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ABSTRACT

Whilst the scale of the employability needs of hospitality graduates is well known in
developed countries, very little is known about this with regard to Ghana. There is
concern in Ghana that the educational system is failing to produce employable
graduates. This problem is more acute in hospitality education, where the curriculum
structures may not support the effective preparation of the graduates for employment in
the hospitality industry. In order to fill this gap, this research investigated the factors
that influence the education and employability of hospitality graduates in Ghana, by
examining the effectiveness of hospitality education in meeting the hospitality industry
skills requirements and proposing a framework that will help to equip hospitality
graduates with the employability skills and competencies required by the hospitality
industry. To achieve this aim, a thorough literature review was carried out, which gave
rise to the following research questions: 1) What is the current understanding of the
concept of employability in Ghana, what employability skills and competencies does
the hospitality industry need as a prerequisite for employable hospitality graduate, and
how can hospitality education in Ghana meet these requirements? 2) Taking into
consideration research question 1, how can the findings elucidate the problem of
hospitality graduate employability in Ghana, and subsequently develop a framework to
address the essential employer skills and competency requirements?

Three of the existing employability models, USEM, DOTS and CareerEdge, were
considered based on an extensive review of the literature on graduate employability.
These models tend to be oriented towards developed countries and so may be not
entirely suitable for studying a developing country like Ghana. However, the models
informed the development of a Ghanaian Hospitality Employability Enhancement
Framework (GHEEF) based on the findings of this research. The study provides
evidence from the Ghanaian context of a lack of research focusing on the use and
application of employability models for enhancing hospitality graduate employability,
especially using the GHEEF to improve hospitality education.

To answer the questions outlined above (and refine the GHEEF), the research was
carried out using a mixed-methods approach to the data analysis which combines
qualitative insights from the lived experiences of students, lecturers and employers
regarding Ghanaian hospitality graduates’ employability, with a questionnaire-based
empirical measurement of the extent of the employability problem. An initial discussion
with supervisors to achieve content validity in designing the research instruments was
conducted. This was reinforced by a focus group study of hospitality lecturers,
gquestionnaire surveys of lecturers and graduates, and a semi-structured interview of
employers. The data analysis triangulated the research findings across these
stakeholder groups. The main findings of the research include an acute lack of
understanding of the concept of employability among lecturers, graduates and
employers, the need for curriculum innovations, a disenabling environment for
hospitality education, which fails to equip students with industry-based employability
skills, and the ranking of the relative potential of different hospitality courses to support
the development of specific employability skills, using Pareto analysis and course-
employability skills affinity matrices. The latter is a new result, unknown in the
employability literature prior to this research.

The key contribution to knowledge of the findings includes an elucidation of the key
gaps in hospitality graduate employability education in Ghana; the mapping of the
range of employability skills that graduates should possess in order to be successfully
employed within the hospitality industry; the theoretical development of a conceptual
framework for researching and improving employability education in Ghana; and the



creation of a Ghanaian Hospitality Employability Enhancement Framework (GHEEF),
which will offer practical guidance on how to address these challenges.
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1 CHAPTER 1 INTRODUCTION

1.1 Background of the study

The International Labour Organisation (ILO’s) World Employment and Social Outlook
for Youth (2014) Report states that the quality of the skills that a country possesses is a
critical factor in determining the ability of that country to exploit the competitive
advantage of the new opportunities that are arising amidst the current globalisation and
technological changes. Unemployment worldwide was estimated to rise to about 12.6
per cent in 2013 and as many as 73 million young people are likely to be unemployed
by 2020 (ILO 2014). ILO (2016) made another prediction that unemployment would rise
by about 2.3 million by the end of 2016, to 199.4 million. This prediction rose modestly
in 2017, to 5.8 per cent. (From 5.7 per cent in 2016) — representing 3.4 million more
unemployed people globally (bringing total unemployment to just over 201 million in
2017). This according to ILO (2017) the increase in unemployment levels and rates in
2017 is driven by failing labour market conditions in emerging countries. This is a
worrying revelation that is scaring many emerging economies (ILO 2017). This
exposure furthermore aggravate the overwhelming unemployment rate among young
people in many developed as well as developing economies (e.g., see British Council
2014; Archer and Chetty 2013; Pitan 2016; Ajiboye et al. 2013). Several recent studies
provide strong empirical support for this contention (Garwe 2013; Adesina 2013; Page
2013; Baah-Boateng 2013, 2015; Rudhumbu et al. 2016; Edinyang et al. 2015). This
situation puts pressure on tertiary education providers to equip graduates with not only
academic knowledge, but also the skills that will make them versatile in the workplace
(British council 2015; Pitan 2016).

The rapid growth of higher education and the competitive labour markets globally
makes the concept of employability important (Yang et al. 2015; Owusu et al. 2014;
Bawakyillenuo et al. 2013; British Council 2014; Edinyang et al. 2015). The European
Commission has prioritised employability education as an employment strategy aimed
at resolving the challenges linked to global graduate unemployment. It has also been at
the forefront of policy and theoretical debate at the local, regional, national and
international levels (Owusu et al. 2014; Green et al. 2013; ILO 2014). In line with this,

higher education (HE) underpins the development of nations by producing human



resources with the right kind of capacities, skill and knowledge to embrace the
challenges of unemployment in the 21st century (UNESCO 2013; ILO 2012).

UNESCO (2013) reported that, approximately 97 million students would be enrolled in
higher education worldwide. Half of this figure would be in the developing world. This
means that a competitive environment exists for graduates and young people aged 15-
24 years who are yet to find their way into the job market. Almost 74 million young
people within this age group were looking for work in 2014 (ILO 2014). These young
people need to be armed with the right skills that today's world of business and
knowledge-based economy require (World Bank, 2015).

The ‘knowledge-based economy’ is an expression coined to describe the trends in
advanced economies towards a greater dependence on knowledge and high skill levels
(OECD 2006). The graduate market is changing, so graduates and workers need to
possess the right skills to participate in the knowledge-based economy, which is
important for confronting the challenges of underemployment, unemployment, job
insecurity, redundancy, and redeployment (Green et al. 2013). Higher education is
therefore challenged to re-think and re-orient education and training to promote
employability (European Commission 2010; Palmer 2009; Page 2013; Pitan 2016;
Baah-Boateng 2015).

Similarly, Rufai et al. (2015) take a similar view of how HE in Africa is criticised for its
irrelevant mode of training, compared with the socioeconomic needs of countries, and
its consequent production of graduates who are ill-equipped for the world of work.
Studies by Pitan (2015) and Emeh et al. (2012) and Owusu et al. (2014) supported this

claim.

