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ABSTRACT
SOCIALIZATION OF NEW FACULTY AT A
PUBLIC UNIVERSITY IN THAILAND
By

Apipa Prachyapruit

In this study I described and explained the socialization experiences of new
faculty at a Thai university amid various forces of change in the Thai higher education
system. Recently, higher education in Thailand has been facing increasing new demands
in virtually every aspect of its missions. Since the mid-1997 economic crisis, public
universities have encountered drastic budget cuts and pressures to restrict new faculty
recruitment. Concurrently, most public universities have been undergoing a transfor-
mation into government-supervised public universities, independent from the
government. Although these circumstances will affect faculty at all career stages, new
faculty with many years of employment ahead of them deserve particular attention.

In this qualitative study, 17 new faculty members from eight colleges at a public
university were interviewed using a semi-structured interview protocol. Their colleges
were classified into four disciplinary areas: pure hard, pure soft, applied hard, and
applied soft. Data were analyzed using a constant comparative method.

Discrepancies were found between new faculty’s expectations of their academic
roles and workplace and their actual experiences. New faculty found satisfaction in their
careers mostly through intrinsic factors. Typical challenges in the early academic career
included balancing multiple responsibilities, heavy administrative loads, various

challenges in teaching, self-imposed high expectations, minimal integration in the



workplace, and unclear and conflicting messages about institutional priorities and
evaluation. The recent situation of a stringent budget and hiring freeze compounded new
faculty’s burdens. Because the reform of this university into a government-supervised
public university has not been completed, the concrete effects of this reform on new
faculty were not obvious, except for the sense of uncertainty that seemed to undermine
faculty’s morale.

In terms of the socialization process, most new faculty learned their roles mainly
through trial and error in their daily work. Concurrently, most faculty consulted with
colleagues and others in the workplace, such as support staff and academic
administrators. In general, senior faculty and junior faculty with a few more years of
employment were identified as important socializers. The fact that most new faculty at
this university were alumni of their departments made it easier for them to find collegial
support and mentors, and adjust to the workplace. Whereas none of these new faculty
had formal mentors, many of them had informal mentors or regular supporters. A few
identified sources of support outside the university. Even though this university also had
formal faculty development programs, these programs still had many limitations.

Disciplinary models categorizing faculty along pure-applied and hard-soft
dimensions were only somewhat applicable to variations in the socialization experiences
of new faculty across disciplines. Various other factors also influenced differences in

new faculty’s expectations, experiences, and socialization process, such as institutional

policy and personal interest.
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CHAPTER 1

INTRODUCTION TO THE STUDY

Background of the Problem

New Demands Amid the Economic Downturn

and Faculty Shortage in Thailand

The higher education system in Thailand is facing new demands in virtually all
aspects of its missions: teaching, research, community service, and Thai cultural
preservation. In terms of teaching and production of graduates, the current National
Economic and Social Development Plan (NESDP) calls on educators to promote active
learning and to facilitate students’ critical thinking skills and help them develop as
lifelong learners. The current eighth NESDP also calls for an increase in the ratio of
science and technology graduates to social science and humanities graduates from the
current 31:69 ratio to at least 40:60. Further, with the emergence of the Information Age
into Thailand, educators increasingly are expected to develop skills in using distance
learning and information technology.

In terms of research, until now Thailand has had eight National Higher Education
Development Plans (NHEDP). The emphasis of these plans on academic research has
become most visible since the fifth NHEDP. The seventh NHEDP aimed to make the

environment of higher education more conducive to research advancement by



improving administration, research planning, resource mobilization, and research
partnerships among different sectors. One aspect of this plan also was to increase the
number of staff involved in research activities.

In terms of community service and Thai cultural preservation, both missions are
included in the seventh NHEDP, but critics have pointed out that, in practice, these two
missions often receive little attention (Areekul et al., 1999). However, as human
resource development becomes the central focus of the current National Economic and
Social Development Plan, higher education institutions have a great potential to increase
their contribution in this area. With regard to the mission of Thai cultural preservation,
the government is encouraging the incorporation of Thai values and folk wisdom into the
curriculum and instruction. Ironically, while globalization has contributed to an influx of
cultures from abroad, this phenomenon also has contributed to public awareness of the
necessity to preserve Thailand’s cultural heritage (Achava-Amrung, 1995).

Despite increasing demands on higher education, and since the economic
downturn that began in mid-1997, colleges and universities, public institutions in
particular, have faced dramatic budget cuts and, as a result, have been pressured to
operate under stringent budgets. This financial crisis has seriously affected higher
education institutions’ capacity to respond to the new demands. For example, in terms of
the research mission, the government’s investment in research, which was small
compared with that of other countries, has diminished even more since the economic
crisis. Specifically, in 1996, Thailand invested only US $154 million or approximately
.16% of its gross domestic product (GDP) in research (ranking 42nd among the 46

countries in the world) (Techadamrongsin, 1999). This percentage dropped to only .10%



of GDP in 1997. This was a large decrease from the .75% that the eighth NHEDP had
planned. Consequently, in 1997, the number of researchers also slightly decreased from
the 1.75 researchers per 10,000 population in 1996. Among these researchers, university
scholars accounted for only 27.3% of the total (National Research Council, 1999).

The financial crisis also aggravated the existing problem of faculty shortage.
Before the crisis, many factors contributed to this problem, including low incentives for
academic positions in public institutions and the brain-drain problem (that is, faculty
members in public institutions were raided by private enterprises). The typical strategy
to expand the pool of prospective faculty members was to increase the number of
scholarships for studying abroad. However, since the economic downturn, the process of
offering scholarships has slowed down and many scholarships have been eliminated
(Atagi, 1998; Jithmithparp, 1997; Vargo, 1998). As a result, the pool of potential faculty
members has diminished.

The situation became even more challenging for public higher education
institutions in 1994, when the government issued administrative reform schemes to
freeze recruitment so as not to exceed the number of retirements (Office of the Civil
Service Commission, 1994). Then, in 1998, the government declared another restriction
on recruitment of new government officials, not to exceed the number of vacancies due
to retirement. This freeze affected virtually all governmental offices, including public
institutions of higher education. These actions were part of the downsizing or rightsizing
process that the government was undergoing to improve efficiency and effectiveness,
including “value for money” in the operation of government offices, largely in response

to the economic crisis.



These policies have aggravated the problem of faculty shortages as large cohorts
of faculty members are reaching retirement age. This is especially true among older
universities. For example, at Thailand’s oldest university, Chulalongkorn University, it
is anticipated that 40% of the current faculty members will retire within the next decade
(Jithmithparp, 1997). Similarly, 33.6% of the faculty at Ramkhamheang University are
likely to retire in the next 10 years (Ministry of University Affairs, 1998). However,
with the hiring-freeze policy, only 20% of the positions can be refilled (Vargo, 2000).
With such a decline in the number of faculty members at these universities, unless the
remaining faculty are adequately prepared, they may not be able to respond effectively to
the increasing demands. Some may even leave the institutions, which will be a great loss
to the universities as well as to the individual faculty members.

In this context, new faculty members, in particular, are likely to be placed in
challenging positions. They will have to establish their careers, which require multiple
responsibilities, in the possible context of an enormous increase in their workloads. With
a limited number of existing faculty members, new faculty members may face even more
challenges in finding mentors. In addition, faced with stringent budgets, institutions
often hesitate to invest in faculty development activities. In sum, the current changing
context is likely to be more challenging for new faculty members as they establish their
careers.

A Prospective Major Reform of Public Universities
Into Government-Supervised Public Universities

The current national plan encourages higher education institutions to be more

self-contained and self-supporting. The economic crisis has further accelerated the



independence of public universities from the government (Atagi, 1998). The government
has encouraged public universities’ independence, in part to alleviate its financial burden.
At the same time, greater autonomy enables public universities to have more flexibility in
managing their budgets, derived from government funding as well as self-generated
income. It is anticipated that, by 2002, public higher education institutions will be
transformed into universities under governmental supervision (Pimolsathien, 1999).

Under government supervision, the government will still own the universities;
however, each university will have greater autonomy in managing its own internal
affairs, particularly with regard to finances and personnel. The government will
continue to subsidize these universities in the form of block grants, and each university
can determine how it will spend the grant money, in accordance with its own regulations
and missions. To be self-sufficient, each institution will be expected to generate more
income from land it owns, research and development activities, consultancy, and so on.
This, in turn, will mean an increase in faculty workloads.

With greater autonomy in personnel management, each university will establish
its own rules and regulations concerning hiring, firing, salaries, promotions, and other
benefits. With greater discretion over filling vacant positions, universities under the new
system are not likely to be subjected to the government’s restriction on new recruitment,
especially when facing faculty shortages. Also, the government-supervised public
universities will not have to conform to a civil service pay scale; therefore, they can offer
faculty higher salaries. However, these faculty are not likely to receive the various
benefits that civil service faculty used to have, such as full medical coverage, a housing

allowance, and the right to receive royal decorations.



In addition, after successfully completing an approximately 6-month
probationary period (as in the current system), faculty members under the new system no
longer will be guaranteed permanent employment. Instead, they will be hired on a
performance contract and face periodic systematic evaluations (Pimolsatien, 1999). New
faculty members are more likely than existing faculty to face challenges and to need to
work harder to earn job security. Further, they will need to establish their careers without
guaranteed tenure, a privilege that previous cohorts enjoyed early in their careers.

Proponents of the new system have argued that, by offering higher salaries,
institutions are likely to attract more high-quality faculty members. Opponents, on the
other hand, have argued that, with no job security and fewer benefits, it will be more
difficult to recruit new faculty. Some have added that the higher salaries for faculty
under the new system are still not commensurate with those offered in the private sector.

Quality assurance and accountability are important components of the new
system. As a result, both internal and external audits are expected to become common
practices. This means increasing scrutiny of how faculty do their jobs. The Ministry of
University Affairs has established the Quality Assurance Center, an independent agency,
as external auditors. Although the concept of audits was rejected once, it is likely to be
embraced now.

A number of government-supervised public universities are already operating.
Some of them are newly established, such as Suranaree University of Technology and
WalaiLak University. Others are former public universities that are pioneers in
transforming into this new system, such as King Monkut’s University of Technology

Thonburi. The majority of other universities are in the process of transition. The



university that was the focus of the present study, which is in a state of transition,
continues to debate this reform. However, despite the rigorous debates, it is likely that,
by 2002, all public universities will become government-supervised public universities,
independent from the government.

In sum, higher education in Thailand is facing increased demands in virtually
every aspect of academia. The 1997 economic crisis created even more constraints for
faculty in doing their jobs and aggravated the existing problem of faculty shortage as
restrictions were imposed on new recruitment. This, in turn, resulted in heavier
workloads for remaining faculty members. Another change, which has been accelerated
by the economic downturn, is the major reformation of all public universities into
government-supervised public universities. Under this new system, universities will
have greater autonomy in managing their internal affairs, but at the same time, they will
be expected to be more self-supporting, which likely will mean a great demand on faculty
to do research and consultation. Under this new system, faculty will not be guaranteed
permanent employment and will be subjected to periodic systematic evaluations. Even
though faculty under the new system are likely to receive higher salaries, they will no
longer enjoy various benefits accruing from civil service status. Furthermore, quality
assurance and accountability, which are important aspects of the new system, will entail
increasing internal and external scrutiny of faculty work. In such an environment, faculty
members’ work is likely to be more challenging, especially for those just starting their

academic careers.



Statement of the Problem

For decades, academic life in Thai higher education institutions has been
relatively stable; teaching has been the main emphasis. The government has had
extensive control over these institutions, particularly public colleges and universities.
However, since the 1997 economic crisis, various sequential changes have occurred in
Thai higher education, including a drastic reduction in government funding, a restriction
of new-faculty recruitment, prospective independence of public universities from
governmental control, and an increasing emphasis on accountability and quality
assurance policies. There is also a greater emphasis in universities on research and
learner-centered instructional approaches.

To deal with the economic downturn, the government not only has reduced
funding for higher education, but it also has pressured colleges and universities to restrict
faculty recruitment. That restriction, in turn, has aggravated the existing faculty
shortage, so the remaining faculty are likely to carry heavier workloads. At the same
time, with less financial support from the government, faculty members are increasingly
expected to accelerate research and consulting in order to generate additional income for
their institutions; therefore, faculty workload is likely to increase enormously.

Amid this economic turmoil, Thai higher education also has started to undergo a
major reform-that is, the independence of most public universities from governmental
control. It is projected that, by 2002, most existing public universities will be
transformed into government-supervised public universities with greater independence
from governmental control, particularly in personnel and financial management. Quality

assurance and accountability will be crucial components of this new system. Internal and



external audits probably will become a common practice (Vargo, 2000). In addition,
faculty will no longer enjoy their civil service status with its assurance of permanent
employment. Instead, they will be hired on a performance contract and face periodic
systematic evaluations based on a minimum workload requirement. Furthermore, under
the new university system, faculty will be required to increase their research productivity.

Whereas these changes are likely to affect faculty at all levels, new faculty
members, in particular, are likely to face greater challenges. The U.S. literature on new
faculty members has indicated that faculty often find the early period of their academic
careers to be demanding and stressful (Baldwin & Blackburn, 1981; Sorcinelli, 1988).
They face numerous challenges, including balancing multiple responsibilities, feeling
isolated, learning to teach, and navigating mixed messages about institutional priorities,
in achieving balance between work and their personal lives (Boice, 1992; Fink, 1984;
Olsen & Sorcinelli, 1992; Sorcinelli, 1988; Turner & Boice, 1987; Whitt, 1991). In
addition, new faculty members often are expected to “hit the ground running” (Whitt,
1991).

