstani higher education, the cost of living and the corruption in 
the system. It deserves more attention so as not to cause a “brain drain” in Kazakhstan 
(Kanafin, 2014). 

Xinjiang as the “Quiet Achiever” 

Since the independence of the Central Asia republics, Xinjiang has become “a spring-
board to strengthen Chinese presence in Central Asia and an area with favourable 
conditions for major investments” (Khodzhaev, 2009, p. 14). As early as the 1990s, 
research has suggested that economic cooperation with Central Asian republics 
“could aid the development of Xinjiang and adjacent provinces that have been low
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priorities in China’s economic planning” (Walsh, 1993, p. 274). Similarly, educa-
tional cooperation between China and Kazakhstan is expected to assist the devel-
opment of the higher education institutions in the Western region of China (Luo & 
Cai, 2010; Wang & Xue, 2006). This is particularly important when China has been 
looking for strategies to develop the Western part of the country, including among 
which, Xinjiang Uyghur Autonomous Region, bordering Kazakhstan. In addition, 
educational cooperation forms an important channel to connect China to Central 
Asia and thus plays a vital role in maintaining stability of China’s Western border. 

China’s 14th Five-Year Plan of Education Development (2021–2025) specifically 
makes it a priority to support the international cooperation of higher education insti-
tutions in the border regions as well as to recruit more students from neighbouring 
countries (The Ministry of Education of the People’s Republic of China, 2021). 
Xinjiang is a region that can benefit from this policy through closer higher education 
cooperation with Kazakhstan. It shares not only a 1,700 km border with Kazakhstan, 
but also “ethnic, linguist and cultural similarities, and therefore, students from the 
neighbouring areas can quickly adapt to the new environment” (Mei & Li, 2012, 
p. 61–62). In addition, well-developed infrastructure, low living costs and tuitions 
fees, increasing quality of higher education programmes in Xinjiang, as well as the 
prospect of a prestigious occupation and the higher salaries in Chinese and joint 
venture companies are also appealing to Kazakhstani students (Aizimaytil & Wu, 
2011, p. 105; Mei & Li, 2012; Sadovskaya, 2013). In fact, a survey conducted in 
Almaty in 2012 reveals that ethic Kazakh respondents show a growing interest in 
Chinese education and/or specialization (Sadovskaya, 2013). 

In fact, Xinjiang has actively sought cooperation with Central Asia countries, as 
a measure to internationalize and develop its higher education institutions (Wang & 
Xue, 2006). The number of international students in Xinjiang started to increase after 
the SCO was founded, and the majority of international students in this autonomous 
region are from SCO member countries (Guo, 2012, p. 42). Statistics reveal that more 
than 90% of international students are from Central Asia (Zhang, 2012, p. 70),most of  
whom are from Kazakhstan and Kirgizstan (Aizimaytil & Wu, 2011, p. 106). Since 
2008, 100 one hundred Chinese Government Scholarships have been specifically 
allocated to Xinjiang annually (Guo, 2012, p. 44) to attract international students. 
Xinjiang’s direction of internationalization of higher education looks towards its 
Western neighbours, with Central Asia as its focus (ibid Guo, 2012, p. 44). This 
direction of development is explicitly stated in its educational policy, including the 
Mid- and Long-Term Educational Reform and Development Plan of Xinjiang Uygur 
Autonomous Region 2010–2020. Moreover, attracting more students to study in 
Xinjiang is expected to benefit the local economy (ibid, Guo, 2012, p. 44). Xinjiang 
is in a disadvantageous position in recruiting students domestically. However, when it 
comes to recruiting foreign students from neighbouring countries, Xinjiang presents 
its regional advantage. 

Xinjiang’s active role in China–Kazakhstan educational exchange has been noted 
by Kazakhstani researcher Sadovskaya (2013), who writes noted that “the higher 
education institutions of the neighbouring Xinjiang Uyghur Autonomous Region are 
admitting more and more students from Kazakhstan and other countries of Central
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Asia” (Sadovskaya, 2013). In addition, the SCO has organized various events in 
Xinjiang. For example, in 2012, Xinjiang hosted the Youth Representatives of the 
SCO as well as the training of the officials in education authorities of the SCO 
member countries (Xu, 2012). 

With the increased opportunities through public and private funding, an on-going 
interest in studying in China, as well as China’s national plan to admit more Central 
Asian students, the trend of Kazakhstani students studying in Xinjiang is expected 
to continue growing. 

Conclusion 

Several features have emerged through a review of China–Kazakhstan higher educa-
tion cooperation in the past two decades. Firstly, cooperation between these two 
countries generally is extensively revolved around political and economic purposes. 
Regional security, border issues, energy supply and market expansion have been 
dominant in the discussion of China–Kazakhstan cooperation, while educational 
exchange appears to be serving the purposes of these areas. At policy level, this is 
reflected by educational policy shaped made to support the state policy in other 
areas. Secondly, the role of higher education in forging cross-border relations 
between China and other countries has again seen its importance. This approach 
has been studied extensively elsewhere, and the interactions between China and 
Kazakhstan have further emphasized its relevance in China’s internationalization 
strategy. Thirdly, regionalization of higher education has been active in the remote 
border region of Xinjiang. The Chinese government has certainly attached polit-
ical importance to it. However, this cross-border cooperation has also contributed to 
the higher education development of Xinjiang, making up for the disadvantages of 
funding and student recruitment that have hindered the growth of its higher education 
institutions. 

Political and economic initiatives have indeed propelled higher education coop-
eration between China and Kazakhstan, and it stands as a main characteristic of 
the regionalization of higher education between these two countries. However, one 
should not ignore the reality that these two countries also shares similarities in ethnic, 
religious, linguistic and cultural spheres. These connections have also been sustaining 
educational exchange and cooperation, but they are rarely studied. The current review 
of the higher education cooperation has inevitably been heavily influenced by “polit-
ical and economic realities” (Yang, 2014, p. 159). An in-depth empirical research, 
in particular, a “cultural perspective” (ibid, Yang, 2014, p. 159), into this area would 
likely add to our current understanding of internationalization and regionalization of 
China’s higher education.
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(SDGs) in Mainland China and the Hong 
Kong Special Administrative Region: 
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Development 
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Introduction—The Hong Kong Institute of Education 
for Sustainable Development (HIESD) 

HIESD was established in Hong Kong as an NGO under the Company Ordinance 
in 2003. It has been closely associated with the Chinese National Commission for 
UNESCO (UNESCO China) and the Chinese Federation of UNESCO Associations 
and Clubs in terms of advice received and participation in nationwide activities. 
HIESD has been regarded in Mainland China as one of the regional centers of 
UNESCO China. Since inception, it has adhered to the objective of developing 
programs and activities in education for sustainable development (ESD). In so doing, 
it extends ESD to encompass five key components, all of which serve the purpose of 
infusing ESD into programs and activities. These five components relate to educa-
tion, public administration, community services, public health and urban planning 
(HIESD, 2016). In 2010–15, HIESD was supported by UNESCO China to conduct
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exchanges and continuing professional development programs for teachers in Main-
land China. These programs focused on ESD, cultural heritage, and peace and global 
citizenship. Partnerships with tertiary institutions and NGOs targeted learners from 
schools, tertiary institutions, and the community. When the Hong Kong UNESCO 
Association was established in 2010, HIESD became its close partner and to some 
extent provided it with administrative services. From 2015, HIESD has widened its 
scope to work in step with UN initiatives endorsed by the Chinese government and 
has started to design and develop programs which relate to the UN 2030 agenda. It 
should be noted that HIESD received no financial support from the Hong Kong SAR 
Government. It has instituted an efficient IT platform which facilitates the dissem-
ination of program information and student enrollment. It can be said that HIESD 
has entered the second phase of development as an institution. 

This chapter aims to conduct a qualitative review of HIESD and assess its programs 
with a view to establishing the relevancy level of HIESD programs to the Thirteenth 
Five-Year Plan, the Decade of Education for Sustainable Development (DESD), 
ESD, and the UN Sustainable Development Goals (SDGs). 

Achieving Education for Sustainable Development and UN 
Sustainable Development Goals 

The United Nations and UNESCO have taken great pains to design a global roadmap 
for sustainable development to meet challenges in the twenty-first century. UNESCO 
set objectives to foster the Decade of Education for Sustainable Development (DESD) 
for 2005–14. In 2015, the UN promulgated a landmark resolution that led to the 
confirmation of 17 Sustainable Development Goals (SDGs). These goals have been 
considered to be progression on the UN Millennium Development Goals (MDGs). 
Since the launching of SDGs, countries have taken them to heart and have started 
to design and develop sustainable development projects in accordance with targets 
and indicators set by the UN. Developing and developed countries have their own 
orientations in implementing the goals. President Xi Jinping announced China’s 
support for SDGs during his speech at the UN General Assembly on April 21, 
2016. To demonstrate China’s resolve, he confirmed the significance of SDGs in the 
country’s implementation of the Thirteenth Five-Year Plan (Xi, 2016). It is in this 
context that this chapter undertakes investigations into the development of the Hong 
Kong Institute of Education for Sustainable Development (HIESD) and programs it 
has been offering or plans to offer in the near future. These programs are designed 
mainly for university-level learners, schools, enterprises, professional organizations, 
and the community. Learners are from Mainland China and the Hong Kong Special 
Administrative Region. In designing programs, HIESD aims to achieve some of the 
goals of DESD and the objectives of MDGs and SDGs. Objectives of SDGs constitute 
the latest guide for programs that have either been recently launched or are being
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designed. It stands to reason that the capacity of HIESD limits the scope and intensity 
of program design and implementation. 

In 2005–14, HIESD programs were guided by the objectives of DESD and MDGs. 
In particular, education for sustainable development (ESD) constitutes the backbone 
of experiential learning and other learning experience (OLE) programs for schools 
and the community. The number of hours undertaken by students involved in HIESD 
activities is accepted to qualify for OLE requirements in the New Senior Secondary 
Curriculum. In Mainland China, HIESD offers teacher training and ESD programs 
for regional centers of UNESCO China. These programs follow closely the five 
objectives of DESD. They are (1) promoting and improving quality education, (2) 
reorienting educational programs, (3) building public understanding and awareness, 
and (4) providing practical training (UN, 2015). They are also built on the vision 
that takes into account the creation of public awareness and wide coverage by the 
media. Challenges in the implementation of ESD include the need to go beyond 
environmental education to establishing partnerships and creating synergies. Indeed, 
HIESD’s experience in developing ESD learning programs reveals that environ-
mental education tends to be the major component when schools compose reports, 
and when students do assignments and fieldwork. Nevertheless, HIESD does its 
best to guide schools and students to understand the importance of maintaining a 
balance of the three key components of the environment, society, and economy. 
For the design and development of the curriculum, it is especially important for 
schools to integrate the three components in a balanced manner. A good prac-
tice model that HIESD follows comes from the UK. The UK’S Quality Assurance 
Agency for higher education, which monitors standards and quality in UK higher 
education, provides a graduate outcomes framework for the assessment of learning 
outcomes of students. The framework requires teachers to establish links between 
global citizenship, environmental stewardship, social justice, and ethics and well-
being, all of which are derived from the three components of environment, society, 
and economy (UK National Commission to UNESCO, 2013). Another study on the 
relationship between education and sustainable development argued that there were 
two complementary approaches, namely, ESD1 and ESD2. ESD1 promoted skilled 
behaviors and ways of thinking that were useful in the short term. ESD2 promoted the 
building of capacity for students to undergo a critical thinking process and explore 
the dilemmas and contradictions in sustainable living (Vare & Scott, 2007). Critical 
thinking is an intellectually disciplined process of activity which skillfully concep-
tualizes, applies, analyzes, synthesizes, or evaluates information gathered from, or 
generated by, observation, experience, reflection, and reasoning. 

In addition to DESD, the promulgation of the MDGs by the UN provided a guide 
to HIESD in its development. The eight MDGs range from eradicating poverty, to 
stopping diseases such as HIV/AIDs, and to providing primary education for all 
(UNDP, 2015). MDGs also contributed to promoting global awareness, political 
accountability, improved metrics, social feedback, and public pressures. Bill Gates 
hailed MDGs as a type of global report card (Sachs, 2012). MDG 7 on ensuring 
environmental sustainability is of particular relevance to Mainland China and Hong 
Kong. In Mainland China, development of environmental education has been under
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the supervision of the Ministry of Environmental Protection Policy. The Center for 
Environmental Education and Communications under the Ministry spelled out the 
aims of environmental education, which included disseminating scientific knowl-
edge, raising public awareness, advocating environmentally friendly behaviors, and 
encouraging and supporting public participation. It is responsible for planning, 
providing training, and fostering international exchange at the national level (China 
Environmental Education Center, 2016). One of the major projects of the center is 
the China Business, Environment, Learning, and Leadership (BELL) project, which 
aims to integrate components of environmental education in MBA courses for the 
benefit of future fund managers. In 2015, the project sponsored forums with a view 
to nurturing talents in innovative leadership, fostering start-up businesses in sustain-
able development, and promoting responsible environmental development (Center 
for Environmental Education & Communications, 2015). 

In Australia and Denmark, a study on integrating ESD in two engineering insti-
tutions developed a conceptual framework that provided an overview of educational 
activities and resources, and case studies. From their work, the authors claimed that 
the conceptual framework and case studies provided a platform for change in ESD 
development. The aim of the two institutions on green engineering spearheaded activ-
ities in support of green institutions (Holgaard et al., 2016). Similarly, some headway 
has been made in encouraging schools to gain green school status at the system level 
in Hong Kong. An HIESD project launched in 2006 in the form of granting schools 
Experimental and Exemplary School status attracted schools to take part in ESD 
development. HIESD was authorized by the UNESCO China National Commission 
to grant Experimental/Exemplary School status to successful applicants. One of the 
major criteria was the ensuring of environmental sustainability, although the other 
two components on society and economy were relevant. 

The UN’s recommendation to adopt a set of Sustainable Development Goals 
(SDGs) originated in 2012 in a report that detailed post-2015 goals. SDGs at their 
planning stage were considered to be helpful in “moving the world to a sustain-
able trajectory” (Sachs, 2012). On September 10, 2014, the UN General Assembly 
adopted a resolution that paved the way for the incorporation of SDGs into the 
post-2015 development agenda. Sam Kutesa, the UN president, declared that the 
theme in 2014 was “Delivering on and implementing a Transformative Post-2015 
Development Agenda.” The resolution officially launched the SDGs for countries 
to implement sustainable development with renewed rigor (UN Water, 2014). The 
UN therefore set the 2030 agenda for sustainable development as an action plan for 
people, the planet, and prosperity. 

In June 2015, UNESCO’s annual meeting of National Commissions held in 
Shanghai confirmed the importance of SDGs, and the need for a significant shift 
in mindset for National Commissions to implement future plans of action (WFPA, 
2016). United Nations Development Programme (UNDP) considered that SGDs “go 
much further than the MGDs, addressing the root causes of poverty and the universal 
need for development that works for all people”. Broadly speaking, the 17 goals aim 
to end poverty, fight inequality and injustice, and tackle climate change by 2030. The 
17 goals, in short, focus on: no poverty; zero hunger; good health and well-being;
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quality education; gender equality; clean water and sanitation; affordable and clean 
energy; decent work and economic growth; industry, innovation, and infrastructure; 
reduced inequalities; sustainable cities and communities; responsible consumption 
and production; climate action; life below water; life on land; peace, justice, and 
strong institutions; and partnerships for the goals. In total, 169 targets are set for 
achieving the goals, with indicators specified for each goal. 

In January 2016, the Committee on Teaching About the United Nations (CTAUN) 
in the USA held its 17th Conference at the UN Headquarters. Panelists spoke on 
education, food and nutrition, poverty, gender, and politics of water and climate 
change. Ambassador Macharia Kamau, Permanent Representative of the Kenya 
Mission to the UN, made the point that “because of the disparity in resources and 
capacity between developing and developed countries, there was a need to make 
the goals aspirational, rather than mandatory” (CTAUN, 2016). In Goal 4: “ensure 
inclusive and equitable quality education and promote lifelong learning opportuni-
ties for all,” seven indicators are suggested, of which UNESCO is responsible for 
monitoring six. In terms of the level of education, the seventh indicator denotes “ter-
tiary enrollment rates for women and men.” Eleven indicators are also provided as 
complementary national indicators (UN, 2016). 

Two programs illustrating good practices were including in the CTAUN confer-
ence discussions on education. The first was a five-day Global Challenge program to 
develop students’ critical and creative thinking. Students were motivated and empow-
ered as they took charge of their own learning. The second example aimed to foster 
professional development for teachers in implementing virtual global exchanges. 
This claimed that 50,000 teachers and two million students were engaged daily in 
online and collaborative learning (CTAUN, 2016). In Goal 3: “ensure healthy lives 
and promote well-being for all at all ages,” two indicators are on the “probability of 
dying between exact ages 30 and 70” and “proportion of persons with a severe mental 
disorder who are using services.” Mental Health Innovation Network (2015) reported 
that FundaMentalSDG strongly supported these two indicators because of the high 
prevalence of mental ill health (one in four people experience mental illness, which is 
regarded as a global emergency; while the growing burden of these illnesses reduces 
lifespan by up to 20 years). The Common Ground program, a cross-industry initia-
tive, supported the SDG reports. In June 2016, planning began to schedule groups of 
corporations to collaborate in tackling issues concerning the SDGs from 2017. The 
Interpublic Group (IPG, 2016) would focus on Goal 6 on clean water and sanitation. In 
addressing the Common Ground program meeting, Secretary General Ban Ki-moon 
pointed to the 17th Goal on partnerships to urge competing and cross-sector compa-
nies to follow the example of Common Ground to collaborate (Interpublic Group, 
2016). In his address to the 2016 UN Global Compact Leaders’ Summit at UN head-
quarters, he called for a “holistic development model that will take climate impact 
and fragile ecosystems into account, and would benefit both people and the planet.” 
He said that the Paris Agreement on Climate Change and SDGs in 2015 provided 
the private sector with opportunities to create clean energy, climate-resilient, and 
sustainable economies.
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In response to President Xi Jinping’s speech made to the UN General Assembly, 
the Fourth Plenary Session of the Chinese National People’s Congress approved 
in March 2016 the “Outline Plan of the Thirteenth Five-Year Plan” with a view 
to achieving the integration of the 2030 agenda for Sustainable Development into 
China’s middle and long-term development plans (Ministry of Foreign Affairs of 
the People’s Republic of China, 2019). President Xi pledged to mobilize all forces 
to create the appropriate environment and meet the standards set by SDGs. These 
pledges include strengthening the coordination of cross-sector policies, introducing 
improvements to relevant regulations and legislations, and ensuring the efficiency of 
43 relevant government departments. The president cited an example of a specific 
target to enable 55.75 million people in rural areas to live above the poverty line 
within five years. As regards the development of HIESD, it has likewise broadened 
its scope and perspectives in order to embrace the SDGs. It has started to design 
and develop programs that could emulate some of the targets relating to some of 
the goals, taking into account constraints and capacity in Hong Kong and Mainland 
China. In 2015–16, programs launched or being designed relate to quality education, 
mental health, industry and innovation, and peace. 

Qualitative Review of HIESD and Its Programs 

Since its establishment in 2003, HIESD has focused its work on fostering education 
for Sustainable Development and targets schools in Hong Kong and branches of 
UNESCO China at the provincial level. In the past five years, HIESD has increased 
its program offerings to include programs in partnership with overseas professional 
bodies. The authors of this chapter, who have varying degrees of relationship with 
UNESCO Hong Kong, have taken on the task to review HIESD and its programs as 
they are of the view that the promulgation of UN Agenda 2030 and its 17 SDGs has 
provided incentives for HIESD to scale new heights. 

The aims of the study are (1) conduct a qualitative review of the HIESD and its 
programs; and (2) establish the relevancy level of HIESD programs to the Thirteenth 
Five-Year Plan, Decade of Education for Sustainable Development (DESD), and UN 
Sustainable Development Goals (SDGs). 

Data Collection 

Qualitative data collected for the institutional and program reviews comprised docu-
ments, reports, curricula and websites, and records of 55 interviews with Mainland 
and Hong Kong stakeholders and partners, HIESD senior management, and Mainland 
officials. 

Qualitative data collected for the program review and for the relevancy of HIESD 
programs to the three development plans from China, UNESCO and the UN comprise
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Fig. 4.1 Analytical framework 

mainly (1) content of individual programs, and (2) reports relating to China’s Thir-
teenth Five-Year Plan, Decade of Education for Sustainable Development and the 
UN Sustainable Development Goals. Under (1), the content of six programs was 
collected. Under (2), the goals in the three development reports were identified. 

Data Analysis 

In the Institutional Review (Fig. 4.1), a qualitative method was used. Relevant infor-
mation collected was organized into meaningful text units. Content analysis took 
place when text units that have similar meanings were grouped into categories. An 
analytical framework was organized on the basis of the results derived from the 
content analysis. 

Institutional Review Findings 

The 11 themes in the Analytical Framework serve two purposes, namely conducting 
an institutional review of HIESD and reviewing the institution’s programs. On insti-
tutional review, all 11 themes are relevant although they vary in levels of relevancy
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and influence. Of direct relevance is the first group of four themes on Organiza-
tional Strength and Weakness; Paradigm and Policy; Partners; and Way Forward, 
in descending order of importance. A second group of themes is external to the 
institution but is able to inspire and advise on development. They involve UNESCO 
China, the UN SDGs and DESD in descending order of importance. The third group 
comprises the single theme on program design and development and represents the 
institution’s product line. The fourth group of themes, on business model with part-
ners, marketing and implementation, in descending order of importance, represents 
the institution’s execution processes. 

In the first group of themes, HIESD’s strategy to target different sectors seems to 
have maintained a steady course in terms of program development. Its strength has 
been built on programs related to the school sector and teacher training. Following 
China’s support of the 2030 agenda for Sustainable Development and President 
Xi’s intention to implement the SDGs in China’s Thirteenth Five-Year Plan, HIESD 
has reinvigorated its efforts to develop programs targeting universities, enterprises, 
professional bodies, and the public sector. Worth mentioning is its ability to construct 
a powerful IT platform for marketing and administration. The major weakness of the 
institution is that it operates on a self-financing basis. Budgeting is a perennial issue 
as it relies on financial support and sponsorship. Annual income projections are diffi-
cult to make. Policy for institutional development comes in the form of advice and 
inspiration from UNESCO and UNESCO China, and from international organiza-
tions like the UN. Policy support is evident in HIESD’s participation in seminars, 
international conferences and exchanges under UNESCO China’s auspices. Partner-
ships between Mainland and Hong Kong organizations benefit the institution in two 
ways. First, they provide sponsorship either in kind or in financial support. Second, 
they lighten the load in project design and development. It has to be said that opportu-
nities for financial sponsorships are greater from Mainland partners, especially from 
those connected with government agencies. 

In the second group of themes, UNESCO China plays the role of advising on 
governance, supporting program development, and facilitating networking with inter-
national organizations. UN SDGs set targets and indicators for program develop-
ment, whereas DESD constitutes the fundamental direction for academic planning. 
The third group comprising the single theme on program design and development 
provides revenue for the institution, the success of which often depends on funding, 
enrollment, and input from partners. The fourth group of themes relates to the oper-
ational process. Like any other self-financing institution, its business model has to 
be flexible and sustainable. Pump-priming stands out as the preferred model but 
requires sponsorship support from willing investors. The break-even model forms 
the basis of any self-financing activities. Market intelligence and strategy require an 
excellent database of contacts and networks. The recently constructed IT platform 
would contribute to improvements, whereas networking with Mainland organizations 
remains an area for development. As regards success stories under the Implemen-
tation theme, the Peace Project (2012–16) targeting the community and schools 
has been considered to be a great success by peers as well as the public. A major
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contributing factor to the success is strong support from the Hong Kong government 
agencies, charitable organizations, and the diplomatic corps. 

Program Review 

This program review aims to investigate the level of relevancy of individual programs 
to four criteria, which are category, ownership, structure, and quality assurance. 
Category relates to intended targets and focus of learning. Ownership refers to HIESD 
and partners. Structure refers to positioning. Quality assurance refers to methods of 
evaluation. 

Tables 4.1, 4.2, 4.3 and 4.4 on program categories, ownership, structure, and 
quality assurance provide an overview of program design and development as well 
as changes that have taken place since 2011 in terms of market demand, academic 
level, quality, and sources of support. Table 4.1, on categories, reveals the following: 
(1) all programs are relevant to ESD and the recently introduced SDGs are respon-
sible for the success of new programs in creativity, management accounting, and 
management consulting. This is because the programs have been designed on the 
basis of contents set in Goal 8 on Decent Work and Economic Growth and Goal 9 
on Industry, Innovation, and Infrastructure; (2) five out of eight programs on Inno-
vation are either recently developed or being designed in response to SDGs. These 
include “University Students’ Creativity Study Display,” two courses on manage-
ment accounting and one on management consulting; and (3) in terms of education 
level, school-level courses account for five programs, whereas 10 university-level 
programs indicate a growing demand for higher-level courses. Nine programs on 
lifelong learning, eight on community, and six on enterprise reflect the need for 
community service, continuing professional education, and industrial support; (4) 
four programs on teacher training demonstrate special needs in the Mainland and 
Hong Kong for continuing professional development in the school sector; (5) three 
programs on research reflect HIESD’s ability to seek high profile funded projects.

Table 4.2, on ownership, reveals the following: (1) the ability to seek university 
partners who help design programs and source students from their institutions; (2) 
five partners from enterprise reflect employees’ need for continuing professional 
development; (5) five partners from professional bodies offer high-level professional 
training for those who need it, and three programs on management accounting and 
consulting will train Mainland practitioners; (6) out of the four programs which have 
government agencies as partners, two received funding support. The Smart Health 
School project has been funded by a Mainland education authority, whereas the Peace 
Project received financial support from a Hong Kong public agency. 

Table 4.3, on Structure, reveals the following: (1) 10 out of 12 programs award 
certificates, five of which offer students opportunities to obtain an additional certifi-
cate from HIESD’s partners; (2) six programs offer students opportunities to seek 
credit awards if they so wish, (3) five programs serve as feeders to higher level 
courses offered by either partners or other institutions; (4) in terms of the duration
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Table 4.3 Overview of HIESD programs (structure) 

Single 
certificate 

Twin 
certificate 

Credit 
bearing 

Feeder to 
higher/ 
professional 
award 

Short 
(up to 
50 h) 

Long 
(160 h 
up) 

Face 
to 
face 

On-line 

Quality 
Education for 
UNESCO 
China Centers 

Yes No No No Yes No Yes No 

Peace and 
Sustainable 
Development 

No No No No Yes No Yes No 

Innovative 
Teaching for 
Health 
Schools 

Yes No No No Yes No Yes No 

Smart Health 
Schools 

No No No No No Yes Yes No 

ESD Learning 
Program for 
Schools 

Yes No No No No Yes Yes No 

Lifelong 
Learning 
Project for 
Qualifications 
Framework 
Validation 

Yes No Yes Yes No Yes Yes Yes 

US CMA Yes Yes Yes Yes No Yes Yes Yes 

Sustainable 
Development 
Planner 

Yes Yes Yes No No Yes Yes Yes 

Australian 
CMA 

Yes Yes Yes Yes No Yes Yes Yes 

University 
Students’ 
Creativity 
Display 

Yes No No No Yes No Yes No 

Information 
Security and 
Sustainable 
Development 

Yes Yes Yes Yes No Yes Yes Yes 

Institute of 
Management 
Consultants 
(CMC) 

Yes Yes Yes Yes No Yes Yes No
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Table 4.4 Overview of HIESD programs (QA & evaluation) 

A. Quality 
assurance (peer 
review) 

B. Evaluation 
(experts) 

C. Evaluation 
(students) 

C. Evaluation 
(funding body) 

Quality Education 
for UNESCO China 
Centers 

Yes Yes Yes Yes 

Peace and 
Sustainable 
Development 

Yes Yes No Yes 

Innovative Teaching 
for Health Schools 

Yes Yes No No 

Smart Health 
Schools 

Yes Yes No Yes 

ESD Learning 
Program for 
Schools 

Yes Yes No No 

Lifelong Learning 
Project for 
Qualifications 
Framework 
Validation 

Yes Yes No Yes 

US CMA Yes Yes Yes No 

Sustainable 
Development 
Planner 

Yes Yes No No 

Australian CMA Yes Yes Yes No 

University 
Students’ Creativity 
Display 

Yes Yes Yes No 

Information 
Security and 
Sustainable 
Development 

Yes Yes No No 

Institute of 
Management 
Consultants (CMC) 

Yes Yes Yes No

of programs, eight require at least 160 learning hours. Four short programs require 
up to 50 learning hours; (5) all programs are delivered in the face-to-face mode, and 
four offer students the option of choosing online learning. 

Table 4.4 reveals the following: (1) all programs are peer-reviewed and eval-
uated by experts; (2) five out of 11 programs are evaluated by students; (3) four 
funded programs have been evaluated by the funding agency. In terms of categories 
of programs, two distinctive developments are that (a) four out of eight programs 
focusing on Innovation are recent developments, reflecting the ability to adapt to
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change brought about by the introduction of the UN SDGs, and (b) 10 out of 12 
programs are at university level. In terms of ownership, 10 out of 12 programs 
have universities or colleges as their partners. Worthy of note is that out of four 
programs having government agencies as partners, two have been awarded funding 
from these agencies, suggesting that HIESD should actively seek funded projects 
from government agencies. As regards program structure, the way forward points 
to offering certificated programs that have a minimum of 160 contact hours, which 
have great potential to attract a large pool of learners from the business, education, 
and professional sectors. 

Relevancy of HIESD Programs to Thirteenth Five-Year Plan 
(13.5), Decade of Education for Sustainable Development 
(DESD), and UN Sustainable Development Goals (SDGs) 

See Table 4.5.

US Certified Management Accountants (CMA) 
and Australian Certified Management Accountants (CMA) 

HIESD works in partnership with US Certified Management Accountants and 
Australian Certified Management Accounts as their programs relate closely to Goal 
8 and Goal 9 of the SDGs. The level of relevancy of the two programs to 13.5 and 
SDGs is identical. This is due to their common aim to train professional management 
accountants. Both programs achieve (a) high relevancy level in three goals in 13.5 
in respect of Opening Up to the World, Upgrading and Education, and (b) high rele-
vancy level in two SDGs in respect of Quality Education and Economic Growth. High 
relevancy level achievement in (a) is due to the fact that they are offered worldwide 
and provide upgrading opportunities for management accountants. High relevancy 
level achievement in (b) is due to the fact that they are high-quality training programs 
fostering economic growth. The level of relevancy of the two programs to DESD is 
identical, given that both cater for management accountants. Both achieve high rele-
vancy because the programs target professionals who are school leavers who have 
acquired work experience. 

Certified Management Consultants (CMC) 

The program is relevant to seven out of 20 goals in 13.5, four out of five goals in 
DESD, and five out of 17 goals in SDGs. Compared with USCMA and Australian
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Table 4.5 HIESD program relevancy to 13.5, DESD and UN SDGs 

Programmes Evaluation 

Programme relevance to 
13.5 and rationale 

Programme relevance 
to DESD and rationale 

Programme relevance to 
UN 17 SDGs and 
rationale 

Peace and 
Sustainable 
Development 

Health (L), education (L) Social capital growth 
(H), extending basic 
education (H) 

Gender equality (M), 
reduce inequalities (H), 
communities (M), peace, 
justice, and strong 
institutions (H) 

Smart Health 
Schools 

Health (H), innovation 
(M), big data (H), 
education (H) 

Social capital growth 
(M), extending basic 
education (H) 

Good health and 
well-being (H), quality 
education (H) 

ESD Learning 
Program for 
Schools 

Economic growth (M), 
opening up to the world 
(L), green development 
and environment (H), 
driving innovation (M), 
education (H), a cleaner 
China (H) 

Environment (H), 
social capital growth 
(M), economy (M), 
extending basic 
education (H), other 
learning experience 
incorporating ESD into 
curriculum (M) 

Quality education (H), 
clean water and 
sanitation (H), affordable 
and clean energy (H), 
decent work and 
economic growth (M), 
communities (H), life 
below water (M), life on 
land (M), peace, justice 
and strong institutions 
(M) 

USCMA Economic growth (H), 
foreign investment (M), 
opening up to the world 
(M), domestic industrial 
upgrading (M), 
entrepreneurism and 
SOEs (M), education (H) 

Social capital growth 
(L), economy (M), 
extending basic 
education (H), 
incorporating ESD into 
curriculum (M) 

Quality education (M), 
decent work and 
economic growth (M) 

Australian 
CMA 

Economic growth (H), 
foreign investment (M), 
opening up to the world 
(M), domestic industrial 
upgrading (M), 
entrepreneurism and 
SOEs (M), education (H) 

Social capital growth 
(L), economy (M), 
extending basic 
education (H), 
incorporating ESD into 
curriculum (L) 

Quality education (M), 
decent work and 
economic growth (M) 

Institute of 
Management 
Consultants 
(CMC) 

Economic growth (M), 
foreign investment (M), 
opening up to the world 
(H), domestic industrial 
upgrading (H), 
innovation (H), 
education (H) 

Social capital growth 
(L), economy (H), 
extending basic 
education (H), 
incorporating ESD into 
curriculum (H) 

Quality education (M), 
decent work and 
economic growth (H) 

Key (L) = Low; (M) = Middle; (H) = High
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CMA, CMC achieves high relevancy level in four goals in 13.5, whereas the other two 
achieve high relevancy level in three goals. The fourth goal is Innovation Drive. CMC, 
USCMA, and Australian CMA all achieve two high relevancy levels in SDGs. CMC 
achieves three high relevancy levels in goals on Economy, Professional Education 
beyond School Age, and Incorporating ESD into Curriculum in DESD. 

ESD Learning Program for Schools 

The program is relevant to six out of 20 goals in 13.5, five out of seven goals in 
DESD, and eight out of 17 goals in SDGs. This is due to the fact that SDGs have 
been designed to enhance the DESD goals to meet the needs of the contemporary 
world in sustainable development. It also demonstrates that the design of the ESD 
Program reflects broad coverage of the three key components of environment, society, 
and economy. The program achieves (a) high relevancy level in three goals in 13.5, 
(b) high relevancy level in two goals in DESD, and (c) high relevancy level in four 
SDGs. Achievement in (a) is due to the influence of the Twelfth Five-Year Plan on 
the design of HIESD programs. Achievement in (b) and (c) is due to the emphasis 
on sustainable development and the focus of ESD program activities being on the 
environment. In (c), the high relevancy level in three SDGs is all on the environment. 

Peace and Sustainable Development 

The program is relevant to two out of 20 goals in 13.5, two out five goals in DESD, 
and four out of 17 goals in SDGs. It achieves no high or middle relevancy level 
goals in 13.5; two high relevancy level goals in Human and Social Capital Growth 
and Extending Basic Education in DESD; and two high relevancy levels in goals 
on Reduce Inequality and Peace, Justice and Strong Institutions in SDGs. Worthy 
of note is the program’s deliverables which relate closely to peace, social capital 
growth, and lifelong learning. 

Smart Health School 

The program is relevant to four out of 20 goals in 13.5, two out of five goals in 
DESD, and two out of 17 goals in SDGs. It achieves three high relevancy levels in 
goals on health, big data technology, and education in 13.5, one high relevancy level 
in the goal on extension of basic education in DESD, and two high relevancy levels 
in goals on good health and well-being and quality education in SDGs. Worthy of 
note is the program’s achievement in health and wellness and application of big data
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technology. This is because it is a research project on mental and physical health 
education in Chinese schools in Beijing (Lee et al., 2016). 

Discussion and Conclusion 

Institutional Enhancement and Partnership 

In reviewing the Hong Kong Institute of Education for Sustainable Development 
(HIESD), this study finds that as a self-financing organization, it is exposed to risks 
that are common to all NGOs in Hong Kong. For sustainable development, the insti-
tution should conduct a review of its governance structure and establish well-defined 
decision-making mechanisms. Strengths in organizational capacity and in partner-
ships with different sectors in Hong Kong and the Mainland have provided the foun-
dation for program design and development. The recently constructed IT platform 
that caters to organizational enhancements, program design and development, and 
marketing reflects a good beginning for HIESD’s second phase of development. In 
this phase, it aims to align itself with the goals set by the Thirteenth Five-Year Plan and 
the UN Sustainable Goals. The former in particular provides a focus for its program 
and project development that targets the Mainland China market. Nevertheless, insuf-
ficient funding will continue to pose challenges that require meticulous planning. 
This is because education reforms in recent years have been hampered by inade-
quate funding. While rising standards of living have increased demand for quality 
education, a serious shortage of teachers has stood in the way of expanding education 
and introducing curriculum reforms (Savelyeva, 2022; Dello-Iacovo, 2009). Quality 
programs offered or to be offered by HIESD should be able to meet learners’ needs, 
except that it is likely to take extensive time to achieve concrete results. Another 
means of enhancing institutional strength is to secure funded projects according to 
the needs of the community. These projects could be in partnership with other NGOs 
and target major charitable organizations such as the Hong Kong Jockey Club, major 
Mainland China foundations, and international corporations. There are indeed exam-
ples of universities in the USA that nurture social entrepreneurs whose main busi-
ness is fostering corporate social responsibility and convincing corporations to make 
contributions to the society, including committing themselves to charity efforts based 
on the core competencies of the corporation (Tsai, 2013). 

In terms of strengthening HIESD’s link with UNESCO-related organizations in 
the region, there is a need to enhance its exposure by participation in international 
and Asia–Pacific forums that drive the UN agenda 2030, and by liaising closely with 
UNESCO’s Asia–Pacific regional office in Bangkok. The latter has been actively 
promoting sustainable development projects according to the targets and indicators 
set by the UN SDGs (UNESCO—Bangkok Office, 2016). As regards senior manage-
ment, who are all volunteers, one specific action to be taken is to recruit more 
volunteers to take up specific responsibilities such as drafting project proposals,
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seeking funding, and designing sustainable development programs according to 
market demand. One effective way of achieving this is that members of existing 
committees on education, culture, and healthcare management should be encour-
aged to contribute more of their time to achieve the common goal of sustainable 
development in education. Nevertheless, committee members who are all volunteers 
may not have as much time devoted to the cause as one would wish. 

Generating Synergy in China 

In terms of support from UNESCO-related organizations, UNESCO China stands out 
as the single most important organization that has helped generate synergy between 
HIESD and its partners in Mainland China. Under the leadership of its chairman 
Professor Tao Xiping, UNESCO China has connected the institution with relevant 
Mainland education agencies for the purpose of developing projects relating to health 
education and the three key components of sustainable development. HIESD is 
regarded as a regional center of UNESCO China. Professor Tao advised HIESD 
that all programs should be anchored on the UN 2030 agenda, and that program 
modifications should be made in order to achieve alignment with the SDGs. He also 
advised that programs should as far as possible articulate to the curriculum of leading 
universities in China (Tao, 2016). A program titled “Quality Education for UNESCO 
China Regional Centers” is an example of synergy generated as a result of support 
from UNESCO China. In the program, HIESD plays the role of facilitator in training 
teachers on the implementation of courses on sustainable development in schools. 
Projects of this nature would normally be associated with funding support. With the 
implementation of the Thirteenth Five-Year Plan, opportunities for HIESD to initiate 
programs with Mainland partners abound. To attract foreign investments, an open 
and inclusive environment is a pre-requisite. The Chinese government delineates ICT 
to be the highest priority sector of development in the Thirteenth Five-Year Plan. 
Projects to be launched include education modernization megaprojects on education 
informatization for schools, and distance learning and online education (Kennedy & 
Johnson, 2016). HIESD should seek opportunities in Mainland China to participate 
in projects relating to the informatization of school education. 

Innovation and Change 

UNESCO’s enunciations of education for sustainable development have inspired 
HIESD program development in a significant way. The recent UN delineation of the 
17 SDGs, their targets and indicators, as well as China’s Thirteenth Five-Year Plan, 
have caused a paradigm shift in HIESD’s program development. Such a shift is for 
the better as it may lead to more learning programs and sustainable development 
projects. Concrete examples of change are (a) the introduction of five new programs
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focusing on Goal 9 of the SDGs on “Build resilient infrastructure, promote sustain-
able industrialization and foster innovation,” (b) the ability to partner with universities 
in 10 programs, and (c) the ability to offer eight certificated programs that require 
a minimum of 160 contact hours, most of which are recent developments. There is 
no doubt that targeting programs on innovation is the way forward. The UN itself 
conducts a study of innovation practice as specified in Goal 9 to explore the moti-
vations of innovation in UN agencies. One of the key recommendations of the study 
is that the agencies should balance the dual innovation imperatives of organizational 
change and community support (Bloom & Faulkner, 2015). 

Operational Model for Educational Provisioning 

HIESD’s programs have been able to provide courses to different sectors of the 
community in Hong Kong and the Mainland. These sectors range from schools 
and tertiary institutions, to NGOs and government agencies. Demand for continuing 
professional development, good academic-oriented courses, and lifelong learning 
represents a wide spectrum of needs that providers must satisfy. The UN’s SDGs 
have provided new impetus to program development. In terms of program struc-
ture, award-bearing and credit accumulation courses continue to attract learners who 
aspire to seeking better qualifications. Online learning, as an addition to face-to-
face delivery, will enhance students’ learning experience. Recent partnerships with 
professional bodies have proven to be a success in providing prestigious courses for 
commerce and industry, whereas good outcomes in quality assurance will continue 
to attract funding. Tables 4.1, 4.2, 4.3 and 4.4 reveal the need for market segmenta-
tion within HIESD’s business model. First, modularized and certificated programs 
of 160 h or above duration tend to widen the network of subscribers and bring 
in more revenue. Second, research-based projects and consultancies tend to attract 
funding. Third, programs which target the school sector and relate specifically to ESD 
should be developed, and not necessarily on a full cost-recovery basis. Murphy and 
Johnson (2009) studied institutions, curriculum, and society in China and claimed 
that changes in approach to educational development would cause changes in institu-
tional arrangements and educational provisioning. These institutional arrangements 
included education financing, management, and teacher evaluation, all of which 
were central to quality education provision. Their study concluded that changes in 
China had affected how education was managed, funded, distributed, and designed. 
Prospects of positive program developments undertaken by HIESD therefore depend 
very much on how policy changes in China affect the institution’s governance, 
financing, and the distribution of programs.
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Continuing Professional Development and Infusion 
of Sustainability into the Humanities and Social Sciences 

The study on HIESD programs’ relevancy level to the Thirteenth Five-Year Plan, 
Decade of Education for Sustainable Development, and UN’s 17 Sustainable Devel-
opment Goals reveals the following: (1) US CMA, Australian CMA and CMC achieve 
high relevancy level in goals on quality education, economic growth, professional 
development, and international outlook; (2) ESD Learning Programs for Schools 
achieve high relevancy level in goals on environment and in the Thirteenth Five-Year 
Plan, DESD and SDGs; (3) Peace and Sustainable Development achieve high rele-
vancy level in goals on peace, social capital growth and lifelong learning; (4) Smart 
Health School achieves high relevancy level in goals on health and well-being, quality 
education, and big data application. 

In the future, HIESD should use the above six programs as a template for design 
and development. This is because achieving high relevancy levels, hence strong 
alignment with the Thirteenth Five-Year Plan and the SDGs, tends to satisfy market 
demand and increase learner subscription. The greater the number of high relevancy 
level goals in individual HIESD programs the more likely the program will meet the 
needs of learners from universities, professionals, and senior business executives. US 
CMA, Australian CMA, and CMC provide advancement opportunities in the form of 
continuing professional development to those who enroll while engaged in employ-
ment, full or part-time. CMC targets professionals and senior executives who wish 
to attain qualifications in management consulting. In this regard, the International 
Council of Management Consulting Institutes (ICMCI) steers CMC programs glob-
ally, fosters training of management consultants, and sets standards and processes 
in over 50 countries. One of the recent ICMCI initiatives in continuing professional 
development aims to make innovative suggestions to reduce poverty and starvation 
with a view to achieving the MDGs (Cowie & Ing, 2007). 