Ghanaian HE institutions are also exposed to this global challenge (Baah-Boateng
2015). Ghana requires skilled manpower to meet the demands of global competition
(Owusu et al. 2014; Baah-Boateng 2015). The re-orientation of tertiary education
should involve a curriculum review, as suggested by Boateng and Ofori-Sarpong
(2002), to meet the demands of the technology, globalisation and competitiveness

trend in Ghana today.

According to the Institute of Statistical, Social and Economic Research (ISSER), Ghana
(2014), there are over 200,000 unemployed graduates in Ghana. This figure is

estimated to increase by about 71,000 per year when students from various tertiary



institutions enter the job market. This means that Ghanaian HE needs to offer learning
that goes beyond educational attainment, by focusing more on skills development and
innovation (Ghana Ministry of Education 2015; Council of Technical and Vocational
Training (COTVET) 2013).

Graduate employability has become an issue in HE in Ghana (Owusu et al. 2014;
Baah-Boateng 2013). Many Sub-Saharan African countries are experiencing similar
problems of graduate unemployment because employers are stating that the graduates
of many HElIs lack the requisite skills (Ajiboye et al. 2013; Adebakin et al. 2015; Baah-
Boateng and Baffour-Awuah 2015. O'leary 2016). In Sub-Saharan Africa, the poor
employability skills, attitudes, and competencies of graduates are normally blamed on
curricula that are considered outdated and irrelevant to today’s contemporary job
market (Pitan 2016). Related to this problem are the poor training provided to students
and graduates, outdated teaching strategies, poor career guidance, and dependence
on traditional teaching methods, which over-emphasises rote learning and
examination-based assessment (Pitan 2016; Dasmani 2011).

Education and labour market researchers in Ghana are suggesting courses that place
a definitive focus on the job market readiness, skills and competencies that Ghanaian
graduates require to become work-ready and relevant (Ministry of Education Ghana
2015; Baah-Boateng and Baffour-Awuah 2015). In view of this, there is an indication
that Ghana's education and training are failing to meet the needs of the labour market
in terms of both relevance and the skills that graduates possess (Owusu et al 2014;
Gondwe and Walenkamp 2011; Bawakyillenuo et al. 2013; British Council 2014; Baah-
Boateng and Baffour-Awuah 2015). The Ghana National Employment Policy (2014)
and Ministry of Employment and Social Welfare affirm this. This predicament, as
indicated by the employment policy, calls for a careful consideration of the kind of
policy interventions that would ease the plight of Ghanaian graduates (Gondwe and
Walenkamp 2011). The graduate employability problem is significant among university
and polytechnic graduates aged 15-24 years (Ghana Living Standard Survey (GLASS)
2014). Consequently, the government of Ghana has been blamed for failing to create a

sufficient number of jobs.

A study by the British Council (2015) on Universities, Employability and Inclusive
Development, which focuses largely on four Sub-Saharan Africa countries: Ghana,

Nigeria, Kenya and South Africa (2015), indicates that one of the major challenges that



Sub-Saharan Africa is facing is robust research evidence on which to base effective
policy making and reforms. The study further indicates that all four countries studied
face graduate employment issues. However, Nigeria and South Africa have higher
unemployment figures compared to Ghana and Kenya. The Nigerian rate is as high as
23.1 per cent for those with undergraduate degrees. South Africa has a far lower rate
for university graduates (5.9 per cent); it is high for those with diploma or certificate

level qualifications.

It is interesting to note that the British council Report found a lack of unemployment
figures specifically for HE graduates for Ghana and Kenya. However, the Report
estimates that, for the 25-29 age group, which encompasses recent graduates, the
unemployment rate is 41.6 per cent in Ghana, and 15.7 per cent in Kenya. This same
study confirmed that

for many countries, there is a lack of basic statistical information relating to HE
enrolment, quality and outcomes, and a lack of background data from censuses or
household surveys. In relation to graduate employability, lack of evidence is in fact a
global phenomenon with only a small number of high-income countries (e.g. USA, UK

and Australia) have developed data sets in this area.

Therefore, it is difficult in this research to find adequate statistical evidence to measure
the rate of graduate unemployment, especially in Ghana. Many labour market
researchers used anecdotal evidence regarding the problem of graduate employment
(Gondwe and Walenkamp 2011; Asafu-Adjaye 2012).

Unemployment is a major political and socio-economic problem facing policymakers in
Ghana (British council 2015). Several figures have been quoted over the years;
however, the Ghana statistical Service (GSS) figures put the general unemployment
figures at an average rate of 8.82% from 2001 to 2013, growing at a rate of 12.9% in
2005 (GSS 2013). The majority of the labour force is in the informal sector, which
employed about 20% of the total workforce two decades ago (Ghana National
Employment Policy 2013). This figure has reduced to only 10% of the labour force in

active employment, leaving 90% in the informal sector.

Most Ghanaian graduates from the HEIs were employed in the public sector. However,
this situation has changed; according to the British Council (2015) study, over 40,000

HEIs graduates are estimated to enter the labour market annually. However, only two



percent of these graduates are employed in the formal sector, with the majority being
forced to look for jobs in the informal sector, making it extremely challenging to track
labour market trends, as most of these groups in the informal sector are unregistered
(Twerefou et al. 2007). With regards to Ghanaian HEIs and the labour market, the fact
remains that Ghana's population is becoming more educated. The skills requirement
supplied by HEIs to industry is inadequate (British Council 2015; Country Operations
Department 2012). Asafu-Adjaye (2012:123) postulates that human capital theory
relates level of education to productivity and therefore growth and the economic
development of economies. Hence, manpower development through education and
training is proven to be an efficient way of enhancing productivity. In view of this
assertion, countries with low levels of education are trapped in what he termed
'technological stagnation and low growth'. Therefore, HE in Africa meant a low risk of
unemployment (Kuepie et al. 2006) before the thriving and structural adjustments took
place in Africa. However, the opposite is now the case as, according to Asafu-Adjaye
(2012), by the end of the 1980s, economic crises and cuts in public spending had
truncated the labour market outcomes of the educated youth, thereby creating high
levels of unemployment among the educated youth in Africa which, in recent times, has
reinforced the uncertainty about the private returns on education in terms of

employability.