On the basis of this literature, which reflects typical challenges faced by new
faculty members in the U.S., I expect that the current changes in Thai higher education
will pose even more challenging situations to the adjustment of Thai faculty members in
their early careers. To support these new faculty members, higher education institutions
in Thailand need information on the actual socialization experiences of new faculty
members amid changes in Thai higher education. This study was undertaken to provide

such information.



Purpose of the Study

My purpose in this study was to describe and explain the socialization
experiences of new faculty at a selected Thai university. Specifically, the objectives
were to (a) explore new faculty members’ expectations about their academic roles and
their employing institutions, (b) describe the actual socialization experiences of new
faculty in their jobs, and (c) explain the socialization process and identify sources
through which new faculty learn their roles. Sources of institutional support that new
faculty have found useful, as well as additional support that they need, also are described.
In carrying out the aforementioned objectives, I have paid particular attention to
variations in new faculty members’ expectations, experiences, and socialization

processes according to their disciplines.

Research Questions

The central research question of this study was, What are the socialization
experiences of new faculty members at a Thai university? The following four
subsidiary questions further guided the collection of data for the study:

1. What are new faculty members’ expectations of their academic careers at this
university?

2. What experiences do new faculty members have early in their careers?

3. From the perspective of new faculty members, how are new faculty members
socialized into their academic roles and the workplace? How can new faculty’s

socialization experiences be characterized in terms of the dimensions of socialization?
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a. What kinds of support are available?
b. What kinds of support are helpful?
c. What additional support do new faculty members need?
4. How do new faculty’s expectations, experiences, and socialization process

vary by discipline?

Importance of the Study

This study is important for several reasons. Specifically,

1. In the current context of faculty shortages in Thai universities, an institutional
priority should be on socializing the existing limited number of faculty members to
maximize their performance in response to increasing demands. New faculty members
deserve particular attention because work habits often are formed early in their careers.
Through exploring the actual socialization experiences of new faculty members in
preparation for increasing demands, this study is likely to provide useful information for
faculty development staff and administrators who seek to increase faculty performance.

2. In the context of increasing demands under stringent budgets, institutions need
to be concerned not only with how to maximizing faculty performance, but also with how
to prevent faculty attrition due to work overload. New faculty members typically face
challenges of work overload, balancing multiple roles, and time management. The
situation can be even more challenging in light of the dramatic increase in demands.
Excessive workload can contribute to stress and a decline in faculty morale. Some
faculty may even leave the institution. Faculty attrition in the current situation of faculty

shortage can be devastating for the institutions, as well as a loss for individual faculty
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members. This study will provide information about the experiences of new faculty
members early in their careers in the context of increasing demands. This information
can be useful to administrators who seek to enhance the retention of new faculty
members.

3. Although most institutions of higher education provide some types of
interventions on campus to facilitate faculty socialization, such as new faculty
orientation, those traditional faculty development activities have several limitations. For
example, most faculty development activities often are provided on a short-term basis
outside the actual work setting. Therefore, they often fail to have a lasting influence on
changing faculty practices. In addition, many programs tend to focus on techniques but
often fail to take into account tacit knowledge that is essential for new faculty survival,
such as time management and how to establish comfort in the classroom. Furthermore,
they are often provided on a voluntary basis, with little incentive for participation; hence,
many “at-risk” faculty who need to participate in these programs avoid doing so. It is
possible that those who are at risk do not participate because the intervention does not
address their needs. These are only a few of the limitations of existing faculty
development activities.

This study is intended to provide information on the actual socialization
experiences of new faculty. The findings from this study will be useful for faculty
development staff, administrators, and senior colleagues who seek to provide new faculty
members with relevant socialization experiences that address pertinent challenges faced

by these newcomers.
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4. In the U.S., extensive literature has been published on the socialization
experiences of new faculty members, including their early career challenges, concerns,
and needs (Boice, 1992; Fink, 1984; Olsen & Sorcinelli, 1992; Sorcinelli, 1988; Whitt,
1988). In the U.S., many staff members involved in faculty development have
successfully used this information to help new faculty members make the transition to
their new academic roles (an example is Boice’s mentoring program). However,
although there is extensive literature about the socialization experiences of new faculty in
the U.S., few studies have been conducted on this topic in the international context.
Whereas faculty in the present Thai university study have many challenges in common
with westerners, there are nuances unique to the Thai culture. Some of these cultural
differences include a strong seniority system and the value called krengchai, which
means “an extreme reluctance to impose on anyone or disturb his personal equilibrium by
direct criticism, challenge, or confrontation” (Office of the Prime Minister, 1995, p. 111).
In addition, at the university under study, unlike most western universities, new faculty
members are primarily alumni of the employing institutions. As a result, there are often
bonds of brotherhood and sisterhood between the senior and junior cohorts, known as
SOTUS, which stands for Spirit, Order, Tradition, Unity, and Seniority. These bonds,
developed before the new faculty are employed, make it easier for them to find collegial
and mentoring support. At the same time, new faculty members’ reverence for and
sometimes deference to and compliance with their senior colleagues tend to follow
accordingly. Thai and foreign faculty developers and administrators need to be sensitive
to these cultural nuances in order for Thai universities to successfully adopt or adapt

western faculty development models to support new faculty. Therefore, it is important to
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have studies on the socialization experiences of new faculty in Thai institutions of higher

education.

Definition of Terms

The following terms are defined in the context in which they are used in this
dissertation.

Discipline-A particular field of study at an institution of higher education. Biglan
(1973) and Becher (1987) classified the various academic disciplines as follows:

Pure hard disciplines: fields of study in the sciences (such as biology and
chemistry).

Pure soft disciplines: fields of study in the humanities (such as history and
languages) and pure social sciences (such as political science).

Applied hard disciplines: fields of study that focus on technology or mastery of
the physical environment (such as veterinary science and pharmaceutical science).

Applied soft disciplines: fields of study in professional areas (such as education,
accounting, commerce, and economics).

Government-supervised public university—a university with its

. .. own administrative structure and budgetary system for self-governance and
full autonomy, allowing decision making on administrative and management
matters of the university to be handled by the university itself. . . . [It is an effort]
to encourage existing public universities to move out of the bureaucratic system. .
.. [This] innovative way of university administration has been introduced to
promote flexibility of university operations. (Ministry of University Affairs,
2000, p. 1)
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Head of an area of study—supervisor of a unit of study into which some
departments at the university are divided, in accordance with subfield specializations; in
this study, the term was used interchangeably with “head of a unit of study.”

Krengchai—a value characterized by “extreme reluctance to impose on anyone or
disturb his personal equilibrium by direct criticism, challenge, or confrontation™ (Office
of Prime Minister, 1995, p. 111).

Mentoring—*a relationship between junior and senior colleagues, or between
peers, that provides a variety of development functions” (Kram, 1986, p. 161). Kram
proposed two functions of mentoring: career functions and psychosocial functions.

New faculty-full-time faculty members who had been in their positions at the
university under study for 3 or fewer years. Included were faculty who were new to the
academic profession as well as new to this university—specifically, new faculty who had
just earned their highest degree, those with previous nonacademic career experiences,
and those with fewer than 3 years of academic appointment at other institutions when
calculated in combination with their appointment at this university.

Public university—a 4-year institution of higher education, operating under the
control of the Ministry of University Affairs. Its financial and personnel management, in
particular, are strictly controlled by the federal bureaucracy. However, each public
university has its own bill or act, with a university council as its governing body and a
university president as its chief administrator.

Socialization—a process through which novices learn their roles and the

institutional culture.
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SOTUS-an acronym for Spirit, Order, Tradition, Unity, and Seniority; bonds of
kinship or a kind of brotherhood or sisterhood between senior and junior cohorts at the
university.

Thai cultural preservation-the fourth mission of Thai universities (the other
missions are teaching, research, and community service), intended to enrich and
disseminate the Thai culture. This mission can be carried out through various
institutional efforts, such as student activities, programs of study, or even the institutional
structure itself. With regard to student activities, some universities have student
associations that promote the Thai culture, such as the Buddhist Club and the Thai
Classical Dance Club. Concerning program of study, several Thai universities have
programs or institutes that emphasize Thai wisdom, culture, and subcultures, such as
Thai study programs and the establishment of the Islamic Institute at Prince of Songkla
University in the South, where the Muslim subculture is predominant. With regard to
institutional structure, Chulalongkorn University recently established a specific cultural
office under the direction of a vice-president of cultural affairs (Achava-Amrung, 1995).

University employees or non-civil service faculty—faculty who are hired under the

new system of government-supervised public universities.

Overview
This dissertation is composed of eight chapters. Chapter 1 included a background
and statement of the problem, purpose of the study and research questions, importance of
the study, and definitions of key terms. Chapter 2 contains historical and current

background information about the Thai higher education system. Included is a profile of
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Thai faculty, the faculty recruitment process, academic ranks, the evaluation and
promotion processes, and norms in the Thai academic workplace. In addition, major
issues in Thai higher education—the effect of the economic crisis on Thai higher
education and a prospective reformation of public universities toward independence from
governmental control-are discussed.

Chapter 3 is a review of literature on four main themes relevant to this study:

(a) the work expectations of new faculty, (b) experiences of new faculty, (c) the
socialization process, and (d) the effect of disciplinary differences on the socialization of
new faculty. The research methodology is described in Chapter 4. The research
questions are set forth, the sample is described, and data-collection and data-analysis
procedures are explained.

The study findings are presented in Chapters 5, 6, and 7. These findings pertain
to the career expectations of new faculty members before employment (Chapter 5), the
experiences of new faculty on the job (Chapter 6), and the socialization experiences of
new faculty (Chapter 7). Chapter 8 contains a summary and interpretation of the overall
findings from this study, as well as suggestions for practice and recommendations for

further research.
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CHAPTER 2
THE THAI HIGHER EDUCATION SYSTEM

Introduction

The socialization experiences of new faculty members at a Thai university in the
context of changes in the Thai higher education system were the focus of this study. So
that readers can better understand the changes in the Thai higher education system, this
chapter begins with a discussion of the history of the Thai higher education system,
followed by an explanation of the current system. In the second section, issues
concerning Thai faculty members are addressed. The last section contains a discussion
of change in the Thai higher education system, including factors that have influenced
change in the status of public universities into universities under governmental

supervision.

History of Thai Higher Education
Early Institutions of Higher Education in Thailand
The higher education system in Thailand was established during the reign of King
Chulalongkorn (Rama V, 1886-1910), mainly to prepare civil servants to work in various
governmental branches (Watson, 1991). Thailand’s first medical school was established
at Siriraj Hospital in 1889, followed by the creation of a law school under the auspices of

the Ministry of Justice in 1897. In 1902, the Royal Pages School (which was upgraded to
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a Civil Service College in 1910) was established to provide general education and
training in government administration. Then in 1913, an engineering school was
established. Four years later, Chulalongkorn University, the first western-style
university, was founded by incorporating the above-mentioned schools (the medical
school, the Civil Service College, and the engineering school) with two newly created
schools, a school of arts and sciences and a school of political sciences (Ministry of
University Affairs, 1998a).

Five universities were established between 1933 and 1943. Each university had a
specific disciplinary specialization and was associated with a different ministry. Like
Chulalongkorn University, all were located in the capital, Bangkok. In 1933, the
University of Moral and Political Science (which later became Thammasat University)
was established with a close tie to the Ministry of Public Justice and the Department of
Public Administration. It specialized in the area of social sciences. This university was
created after the 1932 Revolution, largely in response to the government’s increasing
need for political leaders and civil servants educated in the principles of democracy. As
a result of the 1932 Revolution, Thailand changed its governmental system from an
absolute monarchy to a constitutional monarchy. Another reason the university was
created was that there was increasing recognition of the need to expand higher education
opportunities to prepare citizens under this new governmental system (Ministry of
University Affairs, 1998a).

In 1942, the University of Medical Science (Mahidol University) was founded,
upon its separation from the Royal Medical College (which had become the school of

medicine at Chulalongkorn University in 1917). Mahidol University operated under the
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auspices of the Ministry of Public Health (Watson, 1991). A year later, in 1943, the Fine
Arts University (Silapakorn University) was established. That same year, the
Agricultural University (Kasetsart University) also was founded, under the auspices of
the Ministry of Agriculture (Ministry of University Affairs, 1998a; Watson, 1991).

The last specialized higher education institution that was associated with a
ministry was Prasarnmitr College of Education, which the Ministry of Education initially
opened in 1954 as a teacher-preparation college. It was later upgraded to university
status and renamed Srinakarinrot University (Watson, 1991). In 1985, the supervision of
these five universities was removed from the jurisdiction of separate government
ministries and transferred to the office of the prime minister, although the College of
Education still remained under the Ministry of Education. In 1959, the National
Education Commission was established to coordinate postsecondary education
(Sasidhorn & TapindKae, 1977).

Watson (1991) made several observations about these pioneer Thai higher
education institutions. First, most of these universities were created to provide training
for civil servants. Second, each institution originally specialized in a different
disciplinary area. Third, each institution operated in close relationship with a different
ministry.

The historical development of Thai universities has affected the current condition
of the Thai higher education system. This development, as well, makes it difficult for
Thai universities to model themselves after western higher education institutions, which
developed out of different traditions. For example, Thai higher education institutions

initially were developed as “professional training schools for government rather than as
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communities of scholars engaged in teaching and learning activities” (Watson, 1991,

p. 562). Therefore, teaching and learning activities tend to focus on producing
“specialists in limited fields to serve the particular purposes of a specific branch of
government service” instead of “fostering a spirit of critical inquiry” (Watson, 1991,

p. 562). Prangpatanpon (1996) made the same observation, noting that “because of
[Thai] historical and governmental control, most university programs have been narrowly
vocational, training students for a specific profession” (p. 2), resulting in “the absence of
any real concept of ‘higher’ education, and liberal or general education” (p. 2).
According to Watson, “the concept of general and liberal education was initiated only in
the last decade” (p. 576).