As regards, ESD programs for schools, Peace and Sustainable Development and 
Smart Health School aim at infusing sustainability into their activities. ESD programs 
foster social and economic sustainability over and above the focus on environmental 
sustainability. The Peace and Sustainable Development project infuses sustainability 
into the promotion of peace, justice, and social harmony. This effort aligns with other 
international initiatives, such as “The University Colloquium: Sustainable Future and 
Composition I,” run by Florida Gulf Coast University, which introduced students 
to the issues and challenges of sustainability while they were studying humanities 
courses (Otto & Wohlpart, 2009). By the same token, HIESD’s Smart Health School 
Project embeds sustainability in its social science-oriented research project while 
investigating the physiological and mental condition of adolescents (Lee et al., 2016). 

The results of our study confirm that HIESD has been able to change and adapt 
itself to the latest global development in education for sustainable development. It 
has positioned itself to be a robust provider of education in accordance with the 
vision and mission of UNESCO and the United Nations.
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Chapter 5 
Laozi for Higher Education 
on Sustainability: Its Principles, Logic, 
and Holistic Relevance 

Orlando Nang Kwok Ho 

Introduction 

This chapter seeks to demonstrate the possibility, relevance, and desirability of 
employing a classical Chinese philosophical text named Laozi, or Dao De Jing, 
to teach tertiary learners on topics related to sustainability. Laozi was a Chinese 
thinker who lived in the sixth century before Christ. He is believed to have been 
more senior to Confucius in age—Confucius was reported to have visited him to 
seek philosophical advice. His central philosophical concern is that nature should 
be respected. The blind quests for kaleidoscopic innovations—when and where they 
are not indispensable, but mere social artificialities (Hansen, 1992, p. 214)—can 
only lead to loss of transcendental freedoms. To casual observers, Laozi might thus 
appear guilty of suggesting “anti-rational mysticism” (Hansen, 1992, p. 26), at least 
initially. 

In this chapter, we will refer to his philosophical text as The Book of Logo and 
Virtues; for that is the exactly the Chinese meaning of Dao De Jing, whereas “Laozi” 
(italicized) is naming the book after its author. A cautious remark however is in place. 
This “Logo” is  not inserted here because of any borrowed notion from European 
Platonism. Rather, it is a central vision echoed throughout the entirety of The Book. 
It reflects the indigenous Daoist belief in the grand unifying and rational Principle 
of the Universe; and that Laozi teaches that one should seek an ontological dwelling 
within the Logo. Chapter 62 of The Book, for instance, is an explicit reverberation 
of this central idea (Yu, 2004, p. 199; Wu, 1994, p. 464; Laozi, 1992, p. 104), for the 
Logo is not a humanly invented “Way,” nor a human artificiality; and it is not given or 
static. It is dynamic and unfolding and ever-sustaining everything that comes from it 
and remains in it. That is, it has always been there and it sustains every other natural
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and human endeavor. These notions are indigenous and endogenous to the system 
of Laozi. 

The aim here is to show the inner logic of Laozi’s teachings. This chapter is to 
demonstrate that they have clear logic, immediate relevance, and a holistic approach. 
Laozi is therefore a serious thinker deserving a read by any contemporary teacher 
(and learner) about sustainability. However, since this chapter is primarily interested 
in the validity and truth values of the teaching of Laozi, there is no need to be 
overly concerned about the exact dating about his life. It will proceed to present 
exemplary observations ofThe Book. That will help to convey theLogoist convictions 
and arguments about nature–human relations. That should reveal the timeless and 
inescapable logic in the philosophy of Laozi. 

In a nutshell, overconsumption can harm and contaminate both humanity and 
nature. According to Laozi, never-ending economic growth is illogical; total plan-
ning, total governance, and strong leadership are also necessarily detrimental, both to 
humans and nature; and that “good life” is reached only—and can only be reached— 
when humans seek to live plainer lives in harmony with nature. Our overall argumen-
tation is therefore that: There is indeed a cogent need to let the educated opinions 
of the future world learn about the Logoist views. This should perhaps begin in 
curriculums at tertiary institutes worldwide. 

The Logoist Perspective and Its Distinction from “Daoism” 

Two historical remarks will ensure one shall evaluate and appreciate the significances 
of The Book of Logo and Virtues in the right mind. First, I will use the term “Logoist” 
in the remaining sections of this chapter. This is because “Daoist” has been a vague 
umbrella concept. It could cover either religious Daoism (Fowler, 2005; Littlejohn, 
2009) that is concerned with the pursuit for personal longevity and private immortality 
(Tao, 1988) or the private and personal philosophy advocated by another philosopher 
by the name of Zhuangzi. This chapter, however, is concerned with Daoist as a distinct 
and reasoned voice in public and governance policies. In Chinese literature, these 
strands of Daoism are not the same (Si, 1992). Moreover, historically speaking, the 
Daoist perspectives of Laozi have indeed been a real historical voice with mainstream 
influences and interests in public governance (Chen, 1996; Fu, 1982; Wang, 2008). 
Before the commencement of state examination based upon Confucianism in 140 
BCE (Tang, 1978), adherents to this Logoist strand of Daoism have always been 
entrusted with the reins of the state in China. A distinct term in English is therefore 
necessary. It can reflect the distinction necessary for this chapter. 

This public dimension about the distinctiveness of the Logoist perspective is 
indeed well-noted among sinologists (Si, 1992). Its significance has never died out 
even after Confucianism acquired dominance as the official ideology by way of the 
aforementioned state examinations. The Book of Logo and Virtues, for instance, was 
made a compulsory text for all royal princess of the Qing Empire (Shunzi, 2001). This
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was a rule set up by the first and founding emperor of the Qing Dynasty, whose reign-
title was “Shunzhi”; and the meaning of this reign-title is “To provide governance 
in tune with the nature.” The subtle message of Emperor Shunzhi was therefore that 
of the Logoist. That is, nature does not always bend to the dictates of human wants; 
and even as powerful as an emperor, there is no other way to behave than to co-work 
and adhere to the logic with which nature operates. 

Secondly, if the convictions and arguments presented in The Book have been 
sound and valid when Laozi first put them forward amid the socioeconomic and 
technological upheavals of his times (Li, 1962), the progresses of modern material 
sciences and of the rapid expansion of the global market nowadays can only serve 
to deepen and magnify the impact of their logic. This is because human abilities 
to infringe upon nature have simply grown much greater ever since the onset of 
industrialization. Nothing in the original arguments of Laozi has been invalidated by 
such developments. While contemporary preconceptions about Daoism might have 
largely been vague and general, the sharp and distinguishing logic of the Logoist 
must not be ignored. It is indeed not at all unthinkable when future generations 
grow serious about the policy options offered in the Logoist paradigm about human– 
nature relations that the Logoist views could somehow become the “virtuous” public 
conducts of the leaders of tomorrow. 

The Textual Version to Use 

Like the study of many other significant classical historical treatises, the scholarship 
on Laozi has different opinions as to which textual version should be judged as the 
most authentic. As said, these erudite debates (Allan et al., 2000) do not impinge 
upon the general big picture that is projected by Laozi. In this study, we will settle on 
the mainstream version (Huang, 1992) recovered from a tomb of the Han Dynasty. 
The academic English translations by other scholars of The Book of Logo and Virtues 
will be used in the following discussion. Where absolutely necessary for purposes of 
clarification, such translations may be supplemented by my own words, set within 
square brackets. 

The Logoist Perspective on Sustainability 

Now one may proceed to highlight the major Logoist teachings contained in The 
Book of Logo and Virtues. The Book is composed of aphorisms in short paragraphs, 
and these affiliated paragraphs are further organized into 81 chapters. In the eight 
subsections that follow, the number in square brackets is the chapter number, whereas 
(a) and (b) after the chapter number will indicate, respectively, to the first and the 
second half of the chapter.
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The categorizations below can be potential curriculum themes for individual 
sessions in a course on sustainability in the present higher education context. Their 
inclusion, regardless of whether the target learners have any prior knowledge about 
Laozi the philosopher or not, will enable the learners to rise above the mainstream 
view about life and developments. 

The Supremacy of Nature 

Laozi begins everything from his notion of Logo, the Way. Everything is seen and 
evaluated in context of its relation to Logo (Wu, 2012). Below is a sample of his 
characteristic approach. The Book of Logo and Virtues thus proclaims: 

The number one of the Way [i.e. the Logo] was born. 

A duad from this monad formed. 

The duad bred the myriad. 

Each holding yang 

And held by yin, 

Whose powers’ balanced interaction 

Brings all ten thousand to fruition. (Laozi, 2001, p. 116) [42a] 

That is, the Logo begets the first ever of everything. Nothing exists outside of 
Logo. Inside every first-ever phenomenon are two philosophically complementary 
and reciprocal principles, viz. Yin (i.e., positive-constructive principle) and Yang (i.e., 
the negating-deconstructing principle). These two forces interplay and procreate the 
third; and through the “third,” which as specific and particularistic forms emergent 
within the spectrum resultant of the balanced interplays between Yin and Yang, a  
whole range of diversities is possible. 

That means every phenomenon is a balanced interaction between Yin and Yang. 
Logo permeates nature; and the diversities in nature are the interplaying of Yin and 
Yang. It means human wills and powers do not operate independently from nature. 
Humanity owes its continual livelihood and existence to the cyclical interplays of the 
principles innate within nature. The budding of this intellectual and philosophical 
framework will be conducive to the repositioning of humanity. 

The Limits of Human Knowledge 

Kant once stated the differentiating feature of the modern scientific method is forcing 
nature to render an answer to any question posed by man (Zheng, 2011). Associ-
ated with this remark is the hegemony of the “mechanistic/atomistic [epistemic]
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paradigm” that has prevailed since the time of Galileo and Descartes (Clarke, 2000). 
The Logoist perspective, however, is different. It is oriented toward an epistemo-
logical humility. It cautions against over confidence in what one thinks certain, 
knowable, controllable, and desirable. Hence, The Book [25a] declares: 

Manifesting material in from unshaped, 

Born before heaven and earth themselves, 

Unseen, unheard, above, apart, 

Standing alone ever true to itself, 

Swinging in cycles that never fail, 

Mother of heaven and earth, it seems, 

But I know not how to give it names. 

Pressed, I shall dub it the moving Way, 

Or call it by name the all-supreme, 

All-supreme and passing-beyond, 

Passing-beyond and reaching-far, 

Reaching-far and reverting-back. 

Indeed the Way is all-supreme. (Laozi, 2001, p. 82) 

And since the Logo is evidently supreme, it is only logical that humans must 
seek to live in tune with nature, despite the fact that humans have a unique position 
in the universe. Thus [25b] continues on, after observing that “Indeed the Way is 
all-supreme,” as follows: 

And heaven too, and earth, and man – 

The four things in this world supreme, 

Among them one is man, 

Who is bound to follow the rule of earth, 

As earth must follow heaven’s rule, 

And heaven the rule of the Way itself; 

And the moving Way is following 

The self-momentum of all becoming. (Laozi, 2001, p. 82) 

Yet, it must be noted that the teaching point is not on classical knowledge 
per se. Instead, the teaching point is on evaluating what has been stated in the text 
of Laozi. “To tame nature, man has disturbed his ecology. There is a price tag for 
everything man destroys in nature” (Hsia, 1992). Learners must judge the validity
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of these observations about man–nature relationships on grounds of clearly stated 
reasons and logical argumentation. These observations should neither be affirmed 
nor dismissed merely on grounds of their antiquity. In a nutshell, while humans 
are explorers, human knowledge systems (i.e., sciences or Wissenschaften) are not 
flaw-proof. They are destined to be incapable of outwitting nature. 

Overconfidence is a trap. To position humans as masters to nature is to be self-
conceited. This is a human mistake, to which leaders should be alert about. 

To recognize ignorance comes first; 

Not to know to know this will cause harm: 

Harm that the wise are spared 

Because they recognize it. 

Only by recognizing the harm 

Can one be spared. (Laozi, 2001, p. 172) [71] 

In summary, assisting learners to see how humans stand in epistemological rela-
tion with nature is important. This new epistemological awareness may, by giving the 
learners another mental framework, help them break through existent beliefs and atti-
tudes derived from previous knowledge and experience (whether acquired purposely 
or not); in particular, those that have “been actively pursued by the learner in response 
to inspiration from others or to personal interests and desires” (Smyth, 1996). After 
all, the global temperature rise since industrialization is a fact, and industrialization 
is an outward form of this epistemic overconfidence. 

Beware of Vanity and Focus on Simplicity 

One common assumption since the Enlightenment is the belief about progress, which 
is to be generated and sustained through innovations and competitions (Lee, 2013). 
Yet, contemporary neoliberalism is not free of the contradictions between liberty 
and inequality. Marx has been a strong voice noting these inherent contradictions. 
Sustainability is not merely about carbon exhaustion. Inspected within a longer time 
frame, it is about societal and international stability. Laozi is well aware of this 
interconnectedness. Thus, war and peace, and the postwar human and environmental 
dislocation, are examined also in chapters [30] and [31] of The Book. 

However, it has been a modern bias to enshrine “progress.” It appears that every 
society and nation is drunk with its associated notions. Market values dominate 
contemporary cultural scenes, including schools, and governance discourses in recent 
centuries (Jia & Park, 2022). The perennial question for tertiary learners to rethink 
is thus: What is the more achievable and ideal society, given the diversities and 
fragility of humans? In this context, the Logoist perspective presents another voice, 
and another vision of humanity to offer. So, Laozi [3] says:
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Not promoting those of superior character 

Will save the common people from becoming contentious. 

Not prizing property that is hard to come by 

Will save them from becoming thieves. 

Not making a show of what might be desired 

Will save them from becoming disgruntled. (Laozi, 2003, p. 81) 

This perspective might appear backward-looking. However, the sharp question 
beneath the lines is whether the unreserved and institutional competition in a neolib-
eral world is the only possible way to live. Moreover, is this way of life humane and 
desirable? Is “happiness” culturally so projected and constructed really achievable 
as the happiness for the majority? In short, this Logoist voice is a demanding and 
rightful voice. It indeed deserves to be heard and considered, at least in the setting 
of contemporary higher education. 

Appreciate Diversity in Nature 

If the above message about vanity and simplicity sounds alien, the implicit fact 
behind this is possibly that the higher education sector has been overly unitary in its 
perspective. The intellectual difference of the Logoist is not a reason for invalidating 
its rightfulness as a valid argument. Nowadays, human life itself has been materi-
alized and instrumentalized. Humans have been conflated into consumption-hunger 
zombies. Educators should alert the frogs in the boiling pots. Packaged beauty and 
extrinsic values that are parceled in, sustained and projected by marketable commodi-
ties should not, in the education process, be left unscathed as the only standards of 
human values. Instead, learners should be helped to discover and appreciate values 
beyond the conformity sustained by the market, established interests, and power 
holders. This is because, as should be obvious, “value” and “market value” are not 
identical concepts (Jacquar, 2001). 

Hence, in similar veins, Laozi teaches [2a]: 

As soon as everyone in the world knows that the beautiful are beautiful, 

There is already ugliness. 

As soon as everyone knows the able, 

There is ineptness. 

Determinacy (you) and indeterminacy (wu) give rise to each other, 

Difficult and easy complement each other, 

Long and short set each other off,
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High and low completer each other, 

Refined notes and raw sounds harmonize (he) with each other, 

And before and after lend sequence to each other – 

This is really how it all works. (Laozi, 2003, p. 80) 

In short, the cultivation of an awareness of this inherent plurality will be in congru-
ence with the promotion of imaginations and freedoms, which is a prerequisite to the 
natural well-being of humanity. Youthful learners reaching this awareness in their 
tertiary education can (or may?), in the longer term, appreciate the intrinsic values 
of respecting diversities as well as nature. This should a blessing to societies, both 
the present and future ones. 

Beware of Policy and Leader Qualities 

It is a clear stand of the Logoists that enlightened minds should be very cautious 
of human assertions. Unilateral, aggressive, and self-centered approaches should be 
taken with great caution. Hence, as Laozi declares in [2b], a more ideal stratagem 
would be as follows:  

It is for this reasons that sages keep to service that does not entail coercion (wuwei), 

And disseminate teachings that go beyond what can be said. 

In all that happens (wanwu), 

The sages develop things but do not initiate them, 

They act on behalf of things but do not lay any claim to them, 

They see things through to fruition but do not take credit for them. (Laozi, 2003, p. 80) 

In fact, Laozi [38] even states, “It is because the most excellent do not strive to 
excel”; and thus, in terms of vision and execution, “they are the highest efficacy” 
(Laozi, Dao De Jing: A Philosophical Translation, featuring the recently discovered 
bamboo texts, 2003, p. 135). That is, the ideal is for leaders to subsume their own wills 
and wants within a deep deference to nature (Wei, 1992). In other words, the Logo-
ists believe the aggressiveness of the human hearts should be held in check. Ambi-
tious projects, in short, cannot be achieved without sociopolitical, environmental, 
longitudinal, and opportunity costs.
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Aims Regarding Lifestyle 

It is evident that the Logoist perspective is unique. Its approach is both a holistic 
and coherent view—and hence, a curriculum (Carr, 2003)—about human–nature 
relations. “There is no sin greater than desire; there is no misfortune greater than 
not to know when one has enough” (Hsia, 1992). Sustainability is not about “saving 
the world.” Nature is not to be sustained merely for the purposes assigned to it by 
humans. Philosophically, the Logoist perspective entails approaching many aspects 
of human attitudes and domains differently and holistically. 

As such, even if tertiary learners do not unconditionally or fully accept the argu-
ments of this perspective, helping them to become aware of the very existence of 
these views of the Laozi can provide the prerequisite necessary for teaching through 
value clarification (Kirschenbaum, 1977; Banks, 1990). In other words, if only for 
the purposes of value clarification (Moeller, 2006), it is sensible to argue for a wider 
inclusion of Laozi as a pedagogical topic in higher education. One fundamental view 
of the Laozi [12] is that on lifestyle: 

The five colors blind the eyes, 

The hard riding of the hunt addles both heart and mind, 

Property hard to come by subverts proper conduct, 

The five flavors destroy the palate, 

And the five notes impair the ear. 

It is for this reason that in the proper governing by the sages: 

They exert their efforts on behalf of the abdomen rather than the eye. 

Thus, eschewing one they take the other. (Laozi, 2003, p. 92) 

From this perspective, the ideal governance policy is to refrain from deliberately 
creating demand for goods and services. In other words, economic activities, and 
“economic growths” artificially stimulated and sustained in various nicely packaged 
forms, should not be granted unconditional primacy over life. Consumptions, stimu-
lated as well as over-consumptions included, should not be mistaken as the purpose 
of life. 

In short, Laozi insists on living life in the simplest possible way. This is however not asceti-
cism per se. The real threat to humans is that in the unbridled pursuit of enjoyment and 
stimulated production we will lose touch with ourselves. “The five colors blind the eyes” 
and we do not see even our “selves,” which should have been so readily immanent and 
obvious. “Property hard to come by subverts proper conduct”: This should challenge our 
modern notions of what good life is. The real questions are: What really is life about? Is 
production and consumption life-depriving or life-enriching? And are we living in a way 
that subverts nature?
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Aims Regarding Education 

The Book of Logo and Virtues has also a distinctive stance regarding education, 
namely that it has intrinsic value. Since education is an influential determinant in 
how the future generations will perceive themselves, I would argue that “sustain-
ability education” must also re-evaluate what “education” (Jickling, 2004) is about 
after all. Unfortunately, such intrinsic values are vanishing fast in contemporary 
education. For instance, both the Chinese notion of xiūyăng and the German notion of 
Bildung—aiming at development from natural human potentiality and natural human 
actuality—have been displaced by subtle trends of making education measurable and 
extrinsic, i.e., “skill-based” or “practical skills for jobs” (Postman, 1995), etc. 

Laozi [48a] is a clear statement which signposts the Logoist pedagogical perspec-
tive. That is, “In the pursuit of [worldly] learning one knows more every day; in the 
pursuit of the way [i.e., the Logo] one does less [artificialities] every day” (Laozi, 
Chinese Classics: Tao Te Ching, 1989, p. 69) Moreover, the learned sages in this 
Logoist paradigm [49a] should be those who “take the thoughts and feelings of the 
common people as their own” (Laozi, 2003, p. 153). 

Thus, the Logoists as educators would seek to foster three awareness or virtues. 
This is exemplified in Laozi [67b], which declares: 

I really have three prized possessions that I cling to and treasure: 

The first of these is compassion, 

The second, frugality, 

And the third is my reluctance to try to become preeminent in the world. (Laozi, 2003, p. 183) 

To what extent are these three virtues comparable to the three Christian cardinal 
virtues of faith, hope, and liberty? This is for sure a good starting point to bridge 
across two great cultural tradition of the world. One commonality between them is 
that based upon either set of these desirable educational virtues, education is not 
for ulterior ends. The “outcomes”—or better say the “fruition”—of education is not 
about skills or problem-solving. In addition, properly understood, education should 
not be turning humans into tools. 

Again, this is food for thought. For insofar as humans are treated also entirely as 
means to be used, nature will be laid bare for unreserved human exploitation. That 
is, in our contemporary context, a “sustainability education” that does not question 
“what is education?” will not be sustainable in achieving its very purpose. 

Social Aims 

With reference to the above subsections, it should be clear that the bigger social aim 
in the Logoist ideal must be quite contrary to the capitalistic and materialistic vision 
of success and progress. Laozi’s ideal social vision is the construction of meaningful
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communal units in which people could live in tune with nature, with the minimum 
of effort devoted to boastful and aggressive actions from human wills. This macro-
ideal is found in the second last chapter of The Book [80]. It is somewhat reminiscent 
of the famous line of The Communist Manifesto, regarding “Workers of the World, 
Unite. You have nothing to lose but your chains!” Laozi [80] thus proclaims: 

You want a small state with a minimal population. 

Have ready to hand weaponry for sufficient number of military units 

Yet have no recourse to use them. 

Make sure that the common people take dying seriously 

So that they have no taste for venturing far from home. 

Though you have ships and chariots enough 

Have no reason to man them; 

Though you have armor and weapons enough 

Have no reason to parade them. 

Bring the common people back to keeping their records with knotted string, 

To relishing their food, 

To finding beauty in their garments, 

To enjoying their customs, 

And to finding security in their homes. 

Although your neighboring states are within eyesight 

And the sounds of their dogs and cocks are within earshot, 

Your people will grow old and die without having anything to do with them. (Laozi, 2003, 
pp. 201–202) 

In short, as two philosopher-and-commentators Roger and Hall (Laozi, 2003, 
pp. 201–202) have further elaborated, “A life is lived most fully in the immediacy and 
concreteness of ordinary experience. We can only thrive by further articulating and 
extending ourselves within those constitutive relationships that locate us in a specific 
time and space. We must grow from here to there. Whatever the temptations to wealth 
and grandeur that lure us away from these relationships, such distractions from what 
we really serve only to diminish our opportunities for consummate experience. On 
the other hand, a fully responsive appreciation of the local redirects us back to 
unmediated feeling as the real site of efficacious knowing and living.” 

As a summary of this section, sustainability understood from the Logoist perspec-
tive is not a stand-alone issue. The Book of Logo and Virtues has presented a holistic 
and coherent approach to humanity and nature. Sustainability is not an extrinsic aim. 
It is the only viable and rational way of life. Related to it is the totality of how future
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generations should re-examine their self-understanding as well as restructure their 
daily orientation and life routines. On the other hand, the human endeavor to seclude, 
to conceptualize, or to set humans apart from the Logo will not be compatible with 
nature, for humanity is a part of nature; and hence, such attempts will not be beneficial 
to the well-being and the fulfillment of humans. 

Pedagogical Reminders 

Lest some readers mistake the purpose of this chapter as the promotion of an ancient 
philosopher, several pedagogical points need to be noted. Uncritical indoctrination 
contradicts the purpose of education in general and is incompatible with the devel-
opment of a truly reasoning mind. Hence, the educational value of teaching Laozi 
in conjunction with contemporary concerns about sustainability advocated here is to 
prepare young learners for adulthood (Siegel, 1990). It should not be confused with 
uncritical thinking. 

Another noteworthy point is that, as demonstrated above, the Logoist perspective 
does have great teachings of contemporary relevance. Pinpointing the sustainability 
thread running through the thoughts and teachings of Laozi will provide necessary 
vantage points for today’s learners to connect the text to their lived experience (Ho, 
2016). For only when learners have anchored themselves to another way of thinking 
may they begin to effectually reassess their original and accustomed patterns of 
thought. That is, the educational impact of Laozi could be more appreciably on the 
logicality and the validity of his thinking. The benefit of teaching tertiary learners 
about sustainability via the maxims of an ancient philosopher is that it creates the 
necessary intellectual distancing from the present and builds in learners the indis-
pensable intellectual lens for self-inspection and value clarification. The immediate 
teaching outcomes can be squarely placed upon the learners’ abilities to rethink their 
modern biases about human–nature relationships. 

To sum up, the Logoist approach is truly that nature bestows benefits to humans, 
not the other way round. The Logoist notions about “sustainability” are not about 
humans protecting nature. This view contains a genuine alert against the blind pursuit 
of profit; and it teaches that wants and enjoyments should be controlled by modesty. 
To position sustainability education from such angles as “smart development” and 
“humans protecting nature” is comparable to teaching the bringing of candles to 
kindle the sun. This highlights, then, one last significant point to note about teaching 
The Book in a sustainability curriculum, namely: The only sure way to environmental 
wisdom is not to overdo, not even in the name of “progress.”
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Discussion: The Logicality of the Logoist Perspective 

This Logoist perspective is then quite distinctively different from the mainstream 
views propelled by secularism and market-driven desires. A teaching of The Book 
of Logo and Virtues could thus be used consciously—and perhaps aggressively—to 
generate rational and cognitive dissonance (Cooper, 2007) on the part of the learners. 
Such dissonance should be worked at by philosophy and/or sustainability teachers. 
This is because it makes real sense to speak about subjective choice between options 
only when the learners have become aware of theoretical possibility about the exis-
tence, the defensibility, and the rationality of another worldview (and thus another 
“way of life”). In other words, mental dissonance is a necessary precondition for 
the value clarification which must take shape before deep or internalized learning. 
For this reason, The Book of Logo and Virtues gives all “engineers of the soul” a 
potent tool. Dissonances, however, are not mere differences per se. For the cogni-
tive dissonances to be substantial, tertiary learners must first be confronted with 
the hardheaded logicality and validity running through the claims projected in the 
Logoist perspective. Next, they must be challenged to establish some personal “inner 
connection” to what lies beneath those dissonances and then to evaluate the Logoist 
perspective. 

In a nutshell, tertiary learners should be helped to see “trendiness” and “truth” 
are two different concepts. Sometimes, these two concepts may incidentally overlap; 
but they may as well differ. Despite the Logoist perspective being somewhat alien to 
the mainstream culture (which is driven by the market and desires), the coolheaded 
and rational teachings of Laozi cannot and must not be lightly disregarded. The onus 
of counter-argument is thus on opponents to the Logoist point of view; for an annual 
7% growth rate could in a large stroke mean doubling the demands on nature in 
terms both of natural resources and pollution loadings in ten years’ time (Bartlett, 
2007). However, countries in a world with an annual global population growth of 
less than 2% ever since the end of the Second World War (Worldmeters, 2016) have  
been consistently consuming and laboring to achieve annual GDP growth rates much 
higher than that. Even now, it is not unusual for politicians (as strong leaders) to put 
forward national plans for 3–8% growth. 

In fact, at the root of the soundness ofThe Book of Logo and Virtues is also its cool-
headed insistence of consequence, to be unfolded over time. Laozi does not have an 
eagerness to satisfy the “unlimited” and “immediate” wants of ahistorical and atom-
ized individuals (Li, 2011) whom the modern market has narrated as autonomous 
“masters” or “consumers.” This is because behind every human consumption is an 
encroachment upon nature. Causality takes time to play out, but the playing out is 
sure and inescapable destiny, (cf. chapters [25], [30] and [40] of The Book). It means 
that any ambitious or pioneering human schema or endeavor must not be evaluated 
with sole reference to the shortest thinkable timeframe. 

This stance can be disregarded only if the law of causality can be taken to be 
mistaken. The capital and profit-driven consumer society revolves around immediate 
satisfaction of the limitless wants and desires of the atomized individuals. Humans are
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assumed to have autonomy from, or even lordship over, nature. Humanity is believed 
to have the necessary epistemic powers to impose its will upon nature. Vanity is 
boosted and artificially engineered, partly to stimulate competition, consumption, 
and perhaps also exploitation. Simplicity is forgotten. Even aesthetic judgments 
are becoming ever more uniform, shaped by the media which are sustained by 
commercial interests and materialistic worldviews. 

Lifestyles have then become almost entirely secular and unspiritual. Education 
aims at skills and professionalism, while in the process both life and the universe 
are fragmentized and instrumentalized. Meanwhile, in social aims, short-term vision 
has also monopolized larger senses about peace with oneself, with others as well as 
with nature. In sum, life has thus largely been narrated as a struggle to satisfy various 
desires. What then is the point of this striving? Is life only for food and enjoyment? 
Should tertiary education not encourage the young minds to rethink the position of 
human civilization and themselves? 

As well as this, the global population explosion has put even more demands upon 
nature, in terms of the needs for natural resources. Even at the minimal level of 
natural human wants, the absolute demand for resources is already tremendous. Yet, 
contemporary “progressive” conceptions about life and nature, as briefly summarized 
above, can only add to the disequilibrium. For instance, ambitiously engineered GDP 
growth rates, as mentioned earlier, which are set roughly between 4 and 7% growth 
in many countries, can only add to the destructive scale of working toward future 
and inevitable disasters. 

It is little wonder that some top policymakers have already sounded the alarm 
of coming world anarchy (Kaplan, 2001). “Coercive” institutionalized consumption 
as well as over-financing (Morrien & Kipp, 2010) have become prevalent social 
phenomena. The logic of secular modernity seems to have left us sleepwalking 
ourselves into troubles that could have been avoidable. In this context, The Book 
of Logo and Virtues can be integrated into curriculums with real social implications 
for the future. Philosophy is not just for the cultivation of the mind in the older sense; 
Laozi now can indeed give the future generation the wake-up alarm. The central 
question is whether future leaders of the world, while they are still learners at tertiary 
institutions, may be given another cogent, heterogeneous, and historically grounded 
framework to rethink life and values. 

Hong Kong as a Pedagogical Case 

So there are great educational values in teaching the younger generation about the 
Logoist perspective on sustainability. However, this deserving enterprise has been 
left largely untried in many parts of the world. Since Hong Kong as an interna-
tional city is an educational hub for East–West cultural exchange, its practice and 
experience of teaching Laozi are therefore worthy of an investigation. Interesting 
pedagogical lessons could possibly be drawn from Hong Kong about teaching the 
Logoist perspective to the younger generation. This is particularly so because Hong
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Kong is a prosperous capitalistic and material city. To live in Hong Kong is to live 
among high-rise skyscrapers. “Man-made” is the impression about life here. To live 
in Hong Kong is to be surrounded by and pressed upon by artificiality of all kinds. 
Markets, material forces and wants (for instance, in the forms of never-ending sales 
and all penetrating advertisements) are everywhere. In other words, in terms of spir-
ituality, Hong Kong is truly quite far removed from nature It is thus a society that 
could most benefit from a changed awareness about the Logoist perspective. 

In Secondary Curricula 

Secondary school teachers in Hong Kong are, on the whole, all university graduates. 
Interviews with practicing teachers from secondary schools would reveal what they 
have learnt about Laozi. That would inform us how well university education was in 
the coverage of Laozi about ten to twenty years ago, as well as what current secondary 
students are now learning about Laozi. For these purposes, I have interviewed thirteen 
secondary school teachers in Hong Kong in early 2016. They were all very dedicated 
teachers, each with between five and twenty years of teaching experience. They were 
asked three questions: 

(1) What do you know about Laozi and his philosophy? 
(2) What is/are the relationship(s) between his philosophy and “sustainability?” 
(3) Do you introduce Laozi in the subject(s) that you are teaching? 

The interviewed teachers were distributed among the following subject areas: 
Geography (2 teachers), Economics (1); Liberal Studies (2); Chinese History (3); 
Chinese language and culture (5). 

Referring to Question One, all respondents reported they knew the name of Laozi 
and knew roughly who he was. Yet, only one Chinese History teacher responded 
vaguely that Laozi had some relation with “sustainability.” He also continued to 
answer Question Three in that “the limited class hours and the pressure arising from 
public examinations” in contemporary Hong Kong had made it impossible for him to 
teach more or sufficiently about Laozi. The other two Chinese History teachers had 
no ideas why he was related to sustainability. One of them suggested Laozi should 
be taught by the teachers of Liberal Studies. As for the Liberal Studies teachers, 
they thought Laozi—if it was at all relevant to secondary school learners—should be 
more within the subject domain of Chinese language and culture. However, lifestyle, 
sustainability, and personal philosophy were all teaching topics in the curriculum 
document of Liberal Studies. 

As for the teachers of Chinese language and culture, on the whole, it was remarked 
by the department head of this subject that about “half an hour” in conjunction 
with some literary aspects about “Daoism” could have been covered in the senior 
secondary school curriculum. That curriculum extends over three academic years. 
Nothing about Laozi was noted as particularly related to sustainability. And despite 
Economics being more concerned about demand, supply, and consumption, the
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teacher of Economics, too, had nothing to remark about Laozi and his subject exper-
tise. Equally noteworthy was that the two Geography teachers were completely at 
a loss as to why and how Laozi could be related to their subject area, even though 
sustainability is truly a core issue in Geography. 

These data from Hong Kong are therefore shedding light on the challenge ahead. 
(1) University education of the past has not differentiated the umbrella concept of 
Daoism sharply enough from the Logoist perspective. (2) Current secondary students 
are in need of a Logoist education when they enter university, for they do not receive 
anything like that in their secondary schooling. (3) In other words, if the young gener-
ation does not acquire a chance to learn of the Logoist perspective in their univer-
sity years, they could well be future replicates of their present secondary teachers 
insofar as the lack of knowledge about this perspective and its relationship with 
“sustainability” are at issue. 

In Tertiary Curricula in Hong Kong (and Elsewhere) 

A thorough web search for course descriptions of tertiary courses offered in Hong 
Kong in the last decade has been revealing. Hong Kong has eight government-funded 
tertiary institutions. The web search hereby reported has been conducted systemati-
cally, covering each of them. The search has spanned the years from 2005 to 2015. 
The Chinese and English keywords used in the search include: “Laozi,” “Daojia/ 
Logoist,” and “Dao De Jing” and variants of their transliterations. Below are the 
analyzed characteristics about how Laozi has been approached as a curriculum item 
in the reported web-search: 

1. There were very few courses that deal only with Laozi. 
2. Laozi was covered as one composite Chinese dimension in most of these 

individual courses. 
3. The distinctive and public perspective of the Logoist is not heard. It was blended 

into Daoism in general. 
4. These courses were typically scholastic (abstractive, historical, literary, or 

philological) in orientations. This feature was most readily noticeable before 
2010. 

5. These courses have had no direct practical linkages to contemporary social 
applications. 

Nevertheless, in the last three years more courses at tertiary institutions have taken 
on a concept-based approach, in contrast to the traditional text-centered and philol-
ogist approaches. The implementation of the Hong Kong Diploma of Secondary 
Education (HKDSE) in 2012 as a milestone in the education reform of Hong Kong 
could be a significant cause for this change. In short, the tertiary education sector of 
Hong Kong is undergoing “de-elitization.” The former Advanced Level Examina-
tion (for matriculation) was abolished. Conscious efforts are made to match higher 
education curriculums with the immediate abilities and expectations of the young
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learners. More tertiary courses that contain some elements about Laozi have added 
to the development of learners’ thinking and writing skills as one of their educational 
outcomes. So, there were moves to make philosophies more directly accessible to the 
general learners’ developmental needs. This is obviously an appropriate pedagogical 
move. 

But there is still a mismatch between current curriculum designs and the original 
public policy dimensions of the Logoist perspective. Populaces in Japan, Taiwan, 
and on the Asian continent would generally have some impressions about him. 
Even in Australia, it would not be difficult to find Laozi covered in some of the 
Chinese civilization or Daoist courses. My Internet search about course descrip-
tions has confirmed for the five academic years between 2011 and 2015 that The 
University of Queensland, University of Western Australia, University of New South 
Wales, and Australian National University have all offered some teachings about 
Laozi. However, the same phenomenon of Laozi’s absence as a public thinker is 
persistently observable. That is, while some philosophical faculties worldwide are 
emphasizing thinking and writing skills as learning outcomes, these pedagogical 
concerns in themselves have done nothing to improve the long-existing and over-
privatized “Daoist” approach. The Logoist perspective as a distinctive public voice 
is still under-represented in the curriculums at higher education institutions. 

Worse still, if events are left to take their own “natural” course, the Logoist 
perspective on nature–human relationships could perhaps receive even less class 
coverage than before. This is because the limited contact hours have now to be 
shared between philosophical content and other newly arisen pedagogical outcomes, 
such as writing skills. In short, despite the fact some curriculums touching upon 
Laozi have been trying to take on more concept-based approach in the last few 
years, without squarely recognizing the macro- and public dimensions inherent in 
the Logoist perspective such pedagogical curriculum adjustments could still be quite 
insufficient to accommodate the serious and challenging voice of the Logoist. 

The Way Forward in Higher Education 

What we have seen is that there is a latent but under-developed knowledge about the 
philosophy of Laozi. This can be said to be true in Asia–Pacific region in general. The 
Logoist perspective must accorded its distinctive identity in future curriculums. As far 
as sustainability education is concerned, newer curriculums at tertiary institutions are 
also well-advised to make conscious efforts to include the philosophical perspective 
of the Logoist. 

Moreover, in the context of sustainability education, the tertiary learners should 
be introduced to Laozi not merely because of erudite interests and departmentalized 
concerns. The educational purposes stretch beyond historical, sinologist, and literary 
interests. The Logoist perspective so taught is meant to strike at perennial issues of 
central concern about life and wisdoms. Its logic and reasoning are sharp, inescapable,
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and will confront directly the human pursuit of innovation and progress (Hisrich et al., 
2013). As a result, learners must feel the need to think. 

In addition, there is great transferability here. Higher education learners today 
will be teachers of tomorrow; and students nowadays will be full-grown citizens 
of the future. More importantly, the Logoist voice could be relevant to all learners, 
regardless of their geographical locations and inherited cultural traditions. While the 
educational experiences reported here for illustrative purpose above have largely been 
taken from Hong Kong, no one can actually confine Laozi to Hong Kong or Asia. If the 
distinctive Logoist perspective is to be relaunched in tertiary curriculums now, then in 
the future, there will be secondary school teachers who are more knowledgeable about 
Laozi. The world would have a second framework to conceptualize human–nature 
relations. 

Conclusion 

To conclude, the ancients were not necessarily shortsighted or dumb. This chapter 
has sought to demonstrate the possibility, relevance, and validity of employing an 
ancient Chinese classical philosophical text, Laozi (The Book of Logo and Virtues) 
to teach tertiary learners on topics related to sustainability. This classical work by 
Laozi could indeed contain wisdoms. We have, however, been able to cover only a 
few aspects of Laozi. The aim is to argue for a holistic and coherent approach to 
“sustainability education” based upon it. 

Educational experiences and circumstances related to the teaching of Laozi as 
mentioned in this chapter have been largely based upon the recent conditions of 
education in Hong Kong. However, as Plato and other such philosophers are jewels in 
the Treasure House of Humanity, so is Laozi. Similarly, the experience of Hong Kong 
is a crystallization of sociocultural forces at work in society. The relevance of the 
Logoist perspective to Hong Kong’s tertiary education sector would also be applicable 
elsewhere. To teach such wisdoms effectively at tertiary institutions worldwide would 
contribute to an alternative and more rational perspective about life and values. 

In a nutshell, sustainability education need not be monopolized by the “rational 
scientific approach to the environment,” in which: “Education is seen as an instru-
ment for achieving for the scientists’, or environmentalists’, goals” (Gough, 2004). 
This could lead to a refreshed approach to human–nature as well as to human–human 
relationships. On the more pedagogical side of teaching Laozi (The Book of Logo 
and Virtues), we suggest to link it squarely with the issues of sustainability. We posit 
that the logic and the validity of the claims of Laozi must be honestly and critically 
examined within such a Logoist curriculum. Such curriculums should also be liber-
ated from the misplaced views that have largely mistaken the Logoist perspective 
as a private and personal religion or philosophy. And the buck must now start with 
higher education.
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Chapter 6 
Elite to Mass to Universal: The Historical 
Development, Internationalization 
and Sustainability of Tertiary Education 
in Hong Kong 

Siu-Wai Wu and David Sorrell 

Introduction 

The development of tertiary education in Hong Kong has a history of more than one 
hundred years, as evidenced by the establishment of The University of Hong Kong 
(HKU) in 1911. To meet the urgent demands for teachers and industrial education, 
Hong Kong successively established colleges in the 1920s and 1930s. Many mainland 
refugees poured into Hong Kong after the Second World War. To satisfy the need of 
students from Chinese Middle Schools to qualify for enrollment in universities, John 
Keswick’s 1952 report proposed a review of Hong Kong’s tertiary education system. 
In 1959, the government announced the establishment of a university using Chinese 
as the main medium of instruction. Financial support was then initiated for the preex-
isting Chung Chi College, New Asia College, and United College in August of that 
year. In 1963, the Fulton Report proposed the establishment of a federal university 
comprised of the abovementioned colleges. In October 1963, The Chinese Univer-
sity of Hong Kong (CUHK) became the second university in Hong Kong. Before the 
1970s, Hong Kong’s limited tertiary places and programs were “highly regarded as 
elitist education” (Jung & Postiglione, 2015: p. 120). Owing to Hong Kong’s indus-
trial development, the Hong Kong Technical Institute made a significant expansion 
and moved to Hunghom on the Kowloon Peninsula in 1957. In 1971, the Hong Kong 
Technical Institute changed its name to the Hong Kong Polytechnic Institute. “A 
Perspective on Education in Hong Kong: Report by a Visiting Panel”, suggested the 
provision of more opportunities for students to receive tertiary education. This was 
one priority in the development of Hong Kong education and was put forward in 
1982. With the booming economy in the 1980s, the Hong Kong government built 
the second polytechnic institute and organized its third university. City Polytechnic 
of Hong Kong was founded in 1984 (accredited as City University of Hong Kong in
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Table 6.1 Trow’s conceptions of elite, mass, and universal higher education 

Elite Mass Universal 

Attitudes to access A privilege of birth or 
talent or both 

A right for those with 
certain qualifications 

An obligation for the 
middle and upper 
classes 

Functions of higher 
education 

Shaping mind and 
character of ruling 
class; preparation for 
elite roles 

Transmission of skills; 
preparation for broader 
range of technical and 
economic elite roles 

Adaptation of “whole 
population” to rapid 
social and 
technological change 

The student “career” “Sponsored” after 
secondary school; 
works uninterruptedly 
until gains degree 

Increasing numbers 
delay entry; more drop 
out 

Much postponement 
of entry, softening of 
boundaries between 
formal education and 
other aspects of life; 
term-time working 

SourceTable constructed from Trow (2010: p. 558) 

1994), and in 1988, The Hong Kong University of Science and Technology (HKUST) 
was established. In the latter part of the last century, education in Hong Kong was 
considered to be an elite system. As Martin Trow’s scholarship states: elite to mass to 
universal, is the global trend in higher education (Burrage, 2012). The development 
of tertiary education in Hong Kong has similarly followed this trend. Trow’s concep-
tions of elite, mass, and universal tertiary education are shown in Table 6.1. As Leung 
(2005) remarked, the 1980s signified the start of a period of massive expansion of 
degree education in Hong Kong. In 1980, only between 3–4% of the age cohort was 
engaged in undergraduate education. 