HE in Ghana is critical for the individual as well as for national development
(Bawakyillenuo et al. 2013; Asafu-Adjaye 2012). Several reforms have been
implemented to promote and achieve the benefits of attaining this level of education in
Ghana. These reforms were aimed at making education relevant for economic and
social development (Otoo and Asafu-Adjaye 2009). In Ghana, the expectation of
households and the public authorities from investing in education is to improve the
progress of the individual and the realisation of the envisaged economic development
(Asafu-Adjaye 2012).

There is a growing awareness in Ghana and several other Sub-Saharan countries of
the importance of HE for their economic development (Yizengaw 2008). Anecdotal
evidence in Ghana suggests that education is still widely believed to be critical for the
economy as well as for the individual (Asafu-Adjaye 2012). Ghanaian HE institutions
are increasingly required to produce highly employable graduates who can respond to
the ever-changing needs of the contemporary workplace. This has resulted in

questions being raised about the quality of graduates for the labour market and the



ability of graduates to meet the needs of employers. In view of these points, Ghana’s
HE is failing to meet the needs of the labour market (Owusu et al. 2014; Gondwe and
Walenkamp 2011; Bawakyillenuo et al. 2013; British Council 2014; Baah-Boateng and

Baffour-Awuah 2015) for economic development.

The Ghana National Employment Policy (2014) and Ministry of Employment and Social
Welfare confirm this position by indicating that the courses provided in HE are
irrelevant to the needs of the economy. This difficulty, as indicated by the employment
policy (2014), calls for a careful consideration of the kind of policy interventions that
would ease the plight of Ghanaian graduates (Gondwe and Walenkamp 2011). It is
argued that this mismatch in HE is producing unemployable graduates for the labour
market rather than employable ones with the requisite skills that the labour market
needs (Bawakyillenuo et al. 2013; Dasmani 2011; Gondwe and Walenkamp 2011;
Ministry of Trade and Industry 2010; Ghana employers Association Report 2010).

Similarly, the above observation is corroborated by Ayogyam et al. (2012), who
conclude that the graduate unemployment situation being witnessed currently in Ghana
is due to a lack of the skills that are highly needed by industry. This reality motivated
this research. However, despite these references to inadequate human resource
development and education, policy documents contain very few references to the role
of HE in development, or how the HE system should respond to the needs of the
economy (Education Sector Annual Review (ESAR) 2010). This adds to the
unemployment situation of the graduate. This view is reinforced by Twerefou et al.
(2012). who argue that the failure of HE in Ghana to produce graduates with
employable skills is due to the nature of the education provided, which is described as
too theoretical in the approach to curriculum development, with graduates not being

trained to be innovative and entrepreneurial.

In 2007, Ghana’s education system underwent a major reform to link education with the
labour market by developing programmes that are geared towards job market
readiness; however, this initiative suffered from implementation issues (Akyeampong
2009). Linking HE with employability, the British Council report (2015) further argues
that stakeholders have no clue of the magnitude of the problem of employability,
because there are no tracer studies or rigorous data on graduate unemployment and
destination. Asafu-Adjaye (2012) confirms this and asserted lack of data and absence

of literature on the estimation of the outcome of education on employability and



graduates' destination, which are also acknowledged by several labour market analysts
in Sub-Saharan African countries, even though education has a positive influence on

employability.

The difficulty of adequate statistical data has prompted the use of the Ghana Living
Standards Survey (GLSS 5 2008) to assess the effects of education on employability in
Ghana (Asafu-Adjaye 2012). Available data from the Ghana labour market statistics is
based on youth unemployment figures rather than graduate destination, as is the case
in developed countries (Asafu-Adjaye 2012). The British Council (2015:82) similarly
confirms this, with a quote from an interview with policymakers to the effect that that no
specific national policy exists regarding graduate employability

'we do not have a coherent policy on HE and employability and we don’t have
benchmark or a competency framework because of a policy conflict between National
Council for Tertiary Education (NCTE) and National Accreditation Board (NAB)'.

This can also be confirmed by the researcher, as she found the same problem of
getting statistical data to back her evidence base for the research when visiting Ghana
for the pilot research in 2013, from these bodies (NCTE, NAB and the National Board
for Professional and Technician Examinations of Ghana (NABPTEX). These bodies are
responsible for HE in Ghana. During the pilot study, frantic efforts were made by the

researcher to obtain data from the Employment Ministry of Ghana, but all proved futile.

It is, therefore, difficult to address graduate employability based on concrete figures,
due to the lack of organised information (British Council 2015). Twerefou et al. (2007)
postulate that the Ghanaian economy currently lacks a systematic monitoring or
evaluative mechanism for some of the programmes being implemented. Therefore, it is
difficult to accept data from the Ghana Statistical Service on trends in the labour
market. The current set of monitoring indicators that is identified by the Ghana Poverty
Reduction Strategy (GPRS) pays very little attention to employment programmes
(Heintz: 2004). This indicates that the problem of the lack of statistical data to back

research is widespread, as is the case with this research.

The mismatch between the programmes offered by the HEIs and their impact on policy
is a concern on graduate employability (British Council 2015). This also has an impact
on the requirements of the labour market. Drawing on the above shortcomings, this

research adapted similar anecdotal evidence concerning graduate unemployment in



Ghana by investigating the factors that impact the employability of hospitality
graduates. Especially as there is little existing literature on graduate employability as
ascertained by several authors including the study of the British Council (2015) and
Asafu-Adjaye (2012).

Anecdotal evidence indicates that Ghanaian graduates face the difficulty of finding
employment due to employer dissatisfaction with graduates’ competencies and skills
(British Council (2015). Ghanaian graduates are described as ‘half-baked’ due to their
lack of preparedness to enter the workplace. This makes the problem of graduate
employability common knowledge in society.

This research on hospitality graduates was motivated based on the anecdotal
evidence which suggests that the majority of Ghanaian hospitality graduates are seen
as unemployable; many fail to secure a job many years after graduation (Sarkodie and
Adom 2015; Avornyo 2013; Asirifi et al. 2013), conceivably due to the many factors and
influences associated with how these graduates were educated and trained and the
nature of the curriculum used to train them, in terms of both the subject matter
knowledge and how they use that knowledge(Education Sector Performance Report
2013). Hospitality graduates’ employability needs are well-known in developed
countries (Maher 2005; Andrew and Higson 2008; Nield 2005; Ali et al 2014). However,
very little is known about employability regarding Ghanaian graduates in general and
hospitality graduates in particular (British Council 2015). Specific to this research,
hospitality graduates from Ghana's tertiary institutions are caught up in this wider

unemployment debate that the nation's graduates face.