In addition, the fact that most of the pioneer Thai higher education institutions
were founded in the capital partly explains the disparity in educational opportunities and
the quality of education available between urban and rural areas (Watson, 1991). Finally,
the heritage effect of the close historical ties between government offices and higher
education institutions is still reflected in the bureaucratic mentality prevalent in the day-
to-day operations of Thai public universities. Hence, the history of the Thai higher
education system not only has affected the current status of higher education, but also is
likely to affect the process of prospective changes in the Thai higher education system
(as will be seen in the last section of this chapter).

The Period of Rapid Expansion of the Thai Higher
Education System (1950 Onwards)

In the 1960s, many forces contributed to the rapid expansion and diversification

of the Thai higher education system; these included economic pressures, rapid population
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growth in the 1960s, and brain-drain problems (Watson, 1991). With regard to economic
factors, since 1961 a series of six 5-year National Social and Economic Development
plans have been presented, which also involved development of education (Ministry of
University Affairs, 1998a). For example, some national plans, such as the Second and
the Third Plans, indicated the nation’s need for manpower in certain areas, including
engineering, agriculture, medicine, and science. At that time, Thai higher education
institutions had a limited capacity to respond to the increasing demand for education by
the rapidly growing population of the 1960s (Watson, 1991).

Between 1964 and 1967, to expand educational opportunities, three regional
universities were established: Chiang Mai University in the north, Khon Kaen University
in the northeast, and Price of Songkla University in the south (Ministry of University
Affairs, 1998a). During this period, higher education was diversified in a variety of ways
(Watson, 1991). The National Institute of Development Administration was established
as a graduate institution, specializing in administration and national development. Then,
in 1967, the Asian Institute of Technology was established as an autonomous
international graduate school, offering courses in the sciences and engineering (Watson,
1991).

At the same time, some universities were expanded through the merging of
existing colleges. For example, King Monkut’s Institute of Technology was developed in
1971 through the merging of several technical schools. Three years later, Srinakharinviot
University was established through the merging of existing colleges of education

(Watson, 1991).
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During this period, the government also promoted expansion of higher education
through involvement of the private sector (Watson, 1991). The government’s attempt to
involve the private sector in sharing the burden of providing higher education is reflected
in the establishment of the Private Colleges Act of 1969, as well as the Fourth and the
Sixth National Economic and Social Development Plans.

In a further attempt to expand higher education, two open-access universities
were created during this period, Ramkhamhaeng in 1971 and Sukhothai Thammathirat in
1979. All students who had graduated from secondary school could attend these
universities without having to take an entrance examination, a requirement for all other
public universities. Sukothai Thammathirat Open University is modeled after the British
open University. It provides distance education, using correspondence courses, radio and

television programs, community resources, and local study centers (Watson, 1991).

The Current Thai Higher Education System
Composition of the Thai Higher Education System

In general, higher education institutions in Thailand are under governmental
control. The Thai higher education system comprises 24 public and 41 private
institutions, which are under the supervision of the Ministry of University Affairs
(SEAMEO RIHED, 1999-2000).

Of the 24 public universities and institutes under the supervision of the Ministry
of University Affairs, two are open universities: Ramkhamhaeng University and
Sukhothai Thammathirat Open University. Since 1990, other universities with

innovative administrations, known as government-supervised public universities, have
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been established. These institutions have more autonomy than conventional public
higher education institutions. Currently, there are four government-supervised public
universities: Suranaree University of Technology, Walailak University, Mae Fah Luang
University, and King Mongkut’s University of Technology Thonburi. The last was
changed to this administrative form in 1998 (SEAMEO RIHED, 1999-2000). Itis
projected that, by the year 2002, virtually all public universities will be transformed into
government-supervised public universities. The details of such changes are discussed in
the last part of this chapter. The university under study is one of the closed public
universities that is in a state of transition toward becoming a government-supervised
public university. Among the 41 private higher education institutions, there are 23
private universities and 18 private colleges (SEAMEO RIHED, 1999-2000).

Whereas the Ministry of University Affairs controls most of the higher education
institutions in Thailand, there are additional institutes and colleges under other ministries.
The Ministry of Education controls government teachers’ colleges, vocational and
technical colleges, agricultural colleges, physical education colleges, drama colleges, and
fine arts colleges. Nursing colleges are under supervised by the Ministry of Public
Health. There is also the Police Cadet Academy, which is under the supervision of the
Ministry of Interior, and the Royal Military Academy, supervised by the Ministry of

Defense (SEAMEO RIHED, 1999-2000).

Administration and Governance of the Thai Higher Education System

Higher education in Thailand has long been under the control and supervision of

the government. Under governmental control, public institutions of higher education
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have a status equivalent to a ministerial department. At the national level, two
governmental offices are responsible for higher education in Thailand: the Ministry of
University Affairs and the Ministry of Education. The Ministry of University Affairs has
important roles concerning the supervision and coordination of almost all public and
private universities in Thailand, except for some specialized higher education institutions
that are under the supervision of other ministries. The main responsibilities of the
Ministry of University Affairs include formulating educational policy within the
framework of the national development plan, standardizing curricula, managing
personnel, and making recommendations about budget allocations (Ministry of
University Affairs, 1998a). The Ministry of Education serves the same functions as the
Ministry of University Affairs, but it targets primarily vocational, technical, and teachers’
training colleges.

At the institutional level, each public university has its own Act and a university
council as its supreme governing body. The university council is equivalent to the board
of trustees of universities in the United States (Sasidhorn & TapindKae, 1977). The
university council consists of a chairperson, a president, deans, directors of university
institutes, and other qualified persons not salaried by the university (Ministry of
University Affairs, 1998a). The university council is responsible for making important
institutional policies before they are submitted for government approval (Watson, 1991).
It has decision-making power concerning policy, academic development, and staff
appointments (Watson, 1991).

The president, as the chief administrator of the institution, operates the university

according to policies set by the university council (Ministry of University Affairs,
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1998a). Each university also has a university teaching faculty senate, which serves as an
advisory body. Regular decision making concerning academic matters is dealt with
mostly at the department level, with approval from the university teaching faculty senate.

For private higher education institutions, the Ministry of University Affairs serves
to coordinate those institutions with government offices through the office of the
permanent secretary (Ministry of University Affairs, 1998a), which is responsible for
coordination, accreditation, supervision, and control of degree-granting private
institutions (Tongthamachat, 1996). Each private higher education institution also has its
own university council, which has relatively high autonomy in developing its own

administrative framework.

Issues Concerning Thai Faculty Members
Profile of Faculty Members at Public Universities

According to statistics for fiscal year 1998, there were 21,110 Thai academic staff
members at public universities. Female staff members outnumbered males (11,085
females versus 11,025 males). When faculty members are classified according to
academic rank, lecturers constitute the largest group (11,277), followed by assistant
professors (5,312), associate professors (4,159), and full professors (362). There are
more female than male faculty members in all academic ranks except for full
professorships, in which males outnumber females (239 and 123, respectively) (Ministry
of University Affairs, 1998b).

The following discussion is focused on faculty members at public institutions of

higher education. Topics under consideration are (a) faculty members as civil servants,
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(b) the recruitment process, (c) academic rank and the evaluation and promotion
processes, (d) workload, and (e) Thai working norms operating in the academic
environment. These topics are discussed in the context of the Thai higher education

system under governmental control.

Thai Faculty Members as Civil Servants

All Thai faculty members at public institutions of higher education are civil
servants, and therefore are governed by the Civil Service Act (Wiratchai, 1992). Asa
result, they are assured of permanent employment after their initial probationary period
and are paid according to a civil service salary scale. As civil servants, they also receive
many other benefits, including a pension for life after at least 25 years of service,
eligibility for welfare allowance, and free medical treatment from the government
hospital (Wiratchai, 1992). Despite the many benefits that Thai faculty members receive
as civil servants, their autonomy sometimes is constrained by bureaucratic procedures.
For example, although faculty members at Thai public universities have relatively high
autonomy in controlling their schedules (in comparison with those in the business sector),
it is sometimes implicitly expected that faculty members be in their offices during
government office hours. It needs to be noted here that, by 2002, when it is projected
that all public universities will have been transformed into government-supervised public
universities, faculty will no longer be civil servants. Instead, their occupational status

will be that of university employees.
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The Recruitment Process
Faculty recruitment and promotion procedures are uniform in both private and
public institutions in Thailand. Each university selects, appoints, and promotes its own
personnel. Wiratchai (1992) described the typical recruitment process as follows: When
there is a vacant position, the university appoints an ad hoc committee to select qualified
candidates. Then, the president appoints the selected candidates, who are given an
approximately 6-month probationary period. Candidates who pass the probation are

appointed as lecturers by the president.

Academic Rank and the Evaluation and Promotion Process

As in the United States, the academic ranks of faculty members in the Thai higher
education system follow a hierarchy: lecturer, assistant professor, associate professor,
full professor, and distinguished full professor. The criteria for promotion include
academic qualifications, amount of salary, length of service, research, teaching load, and
other services (Wiratchai, 1992). Theoretically, as in the U.S. system, research is the
main criterion for promotion in academic rank. However, in the Thai system, research is
defined more broadly to include writing and translating texts (Watson, 1991).

In terms of compensation, the salary scale of Thai faculty members with civil
servant employment status at public institutions is tied to the civil service salary scale.
Therefore, their salaries are much lower than those of people with the same educational
qualifications in the private sector, as well as of faculty members in western countries
(Wiratchai, 1992). Faculty members have opportunities to earn supplemental income

through consulting and extension work.
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Workload

According to the Civil Service Act, staffs are required to work 35 official hours a
week (Wiratchai, 1992). Teaching, research, community service, and Thai cultural
preservation are theoretically understood as Thai faculty members’ work responsibilities.
In practice, the extent to which each faculty member in Thai universities engages in each
activity varies (Wiratchai, 1992). But, in general, all faculty members are required to
teach. Other than that, they are free to decide in what other activities they will engage.
In general, department staff decide the teaching load of faculty members. The typical
teaching load of university faculty is three undergraduate or graduate courses per
semester. Each class usually meets 2 to 3 hours a week. The teaching load is likely to be
heavier for faculty members who teach language, prepare undergraduate teachers, or
teach in the less prestigious provincial areas (Wiratchai, 1992). In addition, Thai faculty
members often have a heavy administrative load, partly because of the bureaucracy,

which is taken seriously and is time consuming.

Thai Working Norms Operating in the Academic Environment

P. George (1987), a western Fulbright scholar, noted several distinctions between
Thai and western cultures operating in the academic environment. First, the Thai
reverence for authority is evident. Thais tend to “accept authority which derives from
age, position, status, family background or moral excellence” (p. 5). George also pointed
out the differences between westerners’ and Thais’ perspectives concerning time and
planning styles. Westerners tend to organize their schedules in a linear manner. That is,

“they tend to plan to do one thing at a time, keep to the schedule, and not be interrupted”

29



(p. 6). Thais, on the other hand, tend to see time as more recurrent and cyclical. That is,
“they tend to do a number of activities at once, flex around schedule change and expect
interruptions” (p. 6).

Another observation that George made about the differences between Thai and
western cultures in academia concerned communication styles. Whereas frank and direct
criticism of one’s work is expected in the U.S. academic tradition, Thai academics tend
to adhere to the social custom of krengchai, which means “an extreme reluctance to
impose on anyone or disturb his personal equilibrium by direct criticism, challenge, or
confrontation” (Office of Prime Minister, 1995, p. 111). This reluctance can sometimes
become a barrier in giving feedback or constructive criticism. The situation can be even
more complicated when seniority issues are involved. Further, this krengchai value
sometimes causes Thais to hesitate to ask for help or direction.

Thais and westerners also seem to have different attitudes toward the process of
change. George pointed out that westerners tend to be more proactive in implementing
changes, whereas Thais (with the influence of Buddhist thought) believe that “change is
inevitable and will occur by itself” (p. 25). Therefore, “most Thais prefer to stand and
wait” (p. 25). For example, although Thai academics tend to be willing to welcome
western ideas, they hesitate to rush into change. Instead, they prefer to take time and try
new ideas several times until those ideas are modified to fit the Thai academic context.

In terms of the teaching and learning context, the Thai language is the medium of
instruction. Watson (1991) commented that the subject matter being taught is often
removed from common application and irrelevant to the needs of Thailand as a

developing country. Programs often emphasize the narrow, specialized, and theoretical
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knowledge more than practical and up-to-date knowledge (Watson, 1991). Liberal
education, with its emphasis on critical thinking, has not been part of the Thai
educational tradition. Instead of facilitating critical thinking through dialogue, lecture is

often the main teaching approach.

Current Issues in Thai Higher Education
Thai Higher Education Amid Economic Crisis

Since the 1997 economic crisis, Thai colleges and universities have suffered
greatly from the drastic 20% to 30% reduction in government funding (Vargo, 1998).
This crisis has affected the operations of both public and private institutions of higher
education. At the same time, it has accelerated a major higher education reform-the
independence of public universities from direct governmental control, which is partly in
response to the loan conditions of the International Monetary Fund (IMF) (Atagi, 1998).
The details of university autonomy are discussed in the next section, whereas this section
is concerned with the general consequences of the economic crisis for higher education in
Thailand.