At present, Hong Kong has 22 local degree-awarding tertiary education institu-
tions (Education Bureau, 2020a), eight of which are funded through the University 
Grants Committee (UGC). The eight UGC-funded institutions are: City Univer-
sity of Hong Kong (CityU); Hong Kong Baptist University (HKBU); Hong Kong 
University of Science and Technology (HKUST); Lingnan University (LU); The 
Chinese University of Hong Kong (CUHK); The Education University of Hong 
Kong (EdUHK) (formerly The Hong Kong Institute of Education (HKIEd)); The 
Hong Kong Polytechnic University (PolyU); and The University of Hong Kong 
(HKU). 

Around 15,000 publicly funded first-year-first-degree (FYFD) places are provided 
by the eight UGC-funded universities (Education Bureau, 2019). In addition, the 
UGC-funded universities starting from the 2018–2019 academic year have provided 
approximately 5,000 senior-year undergraduate students with the opportunity to 
participate on sub-degree programs (Education Bureau, 2019). Publicly funded sub-
degree programs are provided by three of the UGC-funded universities (CityU, 
EdUHK, and PolyU), the Vocational Training Council (VTC), and The Hong Kong 
Academy of Performing Arts (HKAPA). Almost 90% of Hong Kong Diploma of 
Secondary Education (HKDSE) examination candidates have a chance to study in
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tertiary education in Hong Kong. Hong Kong now has a universal tertiary education 
system. 

Globalization and Massification 

Globalization and massification are two mega trends that have influenced the inter-
nationalization of contemporary tertiary education (Shin & Harman, 2009). Massi-
fication is claimed by Shin and Harman (2009: p. 1) to be “an extension of enhanced 
access” and that “…scale has changed the whole tertiary education landscape, 
impacting on governance, finance, quality, curriculum, faculty, and student demo-
graphics”. The persistently high social demand for tertiary education and increased 
numbers of individuals with a degree are said to have led to the so-called massifica-
tion of higher education (Teixeira, 2008: p. 241). Gibbons (1998) commented on the 
consequences for tertiary education systems and the increased numbers of students 
seeking a university-type education, 

First came growth in the old, elite universities. This was followed by the creation of new 
universities, then the expansion of non-university forms of post-secondary education offering 
different or no degrees, and finally, the assimilation of the new sectors into the degree granting 
system. (Gibbons, 1998: p. 11) 

Tertiary education was traditionally dominated by public provision until the last 
three decades; notable growth in privately run institutions has been seen globally, 
but especially in Eastern Europe, Latin America, and East Asian countries (Teixeira, 
2008). The “massive and continuous expansion” (ibid: p. 252) has been attributed 
to social and individual behaviors—the attractiveness to individuals of obtaining a 
tertiary education degree. Globally, such expansions have resulted in increasing finan-
cial constraints and challenges, with governments needing to redefine their financial, 
administrative, and political roles. As a result, private tertiary education promotion 
has “emerged as a viable policy alternative to the often over-stretched public sector” 
(ibid: p. 252). Private tertiary education in Asia is not a new development. In the 
Philippines, the Institute of Accountancy was established in 1928 and subsequently 
attained university status in 1934 as a for-profit institution, namely The Far Eastern 
University (ibid). Other Asian countries with privately run universities by the turn of 
the twentieth century included Japan and China. By 1949, 40% or 205 universities 
in China were privately run (Teixeira, 2008). 

This chapter reviews the development of tertiary education in Hong Kong from 
the elite to the mass and to the universal; analyzes the main development phase; and 
discusses the current situation and future challenges of tertiary education in Hong 
Kong. It also considers internationalization and globalization and their impact on the 
sustainable development of tertiary education in Hong Kong.
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Elite Tertiary Education in the 1980s 

The university sector by the late 1970s had accommodated no more than 2% of the 
relevant age cohort. As Huang (1974: p. 10) criticized, “a rough comparison with 
international performance would confirm easily the seriousness of the problem. The 
2% provision at 1977/78 of university places among the population at the relevant age 
is not only low compared with developed nations but against many other developing 
countries as well”. There was a great demand to increase the provision for youth to 
study at HKU and CUHK. In October 1982, the Governor Sir Edward Youde in his 
first Policy Address set the tone of expansion in tertiary education. He remarked that 
the growth rate of the two universities would be raised in order to meet Hong Kong’s 
professional manpower needs and the aspirations of students (Wong, 2007). The 
combined undergraduate population at the two universities was stipulated to grow at 
3% annually. To achieve the aim of having more than 12,000 students in the sector by 
the mid-1980s, “such a growth rate proved to be so slow that the participation rate of 
local university remained less than 8% by the end of the 1980s” (Lee, 2005: p. 104). 
In 1986, Youde announced the decision to establish Hong Kong’s third university, 
HKUST, which was “conceived with the vision to set the Hong Kong knowledge-
based economy in motion through nurturing innovative leaders and entrepreneurs” 
(Tang, 2015: p. 157). Three years later in November 1989, the next Governor, Sir 
David Wilson, announced in his Policy Address that university places would be 
increased by approximately 50% from 10,500 to 15,000 by 1994–1995 (Morris et al., 
1994; Tang, 2015). This announcement was prompted, in part, in response to the 
1989 military crackdown in Beijing against the student democracy movement and 
the subsequent concerns and uncertainties of the local population regarding Hong 
Kong’s future security and politics (Tang, 2015). 

In elite tertiary education, many students went overseas to study. According to the 
Annual Report of the Hong Kong Government (Table 6.2), from 1980 to 1996, nearly 
240,000 students went to Britain, the USA, Canada, and Australia. Student admission 
to tertiary education expanded in the beginning of the 1990s, and thus, the number 
of students who studied abroad gradually reduced from 21,155 in 1990 to around 
14,000 in 1996. This figure was similar to the annual number of first-year students in 
tertiary education, i.e., 14,500 in UGC-funded programs. In other words, nearly half 
of students went overseas in 1990 because they failed to enroll in local universities. 
However, elite tertiary education drove some students to go overseas for their studies. 
Some brought back Western culture and habits when they returned to Hong Kong to 
settle down and, therefore, helped Hong Kong society easily connect with Britain, 
the USA, and other English-speaking countries. In the Thematic Household Survey 
Report No. 21 (Pattern of study in higher education) carried out between June and 
August 2004, it was estimated that out of the 2,215,100 domestic households in Hong 
Kong at the time of enumeration, some 212,400 (9.6%) had household members aged 
15 and over who had completed their tertiary education outside Hong Kong.
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Table 6.2 Number of Hong Kong students studying abroad between 1980 and 1996 

School years Britain US Canada Australia Total 

1980–1981 4,134 2,012 4,803 404 11,353 

1981–1982 4,276 3,264 4,752 987 13,279 

1982–1983 5,547 2,088 3,946 757 12,338 

1983–1984 5,394 2,049 3,284 428 11,155 

1984–1985 4,733 1,820 2,850 473 9,876 

1985–1986 4,158 1,872 2,953 564 9,547 

1986–1987 4,254 2,245 3,405 812 10,716 

1987 4,232 3,679 3,616 1,877 13,404 

1988 3,856 4,215 3,808 3,147 15,026 

1989 4,539 4,855 5,096 4,676 19,166 

1990 4,349 5,840 5,681 5,285 21,155 

1991 4,428 5,866 4,541 3,590 18,425 

1992 4,408 5,410 3,583 2,866 16,267 

1993 3,477 5,025 2,828 3,153 14,483 

1994 3,222 4,555 2,787 3,109 13,673 

1995 2,979 4,187 2,603 3,579 13,348 

1996 2,506 4,782 2,607 4,200 14,095 

SourceTable constructed using data from Hong Kong Yearbooks (1981–1996) 

Mass Tertiary Education in the 1990s 

Significantly, in 1989, the Hong Kong government decided to expand the number of 
places for students entering first-degree programs in the 1990s. This development 
signified the turn from “an elitist system to a massive expansion of opportunity for 
undergraduate education” (Mok, 1999: p. 145). The “brain drain” problem looked 
very serious during the 1980s and 1990s. Government officials estimated that emigra-
tion from Hong Kong had increased from 20,000 per annum in the early 1980s to 
30,000 in 1988. As academics concluded, from a human capital perspective, “a brain 
drain should be associated with an expansion of higher education as the system 
increases output to compensate for outflow” (Hui, 1999: p. 235; Morris et al., 1994). 
Meanwhile, Cannon (1997: p. 315) also analyzed that “a number of factors: social 
pressure, the need to maintain confidence, manpower forecasts about changes in the 
economy, and the need to replace emigrants, led to the decision to increase higher 
education provision and expand the output of graduates and postgraduates”. To avoid 
a possible talent vacuum after the handover in 1997, the government announced that 
the percentage of school-aged students who had obtained a bachelor’s degree should 
be adjusted from 13% originally provided by the government in 1995 to 18%. After-
wards, the Secretary for Education and Manpower submitted a tertiary education
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proposal to the Executive Council that comprised of a plan to increase the admis-
sion to first-year bachelor’s degree programs to 15,000 in 1995. The 1989 public 
sector reforms also supported the expansions, including the merging of five teacher 
training schools to form HKIEd (now EdUHK); the retitling of the two polytech-
nics as universities; and the upgrading of The Open Institute of Hong Kong to The 
Open University of Hong Kong (OUHK) (Tang, 2015). The university enrollment 
ratio of school-aged students increased to approximately 18%. These developments 
accelerated the growth of tertiary education in Hong Kong in the early 1990s. Cited 
in French (1999), the first-year-first-degree places targets of UGC-funded institu-
tions were later revised to 10,086 in 1991–1992; 11,007 in 1992–1993; 12,520 in 
1993–1994; and 14,500 in 1994–1995 and remained constant at that figure until 
2012. 

The expansion of tertiary education in Hong Kong at the beginning of the 1990s 
brought more opportunities for students who were interested in pursuing tertiary 
education. According to international standards, mass tertiary education is achieved 
when 15% or above of the school-aged population can receive a tertiary education. 
Hong Kong entered the mass tertiary education era in the early 1990s. The subsidy 
policy for post-secondary students was reformed. Increasing the role of students in 
shouldering tertiary education expenses and reducing governmental investment in 
the expansion of tertiary education became important strategies of the Hong Kong 
government in the development of tertiary education in the 1990s. In order to cope 
with growing costs, in 1991 the Hong Kong government substantially increased fees 
on the principle that beneficiaries should pay more. In 1992/93, students’ fees repre-
sented an average of 8.2% of the recurrent cost of their education. This proportion 
was increased to 18.0% in 1997/98. Table 6.3 displays tuition fees for degree and 
sub-degree courses in Hong Kong between the 1992/93 and 1997/98 academic years. 

Meanwhile, as Burrage (2010: p. 516) analyzed, “the growth of numbers without 
parallel increase in support by the state threatens the maintenance of the quality of 
instruction and research. The response of governments has been to demand greater 
productivity from universities”. The Hong Kong government appeared not to notice 
the experiences of other Asian countries or districts in the development of mass 
tertiary education at that time. The grant that the government afforded to the UGC to 
support universities increased from HK$4.35 billion from 1991 to 1992 to HK$7.73 
billion from 1994 to 1995, an increase of about 75%. Table 6.4 displays the 1991– 
1995 recurrent grants for the seven UGC-funded universities.

Table 6.3 Tuition fees for degree courses, Hong Kong, 1992/93–1997/98 (HK$) 

1992/93 1993/94 1994/95 1995/96 1996/97 1997/98 

Degree course $11,598 $16,996 $24,000 $30,568 $37,346 $42,096 

Sub-degree course $8,993 $12,745 $18,002 $23,267 $28,002 $31,574 

Rate of increase (%) 16.0 46.6 41.2 29.3 12.7 12.7 

Cost-recovery rate (%) 8.2 1.0.5 13.5 15.0 17.0 18.0 

SourceHong Kong, Education, and Manpower Bureau (1997) (Yung, 2004: p. 69) 
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Table 6.4 Recurrent grants 1991–1995 

Academic year 

1991–92 1992–93 1993–94 1994–95 

University HK$m HK$m HK$m HK$m 

CityU 720.414 865.360 981.226 1,017.868 

HKBU 254.243 351.284 424.483 408.118 

LU 84.320 127.923 153.985 162.862 

CUHK 964.330 1,387.661 1,620.445 1,771.273 

PolyU 914.771 1,227.809 1,333.305 1,245.353 

HKUST 302.471 680.878 1,002.746 1,232.440 

HKU 1,113.328 1,514.593 1,773.988 1,887.614 

Total 4,353.877 6,155.508 7,290.178 7,725.528 

Sourcehttp://www.ugc.edu.hk/eng/ugc/publication/report/quad_rpt/chapter3.htm 

Universal Tertiary Education in the New Century 

From elite education in the 1980s to mass education in the 1990s, tertiary education 
in Hong Kong became universal at the onset of the new century. Postiglione (2002: 
p. 309) remarked as 1997 approached that Hong Kong’s academic profession was 
“increasingly self-conscious, slightly more activist, and globally networked” with 
increased caliber due to the virtue of postgraduate education and its expansion. In 
2000, the then Chief Executive Tung Chee Hwa highlighted in his policy address the 
expansion of university admissions, which would enable students receiving tertiary 
education in Hong Kong to comprise 60% of the relevant age. At that time, the UGC 
pointed out that children aged 15 years and above pursuing senior college education 
merely accounted for one-fifth of the age group. After the government recommended 
that universities should provide 15% of the 17–20-year-old population with sub-
degree courses, several universities under the UGC announced plans to introduce 
sub-degree courses in 2001. The Education and Manpower Bureau opened up land 
for the construction of community colleges by releasing the Academic Accreditation 
Funding Scheme and announced the inclusion of admission to associate degrees in the 
official recruitment system (the Joint Universities Admissions System). Within five 
years, the percentage of high school graduates receiving post-secondary education 
in Hong Kong increased from 33% between 2000 and 2001 to 66% between 2005 
and 2006. Furthermore, in Hong Kong, the number of 17–20-year-olds participating 
in post-secondary education increased from just 9% in 1980 to 67% in 2013 (World 
Bank, 2015). This has been considered “a rapid expansion compared to Western 
countries” (Jung & Postiglione, 2015) and, therefore, steered the tertiary education 
sector to move towards a post-massification era (Wan, 2015). The massification plan 
of tertiary education, therefore, which stipulated that the Hong Kong Government 
would spend 10 years accomplishing this goal, was ahead of schedule.

http://www.ugc.edu.hk/eng/ugc/publication/report/quad_rpt/chapter3.htm
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The development of tertiary education in Hong Kong from the mass to universal 
also changed the role of the government in the tertiary education system (Lee et al., 
2022). Tang (2015: p. 158) commented that Hong Kong’s sociopolitical history 
had shaped tertiary education policies transforming “the elitist higher education 
system toward a relatively massified one”. The UGC (2002: p. 64) believed that, “the 
change of educational model will change the role of the government. The govern-
ment will transition from centralized local school operation and management of 
educational resources to the procurement of educational service internationally”. As 
Clinton (2008: p. 119) pointed out “the second phase of expansion entailed two 
changes of major strategic significance. The first was a shift to enrolment-driven 
funding. The second saw a shift in the focus away from the public sector towards an 
expanding private sector”. After learning from the experiences in the massification of 
tertiary education worldwide, the Hong Kong government encouraged tertiary educa-
tional institutions to implement sub-degree programs, operated on a self-financing 
basis. The government provides a package of financial assistance schemes to eligible 
students, including means-tested grants, low-interest loans, non-means-tested loans, 
and travel subsidies. Lee (2014) commented that the tertiary education sector is more 
diversified due to a shift in major policy that has created UGC-funded and other 
private or self-financed institutions. In addition, he claimed private higher education 
provides more choices for students and alternative pathways without over-reliance 
on the eight UCG-funded institutions. 

The Hong Kong government’s vision of post-secondary education expansion was 
that “the majority of future students would not necessarily pursue a Bachelor’s 
degree. They could, instead, become tooled for the knowledge economy through 
shorter and less expensive programmes” (Post, 2003: p. 552). Sub-degree programs 
met the requirements of UGC-funded university programs in terms of quality, but 
reduced the unit costs by half. This demonstrated that “…in the process of privatizing 
higher education, the Hong Kong government has adopted a public-aided approach to 
transform the higher education landscape from public dominance to a public–private 
mix” (Chan & Lo, 2007: p. 312–313). This expansion has been almost exclusively 
in the self-financed sector, which has grown significantly since the publication of the 
UGC’s Higher Education Review Report 2002. The population aged 15 and above 
that received post-secondary education in Hong Kong increased from 17.4% (tertiary 
education) in 1998 to 28.9% (combined total of sub-degrees and degrees) in 2013. 
Furthermore, Table 6.5 shows that in 2014, the combined total of post-secondary 
courses of aged 15 and above people was 29.9% and steadily increased each year to 
33.9% in 2019 (Education Bureau, 2019).

Current Situation of Tertiary Education in Hong Kong 

In the 2019–2020 academic year, there are over 101,000 students enrolled for full-
time and part-time publicly funded undergraduate and postgraduate courses in Hong 
Kong (UGC, 2020a). The other degree-awarding tertiary institutions, not funded by
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Table 6.5 Percentage distribution by educational attainment of Hong Kong population aged 15 
and above 

Education attainment 2014 2015 2016 2017 2018 2019 

Primary and below 19.7 18.9 18.7 18.2 17.9 18.0 

Secondarya 50.5 50.2 49.7 49.7 49.0 48.1 

Post-secondary

• Diploma/Certificate courses 3.2 2.7 2.6 2.4 2.5 3.2

• Sub-degree courses 4.7 4.8 5.0 5.0 5.2 5.4

• Degree courses 22.0 23.3 24.0 24.8 25.4 25.3 

Sourcehttps://www.edb.gov.hk/en/about-edb/publications-stat/figures/educational-attainment.html 
(Education Bureau, 2020b). Note aPersons with educational attainment at secondary level refer to 
those with Secondary 1–7 education or equivalent level.

the UGC, include the publicly-funded Hong Kong Academy for Performing Arts 
(HKAPA), the self-financing Open University of Hong Kong (OUHK), Hong Kong 
Shue Yan University (HKSYU), Chu Hai College of Higher Education, Hang Seng 
Management College, Tung Wah College, Caritas Institute of Higher Education, 
Centennial College, the Technological and Higher Education Institute of Hong Kong 
(THEi) of the VTC, Hong Kong Nang Yan College of Higher Education and HKCT 
Institute of Higher Education. The first private university was established with the 
upgrading of Shue Yan College to become HKSYU in 2008. The College was founded 
due to the “acute shortage of tertiary places for local secondary school leavers aspiring 
for a university education” (HKSYU, 2020). 

The massification of tertiary education in Hong Kong is not ascribed to increasing 
government-funded programs, but to following the neoliberal trend of diversifying 
provision through marketization. “Indeed, the rapid expansion of self-funded profes-
sional higher diploma courses and associate degrees are the main cause for the massi-
fication of tertiary education. We hence have witnessed that a number of commu-
nity colleges have been established to provide these programmes over the past few 
years” (Lo & Ng, 2013: p. 39–40). The reliance of sub-degrees as opposed to bach-
elor’s degrees and self-funding rather than public funding programs are considered 
by commentators as explanations for tertiary education expansion in Hong Kong 
(Jung & Postiglione, 2015). For sub-degree program activation, the HKSAR govern-
ment supported initial start-up costs to post-secondary education providers in 2001 
with a loan scheme (Jung & Postiglione, 2015). Based on the commonly used statis-
tical tables found on the UGC website, Table 6.6 shows that the number of students for 
first-year first-degree courses increased gradually from 15,729 in 2009/10 to 17,410 
in 2015/16. In addition, this number rose to a 18,362 headcount in the 2019/20 
academic year (UGC, 2020b).

As we know, “the additional enrolments have been concentrated towards asso-
ciate degrees. Whether these are suited as a terminal qualification to equip students 
for a knowledge-based economy appears to have been questioned by many of grad-
uates, who see it more as a stepping stone to an undergraduate degree” (Kember,

https://www.edb.gov.hk/en/about-edb/publications-stat/figures/educational-attainment.html
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Table 6.6 Number of students in tertiary education at UGC-funded institutions 

2009/10 2011/12 2013/14 2015/16 2017/18 2019/20 

Number of students on 
sub-degree courses 

7,009 6,927 5,975 5,394 4,593 3,482 

Number of students on degree 
courses 

56,610 58,412 78,219 82,603 85,119 86,867 

Number of students on taught 
postgraduate courses 

3,611 3,686 3,427 3,421 3,000 2,873 

Number of students on research 
postgraduate courses 

6,322 6,572 7,014 7,370 7,603 8,378 

Total number of students 73,552 75,597 94,635 98,788 100,315 101,600 

Number of students on first-year 
bachelor-degree courses 

15,729 16,354 17,089 17,410 18,096 18,362 

Senior-year intake* 2,146 2,288 3,303 4,559 4,979 5,074 

SourceTable constructed using data from relevant UGC statistics, http://cdcf.ugc.edu.hk/cdcf/sea 
rchStatSiteReport.do. *Students admitted to Year 2 of a three-year degree course or Year 3 of a 
four-year degree course after completing a sub-degree program

2010: p. 177). Many institutions have promoted the Associate Degree and High 
Diploma qualifications as a stepping-stone towards articulation to degree programs 
in this period. In practice, a number of sub-degree graduates enroll in top-up degree 
programs in the self-financing sector. Many local interested parties forced the govern-
ment to enhance the quality of related programs and to require the increase in the 
number of sub-degree programs linked to degree programs. The Hong Kong govern-
ment subsequently increased the senior-year intake from 1,270 in 2005/6 to 3,303 
in the 2013/14 academic year. After the Chief Executive’s 2014 Policy Address, the 
Chairman of the University Grants Committee (UGC) Mr. Edward Cheng warmly 
welcomed the government’s initiative to progressively increase the publicly funded 
senior-year undergraduate intake places by 1,000–5,000 in UGC-funded institutions 
by the 2018/19 academic year (UGC, 2014). 

Although tertiary education in Hong Kong has transformed into a universal 
system, the numbers of students studying outside Hong Kong has remained rela-
tively constant since 2000. Based on survey figures from the Census and Statistics 
Department, it was estimated that out of the 2,324,400 domestic households in Hong 
Kong between November 2009 and February 2010, some 66,000 (2.8%) had members 
aged 25 or below studying outside Hong Kong in school or post-secondary educa-
tion. Altogether, the survey suggested there were an estimated 75,000 Hong Kong 
students aged 25 or below studying outside Hong Kong at the time of enumeration. At 
the same time, some 57,300 households (2.5%) had household members aged 25 or 
below who intended studying outside Hong Kong during the five years after enumer-
ation. Altogether, some 66,700 people aged 25 or below at the time of enumeration 
intended to study outside Hong Kong during the five years after enumeration. This 
finding is similar to 2.9% of households who had members aged 25 or below studying 
outside Hong Kong in 2002.

http://cdcf.ugc.edu.hk/cdcf/searchStatSiteReport.do
http://cdcf.ugc.edu.hk/cdcf/searchStatSiteReport.do
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Internationalization in Hong Kong Tertiary Education 

One means by which tertiary education institutions internationalize themselves is 
through non-local student recruitment (Lee, 2014; Lo & Ng,  2013). The number of 
international students enrolled outside their country of citizenship has risen globally 
from 0.8 million in 1975 to 4.5 million in 2012 (OECD, 2014) with the largest 
numbers from mainland China, India, and Korea (OECD, 2013). Fifty-three percent 
of all students studying abroad are from Asian countries (OECD, 2013, 2014). It 
has been projected that Asian countries will dominate the demand for international 
tertiary education with an increase to 7.2 million international students in 2025 from 
1.8 million international students in 2000 (Altbach & Knight, 2007). The University 
Grants Commission (UGC) based in Hong Kong reiterated this view in the higher 
education review report entitled “Aspirations for the higher education system in 
Hong Kong” published in 2010 (UGC, 2010). Skidmore (2012) similarly stated that 
a predicted 70% of the global demand for tertiary education would originate from 
Asian countries. 

In some countries, including Finland, Iceland, and Norway, non-local and local 
students do not pay annual tuition fees. In comparison, both local and non-local 
students generally pay fees in Japan and Korea, (OECD, 2014). In a number of coun-
tries including Australia (except students from New Zealand), Canada, and New 
Zealand (except students from Australia and those enrolled in advanced research 
programs) and the Russian Federation, non-local students pay higher tuition fees 
than local students (OECD, 2014). This is similarly the case in Hong Kong, even 
though institutions benefiting from government incentives to expand their private 
provision must operate on a not-for-profit basis. At the eight UGC-funded insti-
tutions, local students pay a standardized and heavily subsidized tuition fee of 
HK$42,100, whereas, for non-local students, fees are more than twice or over three 
times as much (Lo & Ng, 2013). As two examples, at The Education University of 
Hong Kong, non-local students pay HK$140,000 per annum for their undergraduate 
program (EdUHK, 2020) and at The Chinese University of Hong Kong, non-local 
students pay HK$145,000 (CUHK, 2020). Hong Kong and other localities in the 
Asia–Pacific region have initiated policies attracting non-local/international students 
to generate revenue or recover costs as an explicit component of their socio-economic 
development (Mok & Yu, 2014; OECD, 2014). 

Other motives for internationalization include course accreditation in other coun-
tries (Altbach & Knight, 2007) or universities in English-speaking countries estab-
lishing international links or partnerships (Kirkpatrick, 2014). Established in 2004, 
The University of Nottingham Ningbo China (UNNC) was the first Sino-foreign 
University to open in mainland China with full approval from the Chinese Ministry 
of Education (University of Nottingham, 2015). Another example of earning money 
potential has been seen in universities worldwide adopting English as their MOI 
(Altbach & Knight, 2007; Kirkpatrick, 2014; OECD, 2014; Skidmore, 2012). In 
Hong Kong, English is an official language, as is Cantonese with 89.5% of the 
population communicating in the Chinese dialect on a daily basis (GovHK, 2020a).
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Despite the majority of the local students having Cantonese as their first language 
(L1), six of the eight UGC-funded institutions have adopted English as their MOI; 
CUHK has a bilingual policy of Chinese and English; and through its language policy, 
HKIEd (now EdUHK) is aiming for functional trilingualism in Cantonese, English, 
and Putonghua (Kirkpatrick, 2014; Skidmore, 2012). 

Transnational tertiary education and internationalization were described by Ng 
(2011: p. 118) as “The mobility of students, university faculties, knowledge, and 
even values”. Increased access to tertiary education is certainly apparent in Hong 
Kong with a total of 105 institutions from countries including the UK, Australia, 
USA, mainland China, and Canada exporting 659 programs to Hong Kong (Ma and 
Yu 2014). Since the late 1970s, CUHK has partnered with mainland institutions 
on research activities and, in March 2014, the Ministry of Education gave formal 
approval for the establishment of The Chinese University of Hong Kong, Shen-
zhen [CUHK (SZ)] (CUHK (SZ), 2015). In November 2019, the EDB in Hong Kong 
announced that for 2020, the number of mainland higher education institutions partic-
ipating in the Scheme for Admission of Hong Kong Students to Mainland Higher 
Education Institutions (Admission Scheme) would increase to 122 from 21 provinces 
or municipalities and one autonomous region (GovHK, 2019). In addition, offices 
and campuses of overseas universities have been established in Hong Kong. From 
the UK, these include the University of Middlesex and University of Ulster; from 
the USA, the Savanna College of Arts and Design (SCAD), a private, non-profit and 
accredited university; University of New South Wales in Australia; and University 
of British Columbia in Canada (Mok & Yu, 2014). For ten years, the University of 
Chicago had an Asian campus in Singapore, however, it decided to relocate to Hong 
Kong in 2014. 

Hong Kong as an Education Hub 

In 2004, the Hong Kong government attempted to internationalize its tertiary educa-
tion system by developing itself into a regional education hub (Cheng et al., 2011; 
Lai & Maclean, 2014; Lee, 2014; Lo & Ng,  2013; Lui,  2014; Mok & Yu, 2014; Ng,  
2011, 2012; UGC, 2010). Lo (2016) claims Hong Kong to be “one of the acclaimed 
education hubs”. In his 2007–2008 Policy Address (Tsang, 2007: p. 40), the then 
Chief Executive of the Hong Kong Special Administrative Region (HKSAR) Donald 
Tsang Yam-kuen stated explicitly his intention to expand the population of inter-
national students studying in Hong Kong. He said, “Attracting more outstanding 
students to study in Hong Kong will enlarge our pool of talent and enhance the 
quality of our population. It will also help create a diversified cultural and learning 
environment, and broaden the horizons of our students”. Furthermore, he announced 
measures the Government would introduce to encourage such students. These 
included: increasing the admission quotas for non-local students to local tertiary 
institutions; relaxing employment restrictions on non-local students; and to provide 
scholarships with the aim of strengthening support to local and non-local students.
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The long-term sustainability of Hong Kong as a regional education hub is now in 
question, especially as mainland Chinese educational authorities have yet to recog-
nize transnational education (TNE) programs Chinese students could pursue in Hong 
Kong, even those that are locally accredited by the HKCAAVQ. The Hong Kong 
Government maintains “Hong Kong as a Regional Education Hub: The Govern-
ment has strived to enhance Hong Kong’s status as a regional education hub through 
internationalization and diversification of the higher education sector. Our aim is to 
nurture talents for other industries and attract outstanding people from around the 
world, boosting Hong Kong’s competitiveness and facilitating the long-term devel-
opment of Hong Kong, Pearl River Delta region and the nation as a whole” (GovHK, 
2020b). 

The number of non-local students enrolled in UGC-funded programs was 1,239 
in 1996–1997 (Lo & Ng, 2013). The figure rose to 2,871 in 2003–2004 with 2,536 
or approximately 88% coming from mainland China (Lee, 2014). In the academic 
year 2007–2008, the UGC decided to place a 10% cap with the aim of controlling the 
numbers of non-local students eligible to study in Hong Kong’s tertiary education 
sector (Skidmore, 2012). In 2008–2009, however, the cap was raised to 20% (Cheung 
et al., 2011; Skidmore, 2012) to cope with increased numbers of non-local students 
wishing to study in Hong Kong’s eight UGC-funded tertiary education institutions. 
Non-local student enrolment increased to 10,770 in 2011–2012 (Lo & Ng, 2013); 
13,661 in 2012–2013 (Lee, 2014); and 15,730 in 2015/16 (UGC, 2016). The number 
further increased to 17,050 in 2017 or 17% of the total number of students (LegCo, 
2019). 

In 2008, the number of mainland Chinese students was 92% of the total number 
of non-local students and steadily decreased to 71% in 2017 (LegCo, 2019). Lo and 
Ng (2013) highlighted commentaries suggesting that even though mainland Chinese 
students in Hong Kong are regarded as non-local, such recruitment expansion is actu-
ally a policy against the internationalizing goal of the tertiary education sector. Cross-
border attractiveness, international reputation, and quality of education at universities 
in Hong Kong are described as reasons for mainland Chinese students deciding to 
study there (Lo, 2016). Mok and Yu (2014) echoed this view stating that the diver-
sified tertiary education system, internationally recognized curriculum, scholarships 
provision, and unique blend of Chinese and Western cultures were reasons for foreign 
students being attracted to study in Hong Kong. Postiglione (2002) commented on 
the main obstacles to foreign students studying in Hong Kong tertiary education as 
high living costs and a shortage of dormitory facilities. On the other hand, Skid-
more (2012) discussed the increased tensions between local and non-local students. 
The tensions included concerns over local student displacement; the diversion of 
additional finances to student recruitment overseas; and limited student housing. 

One of the chapters in the UGC’s (2010) report was devoted to internationalization, 
with ten recommendations made. One of the points raised was, “Internationalization 
is not the same thing as developing relationships with mainland China and encour-
aging mainland students to study in Hong Kong. The building of strong academic 
relationships with mainland China is an expression of Hong Kong’s Chinese identity
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and a positive response to changing conditions. The development of a strong inter-
national character for Hong Kong’s tertiary education will draw on and elaborate 
Hong Kong’s inherent and historic strengths” (UGC, 2010: p. 52). Perspectives on 
the mainland were discussed in detail in the subsequent chapter of the report. In its 
2013–2014 Annual Report (UGC, 2014), the UGC continued to voice its views on 
internationalization and Hong Kong’s engagement with mainland China. The report 
detailed four new initiatives on internationalization to be supported using HK$30 
million of funding from the EDB, UGC, and the eight institutions in the 2013–2014 
and 2014–2015 academic years. The four initiatives cover: student multi-cultural 
integration; the setting up of a Hong Kong pavilion in international conferences to 
promote tertiary education in Hong Kong; a tertiary education sector-wide search 
engine to provide prospective students with easy access to information; and more 
exchange opportunities to subsidized travel abroad. 

Conclusion and Sustainable Development 

Each chapter in this volume is borne of the conviction that historians and social scientists 
have a duty to use analysis of the past to generate clearer understandings of the present, 
to identify a wider range of policy options, and to help tertiary-education policymakers 
anticipate the consequences of their decisions. (Nelson & Wei, 2012: p. 265). 

The above reminder, written in the book, The global university: past, present, 
and future perspectives, is worthy for us to reflect on the development of tertiary 
education in one place. As Lee (2008: p. 73) notes: “In Asia the higher education 
sector has continued to grow throughout the twenty-first century”. The growth of 
tertiary education in Hong Kong is synchronized with the development per se of 
Hong Kong. Such growth has developed more significantly in the last three decades. 
Hong Kong tertiary education had an elite status during the 1980s and entered the 
mass education era in the 1990s. At present, it has become a massification tertiary 
education. Tertiary education in Hong Kong can be now considered a more mature 
system compared with other areas in the Asian-Pacific region. Hong Kong is regarded 
as a knowledge center and regional hub of tertiary education in the region. In the 
twenty-first century, the Hong Kong government realizes that it should change its 
role in tertiary education from a producer to a purchaser. Its strategy is not dissimilar 
to that described by Teixeira (2008: p. 232): “Higher education is being asked to cater 
to a growing and increasingly diverse population and to do so in a more economic and 
efficient way. One response to these challenges has been to promote the adoption 
of market elements in higher education systems, in particular through increased 
privatization”. 

The tertiary education participation rate of Hong Kong has subsequently increased 
from about 33% in the 2000–2001 academic year to over 60% in recent years. It is 
the case that the Hong Kong government needs to drive universities and institutes to 
use competitive methods to optimize management. However, the reliance on using
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self-financed sub-degree programs to expand tertiary provision has been criticized. 
As Wan (2015: p. 127) argues: “This policy has drawn repeated criticism by the 
society because of the quality of the self-financed sub-degree programs. Lack of 
articulation opportunities, the quality of education, and educated unemployment are 
the key challenges ahead”. Little and Green (2009) point out that strategies for glob-
alization should not be considered to be successful if they are not also sustainable in 
the long term. As one scholar found, “the sustainability of entry to the emerging post-
secondary sector must become questionable if those entering the sector do not achieve 
the anticipated benefits. The sector is self-financing; so potential students must seri-
ously question the rationale for investing in this form of post-secondary education 
if benefits do not seem to have accrued to past graduates” (Kember, 2010: p. 177). 
Meanwhile, at the meeting of the Panel on Education in the Legislative Council of 
Hong Kong held in January 2013, “quite a number of members were worried that 
under a commercialized and market-driven, self-financing post-secondary education 
had become merely the massive supply of study places” (Council Business Division 
4, Legislative Council Secretariat, 2014: p. 5). The sustainable development of the 
sector has been questioned by many stakeholders in the city. 

The number of secondary school graduates will drop from 56,840 in the 2015/16 academic 
year to 42,700 in the 2021/22 academic year. Given an expansion of self-financing post-
secondary programmes in recent years, there is already an over-supply of post-secondary 
programs in Hong Kong and we envisage that self-financing post-secondary institutions will 
face increasing difficulty in recruiting students in the years ahead. (Education Bureau, 2016: 
p. 8) 

Tertiary education has been facing significant and persistent pressures to expand in 
recent decades, which has led to the emergence of mass tertiary education. Moreover, 
Hong Kong tertiary education cannot avoid the challenges imposed by the declining 
number of students. Based on the UGC’s (2012)Aspirations for the Higher Education 
System in Hong Kong, as the demographic decline is worked through, the current 
cohort size of about 56,840 is expected to decline to approximately 42,700 in 2022, 
which would be a contraction of 25%. Therefore, local stakeholders cautioned that 
a down-size in post-secondary institutes is coming. However, a local educational 
organization proposed that, “caring for the prospects of approximately 200,000 sub-
degree graduates in the past ten years, and providing the educational resources to 
improve the education degree of in-service youth, are the main issues that Hong Kong 
government must consider in planning the future development of education” (Hong 
Kong Federation of Education Workers, 2013). Catering for the need of lifelong 
education for sub-degree youth is a new challenge facing tertiary education in Hong 
Kong. Government, tertiary education institutions, and the public of Hong Kong need 
to discuss and explore the way towards sustainable development.
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Chapter 7 
Liberal Studies Reform 
and Sustainability Consciousness 
in Hong Kong Tertiary Education 

Tamara Savelyeva 

Introduction 

The recent replacement of the Hong Kong New Senior Secondary Liberal Studies 
into the Civic and Social Development signaled a U-turn in the city’s liberal and 
sustainability education. Implemented in September 2021, this curricular turn, called 
‘optimization’ (EDB, 2021) represents a radical move, which challenges the ratio-
nale, dynamics, and mechanisms of sustainability education at all levels of the Hong 
Kong educational system. 

This U-turn has demoted the Liberal Studies’ leading position as a provider of 
education for sustainability at both secondary and tertiary levels. For a decade, from 
2009 to 2021, Liberal Studies has been a compulsory subject that formalized sustain-
ability education in secondary education. This, in turn, influenced tertiary education 
by generating sustainability-related field activity themes, lecture topics, research, 
and independent studies in its general education learning modules. Indeed, the 2009 
Liberal Studies reform bridged the curricular gap between the secondary and tertiary 
levels of sustainability education throughout Hong Kong. 

The 2021 ‘optimization’ of the Liberal Studies curriculum was far more than what 
this term formally implies: “an action or process of making the best or most effective 
use of a situation or resource” (Oxford University, 2004). At a stroke, it eliminated 
the liberal arts dimension of Liberal Studies and implemented glaringly different 
educational mechanisms—content, pedagogy, and assessment of what and how shall 
Liberal Studies be taught and assessed. These notable changes might seriously disrupt 
the continuity of sustainability education in Hong Kong. Such a lack of continuity is 
likely to weaken the quality of sustainability education.
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This chapter evaluates the effects of a decade-long New Senior Secondary Liberal 
Studies on Hong Kong university students in terms of their sustainability conscious-
ness, which I define as a reflective process of constructing one’s reality through 
formulating individual values, beliefs, goals, and strategies that lead to sustainable, 
systemic, and future-oriented changes (Capra, 2003; O’Sullivan & Taylor, 2004; 
Savelyeva, 2018, 2020; Savelyeva & Douglas, 2017). It will be followed by an 
analysis of the potential impacts of replacing the New Senior Secondary Liberal 
Studies with the 2021 Civic and Social Development curriculum on the sustainability 
consciousness of the Hong Kong youth. 

This chapter is based on two pre-assumptions. The first pre-assumption is that 
the nature of sustainability education requires flexibility in its implementation. 
Thus, formalizing sustainability education through a compulsory Liberal Studies 
curriculum at the national level was an internationally unique practice. And the 
second pre-assumption is that a successful systemic educational reform starts 
with a philosophical tenet that underlies a curricular transformation. Farnham and 
Yarmolinsky (1996) characterized this guiding principle as a “philosophy around 
which there is a general agreement among teachers, scholars, and policymakers, as 
well as operable strategy … to make this philosophy work” (p. 5). Fostering sustain-
ability consciousness in students implies a minimal yet fundamental compromise on 
the underlying educational philosophy, which is grounded in or aligned with values, 
beliefs, and goals of all the stakeholders, from the individual student to state insti-
tutions. However, the ongoing curricular re-construction (Savelyeva, 2013, 2014) or  
‘optimization’ (EDB, 2021) of the only subject that meaningfully enacted sustain-
ability education in the city is riding on the narrow ideas of non-global citizenship and 
knowledge, without much agreement of education stakeholders. This raises public 
concerns and becomes a source of controversy. 

The goal of this chapter is twofold: (1) to review the sociological background 
of Hong Kong sustainability education, as a product of Liberal Studies curriculum 
policies and, within that context, (2) to discuss the findings of a two-year study on the 
sustainability consciousness of Hong Kong graduates, funded by the Research Grant 
Committee of the Hong Kong Government. The chapter begins with a brief introduc-
tion of the main characteristics and policy turns of the Liberal Studies curricula and 
sustainability education. The second part presents the three evolutionary stages— 
introduction, reintroduction, and ‘optimization’—in the city’s Liberal Studies policy 
in relation to sustainability education. The third section details the goals and aims 
of the curricular changes from the point of view of the Liberal Studies’ under-
lying philosophy. The chapter draws on an empirical study on the Liberal Studies 
curriculum’s influence on the sustainability consciousness of young Hongkongers 
after a decade of its implementation. The last section contains a discussion on the 
‘sustainability consciousness with a nil participation paradox’ which depicts the core 
of the research findings. The chapter concludes with final remarks.
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Evolving Sustainability Education with Liberal Studies 

Liberal Studies has been providing a framework for environmental and sustainability-
related modules in schools and universities in Hong Kong for over two decades, 
which includes a preparatory stage of the policy implementation. The simultaneous 
development of these two fields—Liberal Studies and sustainability education—and 
their gradual introduction into the city’s curricular system took three major policy 
turns: the 1992 curricular introduction, 2009 reintroduction, and 2021 ‘optimization.’ 
At its early stage, the classic guiding philosophy of Liberal Studies, educating a free 
man in a free country (Kimball, 1995; Maritain, 1943; Meyer, 1953), had been 
implicit. 

At the later stages of the curricular evolution, the philosophy adapted practical 
terms and set aims that reflected changes in the city’s economic and cultural context, 
such as developing students’ independent learning ability and critical thinking skills 
to serve the knowledge-based economy of Hong Kong and ensure the well-being of 
its citizens (EDB, 2015; Lam,  2020). The practices and concepts of environmental 
and sustainability education joined the Liberal Studies formal educational sector 
after the 2009 curricular reintroduction. 

The first significant turn of education policy, curricular introduction, brought the 
idea of Liberal Studies into tertiary institutions and secondary schools in 1992, that 
is, a few years after the British colonial government signed the 1984 Sino-British 
joint declaration. The inevitable prospect of the handover of the territory to the 
People’s Republic of China set all social systems, including education, into the quest 
of transition. To be ready for the upcoming transition to the Mainland China and boost 
the territory’s Chinese identity, the British colonial government introduced Liberal 
Studies to schools and universities. However, the first episode of the Liberal Studies 
reform and its introduction into the city’s educational system was not successful. 
A non-statuary, elective structure of the subject, little funding support, either for 
the academy and legislatures, ignited an unenthusiastic response from the tertiary 
sector. Another reason was the fear that introducing Liberal Studies as an admission 
pre-requisite could decrease the quality of the university student’s intake and affect 
access to governmental funds (Fung & Liu, 2017; Morris & Chan, 1997).1 

Meanwhile, sustainability education was just getting its initial impetus under the 
auspices of the United Nations (UN) and its member states articulating the objectives 
and means of non-compulsory ecological and environmental education initiatives 
worldwide. The famous UN Agenda 21 report (UN CED, 1992) called for an effective 
environment and development education, which aimed to “deal with the dynamics 
of both the physical/biological and socio-economic environment and human (which 
may include spiritual) development; …be integrated in all disciplines; and …employ 
formal and non-formal methods and effective means of communication” (p. 320). 

The second significant turn of educational policy and curricular reintroduction 
took place in 2009, when Liberal Studies formally became a mandatory subject in

1 Researchers reported that in order to receive governmental funding, the tertiary institutions had 
to ensure that their enrolment numbers covered 18% of the best qualified perspective students. 
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secondary schools and, indirectly through common core or general education courses, 
also in universities (BCRCGE, 2011). The compulsory status brought Liberal Studies 
to a whole new level in terms of importance and visibility of its numerous thematic 
areas, modality of instruction, and assessment. Sustainability-related topics such as 
environmental degradation, rural–urban social and economic gap, poverty allevia-
tion, green technologies, and interdisciplinary, research-oriented, and project-based 
modes of teaching and learning set the stage for fostering sustainability conscious-
ness in the secondary school graduates. They then entered universities to further 
broaden their sustainability mindsets by continuing to study sustainability themes 
and topics in the mandatory general education/common core university courses. 