Visible employment avenues in the hospitality industry have increased with the
emergence and expansion of both multinational and Ghana-based hospitality
businesses in the country in 2011. As a result, hospitality education in Ghana is
patronised earnestly. This creates an increasing demand for hospitality employees at
the managerial level (Sarkodie and Adom 2015; Asirifi et al. 2013; Mensah-Ansah
2014). This is interpreted as a growing demand for hospitality courses to prepare that
workforce professionally for both local and international consumers. HE programs need
to provide an education that not only improves the employability of hospitality
graduates but also ensures their success in the industry. With this reality, the

effectiveness of the Ghanaian HE hospitality curriculum has been questioned by



several authors regarding its relevance and whether it is producing quality skilled

manpower for the industry (Asirifi et al. 2013).

Regardless of the growing attention being paid to hospitality education, which offers a
wide diversity of courses throughout the world (WTTC 2009), there is lack of reviews
on whether the current hospitality education curriculum in Ghana conforms with the
industry expectations (Owusu et al 2014; Sarkodie and Adom 2014; Asirifi et al. 2013,
Ansah 2012). Hospitality education, therefore, underpins the expansion of the
hospitality industry in Ghana, since the two are compatible. As such, there has been a
massive increase in the public and private sector hospitality education programmes, to
fill the gap between the hospitality education and industry needs, amidst the growth of
the hospitality industry in Ghana in recent times (Ghana Tourism Authority 2014). The
Hospitality and Tourism industry in Ghana has become the fourth largest contributor to
Ghana's Gross Domestic Product (GDP) (Mensah-Ansah 2015, 2014; Ghana Tourism
Authority 2014). Sarkodie and Adom (2015) and Mensah-Ansah (2014) maintain that
hospitality and tourism are considered key in the service sector in Ghana. Thus, the
hospitality curriculum needs to prioritise subject areas according to their perceived
importance to industry; this prioritisation needs to be an up-to-date reflection of the
ever-changing needs of the industry (Sarkodie and Adom 2015; Mensah-Ansah 2014).
In effect, an innovative hospitality curriculum framework for hospitality education in
Ghana will ameliorate hospitality education and enhance Ghanaian hospitality graduate

employability.

In conclusion, therefore, this research intends to conduct a more detailed study of
hospitality graduate employability in Ghana from the perspective of hospitality
graduates, in a way that contextualises existing employability models to Ghana as a
developing country, and creates a Ghanaian Hospitality Employability Enhancement
Framework (GHEEF). The research will also provide a more detailed evidence base for
further developing a theoretical framework which other researchers can apply to other
disciplines and other Sub-Saharan developing countries. It is envisaged that the
research findings and framework will enable hospitality students in Ghana to develop
their employability skills.

The lecturers themselves will be able to use the strategies suggested in the model to
improve the curriculum along the three key dimensions of learning, teaching and

assessment, and the research on employability, which they need to improve their



curriculum practices. Policymakers in the HEI sector will learn from the research how
their policies inhibit the employability prospects of graduates, and how these can be

improved.

The rest of the chapter is organised as follows. Section 1.2 states the research aim, 1.3
research objectives and 1.4 key research question. Section 1.5 discusses rationale of
the research this is reinforced by Section 1.6 which states the research problem
regarding the gap between knowledge and employability, while Section 1.7 explicates
the contributions of the research to knowledge. Section 1.8 concludes by outlining the
structure of the thesis. Section 1.9 concludes the chapter.

1.2 Research Aim

The concept of employability has been widely studied and used to enhance the
employability of graduates. Anecdotal evidence in Ghana indicates that hospitality
graduates are poorly equipped with employable skills to take up graduate positions in
the hospitality industry which is expanding exponentially in recent time (Sarkodie and
Adom 2015; Asirifi et al. 2013). There has been inadequate research on identifying the
problem of the unemployment of hospitality graduates in Ghana. Hospitality education
does not equip graduates with adequate employable skills to meet the needs of the
hospitality industry. This is evident from the background information of the research
regarding the overwhelming graduate unemployment in Ghana, also stated in the
problem statement and rationale above. This assertion has implications for HE
stakeholders on how to solve this problem of lack of skills. Although the problem of
graduate unemployment is manifest, there is, however, a dearth of statistical data in
Ghana on graduates in general and hospitality graduates in particular, that could be
used to measure the magnitude of the phenomena. It is also difficult to quantify and
base these arguments on statistical figures (Asafu-Adjaye 2012; British Council 2015).

To address these problems, this research aims:

1. To investigate the factors which affect Ghanaian hospitality graduates employability
by examining the meaning of the concept of employability, the effectiveness of the

hospitality curriculum in meeting industry needs.
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2. To develop an integrative framework for improving hospitality graduates

employability in Ghana.
1.3 Research objectives

To meet the aim of the research, the following four objectives have been set:

1. To review critically the current knowledge on employability and its applications to
hospitality education and graduates in Ghana, including an understanding of how

employability and hospitality education are perceived in the Ghanaian context.

2. To examine the trends in the Hospitality and Tourism Industry in Ghana, the
corresponding skills requirements and the extent to which hospitality education in

Ghana meets these requirements.

3. To investigate the effectiveness of hospitality education in meeting the industry

needs.

4. To develop a framework for enhancing the employability of Ghanaian hospitality

graduates.
1.4 Key research questions

The following two research questions were formulated to fulfil the research aim and
objectives detailed above. These research questions are listed below and expanded

upon in the discussions that follow:

RQ.1 What is the current understanding of the concept of employability in Ghana, what
employability skills and competencies does the hospitality industry need as a
prerequisite for employable hospitality graduate in the hospitality industry, and how can

hospitality education in Ghana meet these requirements?

For this Research Question (RQ), the researcher used a critical literature review to
understand employability concepts, the emerging trends in the hospitality industry in
Ghana which were previously unknown, the hospitality skills and competencies
required currently in the Ghana hospitality industry, and the nature of curriculum
innovations which hospitality HEIs will need to develop to meet these requirements.

The hospitality industry employers' opinions on the trends and influences of the
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hospitality industry were obtained through conducting in-depth semi-structured
interviews. The researcher also conducted a focus group with hospitality lecturers on
issues concerning hospitality education. The focus group discussions enabled the
researcher to gain a baseline understanding of the current experiences of lecturers
regarding the development of employability skills in hospitality education in Ghana.

This understanding clarified issues related to their teaching of hospitality courses.