The 1997 economic crisis affected virtually every aspect of Thai higher
education, ranging from brick-and-mortar expenses to faculty professional development.
First of all, this crisis stalled the plans of some universities, both public and private, to
expand their campuses. For example, Assumption University, a private institution, had
to delay the construction of its new campus, which had been under way for more than 5
years. Similarly, the approved plan for construction of new buildings at Srinakharinwirot

University, a public institution, was put on hold (Vargo, 2000).
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Second, this crisis has affected human resource management in both private and
public colleges and universities in various ways, including restrictions on new hiring and
salary freezes. Public universities, in particular have been pressured to restrict their
recruitment to replace existing retired faculty. According to Vargo (2000), in public
universities, only 20% of the positions vacated by retirement may be filled. This hiring
freeze will continue until a new salary scale for non-civil servants is in place. Public
universities also are offering early retirement incentives to reduce their expenditures for
staff salaries. With the diminishing number of faculty, existing faculty have to carry
heavier workloads. Even worse, while public universities have been pressured to limit
the number of faculty, these institutions, particularly the open universities, have
experienced increasing student enrollments because their tuition is lower than that of
private institutions. Although increasing enrollments have meant increases in
institutional incomes, they also have meant heavier teaching loads for faculty in the
public universities. In contrast, private institutions of higher education, especially the
less established ones, have suffered from declining student enroliments. In addition,
budget constraints limit these institutions’ opportunities to hire new expatriate faculty to
replace those whose contracts have ended.

Furthermore, the financial crisis has impeded the professional development of
faculty members (Vargo, 1998). Scholarships for studying abroad have been disrupted.
The government reduced its financial support to scholarship recipients who were already
studying abroad and gave them a firmer timeline in which to finish their degrees. Some
were even encouraged to return to finish their degrees at home. At the time of this

writing, the stringent timeline is still in effect. The budget for other short-term
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professional development, such as expenses for attending conferences and workshops
within the country and overseas, also has been reduced.

Despite the various devastating effects of the financial crisis on the growth of
Thai higher education, a vice-president for academic affairs at a private university
pointed out some positive consequences of this predicament (Vargo, 2000). At the micro
level, parents and students have a greater interest in the cost-effectiveness of education.
At the national level, there is greater emphasis on quality assurance and “good
governance,” whose components include rule of law, virtue, clarity, accountability,
participation, and value for money. All of these components of good governance and
quality assurance are included in a draft bill of the new system of the university under
study.

The economic crisis is the crucial phenomenon that impelled the reform of all
public universities into the new system of government-supervised public institutions.
However, people still debate whether the new system will actually improve the situation
of Thai higher education. It is said that one impetus leading to this reform was the IMF’s
loans to the Thai government. The IMF agreement encourages privatization and clarity in
the operations of all governmental offices (Atagi, 1998). The reform of public
universities into government-supervised public institutions is discussed in detail in the
next section.

Another positive aspect of this crisis is that it has forced institutions of higher
education to join forces in their efforts to deal with the situation. For example, the
Association of Private Higher Education Institutions established a cost-saving joint plan

for purchasing essential supplies. The association also developed a doctorate program in
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business administration as an alternative to pursuing a prohibitively expensive education
overseas by pooling resources from many private universities (Vargo, 2000).

Another related consequence of this financial emergency was the negative effect
of disrupted overseas study for many students. Vargo (2000) pointed out that the return
of numerous Thai students from overseas can be perceived optimistically as an
opportunity to reduce the long-standing problem of brain drain. However, the challenge
ahead lies in developing programs of study that meet international standards.

Finally, facing the necessity to generate additional income, universities
increasingly are offering open certificate programs, short-term courses, and inservice
training. These programs have served well the nation’s need for ongoing continuing
education because of the changing nature of the workforce, which requires updated

knowledge and skills.

A Prospective Major Reform in Thai Higher Education

Another change in higher education that currently is receiving much attention is
the anticipated transformation of all public universities into government-supervised
public institutions by the year 2002. This reform has been accelerated by the economic
crisis. That is, the government has been encouraging public universities’ independence
in order to reduce its expenditures (Atagi, 1998).

Government-supervised public universities will have more autonomy in managing
their own affairs than they did under the old system, particularly in personnel and
financial management (Atagi, 1998). The autonomy of the new system will free the

universities from many bureaucratic constraints. In terms of finance, the government-
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supervised public universities will be able to establish rules and regulations on finance
and supplies that are consistent with their objectives, without conforming to the
regulations set up by the Ministry of Finance. Under this new system, the government
will subsidize the universities through block grants (Ministry of University Affairs,
1998). As a result, the government-supervised public universities will have more
flexibility in managing their budgets, by their own regulations, in response to their
changing financial needs (Chulalongkorn University, 1999).

However, under this new system, the government will no longer be the primary
source of financial support for universities. Instead, universities will probably have to
share their financial burdens equally with the government. Therefore, because
universities will need to become more financially independent from the government,
faculty members will be expected to increase their research and consultancies in order to
generate extra income for the universities.

In terms of personnel management, each institution will have greater autonomy in
managing its own personnel. Universities can determine the number of employees they
need, instead of having to follow the government’s centralized personnel management
plan (Chulalongkorn University, 1999). Moreover, universities can set their own rules
and regulations concerning hiring, firing, promotion, pay scales, and other benefits
(Atagi, 1998). This autonomy probably will enable universities to respond better to the
changing environment. For example, if public universities had had full autonomy, they
would not have been affected by the 1994 and 1998 administrative reform schemes,

which froze new hiring despite the faculty shortages in some departments.
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In addition, advocates for this change believe that, with higher salaries and
independence from bureaucratic regulations, the new system will attract greater numbers
of high-quality faculty applicants. Under the new system, each university will have
autonomy in offering faculty a more competitive, higher salary corresponding to the
labor market rate. In contrast, under the current bureaucratic system, all faculty of the
same rank at public universities, regardless of their discipline and institution, are paid
according to the same standardized pay scale for civil servants. According to Atagi
(1998), under the current system, the salary of faculty at public universities is only one-
third to one-seventh that of people with equivalent backgrounds in the private sector.
Advocates for the new autonomous system, therefore, have criticized the standardized
pay scale for impeding institutions from offering competitive compensation to attract
highly qualified people to become faculty, especially in the high-demand fields, which
run short of faculty members. Similarly, institutions cannot provide special incentives
for faculty to work in distant, less attractive rural areas, which need faculty members
(Chulalongkorn University, 1999).

However, under the new system, faculty and staff no longer will be civil servants.
Instead, they will be hired as simply “university employees” (Atagi, 1998). Also, faculty
members no longer will be assured of permanent employment after passing an
approximately 6-month probation. Instead, they will be hired on a performance contract
and will be subjected to periodic reviews. University employees also will likely lose
many benefits afforded by civil servant status, such as full medical coverage, a housing
allowance, and the right to receive royal decorations (Atagi, 1998). If fringe benefits are

available, they may come from a fund to which both the university and the faculty
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themselves contribute (Chulalongkorn University, 1999). Thus, opponents of the new
system argue that, without job security and fewer employment benefits, it will become
more difficult for public institutions to attract faculty members. Some opponents also
argue that the higher salaries expected with the new system still will not match those
offered in the private sector.

Ideally, the new system will require universities to restructure their organizations
to operate more efficiently, for example, in terms of work distribution. Job descriptions
will need to be clarified. With the increasing demand for research and consulting, along
with the requirement of systematic evaluation, the line between work responsibilities in
the academic and administrative areas will need to be more clearly delineated. Then
faculty members can concentrate on teaching and research, instead of being overwhelmed
by administrative responsibilities, as is currently the case. At present, because of the
limited number of professional administrators, faculty members typically have to share
the burden of administration. According to Atagi (1998), under the current work
condition, only 1.8% of faculty hold the rank of professor, partly because the working
environment is not conducive to concentrating on research and teaching.

Although the new administrative system allows government-supervised public
universities to have greater autonomy, the institutions will be subjected to public
accountability. Both internal and external audits are likely to be carried out to ensure the
quality of the universities’ education and research. The Ministry of University Affairs is
planning to establish an independent agency, the Quality Assurance Center, to ensure the

standards of public universities (Atagi, 1998).
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Factors That Have Influenced the Change in Status of Public
Universities Into Government-Supervised Public Universities

The movement toward changing public universities into universities under
government supervision has been discussed for the past three decades. However, the
1997 economic crisis accelerated that vision into action (Atagi, 1998). Since the
economic downturn, the Thai government has been pressured to reassess its funding
practices. Although the government announced that it would not reduce its budget for
education, in practice the 1998 budget for education was decreased 1.4%. Specifically in
the case of higher education, the budget was cut 2%. This led many new and existing
projects to stagnate, such as investment in equipment, buildings, and employment of new
faculty and administrators. Nearly 2,000 government scholarships for studying abroad,
granted over the preceding 5 years, were canceled (Atagi, 1998). With declining
financial support from the government, and facing constraints by governmental financial
regulations that impede them from internally maneuvering their budgets, universities
increasingly have seen the need to be independent from governmental control.

Furthermore, the conditions of the structure-adjustment loan, offered by the
World and Asian Development Bank, are believed to be another factor that has led the
government to encourage public universities to change into autonomous institutions and
increase their public accountability (Atagi, 1998). This $1.5 billion structure-adjustment
loan program is part of the IMF’s $17.2 billion bailout package offered by the World
Bank and Asian Bank. Specifically, the IMF agreement encourages universities to
privatize or corporatize their projects and agencies. This agreement also recommends

that the government increase clarity in the operations of all governmental offices (Atagi,
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1998). The administrative principles underlying the government-supervised public
universities, such as encouraging the institutions’ financial autonomy and public
accountability, are consistent with the loan conditions of the IMF.

Another factor, which has not directly caused the change but coincidentally has
reinforced the need for universities’ independence from the government, is the
administrative reform schemes of 1994 and 1998, which were intended to downsize
governmental offices and thereby reduce the number of governmental officials
(Chulalongkorn University, 1999). The policy to restrict recruitment became even more
urgent after the economic downturn in 1997. In 1994, the government issued
administrative reform schemes to freeze recruitment, so as not to exceed the number of
retirees. Due to the pressures of the economic crisis, in order to reduce governmental
expenses for public personnel, in 1998 the government declared another restriction on
new faculty recruitment. These policies aggravated the existing faculty shortage faced by
many departments within the public universities, such as medical science, engineering,
and science. However, public universities cannot recruit new faculty members because
the government reform schemes restrict new recruitment.

Under such constraints, the faculty-shortage problem is likely to be more evident
at older universities because it is anticipated that a large cohort to faculty at these
universities will retire. Under the civil service regulations, faculty must retire when they
reach age 60, even though they still may be able to contribute a great deal to the
academic community (Chulalongkorn University, 1999). At the same time, with the
previously mentioned administrative reform schemes, the academic positions of those

retired faculty members will have to be returned to the central government. Therefore,
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universities cannot hire new faculty to replace retired faculty, even with the faculty
shortage in many departments of public institutions. Under such circumstances, the
advocates of this reform see the independence of public universities from government
control as one solution enabling public universities to deal with these constraints.
Furthermore, a former president of Chulalongkorn University who advocates the
idea of reform pointed out that governmental control makes it difficult for universities to
fulfill their missions of teaching, research, service, and Thai cultural preservation. These
days, people increasingly are turning to public universities for advice on many social,
economic, and political issues. Research by faculty at public universities also
increasingly influences people’s decision-making practices. Public universities,
therefore, need to be able to fulfill their missions of teaching, research, service, and Thai
cultural preservation without bias or influence from external forces. However, under
governmental control, public universities sometimes are susceptible to the influences of
political or bureaucratic leaders. Recognizing this necessity, university leaders are

recognizing the need for autonomy (Chulalongkorn University, 1999).

Chapter Summary
This chapter provided an overview of the Thai higher education system. There is
extensive literature about new faculty in the U.S., which in turn has practical implications
for new faculty development programs. However, little has been written about the
socialization experiences of new faculty in other countries. Even though there are many
commonalities in the experiences of new faculty members in various countries, it is

important to consider contextual differences in applying faculty development strategies
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from one cultural setting to another. Therefore, I focused on new faculty socialization in
one Thai university. Before examining new faculty socialization at this university, it was
important to provide readers with background information on the Thai higher education
system in general. In this chapter, I provided a historical and current account of Thai
higher education. I also discussed important issues concerning Thai faculty members, as

well as various changes that are taking place in Thai higher education.
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CHAPTER 3
REVIEW OF LITERATURE

Introduction

This chapter provides a summary of four themes in the literature that informed the
conceptualization of this dissertation. The first area concerns the work expectati‘ons of
new faculty members. The second area pertains to experiences of new faculty members.
The third area of the review is focused on the socialization process and is divided into
four subsections: (a) definitions of socialization from a traditional perspective and an
interpretive perspective, (b) stages of the socialization process, (c) dimensions of
organizational socialization, and (d) institutional supports for new faculty socialization.
The fourth area pertains to the effects of disciplinary differences on the socialization of

new faculty.

The Work Expectations of New Faculty Members
Newcomers to an organization often have certain expectations about their new
setting and their roles in it. They form these expectations before entering the
organization—that is, during an anticipatory socialization period. However, newcomers
commonly experience surprise or reality shock (Louis, 1980; Major et al., 1995). Reality
shock results when there is a discrepancy between the newcomer’s expectations, which
typically are formed during anticipatory socialization, and reality (Porter & Steer, as

cited in Major et al., 1995).
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Literature on turnover is useful in understanding the effect of work expectations.
According to Louis (1980), the effect of new recruits’ expectations on turnover can be
studied from two perspectives: (a) unrealistic expectations and (b) unmet expectations.
The former perspective assumes that new recruits often have inflated expectations of the
organization before entering it. This is largely because unrealistic images of the
organization often are portrayed during the recruitment process. This perspective
identifies inflated expectations before entry as the source of the problem; therefore, the
solution is to provide newcomers with an accurate understanding of the organization
through a realistic job preview.