The 2009 formal inception of the New Senior Secondary Liberal Studies popu-
lated campuses with freshmen students who succeeded in passing Liberal Studies 
as a compulsory subject together with English, Chinese, and Mathematics in the 
Hong Kong Diploma of Secondary Education Examination (HKDSE), namely the 
university admission examination. Liberal Studies included six examinable modules: 
Personal Development and Interpersonal Relationships; Hong Kong Today; Modern 
China; Globalization; Public Health; and Energy, Technology, and the Environment. 
The 2009 Liberal Studies curriculum was implemented after lengthy planning with 
public consultations (Fung & Liu, 2017). Once implemented, it required an unprece-
dented mobilization of work force, structural alterations in the education system, and 
financial efforts by the Hong Kong Government. 

In order to comply with the new policy and meet the changing times, tertiary 
institutions underwent a restructuring of scopes and responsibilities of their general 
education/common core curriculum units and research centers. Implemented in 2012 
under the new 4-year curriculum of universities, general education/common core 
courses have been mandatory for undergraduate students (Liang & Cai, 2006). The 
structure and content of the universities’ Liberal Studies are characterized by flexi-
bility, which allows for a fast response to the changes in social, political, and economic 
climate in the city. Another unique characteristic of the Liberal Studies curriculum 
is its cultural sensitivity that promotes both Western and Chinese intellectual tradi-
tions, “melding of China’s humanism with the West’s liberal education … striving 
to find the right balance between a liberal education and a professional education” 
(BCRCGE, 2011, para. 2). In this respect, tertiary education units efficiently adopted 
the Western tradition of sustainability education to cultivate critical thinking, global 
outlook, and sustainability mindset in their learners. 

During the 2009 reintroduction of Liberal Studies, sustainability education was 
gaining its momentum in the city’s tertiary education system. Sustainability formally 
entered the universities under the pressure of global competition for high global status 
and ranking, which demanded an integrated, interdisciplinary, internationally recog-
nized academia (Savelyeva & Park, 2012). Universities’ sustainability offices and 
units were placed under the Offices of the Provost/Vice-President to lead implemen-
tation of campus sustainability throughout all university structures. Curriculum-wise, 
interdisciplinary sustainability topics were taught in general education/common 
core courses and also delivered by newly launched sustainability departments and 
programs. The institutional efforts to make their sustainability ranking highly visible
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and internationally recognized intensified efforts to highly efficient infrastructure as 
well as campus greening movements (Savelyeva, 2013). Green dining, recycling and 
waste management, green buildings, green festivals, and green curricula are but just a 
few examples of sustainability education initiatives and practices that became an inte-
gral part of university life. In addition, interdisciplinary research laboratories offered 
an experience of the sustainability-related independent studies to post-graduate and, 
partially, undergraduate students. 

The third significant turn in the Liberal Studies educational policy occurred in 
2021. Although hailed as curricular ‘optimization’ by the government, even the name 
Liberal Studies was replaced with Civic and Social Development. This ‘reform of the 
reform’ (Park & Savelyeva, 2019) was preceded by a series of political events (Chiu, 
2018; Hui,  2018). The Liberal Studies curriculum, critical thinking in particular, was 
blamed for the city’s political unrest by high government officials. They denounced 
Liberal Studies as providing an anti-government education to Hong Kong youth who, 
in turn, staged a ‘uncovered chicken coup’ (Ran, 2020; Wang, 2020). Consequently, 
the government set up the Task Force on Review of School Curriculum to investigate 
the issue and provide policy recommendations (GovHK, 2017, 2018). 

The 2021 curricular ‘optimization’ was, in fact, a drastic change. It included: 
(1) change of the subject name to Civic and Social Development; (2) reduction of 
the study time in half from 250 to 130–150 hours; (3) reduction of the number 
of modules from six to three: Hong Kong under One Country-Two Systems, Our 
Country since Reform and Opening-up, and Interconnectedness and Interdepen-
dence of the Contemporary World; (4) replacement of an Independent Inquiry Study 
with a trip to the Motherland China; and (5) change of an assessment method from 
open essays to short multiple- and extended response choice questions, shortened 
examination time, and pass-fail marking system (EDB, 2021). 

Sustainability education at the tertiary level, meanwhile, experienced a rapid 
advancement, after the Hong Kong Government officially pledged its support to 
the United Nations’ Sustainable Development Goals (UN SDGs) in 2018 (Save-
lyeva, 2022d). The Government agreed for the city to become a regional chapter 
of the Sustainable Development Solutions Network (UN SDSN), a UN-based non-
profit organization in charge of mobilizing resources for SDGs implementation. In 
alliance with the Hong Kong Jockey Club Charities Trust, the world’s number five 
charity donor, the city agreed to contribute to the cause of partially closing the SDGs 
financing gap of USD 400 billion (Sachs et al., 2019). The SDSN was headquar-
tered at The Chinese University of Hong Kong, a long-standing home of the city’s 
Institute of General Education and General Education Research Centre. Soon after, 
other public universities joined the initiative and officially aligned their structures, 
curricula, initiatives, and research practices with the UN SDGs. Gaining priority 
status at the government level, sustainability education instantly crossed the narrow 
Liberal Studies’ curricular implementation margins and penetrated all parts of the 
tertiary education sector, becoming a flagship requirement in all parts of the university 
system (Park & Savelyeva, 2022; Savelyeva, 2012a). 

There are relatively few studies connecting Liberal Studies reform and sustain-
ability education and even less limited scope of empirical studies on the curriculum’s
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influences on university students. One of the few was a study on educators’ concern 
over the curriculum design conducted by The University of Hong Kong (HKU) 
researchers (Fung & Yip, 2013). The HKU team surveyed 366 participants to eval-
uate the early curriculum implementation. Another study worth noting was conducted 
by Chong (2015) on the effects of the curriculum on students’ perception of citizen-
ship. These studies complemented the annual curriculum implementation surveys 
conducted by the Education Bureau (GovHK, 2014), some of them prior to the 
game-changing political unrests in 2014 and 2019/20. Two of the studies, Fung and 
Liu’s (2017) and Fung and Liang’s (2018) investigations of the moral and national 
education aspect of Liberal Studies, were conducted during the times of the social 
unrest. 

This current chapter presents the latest available 2016–18 study on sustainability 
consciousness of Hong Kong youth (Park & Savelyeva, 2019; Savelyeva, 2018, 
2022a, b; Savelyeva & Douglas, 2017) that covered a population of almost 5,000 
first-year university students and investigated the influences of the Liberal Studies 
curriculum on their sustainability mindset. 

Goals, Expectations, and Implementation Efforts 

Ever since the introduction of Liberal Studies in 1992, Hong Kong policy researchers 
(Fok, 1997; Morris & Sweeting, 1991) have been discussing an idea of possible 
political rooting of the Hong Kong Liberal Studies reform. The discourse started 
with Morris and Sweeting’s (1991) study that explored the relationship between 
political power and curricular reforms in Hong Kong. Conducted at the end of the 
territory’s British colonial time, the study gathered historical evidences in support of 
an arguable ‘politico-phobia’ of the city’s education system. The researchers used the 
prism of decolonization and engaged in the discourses of the curricula’s sensitivity 
to direct political influences and their roles in promoting national character, identity, 
and moral values. 

The complexity of the relationship between education and politics is evident 
and well addressed by educational researchers (Wu & Sorrell, 2022; Lingard,  2013; 
Morris & Chan, 1997; Thomas, 1983). The mutual influence between politics and 
education is hard to debate, especially on a historical timeline of the social and polit-
ical unrests that affected Hong Kong prior to the curricular U-turn of 2021. Yet, it is 
useful here to dismiss the linearity of the historical method and approach the complex 
issue of the Liberal Studies’ intentionalities with a nonlinear, non-chronological 
conceptual method of meaning-making (Court, 2004; Creswell & Poth, 2018). In 
order to reach deeper insights of the issue, I will apply a lens of the Liberal Studies’ 
underlying philosophy—upbringing of a free man in a free country—which guided 
the initial preparatory period of the reform from 1992 onwards, as a methodolog-
ical tool. Although it has been argued that the first two stages of the Liberal Studies 
reform were mainly inspired by political motives, a closer look through the lens of the 
guiding philosophy that underlies these changes can shed light on the problématique.
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Looking at the successful implementation of Liberal Studies in 2009, it has been 
argued that since the handover of Hong Kong sovereignty to China in 1997, the 
Hong Kong Special Administrative Region Government (hereafter, ‘Government’) 
has sought to transform local youth into loyal citizens of the Motherland (Fok, 1997; 
Lee, 2004; Morris & Sweeting, 1991). In these settings, Liberal Studies, which gained 
a mandatory subject status, has been identified as a medium for instilling national 
identity and patriotism among Hong Kong students. 

However, the 2009 Liberal Studies curriculum reintroduction as a compulsory 
subject suggests that its original intention and rationale for change were rather ambi-
tious and universal. Liberal Studies’ philosophical ideal that guided the intentions 
for policy changes and curriculum transformation was in the line of the “education 
directed toward wisdom, centered on the humanities, aiming to develop in people the 
capacity to think correctly and to enjoy truth and beauty, is education for freedom, 
or liberal education” (Maritain, 1962/1976, p. 69). Hence, the goals, objectives, and 
aspirations of liberal education were aligned with an ideal of upbringing globally 
minded, sustainability-conscious, value-centered new generation of young people 
for the prospering and sustainable knowledge society. 

In the stage of public consultation, the Government produced an informative 
pamphlet called “Liberal studies—It benefits you for life” (EMB, 2004). Such a noble 
goal did not languish in time but gained momentum after Liberal Studies became 
a compulsory subject. A succinct promotional document published by the newly 
renamed Education Bureau (former Education and Manpower Bureau, equivalent 
to the Ministry of Education in other countries) wrote the following briefing for 
Secondary 4 students in the academic year 2013/2014 who would take the university 
entrance exams in 2016: 

Liberal Studies aims to broaden students’ knowledge base and enhance their social awareness 
through the study of a wide range of issues. The modules selected for the curriculum focus 
on themes that are significant to students, society and the world, and are designed to enable 
students to make connections across different fields of knowledge and to broaden their 
horizons. (Education Bureau New Senior Secondary Section, 2013) 

Expectations of the Government were grand in their scope, and the corresponding 
efforts and mobilization of resources to reintroduce the Liberal Studies subject were 
no less significant. Mobilization and investments made in terms of financial resources, 
human resources, structure to create newly specialized teachers, university bachelor 
degree level majors, and post-graduate specialisms were enormous in the past two 
decades. In 2018, for instance, about 90% of Liberal Studies teaching materials were 
developed by teachers themselves (EDB, 2017). 

At the macro-level of the educational system, the Government’s expenditure in 
education has only peaked over the past two decades. In the 2021/2022 financial year 
(Table 7.1), the expenditure on the post-secondary and secondary sectors totaled for 
almost 58% of the overall educational spending (EDB, 2022). An annual increase in 
estimated government expenditure on education by 4.8% has accounted for 13.8% 
of the total 2022/23 budget (GovHK, 2022).

The underlying philosophy of liberal education, in the context of the reform, 
and the intentions of Liberal Studies suggest that there were high and ambitious



116 T. Savelyeva

Table 7.1 Hong Kong Government expenditure on education (Education Bureau, 2022) 

2019–20 2020–21 2021–22 
Revised estimates 

Total expenditure on education (HK$ million) 125,341 107,040 106,785 

As percentage of total government expenditure (%) 20.6 13.1 15.3 

As percentage of Gross Domestic Product (GDP) (%) 4.4 4.0a 3.7a 

Recurrent expenditure on education (HK$ million) 92,438 97,297 97,171 

Spent on (%) 

Primary education 24.4 24.2 24.1 

Secondary education 32.3 31.6 31.5 

Post-secondary education 25.9 25.2 25.4 

Othersb 17.4 19.0 19.0 

Note a Figures are subject to revision. b Pre-primary education, special education, vocational and 
professional education, and Bureau support

universal ideals and goals that defined the success of the 1992 introduction and 2009 
reintroduction of the curriculum in the city. More importantly to this chapter, the two 
stages of the Liberal Studies reform also provided a mandatory subject framework 
for sustainability education both at the secondary and tertiary levels. Under the 2021 
‘optimization,’ the referred framework was to no avail. 

The results of the empirical study reported in the next section show that, 
sustainability-wise, the 2009 Liberal Studies curriculum served well as a pedagogic 
framework, achieved its goals, and made a difference by fostering sustainability 
consciousness among its main beneficiaries—the Hong Kong youth. 

Liberal Studies’ Impact on Life: An Empirical Study 
on Students’ Sustainability Consciousness 

If education can stir a sense of national identity and citizenship, it “can also help to 
foster a strong sense of environmental citizenship that can motivate people” (Harris, 
2012, p. 66). The 2016–18 study of the Liberal Studies curriculum influences on 
the sustainability consciousness of Hong Kong students (Savelyeva, 2018, 2022a, 
b; Savelyeva & Douglas, 2017) provided insights into the curriculum’s merit and 
value by answering the following question: To what extent does the curriculum 
influence first-year university students’ sustainability consciousness, specifically, 
their pro-environmental actions and involvement with local sustainability movement?
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Research Design 

A mix-method study was conducted in two consecutive stages: It started with two 
years of a pilot study and later continued with another two years of a main study. 
A pilot study was first conducted in the years 2014–2016 (n = 378) involving one 
public university students. Its focus was on the environmental aspects of the sustain-
ability consciousness of Hong Kong first-year university students that resulted from 
the Liberal Studies curriculum. The pilot study delved into curricular structure and 
content, theories and practices of transformative learning for change, sustainability 
education as global practice, and the local institutional framework. The pilot study 
revealed consistently high sustainability attitudes and action-based participation of 
Hong Kong 17- to 18-year-old students, compared to their counterparts in other 
countries. 

In order to fulfill the research goal of investigating the degree of Liberal Studies’ 
influence on students’ sustainability consciousness, the pilot study was expanded to 
include all public universities of Hong Kong. I used two forms of data collection: 
(a) questionnaires of 4,985 first-year university students, enrolled in the eight public 
tertiary Hong Kong institutions, and (b) 900 students’ narrative reflections, written 
by the first-year university students enrolled in Liberal Studies courses at the eight 
public tertiary Hong Kong institutions. The credibility of the study was confirmed by 
verification procedures completed through triangulation of the student questionnaires 
and reflective narratives. 

Research Findings 

Two years of the pilot research and another two years of the main study produced a 
vast amount of quantitative and qualitative data (Savelyeva, 2018, 2022a, b; Save-
lyeva & Douglas, 2017; Li et al., 2017). The quantitative results suggested a signifi-
cant increase in students’ sustainability-related attitude, knowledge, and behavior due 
to their engagement with the Liberal Studies curriculum. At the same time, students 
reported their low participation in environmental groups and activities. In contrast, 
qualitative data revealed very high level of students’ engagement with sustainability 
issues and unfolded three distinctive features of students’ sustainability conscious-
ness: (1) intentionality to make a difference; (2) engagement with the complex issues 
regarding identity, society, and nature; and (3) students’ future-oriented outlook and 
sense of duty toward future generations, which I refer to as ‘eschatological perspec-
tives.’ These findings suggested novel dimensions of sustainability consciousness and 
recommended use of holistic teaching methods for fostering students’ imagination, 
creativity, and a sense of harmony and hope (Savelyeva, 2018). 

Quantitative findings. Most students indicated that they generally knew more 
(Slightly More, More or Much More) about environmental issues as a result of the 
Liberal Studies subject that they took. These results support findings of previous
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research conducted by Robelia and Murphy (2012) on the factors influencing envi-
ronmental behavior. This study suggested that knowledge is an important, but not 
a sufficient factor that impacts students’ environmental behavior. In my study of 
sustainability consciousness, almost a quarter (25%) of the students reported that the 
curriculum made no change in their perceptions of biodiversity and ozone depletion 
(Savelyeva, 2018). This result pointed that the items of biodiversity and ozone deple-
tion were not included in the examination (HKEAA, 2014) and were excluded from 
the lessons. 

Although the questionnaire reported a significant increase in students’ knowledge, 
attitude, and behavior due to the Liberal Studies curriculum, the results showed a 
low level of student activism and their participation in sustainability-related group 
activities. Only between 18.3% of the participants surveyed in 2016 and 23.6% of 
the participants surveyed in 2017 reported that they participated in the sustainability-
related group activities during their years of studies (Savelyeva, 2018). The severe 
examination culture of the Hong Kong education system, known as an ‘examination 
hell,’ (Ishisada, 1974) might aid interpretation of this result. Students simply had 
no time for the sustainability-related group activities under the academic pressures. 
Considering that students undergo ‘examination hell’ to meet the demands of the 
Hong Kong education system, the 18.3% and 23.6% findings were rather surprisingly 
high. 

Qualitative findings. Contrary to the quantitative results, qualitative data provided 
a clearer proof of students’ high sustainability-related participation and activism 
mindset that indicated their strong sustainability consciousness. The vast amount of 
data generated by qualitative inquiry on students’ sustainability mindset revealed 
three important features of students’ sustainability consciousness: (1) intention to 
make a difference; (2) engagement with the complex issues regarding identity, 
society, and nature; and (3) students’ eschatological perspectives. These representa-
tive thematic areas emerged from the analysis of students’ descriptive narratives. The 
aforementioned three dimensions described the following Liberal Studies’ influences 
on student’ sustainability mindset: Liberal Studies ignites intentionality to make a 
difference; fosters engagement with complex questions about identity, society, and 
nature; and evokes eschatological perspectives, making students think beyond their 
own lifetime. 

Before connecting these findings with the ‘optimization’ of the educational policy, 
it is necessary to provide a brief yet important interpretation on the ‘sustainability 
consciousness with nil participation’ paradox. 

Sustainability Consciousness with a Nil Participation 

Although the study’s quantitative survey results displayed ‘low sustainability action’ 
items, which suggested a low level of the participants’ sustainability consciousness, 
the qualitative findings pointed toward an opposite direction. Based on the cognitive 
relevance of the analyzed clusters, the descriptive themes, obtained from students’
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reflective narratives, suggested a high level of students’ sustainability conscious-
ness. The qualitative findings unfolded four approaches that constituted metacog-
nitive indicators of students’ sustainability mindsets: (1) criticality, (2) imagina-
tion, (3) reflexivity, and (4) eschatology. In this chapter, I refer to this discrepancy 
between quantitative and qualitative findings as a sustainability consciousness with 
a nil participation paradox (Savelyeva, 2018). I argue that the paradox supports 
culturally sensitive holistic models of education and reflects a complex relation-
ship between the underlying philosophies and educational mechanisms, which are 
involved in fostering students’ sustainability consciousness. 

A holistic construct of sustainability consciousness highlights the centrality of 
human values, beliefs, goals, and responsibility for building own sustainable reali-
ties. On the contrary, a behavioral construct of sustainability-related ‘knowledge-
to-action’ gap (Maiteny, 2002; O’Donoghue & Lotz-Sisitka, 2002) numerically 
illustrates a correlational rift between what students know about sustainability and 
whether or not they act on their knowledge. The local educational system, imbedded 
into the ideals of the Confucian heritage culture (CHC) (Li, 2009), reinforces a 
specific set of values, which “act as guardians of national character and inculcate a 
common set of moral sentiments” (Morris & Sweeting, 1991, p. 249). In this light, 
I argue that the quantitative ‘high knowledge-low action’ result is linked to cultural 
specifics of the local education system, famous for its severe examinations. Inclu-
sion of the CHC feature in the result interpretation allows for a design of a culture-
embedded framework (Liu et al., 2022; Savelyeva, 2016, 2022c; Savelyeva & Park, 
2022; Savelyeva & Douglas, 2017; Savelyeva & Richards, 2017; Shepperd et al., 
2009) that advances understanding of how students’ values form their sustainability 
actions. 

The ‘sustainability consciousness with a nil participation’ paradox demonstrates 
the gradual epistemological move from linear to holistic, culturally coherent research 
frameworks and models in the field of sustainability education research (Save-
lyeva, 2012a, 2012b, 2013; Savelyeva & McKenna, 2011). The results of the study 
reinforced Bateson’s holistic framework of transformative learning (1973), which 
included the four stages (as interpreted by Sterling, 2003): (1) no change/ignorance; 
(2) accommodation/maintenance; (3) reformation/critical reflective adaptation; and 
(4) transformation/creative re-visioning. In this study, the qualitative findings showed 
that students exhibited all levels of Bateson’s transformative learning in a non-
consecutive manner, which indicated a nonlinear model of their knowledge acquisi-
tion. This finding viewed the Liberal Studies curriculum as holistic in its structure and 
processes, where learning about sustainability represents a trajectory across different 
levels of knowledge acquisition. 

The four metacognitive indicators of students’ sustainability consciousness— 
criticality, imagination, reflexivity, and eschatology—unveiled action- and future-
oriented aspects of students’ mindsets, filled with possibilities, hopes, and straggle 
for harmony. These results enrich decades of research on the ‘knowledge-action’ gap 
by featuring how students’ social imaginary, their critical, reflective, and eschato-
logical approaches to constructing their own future can ignite real-time activism and 
sustainable action.
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Final Remarks and Conclusion 

The present chapter’s longitudinal analysis of the Liberal Studies curriculum clearly 
suggests that the curriculum did make a significant difference in the local society by 
nurturing the sustainability mindset of Hong Kong youth. The contribution made by 
the Liberal Studies curriculum for sustainability education for a decade (2009–2021) 
met an abrupt end when the many dimensions of sustainability were reduced to a 
single one, namely the political sustainability, under the Civic and Social Devel-
opment in September 2021. This reduction can also be regarded as a regress in 
education aligned with the discourse of education as an ideological ‘state apparatus’ 
(Althusser, 2006). This phenomenon is in stark contrast to the general liberalization 
across Asian education systems in the name of knowledge ecology (Savelyeva et al., 
2021), internalization, and globalization (Park, 2016). 

From a perspective of sustainability education, the 2021 replacement of the liberal 
studies with the Civic and Social Development voided the original liberal education 
underlying philosophy. This, in turn, brought about drastic changes in educational 
mechanisms—what and how sustainability is taught and assessed. These alterations 
both underlying the educational philosophy and mechanisms weakened the well-
established link between the secondary and tertiary levels. The continuity in fostering 
sustainability consciousness by means of the formal curriculum became no longer 
accessible. The Civic and Social Development’s reduced curricular modules with 
sole emphasis on national identity and security left no room for sustainability-related 
themes and topics. In addition, a replacement of students’ independent study projects 
with ‘study tours’ to Mainland China could potentially deprive the young minds’ 
ability to critically analyze and resolve local and global sustainability challenges. In 
addition, the new curriculum lacks structural means and pedagogical tools to unveil 
the perils of the contemporary sustainability situation and inspire students to generate 
sustainable solutions for environmental and social issues. 

Regardless of the policy turns and changes, sustainability education shall continue 
to be taught in Hong Kong’s formal Liberal Studies curriculum. The first pre-
assumptions of this chapter—flexibility of sustainability education implementa-
tion—and the findings of this study provide grounds for a few possible scenarios 
for the secondary and tertiary levels. Firstly, it is feasible to strengthen the sustain-
ability component of general education/common core courses in tertiary institutions. 
This could be done with a focus on the UN SDGs, considering the city’s leading role 
as the SDSN regional headquarters and governmental commitment to their imple-
mentation. Including the UN SDGs into the Interconnectedness and Interdepen-
dence of the Contemporary World, module of the Civic and Social Development 
secondary curriculum will align secondary and tertiary curricula and maintain the 
broken continuity of sustainability education throughout educational levels. This 
will require a curricular design and distribution of the SDGs-related quality teaching 
materials among educators. Secondly, the continuity of the city’s sustainability educa-
tion can be maintained by organizing professional development sessions for educa-
tors, that will focus on methods of formative assessment. Using extensive formative
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methods and styles will allow educators to increase the quality of students learning, 
as well as link their practices with short and extended multiple-choice assessment, of 
which university entrance now requires. In this light, carefully designing secondary 
school students’ homework that will require critical inquiries on local and global 
sustainability-related themes and topics will light up the already established curric-
ular spirit of inquiry- and project-based learning. This will restore the connec-
tion between sustainability education and the underlying educational philosophy of 
upbringing a free-minded, responsible citizen (Maritain, 1943), which was a second 
pre-assumption of this chapter. 

Flexible and resilient liberal and sustainability education have always had their 
share of underlying theories, goals, pedagogical tools, and practices that not only 
developed their respective fields, but also advanced the ideals and mechanisms of 
educational systems to its modern form. With Hong Kong sustainability educa-
tion standing at the crossroads, there is an opportunity for bright new develop-
ments. Restoring the interrupted continuity of sustainability education throughout the 
secondary and tertiary levels, preserving quality of its educational ideals and mecha-
nisms has now become an imperative in order to continue fostering the sustainability 
consciousness in Hong Kong students and beyond. 
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Part III 
Global—Local Tensions



Chapter 8 
The Empowering Potential of Higher 
Education for Underprivileged Ethnic 
Minorities’ Sustainable Development 
in Hong Kong: Educational Policies 
for Access and Equity 

Fang Gao and Henry Chi Yin Liu 

Introduction 

The earliest settlement of South and Southeast Asians in Hong Kong can be traced 
back to two centuries ago, during the early times of British colonisation (1841–1997). 
The British authorities adopted a multinational recruitment policy and many Sikh and 
Muslim Indians, Nepalese Gurkhas (and later Pakistanis) were recruited to station in 
Hong Kong as policemen and prison guards, with the purpose of preventing large-
scale social unrest in the society (Ho & Chu, 2012). Taking advantage of the political 
stability, Parsees and Bohra Muslim traders then also came and migrated to the 
territory for economic opportunities. Their contribution to the making of Hong Kong 
has become apparent in securing local safety and promoting import and export trade 
(Kwok & Narain, 2004). Even after the handover in 1997, many of their descendants 
remained to reside in Hong Kong in order to enjoy the prosperity and many cherish 
this place as their “home” (Leung, 2014). 

The most recent census exercise conducted in 2016 indicated that these South 
and Southeast Asian ethnic minorities (hereafter EMs) constitute a total of 8.0% 
of Hong Kong’s 7.34 million inhabitants, numbering 584,383 people (Census and 
Statistics Department, 2017). Excluding the foreign domestic helpers, the number of
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EMs was 263,593 in 2016, making up 3.6% of the whole Hong Kong population, a 
large of whom are Indians, Nepalese, Pakistanis and Filipinos. Only in a decade, the 
number of EMs in Hong Kong rose by 70.8%; such tremendous increase represents 
the fastest-growing demographic group across the territory. Being a root for many EM 
families, a record-high of 14.0% of EMs were documented to born locally (Census 
and Statistics Department, 2017). The diversified demographic profile has facili-
tated the predominantly Chinese society to be a diverse, multi-ethnic/multilingual 
community. 

Considering the low fertility rate in Hong Kong, the local government has 
committed to support and assist in meeting the diverse needs of the EM community. 
As the Chief Executive, Mrs. Carrie Lam mentioned, “Non-ethnic Chinese youth is, 
without a doubt, an asset to the dynamics of our society and a valuable pool of human 
resources to contribute to Hong Kong with its array of talents, language proficien-
cies, skillsets and network” (The Zubin Foundation, 2018). For example, under the 
2018/2019 budget policy, an allocation of HKD$500 million has been earmarked 
to support initiatives for EMs in education, employment, social welfare and social 
integration (Hong Kong SAR Government, 2019). 

Yet, though ambitious efforts have been set out for EMs, in reality, EM students 
remain the least represented demographic group in local higher education topog-
raphy. The post-secondary (diploma, certificate, sub-degree and degree courses) 
attendance rate of aged 18–24 minority youths was only 43.3% in 2016, falling 
the overall population by 9.3% (43.3–52.6%), and that the gap had widened over 
the previous decade (36.1–44.7% in 2006). The first-year first-degree (“FYFD”) 
places funded by University Grants Committee (UGC) have remained unchanged 
at 15,000 over the years. The number of local non-Chinese speaking EM students 
(students whose ethnicity and/or spoken language at home is not Chinese–Cantonese 
and traditional written Chinese) who had met the general entrance requirements 
of undergraduate programmes and were admitted to the funded programme in the 
consecutive 2014/2015, 2015/2016, 2016/2017, 2017/2018 and 2018/2019 academic 
years is only 104, 100, 125, 153 and 157, respectively (Education Bureau, 2019). 
Groups, including Indonesians, Thais, Nepalese and Pakistanis, were found to have 
the lowest proportions of higher education graduation in the population (Census and 
Statistics Department, 2017). EMs’ unemployment rate is dramatically high, and in 
turn, poverty becomes inter-generational. 

In the context of Hong Kong, a bachelor’s degree has supposed to be a ticket 
to gainful employment; local statistics reveal that university graduates, on average, 
earned 107% more than high school graduates (Census and Statistics Department, 
2018). Notably, close to one in five (19.4%) EM individuals live under the poverty 
line. The low accessibility of higher education would fail to deliver empowerment 
to EMs, and eventually perpetuate poverty, and lock them into the lower socio-
economic strata (Hong Kong SAR Government, 2018). Under the United Nation’s 
Sustainable Development Goals (SDGs), higher education is positioned as a key 
target in the development agenda. With an emphasis on non-discrimination in access,
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and promoting the participation of disadvantaged groups, higher education institu-
tions are considered instrumental in driving all of the goals of sustainable develop-
ment. Apparently, the low participation of EM students in higher education reflects 
the ethnic and class stratification and inequality in Hong Kong’s social structure, 
and in turn, gives rise to the unsustainability of societal development. Hence, equal 
access to university is one of the key sustainable development issues that motivates 
and empowers people living in poverty to acquire upward mobility and to shape a 
sustainable life (Balitskaya & Jain, 2022). 

Local studies on university choice and access (i.e. Gao, 2017; Wu,  2010) have  
suggested that underprivileged EM youths are comparatively more vulnerable to 
handling school-to-university transition, due to the insufficient social, cultural and 
economic capital, as compared to the privileged groups. Empirical evidence (e.g. 
Gao, 2018; Perna & Titus, 2005) suggests that even though minority parents can 
provide emotional support and encouragement through positive attitudes towards 
university/college, they are often unable to give direct guidance in plans or processes 
for application. For these minority youths, therefore, government policies and prac-
tices are one dominant extra-familial support measure that, in principle, gives them 
access to necessary information and resources that help them navigate the university 
(Stanton-Salazar, 2011). However, two basic questions arise: What are the current 
policies that attempt to proliferate EMs’ enrolment in university in Hong Kong? And 
how effective are the policies for facilitating EM students’ transition to university? 

To address the above questions, the current study deploys the Bourdieusian 
conception of capital and critically evaluates the effectiveness of government support 
measures for the marginalised members of the minority community to access univer-
sity. EM students in this study are defined as a mix of local students from different 
backgrounds, mainly South/Southeast Asians, who: (1) speak a primary language 
other than Chinese (Cantonese) at home, and (2) comprise the majority of non-
Western EMs in the public education sector. While increasingly scholars’ attention 
has been paid to EMs’ education (i.e. Kapai, 2015; Loper, 2004), few studies account 
for and evaluate educational policies that condition their access to university in Hong 
Kong. The review of policy documents could potentially account for landmark legal 
mandates that might influence EM students’ university participation. In particular, 
this study examined historically noteworthy progressive steps towards access and 
equity juxtaposed with recent indicators of policy development to illustrate a compre-
hensive picture of tailor-made education services to the EM population. The chapter 
concludes by suggesting policies that could better ensure that EMs receive equitable 
treatment in accessing university. 

Literature Review 

The existing literature on university choice and access has mainly utilised Bourdieu’s 
capital theory and illustrated the interactive effects of multiple types of capital on 
youth’s pathways to university (e.g. González et al., 2003; Kanno & Varghese, 2010;
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Pérez & McDonough, 2008; Perna & Titus, 2005). The researchers have integrated 
the economic model of human capital investment and the socio-cultural framework 
and proposed a theoretical model in which eventual enrolment in university can be 
associated with an evaluation of family income (economic capital) as well as the influ-
ences of cultural value of higher education attainment (cultural capital) and informa-
tion about university/college obtained through valuable social relationships/networks 
(social capital). Bourdieu’s interpretation has also suggested that different types of 
capital are inversely related to socioeconomic status. Being unequal in possessing and 
activating their resources, those youths coming from privileged backgrounds are able 
to take advantage of resource-rich networks in the competition for scarce resources, 
whereas working groups and ethnic minorities with insufficient capital resources will 
be sidelined in the struggle for educational advancement. The inherent inequalities 
predispose individuals in differentially advantaged locations in social space in the 
competition for the occupation of available scarce resources. 

According to Bourdieu (1997), cultural capital is comprised of cultural knowl-
edge, language competence, dispositions and educational qualifications that are 
highly valued in a particular social milieu. As a subset of cultural capital, 
linguistic capital symbolises “the underlying social, economic and political strug-
gles” (Tollefson, 2002: 5) occurring in a polity. In most cases, the language of the 
dominant group defines the linguistic habitus embodied in the educational system, 
thereby preventing other languages from gaining legitimacy. Applied linguists (e.g. 
Tse et al., 2011) argued that the acquisition of the Chinese language plays a signif-
icant role in EM students’ retention and success in education. However, given that 
school often privileges the cultural/linguistic background of students of the domi-
nant class, EM students are distinctively disadvantaged, compared with their native-
speaking counterparts (Gao et al., 2011). To understand how EM students could 
overcome language barriers, an analysis on the extent and effectiveness of current 
policy provision is crucial. 

In addition, economic capital is defined as a person’s access to economic resources 
(e.g. income, wealth, assets) (Bourdieu & Passeron, 1990), and its provision is 
a robust predictor of under-represented students’ university application, selection, 
admission and retention in university (Nuñez & Sparks, 2012). In Hong Kong, the 
2016 Population Census noted that non-Chinese EMs generally had smaller propor-
tions in the highest income group and higher proportions in the lowest income group 
population (Census and Statistics Department, 2017). The design of government’s 
policy to enhance EMs’ access to economic resources (e.g. financial aid) for the sake 
of increased enrolment in university can be an indicator for its effectiveness. 

Inequalities in university access may also arise from a lack of social capital. Bour-
dieu (1997) defines social capital as “the aggregate of the actual or potential resources 
which are linked to possession of a durable network of more or less institutionalised 
relationships of mutual acquaintance and recognition” (248). That is, persons may 
draw on resources that accrue to them by virtue of social ties for educational success 
(Coleman, 1988). Empirical evidence (e.g. Kanno & Grosik, 2012) illustrates that 
the odds of enroling in a four-year university undergraduate degree course increase 
with the adequacy of information about higher education accessible to disadvantaged
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students at the senior secondary stage. Extant research emphasises the importance of 
developing ties with institutional agents in gaining important resources (Lin, 2001). 

Under Bourdieu’s conceptualisation, one type of capital exists in conjunction with 
other types of capital and so shapes “intersecting multiple capitals” (Horne et al., 
2011). To evaluate the effectiveness of policy instruments that facilitate university 
access among EMs in Hong Kong, the study takes educational policies as provi-
sions of multidimensional capital resources to investigate to what extent the multi-
dimensional capital provision in educational policy and practice works together and 
improves EMs’ likelihood of enroling in universities. The multiple capital framework 
is also linked to explicit consideration of power relations, structural inequalities and 
social reproduction, and the distribution of various types of capital represents the 
inherent structure of a society. An understanding of current policy mechanisms as 
identifiable types of capital will help elucidate the structural constraints unique to 
EMs in the Hong Kong society. 

Findings 

Three major policy initiatives that strive for the widening of university enrolment 
among EMs arise from data analysis, including (1) alternative Chinese language 
qualifications in university entrance examinations and flexible language admission 
requirements, (2) a Chinese language examination subsidy and examination fee 
remission scheme and (3) information channels on the university application process 
accessible to EM parents and students. 

Cultural/Linguistic Capital-Relevant Policy Initiatives 

Existing local literature (i.e. Ku et al., 2005; Loper, 2004) emphasises that the Chinese 
language is the most significant cause of school failures of EM students in Hong 
Kong. For many EM students of South Asian or Southeast Asian ethnicity, English 
is at best their second language, and Chinese is learned as their third language. 
Most of them have not encountered any Chinese language before kindergarten or 
even later (EOC, 2019). In order to enter the funded Joint University Programmes 
Admissions System (JUPAS)-participation institutions’ programmes, a minimum 
requirement of a Level 3 Chinese language proficiency in Hong Kong Diploma 
of Secondary Education Examination (HKDSE) has been made compulsory, while 
5** being the highest level in a 7-point scale. As dubbed as “the paper of death”, 
indeed, only 58.1% candidates attained such qualifications or above territory-wide 
in 2019 (HKEAA, 2019). The challenging Chinese curriculum discouraged EM 
students from taking such an examination, which requires a native-level command of 
Chinese and a high level of knowledge of Chinese language and culture (Gao, 2011). 
Statistics reflect that the number of EM students opting for the HKDSE (Chinese
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Language) is still very small (7.7% of EM S6 students in the 2017–2018 school 
year) (Education Bureau, 2019). In 2018, among the 103 EM students sat for the 
HKDSE, only 14 of them attained the minimum requirement. Therefore, schools are 
often expected to persuade EM students early in their secondary schooling to take 
simpler non-local Chinese language examinations, including the General Certifi-
cate of Secondary Education (GCSE), General Certificate of Education Advanced 
Subsidiary and Advanced Levels (GCE AS and AL) and International General Certifi-
cate of Secondary Education (IGCSE) (EOC, 2019). Since 2007, EM students who 
meet either of the following specified circumstances were allowed to take these 
exams: (1) the student has learned the Chinese language for less than six years 
while receiving primary and secondary education, or (2) the student has learned 
Chinese language for six years or more in schools, but has been taught an adapted 
and simpler curriculum not normally applicable to the majority of students in local 
schools (HKEAA, 2020). 

Yet, universities in Hong Kong are granted to exercise institutional autonomy 
at their discretion in considering whether the qualifications suffice for admission 
with a result that the alternative Chinese examinations are not often fully recognised 
by the academic institutions. Each university administers its own admission policy 
and criteria for different undergraduate programmes to assess applications submitted 
through the JUPAS and non-JUPAS routes (Education Bureau, 2019). Neither the 
Government nor the UGC would require universities to specify a particular ratio 
of local students admitted through the JUPAS and non-JUPAS routes. Under such 
practices, different institutions adopt a different approach to perceiving the alternative 
Chinese examinations (Hong Kong Unison, 2020a). For instance, in the academic 
year of 2019/2020, out of the 9 JUPAS-participation institutions, only one has offered 
to adopt a conversion for alternative Chinese qualifications, in which students would 
have a chance to be conversed to Level 5** (the highest) in score. Unfortunately, the 
remaining institutions insisted on transferring the qualifications to only Level 3 of 
HKDSE Chinese Language, the basic entrance requirement. Some institutions even 
warned that alternative Chinese result would not be taken into consideration in terms 
of admission. Consequently, EM students must struggle for better performance in 
other HKDSE subjects if they are to boost their admissions chances in the institutions. 
Such an absence of a consistent qualification of Chinese proficiency does not help 
equalise EM students’ university access. 

Sarcastically, in order to promote higher education internationalisation and the 
development of Hong Kong as a regional education hub, the local government has 
increased the non-local student quota for publicly funded programmes from 10 to 
20% (Education Bureau, 2007). And recruitment of international students undergoes 
a merit-based selection, in which a Chinese language proficiency is not required. 
This recruitment exercise places EM students in a more unfavourable environment, 
in which Chinese language barriers have not yet received proper policy interventions.
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Economic Capital-Relevant Policy Initiatives 

In supporting EM students to obtain alternative language qualifications and facili-
tate their academic and career advancement, the government has subsidised eligible 
school candidates (Secondary 4 to Secondary 6) to sit for GCSE Chinese exami-
nation since 2010, irrespective of means. Students would only be required to pay a 
“subsidised examination fee” on par with that of the Chinese Language paper in the 
HKDSE. Subject to an annual review, in the 2019/2020 academic year, the GCSE 
Chinese examination fee is HK$1,720, while that of HKDSE is HK$670. The Educa-
tion Bureau will top up the difference in fees between the examinations to the same 
level (HKEAA, 2020). From the 2012/2013 school year onwards, the examination 
subsidy coverage has further extended to the IGCSE (HK$3,075 charged by Edexcel, 
London and HK$1,575 charged by Cambridge International Examinations in 2020), 
GCE AS-Level (HK$3,850 charged by Edexcel, London and HK$1,720 charged 
by Cambridge International Examinations in 2020), and GCE A-Level (Chinese) 
Examinations (HK$5,805 charged by Edexcel, London and HK$2,605 charged by 
Cambridge International Examinations in 2020). Furthermore, multi-entries into the 
overseas Chinese language examinations are made applicable to EM students. The 
policy stipulates that the subsidised examination fee is applied to up to two entries 
for any of the three examinations under GCSE, IGCSE and GCE AS-Level, and up 
to two entries for the GCE A-Level Chinese examination. The offerings of multi-
entries allow EM students not only to secure a certification at an elementary level 
but to learn Chinese at a more advanced level (GCE A-Level) (Education Bureau, 
2012). 

Since 2011, eligible EM students, who pass the means test of the Student Financial 
Assistance Agency (SFAA) and sit for the alternate Chinese examinations, can apply 
for full or half fee remission of the “subsidised examination fee” under the Examina-
tion Fee Remission Scheme (EFRS). On average, around 1,600 EM students bene-
fited from the EFRS annually (Education Bureau, 2019). The approval of the relief 
measure in the 2019/2020 Budget even waived the “subsidised examination fee” of 
school candidates accordingly. In the 2018/2019 school year, estimated expenditure 
on subsidising EM students to sit for the above internationally recognised alternate 
Chinese Language qualifications examinations is over HK$4.24 million (Education 
Bureau, 2019). 

Whilst the EFRS can benefit EM students in waiving the thousand-dollars exam-
ination fee, the more significant challenge in paying for university fees is unsettled. 
Among the nine UGC-funded institutions, all the bachelor’s degree programmes 
charged a fee of HK$42,100 in the academic year 2020/2021 (UGC, 2020), whereas 
the median monthly income of South Asians is around HK$15,000—a threefold 
tuition fee for EM families would have aggravated their burden on the already-tighten 
budget, not including the indirect university costs (e.g. union fees, textbooks, devices 
for learning). As such, economically impoverished EM students would be potentially 
deterred from applying. Nepalese, who could only earn the least (HK$12,600) among 
the South Asian groups, can help explain the least university attendance rate of young
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EMs and a high tendency to quit school early and join the workforce (Hong Kong 
SAR Government, 2018). 

University-bound EM students often have to resort to the scholarships or subsi-
dies to support their expenditure, if they are luckily admitted. Across the territory, 
the only available scholarship targeted explicitly at EM students is the Hong Kong 
Unison Scholarship. The one-off provision of HK$15,000 for the first year of study, 
with limited recipients, is expected to alleviate the pressing financial needs (Hong 
Kong Unison, 2020b). Another accessible financial aid to support all students is the 
Tertiary Student Finance Scheme (TSFS). TSFS is composed of two forms: grants 
and loans. The level of assistance will be fully determined by a two-tier means test 
involving family income and assets. The maximum grant for a student covers tuition 
fees, academic expenses and compulsory union fees. The maximum loan is for living 
expenses and is interest-bearing at 1.0% per annum chargeable from the commence-
ment of the repayment period (a maximum of 15 years) (Student Finance Office, 
2020). No doubt, accessing economic capital via the TSFS is vital for those EMs 
to successfully enrol at university. However, TSFS is not uniquely designed for EM 
students, yearly application to the scheme may cause uncertainty and anxiety among 
the EM youths (Gao, 2017). 