Using these different approaches enabled the researcher to triangulate the research
findings across the evidence base. This perspective could bridge the present
knowledge gap and add to the employability literature. Subsequently, questionnaires
were developed and administered to lecturers and graduates about the teaching,
learning, and assessment (TLA) experiences that prepare graduates for work in the
hospitality industry. The main reason for surveying lecturers and graduates was to
increase the evidence base and make it sufficiently robust for model building.

RQ. 2. Taking into consideration research question 1 above, how can the findings
elucidate the problem of hospitality graduate employability in Ghana, and subsequently
develop a framework to address the essential employer skills and competency

requirements?

For this research question, the researcher used the findings from question 1 to develop
an enabling framework that will be used to enhance hospitality graduate employability
in Ghana. Specifically, the framework will be a case study of hospitality graduates,
which will make it more widely applicable to other graduates in Ghana, and similar
developing countries that face similar issues. The perspectives of the different groups
of respondents will be used to triangulate the results from lecturers and graduates to
foster a better understanding of hospitality graduate employability in Ghana. Similarly,
the industry and policy perspectives which were obtained from the interviews with the
employers and review of Ghanaian HE will make the framework applicable to wider
Ghanaian contexts; for example, other disciplines and industry sectors. It is expected
that, by addressing these two research questions, and the overall research aim, an
important contribution to the current knowledge in the field of hospitality education and
employability in Ghana, the concept of employability and curriculum development will

be delivered.
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1.5 Rationale of the research

Several studies in the Ghanaian literature reveal that the education and training offered
by the HEIs are failing to address the skills needed for the transition of graduates to the
labour market (Baah-Boateng and Baffour-Awuah 2015; British Council 2014;
Bawakyillenuo et al. 2013; Education Sector Performance Report 2013; National
Employment Policy 2014). HE in Ghana needs to improve the curriculum by innovating
the teaching, learning and assessment (TLA) strategies to produce graduates with the
skills necessary to enter the job market (Baah-Boateng and Baffour-Awuah 2015;

Education Sector Performance Report 2013).

Despite several interventions by stakeholders to correct this anomaly, several authors
Bawakyillenuo et al. (2013), Dasmani (2011), Gondwe and Walenkamp (2011),
Government of Ghana (2010), Ministry of Trade and Industry (2010), Palmer (2005),
and Boateng and Ofori-Sarpong (2002) and the British Council (2014) acknowledges
that there remains a mismatch with what HE is producing for the labour market and
what the labour market actually requires. As observe by Ayogyam et al. (2012) the
unemployment currently in Ghana amongst graduates is due to a lack of employable
skills highly desirable by industry.

According to the Ghana Poverty Reduction Strategy policy document (GPRS Il (2010)
report), human resource development aims mainly to ensure the development of a
knowledgeable, well-trained, educated and disciplined labour force, with the capacity to
drive and sustain economic growth. In this vein, the Ghanaian economy requires HE to
provide graduates with job-relevant skills to meet the demands of industry
(Bawakyillenuo et al. 2013; Gondwe and Walenkamp 2011; Akyeampong 2010;
Baffour-Awuah and Thomson 2011; Boateng and Ofori-Sarpong 2002). As observed by
the British Council (2014), this disparity has also been identified by several authors
concerned with education and labour market policy issues in Ghana, given the gaps
between what HE is producing for the labour market and what the labour market really

requires (Gondwe and Walenkamp 2011).

This reality puts intense pressure on the tertiary education providers to reengineer their
processes to equip graduates with employable skills (British Council 2014;
Bawakyillenuo et al. 2013; Gondwe and Walenkamp 2011). Similarly, Boateng and

Ofori-Sarpong (2002) maintain that the perceived incidence of graduate unemployment
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in Ghana is compounded by irrelevant curricula, teaching, learning and assessments.
The lack of suitable skills is preventing the transition of graduates to the job market
(Kutsanedzie et al. 2013; Education sector performance report 2010). Certainly, this
situation is always blamed on the central government’s failure to create sufficient job
opportunities to absorb the teeming number of graduates supplied to the job market
(Gondwe and Walenkamp 2011).

Some of these studies attribute the situation to the inheritance of historical education
sector deficits, the diminishing role of the public sector as the main employer, and
increasing population (Baah-Boateng 2015; Boateng and Ofori-Sarpong 2002). These
assertions have a weak evidence and solutions bases (British Council 2014), as no
empirical research has yet investigated how to close these gaps (Aryeetey and Baah-
Boateng 2015).

The British Council (2014) report indicates that one of the major challenges facing Sub-
Saharan Africa is the unavailability of empirical and detailed research on which to base
policy, inadequate research and the ineffective policy reforms, especially regarding
intervention. Several recommendations about the issue of the skills mismatch look
towards improving and promoting technical skills. Even though it is important to have
the subject knowledge relevant to seeking a job, no concrete efforts have been made
to obtain baseline data on the demand and supply situation of the labour market,
leading to the production of graduates with archaic skills that are not needed by the

labour market (Akyeampong 2010; Boateng and Ofori-Sarpong 2002).

Interestingly, some employers take the view that this disparity is not exclusively due to
poor technical or subject skills, but also to a lack of good personal attributes and
interpersonal skills among graduates. For example, Boateng and Ofori-Sarpong (2002)
argue that the changing nature of the labour market requires different types of skills,
attributes and competencies. In other words, employers are interested in individuals not
only with HE qualifications, but also additional skills that are appropriate for job
fulfilment. For example, a sample job advertisement in one of Ghana’'s most popular

newspapers reads as follows:

'Flexibility and adaptable mind-set; Creative and results-oriented; Able to work within
schedule, with little or no supervision; Strategic thinker; Assertive and tolerant;

Imaginative and willing to try new things; Able to make decisions; Able to work long
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hours without notice; Able to learn new techniques quickly and apply them to the

current environment and interpersonal skills' (Daily Graphic January-June 2012).

Graduates need to be up-to-date with new trends such as globalisation and technology
to promote access and retention in the market place. Therefore, what Ghanaian HE
needs to provide to promote graduate transition to the job market is academic
knowledge and what Boateng and Ofori-Sarpong (2002) termed ‘non-academic skills’.

This notion, however, has implications for the relevance of tertiary education in Ghana.

These revelations motivated this research by providing a solid theoretical basis for
investigating the factors that impact on hospitality graduates’ employability and devise
strategies that can enhance it. The concept of employability and the employability
models used in advanced economies such as the UK, Australia, USA, Canada and
Europe for enhancing hospitality graduate employability are adapted as key ideas in
the development of a framework to suit the Ghanaian context.