The unmet-expectations perspective, on the other hand, focuses on the
discrepancy between newcomers’ initial expectations (or needs) and their actual
experiences on the job. According to Porter and Steer (as cited in Major et al., 1995), the
unmet-expectations hypothesis posits that the attainment of work expectations affects job
satisfaction, work commitment, and other job-related attitudes, which in turn affect one’s
performance and eventually turnover. The strategy for dealing with the turnover problem
resulting from unmet expectations is to ensure that newcomers’ expectations are met.
For example, this strategy encourages both newcomers and employers to clarify each
other’s expectations.

The issue of work expectations links literature on early career turnover and
socialization. Expectations may be consciously recognized, tacit, or emergent. Many
socialization theorists have pointed out that surprise is a common experience of
newcomers (Van Maanen, 1976). According to Louis (1980), surprise may relate to the
job, the organization, and oneself. The author discussed five types of surprise. First, it

can occur when newcomers’ conscious job expectations are not fulfilled. Second,
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surprise can occur when both conscious and unconscious expectations about oneself are
unmet, such as expectations about one’s skills, values, and needs. Third, it can occur
when unconscious job expectations are unmet. That is, until they are actually on the job,
people do not realize that certain aspects of the job are important to them. For example,
before they begin work, new faculty members may not realize the necessity of having
secretarial support or additional funding for research.

Founﬁ, surprise can result from inaccurate anticipation of one’s reaction to the
new setting. For example, although new faculty members may anticipate that work
overload can spill over into their personal lives, novices may not expect that this will
cause them unbearable stress. Finally, novices may be surprised when they cannot apply
their previous cultural assumptions to the new setting. For example, faculty members
from research-oriented institutions who gain employment at teaching-oriented
universities may be surprised with the heavy teaching loads at their new institutions.

What are the expectations of newcomers? The central concern of newcomers
often involves role requirements. Therefore, the issues of role clarity, role conflict, and
role acceptance (that is, the extent to which one is expected to change one’s personality
to fit the role) are crucial for newcomers’ adjustment. In their study, Major et al. (1995)
focused on the effects on job satisfaction, commitment, and turnover on newcomers’ job
expectations (such as role clarity and role conflict) and their self-acceptance. The study
findings indicated that unmet expectations had a negative effect on socialization. The
findings also indicated that proactive action to provide support from supervisors and
colleagues could alleviate the negative effect of unmet expectations.

In the context of higher education, graduate schools have been criticized for

inadequately preparing prospective faculty members to assume academic roles, such as in
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teaching and academic culture. New faculty often find discrepancies between their initial
expectations and actual experiences on the job. Information about new faculty’s
expectations can be found in studies on faculty development, new faculty, and academic
aspirants. Writers on faculty development have reported that the most important
concerns of early career faculty members are learning institutional norms and
expectations. Other concerns involve gaining competence, setting priorities, expanding
teaching-related skills, and getting acquainted with institutional resources and support
services (Baldwin & Blackburn, 1981). New faculty members’ expectations about their
jobs, therefore, are likely to relate to these developmental tasks of their early careers.

Literature on the experiences of new faculty members has mentioned certain
intrinsic factors reflecting the expectations of new faculty members. For example,
collegiality often is referred to as the aspect of academic life that new faculty members
expect to find, but are often disappointed (Menges & Associates, 1999). Writers also
have pointed out that new faculty members often have unrealistic expectations about
themselves (Menges & Associates, 1999; Whitt, 1991). These expectations, in turn,
often are reinforced by administrators’ expectation that new faculty members fulfill
multiple responsibilities as soon as they assume their positions (Whitt, 1991).
Furthermore, research in this area has indicated that intrinsic factors, such as autonomy
and the intellectual-stimulus nature of the academic profession, often are reported as
elements that attract new faculty members to an academic career. It therefore seems
reasonable to infer that these intrinsic factors are what new faculty members often expect
from a career in academe.

One of a few studies focusing specifically on new faculty members’ expectations

was conducted by Olsen and Crawford (1998). The researchers used the unmet-
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expectations hypothesis to explore the match between professional expectations
developed during graduate school and the expectations, norms, and values prevalent at a
large research university. Olsen and Crawford compared met expectations of faculty
members with and those without postgraduate work. They also examined the long-term
consequences of a mismatch between initial expectations and actual experiences. The
authors found that expectations significantly affected both work satisfaction and stress,
and that prior work status had a stronger effect on work stress than on job satisfaction.
They concluded that “job expectations do influence key attitudes, especially job

satisfaction in the same year of appointment” (p. 50).

Summary

The first area of literature that informed this study was concerned with new
faculty members’ work expectations. Researchers have pointed out that surprise, which
results from a discrepancy between expectations and actual occurrences, is a common
experience of novices (Louis, 1980; Van Maanen, 1976). In the context of a faculty
shortage, such as currently exists in Thai universities, turnover of new faculty members is
detrimental to the institutions. Research has indicated that unmet or unrealistic
expectations can lead to faculty turnover (Louis, 1980; Porter & Steer, as cited in Major
et al., 1995). Therefore, it was important in this study to examine new faculty members’
expectations. This understanding can help administrators alleviate the negative effects of
unmet expectations, for example, by ensuring that new faculty members receive clear
communications of institutional expectations. It is also important to understand what
new faculty members expect of themselves. According to Louis, surprise can result from

mismatched expectations related to job, institution, and self.
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This background information led me to pose the following questions: What are
new faculty members’ expectations regarding jobs and tasks at their employing
institution? When did these expectations develop? What expectations about the
academic profession or this institution led them to their current jobs? In other words,
what attracted them to an academic career at this institution?

Experiences of New Faculty Members: Concerns and
Needs in Their Early Careers

Writers on faculty development have described the early period of an academic
career as stressful and demanding. At the same time, new faculty members enter their
careers with enthusiasm and tend to be receptive to socialization (Baldwin, 1990;
Baldwin & Blackburn, 1981). Researchers have found that, although new faculty
members often find their jobs stressful, they can gain intrinsic satisfaction from certain
aspects of academic work, such as autonomy, opportunities for intellectual discovery,
and a sense of accomplishment (Olsen, 1993; Olsen & Sorcinelli, 1992; Sorcinelli, 1988).
Studies also have indicated that although, over time, these intrinsic aspects of an
academic career continued to be a source of satisfaction to new faculty members, overall
satisfaction with their careers declined over time (Olsen & Sorcinelli, 1992). Itis
therefore useful to discover specific challenges that may contribute to a decline in overall
job satisfaction among new faculty members. Olsen (1993) mentioned specific factors
that contribute to new faculty members’ work stress, including time constraints, pressure
to balance multiple responsibilities, inadequate compensation, lack of feedback, and job
insecurity.

Many writers have explored the specific challenges that new faculty members

face in their early careers (Boice, 1992; Dunn, Seff, & Rouse, 1994; Fink, 1984; Mager
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& Myers, 1982; Menges, 1994; Menges & Associates, 1999; Olsen & Sorcinelli, 1992;
Sorcinelli, 1988; Sorcinelli & Austin, 1992; Whitt, 1991). These sfudies had some
common themes concerning specific types of challenges that new faculty members often
face.

In the literature, the most often mentioned challenge and disappointment for new
faculty was the lack of collegiality (Boice, 1992; Dunn et al., 1994; Fink, 1984; Mager &
Myers, 1982; Menges, 1994; Menges & Associates, 1999; Olsen & Sorcinelli, 1992;
Sorcinelli, 1988; Sorcinelli & Austin, 1992; Tierney & Rhoads, 1993; Whitt, 1994).
These studies indicated that new faculty members often experience a sense of isolation
and a lack of intellectual stimulation and support from senior colleagues and
administrators. They often complain of a lack of colleagues with whom to discuss their
professional concerns regarding teaching, research, and criteria for tenure and promotion.
Some express concern about politics in the department (Mager & Myers, 1982). Writers
also have found that new faculty have few opportunities for teaching and research
collaboration (Fink, 1984; Menges, 1994; Sorcinelli, 1988). Mentoring often is rare,
particularly for women and minorities (Boice, 1992; Menges, 1994; Tiemey &
Bensimon, 1996).

In terms of long-term improvement of collegiality, researchers have reported a
decline over time in new faculty members’ satisfaction with collegiality (Olsen, 1993;
Olsen & Sorcinelli, 1992). Boice (1992) noted the lengthy period before new faculty
members are able to establish themselves as part of the academic community. He also
discovered that inexperienced new faculty members (those who had just been granted
their final degree) tended to integrate themselves more quickly into the academic

community than did experienced (those who had transferred from other academic
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institutions) and returning new faculty members (those who had previous work
experience in nonacademic settings).

The second most often mentioned challenges were time constraints, work
overload, and pressures to balance multiple responsibilities (Boice, 1992; Fink, 1984;
Menges, 1994; Menges & Associates, 1999; Olsen, 1993; Olsen & Sorcinelli, 1992;
Sorcinelli, 1988; Tierney & Rhoads, 1993). New faculty members often face challenges
in balancing multiple and often conflicting demands (Austin & Rice, 1998), for example,
in balancing teaching and research. Many new faculty members complain about being
overwhelmed with immediate demands for teaching, advising, and performing
administrative tasks and committee work. Most new faculty members spend the majority
of their time on excessive lecture preparation, in response to the immediate demand to
avoid negative evaluations. The teaching role becomes even more demanding because
new faculty members sometimes are assigned to teach many different courses, each of
which necessitates separate preparation (Fink, 1984).

Being overwhelmed by the immediate need to fulfill their teaching
responsibilities, new faculty members tend to postpone research, which is the main
criterion for evaluation (Boice, 1992; Fink, 1984; Menges & Associates, 1999). Time
management can create great stress for new faculty members, especially as the time for
tenure review approaches. New faculty members’ typical solution to work overload is to
spend more time on their work and try harder (Menges, 1994). Work overload, in turn,
often has negative spillover effects on their personal lives (Sorcinelli & Gregory, 1987),
such as personal health and relationships (Reyonds, 1992; Sorcinelli, 1994).

In investigating these challenges over time, Olsen and Sorcinelli (1992) found

that many new faculty members adjusted well to their teaching and research roles.
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However, the challenge to manage their time in order to balance multiple responsibilities
became even greater.

The third challenge for new faculty members concerns challenges in the teaching
role. According to Fink (1984), in the early career, teaching is the most overwhelming
aspect of academic life. Although some faculty members have had previous experience
as teaching assistants, that experience does not always adequately prepare them for
taking full responsibility for teaching, including designing courses and syllabi, evaluating
courses, and so on.

Whereas researchers have found that new faculty members desire to adopt more
active learning and student-centered approaches to improve students’ learning, they often
have limited repertoires of teaching strategies (Boice, 1992; Fink, 1984; Menges &
Associates, 1999). They typically rely on the lecture and reading approach (Fink, 1984)
and are concerned primarily with getting the content right (Boice, 1992; Fink, 1984;
Menges & Associates, 1999). Further, they often face challenges of dealing with
difficulties that students have with their lessons. Some contextual factors, such as having
to teach large classes and being concerned about appearing not to have sufficient
knowledge, also impede faculty from using new approaches (Fink, 1984; Menges &
Associates, 1999).

New faculty members tend to be eager to improve their performance, but they
have limited opportunities to discuss teaching with colleagues. Whitt (1991) found that
new faculty members expressed a need for more constructive feedback from their
colleagues, but they often were passive in seeking outside help. In the study by Menges
and associates (1999), new faculty members valued student evaluations as much as they

valued those of their colleagues and administrators, which often were not even offered.
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In addition, most new faculty members were slightly more satisfied with feedback from
students than from colleagues and administrators. They found students’ feedback to be
more specific, coherent, and constructive. In other studies, however, such as that by
Luce and Murray (1997), new faculty members did not trust student evaluations.

The evaluation, tenure, and reward system is another concern for new faculty
members in many ways. First, the message that many institutions convey to new faculty
members on the criteria for tenure review often is unclear, and sometimes the criteria are
unstated (Austin & Rice, 1998; Chait, 1998). Often new faculty are not given consistent,
specific information on tenure requirements, such as the expected ratio of teaching,
research, and service; expected numbers of publications and whether both books and
articles are counted; and which publishers are acceptable (Chait, 1998; Tierney &
Bensimon, 1996). Even worse, different sources of information concerning work
expectations and tenure requirements sometimes are in conflict with one another (Austin
& Rice, 1998; Menges & Associates, 1999; Tierney & Bensimon, 1996; Whitt, 1991).

The second point of concern about tenure is the tenure timeline (Austin & Rice,
1998; Chait, 1998). Typically, the review process occurs in the sixth or seventh year of
appointment. In general, new faculty members are concerned about not being able to do
all the work required for tenure within this period. For example, the lengthy time
required for getting their work published may not fit within the time frame of the current
tenure requirement (Austin & Rice, 1998).

Many new faculty members also comment that the tenure review process does not
provide constructive feedback for improvement (Austin & Rice, 1998; Chait, 1998;

Menges & Associates, 1999; Sorcinelli, 1988, 1992). In the study by Menges and

51



associates, some new faculty members perceived the feedback from the review process as
having little usefulness because that feedback lacked specificity and politeness.

Austin and Rice (1998) found that some new faculty members also were
concerned about the frequent turnover of department chairs, deans, or members of their
evaluation committees. Their main concern was that if the members of the review
committee, who had given them advice for several years, left before the time of their
tenure review, the new evaluation committee might subject the new faculty to different
criteria and expectations. Also, the new committee might not be familiar with the new
faculty members’ work.