Social Capital-Relevant Policy Initiatives 

Due to criticism of EM-dominated designated schools segregating EM students from 
society, Hong Kong disbanded this type of schooling in 2013 and encouraged EM 
students to choose mainstream schools. EM parents often have to struggle between the 
lack of support received by students when taking the mainstream Chinese language 
curriculum and the pessimistic consequence on further studies and employment with 
the alternative Chinese qualifications (EOC, 2019). The result is that most of EM 
students actually still go to a limited number of designated schools (Gao & Lai, 2018). 
Government statistics show that 40% of EM primary students and 36% EM secondary 
students studied at schools with a high concentration of EM student population (70% 
or more) in the 2016/2017 school year (Education Bureau, 2019). 

In the EMs-dominated schools, EM families often lack social networks necessary 
for accessing valuable information resources that their children may draw on as 
needed for success in university enrolment. According to Hong Kong Council of 
Social Services’ (2010) survey, almost a quarter of the surveyed EM parents (23.5%) 
did not know Chinese proficiency, which might significantly affect their chances 
of getting access to university-relevant information and sources. In addition, the 
Chinese-conducted parent–teacher association meetings and the distribution of solely 
Chinese notices in secondary schools also barred EM parents from participating 
meaningfully and understanding fully pertaining to the performance of their children 
and the university choice process (EOC, 2019). The institutional barriers are further 
exacerbated by the lack of confidence among local teachers on EM students who are
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always stereotyped as academically demotivated and linguistically/culturally deficit 
(Gao et al., 2019). 

The Education Bureau responded by setting up an information platform on its offi-
cial website, namely “Education services for non-Chinese speaking (NCS) students”. 
With the provision of over seven languages in the core documents (e.g. Brief on 
Education Support Measures, Parent Information Package on Education in Hong 
Kong), the platform is expected to provide EM families with essential informa-
tion and related resources. Moreover, Education Bureau has initiated a hotline for 
EM students and their parents, and if necessary, interpretation services are available 
through the Centre for Harmony and Enhancement of Ethnic Minority Residents. 
Rather, the information regarding higher education is predominantly in Chinese and 
English so that its accessibility for EMs who are not versed in either language may 
be compromised. Additionally, most of the information resources are only available 
online, EM parents who lack technological skills or regular access to Internet may 
not be able to access the requisite information regarding universities, admissions 
policies and other information to make an informed decision about which university 
their children can choose to apply for. An Oxfam study echoes with the finding that 
only 30.5% of EM parents knew that they could access information materials from 
Education Bureau websites and offices (Oxfam, 2014). 

Discussion and Conclusion 

By analysing the government’s support policies and practices for under-represented 
EM students, this study demonstrated what tangible progress had been made in 
increasing the students’ participation in higher education and what limitations had 
been exposed in addressing EM students’ insufficiency of linguistic, economic and 
social capital. We found that the existing initiations of educational policy are exclu-
sively focused on EMs’ limited Chinese proficiency in their pathways to the univer-
sity. In doing so, the under-representation of EM students in local universities is 
relegated to the lack of linguistic capital and leaves the non-linguistic obstacles and 
barriers less touched. The overemphasis on EMs’ Chinese language skills appears to 
privilege Chinese native speakers’ status and exercise “symbolic violence” (Bour-
dieu & Wacquant, 1992) on EMs. The documentary analysis confirms key limitations 
of current attempts to address EMs’ limited social and economic capital that together 
restrict the students’ access to university. While the financial stresses and inability 
in shaping valuable networks and relationships with important institutional agents 
have not yet been resolved by current policies, the Chinese language still conditioned 
EMs’ university access and programme choice. Ricky Chu, the chairperson of Equal 
Opportunities Commission commented, “It is not about how much hard work ethnic 
minority students put in; it is about how the system places them at a disadvantage by 
default” (Chu, 2019). The limited response to EMs’ university-going aspirations on 
the sole focus of linguistic capital, with negligence in other aspects, have shackled 
EM students on the access of higher education.
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The findings of this study suggest that a consideration of various types of capital 
resources operating in EMs’ pathways to university and subsequently a holistic policy 
framework is of paramount importance in policy initiation if we expect to broaden 
university access to the minority student population and enable their sustainable 
development in Hong Kong. Firstly, such an approach needs to recognise Chinese 
as a second/foreign language by all societal institutions. This recognition would 
address the unequal division of power produced or maintained by the current educa-
tional language policy. Secondly, educational policy in a holistic mode should draw 
attention to the sorts of financial and information resource investments from which 
EM students and parents are most likely to need assistance in order to ensure greater 
higher education opportunities. Homeschool collaboration should be strengthened 
to cultivate a facilitative communication model, allowing EM parents to be involved 
in students’ university choice process. Finally, holistic measures have to embrace 
and train school teachers, administrators and counsellors to recognise the inequali-
ties encountered by EM students, including inequalities in cultural/linguistic, social 
and economic capital, and to become agents in valuing these students’ strengths and 
improving their educational aspirations and outcomes. 

This investigation indicates that Hong Kong has a long way to go in addressing 
underprivileged EM students’ disadvantages in accessing university. Serious actions 
need to be taken at the government level to increase the number of EM university 
students and to boost the human capital, and to achieve the ends towards economic 
growth, social cohesion and democracy in a sustainably developed society. 
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Chapter 9 
Transforming Tertiary Education 
Environments for Sustainable 
Development of the Sakhalin Region 
in Russia 

Irina Balitskaya and Nitika Jain 

Introduction: The Sociocultural Background of Russian 
Multiculturalism 

Russia has had a long history of tackling issues pertaining to ethnic and cultural 
diversity. It is one of the largest states in the world with a multiethnic population, 
with ethnic Russians and Orthodox Christians as most dominant. Russia is inhabited 
by 193 peoples, and its ethnic structure is also rather complex (Rosstat, 2011). The 
population of Russia, as of 2016, is 146,544,710 people, out of which the non-
Russian population makes approximately 20%—including at least 120 ethnic groups 
according to official statistics (Federal State Statistics Services, 2016). Russians 
speak over 277 languages and dialects—89 of which are used in the public education 
system (30 as a language of instruction and 59 as a subject of study) (Rosstat, 2011). 

Modern Russian society has transformed under rapid globalization, becoming a 
culturally diverse nation with a more heterogeneous population. New cultural groups, 
in the form of migrant workers, immigrants and refugees, have been introduced into 
regions where they did not formerly live. The evolving borders and new citizenship 
policies have also led to the creation of new minority groups. This demographic shift 
is changing the social landscape of Russia, where the ethnic Russian population has 
been the centerpiece of social policy for hundreds of years (Balitskaya, 2014, p. 69). 

According to the Federal Migration Service, a significant number of the indi-
viduals who immigrated in 2015 came from outside of Russia—17,083,849 in total, 
including those from the Commonwealth of Independent States (CIS). There was also 
a noticeable increase in those who were granted citizenship of the Russian Federa-
tion: 209,799 people—almost a quarter of an increase as compared to the previous
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Table 9.1 The number of 
foreign citizens in the country 

№ Citizenship Total (persons) 

1 Azerbaijan 518,819 

2 Belarus 653,593 

3 Kazakhstan 622,142 

4 Kyrgyzstan 574,194 

5 Tajikistan 878,536 

6 Uzbekistan 1,755,781 

7 Ukraine 2,481,408 

Ministry of Internal Affairs of the Russian Federation (2016) 

year (157,791). Table 9.1 shows the number of foreign citizens in the country (as of 
April 5, 2016). 

However, the number and percentage of people that make up the ethnic compo-
sition of the population of Russia have changed. The number of Russians, Tatars, 
Ukrainians, Bashkirs, Chuvash and Mordovians has reduced, with the most notice-
able decline in the number of Ukrainians living in Russia (as compared to 2002, they 
have now decreased by 1 million). At the same time, there has been an increase in 
the number of Chechens, Armenians and Avars. 

Modern migration streams to Russia are highly ethnically diversified. Migrants 
paint a varied socioeconomic portrait—some achieve financial success, others expe-
rience economic hardship, and more than 50% of the migrants practice Islam 
(Skvortsov, 2013, p. 241)—representing a people that is considerably different in 
terms of language, traditions and behavior patterns from the population of the host 
society. Often, cultural differences and social marginalization are closely linked, 
putting ethnic minorities in a disadvantaged and relatively isolated position in society 
(Castles & Miller, 1993). Russian society faces challenges in addressing the inequal-
ities of ethnic minority students. They often face discrimination residentially, at 
educational establishments and even when applying for social services. There exists 
a formal policy framework of peace, justice and equal rights, but it has not created 
change for the majority of migrants. The challenge in the educational arena is to trans-
form the education system into an inclusive and socially just system that promotes 
the Sustainable Development Goals. 

National Multicultural Policy 

The current situation in Russia can be defined by the rise in ethnic revitalization 
movements. From the mid-1990s, an increase in ethnic consciousness became evident 
not only among ethnic minorities, but among all the ethnic communities of Russia. 
Nowadays, the process of national identity formation, self-determination, the rise of 
an ethnic self-consciousness, the realization of new values and a vision for ethnic
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development are clearly seen in Russian society. The danger of “culture loss” is a 
serious matter of concern for nation-states. But they are also cognizant of another 
danger: of being isolated from the global culture and civilization and thus stagnating 
the development of the nation and its adaptive qualities in a new world. 

The evolution of civic society in Russia, which began to take place in the 1990s, 
found reflection in some of the democratic reforms of the Russian education system. 
Education was used as a tool to reform Soviet society and was expected to soothe 
tensions, help build a federal state and establish a democratic civil society. State 
policy was also influenced by international organizations such as UNESCO and 
the Council of Europe, various aid organizations and local and global NGOs. As a 
result of the collapse of the Soviet system’s values, there was a large-scale identity 
crisis calling for an urgent and immediate solution. Russian society was confronted 
with new ideas of diversity and national identity; it understood the importance of 
addressing the challenges and opportunities that come with diversity while ensuring 
the inclusion of ethnically and religiously charged ideas in a developing democracy. 

In the 1990s, the Russian government had done a considerable amount of work at 
the legislative level to develop a comprehensive state national policy. The Presiden-
tial Decree of June 15, 1996, No. 909 approved the “Concept of the State National 
Policy of the Russian Federation.” An urgent need to look at ways to manage diversity 
and develop a more appropriate ethno-policy in Russia has shown itself in a number 
of official documents and programs: the Law “On the Rehabilitation of Repressed 
Peoples,” the Act “On the Rehabilitation of Political Repression Victims,” the Federal 
Law “On Public Associations,” the Law “On the Languages of the Peoples of the 
Russian Federation” and the Federal Laws “On National Cultural Autonomy,” “On 
Guarantees of the Rights of Indigenous Peoples of the Russian Federation” and 
regulations on issues of ethnic and cultural development of the peoples of Russia. 
The program for the promotion of tolerance and improving international relations in 
Russia, and a renewed Concept of National Ethno-Policy of the Russian Federation, 
was developed by a group of leading scholars from the Institute of Ethnology and 
Anthropology of the Russian Academy of Sciences. Recently, the concept of multi-
culturalism has also been incorporated into Russia’s ethno-policy agenda (Dzurinsky, 
2008, p. 153). 

The Russian government formulates policies to address the promotion of minority 
cultures. However, the development of state-confessional relations has experienced 
significant difficulties due to external and internal challenges and threats, such as 
the negative impact of Soviet national policies (the repression and deportation of 
individuals from certain nations); the civic identity crisis caused by the transformation 
of the society; and the development of a market economy. Unbalanced regional 
growth and economic inequality have resulted in the growth of xenophobia and 
ethnic and religious intolerance. 

A single Russian identity was replaced by different, often competing, forms of 
regional, ethnic and religious identities. It was admitted that the development of 
interethnic relations is affected by the following negative factors: a lack of action 
focused on the Russian civil identity and unity formation; high levels of social 
inequality; and inadequate measures to integrate migrants into mainstream society
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(Order of the President of the Russian Federation, 2012). Thus, the Russian education 
system desperately needed a new concept of education to respond to and integrate 
the demands, needs and aspirations of culturally diverse people. 

The Russian Federation’s Ministry of Education issued an order (2006) approving 
the “National Education Policy Concept” and the plan of its realization in the period 
of 2004–2010. The Concept represents the system of views and principles of the 
state policy, stemming from the multicultural nature of Russian society, and defines 
the important educational and societal goals: to prepare the young generation to live 
in a multicultural world and to develop intercultural communication skills (Ministry 
of Education and Science of the Russian Federation, 2006). This document states 
that education at all levels must be structured to assist students in understanding and 
affirming their community’s various cultures and developing the skills of intercultural 
communication. This national policy was addressed to all educational institutions and 
local education authorities: to implement programs and courses on developing the 
intercultural knowledge and skills needed to participate in the various cultures of the 
local community as well as in the national civic culture. 

The strengthening of Russia’s multicultural heritage and granting equal status 
to all cultures were legally established by the Law “On Education in the Russian 
Federation,” that declared the cultural diversity of the Russian society (Federal Law, 
2015). It declares unity within the educational space, as well as the protection and 
development of ethnic cultures and traditions of the Russian Federation in a multi-
national state. Education is believed to play a special role in preparing all citizens 
to be equal members of a modern global society. A culturally diverse society can 
strengthen the ethno-cultural orientation of the education system, with an increased 
role of national languages as a means of intercultural dialog and the Russian language 
as a transmitter of Russian and world culture (see the Law “On Languages of the 
Russian Federation Nations,” 1991). 

Modern Russian educationists (e.g., Dzurinsky, Vulfson, Suprunova and Makaev) 
have developed the “Concept of Multicultural Education,” which generalizes the 
idea of multiculturalism in Russia and defines the objectives of education in a multi-
cultural school environment. The Russian translation of “multicultural education” 
corresponds to its prevailing interpretation as education in the context of ethnic 
diversity with the domination of the culture of the titular ethnic group. Multicultural 
education, according to the Concept espoused by the educationists, is one of the 
many aspects of education, aimed at preparing the future generations for an active 
and effective life in a multinational and multicultural environment (Makaev et al., 
1999). In 2003, the “Concept of Multicultural Education for Higher Education” was 
developed, published and implemented in a number of educational institutions of the 
Russian Federation (Davydov & Suprunova, 2003, p. 243). 

Multicultural education in the Russian context is based on three main streams: 
Russian, national (non-Russian) and universal (Ministry of Education of the Russian 
Federation, 2012). All this confirms the idea of multicultural education as a unifying 
process: We are different, but we are together. The “national” serves as a primary 
means of mastering the world culture. The leading principle of such education is 
the disclosure of significant national traditions and rituals, analyzing the ways of
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using them in the upbringing of the child in the spirit of universal values and inte-
gration into the world community combined with the development of ideas of ethnic 
identity and the cultural tolerance of nations. This understanding of multicultural 
education in general coincides with the globally accepted interpretation, suggesting 
that the process of education be based on the recognition of local, national, global 
and humanistic values. 

A number of significant studies have been carried out on these issues by Russian 
scholars (e.g., Dzurinsky, Gukalenlo, Borisenkov and Danilyuk). Much attention 
is paid to new ethnic groups that have emerged in Russian society. Scholars and 
educators are developing new areas of multicultural education, which reflect the 
interests of different groups of migrants. For example, a new approach for working 
with migrant students in Russian schools is called “Pedagogical Support,” which 
involves the assistance and reinforcement of special educational services to improve 
the social status of migrant students. 

Integration Problems in a Multicultural Society 

The beginning of the 1990s was marked by democratization and individualization, 
but from the mid-1990s, the emphasis on state cohesion became more prominent. 
During the first half of the 1990s, the new country leaders did not pay serious attention 
to building national cohesion or national identity. During this period, preference 
was instead given to delegitimizing the Soviet type of political education in order 
to develop citizenship education policies stressing citizens’ rights, knowledge of 
the legislation and lawful conduct for the purpose of building a constitutional state 
(Balitskaya & Rubleva, 2011, p. 337). 

From the end of 1990s, citizenship education started to diverge as it was believed 
that the growing interethnic tensions in society were caused by the promotion of 
minority cultures and the emphasis on ethnic education. This led to the official publi-
cation of the Guidelines on Citizenship Education that raised the demand for educa-
tional establishments to cultivate future citizens who are able to tolerate, respect and 
engage with groups of people from different cultural backgrounds (see “The Concept 
of Patriotic Education of Russian Federation Citizens for 2001–2005”). The docu-
ments on education such as the “Concept of the Modernization of Education and 
the National Doctrine of Education” (MoERF, 2002), developed by the government, 
articulate the demand for educational change at the national level. The importance of 
well-organized citizenship education emphasizing human rights, the Russian Consti-
tution and electoral processes is stressed. Cultivating a sense of national identity is 
also mentioned as one of the core values in the reform documents. 

Scholars who have studied the multiple identities of immigrants (e.g., Cogan & 
Dericott, 2000) state that although citizens may possess an attachment to more than 
one identity, a sense of national identity and patriotism is usually seen as an essential 
ingredient of citizenship. Official curricula intend to give students a sense of identity,
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and often of national pride, and to teach them the rights and duties of a citizen as 
officially defined (Cogan & Dericott, 2000, p. 5).  

Citizenship education was introduced as a formal component of the National 
Curriculum in Russia in 1990. It calls for an education consisting of knowledge, 
skills and values that help young people to become informed and responsible citizens. 
The topics covered in the course were integrated in the contents of other subjects 
in an interdisciplinary manner: history, geography, civic education, social studies, 
economics, political science, etc. These courses implement notions of citizenship 
such as universality, social literacy, cultivating respect for human relationships and 
global citizenship. Far more emphasis is now placed on national identity, patriotism 
and the need to become familiar with the history of the Russian Federation. 

The government’s focus on the cohesion agenda led to the discourse of patriotic 
education gaining momentum. Forming patriotism has recently come back as the 
focal point of educational reforms: The Concept of Modernization in the Russian 
Federation (2002) promulgates that the development of civic responsibility, polit-
ical self-consciousness, proactivity, tolerance and the ability to socialize are the 
main priorities of Russian education. Citizenship education was then replaced with 
“patriotic-citizenship education.” The Concept of Patriotic Education of the Citi-
zens of the Russian Federation was adopted to address the growing emphasis on 
upbringing aimed at the reconsolidation of the people; it emphasizes the primacy of 
the national identity as opposed to the ethnic and/or sub-national identity. 

The nature of citizenship education seems to be more of a reflection of domestic 
political developments than the product of an international policy agenda. Teachers, 
principals and administrators struggled to define a new ethic and develop a new 
citizenship curriculum. A number of regions have launched individual projects on 
citizenship education. 

The Objective and Purpose of This Study 

The multicultural nature of modern society determines a range of problems, which 
are fully reflected in education. The problems of ethnic diversity within the tertiary 
education environment attracted the attention of many scholars who conducted their 
research in the field of multicultural education, suggesting the elimination of the 
contradiction between the system and norms of the education of the dominant culture 
on the one hand and of the ethnic minorities on the other hand. Russian educators 
share the opinion that multicultural education helps people understand and appreciate 
the richness of the diversity of cultures and their contribution—it attempts to assist 
the adaptation of national groups into the mainstream and declares the equality of 
cultures. 

In adjusting to a new academic environment, minority students have to face 
academic, social and psychological challenges. Scholars in the field of multicul-
turalism (Kincheloe & Steinberg, 1997; Parekh, 2000) suggest that immigrants may 
react in three ways in response to the host societies: They may assimilate in the new



9 Transforming Tertiary Education Environments for Sustainable … 149

environment; they may remain separated from the host society and preserve their 
distinctive identity; or they may seek to integrate within the new society by engaging 
voluntarily with the values and traditions of the host society while trying to maintain 
loyalty toward their own identity. Such a decision-making process reflects a synthesis 
of personal factors (their own values, attitudes and behaviors) and external factors 
(such as the existing policies of the host society, which can either promote inclusion 
or exclusion). 

The present study has been conducted on the tertiary education experience of three 
groups of people on the island of Sakhalin: Sakhalin Koreans, Indigenous Peoples of 
Sakhalin and migrants. Sakhalin Koreans constitute the largest ethnic minority group 
in the Sakhalin region of Russia, with a very specific history and ethnic identity that 
underwent a distinctive transformation. The second largest group of minorities are 
migrants from CIS countries, who make up more than 5% of the population on the 
island and experience integration problems into the host society. The third group are 
the indigenous minority that make up of approximately 400,000 people, who face 
problems of integration caused by the general situation of indigenous families—low 
standards of living and deprived of culture. 

The purpose of this study is to analyze the University environment, which is essen-
tial in providing an effective education for these groups of students and promoting 
cultural differences. There is a great need for more qualitative-based research, with 
rich descriptions of the related factors and the experiences of these groups. The 
synthesis of the multiple perspectives provides a much more meaningful picture of 
the educational conditions of these groups of students. This study, therefore, aims to 
gain an in-depth understanding of factors related to the identification and placement 
of these groups of students from multiple perspectives: through an analysis of the 
educational setting as well as interviews with relevant stakeholders. The research 
questions that guided data collection and analyze to achieve the purpose of this study 
are as follows: 

1. What are the educational conditions for these groups of students? 
2. What are their attitudes toward studying? 
3. How does their cultural awareness influence their studies? 

Cultural Diversity in Higher Education 

Research Methodology 

This paper draws on data collected from ethnographic fieldwork in the Service and 
Tourism Department of Sakhalin State University and College of Education. These 
institutions admit a number of migrant and indigenous students and representatives of 
the Korean diaspora. The research includes in-depth interviews with students and the 
analysis of their views on how they feel studying at the College or University, what 
kind of difficulties they experience and what kind of assistance they expect to get. The
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interviews sought the following information: (a) understanding students’ academic 
difficulties and needs; (b) understanding students’ perception of the University envi-
ronment and their relationships with other groups; and (c) understanding students’ 
expectations of the University. The interviewees were also asked to share stories 
of how they felt being away from their local schools and communities, to detail 
the information about their parents’ expectations concerning their education and to 
describe their relations with the mainstream and other groups of students. We also 
asked the respondents to define the difficulties they faced on campus. In addition, 
the curricula were analyzed to gauge whether they were reflective of the diverse 
sociocultural environment of the Sakhalin region. 

The field research involved case studies of the learning experiences of thirty 
students from Sakhalin State University (among them, five migrant students, twelve 
Koreans and two indigenous students). Students belonging to the dominant ethnic 
group were also interviewed. 

Ethnic Diaspora Students’ Population (Sakhalin Koreans) 

The immigrant community of the Sakhalin Koreans is not just a statistical population 
of migrants, but a social community with deep unity functioning autonomously— 
seeking the reproduction and consolidation of their national culture. Sakhalin 
Koreans are the largest minority group in Sakhalin and represent about 9% of the total 
population in the capital city of Yuzhno-Sakhalinsk (Gradoteka, 2015). For decades, 
Sakhalin Koreans suffered as an oppressed minority in the historical context, but, 
despite this fact, they made an effort to preserve their traditional values that tie them 
to their ethnic culture. 

Having gone through “russification” through the Russian language, they rarely 
speak fluent Korean and communicate in Russian both within and outside their homes. 
The Russian language has become the only means of everyday communication. While 
in regard to their upbringing and language Sakhalin Koreans belong to the Russian 
culture, in terms of their ethnic awareness, they identify themselves with the Korean 
peninsula (Lim, 2012). The majority of respondents identify themselves more as 
Koreans than Russians or local. They are Koreans in their daily lives, keeping and 
passing forward Korean traditions, customs and culture. Despite the high degree of 
linguistic and cultural assimilation, young Koreans retain a sense of connection with 
their historical homeland, primarily on the basis of genetic origin. 

The interviews show that respondents feel that they belong to the Korean ethnic 
group though they admit that the Russian culture is closer to them in mentality. Most 
of the respondents stated that they feel an urgent necessity to show their belonging to 
the Korean culture. Usually, this is expressed socio-culturally, i.e., through fashion 
and hairstyles, preferences in music that are the latest trends in South Korea, etc. 
It does not cause resentment among Russian students, and vice versa—it is of 
interest and respected, which shows that the status of Sakhalin Koreans in the local
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society is changing. Koreans are equally seen as representatives of the industrialized, 
democratic state (Balitskaya & Lim, 2013, p. 39). 

Many Sakhalin Korean students stated that they are not discriminated against and 
are not considered a migrant group by mainstream students. When expressing his 
outlook toward the minority groups, one of the mainstream students said that some 
of the minority groups can have a negative impact on the life of the local community, 
but not the Koreans as they have been living with the Russians for a long time in the 
same area and have had a good relationship with them. Mainstream students do not 
show a negative attitude toward Korean students and do not consider them foreigners 
or aliens. Interestingly, many of them do believe that both the Russians and Koreans 
were responsible for developing the Sakhalin region together. 

Nevertheless, some of the ethnic Korean respondents noted that their parents still 
remember experiencing ridicule at school due to either the nature of Korean food, 
their household objects or their appearance; for example, classmates would express 
surprise at how they could eat rice or kimchi all the time. The word “Korean” was 
used as an insult at school at that time; even nowadays, as some Korean students 
mentioned, sometimes they feel uneasy when called by their nationality, although 
they are not treated like outsiders. 

Many respondents mentioned that they need to show their “Koreanness,” which 
they try doing by congregating in the Korean Cultural Center, through Korean 
language courses, and participating in other cultural activities. Their group identity is 
often formed by memberships to and affiliation with such organizations and events. 
An increasing interest of young Sakhalin Koreans in their historical homeland and 
their desire to study the Korean language reflect the intensification of ethnic identity 
and a sense of pride in their culture. Additionally, students’ interest in the Korean 
language has increased tremendously, and some Sakhalin Korean students also study 
at South Korean universities. Contests in the Korean language and Korean pop music 
festivals organized by the departments of Korean language with the support of well-
known Korean companies also attract many mainstream students that contribute 
toward a positive attitude in relation to a given ethnic group. 

Like their parents, many young, third-generation Sakhalin Koreans continue to 
look toward South Korea for economic opportunities. Most of them are planning 
to study or work in South Korea. Many Korean families own businesses importing 
goods from South Korea to Russia so young people aim at acquiring jobs related to 
the economy, business or management. 

Sakhalin Korean students, therefore, mainly study business administration, 
economics and/or management. At present, one can comment on the decrease in 
interest among Korean students toward the department of the Korean language: While 
in the nineties mostly students of Korean origin were trained there, now the majority 
constitutes the Russian students. This fact can be explained by the growing oppor-
tunities to master the Korean language and get good jobs in Korean-Russian joint 
ventures. As for Sakhalin Korean students, only a few of them have managed to speak 
in fluent Korean as Korean is exceedingly difficult for native speakers of Russian. 
So, younger Koreans tend to make a rational choice: If they take up foreign language 
studies, they prefer to study English.
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Thus, after sixty years of living together in one area, peaceful relations with the 
mainstream group influenced the formation of a positive attitude toward Sakhalin 
Koreans who have experienced linguistic assimilation but are still trying to keep 
their ethnic identity intact. 

Migrant Students’ Population 

Nowadays, migrant students are found in almost every Russian university. As the 
rejection of migrants has turned into a serious problem in society, these students 
have faced many challenges in education. As perceived by the local population, a 
migrant is not seen as the “other,” but nearly always “a stranger,” and it is usually 
accompanied by the manifestation of intolerant behavior toward them (Mukomel, 
2013). The locals blamed migrants for all problems and believed bad things happened 
because of their presence in society. The University has developed a more favorable 
attitude toward migrants. Professors of the University stated that mainstream students 
do not show hostile behavior; normally, they have friendly conversations with migrant 
students. However, when discussing relations between the mainstream society and 
migrants, some of them tend to express stereotypical views (e.g., some advocate 
that all migrants are involved in illegal businesses and cause many problems in 
society). They also mentioned that mainstream students react positively to migrants 
if they follow the behavior patterns and style/fashion of the mainstream. If they 
dress differently and speak their native language, it tends to cause suspicion and 
fear. When the mainstream students were asked what they feel when people speak 
other languages, they revealed that it depends on the language spoken (as expected, 
English does not arise any feelings of negativity or suspicion; but if it is a language 
of any migrant community, it usually makes them feel uncomfortable). 

The Principal of the College of Education described a case when a migrant 
student—a Muslim—asked for permission to wear the hijab in classes. The Prin-
cipal did not object but expressed concern that this type of clothing was very unusual 
for the region and could trigger a reaction from other students. The student was 
embarrassed and disappointed as she explained that she used to wear her national 
dress and felt very uncomfortable wearing any other kind of clothing. Often, migrant 
students feel the need to talk about their culture. The professors stated that they are 
happy to talk about the way of life of their people, traditions and customs if other 
students are also showing an interest in it. 

Another significant concern for migrant students is the problem of bilingualism. 
Since the cultures differ greatly, when discrimination occurs in a bilingual situation, 
there is a cultural distance between the linguistic groups. A language barrier is a major 
challenge when working with migrant students. Of course, all students who enroll 
in the University have a good command over Russian, but they can follow different 
communication patterns which can become a reason for misunderstandings. Many of 
the respondents noted that they feel the need to speak their native language as they can 
speak it only at home with their parents. Most of them stated that if the University had
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courses or subjects in their native language or concerning their culture, they would 
eagerly attend them. 

Besides language barriers, students from countries with a more traditional lifestyle 
than Russia have to undergo a culture shock when faced with Russian society, as 
sociocultural influences and challenges are immense. They are expected to master 
the educational standards while learning new social norms. Many migrant students 
mentioned that they often do not understand the rules of communication of the other 
students and teachers—that is why they prefer to make friends with other individuals 
from similar backgrounds. They face pressure from the dominant culture to conform 
while their parents and extended family expect them to maintain their native social 
norms. Assimilation is difficult, and older relatives may disapprove, but clinging to 
their own culture also creates further challenges in being accepted by the dominant 
culture. Young people must learn to deal with stress of acculturation as they find their 
unique place in society (Alexandrov et al., 2012). 

When they enter the University, migrants tend to choose the departments of 
managerial professions which enable them to take higher positions in society. A 
student, who is trained in the magistracy, when asked about the motivation behind 
his choice answered that he wants to take up a managerial position in the local 
government. Many of them want a seat in the state power in order to support their 
migrant community in the future. 

Indigenous Students’ Population 

A series of studies conducted in the past 10 years provides strong evidence that 
indigenous students perform at a significantly lower level than non-indigenous due 
to a number of reasons, such as disadvantaged and relatively isolated positions in 
society, cultural differences, low expectations, prejudice and a mismatch between 
the home and school cultures (Battiste, 2002). The situation of indigenous peoples 
in education remains dire, and the number of indigenous students at Sakhalin State 
University is decreasing. After finishing high school, indigenous children have access 
to all educational programs with some privileges because of their minority status. 
There exists a contract between the Ministry of the Sakhalin Region and the Russian 
State Teacher Training University in St. Petersburg for minority children to study 
through the state-provided grants. However, the number of scholarships awarded is 
limited, so only 1–2 students per year have a chance to enter university. 

Besides, given that they have to leave the community and start living sepa-
rately, they hardly have the opportunity to continue studying or speaking their native 
language, leading their traditional way of life or taking part in community activities. 
They become isolated and very vulnerable in their surroundings, living a separate 
life without parents, elders, traditions, customs and their native way of life. 

Students asserted that sometimes they experienced prejudice and stereotyping, but 
this occurred more often in high school than at university or college: “Nobody cared 
about our nationality at the University; very often we are perceived as Koreans. Our



154 I. Balitskaya and N. Jain

group mates don’t have any idea how we live – when someone suddenly learns about 
our nationality, they ask silly questions like do we live in wigwams or do we ride 
deer.” Other respondents revealed that very often they are called “gilyaks,” which is 
a very offensive term for the indigenous students. Surprisingly, this derogatory term 
for Nivkhs (an indigenous ethnic group native to Sakhalin) is mentioned in certain 
history textbooks as a colloquial word; therefore, many Russians are unaware of 
the negative connotations of this word and use it in everyday communication. Many 
respondents mentioned that they were being referred to by this word and experienced 
very negative emotions. 

Indigenous students are likely to exhibit behavior that they have been socialized 
with, while the University may value very different behavior. Some of the most 
common cultural practices include differences in the way people show they are paying 
attention and giving respect, the meaning of passive behavior and the meaning and 
use of silence. One of the respondents mentioned that she feels uncomfortable when 
she is expected to talk extensively during discussions, because such behavior is not 
approved in her family. She noted that her grandfather always says that there is no 
need to talk if you do not have something very important to say. She also noted that 
listening and observing are highly valued skills in her community. 

One respondent concurred with the opinion that professors do not like to ask 
indigenous students questions; he feels that they believe that they are not able to 
study well. Native students are portrayed as having too many problems and are 
negatively affected by teachers, who hold low expectations from them. 

A serious problem is stigmatization, which not only causes conflicts but also makes 
students reject their own culture. Many interviewees noted that they are often viewed 
as people who have inclinations toward alcoholism and drug addiction. Only one of 
the interviewed students said that she perceived such treatment as a challenge and 
wanted to prove that indigenous young people are sane, intellectual and motivated 
individuals. Other respondents noted that they were discouraged by such attitudes of 
others. 

Speaking about their future career options, many of the indigenous students 
connect it with their cultural studies. As one of the students said in his interview, 

Having come to live in the city I realized that many people had never heard of Nivkhs people. 
I think this is wrong, because everybody should know the history of where they live, and 
their history is closely linked to the indigenous peoples. The history of the region begins 
with the history of the indigenous peoples, as they are the first people to have lived there. 
Then I begin to think about the place where my people can study. I believe that they must 
be trained to get jobs that are in demand at the moment, so they can earn money and it can 
help them in life. It can be the profession of a teacher, a guide, a chef, an entrepreneur, a 
social worker. But, on the other hand, it shouldn’t be just professional knowledge; education 
should also be based on a thorough study of the history, language and culture of indigenous 
peoples. 

Another respondent writes, “Students should have the opportunity to learn crafts, 
folklore, traditional games and sports, and literature. I think there should be a special 
department for indigenous peoples with two divisions: one for the history and another 
for the study of languages. Students will be able to develop different skills in these
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divisions.” Some students expressed that they would like to become a part of the 
Indigenous Department which can be introduced at Sakhalin State University. 

Having analyzed the interviews, it can be concluded that indigenous students 
suffer many problems and sometimes a serious deal of a mental stress. Some of 
them experience the pain of isolation and a feeling of loneliness. Accustomed to the 
local traditions and way of life, they have difficulties assimilating into the University 
environment. Most of them experience cultural discontinuity and low self-esteem, 
perform poorly and drop out due to adaptation problems. 

University Responses 

In recent times, educators have begun to realize that educational institutions are 
clearly not meeting the needs of various groups of students, while it is obvious 
that when cultural peculiarities are taken into consideration the achievements of 
students are higher (Nieto, 2004). In this context, higher education institutions play 
an important role. Most universities with diverse students’ populations are reporting 
difficulties in creating a classroom environment and an institutional climate that foster 
the full academic and personal development of students. Research studies suggest 
that most professors adopt an assimilation approach in dealing with cultural diversity, 
so this problem is of great importance for the Sakhalin State University. 

We analyzed the University curricula and found that, despite some disparities, 
it does include ideas of internationalism, international communication and other 
cultures. Ideas of multicultural education are incorporated into the Humanities 
section of the curriculum, while there are also courses that aim to raise cross-cultural 
awareness skills. We share the opinion of some scholars (e.g., Sleeter & Grant, 
2003) and recommend the professors of the University examine the current curricula 
for accuracy, inclusivity, bias, stereotyping and omission as negative stereotypes, 
coupled with inadequate and inaccurate information about non-dominant cultures. 
It is very important to include information on minority students’ communities and 
histories, validating their presence by integrating their stories, cultures and perspec-
tives as worthwhile elements of the curriculum. Scholars such as Hermione Harris 
argue that social invisibility is one of the main reasons for continuous underachieve-
ment of some ethnic groups and migrant students compared to native students and 
other ethnic minority groups. 

As all students are representatives of various racial and ethnic groups, they both 
think of and study within their own ethnic/racial identities and intergroup rela-
tions. We find ourselves facing some of the very issues that face a multicultural 
society. As a result of these discussions, students realize that they know very little 
about their own ethnic group and are often surprised at what they learn about other 
groups. The shift in teaching methods, curricular materials, teacher dispositions 
and University-community relations is needed. We have focused on interconnected 
dimensions: content, process and discourse, and a supportive campus environment 
as the appropriate linkage between knowledge and behavior.
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We bear in mind that the mainstream curriculum generally ignores minority 
cultures and experiences, while the primary goal of a pluralistic curriculum is to 
present a truthful and meaningful interpretation of the human experience. The tradi-
tionally mainstream focus of the curriculum makes it very hard for the mainstream 
students to accept the idea of other cultures within their country and to suggest that 
there are other cultures that have validity and a history. 

Nowadays, multiculturalism is considered to be a condition of the mind that 
enables people to create and participate actively in a diverse society. It helps people 
to see a certain reality from other perspectives and welcome other views and cultures 
that are different from theirs. Courses such as foreign languages, literature and world 
culture introduce important notions of ethnic identity, racism, pluralism, assimila-
tion, gender, etc. Intercultural communication is a new interdisciplinary course with 
the goal to cultivate cross-cultural awareness skills, with lessons on tolerance and 
diversity. Intercultural courses face a pertinent question on national unity: how to 
incorporate universal democratic ideals like civic equality and individual liberty into 
existing perspectives on multicultural education. 

As the University authorities realized the necessity of taking special measures to 
create a multicultural environment, they support scholars who are involved in the 
process of creating a friendly environment for all groups of students. A group of 
researchers in the fields of psychology, education, sociology, history and linguis-
tics have developed guidelines for creating a comfortable environment for tertiary 
education. Theoretical basis for the guidelines is key ideas from modern progressive 
theories of multicultural and culturally inclusive education (e.g., those of Dzurinsky, 
Gukalenlo, Borisenkov and Danilyuk). We take into account an ethno-cultural 
approach with its roots in Russian ethno-pedagogical traditions, that curricula, 
teaching methods, student skills and knowledge can be deepened and strengthened 
by appealing to folk traditions (see Volkov, 1999). We have also taken into considera-
tion the ideas of culturally responsive schooling (CRS), widely known as a promising 
strategy for improving the education and increasing the academic achievements of 
indigenous students (e.g., Battiste, Ermine, Henderson and Smith), and a compat-
ibility theory which posits that schooling is most effective when there is a greater 
match between the cultural norms and expectations of the school and those of the 
students (Belgrade et al., 2002). 

The guidelines below, developed on the basis of abovementioned ideas, help 
direct the careful and limited use of standardized curricular materials and develop 
alternative and supplemental curricular materials that are currently responsive to all 
groups of students’ population:

• Review the texts used in the classrooms and make the content relevant to minority 
cultures and histories.

• Be accurate and fair in the portrayal of indigenous peoples in the both past and 
present.

• Strengthen the quality of learning materials by introducing topics on indigenous 
peoples’ lives, history and traditions. This will also allow indigenous students to 
engage in topics that are of more interest to them.
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• Relate theoretical questions to students’ personal experiences, to their group 
experiences in society or to related campus issues.

• Introduce topics such as ethnic identity, racism, pluralism, assimilation and 
gender. Even if a course is not dealing with problems of ethnic groups, it is 
still possible to teach multicultural issues. 

An approach of this manner will also aid mainstream and minority students in 
developing necessary skills such as overcoming prejudices, avoid stereotyping and 
acquire a greater tolerance toward other cultures. 

Individuals interested in teaching and learning in this manner at the University 
serve an important function as a governing board for pedagogical concerns of multi-
cultural teaching. This kind of pedagogy will give all participants the motivation to 
develop a deeper understanding of issues and share the skills needed to bring this 
awareness to an expanding network of colleagues. The board has developed certain 
guidelines concerning behavior and teaching in a pluralistic society which are yet 
to be reflected in official requirements: The teaching style and class interactions 
are participatory, interactive and diverse; teachers must be attentive not only to the 
multicultural content, but also to the different communication styles that exist across 
ethnic groups; and they must engage all groups of students in the learning process. 
Teachers must possess a particular set of dispositions, attitudes, values and knowl-
edge and be able to create alternative curricula and utilize a variety of pedagogical 
approaches. 

Discussion 

Currently, Russian society is facing the advent of new ideas of diversity and national 
identity; there is an understanding of the importance of addressing the challenges 
and opportunities of diversity while balancing the inclusion of ethnic and religious 
ideas in a developing society. The growing reality and awareness of globalization 
and diversity have caused social and political concern in regard to the national iden-
tity—the development of which is considered one of the main goals of education. 
Democratic and free-market reforms in Russia have brought the need for the educa-
tional system to be capable of preparing young people for the constantly changing 
world and encourage active participation in local, national and global developments 
(Dzurinsky, 2008). 

The problems that accompany ethnic diversity in a university environment 
attracted the attention of many scholars, who conducted their research in the field 
of multicultural education, which suggests the elimination of contradiction between 
the system and norms of the dominant culture education on the one hand and of the 
ethnic minorities on the other hand (Sleeter & Grant, 2003). Scholars and educa-
tors are developing new areas of multicultural education, which reflect the interests 
of different groups of students which involves the assistance and reinforcement of 
special educational services to improve the social status of minority students (Gao &
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Liu, 2022; Borisenkov et al., 2004). These relatively new practices are supposed 
to be a step forward toward integration of the growing migrant population into the 
dominant Russian-language culture. Though the educational system is not designed 
to meet the needs of immigrant youth, the integrative policies create favorable condi-
tions for the accommodation of minority groups—and, generally, for the development 
of democratic reforms—and create favorable conditions for intercultural dialog and 
learning, promotion of mutual tolerance and understanding. 

The prevailing interpretation of “education for ethnic minority groups” is based on 
a concept of multiculturalism, and it is centered around two ideas: one of a culture 
and/or traditions that each specific group has and another of diversity of cultures 
that nominally defines ethnic groups (or separates them from one another). Thus, 
the concept of multiculturalism implies a peaceful co-existence of ethnic groups 
which are different in their cultural, linguistic, intellectual and spiritual traditions. 
For the purpose of practical implementation, multiculturalism means full social and 
educational integration of students who belong to different ethnic minority groups. 

Since the national composition of the different regions of Russia is very diverse, 
the relationship between the ethnic groups has an effect on the practical implemen-
tation of national policies. Its implementation will depend on regional policies and 
educational institutions, as the requirements for the realization of these policies are 
not obligatory. 

National curricula that are based on the general concept of multicultural education 
are aimed at the formation of the ability to live in a multicultural environment and 
addressed mainly to the mainstream students. Multiculturalism is a way of putting 
forth some alternative cultural paradigms for discussion as it is very hard for the 
mainstream to accept the idea of other cultures within their country and to suggest 
that there are other cultures that have validity and a history. 

As a part of our study, we interviewed 30 students of Sakhalin State University. 
As shown through the interviews, the mainstream students, in general, have formed 
a positive attitude toward various ethnic groups. Nevertheless, many of them have 
stereotypical opinions and prejudices against members of certain ethnic groups. The 
nature of their relationship usually depends on the history of relations between the 
mainstream and minority groups, their social status and their interests. 

It has been noted that different ethnic groups perform differently within the same 
educational framework. Educational achievements and motivation are considered a 
complex social phenomenon and can be analyzed from different points of view. The 
difference and gaps in the educational attainments and participation of migrants can 
be due to the following group specificities: different ethnic origins of the migrant 
groups and destination effects; the socioeconomic situation of the migrant families, 
their period of arrival in the country and entering the education system; the language 
used at home; gender; and generations of migrants (European Union Commission, 
2013). Different effects were also evident in first- and second-generation migrants. 
Migrant students often study better than their mainstream counterparts as they are 
attempting to achieve a more advanced level of education than their migrant parents 
in order to move up in the Russian workforce. Ethnic groups connect their culture and
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language preservation with the possibility of this preservation by means of educa-
tion. The danger of culture loss is a matter of concern but they also realize another 
danger: to be isolated from the global culture and civilization and thus stagnate the 
development of the nation and its adaptive qualities in a new world. This problem is 
especially critical for the native people of Far East. 