1.6 Statement of the research problem

The research was motivated by the fact that most Ghanaian hospitality graduates are
regarded as unemployable; many of them fail to secure a job many years after
graduation (Sarkodie and Adom 2015; Avornyo 2013; Asirifi et al. 2013). This problem
is conceivably due to the many factors and influences associated with how these
graduates were educated and trained and the nature of the curriculum used to train
them, in terms of both the subject matter knowledge and how they use that knowledge
(Education Sector Performance Report 2013). There is a consensus that Ghanaian HE
and, in fact, that of all Sub-Saharan African countries facing similar problems, is not
critical enough (Pitan 2016), so hospitality graduates and graduates of similar
disciplines appear to lack several skills and competencies, which involve also their self-
concept, motivation, and professionalism (Baah-Boateng 2015; Adesina 2013;

Amankwah 2011; Education Sector Performance Report 2010).

This research, therefore, investigates the opinions of the key stakeholders in hospitality
education in Ghanaian HEIs to understand this problem from their perspectives, and
how it may be addressed using curriculum innovation (Egwuatu 2013). Past
researchers in this area have not studied this problem in a way that produces an
employability enhancement framework (Sarkodie and Adom 2015; Asirifi et al. 2013;

Bawakyillenuo et al. 2013) that could be meaningfully applied by different stakeholders
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in dealing with hospitality graduate employability. These stakeholders are students,
lecturers, HE policy makers and employers. With respect to employers, it is felt that the
arrival of multinational hotel chains in Ghana creates an additional demand for skills
that are more modern and require more professionalism (Ghana Tourist Board 2009).
When the managers of these multinational chain hotels and hospitality-related
businesses feel that Ghanaian hospitality graduates lack the required skills, they are
less likely to employ them than if the graduates are appropriately skilled. Indeed, some
of the multinational hotels are bringing their home-grown staff with them (Baffour-
Awuah and Thompson 2012; Ajiboye et al. 2013). According to Aryeetey et al. (2015),
the implications of the shortage of skills required by the economy vary. The non-
availability of the skills demanded by the economy compels the country to rely on skills
from other countries, which cost more, sometimes in foreign currencies (Aryeetey and
Baah-Boateng 2015).

Also, there has been no study of this nature in Ghana that connects the different
aspects of the hospitality graduate employability problem, including the Ghanaian
context and influences, industry trends and new skills, students and lecturers’
experiences, socio-cultural factors, and a consideration of curriculum support
(teaching, learning and assessment strategies) for enhancing graduate employability

(Education Sector Performance Report 2010; Amedome et al. 2012).

Regarding the literature base on employability education, there is a problem; for
instance, most employability models in the literature are based on experiences in
developed economies, such as the UK, Europe, Australia, Canada and the USA (Pitan
2016; British Council 2014; Adesina 2013). Some of these employability models,
therefore, may not work effectively in a developing country like Ghana, where there are
recognisable differences in people’s cultural behaviour and the resource bases of HE
institutions that would provide the facilities for training students (Egwuatu 2013; Ghana
Country Report 2013; Ajiboye et al. 2013). Hence, the contemporary research on
employability that has been applied to developed countries fails to address the reality
of developing countries, based on the researcher’s 20 years of experience of teaching

in Ghanaian HE.

In this research, there is an emphasis on going beyond the theory, to use the insights
from the study to develop an enabling framework to resolve the problems of hospitality

graduate employability, especially in the field of hospitality education. Methodologically,
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the research that has been conducted in this area previously has been geared towards
identifying the gaps in knowledge on employability issues, without using
comprehensive stakeholder opinions to build an enabling framework for enhancing
graduate employability. This requires a suitable mixed research method that combines
qualitative insights into the stakeholders’ experiences and numerical measurement of

the extent of the identified problems.

In summary, this research intends to conduct a more detailed study of hospitality
graduate employability in Ghana from the perspective of hospitality graduates, in a way
that contextualises the existing employability models in Ghana as a developing country,
and creates a Ghanaian Hospitality Employability Enhancement Framework (GHEEF).
This research will also provide a more detailed evidence base for further developing a
theoretical framework which other researchers can apply in other disciplines and other
Sub-Saharan developing countries.

It is envisaged that the research findings and framework will enable hospitality students
in Ghana to develop their employability skills. The lecturers themselves will be able to
use the model to improve the curriculum along the three key dimensions of learning,
teaching and assessment, related to the research on employability, which they need to
improve their curriculum practices. Policy makers in the HEI sector will learn from the
research how their policies inhibit the employability prospects of graduates, and how

these can be improved.
1.7 Contributions of the research to knowledge

The results of this research will contribute new knowledge to the understanding of
employability within HE circles in Ghana and its implications for TLA and curriculum

improvement.

This is the first research project to take an in-depth look at the relationship between the
domain knowledge about employability and the hospitality sector, with a focus on the
Ghanaian hospitality industry and education. An important contribution of the research
will be the development of the integrative model for enhancing hospitality graduates’
employability in Ghanaian HE, with strategies for embedding employability in the
curriculum. The model is entitled the Ghanaian Hospitality Employability Enhancement
Framework (GHEEF). To the knowledge of the researcher, this model development

has not been attempted before in Ghana.
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Another contribution to knowledge is made by hospitality labour market employers’
viewpoints on skills, attributes and competency requirements, which employers value
the most in the hospitality industry, especially some vital employability elements
suggested for adoption for hospitality management education in Ghana. In summary,

therefore, the research provides an original contribution to knowledge in three ways:

1. A deeper understanding of the concept of employability and hospitality industry
skills and competency requirements which was previously not known in Ghana by
employers, lecturers, graduates, policymakers interested in the hospitality industry’s
skills requirements. This perspective could bridge the present knowledge gap and
add to the literature.

2. The development of an integrative framework for enhancing hospitality graduate
employability in Ghana, the GHEEF. The research explored the usefulness of the
GHEEF as a theoretical and practical addition to the knowledge of employability,
particularly as it affects Ghana and similar developing countries, for example sub-
Sahara African countries.

3. The research will elucidate the problem of hospitality graduate employability issues
and subsequently enhance their employability and address essential employer
requirements to support the skills lists that are now in use. This evidence may add
to the employability literature regarding what stakeholders regard as the most
relevant features of an employable graduate. Finally, a contribution to knowledge
about the hospitality industry is made by researching stakeholder viewpoints,
regarding education, employability and the hospitality industry. This is based on the
new constructs that emanated from the viewpoints (see Table 5.6). Within this
study, the research also examines the effectiveness of the Ghanaian education
system in producing graduates with employable skills, as viewed from the TLA
perspectives. The detailed contributions to knowledge are presented in Chapters 6
and 7 of the thesis.