Furthermore, new faculty members have voiced concern that current tenure
review practices can lead to a compromise in academic freedom (the value for which this
system initially was established) (Austin & Rice, 1998; Tierney & Bensimon, 1996). For
example, in Austin and Rice’s study, some new faculty in natural sciences admitted to
choosing topics that could produce results in a short period of time, in order to be able to
use them for tenure review. Others were concerned that they might have to choose topics
that interested colleagues on the committee. Menges (1994) discovered that some new
faculty members’ concern about tenure review made them reluctant to experiment with
innovative teaching approaches or unconventional work.

New faculty members also express concerns about the current reward system,
which is based primarily on research productivity. Research has indicated that there is a
negative relationship between compensation and time spent on teaching. At best,
productivity in teaching had a neutral effect on compensation (Fairweather, 1993;

Menges, 1994). Most new faculty members devote more time to teaching than to other
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activities; therefore, the current reward system is incompatible with these individuals’
day-to-day activities.

Unrealistic self-expectations cause stress for new faculty members (Sorcinelli,
1992, 1994). They often experience stress as a result of self-imposed pressures to do
well in all their multiple responsibilities. For example, in Fink’s (1984) study, new
faculty members tended to rate themselves more harshly in the teaching evaluation than
did their senior colleagues and administrators. In Whitt’s (1991) study, such self-
imposed pressures tended to be reinforced by high expectations from administrators, who
thought new faculty members should be able to fulfill multiple roles as soon as they
assumed their positions.

A few writers have addressed new faculty members’ concerns about insufficient
resources (Sorcinelli, 1988; Whitt, 1991). There are variations among the disciplines in
terms of resources available for new faculty members. The humanities tend to have
fewer resources available than the sciences. This concern also relates to new faculty
members’ concerns about tenure. Some new faculty members in the natural sciences
worried that delays in receiving equipment could jeopardize their ability to acquire tenure
(Austin & Rice, 1998).

Researchers also have pointed out the challenges new faculty face in balancing
work and life outside work, such as maintaining health, family-related responsibilities,
personal recreation, and responsibilities related to citizenship. Writers have found that
negative spillover of the work life into the nonwork life tended to affect new faculty
members more than senior faculty (Sorcinelli & Near, 1989). Sorcinelli and Gregory
(1987) described how trying to maintain a seamless boundary between faculty members’

work lives and their personal lives could create stress.

53



Summary

The second area of literature that guided this study was concerned with
experiences of new faculty members in the U.S. Some common elements experienced by
most new faculty members are the lack of collegiality, time constraints, pressures to
balance multiple responsibilities, challenges in their teaching roles, unclear feedback
from evaluations, anxiety about tenure, and pressures in balancing work and personal
life. These themes guided me in formulating questions for this study concerning the
experiences of new faculty members in a Thai University in the midst of a changing

context.

The Socialization Process
Definitions of Socialization

The socialization process has been conceptualized from two perspectives:
traditional and interpretive. From the traditional perspective, socialization is defined as a
cultural-acquisition process, and it is assumed that culture in general and organizational
culture in particular become coherent, stable, and understandable through a rational
process (Tiermey, 1997). Accordingly, many authors who have subscribed to this
traditional perspective have perceived socialization as a one-way process (Brim, 1966;
Merton, 1957). That is, novices need to assimilate the dominant culture through a
uniform socialization process. In addition, with the assumption that an organizational
culture can be acquired through a rational process, the socialization process typically has
been described as a series of planned learning activities.

Alternatively, from the interpretive perspective, Tiemey and Rhoads (1993)

defined socialization as “a cultural process that involves the exchange of patterns of
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thought and action” (p. 21). From this perspective, an organizational culture is perceived
as a site of negotiation among multiple cultures operating within the organization
(Tierney, 1997, Tierney & Bensimon, 1996).

The interpretive perspective recognizes that variations in members’ backgrounds
can lead them to make sense of the organization differently. As a result, a uniform
socialization experience is not viable. This perspective promotes a bidirectional
socialization process (Tierney, 1997; Tiemey & Bensimon, 1996; Tierney & Rhoads,
1993). That is, while an organization can shape a newcomer’s values, attitudes, and
behaviors through a socialization process, newcomers also are encouraged to contribute
to changes in the organization. In ensuing chapters, I examine the socialization

experiences of new faculty members in Thailand in light of these two concepts.

Stages of the Socialization Process

The socialization process typically is delineated into three stages:

(a) anticipatory; (b) role entry, which indicates the encounter or initial entry and early
adjustment phases; and (c) role continuance (Corcoran & Clark, 1984; Tiemey &
Rhoads, 1993; Van Maanen, 1976). Authors have referred to the role entry and role
continuance phases as organizational socialization (Tierney & Bensimon, 1996; Tierney
& Rhoads, 1993).

The first stage of socialization, anticipatory socialization, can be described as a
process in which a prospective member gains knowledge, skills, and values pertaining to
the roles in the organization to which he or she aspires. Merton (1957) pointed out two
functions of anticipatory socialization: to facilitate entry and to adjust to the

organization. Tierney and Rhoads (1993) added that, at this stage, newcomers also start
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to reframe the group in which they aspire to have membership. Because anticipatory
socialization was not the focus of this study, details of faculty anticipatory socialization
are not discussed here.

The second stage of the socialization process—the role entry stage—was the focus
of this research, with particular emphasis on the role adjustment phase. Organizational
socialization at the role entry stage comprises two phases: (a) the period of newcomers’
initial encounters or interactions with the organization, such as during the recruitment
and selection processes; and (b) the period of early adjustment to the new organization
(Tierney & Rhoads, 1993). In this study, I focused on the latter phase. During this early
adjustment phase, newcomers often experience “reality shock” (Louis, 1980; Van
Maanen, 1976) because of a mismatch between what they learned during the anticipatory
period and their real experiences in the new setting. Learning that occurs during the
anticipatory period often gives prospective members an unrealistic image of the
organization (Van Maanen, 1976). Organizational socialization, therefore, is essential
for new members to be able to adapt to the real situation of the organization.

Van Maanen (1976) pointed out several factors that influence the socialization
process, including organizational factors, relevant groups, features of the tasks, and
individual factors. These factors were taken into account in this study. During the early
adjustment phase, new faculty members in particular also face many challenges,
including a sense of isolation, multiple work demands, and the development of teaching
skills. Another important issue relating to this phase that needs to be addressed is
organizational support of new faculty members. That topic is discussed in the last part of

this section on socialization.
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At the third stage of socialization, role continuance, organizational socialization
begins after the individual settles into the new setting. Learning at this stage builds on
what happened at the role entry stage. Newcomers may have to deal with problems
discovered during the encounter phase of that stage. If there is a conflict between
individuals’ values and work orientation, the organization may apply an intervention that
serves to disconfirm newcomers’ previous assumptions. This can create anxiety, which
leads newcomers to acquire new learning that is aligned with institutional expectations.
The institution may use various strategies to influence newcomers, such as reward and
punishment. In contrast, if newcomers are successfully introduced into the
organizational culture during the entry period, they are likely to internalize role
specifications, derive satisfaction from their work, and develop a high level of

involvement and commitment to the new organization (Corcoran & Clark, 1984).

Dimensions of Organizational Socialization

Dimensions of organizational socialization have been identified by various
authors (Tiemey & Bensimon, 1996; Tiemey & Rhoads, 1993; Van Maanen & Schein,
1979). Following is a summary of these dimensions.

1. Collective versus individual socialization. Collective socialization involves
learning in a group with common experiences, such as required courses for freshmen.
Individual learning involves learning in isolation, such as apprenticeships and
internships, or experiences of early career faculty members on the tenure track.

2. Formal versus informal socialization. Formal socialization involves
learning separately from regular organization members, such as new faculty orientation.

Informal socialization involves learning through trial and error in the actual day-to-day
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work setting, such as socialization experiences of new faculty members, who typically
are characterized as being left to sink or swim.

3. Sequential versus random socialization. In sequential socialization,
sequences and steps of the learning experiences are clearly identified, such as medical
training, in which newcomers may be required to master basic competencies before
proceeding to the next level. In random socialization, sequences for learning one’s roles
are not clearly delineated, such as the experiences of new faculty members in learning
multiple tasks on the job as soon as they assume their position.

4. Fixed versus variable socialization. Fixed socialization involves learning
within a clearly specified timetable, such as the 12-year timeline for high school
education. Variable socialization involves learning with an unspecified timetable, such
as a varied timeline for graduate students in attaining their doctorate degrees.
Socialization of faculty members in the U.S. system can be characterized as a
combination of the fixed and variable processes (Tierney & Rhoads, 1993). That is, the 6
years of the pretenure period are fixed. However, the time frame for an associate
professor to progress toward a full professorship varies from one individual to another.

5. Serial versus disjunctive socialization. In serial socialization, newcomers
learn from their predecessors, who serve as guides, role models, or mentors. In
disjunctive socialization, newcomers learn without any guides, role models, or mentors.
This is often the case for minority faculty members and students.

6. Investiture versus divestiture socialization. In investiture socialization,
newcomers’ previous socialization is confirmed or valued in their new position or setting,
such as the experiences of some inbred new faculty members. In divestiture

socialization, newcomers’ previous socialization is transformed or replaced in the new
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setting, such as experiences of some new faculty members who have graduated from
research universities and are hired to work at teaching-oriented colleges.

The preceding delineation of the six dimensions of organizational socialization
served as a framework for this study in characterizing the socialization experiences of
new faculty members and their institutional support. The following discussion of
institutional support for new faculty socialization provides a background for using these
six dimensions of organizational socialization in analyzing new faculty members’

socialization experiences.

Institutional Support for New Faculty Socialization

Many kinds of support can be provided for new faculty members. In this section,
I discuss programs for new faculty orientation, research development programs, support

for improving teaching, support from department chairpersons, and mentoring.

Programs for New Faculty Orientation

Fink (1992) gave an overview of the variety of formats that orientation programs
may have, including their timing in the academic year, who is targeted, the content,
whether the programs are mandatory or voluntary, and whether they are centralized or
decentralized. Timing indicates when and how often orientation occurs during the
academic year. The typical orientation takes place at the beginning of the semester and
often overwhelms new faculty members with information (Tierney, 1998). One
alternative is a program like that at Oklahoma University, which is a semester-long
seminar that enables new faculty members gradually to absorb information and apply it

to their work.
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Orientation programs can also vary by target groups—that is, new or continuing
faculty members or both, full-time or part-time faculty or both, or any combination of
these groups. This consideration should also affect content. Fink’s (1992) overview of
orientation content included such topics as the campus, teaching effectiveness, and
professional development. Many faculty development staff have suggested integrating
campus and instructional development orientations.

Orientation programs also vary in terms of whether they are voluntary or
mandatory. Many faculty development staffs hesitate to impose mandatory orientations
because they believe that faculty members need to be intrinsically motivated to do a good
job. However, the success of the orientation program at Southeast Missouri State
University has proven that a mandatory program can be viable.

Orientation programs also vary by whether they are centralized or decentralized.
Centralized orientation programs are provided at the campus level for all new faculty

members, whereas decentralized ones may be provided by each college or department.

Research Development Programs

Successful programs that promote faculty members’ scholarship often focus on
improvement of collegiality, effective time management, and sufficient resource support.
Javis (1992) discussed several strategies for promoting the development of junior faculty
members’ scholarship, including mentoring, group projects, fellowship opportunities, and
financial and resource support.

Writing workshops that help new faculty deal with time management and other
common challenges encountered in the writing process can be valuable. For example,

Boice’s (1986) writing workshop focused on helping participants unlearn myths about
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writing (such as that good writing requires large blocks of time), overcome writer’s block
through free writing activities, develop regular writing habits, and control anxiety about

writing failure.

Support for Improving Teaching

An example of a program designed to improve faculty members’ teaching is the
Lilly Endowment Fellows Program, which has had a positive influence on individual
faculty members’ careers as well as on universities as a whole (Austin, 1992a, 1992b;
List, 1997). For decades, the Lilly Endowment has sponsored a teaching fellows
program for faculty in their pretenure years. The purpose of the program is to enable
junior faculty to develop teaching expertise while also establishing themselves as
researchers and writers. The program on each campus varies in terms of content
emphasis, degree of program structure, and so on. Austin (1992a) reported, however,
that there are some typical basic elements of the teaching fellows program. These
include regular group meetings, individual projects, time release from regular teaching,

mentoring, and retreats and conferences.

Support From Department Chairpersons

In many studies, new faculty members have perceived the department chairperson
as a key figure in promoting their early career adjustment (Sorcinelli, 1988; Tumer &
Boice, 1987; Whitt, 1991). The chairperson provides such support by:

1. Creating a collegial working environment for new faculty members—
encouraging senior colleagues to initiate contact with new faculty members, assigning

mentors to new faculty, organizing formal and informal social gatherings, and so on.

61



2. Referring new faculty to various sources of support at the college as well as
campus levels.

3. Securing department resources to support new faculty members.

4. Serving as a mentor and an advocate for new faculty members.

5. Giving direct and honest feedback on new faculty members’ work
performance.

6. Clarifying institutional expectations. This assistance is particularly important
in institutions that are undergoing change because, in such a situation, senior faculty
members, who tend to have been hired under different conditions, may be confused about
their role. As a result, new faculty members often are given conflicting advice by peers

and administrators.

Mentoring

There are variations in the definition of mentoring, which typically is defined
according to its functions. The term sometimes is used interchangeably with
sponsorship, role model, or even peer relationship. Conflicting views about the
mentoring concept have been expressed by those who described mentoring as a dyadic
hierarchical relationship between mentor and mentee (Menges & Associates, 1999;
Reohr, 1981) and those who considered peer relationships as mentoring (Kram, 1986;
Kram & Isabella, 1985). Kram broadly defined mentoring as a relationship between
junior and senior colleagues, or between peers, that provides a variety of developmental
functions.