Having analyzed the interviews, we have come to the conclusion that indigenous 
students suffer many problems and sometimes a serious deal of a mental stress. 
Some of them experience the pain of isolation, a feeling that they have nowhere 
to belong. Accustomed to the local traditions and way of life, they have difficulty 
while assimilating into the University environment. Most of them experience cultural 
discontinuity and low self-esteem and perform poorly. Many indigenous students 
drop out due to adaptation problems. Native students often mistrust learning as a 
reaction to negative stereotypes perpetuated by peers and teachers. All these problems 
(low achievement, negative cultural identity, difficulties in adjusting to a new way of 
life, etc.) indicate the necessity of a special support system in the University. 

We identified the main problems faced by ethnic minority students and devel-
oped a strategy for universities that involves a number of important elements relating 
to curriculum, pedagogy, teacher knowledge, community involvement and special 
educational services that will help improve their social status. The traditional imple-
mentation of the national curriculum is complemented by the guidelines devel-
oped by a group of volunteers—professors from the Sakhalin University who share 
ideas of multicultural education. They identify areas for training University staff to 
work in a culturally diverse environment. Creating a friendly environment for all 
students represented is still at the beginning stages, with no obligatory guidelines to 
implement it. 

Our research gives a theoretical foundation for a new program in Sakhalin State 
University for providing mainstream and minority students with an adaptive, comfort-
able environment and thus supporting all groups of students. We support this idea 
by suggesting our approach to its realization. The implementation of this system is 
still partial, and it is planned to be completed in the further work. 

Appendix 

Questionnaire 

1. Do you think that your culture is respected at SSU? 
2. Have you ever felt that you have been treated differently because of your 

nationality? 
3. Have you ever felt awkwardness/being a subject of mockery because of your 

nationality? 
4. Do you think that professors/students at SSU respect students of other cultures? 
5. Did you learn about different cultures at SSU? 
6. Did you learn about your culture/famous people of your culture at SSU?
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7. Do you know about any activities taking place at SSU that make you aware of 
your own culture? 

8. Would you like to have more opportunities to introduce your culture? 
9. Do you have an opportunity to learn your native language? 
10. What are the nationalities of your friends? Why do you spend most of your free 

time with them? 
11. Do you observe traditions and customs of your culture? Are you proud of your 

nationality? 
12. Do you think that study is more difficult for you than for Russian students? If 

yes, why? 
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Chapter 10 
Institutional Brand Construct 
and University Sustainability 

Nan Jia and Jae Park 

Introduction 

In the last three decades, universities have evolved to become pseudo-corporations 
involved in competition for high ranking, status, and funding from government or 
private capitals (Altbach et al., 2009; Doyle & Brady, 2018). With competitiveness as 
a key benchmark, universities, especially newer ones, are forced to work extensively 
in their marketing and, subsequently, in their branding (Aula et al., 2015; Chapleo, 
2007; Naudé & Ivy, 1999). Continuous efforts are made in building a strong institu-
tional brand so as to attract stakeholders, increase recognition of their presence, and 
achieve competitive advantages ahead of rival universities (Melewar & Akel, 2005). 
These branding activities are conducted with the intention of drawing recognition 
students and parents, as well as external funding from government or non-government 
bodies (Wæraas & Solbakk, 2009), so as to ultimately develop and maintain economic 
and social growth in a sustainable manner (Maragakis & Dobelsteen, 2013). 

This trend prompts a need to understand how the construct of ‘university qua 
brand’ contributes to the institutional sustainability. The link between institutional 
branding and sustainability has attracted scant attention in the research literature 
on higher education. Extant literature on corporate/industrial branding suggests, 
however, that ‘brand commitment’ of staff with shared values is conducive to corpo-
rate economic and social growth and sustainability, because staff committed to the
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corporate brand will be more diligent in their service to internal and external stake-
holders of the industry (Borland, 2009; Linnenluecke & Giffiths, 2010; Teh & Corbitt, 
2015; Vallaster & Lindgreen, 2013). Literature on corporate branding has prompted 
us authors to investigate the dynamics of institutional branding through staff and 
their shared values and commitment in the higher education context. 

The present research adopted a multiple case study methodology by examining 
the situation in Hong Kong. Two universities established in the 1990s with similar 
historical backgrounds, size, and with comparable level of public recognition were 
investigated. The data were collected by interviewing protagonists at different hierar-
chical levels, both vertically (senior management and department) and horizontally 
(student affairs and academic). Using a grounded theory data analysis approach, 
the authors made within-case and cross-case comparisons. Research findings were 
organized according to university’s internal brand building processes with different 
type and degree of stakeholders’ involvement. The chapter concludes with a discus-
sion on several implications of the findings for social and economic sustainability of 
universities in Hong Kong. 

A score of connotations has been assigned to the word ‘brand’ in the industry: 
Image (Boulding, 1956), product identifier (Keller, 2003), guarantee or risk reducer 
to ensure quality of the products (Aake & Joachimsthaler, 2000), and tactical mecha-
nism streamlining corporate management and governance (e.g., Aaker, 1996;Balmer,  
1995; Davis,  2002; De Chernatony, 1999; Schroeder, 2017). Aaker (2004) defines 
a ‘corporate brand’ as an identifier that represents an organization and reflects its 
heritage, values, culture, people, and strategy. More holistically understood, there-
fore, the influence of a corporate brand transcends the realms of commerce and 
commodity as it aligns with the organization mission and depends on the managerial 
interactions with multiple stakeholders (Aaker, 2004; Balmer & Gray, 2003). 

With increasing quest for recognition (Park, 2009) and to sustain their social 
and economic growth, universities have introduced institutional brand as one of 
their most valuable intangible assets (Keller & Lehmann, 2006). Managed well, an 
institutional brand could provide a university with the competitive advantage of being 
able to effectively convey its organizational identity and strength to their actual and 
potential stakeholders, such as students, parents, government, and other organizations 
(Melewar & Akel, 2005; Sulkowski et al., 2019). 

Instances of higher education strategies over institutional branding are: Brand 
positioning based on students’ evaluation (Gray et al., 2003); market segmentation 
based on students’ behavioral and psychological traits (Lewison & Hawes, 2007; 
Ying & Zhu, 2007); institutional preference matching the brand personality with 
students’ self-concepts (Ying & Zhu, 2007); communication strategies that generate 
marketing content and channel (e.g., Cheng et al., 2009); essence-oriented and value-
based strategies to achieve university missions (e.g., Jia, 2014; Wæraas & Solbakk, 
2009); and, branding campaigns (e.g., Vincent et al., 2020). 

Universities’ organizational strategies on sustainability have become a critical 
vision for organizations (Maragakis & Dobbelsteen, 2013; Vallaster & Lindgreen, 
2013). Narrowly, sustainability refers to an unrelenting growth in the social and
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economic aspects of organizations (Linnenluecke & Griffiths, 2010). Recent liter-
ature (e.g., Maon et al., 2009; Vallaster & Lindgreen, 2013) indicate that staff 
committed to a corporate brand are most likely to institutional growth. It suggests 
that the more and better the staff understand the organizational brand image, the 
better their behavior, and thus, the economic and social aspects of the corporation’s 
sustainability can be secured (Camilleri, 2015; Johnson & Scholes, 2002). 

Research Aims and Methodology 

Hong Kong was selected as the location for this research because it is generally 
regarded as an educational hub in the Greater China Region (UGC, 2004; Cheng 
et al., 2009), and its universities spell out their missions and branding strategic plans 
in official documents and websites. Branding efforts are more intense among younger 
universities than the time-honored universities such as the University of Hong Kong 
and the Chinese University of Hong Kong. 

Hong Kong universities highlight their brands in different ways. In their strategic 
plans, for example, the City University of Hong Kong articulates an “Enhance Good 
Governance and the CityU Brand” while the Hong Kong Polytechnic University 
indicates its institutional strategies under the section “Internationalization, Branding 
and Marketing.” The Education University of Hong Kong delivers its brand image in 
the sign-off of every staff email that includes its logo and the sentence “2nd in Asia 
and 13th in the world in Education (QS World University Rankings by Subject 2017).” 
Lingnan University explains the meaning of its logo, accompanied by its anthem, on 
its website under the heading ‘University Identity.’ Hong Kong University of Science 
and Technology reports its world ranking on its webpage ‘About HKUST,’ and Hong 
Kong Baptist University has a prominent website section on sustainability, where it 
highlights an image of social responsibility. 

This study aims to investigate: 

i. how branding is defined by administrative leaders 
ii. what shared values administrative leaders promote among staff in the brand 

building process 
iii. how internal commitment to the university brand is construed. 

The research followed an inductive logic (Barratt et al., 2011; Eisenhardt, 1989), 
and a multiple case study methodology was adopted. In order to generate new under-
standing, the cases were selected on the basis of similarities such as history, posi-
tioning, and size (Yin, 2003). The two selected cases had similar positioning (compre-
hensive disciplines or subjects offered), established at the same period (the 1990s) 
and had similar number of students. 

Purposive sampling was adopted to collect as much information as possible for 
theory generation. As shown in Table 12.1, there were six interviewees, including
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Table 10.1 Research participants 

University A University B 

Organizational level Associate Vice 
President (UA1) 

Head of the Strategic 
Planning Office (UB1) 

Departmental level In the informal learning 
dimension 

Head of Student 
Office (UA2) 

Head of Student Office 
(UB2) 

In the formal learning 
dimension 

Head of an academic 
department (UA3) 

Head of an academic 
department (UB3) 

three from each university. These held parallel hierarchical positions (at organi-
zational and departmental levels) and dimensional positions (student affairs and 
academic) within departments (Table 10.1). 

Interviewees were identified from decision makers at organizational and depart-
mental levels of the universities. They were people with the richest information 
because, in their positions, they were familiar with both policies at the institutional 
level and different practices at various implementation stages. 

In-depth semi-structured interviews were employed, with participants’ consent, 
as a way to explore the self-perceptions, values, and attitudes of the leaders, within 
the boundaries of the research aims (Legard et al., 2003; Wertz et al., 2011). The 
interview data were analyzed using a grounded theory coding method. The data 
were repeatedly analyzed until no new themes and patterns emerged (Charmaz & 
Belgrave, 2007; Strauss et al., 1997). Various strategies were adopted to enhance the 
plausibility of the study, including a careful selection of interviewees; skillful data 
collection; sensitive and careful data analysis that let the data speak for itself; and 
triangulation of the data by cross-examining different stakeholders’ account (Strauss 
et al., 1997; Wertz et al., 2011). 

The data analysis involved three key stages: Initial/open coding for categorizing 
the data; axial coding for theming and patterning the data under each category (inter-
view questions); and theoretical coding leading to theorization of the data represented 
by the findings based on comparisons among themes and patterns (Yin, 2003). 

Findings 

Definition of Brand 

Interviewees understood and defined ‘brand’ in diverse ways according to the vertical 
hierarchical levels (university and department) within their institutions, and hori-
zontal dimensions such as student affairs and academic departments. Their concep-
tualization of the term ‘brand’ or ‘institutional brand’ will become apparent in the 
paragraphs that follow.
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University Image 

The findings show that at the organizational level, ‘brand’ is defined as the university 
image to achieve university missions. The main professional task of the research 
participants UA1 and UB1 is to build a positive institutional image for their 
employers, the public, current and potential students and their parents, and partner 
universities. 

UA1 described the university brand or image as a key or vital strategy in University 
A: “I think brand building is…building an image for the university. This is a very 
big deal out here.” 

UA1 also stated that a good university image was achieved by conveying an image 
of learning, with integrity and honesty in their communication with stakeholders 
through messages, “We do not only go outside to say how wonderful we are, but 
we present things that we do here…and (we) try to project an image [from] which 
people will believe that we are truly doing good work…”. 

UB1 described ‘university image’ as what is perceived by employers and the 
public, “Students are told to dress properly, behave properly [during] internships in 
order [to create] a positive image in employers’ eyes…” and “students are taught 
to behave properly, for instance, not to say any bad or impolite words in public 
transportation like busses, which is related to our university image, the brand.” 

Unique Identity 

In the Student Office, the word ‘brand’ was defined as unique identity. Participant 
UA2 said, “We are building a unique identity, brand, for example, a lot of students 
come to us for counseling, not because of emotional problems, (but) because they 
want to do better. So when they talk to students in other universities, they would 
say ‘Are you crazy?’ So I think that’s a difference; we are more approachable in 
general.” 

UB2 explained: “So I think the brand, just the branding, is like this. Uniqueness, 
right. We are a unique SO, Student Office, and uniqueness in putting students’ inter-
ests first…so our brand is a bit different from other universities’ brands, [it] is that we 
are very people oriented, we transform people, we transform by means of education.” 

Brand Loyalty 

The heads of the Student Office also defined brand as brand loyalty. UA2 stated that 
they had built brand loyalty with evidence, “We are fully booked. Our counselors 
are fully booked throughout the summer. It’s unbelievable; it’s just the atmosphere
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here.” UB2 expressed: “We also promote further study, so alumni come back to the 
Institution to do their further professional development or for higher qualifications.” 

Reputation 

In the academic dimension at the departmental level, according to UA3 and UB3, 
brand was firmly associated with ‘reputation.’ They made efforts to build reputation 
among people in the academic field in the aspect of research, among students and 
their parents, employers in the aspect of teaching, and among the stakeholders who 
provide internal and external funding. 

UA3 explained that they tried to do influential research to gain reputation and that 
“the brand is the name, the reputation, and how people perceive you in a society,” and, 
“… we want to have reputation. People consider this is a group of good researchers, 
and this is a good department; employers consider the outputs of this department [to 
be] quite good…for example, in Hong Kong, how the parents consider our programs? 
In the academic field, how our paper is going to be published in international journal 
and be cited? How our colleagues [are] taking … academic society positions, like 
journal editors or associate editors, or the awards [they received]? I mean those are 
reputation.” 

Similarly, UB3 firmly rejected the word ‘brand’ and preferred the word ‘repu-
tation’: “don’t call it a brand…” and when confronted by the interviewer with the 
question: “So you hope to be recognized by what you do?” UY3 replied: “Yes, 
precisely, precisely. And this is where branding annoys me because it’s not always 
full of integrity … we are trying our best to build and maintain reputation. For 
instance, we are building a leading role in academia,” and added, “in addition to 
well-reputed research, reputation is also built on the well-being of students in soci-
ety…therefore, brand is reputation about good researchers, the department and its 
outputs.” 

Core Values Boosted by Administrative Leaders 

University-level leaders firmly stated that the shared values in their team management 
were “to achieve the mission of our university.” For instance, UA1 stated: “How the 
university mission statement represents our common value, which is the core value 
… What is important is that you use your professional knowledge and your work to 
contribute to achieve the mission and goals.” 

UA1 explained: “I may have staff who have very strong beliefs in certain things, he 
or she can have their own opinions… after work, they can do whatever they want… 
but in my office, their job is to do what I tell them to do and it’s pretty hard for 
them to have room to develop their own values so…the personal role or personal 
values…don’t matter too much. We all are here to accomplish the university’s goal,”
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and “As a leader, my function is leading the team to achieve the university mission 
or goals with my job as a steer.” 

Similarly, UB1 exclaimed: “What are the core values in this university? … There 
is no set of guiding values. However, in the first Strategic Plan, there was a president, 
so proficient in Eastern and Western culture, then the guiding values were made at 
that time (pointing to the core values listed in the Strategic Plan),” and, “…then this 
one (the latest Strategic Plan), which does not have core values. Not any one written 
here, it’s more outcome-oriented… (Therefore) well, in my mind, this organization 
actually [has] no uniformed value, but we follow the university mission.” 

In the Student Office, both UA2 and UB2 explained that their shared values 
were whole-person development, but with slightly different foci. For example, UA2 
shared: “Our core values have been established for over twenty years, which is whole-
person development with student-centered approaches and the basic minimum level 
is a broad educational experience as the fundamental principle of planning and 
implementing all activities provided to students. We want students to have a very 
stimulating and inspiring educational experience here, a total educational experi-
ence, not just classroom studies and not just academic work. That is our basic core 
concept about our service.” 

Similarly, UB2 stated: “Our university plays the role of grooming future leaders 
and future personnel provided to different fields. And our department in particular is 
playing this role in the all-round sense because we promote whole person develop-
ment. It’s a holistic view of our students’ growth. It’s not just forsake physical health, 
not just the academic growth, but also their mental health growth,” and, “I think the 
most important value is what I just mentioned. Whole person development is to have 
a social concern inside and outside campus. What I refer to [as] social concern is 
that they have genuine and real concern about the life, the wellbeing of the people 
living around us.” 

In the academic departments, the concept of ‘core values’ involved academic 
freedom with constraints. For example, UA3 stated: “If you want to say, ‘Do you 
want to see those core values?’ the freedom of teaching and the freedom of research 
could be sort of our (laughs), if you want to say, that’s core values… Freedom of 
teaching, freedom of research. This was embedded in staff’s daily jobs to keep their 
basic passion and interest, but with conditions… What I’m trying to say is that it 
won’t help you to generate first-rate … research. But it is just to keep you to do 
research in your interest. You are doing research [on] topics you must be passionate 
[about], and you must be interested in. Without those things, how can you do them?”. 

Similarly, UB3 explained: “It’s how the community sees education, the functions 
have been given, I mean through the government…we have been given various jobs 
to do, our mission has been prescribed first to some extent; but I think we also have 
a bit of freedom to identify other areas we would like to. I think funding is a very 
strong way of deciding the functions of an institute …”.
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Approaches to Facilitate Core Values Shared in Brand 
Building 

The findings show the university-wide brand building processes are performed as 
a continuous cycle, in a nonlinear way, which is similar to the typical organiza-
tional management cycle, i.e., planning, implementation, evaluation and feedback 
(Armstrong, 2009; Drucker, 2008). For instance, the organizational level leaders 
collect materials for designing official documents from different functional depart-
ments, through internal communications. UA1 uses this to design communication 
media taken to education exhibitions or overseas universities to recruit international 
students. Subsequently, questions raised by students, parents, and partner universi-
ties are shared with relevant departments for their reference and consideration for 
further improvement. 

UB1 collects ideas from different departments to design university strategic plans 
and branding strategies. Then, they implement the strategic plan and collect views 
from external parties, e.g., employers about their graduates. They also care about the 
image of the university as conveyed to the public by their current students. Feedback 
from various parties would be received, with even the president warning relevant 
departments about the impact of any negative comments. 

The common linking point of branding strategies at different hierarchical levels 
and functional dimensions is the university mission. In other words, the ultimate goal 
of the brand building processes at both university and departmental levels (student 
affairs and academic) is to achieve the university mission, implemented through 
diversified core value-based branding strategies. 

The core values are emphasized and facilitated through sharing among staff in the 
brand building processes at different hierarchical and departmental levels (student 
affairs and academic). For instance, in University A, UA1 stated that they do every-
thing to achieve the university mission in both internal and external communications. 
In addition, the core value to achieve the university mission is boosted by sharing 
among staff in the administrative management. For instance, these individuals act as 
role models, setting aside their own personal values at work and focusing only on 
achieving the university mission at all times. Their subordinates are required to work 
in the same way. Within the workplace, the key focus is on achieving the university 
mission, regardless of the personal values colleagues may adopt outside the work. 

In University B, UB1 underscored the influence of the president in leading staff 
to achieve the university mission. According to him, at the moment, “there is no set 
of core values” connected to the university mission. He shares that it is hard to make 
everybody follow the strategic plan in a democratic society that promotes freedom. 
Nevertheless, if the president constantly highlights their mission, in speeches and 
official documents, staff can be influenced to follow it. 

In the Student Office, according to UA2, the core value of “whole-person devel-
opment with student-centered and whole educational philosophies and approaches” 
directs the planning of programs and services by embedding the core values in the 
minds of staff. For instance, staff are usually open to work overtime in order to help
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students. In program implementation, they try their best to support students, such as 
counseling on approaches to write scholarship applications, providing feedback on 
unsuccessful applications, and helping those who succeeded to plan how to use the 
scholarship properly. 

UA2 also positions himself as a role model among his subordinates. For example, 
he often talks to students, takes part in students’ reading club, leads students on over-
seas trips and supervises their learning before, during, and after the trip. Furthermore, 
he supports human resource management by encouraging his staff to attend interna-
tional conferences to develop their knowledge of whole-person education. He also 
regards the evaluation and feedback of external parties to be important. For example, 
he shared the praise offered by an outside accreditation team: “Hey, you guys are 
really student-centered.” 

In University B, according to UB2, the core value of “whole-person development 
for social concerns with student-centered philosophies and approaches” drives the 
brand communication. For example, human factors or images are always used in 
their media to establish and reinforce an emotional link between the students and 
the institution. Moreover, in their daily work, staff are required to follow the core 
values, with the departmental mission and vision. To achieve this, human resources 
recruit professionals including those with a background in social welfare, doctoral 
level education, or leadership training. 

At the academic level, UA3 underlined the institutional policy that staff are 
required to deliver academic outputs impacting both global and local societies in rele-
vant fields, and to contribute to producing students as leaders at work after graduation, 
or at least as well-behaved citizens. 

UB3 leads staff to pursue reputation through excellent research outputs and 
teaching results. This should reflect core values involving integrity in teaching and 
research activities; social justice embedded in course content; and values of trans-
parency, honesty, social justice, and inclusiveness in departmental administration. 
Moreover, similar to UA3, the importance of academic freedom is embedded in 
staff’s mind without having to be spelt out in their daily work. 

Discussion and Conclusion: Institutional Brand Construct 
and University Sustainability 

The term sustainability evokes, on the one hand, a minimum attitude and action 
required to survive and, on the other hand, a maximum growth without grave impacts 
on the society and environment. The delimitations of sustainability discourse are 
thus rather fuzzy. However plausible such discourse may be to higher education 
institutions today, there are clear signs that many universities not only try to survive 
but they make huge efforts to thrive with ambitious developmental goals (Park & 
Savelyeva, 2022; Savelyeva & Park, 2012; Savelyeva, 2022).
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This chapter discussed a specific aspect of sustainability of higher education— 
institutional brand construction. It aimed to investigate how brand is defined by 
administrative leaders, what shared (core) values are promoted among staff in the 
brand building processes by administrative leaders, and how the university internal 
brand commitment is likely to be built. 

Leaders at both university and departmental levels (student affairs and academic) 
in this study adopted some core values that permeate all brand building processes. 
These core values are implemented as shared values and integrated in their daily work. 
Brand building processes involving shared values among staff enhance commit-
ment to the brand contribute to the sustainability of the institution. In addition, staff 
who share brand values tend to perform as brand ambassadors in their delivery of 
professional, friendly, and responsive services provided to their stakeholders, thus 
sustaining the economic and social development of the organization (Vallaster & 
Lindgreen, 2013). 

The brand building processes with core values, at either university level or 
departmental levels, involve internal brand commitment, which supports university 
economic and social sustainability. However, a strongly consistent and university-
wide core values may not exist or may not be essential in the brand building. In this 
regard, the present study can neither support nor refute the perceptions of the research 
participants due to the lack of formal documents from the senior management to 
triangulate. 

University-wide brand building processes involve creating links between a 
common force, i.e., university missions, and diversified core value-based branding 
strategies at the university level and departmental level. The findings suggest that 
the values embedded in university missions, arguably more as a philosophy, exert 
influence on their branding strategies. In addition, at both whole-university and 
departmental levels, institutional values significantly influence the processes of 
management cycles of planning, implementation, evaluation and feedback. 

Hence, the core value-based brand building processes within different units go 
hand in hand with brand commitment building by staff themselves. At the university 
level, embedding some core values in the university mission, as pointed out by a senior 
manager, is not neither easy nor straightforward task. Guiding all staff in sharing 
common values in their daily work, which can thereby enhance their contributions 
to the university’s sustainability, is likely to remain as an institutional challenge. 

Hong Kong universities often spell out their branding strategies and persuade/push 
their staff to adhere to the intuitional vision and mission with the conviction that 
such actions will lead to their sustained growth. In the current environ of ‘brave new 
world’ of fast globalization cum neoliberal managerialism, however, the question 
remains whether such managerial actions for an endless growth will eventually end 
up clashing against the very sustainability of university, which is after all a social 
institution founded for public education (Ho, 2022). Here lies the main limitation 
of this research, which all at once indicate the direction for our future research that 
could be more critical toward exacerbating university managerialism, particularly in 
the local socio-cultural context of Hong Kong.
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Chapter 11 
Vocational cum Pedagogical Tertiary 
Education and Sustainable Development 
in Russia 

Galina Sikorskaia and Tamara Savelyeva 

Introduction 

We live in an increasingly intertwined and interdependent world. Global and local 
humanitarian crises, environmental pressures, and political and socio-economic 
downturns have direct impacts on the state, society, and individual lives. Rapid 
globalisation, digitalisation, and efforts to be a carbon–neutral economy are gener-
ating previously unknown industries and labour markets, such as digital technology, 
artificial intelligence, and nanoscience, which require highly professional teacher 
preparation for the Technical and Vocational Education and Training (TVET) sector 
(Cedefop, 2017; OECD, 2021). 

The United Nations’ Sustainable Development Goals (UN SDGs) echo these 
global concerns in its SDG 4—Ensure inclusive and equitable quality education 
and promote lifelong learning opportunities for all—where TVET is identified 
as a pivotal force for advancing sustainable development. The SDG4 assigns to 
TVET an important role in sustainable transformation in its Target 4.4 (UN, 2015), 
entrusting the sector with a global mission to “substantially increase the number 
of youth and adults who have relevant skills, including technical and vocational 
skills, for employment, decent jobs and entrepreneurship” (UN, 2015, p. 19). The 
TVET’s leading role in sustainable development was first noted in the 2012 Shanghai 
Consensus (UNESCO, 2012) which resulted from a UNESCO international TVET 
meeting in China. The Shanghai Consensus transformed the vision of TVET from 
being a mere respondent to ever-changing market demands to becoming a main 
contributor to inclusive education and sustainable development. A score of academic 
research (OECD, 2021; Tucker, 2019) embraced this new vision with an international
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discourse of TVET as an instrumental process that radically changes people’s lives, 
enhances communication across cultures, creates opportunities, and accelerates time, 
change space, and the humanity at large. 

The demand for quality TVET education and preparation of TVET teachers, who 
play an indispensable role in nurturing the manpower for sustainable development, is 
crucial (OECD, 2021; Tran & Le,  2018). In order to meet the challenges of sustain-
able development and fulfil its role of being a leading contributor to international 
agendas, TVET requires a systematic enhancement of quality and capacities of its 
professional teacher preparation institutions, as well as in-depth investigation of their 
structures, processes, and advances. Although the SDGs signalled a clear global call 
for substantial enhancements of TVET structures and the increase in investments, 
the issue of quality of vocational education and teacher preparation was excluded 
from the international agenda. 

Russia has a long tradition of having a formal, education-based1 Vocational and 
Technical Education (VTE) system (an equivalent of TVET or VET in other coun-
tries), which has played an indispensable role in nurturing the necessary manpower 
to support the economic growth of the Russian society for over 300 years.2 For the 
purpose of our chapter, we define VTE as a formal education system that aims at 
building students’ professional knowledge, skills, and competencies necessary for 
specific vocational occupations, businesses, and industries. A Higher Vocational-
Pedagogical Education (HVPE) is an integrated part of the Russian VTE system, 
which aims at cultivating quality professional teachers and instructors for the VTE 
institutions. 

Despite decades of education system reforms, which have been affecting all 
levels and fields of the Russian educational system, the place of the HVPE in the 
core educational structure3 remains unchanged. The established VTE’s infrastruc-
ture, tradition, and academic and methodological background ensure the availability 
of continuing education through the life of every Russian citizen (UNESCO UIL, 
2020). The HVPE’s role in sustainable development and lifelong learning is partic-
ularly relevant in the context of the perpetual socio-economic spins, that have been 
ongoing in Russia after the break of the Soviet Union and the country’s turn on 
tracks of the global market economy in the 1990s of the past century. The Russian 
VPE research discourse, however, refrains from discussions of sustainable devel-
opment and keeps its focus on the practical issues of increasing prestige of the 
field and student enrolments in the VTE colleges; responding to the economy’s high 
demand for workers; ensuring quality of the VTE college graduates; and improving 
employee-employer relationships (Fiodorov, 2001; Dorozhkin & Chernoskutova, 
2020; Oleynikova & Muravyova, 2009). Although there is a significant body of

1 Tucker identifies three types of global VET systems: Educational, Apprenticeship, and Hybrid. 
2 An official timeline of the Russian formal VTE system starts from an opening of the Vocational 
School of Mathematics and Navigation Sciences in St. Petersburg in 1701. 
3 Russian education system includes two levels of education: (1) General Level: preschool, primary, 
elementary, and secondary education; (2) Professional Level: vocational education, vocational 
training, higher/tertiary, and post-graduate education. 
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research describing historical accounts and chronological development of the Russian 
VPE system (Oleynikova & Muravyova, 2009), the studies investigating the HVPE’s 
transition to a sustainable professional teacher training system under the market 
economy are lacking. 

This chapter aims to (1) provide a historical and policy overview of the Vocational-
Pedagogical Education (VPE); and (2) discuss the VPE’s strategic factors for sustain-
able development, resulting from a qualitative case study of the Russian State 
Vocational-Pedagogical University. The chapter starts with an introductory posi-
tioning of the Russian VTE in the international context of sustainable development 
and proceeds with an overview of the Russian VPE system. Using a case study 
method, the chapter examines the Russian State Vocational-Pedagogical Univer-
sity, one of its kind tertiary VPE institution in Russia. Next the chapter discusses 
the research findings and resulting factors, which contribute to sustainable develop-
ment. The concluding remarks dissect the outcomes of the VPE’s role in sustainable 
development, as well as policy implications. 

Vocational-Pedagogical Education in Russia 

A long tradition of formal Vocational-Pedagogical Education (VPE) has its origin 
in the Tsarist, pre-socialist Russia of the XIX century.4 At the beginning of the 
XX century, Russia had an advanced VPE system of one- or two-year professional 
teacher preparation courses, offered in St. Petersburg at the platforms of the existing 
tertiary institutions. After the 1917 socialist revolution, a new regime utilised the 
methodological and pedagogical works of their Tsarist predecessors and built a VPE 
system that suited new realms and ideologies of the Soviet Russians (Fiodorov, 2001; 
Fedorov & Tretyakova, 2017). 

An idea of expanding the VPE training, launching formal VPE institutions, and 
designing curricula that combines vocational and pedagogical training across the state 
of Russia originated in Petrograd (currently St. Petersburg) in the 1920s (Fiodorov, 
2001; Fedorov & Trityakova, 2017). The demand for high-quality professional 
teachers, who could teach a growing number of proletariats at the VPE colleges, was 
driven by the economic and political needs of the post-war, post-revolutionary Russia. 
This led to ten years of pilot experiments with new VPE structures and curricula. To 
speed up the reform of the VPE, the Soviet government established a technological 
unit under the Professional Education (Ministry) and put it in charge of the design, 
development, and implementation of the VPE’s new structure and content in 1920. In 
the same year, the newly established Technical-Pedagogical Institute offered its first 
formal VPE curriculum, which included a wide range of technical subjects, as well 
as pedagogical and psychological disciplines (Fiodorov, 2001). The Higher Peda-
gogical Sciences Courses (HPSC), a structure that replaced the Institute in 1921,

4 Fiodorov and Tretyakova refer to the 1892 “Guidelines for preparing teachers of the special 
subjects and practical sessions for secondary and general technical colleges”. 
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updated the structure and curriculum by allocating over three quarters of its VPE 
content hours to pedagogical and psychological sciences. At that time, these and 
other VPE launching efforts across the country were unsuccessful due to economic, 
political, and social difficulties of the new Soviet country. Yet, these first attempts 
paved the following foundation for the VPE system, which has been in place for over 
100 years: higher vocational-pedagogical institutions; VTE branches within higher 
polytechnic institutions and polytechnic colleges for students, who choose to obtain 
VPE qualifications; industry/service-bound VTE centres, which offer professional 
development and certification courses for professional teachers with a VPE degree; 
and state or private VTE centres, which offer courses for vocational masters and 
instructors. 

A historical timeline of the VPE evolution in Russia is inconsistent, as all 
VPE institutions were closed down in 1937 due to political, economic, and social 
reasons. The VPE was revived during the World War II and about ten years after the 
wartime, in 1943–1957, when the Soviet government opened a system of Industrial-
Pedagogical Colleges to increase the quality of vocational teaching. The Colleges’ 
VPE programme admitted workers with a secondary school diploma, high voca-
tional qualifications, and teaching abilities. The programme covered general, tech-
nical, specialised, and pedagogical subjects, as well as pedagogical, industrial, and 
pre-diploma (occupational) field practices. At the same time, tertiary institutions re-
opened their pedagogical sciences branches and units and offered VPE programmes 
for the qualified students and in-service professional teachers. The 1958 reform 
of the Russian educational system re-organised VTE and unified all Vocational-
Technical Colleges, which became the mean for obtaining a general (secondary) 
education diploma for junior secondary school graduates and adults with 8 years 
of schooling. In the 1960s-1970s, the VPE was delivered through the system of 
Industrial-Pedagogical Colleges, Pedagogical Branches of tertiary institutions, and 
specialised Engineering-Pedagogical Faculties at universities. 

In their study of the Russian VPE system, Fedorov and Tretyakova (2017) 
reported that shortly after the break of the Soviet Union in the 1990s, the VPE struc-
ture included two Engineering-Pedagogical Institutes, 38 Engineering-Pedagogical 
Faculties in universities, 68 Industrial-Pedagogical Colleges, and a state-wide 
network of Professional Development Institutes. Thirty years after, Russian VPE has 
been functioning as a VTE’s autonomous field of research and practices that continu-
ously serve the economy and empower professional teachers (Fedorov & Tretyakova, 
2017). The diverse system of VPE has evolved out of its original 1920 prototype, and it 
includes specialised vocational-pedagogical tertiary institutes, pedagogical branches 
in the industrial and technical universities, multi-disciplinary vocational-pedagogical 
colleges, and vocational training centres. 

Initially, Russian VPE occupied an intermediate position between pedagogical and 
engineering education. However, this intermediate VPE structure created a systemic 
gap between pedagogical and engineering/vocational educations: polytechnic univer-
sities and the VPE institutions lacked pedagogical resources, and pedagogical insti-
tutions had no industrial knowledge. A new VPE direction—full integration of voca-
tional and pedagogical sciences—aimed at the centralised and systemic closure of
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the vocational-pedagogical educational gap in order to increase the quality of the 
VPE teacher preparation system. In line with this, the Soviet government established 
a new tertiary structure, The Sverdlovsk Engineering-Pedagogical Institute in 1979 
(RGVPU, n.d.). It was intentionally located in the Ural region, one of the most indus-
trialised areas of the country. Since the eighteenth century, the Ural region carried 
the tradition and had the capacity for educating professional teachers, masters of 
industrial training, and mentors for workers of the Ural factories. The VPE tertiary 
institutions offer Bachelor and Master degree level programmes, as well as post-
graduate degrees of Doctoral Candidates and Doctors of Pedagogical Sciences to 
highly qualified specialists from all vocational occupations. The graduates of the 
HVPE are equipped to teach across age groups, from secondary school graduates to 
young workers and adult learners. The HVPE strives to educate round-shaped, well-
prepared industrial or service professionals, who possess knowledge and skill of 
pedagogical and psychological sciences, age physiology, sociology, and educational 
methodology for a specific occupation (RGVPU, n.d.). 

In addition to its mission of providing all VTE sectors with high-quality profes-
sional teachers, tertiary VPE institutions serve the Russian society in a number of 
ways. The VPE acts as an agent of lifelong learning (UN, 2015), as it equips people of 
different ages with professional competencies, such as the use of specific equipment, 
technologies, hardware, software, and new professional tools. In the same spirit of 
continuous education and sustainable development, the VPE allows industry/service 
workers to obtain and upgrade vocational qualifications by categories, classes, and 
occupations. 

The evolution of the VPE system in Russia sets a context for the qualitative case 
study of the Russian State Vocational-Pedagogical University (RSPU), the first and 
currently the only tertiary institution in the country that prepares professional teachers 
for the VTE sector. 

Methodology 

In order to meet the goal of the study and derive strategic factors for sustainable devel-
opment of the VPE in Russia, the single-case descriptive study employed thematic 
analysis of (1) fifty in-person, unstructured interviews (Creswell & Poth, 2018) with 
RSPU administrators, faculty members, and professionals involved in VPE projects, 
who were involved in the case and attended the XIX and XX International Confer-
ences of VPE Innovation and Development in Ekaterinburg, Russia; and (2) analysis 
of related VPE documents and artefacts between 2015 and 2018. The co-author of 
this chapter, Prof. Galina Sikorskaia, served as the principal investigator of the study 
and was employed at the RSPU at the time of the data collection. The study on the 
factors contributing to VPE sustainability was supported by the Ministry of Educa-
tion of the Russian Federation and conducted using the resources of the RSPU’s 
Education and Research Center for Innovations in Education. The co-author had 
an insightful knowledge of the RSPU due to her long service as a faculty member
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and high administrative official. Along with data triangulation, the co-author’s close 
affiliation with the case in study and engagement with its affairs ensured full and 
ungated access to the data and served as a credibility check for the study’s quality 
procedures. 

A Case of Tertiary VPE: Russian State 
Vocational-Pedagogical University 

The Russian State Vocational-Pedagogical University (RSVPU) is a federal tertiary 
institution located in Ekaterinburg in the Ural region of Russia. Founded as a State 
Engineering-Pedagogical Institute in 1979, the RSVPU is the only tertiary institu-
tion in the country, which prepares VTE teachers and masters of vocational training 
and offers undergraduate, certification, and post-graduate VPE programmes. The 
RSVPU’s structure includes international and regional branches, VPE centres, and 
teaching and research institutes. The University headquarters the VPE Learning 
Methodology Association, which includes 135 tertiary institutions and 90 colleges 
as its members. 

The guiding mission of the University, “creating an individual trajectory of 
education for continuing professional, career and personal growth” (Romantsev, 
2009, p. 21), was conceptualised by the former RSVPU’s Rector,5 Member of 
the Russian Academy of Education, Prof. Gennady Romantsev in the early 1990s. 
Prof. Romansev’s visionary leadership ignited a new innovative system of a multi-
dimensional, flexible preparation of educated workers with a university degree, and 
he provided this idea with statutory and instructional support. The idea to equip 
all RSVPU graduates with both pedagogical and technical knowledge, vocational 
working hands-on skills, competencies, and vocational qualifications under a roof of 
the tertiary institution was unique. New leadership direction towards ideas of lifelong 
learning originated the design and implementation of a multidimensional ‘worker 
education’ university system, which would utilise and provide students of all ages 
and educational levels with opportunities to receive a university degree with a voca-
tional qualification. This new tertiary system6 of a dual qualification degree merged 
theoretical and practical knowledge of the vocational and pedagogical subjects with 
relevant practical experiences. It had the potential to increase the sustainability of the 
Russian VPE system, raise the VPE’s image, make it attractive to youth, and ensure 
smooth VPE transition to a new market economy (Romantsev, 2009). 

Implementation of this ground-breaking idea required the mobilisation of both 
industrial and pedagogical resources, as well as innovative curricular design, which

5 A position of Rector in European universities is equivalent to one of as University President. 
6 In the 1990s, Russian education degree system was not yet aligned with international model of 
Baccalaureate, Masters, and Doctoral levels. 
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could bridge pedagogical and vocational contents and methods for specialised indus-
tries7 in accordance with the federal education standards. Following the University 
mission, Romantsev established an Institute for Workers’ Education, which offered 
compulsory vocational multilevel qualification training programmes for the Univer-
sity’s undergraduate and post-graduate students. In the spirit of lifelong worker’s 
education, the University launched the Preparation of International Qualifications 
for Craftsmen and Entrepreneurs project in 1993. In this project, the international 
Russian-German team jointly designed a curricular VPE programme and success-
fully piloted it in Germany, Russia, Ukraine, and Kazakhstan. The five years of 
the joint efforts created a unique, internationally transferable model of the VPE, 
which was also integrated in VTE colleges’ teacher preparation programmes across 
the country (Romantsev, 2009). As an outcome of the RSVPU’s innovative poli-
cies and initiatives, the University team developed theoretical and methodological 
foundations of a state-wide VPE standardisation, moving from an old skill-based 
VPE system towards a competence model. However, despite the initial success of 
these innovative ideas and initiatives, the University failed to inform state and federal 
policies. As a result, the RSVPU discontinued the implementation and further devel-
opment of these unique VPE undergraduate and post-graduate programmes due to 
transitional socio-economic situation in the country. 

Results and Discussion 

The research team carefully investigated the case in order to describe strategic factors, 
which foster sustainability of the VPE system and programmes by reaching their 
long-term objectives and informing the state educational policies. In the context of 
this chapter, we define sustainability of an education system as a continuous process 
of a dynamic knowledge building, that leads to deeper understanding of the societal 
processes and generates possibilities for resolving and finding solutions to emerging 
issues with regard to the interests of all members of the society in the short- and the 
long-term perspectives. By factor, we imply a driving force or main condition for the 
policy implementation process. The research analysis of the Russian VPE system 
under transitioning socio-economic conditions revealed the following four factors of 
VPE sustainability (Fig. 11.1): (1) network cooperation; (2) diversity of interacting 
agents; (3) shared resources; and (4) educational logistics.

7 At the time of the research, a list of VPE segments followed the 2014 Federal State Educational 
Standards and included 18 industries (metallurgy, polygraph, agriculture, information technology, 
construction, service, etc.). 
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Fig. 11.1 Factors of 
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Education sustainability 
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Factor One: Network Cooperation 

The thematic analysis of the case, interviews, and artefacts unfolded a detailed under-
standing of the VPE network cooperation as a type of resource and knowledge 
sharing among the organisations involved in the VPE activities, and the partici-
pating users of the VPE educational platforms, structures, and services, that allow to 
implement VPE programmes in different economic, industrial, and service sectors, 
while providing students with quality guidance and the means for professional growth 
and self-orientation. The research revealed that the specifics and quality of the VPE 
network cooperation are complex and subjected to the conditions of the transitional 
economy and its changing demands for the workforce. This finding supports Tucker’s 
(2019) statement, which summarises a new direction of the SDGs-oriented vocational 
education research: “the TVET system you need depends on the kind of economy you 
want” (p. 1). This direction of academic put VPE in a position of a powerful economic 
player, rather than a low educated, mostly manual, service provider to the economy. 
The study showed that, in a context of programme implementation, VPE network 
cooperation means fostering students’ learning while using the resources of multiple 
organisations engaged in the VPE activities. This finding enriches the classic postu-
lates of a network organisation theory (Cummings, 2008; Podolny & Page, 1998) by  
shifting its centrality to individual learning experiences of the network cooperation 
agents. At the systemic level, the research suggested that the quality of the VPE 
network cooperation depends on the following features: clearly stated unifying goal 
of a specific project, freedom to participate and independence of everyone, who is 
involved in the cooperation, pluralist views of project leaders, voluntary affiliation, 
and level of access of the networking organisations to resources, their organisational 
status, and ability to create educational opportunities (Fig. 11.2).