The contribution to knowledge of this research is extremely significant and will have the
potential to improving HEIs’ hospitality curriculum, given that the current TLA issues
that are not helping graduate education and training to redress the lack of graduate
employability skills in Ghana. It is also a timely piece of research for policymakers and
HEI management, given the fact that lecturers do not design the curricula, unlike the

situation in developed countries.
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Eventually, the thesis will make empirical and theoretical contributions to knowledge.
This empirical contribution will be the model for planning structured interventions
regarding the graduate employability problem and policy in Ghana and, more generally,
what is discussed in appropriate chapters of the thesis, mainly as recommendations for
practice. The emphasis, as mentioned earlier in this chapter, will be on explaining how
students, lecturers, policymakers and other stakeholders will benefit from GHEEF-
based interventions for enhancing employability across HEIls, government, and

industry, without ‘clouding the issue in complexity’ (Pool and Sewell, 2007:287).

The GHEEF can be adapted by other developing countries like Ghana which face
similar problems of graduate employability and by groups other than students and new
graduates. Also, the model, with suitable modifications, can be applied internally within
Ghana to other industry sectors which manifest a growing graduate employability
problem, and to any stage of a person’s life, for example mid-life career changes or

users facing redundancy.

1.8 Structure of the thesis

The thesis is presented in seven chapters.

Chapters 2 and 3 review the relevant literature related to the main issues of
employability, including employability models, curriculum development in hospitality
and employability, graduate skills and competences in hospitality, the research context,
overview of HE and hospitality education in Ghana. An overarching research
framework is presented as support for contextualising the employability models to

Ghana, based on the objectives and revealed gaps in the knowledge outlined.

Chapter 4 presents the research methodology and design, the philosophical
underpinning of the research showing how the fieldwork progressed, and the strategies
used to answer the research objectives and questions. It discusses and justifies the
research methodology. The chapter explains the overall approach to the qualitative
data analysis and criteria for interpreting the findings. In addition, consideration is paid

to validity, reliability, ethical conduct and the researcher’s role in the research.

Chapter 5 details all of the data analyses and finding conducted on the field data that

were gathered from the focus group, questionnaires and interviews.
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Chapter 6 interprets and discusses the results. This discussion chapter interprets the
findings from the preceding chapter and relates these to the literature and research
gquestions. The chapter further uses insights from the foregoing chapters (the critical
literature review and the data analysis results from Chapter 5) to develop the Ghanaian
Hospitality Employability Enhancement Framework (GHEEF), which is a key outcome

of this research.

The discussion interprets the research evidence in light of (a) current knowledge
obtained from the literature review, b) its implications for investigating the research
questions, c) importantly, therefore, how it relates to the research framework and the
GHEEF, and d) how the results contribute to the knowledge of hospitality graduate
employability in Ghana.

The GHEEF specifically elaborates the research framework presented at the end of
Chapter 4 with the said research results. It is presented in two formats, namely a pre-
GHEEF generic version which shows how employability models and practices that exist
in developed countries, as explored in the literature review, support the adaption to
developing country contexts which Ghana represents, and a Ghana-focused version.

Finally, the research acknowledges the research limitations.

Chapter 7 concludes the thesis by summarising the main results and provides an
overview of the contribution to knowledge, limitations of research and the future

research.
1.9 Conclusion to the introduction chapter

Chapter 1, which is the introductory chapter of the research, outlines the background,
aims and objectives, key research questions, rationale, statement of the research
problem, contribution of the research to knowledge, and the structure of the chapters
that make up of the thesis. The next chapter presents a critical literature review of the

research concepts.

20



2 CHAPTER 2 LITERATURE REVIEW

2.1 Introduction

This chapter critically reviews the employability literature and introduces the themes
that form the foundation for this study. It examines employability concepts and
meanings, together with the historical evolution of the concept of employability. The
chapter further investigates relevant models of employability, graduate employability in
HE, especially as it concerns hospitality education, the hospitality industry, strategies

for embedding employability in the curriculum and conceptual frameworks.

The main part of the literature review for this research consists of accounts of key
research carried out in relation to the main themes which are reflected in the research
objectives and research questions. The focus of the literature is on clarifying the basic
concepts, approaches and models used by previous researchers. Secondly, additional
literature specific to skills development and curriculum constructs is presented in this

chapter.

The rest of the chapter is organised as follows: Section 2.2 investigates the concept
and meanings of employability whilst section 2.3 focuses on the historical development
of employability. Section 2.4 examines employability and HE, which is the focus of this
study, whilst Section 2.5 discusses employability and the labour market.

Section 2.6 examines employability and the HE context. Section 2.7 explores the roles
of different employability models in theory and practice. Section 2.8 explores the
literature on curriculum constructs. Section 2.9 presents strategies for embedding
employability into the curriculum. Section 2.10 further discusses the semantics of skills,
attributes and competencies while sections 2.11 and 2.12 discuss the rationale for
using conceptual frameworks in research and related methodological notes, which
inform the conceptual framework chosen for this study. Section 2.13 concludes the

chapter.
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2.2 The concepts, definitions and meanings of employability

This section is concerned with the conceptual and definitional issues of employability. It
begins by outlining how employability is a complex concept, how it has evolved over
time historically, and what it actually means. It also considers frameworks for
operationalising, analysing and evaluating the idea of employability, including the
broader labour market context incorporating household circumstances, individual

attributes, characteristics and skills, and HE, regarding graduates.

The concept of employability has long been established and extensively discussed in
the extant literature, yet it is a contested concept (Wilton 2011; Gazier 2006; Cai 2012;
Tomlinson 2012; Hinchcliffe and Jolly 2011; Clark and Zukas 2012; Yorke and Knight
2006; Daly 2013). A wide range of meanings are used to explain the concept and still
its true meaning remains debated (Pitan 2016; Oliver 2015; Mason et al. 2009; Rae
2007). A considerable amount of literature has been published during the last five
decades on this concept and it has been widely studied (Wickramasinghe and Perera
2010). The reviewed literature in this study shows that the concept is not new, being
originally formulated in the 1950s, but its impact was not realised until the late 1990s
(El Mansour and Dean 2016; Sumanasiri et al. 2015; Finch et al. 2013; Pool and
Sewell 2007; Cuyper et al. 2008; Wickramasighe and Perera 2010; Smith et al. 2015;
McQuaid and Lindsay 2005; Knight and Yorke 2004). The few quantitative and
empirical studies on employability have failed to provide conclusive evidence, adding to
the complexity of establishing a universal definition of this phenomenon (Pool and
Sewell 2007).