Some authors have offered ways to categorize the functions of mentoring (Kram,

1986; Sands, Parson, & Duane, 1991; Shapiro, Haseltine, & Rowe, 1978; William &
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Blackburn, 1988). Kram’s categorization, in particular, is a comprehensive framework
for systematic analysis of mentoring functions, and it was used in the present study to
explore mentoring experiences of new faculty members. According to Kram, mentoring
serves primarily two functions: career functions and psychosocial functions.

Career functions are “those aspects of a relationship that enhance learning the
ropes and preparing for advancement in an organization” (Kram, 1986, p. 161). These
functions include:

1. Sponsorship, which involves providing newcomers with access to connections
and opportunities.

2. Coaching, which involves providing guidance, advice, and feedback.

3. Protection, which involves helping novices prevent or deal with conflicts or
mistakes outside their control.

4. Exposure, which involves providing opportunities for novices to be visible or
to demonstrate their competence.

5. Challenging work assignment, which involves assigning tasks that stimulate
novices’ growth.

Psychosocial functions are “those aspects of a relationship that enhance a sense
of competence, clarity of identity, and effectiveness in a professional role”” (Kram, 1986,
pp. 161-162). These functions include:

1. Role modeling, which involves demonstrating valued behavior, attitudes, and
skills that enable novices to grow with competence, confidence, and a clear professional
identity.

2. Counseling, which involves helping novices explore their personal and

professional concerns.
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3. Acceptance and confirmation, which involve providing ongoing support and
respect, and reinforcing a sense of self-worth for novices.

4. Friendship, which involves developing mutual caring relationships in addition
to those necessary for working purposes, such as sharing experiences outside the work
setting.

Writers have discussed two types of mentoring: Formal and informal (Major et
al., 1995). Informal mentoring typically occurs haphazardly through natural selection
between pairs. The mentor often initiates the informal mentoring relationship. Formal
mentoring, on the other hand, is arranged by the organization. In many programs,
assessment tools have been developed to match pairs. In formal mentoring, goals,
activities, schedules, resources, and evaluation often are planned and specified.

With greater interest in formal mentoring, many researchers have assessed such
mentoring on various campuses to discover factors that contribute to effective mentoring
programs. These factors include the time commitment of the mentoring pairs and
adequate basic skills required for mentoring, such as listening (Boice, 1986; Sorcinelli,
1995; Wunsch, 1994).

The traditional format of formal mentoring has been characterized as an arranged
dyadic hierarchical relationship between mentors and mentees. Recently, some faculty
development staffs have expanded this traditional format into formal peer mentoring and
committee or group mentoring formats. For example, Harnish and Wild (1993)
discussed structured peer mentoring as a means to improve instruction. Unlike
traditional mentor relationships, there are no meaningful differences in age, experience,

rank, or career stage between pairs in the mentoring project.
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Alternatively, Boice (1986) used committees as mentors (group mentoring) to
help new faculty members prepare for tenure review. Using a “contract” model, the
mentoring committee continually provides feedback and clarifies expectations through

reviewing the contract.

Summary

Definitions of socialization, stages of socialization, dimensions of organizational
socialization, and specific institutional support for new faculty socialization were
discussed in this section. In the present study, the specific institutional support and other
possible emerging factors that contribute to the socialization of new faculty at the role
entry stage were examined through the framework of the dimensions of organizational
socialization. For example, if new faculty members at this university had mentors, I
further analyzed whether that mentoring experience was formal or informal, individual or
collective, and whether the mentor encouraged the new faculty member to build on
(investiture socialization) or transform (divestiture) the previous orientation. Also,
through my interviews with new faculty members about how they were socialized to their
institution, I gained a better understanding of whether the new faculty members at the
university in this study experienced unidirectional or bidirectional socialization.

The Effects of Disciplinary Differences on the
Socialization of New Faculty

A number of researchers have developed classifications of disciplines. For
example, Lodahl and Gordon (1972) classified disciplines according to the level of
paradigm development. Biglan (1973) classified disciplines into three dimensions:

(a) hard or soft (concerning whether a single or more paradigms exist), (b) pure or
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applied (concerning whether disciplines are oriented toward practical application), and
(c) life or nonlife system areas (concerning disciplines that deal with living or nonliving
subjects). Pairing of these dimensions differentiates the nature of knowledge among
disciplines. These disciplinary differences in terms of the nature of knowledge, in turn,
affect the work of faculty members in varying disciplines. Much like Biglan, Becher
(1987) classified disciplines into two dimensions, hard or soft and pure or applied.

The preceding are just a few modes of classification. According to Braxton and
Hargens (1996), what these classifications have in common is that they were developed
from the assumption that the level of consensus varies among disciplines. Such
variations are reflected in the differences in appropriate theoretical orientations, research
methods, and the relative importance of research questions. In general, the physical
sciences often are categorized as high-consensus fields. In contrast, the social sciences
and humanities typically are characterized as low-consensus fields. Braxton and Hargens
further concluded that there are consequences of these variations in disciplines.

Braxton and Hargens’s review of literature on disciplinary variations indicated
that there are great differences in faculty work orientation, practice, and work
environment, depending on the discipline. For example, in comparison with faculty
members in low-consensus fields, those in high-consensus fields tend to focus more on
research. They also tend to have a higher rate of publication, lower journal rejection
rates, and more available external funding. Chairpersons in high-consensus fields put
more emphasis on research activities as departmental goals than do chairs in low-
consensus fields.

In contrast, faculty members in low-consensus fields tend to be interested in

devoting more time to teaching and achieving better evaluations of their teaching. These
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same faculty members also show a greater interest than those in high-consensus fields in
improving undergraduate education, teaching with a student-centered approach, and
using teaching strategies that encourage students’ personality development and critical
thinking. Chairpersons in low-consensus departments also tend to emphasize teaching
more than those in high-consensus departments.

Although faculty members in different disciplines vary in their interests and
practices, Finkelstein and LaCelle-Peterson (1992) observed that studies of new faculty
members often have focused only on a single discipline or on different departments
within a single institution. In their New Faculty Project, Braxton and Berger (1999)
filled a void in the literature on new faculty by exploring whether new faculty members
in diverse disciplines also experienced different psychological factors (such as interest in
and satisfaction with different professional roles) and organizational factors (such as
institutional pressures and supports) that affected their adjustment to professorial roles in
teaching and research. The initial hypothesis of that study was that new faculty members
in high-consensus fields would have a greater advantage than those in low-consensus
fields with regard to adjusting to their research roles. Conversely, new faculty members
in low-consensus fields were hypothesized to have a greater advantage than those in
high-consensus fields with regard to adjusting to their teaching roles.

An unexpected result of Braxton and Berger’s study was that new faculty
members in high-consensus fields had greater advantages in adjusting to both teaching
and research roles that were congruent with the institutional emphasis and expectations.
For example, in teaching-oriented institutions, faculty members in high-consensus fields

had greater advantages in adjusting to their teaching roles. In contrast, in research-

67



oriented institutions, new faculty in high-consensus fields had greater advantages in
adjusting to their research roles.

According to Braxton and Berger (1999), it is possible that the degree of
consensus in a particular discipline facilitates new faculty members’ adjustment to both
teaching and research roles. In terms of research, such consensus enhances publication
because members of the discipline share an understanding about the significance of the
problem and methodological approaches. In addition, empirical studies have indicated
that a higher level of collaboration in high-consensus fields also may facilitate new
faculty members’ adjustment to new roles. Similarly, the high degree of accord in high-
consensus disciplines enables faculty members to have better agreement about the
content of courses and degree requirements. Faculty members in high-consensus fields,
in turn, face less ambiguity in selecting a topic, or in designing courses, than do those in
low-consensus fields. As a result of their research, Braxton and Berger suggested that
faculty development staff need to take into account variations in levels of consensus

among disciplines when implementing socialization strategies.

Summary

The literature reviewed in this section focused on the influences that disciplinary
differences have on new faculty members’ adjustment to their roles and institutions.
Researchers have found that many categorizations of disciplines distinguish among
disciplines based on the degree of consensus regarding the subject matter. The physical
sciences typically are considered high-consensus fields, followed by the social sciences
and humanities. Research also has indicated that faculty in high-consensus fields have

greater advantages than those in low-consensus fields in adjusting to both teaching and
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research roles that are consistent with the institutional emphasis (Braxton & Berger,
1999).

Braxton and Berger also suggested that, when implementing socialization tactics,
program planners need to take into account disciplinary differences based on the degree
of consensus within the disciplines. Using this background information, I investigated
socialization experiences of new faculty members in different departments, which were
classified according to the degree of consensus within the department’s disciplines and
its practical orientation—that is, pure hard, pure soft, applied hard, and applied soft fields.
I also observed whether particular socialization strategies were applied in some
departments more than others, and how new faculty members in different disciplinary

areas perceived the relative effectiveness of those strategies.

Chapter Summary

Four themes in the literature about new faculty in the U.S. context were discussed
in this chapter: (a) the work expectations of new faculty members, (b) experiences of
new faculty members, (c) socialization, and (d) effects of disciplinary differences on the
socialization of new faculty. These four themes in the literature guided me in
formulating the research questions and in analyzing the data for this study.

Until now, only a few studies in the U.S. have been focused specifically on new
faculty members’ work expectations. Information about such expectations is mostly
scattered throughout the literature on new faculty members’ experiences that addresses
their concerns or the support that faculty wish they had or need in their early careers.
From those studies, one can draw inferences about new faculty’s expectations. More

studies on this topic are needed in the international context. Therefore, to fill the void in
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the literature, part of this study was focused specifically on expectations of new faculty
across disciplines.

The second theme in the literature concerned new faculty’s experiences in the
U.S. context; little relevant information was found in the international context. The
findings from this study, therefore, will heighten the understanding about experiences of
new faculty in another country-Thailand. Literature about experiences of new faculty in
the U.S. was used in formulating the probe questions used in this study.

The third theme in the literature examined in this study concerned the new faculty
socialization process. Authors have classified the socialization process into three stages
(Tiermey & Rhoads, 1993; Van Maanen, 1976). Classification of the socialization
process into stages enabled me to situate the focus of this study, organizational
socialization at the role entry stage, within a larger framework of the socialization
process. Many sources of informal as well as formal socialization were described in the
literature on new faculty development. These sources of socialization, in turn, can be
analyzed according to dimensions of the organizational socialization framework, which
initially was proposed by Van Maanen and later adapted to the academic context by
Tierney and Rhoads.

The last section of this review was focused on variations in academic disciplines.
I used these disciplinary classifications, especially those of Biglan (1973) and Becher
(1987), as tentative frameworks to guide my observations about differences in

expectations, experiences, and socialization among new faculty in various disciplines.
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CHAPTER 4

RESEARCH METHODOLOGY

Introduction
The research methodology of the study is explained in this chapter. First, the
purpose of the study and the research design are described. The research questions are
set forth, followed by a description of the study sample. In the next sections, the data-
collection method and data-analysis techniques are delineated. Last, limitations of the

study are discussed.

Purpose and Research Design

My purpose in this study was to describe and explain the socialization
experiences of new faculty at a selected Thai university. Specifically, the objectives
were to (a) explore new faculty members’ expectations about their academic roles and
their employing institutions; (b) describe the actual socialization experiences of new
faculty in their jobs; (c) explain the socialization process and identify sources through
which new faculty learn their roles; and (d) observe how new faculty’s expectations,
early career experiences, and socialization process vary by discipline.

A qualitative design was chosen because of its appropriateness in accomplishing
the purpose of this study. Researchers have suggested that a qualitative design is
appropriate for an exploratory or descriptive study, one that is intended to provide rich

descriptions of a social phenomenon and seeks to understand processes, particularly how
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people make sense of their experiences (Creswell, 1994; Marshall & Rossman, 1995;
Merriam, 1998; Patton, 1990). This approach also is appropriate when the context is
likely to be important (Marshall & Rossman, 1995).

In this qualitative study, a semi-structured interview protocol was used to gather
the data. Seventeen new faculty members at a Thai university were interviewed for
approximately 1 to 2 hours each. The questions in the interview protocol were organized
around three themes or categories, which served as a tentative conceptual framework of
the study; these were (a) work expectations, (b) experiences on the job, and (c) the

socialization process and institutional supports.

Research Questions

The central research question of this study was, What are the socialization
experiences of new faculty members at a Thai university? The following four
subsidiary questions further guided the collection of data for the study:

1. What are new faculty members’ expectations of their academic careers at this
university?

2. What experiences do new faculty members have early in their careers?

3. From the perspective of new faculty members, how are new faculty members
socialized into their academic roles and the workplace? How can new faculty’s
socialization experiences be characterized in terms of the dimensions of socialization?

a. What kinds of support are available?
b. What kinds of support are helpful?

c. What additional support do new faculty members need?
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4. How do new faculty’s expectations, experiences, and socialization process
vary by discipline?

These four subsidiary questions were derived from four themes in the literature
that served as a conceptual framework for this study: (a) the career expectations of new
faculty; (b) experiences of new faculty members; (c) faculty socialization at the entry
stage, dimensions of socialization, and institutional supports for the socialization of new

faculty; and (d) variations across disciplines.

The Study Sample

The sample for this study comprised 17 new faculty members from a public
university in Thailand. New faculty members were defined as full-time faculty who had
been in their positions at the university under study for 3 or fewer years. Included were
faculty who were new to academic roles as well as those who were new to this university.
Specifically, the sample included faculty members who had just earned their highest
degree, those with previous nonacademic career experience, and those with fewer than 3
years of academic appointment at other institutions in combination with this university.

According to available preliminary information, this university employed
approximately 2,895 faculty members of all ranks, of whom 383 were new faculty
members who had been at the university 3 or fewer years. Thirteen of the new faculty
members had transferred from another institution (3 from the Royal Army, 2 from the
Royal Police Department, and 8 from other universities). The rest of them had just
graduated from higher education institutions.