This finding resonates with the features of the managerial organisational network 
model (Aguinis et al., 2011) and allows to move the level of discussion to the concep-
tual level. The features of the educational network cooperation, as it appears in 
the study, can be connected with the Habermas’ (1991) liberal principles of the
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Fig. 11.2 Network 
cooperation features 
of the tertiary 
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public sphere: equality and willingness to participate, individual freedom, and possi-
bility to express plural opinion/debate. Interpreting the results with a conceptual lens 
highlights the sustainability of the VPE system as a complex nonlinear process. 
Although strength of the managerial network cooperation features derived from 
our data analysis seemed to be not sufficient, the liberal and public aspects of the 
cooperation set a momentum for its sustainable development that had a transforma-
tional impact at an individual rather than community or system levels. Mapping this 
finding against the multidimensional VPE Network Cooperation Model8 (Akimova 
et al., 2014) showed that the most acute issues were associated with development 
of the VPE regional cluster in the Urals. A weak link between VTE institutions 
and local industries/businesses has disconnected the University’s VPE efforts from 
the actual needs of the local employers. At the same time, steep downtimes of the 
transitional market economy in the 1990s stagnated the overall economic production 
in the country, which slowed down the VPE processes. Yet, the cluster approach 
to VPE network cooperation between industries, businesses, and VTE institutions 
significantly increased participant’s efficiency and their interactions by engaging 
individual students with local employers. These localised sustainable network inter-
actions between industries, businesses, and students, who represented the end line 
of the RSVTU VPE’s network cooperation, received limited institutional attention. 
In the research field, a dominating VTE discourse on globalisation and internali-
sation (Tran & Le, 2017, 2018; Tucker, 2019) also left localised VTE studies out 
of its scope. The study identifies a sustainable connection between individual VPE 
students and industries that suggests a shift of VTE research epistemological focus 
to the local level of VPE implementation. The vast body of research on network 
organisation and cooperation (Chuchkevich, 1999; Cummings, 2008; Podolny & 
Page, 1998) has been generated by advancing globalisation and new possibilities 
presented by information technologies (Savelyeva & Park, 2022). The results of this

8 A simplified version of the VPE Network Cooperation Model includes the following dimensions: 
level of cooperation, form of cooperation, profile of cooperation, direction of cooperation, methods 
of cooperation, mechanisms of cooperation, and agents of cooperation. 
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study support organisation researchers (Kilduff & Tsai, 2003), who use a multilevel 
approach in their analysis of the network’s structures and their dynamics. Our find-
ings supported Kilduff and Tsai’s (2003) micro–macro approach to network coop-
eration and its description as “the ways in which networks of relationships at one 
level are embedded within and articulate networks at other levels” (p. 66). The study 
revealed a notion that VPE educational network cooperation depends on individual 
progress of each person included in the network; yet, this progress is not guaran-
teed by mere interactions. This specific characteristic and meanings of the VTE 
network cooperation responded to research conceptualisations (Chuchkevich, 1999) 
that centre quality and value of an educational organisational network cooperation 
at an individual level of involvement. 

Factor Two: Diversity of Interacting Agents 

The diversity of interacting agents appeared as an important factor of VPE sustainable 
development. Along with the educational institutions and industrial/service partners, 
the RGVPU programmes involved a variety of VTE associations or independent 
VPE-related organisations, which acted as strategic structural elements, supported 
the VPE system, and contributed to the implementation of the programmes and 
their effectiveness. A spatial analysis (Creswell & Poth, 2018) of the distribution of 
VPE organisational agents, which conducted VPE trainings and were involved in the 
RGVPU initiatives in the Urals, showed an established network of operating regional 
VTE, business and educational management associations, independent organisations, 
and training institutions. They included consortia, corporate universities, training 
centres, educational technical parks, resource centres, centres of working profes-
sions, institutions of additional vocational training, centres of science and education 
integration, and public centres of innovative resources (Fig. 11.3).

Despite their diverse structure, legal status, and level of educational services, 
all these organisational agents had one common goal: to provide quality VTE for 
employees and employees. The study showed that while striving to achieve the 
common goal, the diverse organisational agents and VPE institutions could success-
fully meet not only educational, administrative, and marketing objectives, but also 
achieve scientific purposes, as well as address the social needs of the regional 
community. 

The VPE institutions acted at the higher level of VTE structural hierarchy, igniting 
the innovation, guiding the processes, and initiating participatory action (Chevalier & 
Buckles, 2019) in the arena of VPE programme implementation. Together with the 
voluntary participants of this diverse group of interacting organisational agents, the 
RSVPU research centre has developed a visual chart, representing the specifics of 
the innovation implementation process to guide the VTE management and self-
organisation processes in terms of network cooperation (Davydova et al., 2012). 
Diversity of the organisational agents involved in the VPE initiatives, their in-depth 
community engagement, and resulted participatory action ensured the sustainable
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Centres of work occupations 

Educational technical parks 

Fig. 11.3 Vocational-pedagogical organisational agents

development of the VPE initiatives in the Ural region. Another important struc-
tural product related to the diversity factor of VPE sustainable development was an 
emergence of the innovative learning environment, a virtual cloud-based space that 
allowed participants to safely distribute and access resources and initiate different 
information flows with different levels of access with respect to intellectual property 
rights. These findings connect the study with a larger discourse on the educational 
learning environments, specifically, with their innovative aspects (Savelyeva, 2009, 
2012a, 2012b, 2013a, 2013b, 2014; Savelyeva & McKenna, 2011).9 The cooperative, 
voluntarily, and collaborative diversity of the local VTE agents created a dynamic 
and synergetic educational learning environment, which contributed to the VPE’s 
sustainable implementation and development. 

Factor Three: Shared Resources 

In this study, the factor of shared resources for VPE sustainable development emerged 
as an organised flow of intellectual VPE resources that were primarily concentrated at 
the University, its research centres and laboratories, and provided logistical, organ-
isational, managerial, and, to some extent, financial resources to the participating 
VPE institutions. The study also revealed that the process of resource sharing by the 
diverse VPE agents was mostly related to practical issues of ‘knowledge ecology’

9 Savelyeva derives four key aspects of the global learning environment model: innovative, 
interactive, intercultural, and interdisciplinary, which are bound by a principal of mutual learning. 
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(Savelyeva et al., 2021) and teaching and learning, which “rely largely on informal 
exchange between colleagues” (Maloney et al., 2013, p. 812). 

The centralised and organised sharing of VPE resources in the Russian educational 
sector is guided by the federal law10 (Federal Law of Education, 2012/2014/2020), 
which defines and regulates the terms of resource sharing not only for educational 
institutions, but also for the economic sectors which support educational processes 
and learning activities (medicine, culture, sports, industry, agriculture, and different 
types of production). The increased efficiency of the centralised intellectual resource 
sharing has ensured access to the resources for the VPE institutions, which had 
limited inbound resource flow due to their poor infrastructure and information logis-
tics. The centralised flow of VPE resource sharing, organised and managed by the 
RSVPU, corporate tertiary institutions, and VTE consortia, was an important aspect 
contributing to VPE sustainable development. 

The two notable examples of the successful resource sharing in the Ural region 
include the launches of two large VPE complexes by regional VTE consortia in 
the city of Nizhny Tagil, Russia, and Karaganda, Kazakhstan. The establishment of 
a corporate university in Nizhny Tagil was a result of the joint efforts of a large 
engineering complex, polytechnic universities, and VTE colleges, schools, gymna-
siums, and lyceums. For the purpose of increasing VPE quality in the city, this joint 
venture generated a resource sharing process that brought together intellectual, infor-
mational, technological, material, economic, administrative, and other resources at 
different educational levels. Applying the similar structure of the centralised and 
regulated VPE resource share, the Karaganda State University united efforts of the 
large industries and Kazakhstani and Russian research institutions and universities 
into a consortium and established a corporate university in Karaganda, the leading 
industrials city in Kazakhstan (Ulemuratova, 2013). 

These two examples of the successful VPE resource sharing model oppose a 
postulate of the resource dependence theory (Pfeffer & Salancik, 1978) that the ulti-
mate reason organisations form partnerships lays in their need for resources that 
would help them to achieve their own individual goals. Such rational objectives for 
resource sharing (Ashraf et al., 2017), stated in the resource dependence theory, were 
not identified in the interviews of the VPE leaders. Instead, the VPE resource holders 
consolidated their efforts towards a single goal of improving the quality of vocational 
teacher preparation. This unifying goal inspired the resource sharing that led to the 
establishment of autonomous and powerful VPE corporate university structures. Our 
analysis connected the shared resource factor with VPE sustainable development in 
the following ways: shared resources addressed issues of interprofessional collabo-
ration and learning; greatly increased employers’ VPE engagement; and expanded 
possibilities for adult learners and secondary school and VTE college graduates for 
building individual lifelong learning VPE paths.

10 The authors refer to 2014 version of the Low of Education of the Russia Federation, active at the 
time of this study. 
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Factor Four: Educational Logistics 

As a factor to VPE’s sustainable development, educational logistics in this study 
consisted of the following dimensions: organisation, planning, control and moni-
toring of the knowledge flow within VPE educational environments, alignment 
with industrial needs, efficiency, and high quality. This characteristics shaped our 
understanding of the VPE educational logistics as a high-quality management and 
self-management of educational operations and processes that allow to efficiently 
direct the flow of knowledge in order to support and improve VPE practices. The 
description of the VPE’s educational logistics as depicted in this study supported 
the results of previous studies on educational logistics in Russia (Denisenko, 2003; 
Trofimova, 2017). Extending the discussion to the field of VTE, the study enriched 
this localised scientific arena by adding a new VTE specific element of the knowl-
edge flow to the existing general educational logistic models, namely the negotia-
tion of the VPE knowledge flows with demands of an industrial/service sector. Our 
analysis of the VPE knowledge flow within the VPE Teacher Association revealed 
the following general elements: cross-level distribution; information; equipment; 
teaching, learning, and instructional methodologies; and curricular and instructional 
support for VPE teachers and leaders. These findings contributed to the piloted 
federal VTE standards, developed in collaboration with the VPE Teacher Associa-
tion, federal education authorities, ministries of industries, and the VET Scientific 
and Methodological Council. Although the standards were tested in 130 universities 
and 90 colleges in Russia, their implementation has not been achieved. 

The interview respondents conveyed three broader functions of VPE educational 
logistics: negotiation, compromise, and optimisation that highlighted the RSVPU’s 
attributes of a distributed logistic hub. Applying the law of logistics and utilising 
digital technologies, the RSVPU extended the flows of VPE knowledge to profes-
sional teachers in the Northern Polar Territories of Russia. This finding illustrated the 
practical value of the VPE multidimensional approach to interprofessional learning 
(Howkings & Bray, 2017), when the use of academic and vocational competencies 
not only increased the VPE quality and system mobility (McKenzie, 2017), but it 
also ignited change for VPE teachers and workers in the remote northern commu-
nities. The benefits of educational logistics as VPE’s sustainability factor can be 
applied in different RSVPU structures (e.g. post-graduate education) in order to 
boost the University’s status of a leading scientific, educational, and an educational 
hub. Although educational logistics have not been detailed in educational manage-
ment studies (Tomlinson, 2014), we argue that it reserves one of the leading posi-
tions and sustains tertiary VTE efforts through negotiation, optimisation, and the 
compromising of educational processes, practices, and management.
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Conclusion 

The four VPE sustainable development factors—network cooperation, diversity of 
interacting agents, shared resources, and educational logistics—resulted from the 
case study of the Russian tertiary VPE institution and described unique and inno-
vative ways to advance the country’s VPE system in the transitioning economy. 
Aiming at the continuity and sustainability of the entire educational system, the find-
ings of this study provided strategic direction not only to the Russian VPE tertiary 
sector, but also to the international communities of VTE scholars and practitioners, 
who are upgrading their educational and training systems (Tucker, 2019) for  the  
advancement of the SDGs in their countries. The four sustainability factors could 
be used internationally, as guideposts of best practices for analysing the VPE initia-
tives, programmes, or systems in any country, after the careful adaptation to local 
economic, political, cultural, and social conditions. 

The vision of the Russian tertiary VTE academic leaders for creating an effec-
tive VPE system that empowers millions of people in a transitional economy can 
also provide a path for sustainable development of the entire nation. The VPE’s 
unique positioning at a junction of the pedagogical sciences and vocational training 
and its attachment to the economic demands and conditions require flexibility of its 
core structures and instant adoption of innovation (Liu et al., 2022; Park & Save-
lyeva, 2022; Savelyeva & Park, 2012, 2022; Savelyeva, 2013a, 2013b, 2014, 2022a, 
2022b) that, in turn, opens doors to quick sustainable transformations. This points 
at the VPE’s potential to become a powerful instrumental SDGs agent of personal 
empowerment and national growth. Approaching VET as a SDGs game-changer, 
policies have to acknowledge a pivotal role of the VPE teachers and leaders (Kim & 
Phang, 2018; Ruiz-Valenzuela et al., 2017). They are, as showed in our study, the 
main resource and key agents of lifelong learning and sustainable development in 
vocational institutions. 
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Chapter 12 
Creating a Sustainable College 
Performance Evaluation in China 

Luxi Zhang, David Sorrell, Paul Adams, and Bob Adamson 

Introduction 

In order to achieve the sustainable development of universities, since 2015, the State 
Council, the Ministry of Education and other relevant departments in China have 
successively issued documents to promote the construction of world-class universi-
ties (Tian & Lu, 2017). For instance, Zhejiang University, one of the top three univer-
sities in China, signed a cooperation agreement with thirty international university 
presidents for its university’s sustainable development (O’Malley, 2021). Starting 
from 2018, Chinese colleges and universities have changed their teacher employ-
ment system from staffing of government-affiliated institutions to a contract-based 
appointment system (Zhang & Zhang, 2020). However, the intensified academic pres-
sure lowered teachers’ enthusiasm in teaching but increased their job insecurities and 
anxieties (Tian & Lu, 2017; Xu,  2021). 

Performance evaluation has been widely used in higher education institutions 
(HEIs) around the world, as neo-liberal discourses drive radical reforms (Bamberger 
et al., 2019; Pecheritsa, 2022; Stromquist, 2012; Zheng & Kapoor, 2020; Zipin & 
Brennan, 2012). HEIs have been conceptualized ‘as business corporations engaging 
in international trade rather than operating as a public good’ (Adamson, 2012, 285), 
and quality assurance mechanisms have been imported from the business sector to 
monitor the productivity of academics. This importation has been justified as creating
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‘a culture of continuous organizational and professional self-development and self-
regulation that will provide a better value-for-money service that is compatible with 
the needs of the global (post)modern knowledge economy and learning society’ 
(Worthington & Hodgson, 2005, 98, italics in original). 

These conceptualizations are matters of policy. Indeed, such framing proffers 
meaning through the rights, duties and obligations offered to citizens via state mech-
anisms. Wrapped up with the frame of neo-liberalism is a notion of development that 
centres on externally validated and imported versions of ‘the real’. Such versions are 
set up as ‘profitable’ in that they seemingly confer future gains for the system and 
individuals. In effect, macro-Discourses (Gee, 2012) position explanatory attempts: 
big-D/Discourse (Gee, 2012) frames consideration of how language is embedded in 
society and social institutions (Gee, 2012); big-D/Discourse is 

‘…composed of distinctive ways of speaking/listening and often, too, 
writing/reading coupled with distinctive ways of acting, interacting, valuing, feeling, 
dressing, thinking, believing with other people and with various objects, tools, and 
technologies, so as to enact specific socially recognizable identities engaged in 
specific socially recognizable activities.’ (Gee, 2012, 152). 

Big-D/Discourses provide means of recognizing and getting recognized in 
multiple ways; they concern enactment and recognition. They are about socially 
accepted association in language and other expressions of thinking, feeling, etc., and 
how we use tools, technologies and props so that we might identify ourselves as a 
member of a socially meaningful group to signal that we are filling a social niche in 
a recognizable fashion (Gee, 2012, 158). Big-D/Discourses are mastered by encul-
turation into social practices through scaffolded interaction with others (Gee, 2012, 
167–168). Behaviour becomes meaningful only against the Discourse, or a set of 
complementary or competing Discourses that ‘can “recognize” and give meaning 
and value to that behaviour’ (Gee, 2012, 190). In turn, policy missives that position 
individuals and groups in specific ways may be ‘readerly’ in that they offer limited 
scope for resistance or ‘writerly’: room for manoeuvre is built into their fabric. 

This chapter focuses on issues surrounding quality assurance in HEIs in China, 
specifically the performance evaluation of individual staff. Since the 1970s, China has 
reformed its higher education sector with key policies and projects as the government 
has promoted and invested heavily in its universities. Its ambition is for universities 
to have ‘the potential to enter the world-class league’ (Yang, 2012, 157), an indica-
tion that China has embraced at least some of the concepts of neo-liberalism, such 
as competitiveness. Here, performance evaluation is considered important in moni-
toring the performance of academic and administrative staff. The College Perfor-
mance Evaluation (CPE) was introduced in 2007 to optimize the competence and 
potential of its staff in order to achieve the development of HEIs and to enhance 
the career prospects of high performers. Nevertheless, many Chinese HEI staff seem 
dissatisfied with CPE. Their performance is assessed every three years, which they 
feel is burdensome and, since performance evaluation is linked with staff salaries, 
the issue of fairness in CPE has been questioned (Yu & Ji, 2014). 

In this chapter, CPE for individual staff in one university in China is addressed. It 
presents the contexts of the introduction of the CPE and traces its implementation. In
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particular, it looks at the responses of academics being evaluated and of administrators 
charged with implementing the system and notes signs of resistance to the policy. 
Emergent challenges to CPE are identified and discussed. 

The theoretical basis for the chapter is drawn from debates around policy transfer 
and a heuristic of positioning. The predominance of neo-liberal Discourse in the 
processes of education policy-making and implementation means that nation states 
such as China operate increasingly within a global setting (Rizvi & Lingard, 2010), in 
which similar policy strategies are found across different contexts. In recent decades, 
there has been the desire and impetus for China’s best higher education institutions 
to ‘follow the lead of European and North American universities, from curriculum 
to financial practices to new governance structures’ (Yang, 2012, 157). However, the 
relevance and applicability of foreign policies and practices directly transferred from 
the ‘West’ have been questioned since the late imperial era in China (Tan & Chua, 
2014). 

To address the above, the chapter firstly outlines positioning theory, the basis for 
the tripartite heuristic to be used. It then examines the ways in which policy is framed, 
at the macro-level, explained, at the level of policy text, and formed (positioned), at  
the local level through the exchange of emails and interviews. The chapter concludes 
with a discussion of the data in the light of globalization and neo-liberal reform. 

Positioning Theory 

For some time, the literature has noted positioning theory as a means by which one 
might understand and consider the day-to-day perspectives of everyday discourse 
and language. From its origins in narrative psychology, it has broadened its scope 
and appeal (Burr, 2003). Importantly, writers such as Harré (2004), Harré and van 
Langenhove (1999) and Drewery (2005) have explored how we are created as subjects 
by interaction through language. Specifically, positioning theory enables researchers 
to uncover and explore how ‘…we come to take up certain identities and not others’ 
(Drewery, 2005, 306). It is a relatively new phenomenon and as such has no single 
definition, but this should not detract from its importance, especially if a particular 
way of conceiving of positioning theory can be garnered for the purposes of policy 
analysis. 

Positioning as a ‘discursive process whereby selves are located in conversations 
as observably and subjectively coherent participants in jointly produced story lines’ 
(Davies & Harré, 1990, 48) is useful as a means by which snapshots of experience 
and perspectives might be understood. However, some, particularly Drewery (2005), 
argue for a more dynamic interpretation to explain how subjective experience is 
produced. She cites opportunities for critical reflection and analysis of preferred 
forms of subjectivity through the formation of differing types of ‘position calls’, 
that is, implicit invitations to take up subject positions. Indeed, when writing about 
counsellors and counsellor educators, Drewery highlights the need for the develop-
ment of ‘…sensitivity to the constitutive effects of conversations’ (2005, 306) and
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in so doing helps us think about ‘…the productive impacts of colonizing language’ 
(2005, 307). Her call concerns the interpersonal; the area of consideration is that of 
the conversation, the immediacy of the moment of discursive production. 

For Gee (2012, 112), little-d/discourse consists of ‘…stretches of language which 
“hang together” so as to make sense to some community of people, such as a contri-
bution to a conversation or a story’. In this way, sense-making can be uncovered 
in moment-by-moment discursive events through empirical matters. Importantly, 
language is embedded in society and social institutions (Gee, 2012, 112). There 
is, then, a need to uncover and examine the ways in which wider societal matters 
construct understanding, and so, in contrast, Gee highlights Discourse, as indicated 
above. For positioning theory, this distinction is noteworthy. Van Langenhove and 
Harré (1999, 103) write that, ‘Positions usually involve not only speaking and writing 
rights, duties and obligations, but also expectations as to how someone in a certain 
position will exercise their rights…’ Through a variety of discursive acts (conversa-
tional moments), positions can be offered and amended, taken up or resisted (Barnes, 
2004). 

Positions are fluid. They change from moment to moment depending on interpre-
tation and sense-making. This constant flux seems in contrast to the observation that 
people behave consistently. Notably, in this matter, positioning theory maintains that 
our ‘selves’ are made in discursive moments, not through our biological makeup, 
and only make sense in terms of social referents. A person is not ‘subjected’ to 
pre-existing discourses, but, rather, subjectively constructs such discourses for them-
selves. Within the person/conversation reference, positioning is a process whereby 
speakers construct personal stories through discourse, and such stories are taken up, 
amended or resisted. In this way, actions are made intelligible and determinate as 
social acts (Tan & Moghaddam, 1995). 

But it is also the case that wider Discourses abound in such instances and, in turn, 
offer positions of their own (Bamberg, 2004). In this regard, Discourses constitute 
the individual position in relation to other people from a number on offer (Hollway, 
1984). Speakers become ‘the person’ who is ‘already positioned’ in a top-down 
fashion (Bamberg, 2004) as Discourses provide the ‘meaning’ within which posi-
tions are taken. There is, then, a need to consider both macro- and micro-positioning. 
As Bamberg (2004) states, it is possible to reconcile the two views of the subject, 
allowing ‘us to study individuals’ resistance to dominant [D]iscourses, and the emer-
gence of alternative subject positions as well as subversive practices’ (Willig, 1999, 
554). 

In order to understand human behaviour and, thus, understand education, the 
analyst must understand how people use Discourse to construct meaning in specific 
contexts (Slocum-Bradley, 2009). This describes a social world ordered through 
construction; of note, here is the socio-political: the micro-politics of discursive acts 
and formational activities within Discourse. 

For policy analysis, there are three points to consider. First, the social, cultural and 
political milieu which precedes the formation of text must be of concern. Second, 
texts themselves do not constitute policy: they are but physical explanations of events 
and discussions. Third, discursive processes themselves actively form policy: they
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position policy-explanation and policy-framing within the bounds of the institution 
and so give policy form (Adams, 2016). Accordingly, this chapter uses a tripartite 
heuristic to examining policy (Adams, 2016) and the ways in which wider Chinese 
policy-frames and policy-explanations are formed (positioned) at the local level. 

It is unsurprising that HEIs and individual academics respond in different ways 
to the positions offered by top-down policy missives. As a result of local contex-
tual factors, such as geography, history or culture, and their interactions with global 
forces (Adamson, 2013), some resist, some comply, and some appropriate inno-
vations (Adamson, 2012). They are used against pressures from outside a social 
group; established values will be defended, if considered threatened by external 
ideas (Bache & Taylor, 2003). Compliance occurs when HEIs or individuals within 
the institutions follow imposed requirements with a high degree of fidelity. Appro-
priation occurs when they choose to adapt policy missive positions under their own 
terms. This can be described, to a certain degree, as defiance resulting from ‘appro-
priation of the instruments of neo-liberal ideology for their own purposes, including 
self-strengthening’ (Adamson, 2013, 9).  

Policy Framing: Reforms in Chinese Higher Education 

The changes to Chinese HEIs in recent decades mirror China’s transformation from 
a highly centralized, planned economy to a socialist market economy (Mok & Chan, 
2012). Reforms in the 1970s led to education supporting economic growth in the 
mid-1980s (Yang, 2008, 2012), and the monopolistic role of the state was reduced 
as a result (Mok & Chan, 2012). All students, after the issuance of new regulations, 
became fee paying in 1997 (Shan & Guo, 2014), and significant financial invest-
ment was injected into the development of world-class universities. For example, 
Project 985, sought to ‘fast-track the designated institutions to become high-level 
and research-intensive through focal investment by central and provincial govern-
ments’ (Yang, 2012, 157). A globalizing Discourse became embedded in the higher 
education narrative. It conferred on education the duty to expand its horizons and 
internationalize its efforts. China has emerged in recent years as a regional educa-
tion hub and choice for international students to undertake their university studies 
(Wen & Hu, 2018). The differentiation of institutions became a mechanism whereby 
merit could be awarded. Accordingly, in 1993, the government bestowed the right 
for universities to organize themselves under the macro-management of the govern-
ment within the Outline for Reform and Development of Education in China (Central 
Committee of the Communist Party of China and The State Council, 1993). Further-
more, in 1999, in order to develop education as an industry and promote quality higher 
education in China, the government encouraged nongovernmental sectors to orga-
nize schools according to The Central Committee of the Communist Party of China 
and The State Council’s Decision on Deepening Education Reform and Promoting 
Quality Education (General Office of The Central Committee of the Communist 
Party of China, 1999). To compete with the rise of private-run universities in the
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market-driven economy, state-owned universities in China had to undergo reforms 
with the implementation of performance evaluation for assuring quality in teaching, 
research and services. This re-positioning of the higher education academy was an 
acceptance of the position calls offered by the globalized higher education industry. 
It was, and still is, a site for vernacular globalization (Appadurai, 1996) or ‘the ways 
in which local sites and their histories, cultures, politics and pedagogies mediate to 
greater or lesser extents the effects of top-down globalization’ (Rizvi & Lingard, 
2010, 65). 

Policy Explaining: College Performance Evaluation 

The nationwide use of the College Performance Evaluation (CPE) in state-owned 
universities commenced in 2007 (Ministry of Personnel of the People’s Republic of 
China, 2007). Despite the weaknesses of CPE, some studies found that its imple-
mentation can motivate teachers to perform better in teaching, research and services 
(Zhu, 2013). Central here were ideas about efficiency and hard work. The policy was 
positioned as a motivating force for low-performing academics. There are four types 
of posts ranging from the primary title of assistant, intermediate title of lecturer and 
senior titles of associate professor and professor. From 1986 to the start of perfor-
mance evaluations, there had been no specific research requirements for professors 
and such a post was tenured. Thus, a professor might feel there was no need to focus 
on research. Some associate professors were also reluctant to conduct research. In 
order to build first-class universities in China (Peters & Besley, 2018; Song, 2017; 
Yang, 2012), professors and associate professors are required under the new CPE 
system to make significant contributions to their university in research, teaching and 
community services. Academic positions were no longer considered ‘an iron rice 
bowl’ or a secure job for life. CPE was developed as an incentive to university staff 
at different levels. After the implementation of CPE, the four titles have remained, 
but with ranks added to each title. Generally speaking, performance evaluation is 
calibrated for eleven ranks. Ranks one to four are for professors; ranks five to seven, 
associate professors; ranks eight and nine, lecturers; and ranks ten to eleven, assistant 
lecturers. Such changes elevate status and tie this to the production of research. In 
essence, meaning is imbued through positional mechanisms which offer rights in 
return for accepted duties and obligations. The policy text desires to position higher 
education staff as worthy or, indeed, more worthy, through title. The Discourse is 
one of the production-oriented merits: produce or perish. 

In the past, teachers were evaluated by some leaders in a college, such as principals 
and professors, with specific benchmarks designed by them. The new system added 
an independent, normative performance evaluation system tailored to specific posts 
linked to an employment contract. CPE was an initiative of the central government, 
but minor changes can be made according to the specific contexts of each university. 
CPE started with the premise that there was a balance between the deployment of 
suitable posts and the resource distributions of a university. Based on the needs of



12 Creating a Sustainable College Performance Evaluation in China 203

different disciplines, the university could plan the recruitment of staff and identify 
the requisite teaching and research qualities, bearing in mind its development plans 
and available resources. Since 2006, state-run institutions should have open staff 
recruitment according to the Interim Provisions for Recruiting Personnel in Public 
Institutions (Ministry of Personnel of the People’s Republic of China, 2005). This has 
enabled the competitive selection of staff both internally and externally. The norma-
tive evaluation system was a key issue in CPE. Its importance was how to effectively 
manage the relationship of an individual’s career development with the goals of the 
university. The system requires an integration of quantitative and qualitative evalu-
ations. The emphases were on professional competence and ethics. The evaluation 
of professional competence assessed both academic research and teaching abilities, 
while the evaluation of ethics focused on humanistic concerns for students. Finally, 
the employment contract system was the legal component of CPE. It included the 
provision of an agreement between teachers and their university according to the 
nation’s educational laws. Contract management was useful to ensure that the rights, 
duties and obligations of both sides could be understood and realized. 

Such was central designation of the ‘ideal academic’. While a concentration on 
research positioned the localized mediation of globalization, the ability to locally 
re-purpose CPE positioned institution and individual within a local Discourse that 
could be relied upon to traverse the day-to-day workings of the system. Discursive 
positioning could, thus, take place in ways that could drive the positioning of the 
institution itself. In turn, such systemic Discourses offered position calls for indi-
viduals and groups which, through their enactment, specify the ways and means by 
which individual merit can be conferred. 

Indeed, Zhu (2013) investigated the motivation effects of the internal system 
on performance evaluation in two universities in Anhui Province, China. The self-
designed questionnaire included three positions: the factors influencing academics’ 
job satisfaction; their attitudes towards the performance evaluation; and sugges-
tions for improving CPE. The results indicated three motivational effects of perfor-
mance evaluation. First, most academics mentioned that, as it was now possible to 
be recruited through competition, their motivation to conduct teaching and research 
was enhanced. Second, CPE increased their responsibilities and pressures. Many 
mentioned that the new appointment system encouraged them to improve their 
teaching methods and apply for more research funds and projects. Third, CPE 
strengthened the spirit of competition among academics and changed their working 
attitudes. Four challenges were also apparent (Zhang, 2013). These concerned the 
implementation of performance evaluation and the lack of linkage with the univer-
sity’s development goals; little regulation of the CPE, in that it was applied randomly 
and not according to the appropriate schedule; a lack of strong administrative and 
instrumental support (CPE was often ignored by HEI leaders, and there was a shortage 
of trained personnel to conduct the evaluations); and excessive attention to short-term 
instead of long-term performance evaluation. 

It could be argued that this is a totalizing Discourse in that it develops a system 
in tune with the needs of wider rights, duties and obligations, some of which are 
clearly taken up by actors therein. However, it is also the case that conflict abounds.
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In this sense, the positions offered by attempts to explain policy give rise to discursive 
moments that are resisted or amended. 

In the early development stage, universities at the meso-level rather than their 
subordinate departments were responsible for implementing CPE. In Sheng’s (2007) 
analysis of Zhejiang University’s implementation of its performance evaluation 
systems, the university believed that high-level teaching staff was an important 
part of self-innovation and in building core competitiveness. After the successful 
merging of Hangzhou University, Zhejiang Agriculture University and Zhejiang 
Medical University into Zhejiang University in 1998, the university began employing 
an increased number of young teachers with higher professional titles and degrees. 
The university introduced a performance evaluation system in 2000, earlier than 
many other universities. The foci of its performance evaluation were on building an 
environment encouraging fair competition among university teachers and providing 
more stages and opportunities for academics to develop their careers. In 2006, the 
performance evaluation system was modified to become more quality-directed and 
qualitatively oriented. When appointing individual teachers, the university’s devel-
opment goals were taken as a reference point. Each department tended to relate the 
development levels of their disciplines with staff appointments. Preferential treat-
ment was skewed towards high-performing academics, national key disciplines, key 
projects and key training bases for liberal arts and science. Teams, instead of indi-
viduals, could be appointed in competent departments or disciplines. The university 
provided supervisors, funds and research teams to help the professional development 
of young teachers. In addition, rather than having a fixed evaluation term of three 
years, each department in the university could decide its own term of performance 
evaluation. Usually, the predetermined time period was two to four years. Teachers 
who were considered ‘excellent’ could apply for an extended time period of six years. 
In special cases, for example, when a professor needed a longer time period to finish 
fundamental research with clear research aims, there would be no time limit. 

Thus can be seen Discourses played out through policy missives and local action. 
These Discourses simultaneously frame the context for CPE in Chinese universities 
and offer policy mandate ways of explaining their aims and intentions. In this regard, 
they are double edged: in signalling such dichotomy Discourses offer positions from 
which individuals and groups might choose. The scope for local interpretation confers 
writerliness, but within globalized frames that centre on the production of corporal 
bodies bound up with the advancement of state and institution. 

Policy Forming: The Study 

This study investigates the effect of the implementation of CPE in a Foreign 
Languages College located in Zhejiang Gongshang University in June 2014, when 
the college was about to carry out the performance evaluation for the second time 
after the first implementation in 2011. The college followed the same process of 
CPE as Zhejiang University. In this study, the impact of the revised form of CPE is
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gauged. Email messages, interviews and documentary analysis were used to answer 
three research questions, which are as follows: 

1. What are staff attitudes towards the implementation of CPE? 
2. What are the reasons behind their attitudes? 
3. How did college leaders react to staff opinions towards CPE? 

Table 12.1 shows the important assessment criteria in the first version of CPE 
concerning teaching, research and services. The table includes only high-level 
research and scores above five in services. These became the centre of disputes 
among academics, as reflected in messages sent to the college’s email box that all staff 
members had access to. Starting from June 2014, the main feedback collected from 
staff members comprised 57 emails (Consent to analyse these emails was granted 
by the staff who sent them. All emails were originally in Chinese and subsequently 
translated into English). Twenty-eight staff who had not contributed to the email 
debate discussed their views in interviews. They were asked five semi-structured 
questions on their attitudes towards CPE; major concerns they have regarding CPE; 
their evaluation of the effect of the current round of CPE; their attitude towards other 
staff members’ reactions to CPE as expressed in public emails; and suggestions for 
the future improvement of CPE. As some academics with negative views towards 
CPE might have avoided talking openly for worrying about offending the leaders of 
the college or any teacher who posted emails (with both positive and negative views 
towards CPE), private interviews were conducted to find out if those academics who 
had not sent emails held the same views as the email senders. Additional questions 
were asked for elaboration on initial answers. Finally, documentary analysis and 
interviews were carried out to determine leaders’ reactions towards staff feedback in 
their email replies. Interviews were transcribed verbatim and subsequently translated 
into English.

What was researched was the formation of policy at the local level. Rather than 
identifying policy as something that is created on high and enacted in the workplace, 
policy as positioning re-purposes the Discourse to be one of the local formations. 
At its heart, it identifies local agentic action as the lifeblood of policy mechanisms. 
Here, policy becomes something that is formed, at the local level, through discursive 
moments whereby individuals and groups form that which they are trying to under-
stand. Two points arise here. First, such an orientation paints policy as dynamic and 
ever-changing. It is not a static entity onto which is projected some version of the 
real. Rather, the very act of trying to form an understanding is that which creates 
the real itself. Second, policy formation is the interplay of offered rights, duties and 
obligations with attendant acceptance, rejection or modification. 

The Email Debate 

After the release of the CPE outcomes and of the scoring rules used for all staff in 
the college, there was a flurry of emails circulating within the department. Twelve
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Table 12.1 Important assessment criteria in the first version of CPE 

CPE components Indexes Evaluation points 

Teaching Ranks four and nine X = M/N × 100/80 
Ranks five and eight X = M/N × 100/90 
Ranks six and seven X = M/N × 100/100 

Research National project 20 10 (no funding) 

Ministry or provincial project 10 5 (no funding) 

Sub-provincial project 8 4 (no funding) 

Bureau project 4 2 (no funding) 

Services Principal/vice principal 24/20 points per year 

Division director/vice-division 
director 

10/8 points per year 

Provincial-level discipline 
leader/university discipline leader 

16/12 points per year 

Supervisor of postgraduate students 5 points per year 

M = average personal teaching load in a semester 
N = the college’s average teaching load in a semester

were broadly in support of the CPE exercise, while 45 were against. An email from 
Academic A was the trigger for an online discussion among academics. He scanned 
all performance evaluation outcomes and expressed his dissatisfaction towards the 
evaluation of research. 

After an afternoon’s reading of the performance evaluation outcomes of more 
than one hundred colleagues, it was surprising to find that, with the exception of a 
few colleagues who are seeking promotions, most staff—and especially professors— 
have very limited research achievements …. Some professors’ performance is mind-
blowing. (Academic A: email excerpt). 

Academic B countered with four points: 

1. This email letter is written out of spite and is intended to elicit sympathy from 
others. 

2. Hard power is important, soft power is also important. 
3. As long as you are strong enough, you cannot be controlled by the rules. 
4. Do not send this kind of email letter again: it is useless, ineffective and 

meaningless. (Academic B: email excerpt). 

Nonetheless, an aggressive discussion arose around the issue whether it was fair 
that academics who undertook more service could achieve better scores in their evalu-
ation than those who focused more on their teaching and research. The unfairness was 
exacerbated by the fact that the colleagues with more opportunities to participate in 
services were leaders of the department, and these leaders had formulated the perfor-
mance evaluation regulations through the department’s staff appointment committee. 
For example, the Principal of the Foreign Languages College could achieve an annual
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score of 24 points for service, while a low-level colleague could reach a maximum 
of three points. Academic C commented with irony: 

It turns out that, as a university teacher, it is more important to serve the college, to become 
leaders like you, and to win awards as a distinguished committee member or administrator, 
than to teach a hundred more classes and to obtain more research projects. (Academic C: 
email excerpt) 

The second revision of CPE was then made by the college in an attempt to address 
the criticisms. But it was hard to stop the already heated email debate. Academic D 
was not satisfied with the second revision of CPE: 

The new CPE seems to be better than last time’s weird standards. But in essence, they are 
the same. The basic reason is that, only those associate professors who are not supervising 
graduate students (around thirty academics), and lecturers and assistant lecturers (around 
sixty academics), have to finish their high-level research and try hard to get service projects. 
Others can easily pass the required scores in CPE. How can such CPE be fair to everyone? 
(Academic D: email excerpt) 

‘Others’, in Academic D’s message, refer to academics who held administrative 
positions. Academic E suggested that such work should be paid from different funds: 

Services should not be a part of CPE. The reason to include them in CPE was: some of us 
were needed to do the college’s big and small works. There seems to be nothing wrong with 
the reason. These administrative tasks should be paid from preset benefits and should not be 
included in CPE. (Academic E: email excerpt) 

Detailed counting of a division director’s score was proposed by Academic F. 

A division director can have ten points per year, and during the three years, one can get thirty 
points. But leading a national project or being awarded as a nationally celebrated teacher 
only accounts for twenty points, and a national excellent teacher only accounts for twelve 
points, and a provincial project scores only accounts for ten points. That means every division 
director gets a national project plus a provincial project. Also, a division director’s concept 
lessons were already included in the teaching performance. Thus, the final score of a division 
director is truly quite high with repetitive bonus scores. This is off the scale! (Academic F: 
email excerpt) 

The consensus of critics was that the evaluation standards were still not fair and 
not explicit enough. However, some emails commented that the problem of profes-
sors having poor research outcomes, as suggested by Academics A and C, was not 
universal across the college. Others suggested that one reason for poor research 
performance may be an unbalanced distribution of research resources—researchers 
in liberal arts had far fewer opportunities and far less funding for research projects 
than their counterparts in science. Eventually, the online discussion was concluded 
by a respected professor who urged those opposed to the CPE to stop wasting time 
arguing.
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Interviews with Staff 

To ascertain other academics’ attitudes towards the CPE, seven interviews with 
academics who had not participated in the email debate were conducted. They 
were explicitly drawn from different age groups (24–29, 30–39, 40–49 and 50– 
60), gender and positional ranks. The interviewees were given pseudonyms: Wang 
(female, lecturer); Tian (male, lecturer); Chen (female, lecturer); Li (male, associate 
professor); Sun (male, associate professor); Yin (female, professor); and Liu (female, 
professor). 

The seven agreed unanimously that the rules designed by leaders should be 
followed, even though they agreed that the implementation of this CPE was not 
very successful. When referring to colleagues’ feedback in the emails, all intervie-
wees showed both compassion and disagreement with the complaints. For example, 
Liu observed, 

It is understandable as they have to take care of their families, especially the male married 
colleague. Thus, they have to fight for their salaries. But I think that sending emails to 
provoke a war of words is irrational. It will make leaders dislike you and will get you into 
trouble. (Liu, interview) 

All teachers recognized the importance of having CPE but disliked the evaluation 
system as operationalized. However, their concerns focused on different aspects. For 
example, Wang shows her pessimism about being evaluated every three years until 
retirement: 

Every time after having a staff meeting about the performance evaluation, I will be depressed 
and stressed for one or two weeks. I can foresee how much work is there waiting for me. 
(Wang, interview) 

In comparison, older colleagues like Yin were concerned more about the need to 
institute transparent financial practices for all staff. 

The college actually has provided detailed rules to ascertain each colleague’s salary; however, 
how much the leaders of the college have obtained from the college and the ways they would 
like to distribute the money are unknown to most staff. (Yin, interview) 

When asked to suggest improvements to the CPE, the interviewees identified with 
the ideas expressed by the colleagues who sent protest emails. 

I would like to applaud those teachers who dare to send emails to protest against the CPE. 
They’ve just expressed our thoughts. I don’t need to add anything online. (Chen, interview) 

Reaction of College Leaders 

The leaders of the college responded to staff concerns and revised the performance 
evaluation regulations twice. Thus, there were three versions of the CPE in 2014. 
The first revision was issued in June and incorporated very little change. The study
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in this chapter was based on the first and second revisions of CPE. The first version 
was strongly criticized in the email debate. The second, produced in July, included 
the lowering in scores for different service categories. Nevertheless, the opponents 
called for a more transparent and detailed cost–benefit statement, as well as constant 
and fair feedback, and amelioration of the CPE in the categories of teaching and 
research. Consequently, the leaders further refined the teaching, research and service 
regulations but were reluctant to include the transparent and detailed cost–benefit 
statements. 

In June 2015, two leaders agreed to be interviewed about the CPE from their 
perspectives. Pseudonyms are used. Ding was male, nearly 40 years old, and respon-
sible for teaching; Wen was female, nearly 50 years old, and in charge of research. 
Ding’s interview was conducted online, and Wen’s interview was held in her office. 
Both leaders agreed on the value of CPE but recognized that the system needed refine-
ment. Ding and Wen had some minor differences in their responses. For instance, 
Ding was pleased with the effect of the new CPE regulations, while Wen seemed to 
be not completely satisfied. 

The outcomes of the last round of performance evaluation were okay. The 
outcomes reached the expected goals. (Ding: interview). 

It was acceptable. But research is about the long-time accumulation of work. For people of 
my age, three years are okay for finishing all the tasks reviewed in the CPE… but young 
academics may need much more time. Then their CPE can be much better. (Wen: interview) 

In contrast to the academics, who cared most about the pressures from CPE and 
the impact on their salaries, the leaders seemed more concerned about the indexes. 

I think, as a university teacher, the most attention should be paid to performance in two 
aspects: one is researching, one is teaching; the indexes related to these two aspects. (Ding: 
interview) 

The three parts are necessary, as a university academic. They are well recognized by the 
public and we should have the three parts. (Wen: interview) 

While all the academic interviewees considered the last round of CPE as unsuc-
cessful, the leaders held different ideas. Ding said most colleagues ‘recognized the 
value’ of CPE, and Wen said the achievement of letting academics know the expec-
tations of their work by carrying out CPE should be ‘appreciated’. They considered 
the feedback from colleagues in the emails as a ‘normal’ phenomenon. Ding thought 
it was hard to satisfy everyone in an evaluation that was closely related to one’s 
financial rewards. Wen thought teachers might introduce other issues while showing 
their dissatisfaction over CPE. Both welcomed this channel for colleagues to express 
their views and empathized with their feelings. 