This university had 18 schools: the Colleges of Allied Health Sciences,

Architecture, Arts and Letters, Commerce and Accounting, Communication Arts,
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Dentistry, Economics, Education, Engineering, Fine and Applied Arts, Law, Medicine,
Nursing, Pharmaceutical Sciences, Political Science, Psychology, Sciences, and
Veterinary Science. For analysis purposes, I classified these colleges into four
disciplinary areas using Biglan’s (1973) and Becher’s (1987) system: pure hard, pure
soft, applied hard, and applied soft. This classification distinguishes among the four
disciplinary areas according to the degree of consensus regarding disciplinary knowledge
and whether they have practical applications.

Seventeen individuals were selected from the total of 383 new faculty members.
Of these 17 faculty members, 6 had been employed for fewer than 6 months, 5 had been
employed for approximately a year, and another 5 had been employed for approximately
2 years or more, but not more than 3 years. Eight of them obtained their final degrees
from universities in the United States, 5 received their degrees in Thailand, 2 in the
United Kingdom, and 1 in Germany. Ten of the 17 informants had no previous work
experience. Among the remaining 7 faculty members who had previous work
experience, 4 had been employed in educational settings. Characteristics of the sample,
including their disciplinary areas, are shown in Table 1.

I used Biglan’s (1973) classification of disciplines as a frame to categorize these
informants into four disciplinary areas according to their colleges: pure hard, pure soft,
applied hard, and applied soft (see Table 2). The four faculty members from pure hard
disciplines were from the College of Science but were in different departments. Of the 5
faculty members in pure soft disciplines, 3 were from the College of Political Science
and 2 were from the College of Arts and Letters. There were 4 faculty members in

applied hard disciplines: 2 in the College of Veterinary Science and 2 in the College of
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Pharmaceutical Science. Of the 4 faculty members in applied soft disciplines, 2 were

from the College of Education (but in different departments), 1 was from the College of

Commerce and Accounting, and one was from the College of Economics.

Table 1: Characteristics of the informants for this study.

o Graduation | Length of Previous Work
Informant | Discipline Gender Institution | Work Experience?

1 Pure hard Female USA 1.5 years No

2 Pure hard Female USA 1 year, 10 Yes
months

3 Pure hard Female USA Approx. 1 No
year

4 Pure hard Female USA More than2 | No
years

5 Applied hard | Male Thailand 3 years No

6 Applied hard | Female Thailand 4 months No

7 Applied hard | Female USA Approx. 1 Yes
year

8 Applied hard | Female UK 2 years No

9 Pure soft Female USA A couple of | No
months

10 Pure soft Male UK Approx. 3 No
years

11 Pure soft Male UK 1.5 months Yes

12 Pure soft Female Germany 3-4 months | Yes

13 Pure soft Male Thailand More than2 | No
years

14 Applied soft | Female Thailand 4 months Yes

15 Applied soft | Male Thailand 3 months Yes

16 Applied soft | Female USA 2 years No

17 Applied soft | Female USA 1.5 years Yes
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Table 2: Distribution of informants by disciplinary classification of their colleges.

Pharmaceutical Science (2)

Hard Soft
Pure Science (4) Humanities (2)
Political Science (3)
Applied Veterinary Science (2) Commerce & Accounting (1)

Education (2)
Economics (1)

Note: Numbers in parentheses indicate the number of respondents in a particular college.

Of the university’s 383 new faculty members, 199 were men and 184 were

women. The sample, too, had both men and women. In the pure hard disciplines, 3

informants were females and 1 was a male. In the pure soft disciplines, there were 2

female and 3 male informants. Informants in the applied hard disciplines were 3 females

and 1 male, and those in the applied soft disciplines also were 3 females and 1 male (see

Table 3).

Table 3: Distribution of informants by gender and discipline.

Male Female
Pure hard 1 3
Pure soft 3 2
Applied hard 1 3
Applied soft 1 3
Data Collection

After my doctoral committee approved the proposal for my dissertation, I

submitted the proposal with the appropriate forms to the Michigan State University
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Committee on Research Involving Human Subjects (UCRIHS) for its review and
approval. That approval was granted (see Appendix A).

The consent form that all participants signed stated that all of the data collected in
the study would be kept confidential and would be reported in such a way that
participants could not be identified. The consent form also stated that participants were
free to discontinue their participation at any time (see Appendix B).

Before the actual interviews, I conducted a pilot study with three faculty members
to test the interview protocol. Two of them were from universities other than the one
under study.

In the field, the actual interviews started on July 20, 2000, and were completed on
August 7. From the list of new faculty members obtained from the personnel
development unit at their university, I selected 17 new faculty for interviews who fit the
criteria described above. Eight faculty members from each of the different colleges
helped make preliminary contact with the new faculty in their colleges. I followed up
this contact by telephoning these new faculty members to inform them about the study
and to make arrangements to interview them.

New faculty members who fit the sample criteria and were willing to participate
signed consent forms before the interviews. Each participant was interviewed with the
standard semi-structured interview protocol (see Appendix C). These interviews were
concerned with the faculty members’ expectations, experiences, and socialization process
at this university. Most questions in the interview protocol were developed from a
review of the literature guiding this study. However, some questions about mentoring

were adapted from ones used by Rohrer (1998) in a study of new faculty’s mentoring
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relationships. Each interview took approximately 1 to 2.5 hours. With the permission of
the informants, I audio-taped all of the conversations and took notes during the
interviews. While interviewing, I confirmed my interpretation of the conversations with

the informants to ensure accuracy.

Data Analysis

Qualitative data analysis is an inductive process. That is, using this approach, the
researcher builds concepts, hypotheses, or theories, as opposed to testing existing theory,
which is done using the quantitative approach (Merriam, 1998). According to Marshall
and Rossman (1995), qualitative data analysis involves *“‘organizing data; generating
categories, themes and patterns; testing the emergent hypotheses against the data; and
writing the report” (p. 113). Each phase involves reduction and interpretation of the data.
In this study, I reduced a large amount of information from the interview transcripts into
certain patterns, categories, or themes; then I used certain schema to interpret the
information (Creswell, 1994; Marshall & Rossman, 1995).

The specific data-analysis method used in this study was the constant comparative
method (Lincoln & Guba, 1985; Merriam, 1998). The essence of this method is “the
continuous comparison of incidents, respondents’ remarks, and so on, with each other”
(Merriam, 1998, p. 179). This method is similar to the inductive analysis used in Whitt’s
(1991) study, which involved two primary processes: unitization and categorization.

Through unitization, the unit of data—that is, any meaningful or potentially
meaningful segment of information—is identified from the interview transcripts.

According to Lincoln and Guba (1985), a unit of data must meet two criteria: (a) the unit
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should be heuristic—that is, it should be relevant to the study and stimulate the reader to
think beyond the particular unit of information; and (b) the unit should be a “small piece
of information about something that can stand by itself-that is, it must be interpretable in
the absence of any additional information other than a broad understanding of the context
in which the inquiry is carried out” (p. 345). In this study, the unit could be a word,
sentence, or phrase concerned with new faculty’s expectations, experiences, socialization
process, and sources of support, such as events, feelings, and so on.

The first step in the data analysis for this study was to transcribe all of the
interviews, which were in Thai, and to translate them into English. Questions in the
interview protocol were used to guide the preliminary analysis. I developed a matrix for
each of the three major themes of this study: (a) work expectations of new faculty,

(b) new faculty members’ experiences on the job, and (c) socialization experiences of

.
new faculty. The subthemes within each matrix were guided, in part, by questions from
the research protocol; however, I simultaneously attended to new themes that emerged
during the analysis. I also paid particular attention to variations among disciplines.
These matrices enabled me to thematically compare responses of all new faculty across
disciplines.

For the purpose of information retrieval and to ensure informants’ anonymity, I
assigned a code number to each informant. I recorded background information on the
informants, including academic discipline, gender, country in which they earned their
final degree, length of employment at the university under study, and whether they had

previous work experience (this information was given in Table 1).
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To establish credibility for the study, I used the “member check” technique,
which involves “taking data and tentative interpretations back to people from whom they
were derived and asking them if the results are plausible” (Merriam, 1998, p. 204). Also,
throughout the interviews, I checked my interpretations with the informants to ensure the
accuracy of the information I obtained.

To enhance the transferability of the study findings, I have provided a rich,
detailed description so that readers can form their own judgment as to whether and how
the experiences of new faculty in this study can be applied in their context. This

technique was suggested by Merriam (1998).

Limitations of the Study

1. This was an interview study of 17 new faculty members at a public university
in Thailand. Because the sample was small, findings about the socialization experiences
of these new faculty members may not be generalizable to new faculty at other
institutions of higher education, such as private universities or teachers’ colleges.

Further, new faculty in this study were categorized into four disciplinary areas.
Within each area, I chose to interview only one or two faculty members in each college.
Therefore, the small sample of faculty within each disciplinary area could also limit the
generalizability of the findings regarding how factors in particular disciplines contribute
to variations in the experiences of new faculty. However, the rich descriptions in this
study should enable readers to decide whether the findings about new faculty’s

experiences can be transferred to their institutional as well as disciplinary context.
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2. Findings from this study concerning new faculty members’ socialization were
drawn only from the perspective of new faculty. Administrators or faculty development

staff may perceive the socialization of new faculty differently.

Chapter Summary

This was a qualitative study about the socialization experiences of faculty in their
early careers. The qualitative research method was chosen because of its appropriateness
to the purposes of this study, in which I sought to understand the process of new faculty
socialization and how new faculty make sense of these experiences. The data were
collected through semi-structured interviews with 17 new faculty members from eight
colleges at a public university in Thailand. Four themes in the literature, discussed in the
preceding chapter, were used to guide the construction of research questions, data
analysis, and data interpretation. This chapter provided details of the sample, data
collection, and data analysis. Techniques that were used to ensure credibility and
transferability of the study findings also were discussed. Finally, limitations of the study
were set forth. The findings from the interviews with new faculty members are reported
in Chapters 5 (The Work Expectations of New Faculty Before Employment),
6 (Experiences of New Faculty on the Job), and 7 (Socialization Experiences of New

Faculty).
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CHAPTER 5

FINDINGS ON THE CAREER EXPECTATIONS OF
NEW FACULTY BEFORE EMPLOYMENT
Introduction

This chapter contains the results of my interviews with new faculty members
regarding their expectations about their roles and the work environment. These two
broad themes were derived from the main question: What are new faculty members’
expectations of their academic careers at this university? The analysis was guided further
by the subsidiary questions in the interview protocol.

At the beginning of the study, I intended to focus only on new faculty members’
expectations about their roles before employment. However, as the interview analysis
progressed, the theme concerning new faculty’s expectations about their institution of
employment emerged.

Under the broad theme of new faculty’s role expectations, there were four
subthemes: (a) expectations about faculty work; (b) expectations about teaching; (c)
expectations about attractive features of an academic career, including factors that
influenced their choice of an academic career; and (d) expectations regarding demanding
or unattractive features of an academic career. Under the broad theme of new faculty’s
expectations about their prospective working environment, there were two subthemes:
(a) expectations about attractive features and prospect of the university, and (b)

expectations about evaluation. Particular attention is given to variations across
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disciplines regarding these themes. In the following discussion, I provide quotations
from the interviews to illustrate new faculty’s expectations about each theme. Some
excerpts are in boldface type to emphasize the relevant points of a particular theme

within the quotation.

New Faculty Members’ Expectations About Their Roles
Under the broad theme of new faculty’s expectations about their roles, there were
four subthemes: (a) expectations about faculty work; (b) expectations about teaching;
(c) expectations about attractive aspects of an academic career, including factors that
influenced their choice of an academic career; and (d) expectations regarding demanding

or unattractive features of an academic career.

Expectations About Faculty Work

From my interviews with faculty in the four disciplinary areas, I learned that
faculty members from different disciplines even defined the term “academic work”
differently. For example, Faculty S in an applied hard discipline defined it as only
teaching. However, Faculty 13 in a pure soft discipline used the term to include teaching,
academic writing, and dissemination of academic knowledge in various forms. Faculty
16 in an applied soft discipline used the term *“academic work” in referring to purely
academic research and used the term “research” in referring to applied or contracted
research.

Whereas faculty work typically is thought to include teaching, research, and
community service, my interviews with new faculty members indicated that these faculty
expected to face other work beyond these three areas, including preserving the nation’s

cultural heritage, advising students, and administration. In a broad sense, almost all
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faculty members across disciplines expected faculty work to involve mainly teaching and
research, followed by community service and student advising. Six faculty members
expected, as well, to have a few administrative responsibilities. Only one individual
mentioned the responsibility of preserving the nation’s cultural heritage.

In various disciplinary areas, differences and similarities in faculty’s opinions
regarding their role expectations were evident. I examined the responses carefully to

identify these similarities and differences, which are noted in the ensuing analysis.

Shared Expectations of Work Priorities
Across Disciplines

All faculty members across disciplines expected teaching to be their main work
responsibility. Administration, when referred to at all by faculty across disciplines, was
expected to be the lowest priority. Some informants even reported that they did not

expect to have administrative work at all.

Expected Work Priorities of New Faculty
in the Pure Hard Disciplines

All faculty in the pure hard disciplines identified both teaching and research as
their expected main work responsibilities. However, they were divided in terms of the
weight they gave to teaching and research. Faculty 1 and 2 in pure hard disciplines
expected to give higher priority to research than to teaching. Here is how Faculty 1 put
it: “At first, I thought faculty would be involved first in teaching and second in research.
Because we have a graduate program here, we have to do research with graduate
students. . . . I plan to spend 45% of <ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>