It should not be like, here is a piece of paper from the leaders and all colleagues must accept 
it without complaint. We must consider everyone’s interests. (Ding: interview) 

(Sending emails) was an outlet for their emotions. … No matter what, as a way 
of expressing their feelings, it’s fairly good. On the positive side, (emails) can provide 
information about what needs to be changed in the CPE. (Wen, interview)
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The leaders had different interpretations of the reasons behind the negative 
comments. Ding suggested that some academics did not grasp that service could 
encompass any form of contribution to society—it was not limited to whether one 
held an executive position or not. On the other hand, Wen did not criticize the nega-
tive comments. Rather, she admitted that there were ‘some shortcomings’ in the first 
version of CPE. The leaders confirmed that they would further refine the regulations. 
Ding mentioned that CPE indexes would be ‘much more detailed and sharpened’ in 
the aspects of teaching and research to align them more closely with the college’s 
development plan. Similarly, Wen proposed adjusting ‘the proportion and weights’ of 
the three parts of CPE. She also mentioned the necessity of ‘better tailoring the CPE 
regulations’ for junior colleagues. Ding mentioned that the service aspect, which had 
been heavily criticized in the email debate, would be ‘weakened’. Also, Wen said 
that all the CPE rules would be ‘simplified’ to avoid some rules becoming privileges 
for some academics or leaders. The two leaders, however, did not agree on the effect 
of the new CPE rules. Ding suggested the outcome was ‘very good’, on the grounds 
that, after the implementation of the new CPE regulations, there were ‘no complaints’ 
or ‘no emails’ circulated. However, Wen did not think the outcomes could be viewed 
as ‘very good’. She said that ‘at least’ changes had been made, implying there were 
remaining challenges. 

Discussion 

This chapter has focused on the Discourse of neo-liberalism and the transformations 
that have taken place globally in HEIs, with specific focus on China’s CPE system. It 
has shown that the CPE was part of a move by the Chinese government to strengthen 
the productivity and, therefore, the status of its HEIs, which had been identified as 
playing a key role in the nation’s economic development. The chapter monitored the 
different reactions of academics and leaders during the implementation of a revised 
form of performance evaluation in a Foreign Languages College within a Chinese 
university. 

The study shows the complexities at the macro (state)-, meso (college leadership)-
and micro (individual academics)-levels. The nature of CPE has required regular 
revisions to align it with state goals, while also allowing for local contexts to be taken 
into account. The positions of academics to the version of CPE that was introduced in 
the college ranged from defiance to compliance. A large number of colleagues reacted 
strongly and protested that the system was flawed and not fit for purpose: they formed 
a version of the policy that was inequitable through its favouring people working in 
leadership roles and omitting aspects such as financial transparency. On the other 
hand, some academics suggested that protesting was futile and that it demonstrated an 
unhelpful and divisive attitude—instead, academics should accept the decisions made 
by the college leaders. In the data collected by emails, for example, only 12 of the 
academics were in support of performance evaluation with approximately 45, or about 
80%, against. The academics who were interviewed, however, all reflected support or
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compliance towards CPE. The college leaders displayed willingness to compromise, 
although they did not fully adopt all the suggestions for improvement made in the 
email exchanges. The leaders, thus, appropriated the CPE system by adjusting it to 
the particular contexts of the college. However, this form of positioning was not an 
act of defiance or subversion; it was an attempt to follow state requirements in ways 
that satisfied the concerns of those whose careers and livelihoods were affected by 
the CPE. The resultant negotiated settlement was, as positioned by one of the leaders, 
imperfect (for instance, it did not incorporate a more transparent and detailed cost– 
benefit statement), but at least there were no further email debates to complain about 
the CPE after the release of the third revision. It seemed that some of the fears and 
anger expressed by a number of academics had been assuaged to some extent. 

It would seem that at the local level, and through discursive moments, the CPE 
policy was formed as something that was inherently unfair and, in many cases, 
unworkable. Here can be seen a predilection with matters such as equity and fairness, 
aspects which, at the macro-level, national Discourses and frames seek to position 
CPE as fair and profitable. Essentially, the Discourse of neo-liberalism, while framing 
the debate and offering a position which individuals and groups might take up, resist 
or amend, is challenged at the local level: ensuing policies centre on alternative 
visions of equity and fairness. 

The case of this college shows the need for state policies to be flexible in allowing 
local leaders to adapt them to match the contexts of implementation and to achieve 
buy-in from various stakeholders. It is also a reminder that ideological tensions 
remain between policy-framers who adopt neo-liberal principles in determining the 
role and nature of HEIs—as contributors to the economic well-being of the nation by 
purveying a commodity (education) in a competitive market environment—and some 
academics whose personal and professional interests and identities do not chime with 
those principles, or whose circumstances do not permit them to participate in the new 
order of HEIs on an equal footing. These tensions will never be resolved entirely, but 
the flexibility for leaders to undertake non-subversive appropriation of state policies 
has the potential to remove some of the frictions that might otherwise undermine the 
effective positioning of the policies. 

This research suggests that the introduction of CPE at the micro-level results in 
positions that offer sites for resistance or compliance. At its heart, the process of 
implementing CPE was an attempt to increase transparency and accountability at 
all levels. Notably, those whom the policy initially benefited were the ones who 
suggested the CPE audit. In this regard, CPE was positioned as an event that lauded 
administrative functions over other aspects of higher education work such as research. 
The invitation was, to some extent, a mirror of that which had prevailed previously, 
whereby staff in senior positions held tenure due to administrative and teaching 
functions. The position call redolent in the Discourse sought to celebrate research 
as an integral part of the HE mission. Seemingly, later iterations of CPE attested to 
this through better alignment with work that actually was undertaken by staff at all 
levels. 

Problematically, this was not accepted by all, and the positions offered were 
resisted or amended by many, particularly those at lower ranks. On this matter, it is
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also clear that the hierarchical nature of HE was not contested through CPE. In fact, 
the creation of differing grades at differing levels further drives the differentiation 
of staff into hierarchical categories. This did not seem to be contested outside the 
realms of work practice; it is notable that challenges to the form of CPE initially 
produced were at the level of work type and its relationship to staff grading. 

It is also the case that work type engendered differing positions to be held. Wen, 
for example, did not feel that CPE offered much for research, whereas her counterpart 
felt that in an administrative sense, CPE was acceptable. Positioned here are calls for 
work type yet again: in one respect, the administrative overtakes research as being 
the marker of success. This is rather simplistic though, when one considers that at the 
heart of the CPE position is the use and exploitation of matrices. Indeed, the ways 
in which CPE deploys metrics as a means not only to measure success, but also as 
a means to identify the form that success should take, are demonstrative of much 
that is at the heart of the neo-liberal project. Here is seen the growth of numbers 
coming to represent that which they should be measuring, rather than the qualitative 
matters themselves. The drive to get all staff to a certain number within three years 
demonstrates the ways in which policy is data-driven, especially when such data is 
quantitative. 

The positions offered in this project are reminiscent of those of the Global Educa-
tion Reform Movement in general: the creeping advance of neo-liberal mechanisms 
such as data-driven audit and globalization as powers for good that can release poten-
tial while pinning down accountability. Certainly, the positions offered by CPE were 
not blindly accepted; in this regard, it is clear that there was much debate. And such 
debate is healthy for it opens up to scrutiny the ways and means by which policy is 
framed, explained and formed (at the local level). 

Conclusion 

The global neo-liberalism has driven China to implement a new CPE for generating 
a more productive teacher force to build world-class universities and disciplines. 
Through email messages, teacher and leader interviews and documentary analysis, 
the study found discursive discourse negotiations among the teachers and leaders 
in a Chinese university. Teachers’ various attitudes from defiance to compliance 
suggested room for leaders to improve the CPE practice. To ensure the sustainability 
of HEIs in China, the equity and fairness issues need to be reassessed in local CPE 
implementation in the future.
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Chapter 13 
Formative Assessment for Lifelong 
Learning, Effective Teaching, 
and Sustainable Development in Russia 

Elza Pecheritsa 

Introduction 

In recognition of the changing demands of the twenty-first century, learning is more 
commonly conceptualized as a process, whereby students actively construct their own 
knowledge and skills. The much-quoted new learning technology presents significant 
assessment challenges, the resolution of which may well constitute innovation. A 
large amount of research established that formative assessment is a powerful means 
to develop student lifelong learning skills and teaching (Black & Wiliam, 1998; 
Hattie & Timperely, 2007; Moss & Brookhart, 2012). However, all these studies are 
mainly restricted to western countries, while the exploration of education based on 
formative assessment in Russia is still lacking. 

According to the Program of International Student Assessment (PISA), the 
Russian education system is not outstandingly successful in preparing students for 
the abilities and skills that build the foundation for lifelong learning. Hence, when 
school graduates enter university, many of them have a lot of problems with studying 
because of their strategies to collect marks, rather than build learning. Mostly, this 
happens due to the fact that traditional assessment attributes do not include students 
in the learning process, and as a result, their intrinsic motivation is not stimulated. 
Inadequacies observed have motivated the emergence to provide more coordinated 
and effective approaches to assessment in all levels of education. In other words, 
if students are to be prepared for learning throughout life, they must be provided 
with opportunities to develop the capacity to assess and regulate their own learning 
as they progress through primary, secondary, and higher education (Amonashvily, 
1984; Bolotov et al., 2013; Fishman & Golub, 2007; Pinskaya, 2013).
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Recent Federal state educational standards for secondary general education of the 
Russian Federation (approved by the order No 413 of the Ministry for Education and 
Science of Russia on April 17, 2012) claimed lifelong learning as the key principle of 
teaching and articulated the requirements to the intended student learning outcomes 
(personal, transdisciplinary, and subject specific), with the aim that teachers should 
develop student universal learning attributes (ability to learn). In particular, these 
learning outcomes should ensure the consistency between the requirements of the 
standard, the educational process, and the assessment of the learning outcomes of 
the core curriculum. Then, changes to the school graduation examination system and 
entrance exams to higher education institutions, as well as the introduction of the 
Unified State Examination (USE), may be viewed as the most significant elements of 
the assessment system reform in Russia. The analysis of solutions for specific USE 
items provided an opportunity to develop detailed selective recommendations for 
teachers, methodology advisors, authors of textbooks, and developers of education 
standards on how to improve the teaching and learning process. At the same time, 
higher-level education results (general learning skills, research abilities, creative 
skills, physical development, etc.) are not evaluated under this exam. That is why 
officials and educators are discussing new forms of examination. 

As for the higher education sector in the Russian Federation, the rhetoric about 
the value of assessment for learning does not match the reality in university courses. 
There seems to be a notion that although the foundations for reform in assessment are 
present, traditional forms of assessment are too entrenched to allow genuine change. 
Recognizing the discontent with current assessment practices and levels of student 
engagement, this chapter highlights changes in assessment in higher educational 
institutions (HEIs) and considers the reasons for their development, especially with 
reference to sustainability. This chapter explores the benefits of formative learning 
environments and their potential to promote learning autonomy. The purpose of 
this study is to explore the present sustainability efforts by Russian universities for 
transition to a formative style of assessment in order to illuminate their drivers. In this 
context, this chapter introduces the trends in education for sustainable development 
(ESD) policy and practice in the higher education sector and studies the case of the 
National Research Tomsk State University (TSU) and the National Research Tomsk 
Polytechnic University (TPU), which are the leading universities in Siberia. 

The structure of this chapter is as follows. Firstly, it gives a brief review of the 
development of sustainable education and assessment across various educational 
sectors in Russia. Then, it shows the efforts by HEIs in the field of assessment for 
lifelong learning in general. After that, it examines the endeavors toward sustain-
ability, followed by the case study of TSU. The chapter concludes by summarizing 
the arguments. The discussion of this chapter focuses on universities, among other 
HEIs in Russia, such as classical and polytechnic institutions.
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The General Background of ESD in Russia 

Over the last few years, the issue of sustainable development has become increas-
ingly important in Russia. This is evident from the ongoing reform of environmental 
legislation in Russia, civil society initiatives and new, greener, business practices. 
Lifelong learning now is at the focus of the national strategy for ESD, which envis-
ages the reorientation of attention in teaching from providing knowledge to working 
through and searching for possible solutions (Kasimov, 2008). 

The reorientation toward sustainable development required special conditions 
for the creation, functioning, and further development of the whole Russian educa-
tional system of assessment at all levels: pre-school and kindergarten, primary and 
secondary school, higher education, lifelong professional training, and non-formal 
education for local communities. The methodology adopted by Russian educators 
who are engaged in promoting ESD is based on the following principles: that there 
should be variety of forms and methods of education and upbringing; interrela-
tion with other education programs; program continuity at different levels; adapt-
ability; consideration of local conditions; inseparability of general, professional, and 
environmental education; practical activities. 

There are currently only 60 universities (less than 5% of the total, not counting 
affiliates and military academies) in Russia running professional educational 
programs in sustainable development as either main or additional courses. Also, 
Russia is one of the countries included in the program for realizing the UN Decade 
of Education for Sustainable Development (2005). 

The Russian Federation joined various Organization for Economic Co-operation 
and Development (OECD) projects in the field of education, including the Assess-
ment of Higher Education Learning Outcomes (AHELO) project in 2009. The 
Russian Federation Ministry of Education and Science appointed the National 
Research University Higher School of Economics to be the coordinator of the Russian 
organizations in the AHELO research. Russian experts played an active role in 
developing the methodology and tools for project. Russian universities’ participa-
tion achieved some important results, including the adoption of international instru-
ments for assessing the quality of higher education and the possibility of using best 
international experiences for the improvement of national quality assessment. 

Since the year 2000, the Russian Federation has been methodically implementing 
the strategy of the “Education for All” program up to 2015 with one of key goals: 
improvement in all aspects of the quality of education, ensuring excellence of all so 
that recognized and measurable learning outcomes are achieved by all, especially 
in literacy and essential life skills. In June 2015, the Russian Federation hosted the 
International Conference on Education for Sustainable Development, held in Khanty-
Mansiysk. At this meeting, it was stressed that one of its five priority action areas 
was to initiate the creation of model territory(ies) for approving different options 
of a comprehensive approach to ESD and development of proposals to integrate a 
whole institutional approach (WIA) criteria into assessment standards of educational 
quality.



220 E. Pecheritsa

The following illustrates the experience of integrating education for sustainable 
development in higher education. In 1995, Mendeleyev University of Chemical Tech-
nology became the first university in Russia to organize a department for the chal-
lenges in sustainable development in 1995, in order to bring knowledge of sustain-
ability into the world of professional engineers. The higher education system for 
engineering in Russia is undergoing a transition to a new educational paradigm— 
the professional training of future specialists in a holistic manner (Sikorskaia & 
Savelyeva, 2022). Addressing the need for sustainable use of natural resources, 
energy conservation, environmental protection, prevention of technological acci-
dents, and risk management requires the active participation of engineers, with their 
particular knowledge and skills. In its mission, National Research Tomsk Poly-
technic University (TPU) places special emphasis on sustainable development goals: 
non-destructive testing and diagnostics in industrial and social fields; intellectual 
information-telecommunication systems of monitoring and control; rational nature 
management and deep processing of natural resources; traditional and nuclear energy; 
and alternative technologies of energy generation. Various types of learning are repre-
sented in these fields, such as team working, independent enquiry, self-management, 
reflective learning, effective participation, and creative thinking. From there, it is a 
short step to argue the need for innovative practices to assess such learning. 

The Significance of Assessment System Reform in Higher 
Education 

The universities of the Russian Federation face substantial change in a rapidly 
evolving global context. The quality assessment system is moving toward 
compatibility with European models, and independent quality assurance systems 
are emerging (Zhang et al., 2022). The two-cycle system of higher education has been 
adopted which is not only relevant in terms of the implementation of the Bologna 
Process but also of the contemporary social and economic situation where people 
have to engage in lifelong learning. The implementation of new outcome-based 
higher education standards and curricula started nationwide in 2011. The challenges 
of meeting new expectations about academic standards in the next decade and beyond 
mean that assessment needs to be rethought and renewed. Thus, the leading technical 
universities in Russia are steadily moving in this direction by introducing formative 
approaches to responsible learning and assessment. 

Tomsk State University and Tomsk Polytechnic University are the participants 
of “Tuning Education Programs in Russian HEIs” project (2010–2013), which aims 
to prepare highly qualified staff and develop a common list of generic and subject-
specific competences. This list will be used in the process of designing and devel-
oping higher education degree programs, at all levels, in the following subject areas: 
Ecology; Economics and Management; Education; Environmental Engineering; 
Information and Communication Technologies; Languages; Law; Social Work; and
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Tourism. Tuning methodology concerned university teaching, learning, and assess-
ment activities. However, benchmarking and assessment were mentioned among the 
critical issues and the actual weaknesses of the Tuning Russia project. 

The remarks of the Tuning Russia academic staff provided evidence of a sensi-
tivity to the need to develop further work concerning both summative and forma-
tive evaluation in higher education. In particular, the feedback and self-regulation 
aspects enhanced by formative assessment would seem to relate well with improving 
the quality of monitoring activities in the implementation of competence-based 
approaches to curriculum development, and specifically of the Tuning approach 
(Karavaeva & Kovtun, 2013; Serbati & Surian, 2014). 

Hence, it is obvious that higher educational institutions (HEIs) in the Russian 
Federation are driven to improve academic success (Galajinsky, 2015). In the Russian 
context, formative assessment is defined as assessment that is designed to support 
learning (Fishman & Golub, 2007; Pinskaya, 2013). It is considered as frequent, 
interactive assessments of students’ progress, and understanding to identify learning 
needs and adjust teaching appropriately. Summative assessment is used to measure 
what students have learned at the end of a unit, to promote students, to ensure they 
have met required standards on the way to earning certification, or as a method for 
selecting students for entry into further education. In general, Russian researchers 
share Black and Wiliam’s widely cited review that assessment by teachers, whether 
formative or summative, is one of the developments that is considered to offer signif-
icant potential for improving pupils’ learning (Wiliam & Black, 1996). But, the fact 
remains that changes in assessment practice have been difficult to sustain. Currently, 
there are three main discussions in HEIs on innovative assessment matters: forma-
tive and summative assessments; assessment tools quality and development; and the 
possibility of combination learning outcomes assessment and system of grading. It is 
notable that both formative and summative assessments are beginning to be consid-
ered in Russian education in the context of their influence on students’ learning 
progress. The next two sub-sections provide a brief account of what has been learned 
during the review of recent initiatives and developments in assessment at HEIs of 
Tomsk region. 

The Case of National Research Tomsk Polytechnic 
University (TPU) 

The modernization of the national system of engineering education and improving 
the quality of technical specialists were the main agenda of the Presidential Council 
for Science and Education of Russian Federation on June 23, 2014. At the meeting, 
it was recommended to follow the concept “Conceive, Design, Implement, Oper-
ate” (CDIO), developed within the international project CDIO Initiatives guided 
by Massachusetts Institute of Technology, USA (Crawley et al., 2011). In 2011, 
TPU joined the CDIO initiative and started implementing innovative approaches to
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teaching practice and assessment procedures. The CDIO Syllabus provides a variety 
of assessment methods and tools to assess disciplinary knowledge, as well as personal 
and interpersonal skills; product; process; and system building skills. 

The successful appropriation of CDIO teaching and assessment strategies as the 
basis for curricular planning and outcomes-based assessment in TPU demonstrated 
the effectiveness of the CDIO Syllabus for engineering universities in their drive to 
improve the quality of their teaching, learning, and assessment. The 12 CDIO Stan-
dards reflect lifelong learning and formative assessment ideology: program philos-
ophy (Standard 1), curriculum development (Standards 2, 3, and 4), design-build 
experiences and workplaces (Standard 5 and 6), new methods of teaching and learning 
(Standards 7 and 8), faculty development (Standards 9 and 10), and assessment and 
evaluation (Standards 11 and 12). 

In addition, it is important for our study that Standards 9 and 10 orient university 
staff to be competent in personal, interpersonal, and product and system building 
skills themselves, if they are expected to teach a SDIO curriculum. Moreover, a 
CDIO program provides support for faculty to improve their competence in integrated 
learning experiences (Standard 7); active and experiential learning (Standard 8); and 
assessing students’ learning (Standard 11). 

A key issue that emerged in TSU studies on CDIO skills assessment implemen-
tation was the importance of incorporating formative assessment into daily teaching 
activities. Formative assessment is thus seen as an integrated part of teaching, 
learning, and assessment. For instance, the CDIO project group of TSU educa-
tors analyzed existing tools in the educational module “Assessment of the students” 
learning outcomes’ (Minin et al., 2015). This module was developed as a part of 
the continuous professional development programs (CPD) on implementation of the 
CDIO approach in engineering education. For the time being, two rounds of the 
CPD program were realized (2014–2015) and the module on assessment of learning 
outcomes designed with consideration of the requirements of the CDIO Standards, 
and best practices of assessment were implemented. According to this module, 
the two main principles of assessment strategy are regularity and direct measure-
ment. Speaking about regularity, the authors emphasize that students’ performance 
is assessed a few times per semester, at the end of semester and upon completion of a 
course or module, or the entire program. The principle of direct measurement means 
that only intended learning outcomes (in terms of knowledge, skills and attitudes) 
must be subject to assessment. They also highlight the importance of planning the 
assessment system for a course or module, including appropriate assessment and 
performance criteria (Chuchalin, 2014). 

Significantly, this module differentiates three types of assessment: diagnostic, 
formative, and summative (Minin et al., 2015). Diagnostic assessment identifies the 
students’ abilities and readiness to study a course as well as possible difficulties and 
is usually conducted in the form of tests, self-assessments, discussions, and brief 
interviews. Formative assessment is defined as aimed to assess students’ achieve-
ments on an ongoing basis, in order to provide feedback and information during the 
instructional process, while learning is taking place. Besides, it is stressed that forma-
tive assessment can also evaluate the progress of an instructor. A primary focus of
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formative assessment is to identify areas that may need improvement from observa-
tions during in-class activities; reflection journals; question and answer sessions; and 
self and peer assessment. Summative assessment, in contrast, gathers evidence at the 
end of an instructional event such as a major project, a course or an entire program, 
including through final examinations. The module recommends that all three types 
of assessment are important at different stages of course planning. The selection 
of appropriate assessment tools should be done with consideration of course objec-
tives. It was concluded that no single method is good for measuring a wide variety 
of different students’ abilities. 

The challenges that faced trainees of this educational module while completing 
the individual assignment were summarized from survey and interview responses. 
The main difficulties were that the assessment system was quite new for the trainees, 
and they needed time to analyze the program documentation; they needed more time 
to study the assessment methods in detail; and there was a lack of handbooks and 
practical materials. However, all the trainees pointed out that the work done revealed 
the important aspects of program design and review of the existing assessment system 
that had not been previously taken into account. Such data confirm the importance 
of formative assessment issues for faculty of Russian HEIs. Despite the challenges 
the faculty faced in taking steps toward the creation of a learning assessment system, 
from theory to practice, they recognize its importance and greater efficiency. 

The Case of National Research Tomsk State University 
(TSU) 

Tomsk State University is the oldest university in the Asian part of Russia. It is 
recognized as one of the 15 leading universities in Russia and committed to being 
at the top of the world university rankings. In 2014, this university improved its 
position by 100 in the QS World Universities Rankings, entering the top 500. In the 
QS BRICS University Rankings, Tomsk State University occupied the sixth position 
among Russian universities. 

The university sees its mission in the advanced training of the intellectual leaders 
of society based on integration of the educational process with fundamental scien-
tific research and innovative approaches (Galajinsky, 2015). University staff is now 
actively developing modern approaches and techniques in all areas of activity, thus 
expanding the range of opportunities for students and increasing their international 
mobility. One of the limitations is that traditionally realized independent master’s 
and postgraduate courses do not allow students to reach educational results planned 
earlier because of disengaged education politics and the impossibility of organizing 
an effective individual educational path and, moreover, to evolve it according to the 
needs of potential employers. 

The transition to the new model of education in TSU can be exemplified by 
its Strategic Academic Units (the StrAU), including Institute of Biomedicine (IB);
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Institute of the Human of the Digital Era (IHDE); Institute of Smart Materials and 
Technology (ISMT); and TSSW: Siberian Institute of the Future (SIF). The logic of 
the university transition to the target model through the establishment of the StrAU 
is connected with understanding the pace of the technological revolution and its 
diversified consequences and environmental values. In this context, the Strategic 
Academic Units based, primarily, on the new requirements of employers, connected 
with technological challenges, digitization, increasing amounts of information, and 
the need for its systematic analysis. Accordingly, the educational process is divided 
into two parts: Bachelor’s programs and Master’s and PhD programs. In each of 
these parts, an expanded educational environment is organized on the principle of a 
“supermarket,” involving distance education, further vocational education, campus 
courses, e-learning, and in some cases intermediate vocational education to form 
“world skills.” This ensures the students’ ability to choose and to make an operative 
correction of an individual educational path, which allows the university to organize 
effective work on talent development. A student is also provided the opportunity to 
participate in a research and/or an innovation and entrepreneurial track throughout 
the educational process (Galajinsky, 2015). 

Education begins with basic courses during one to two semesters that are required 
for the accomplishment of further interdisciplinary tasks. At the same time, students 
participate in research or technological projects. Then, an independent assessment of 
the level reached, and the student’s potential is conducted. Depending on the learning 
outcomes and specialization, the student’s educational pathway is formulated for the 
next three to four years. Further, education is built on the principle of independent 
interdisciplinary programs, double-degree programs, and exchange education. 

As we see, this modular structure corresponds to the ESD concept, as it ensures 
a real choice and individualization of students’ educational pathways. However, this 
poses a challenge for the constant independent evaluation of educational results, 
particularly in its attractiveness to employers. The crucial question is how to involve 
industry representatives in educational process at all stages of program and course 
design, implementation, and evaluation. Learning outcomes should be reviewed and 
validated by key stakeholders, who can help to determine the expected level of profi-
ciency, or standard of achievement, for each outcome. Thus, a transformation of the 
model of a university’s educational activity is required to allow students themselves 
to be involved in the evaluation of their abilities and in refining their educational 
pathway. That is why a full reengineering of educational processes connected with 
the assessment system is planned. 

In an effort to further sustainable educational activity, a variety of educational 
technologies such as problem-based learning (PBL), project and teamwork as needed 
by modern employers, and e-learning (Moodle, MOOCs, distance modules) are being 
implemented at the University 3.0 that is transforming the innovation ecosystem 
of TSU. These technologies support rich project work on employers’ topics that 
are developed through continued research focused on entrepreneurial innovation. In 
addition, in order to attract talented, motivated, and qualified students to the master’s 
and PhD programs, each StrAU develops campus courses (selective courses) and 
a pool of project tasks for the students from the bachelor’s programs. Bachelor’s
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projects are supervised by the master’s and Ph.D. program students. Similar projects 
are offered to high school students, supervised by bachelor’s students. Here, we 
can see proof of the realization of the peer-assessment principle supporting lifelong 
learning. 

In September 2016, TSU launched plans for a new model of training—a so-called 
“wide bachelor degree,” within which students of the first and second courses, having 
been trained in a specialty, will be able to choose further campus courses and elective 
subjects. The project is currently being considered by the Ministry of Education of 
the Russian Federation. The main idea of this initiative is to open a tutor center, where 
experts who will be developing individual programs for students will be trained and 
work. Respectively, a task of the tutor center at early grade levels is to identify 
opportunities, to choose and interweave into the schedule the map of resources of 
the higher education institution. The tutors of the center will help students to choose 
a place of practice, subjects of yearly essays, and areas of specialization that they 
have to define on the third or fourth courses. There is a discussion that this center 
will coordinate academic assessment as an ongoing process that requires continuous 
reevaluation as to whether teaching and learning processes achieve the goals and 
objectives defined by faculty in the academic unit. In this way, assessment creates a 
continuous cycle through teaching and learning processes. 

One more significant project in the context of lifelong learning developments was 
initiated in spring 2016 by the Quality of Education Development Center (QEDC) on 
the topic “Students’ Outlook on the Quality of Education in TSU.” The purpose of 
this study was to explore students’ thoughts regarding their own learning and explore 
ways to facilitate self-learning and effective teaching. During the project, a team of 
18 TSU students (Year one to three Bachelor of Education students of the Faculty of 
Philosophy, Faculty of Psychology, and Institute of Arts and Culture) conducted a 
survey that offered insight into what students think of the quality of education in their 
university. They examined their working hypotheses about the criteria used and the 
matter of how students can influence the quality of education in an ongoing process. 

Traditionally, the quality of education is understood by the following indicators: 
availability of student exchange programs; percentage of graduates with positive 
assessment results; qualification work examination; regularity of renewal of study 
materials; and even the square meters of campus space available per student. The 
focus group findings demonstrated that students of TSU named different aspects of 
the quality of education in the context of university disciplines, as follows: subject 
content and the level of its applicability; the quality of studying resources and their 
accessibility; the effectiveness of teaching and forms of students activities organized 
on and off-campus, and the educational standards and assessment system. 

Echoing the lifelong learning concept, students ranked availability of the learning 
objectives and transparent criteria of learning outcomes as most important. Then, 
they proposed to be familiarized at the beginning of the course with the assessment 
criteria for the course learning outcomes, in the form of “a road guide.” This guide 
should describe what, when, and in which format they are to submit their learning 
results to be assessed. They also indicated it was important to know the main “control 
points” for their final exam grade. In addition, this guide could contain information
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on how students can enhance their points or grade, for example, whether they are 
allowed to change the type of assignment, choose an assignment of a higher level or 
a more creative project. 

The interviewed students also said that they expected to be given “the map of 
evaluation” where they could see the criteria for the total grade. It was noted that 
this could reduce conflicts over marking and increase the effectiveness of teaching 
by enabling students to be better prepared for exams. Moreover, this map could be 
used for ongoing feedback to allow students to see their weaknesses and strengths 
and plan for their improvement. In other words, students articulated their desire to 
become more involved in developing course requirements. 

One of the demands of the focus group was related to lectures and studies. Students 
wanted compact handouts and demonstration teaching methods instead of having to 
take notes during the lecture. They indicated their readiness to make a summary on a 
studied topic, rather than passively accepting information presented to them. Addi-
tionally, students noted that innovative lectures could provide significant guidance 
to them for subsequent peer teaching and assessment through collaborative activities 
and work on shared projects. Their views reflect literature that suggests when rigid 
teaching and assessment tools are used students lose control and autonomy over their 
learning, reducing their intrinsic motivation (e.g., Fishman & Golub, 2007). 

The challenging information gathered from students helped them to determine 
ways to direct their own learning processes. By encouraging students to reflect on 
their learning progresses, evaluate the depth of knowledge they have on subject 
and identify areas that require further development; universities are increasing the 
potential success of their students (Alekhina & Korableva, 2011; Bolotov et al., 
2013). 

The study demonstrates that students in some cases are disengaged from the 
assessment process. In response, the students plan to design and introduce an ongoing 
questionnaire “The courses’ quality assessment” to collect data on their learning, to 
be used for institutional improvement. Hence, there is a hope that students’ activism 
as a bottom-up mode can stimulate changes for lifelong learning development in the 
faculty when both the “new learning,” and its innovative assessment could otherwise 
be seen as mere fads that some HEI teachers may not accept as valuable or may 
even reject as top-down directives. One can say that in a bottom-up mode, this self-
agency is a powerful device in fostering change because it draws on self-motivation. 
It is important here to balance top-down and bottom-up approaches. In TSU, this 
balance is provided by the Strategy of Changes Management in a Classical University 
(Galajinsky & Prozumentova, 2014) based on the involvement of all academic staff 
in a shared governance and as active participants in university transformation. In 
this context, higher education institutions need to support this change and develop a 
proactive learning environment. 

The abovementioned efforts underline that TSU teachers, university leaders, and 
students are generally considered to be pivotal change agents, while government 
policy is most significant as an external intervention. Thanks to the tutors center 
and QEDC initiatives new forms of teaching and assessment have been experienced.
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Reflecting on and sharing new assessment experiences with others become impor-
tant elements in promoting effective professional learning, and ownership and under-
standing needed for successful implementation of new assessment procedures. Inno-
vation in assessment involves sustaining a dynamic culture of readiness to change 
and a commitment to reflection at all levels. 

Conclusion 

The purpose of this chapter was to understand current assessment developments and 
efforts to promote sustainable lifelong learning in higher educational institutions in 
Russia. This chapter has found that sustainable education reforms by the universities 
have made them rethink and renew their approaches in the assessment of students’ 
learning outcomes. At the same time, these efforts for lifelong forms of assessment 
are the drivers for sustainable development processes in higher education both at 
local and national levels. 

The importance of formative assessment in student learning is generally acknowl-
edged but is not well understood across higher education. Despite the abovemen-
tioned positive developments, there is a risk that conservative ideology in the assess-
ment system in Russian education, oriented to grading and marking, will hold back 
understanding of the formative function of assessment by practitioners and their 
efforts to introduce it as an ongoing educational process at schools and universities 
(Zajda, 2003, 2011). 

Additionally, the current assessment reform has a lot in common with other 
practices to support lifelong learning and continuous professional development and 
research. The similarities are seen from the fact that HEI reforms, in general, support 
improved student learning as well as improved processes for its assessment. However, 
there is an enduring imbalance deeply affected by the fact that the education system 
in Russia, as a whole, is still following outdated economic, social, scientific, or tech-
nical concepts. The challenges are not dissimilar to those in other countries, but 
the specific feature is a strong tradition of teacher/lecture-centered education and 
the leading role of the teacher and lecture in the assessment process. Higher educa-
tional institutions in Russia need to support a shift to student-centered education, 
where students take more ownership of their learning. As we see, in the last decade, 
much work has been done in this area by the Tomsk universities. Due to this change, 
the introduction of lifelong learning and formative assessment goes further in HEIs 
where the best international practices have been introduced, for example, the CPD 
module based on CDIO (TPU). 

The benefits of formative assessment are not purely for students but also for tutors 
and universities as a whole. In-house support in new assessment strategies should 
include university-based staff development, peer support, and whole university devel-
opment planning processes. It is thought that in order for university teaching staff to 
provide qualified and modern training, a more balanced professional development 
structure should be made compulsory. University teachers must be provided with
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more incentives to strive for further training. In the TSU case, as we have seen, 
the tutors’ centers partially drive the improvement of qualifications among teaching 
staff in order to promote formative assessment of their students. TSU tutors’ initia-
tives show how deficits, such as inadequate planning and design for professional 
learning and dissemination, may be mitigated by supporting teachers directly through 
materials, conferences, peer-to-peer dialogue, and researching their own reflective 
practice. 

Hence, there is a need for HEIs to change education and assessment systems, 
taking advantage of the fact that new education standards allow a wide margin of 
academic freedom to ensure their curricular comply with regional and local market 
requirements. An innovative approach in education should be based on the assump-
tion that the system does not only adapt to the labor market but is a source and “incu-
bator” of learning for new ideas, innovative solutions, and breakthrough technologies 
and is focused on students’ learning needs and interests. 

A further barrier to more balanced lifelong learning reforms is the fact that a 
holistic assessment of learning outcomes is not yet widely in place. Exams and 
graduation projects still largely focus on knowledge assessment. There are normally 
few possibilities and clear criteria to recognize or accredit, for example, community 
or volunteer experiences. 

One of the hopes is for tutor centers in Russian HEIs to serve as a common 
ground for existing sustainability efforts in teaching and learning. Thus, TSU tutors 
and the TPU continuous professional development program could be recommended 
for implementation in other HEIs, in order to improve the content and structure; 
teaching, learning and assessment methods, and, ultimately, the learning outcomes 
of their programs. 
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Chapter 14 
Conclusion—Towards a General 
Framework of Sustainable Tertiary 
Education 

Tamara Savelyeva 

For us, the editors and contributors of this volume from different parts of Asia 
as ‘Greater (Eur)Asia’,1 advancing universities to sustainability is a professional 
mission. We contributors share a common understanding that propelling the field of 
tertiary education for sustainability or ‘sustainable tertiary education’ is an imper-
ative for global development. This imperative is not an urgency in terms of greater 
amount, because less could be more for global development (Hickel, 2020). As 
reflected in the chapters of this volume, our tertiary institutions are not only in a 
frontline of combatting global developmental challenges, but they also share their 
loads in addressing critical sustainability issues. Asian region is possibly one of the 
most important regions of global sustainable development, considering its large terri-
tories, rich resources, fast economic growth, burgeoning demographics, and all these 
multiplied by high cultural diversity. It is rather paradoxical that while the region 
houses some of the largest economies in the world—India, Japan, and China—they 
also include countries with the lowest GDPs. Environmental sustainability-wise, the 
regional economies altogether produce over thirty billion tons of carbon emissions 
per year, which is over half of the world’s total CO2 emissions (Ritchie & Roser, 
2019). 

While addressing sustainability-related demands and pressures, Asian tertiary 
institutions are gathering their strength with resilience by utilizing their histori-
cally dissimilar traditions and trajectories. Tertiary education scholarship in Asia 
is contesting the colonial assumption that the East needs to progress to the level of

1 The geopolitical notion of a cooperative union of China, Russia, India, as well as Kaza-
khstan, Kyrgyzstan, Tajikistan, Uzbekistan, Turkmenistan, Armenia, Georgia, Azerbaijan, Iran, 
Afghanistan, and Turkey. 
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the West. Asian scholars have been creating workable educational models and struc-
tures to embrace initially Western notion of sustainability through their commitment 
to international sustainability policies. After their formal adaption of the ambitious 
‘leaving no one behind’ (UN, 2015a, p.1) global agenda for sustainable development 
in 2015, this policy became a key factor in encouraging sustainability action in the 
region. 

In the process of accommodating the international agenda and its Sustainable 
Development Goals (SDGs) (UN, 2015), the Asian countries had to reinterpret the 
Western notion of sustainability through authentic lenses of their ancient, recently 
‘decolonized’ scientific traditions and values (Savelyeva, 2016, 2017). Unlike the 
Anglo-European anthropocentric scientific ontologies, which position humans supe-
rior to nature, Asian educational traditions offer powerful alternatives, the ontologies 
of anthropocosmism or cosmoanthropism (Savelyeva, 2016, 2017; Savelyeva et al., 
2019). These alternative ontologies position human beings within a cosmic web of life 
and postulate a reciprocal human relationship not just with the planet Earth, but with 
the entire Universe. The worldviews imply planetary-scale, ‘non-superior human’ 
connections with the world, and they reinterpret the Western notion of sustainability 
through the lens of quality relationship of an individual human being to oneself, other 
people, and nature (Savelyeva, 2017, 2019, 2022a; Savelyeva et al., 2021). 

Approaching sustainability with this ‘question of relationships’ allows Asian 
tertiary institutions to internalize the Western notion of sustainability through their 
responses to national sustainability policy drivers. For instance, an exemplary Korean 
national SDG implementation plan, K-SDGs, places Confucius ideas of harmony 
and relationships at its heart (Ministry of Environment, 2019). For another instance, 
the Russian mainstream tertiary education adopts Noospherism—an intellectual 
synthesis of sciences on the principles from Vladimir Vernadsky’s cosmic theory— 
as a formal educational subject and conceptual alternative to the Western construct 
of ‘sustainable development’ (Subbetto, 2016, 2019). China’s resent investment in 
Confucius studies and translations (Perdue, 2021) exemplifies a nation’s attempt to 
shape its own ‘new development philosophy’ for building a ‘socialist country that is 
prosperous, strong, democratic, culturally advanced, harmonious and beautiful, and 
realize the great rejuvenation of the Chinese nation’ (PRC, 1982/2018, p. 3). 

The contributing authors have reflected on variety approaches to sustainability 
and particularly on the implementation of international policies from the United 
Nations (UN) 2015 summit and its Sustainable Development Goals (SDGs) in Asian 
universities. The collection of studies in this edited volume has met one of its stated 
objectives to identify tensions in sustainability implementation in the regions. The 
results of this collective intellectual effort focused on the localized sustainability in 
tertiary education that allowed the contributors to suggest an insightful and culturally 
sensitive framework for the future development of sustainable tertiary education in 
Asia (Fig. 14.1).

This framework is a schematic representation of general themes through this 
edited volume, that constitute the following main features, which countries have 
used in pursing sustainability in tertiary education: sustainability, institutional 
rationalization, and educational mechanisms.
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How sustainability is 
translated into local culture 

of tertiary education 

Rationalization 

What is done to enact and 
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Tradition 
Authenticity 
Policy driver 

Fig. 14.1 Sustainable tertiary education framework

Sustainability. The contributions to this volume suggest that Asian and tertiary 
institutions treat sustainability as a tradition and an authentic concept of human 
relationship to oneself, others, and nature. They also adopt sustainability as a powerful 
national and international policy driver. 

Rationalization illustrates the ways sustainability is translated into the local 
culture of tertiary education. This feature of the framework responds to the univer-
sities’ vision of sustainability and sustainable development in relation to the overall 
educational goals and operationalization of sustainability concept and related poli-
cies within its administrative, research, and curricular structures and processes. 
The general findings of this volume describe rationalization as a call for holistic 
sustainability education precepts, models, and policies that

• embrace localized philosophies and traditions of Asia in order to foster sustain-
ability consciousness;

• emphasize a principle of quality in education, teacher preparation, development, 
and local and international cooperation and networks;

• utilize pragmatic aspects of the growing notion of ‘corporate sustainability’ in 
Asian academia in order to achieve overarching education goals; and

• apply the principles of multiculturalism, diversity, and cultural sensitivity in 
order to increase sustainability-related capacities among ethnic minorities and 
indigenous groups. 

The rationalization feature of the framework expands the common instrumental 
vision of sustainability as a policy driver in Asian universities (Edwin & Muthu, 2021; 
Liu, 2021). It complements Edwin and Mathu’s research findings, who listed the 
following policy drivers in Indian tertiary institutions: University guidelines, reforms,
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incentives, pressures of international rankings, sustainability awards, standards, and 
certifications, emotional involvement, local legislations, and the associated penalties. 
The overall attitude of the findings in this book, however, is not that pragmatic, as 
it stresses the gradual synthesis of ideas of the localized and Western sustainability 
traditions rather than the instrumental power of vested interests. 

Educational mechanisms illustrate structural systems, institutional gears, tools, 
paths, and ways to enact or ensoul sustainability mindset in the tertiary education 
system (Savelyeva & Park, 2012). Generally, these mechanisms describe what exactly 
is done to enact sustainability and how sustainability is performed and assessed 
within the university structure. The studies presented in this volume suggested that 
sustainability in Asian tertiary institutions can be implemented through a systematic 
processes of designing, development, and promoting:

• curricula, initiatives, and projects that foster sustainability consciousness;
• collaboration, cooperation, networking, and resource sharing in all forms and 

through all levels; and
• formative assessment for students and change of tightened academic output 

measures for academics. 

The two detailed features of sustainability—rationalization and educational mech-
anisms—are the pillars of the framework to understand how sustainability, both as an 
authentic concept and foreign policy, was adopted in tertiary institutions in Asia. The 
framework allows to model the general understanding of sustainability’s enactments 
and ensoulments in Asia as an authentic concept, policy driver, and practice. This 
general framework reflects complexity of the sustainability implementation in the 
highly diverse, densely populated, vast, and dynamic region. Enactments of the local-
ized sustainability concepts and their adaptations to the international sustainability 
policies have not been happening simultaneously and in the unified manner across 
all countries in the Asian region. The framework could be extended to earlier imple-
mentation models developed in the field of educational policy and organizational 
learning (Adamson & Åstrand, 2016; Argyris & Schön, 1996) to the specialized 
arena of sustainable tertiary education. It is our hope that this generic sustainability 
framework could be applied, with some limitations, to the tertiary educations in other 
countries than those presented in this volume. 

Scholarship on sustainable tertiary education in the region displays a variety of 
institutional rationalizations, focal points, and wide range of approaches and paths 
that local universities employ to break through the dominant overemphasis on the 
structure and competitiveness in universities that ultimately hinder authentic sustain-
ability efforts (Barlett & Chase, 2013; Focht et al., 2020; Leal et al., 2017; Liu  
et al., 2022; Park & Savelyeva, 2022; Savelyeva, 2012, 2022a, b). The findings 
presented in this volume contribute to a newly born arena of Education for Sustain-
able Development Goals (ESDGs) (Leal, 2020; SDSN, 2021; Parr et al., 2022), 
which views tertiary institutions as key players of global sustainable development, 
and recognizes the contextuality, cultural sensitivity, and diversity of institutional 
sustainability scenarios. Regardless of their level of commitment and contribution to 
sustainability, the Asian tertiary institutions are moving forward in their continuous
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pursue of sustainability goals so as to ensure the stability, well-being, and harmony 
of the next generation of sustainability-minded citizens of the world. 
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