Interestingly, the concept of employability has been broadened by the integration of
other components, such as company policy, the labour market situation and knowledge
of the labour market (Wilton 2011). Hinchliffe and Adrienne (2011) suggest the need to
link the concept of employability to a broader framework of ideas, to make it relevant to
the modern labour market. This broad framework, according to McQuaid and Lindsay
(2005), is based on the notion of interactivity between the factors and circumstances of
the individual and the external environment. Wilton (2011) stresses the holistic concept
of employability, with dimensions such as an individual's attempt to be effective in a

desired job, and the structural conditions of the job market.
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More recently, the concept has been used to describe the individual’'s employable skills
and attributes that can equip graduates to enter the job market (El Mansour and Dean
2016; Pitan 2015). This view supports this research in the sense that Ghanaian
hospitality graduates require employable skills that will allow them to access the labour
market. McQuaid and Lindsay (2005:196) agree with the holistic idea by maintaining
that the concept should be all-inclusive with the narrow which is the individual attributes
and broader meanings, which is made up of the individual’s skills and attributes, the
circumstances of the individual and the external environment. The exclusion of the
individual’s circumstances and the conditions of the external environment could lead to
a situation where the main factors that constitute the concept holistically are left out,
which progressively worsens the difficulty of developing a consensus around the
meaning of employability. They acknowledge the importance of both supply- and
demand-side factors, based on a broader framework of employability built around
individual factors, personal circumstances and external factors. They further maintain
that the concept of employability transcends explanations of employment and
unemployment which focus solely on either supply-side (training institution) or demand-

side factors (employers).

However, they agreed that, in recent times, policymakers use the term to mean
individuals’ employability skills and attributes, but posit that the concept of employability
should encompass employability built around individual factors, personal

circumstances, and external factors, as indicated earlier.

Rothwell and Arnold (2007) propose an approach for understanding employability that
is based on interrelated components that encompass wider contextual factors such as:
students’ academic performance; engagement; confidence, skills and abilities;

ambition; and the perception of their university’s brand.

Fugate et al’s (2004:18) ‘psycho-social construct of employability has three
dimensions: adaptability, career identity and human and social capital’, which suggests
that employable people tend to demonstrate higher job satisfaction and enhanced well-
being. In other words, this definition refers to the flexibility of the individual to alter
his/her position and be redeployed within an organisation and between businesses,
with adaptability entailing three elements: career identity, social and human capital and
personal adaptability. They argue that employability is 'a form of work-specific active

adaptability that enables workers to identify and realise career opportunities' (Fugate et
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al. 2004:19). They justify their focus on narrow, individual-centred factors, by
acknowledging the lack of input that employers employ. This approach, in a way, offers
some advantages, since it is independent of whether a person is employed or not,
placing employability in a specific context. In other words, it also suggests that one can
be employable without necessarily working or being in employment. To clarify the
meaning, Fugate et al. (2008:504) introduce a new perspective on employability,
namely dispositional employability, which they define as 'a constellation of individual
differences that predispose employees to proactively adapt to their work and career
environments'. This means that employability is moderated by the features of a person,

allowing adaptive actions and constructive outcomes in employment.

In addition, Pool and Sewell (2007:280) also developed the CareerEdge model further
to explain the meaning of employability. They defined employability as 'a set of skills,
knowledge, understanding and personal attributes that make a person more likely to
choose, secure and retain occupation in which they can be satisfied and successful'.
This is appropriate, considering that the concept is concerned with the employability of
young people and students in HEIs (Green et al. 2013).

A more comprehensive definition by Hillage and Pollard (1998:2) states that
‘employability is the capability to move self-sufficiently within the labour market to
realise potential through sustainable employment'; therefore, employability is about
being capable of obtaining and being fulfilled in work. They add that employability is
about the ability to secure not merely a job, but one that is fulfilling and that makes use
of graduate skills and abilities. However, they opine that the various definitions of the
concept mean that the term ‘employability’ lacks clarity and accuracy. They thus
developed a framework for the policy analysis of employability. The complexity of the
concept of employability allows it to be used in different contexts (Pitan 2016). A
working definition of employability that inspired this research is based on the
Enhancing Students Employability Co-ordination Team (ESECT) (2006:8) definition,
which perceives employability as:

'‘a set of achievements skills, understandings and personal attributes that makes
graduates more likely to gain employment and be successful in their chosen

occupations, which benefits them, the workforce, the community and the economy'.
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This definition requires curricula that promote effective learning (Yorke and Knight
2004). According to Harvey (2001) employability is associated with the academic
valuing of effective learning. He states that employability is not a product but a process
of learning; it is not a set of skills but a range of experiences and attributes developed
through higher-level learning and entails continuous learning which, once the graduate
is employed, continues to develop. Thus, employability empowers learners as critical
reflective citizens (Harvey 2001). This approach is similar to Hillage and Pollard
(1998)’'s view of employability as reflecting the possession of assets, deployment and

presentation skills, and a context of work opportunities.

Similarly, Yorke and Knight (2004) maintain that it is important to distinguish the factors
that are relevant to obtaining a job and having the capabilities and readiness to take up
a job. They proposed the USEM model further to explain employability and how it can
be used to enhance graduate employability. Employability as a multi-faceted concept
goes beyond the acquisition of core, key and transferable skills to represent a set of
achievements that demonstrate a graduate's potential to gain and succeed in
employment. This therefore means that employability requires good curricula to support
effective learning. They argue, however, that these achievements are necessary but
not sufficient for gaining employment, which in itself depends on other influences, such
as the state of the economy and how policymakers value learning, by providing the

requisite resources. The USEM model is explained in detail later in this chapter.

Yorke (2006) argues that the meaning of employability is far more complex than the
comparatively limiting key skills agenda which has masked a greater understanding of
it. It transcends the idea of key skills and takes account of a range of qualities, beliefs
understanding, practices and the ability to reflect on experience. Yorke and Knight
(2004) see employability as an influence on the self-efficacy beliefs, self-theories and
personal qualities of students’. It stems from complex learning, a concept that has a
wider meaning than that of core and key skills, which suggests a collection of

capabilities and achievements that are necessary for gaining employment.

Employability is perceived as obtaining employment and is used as a foundation for the
European Employment Strategy (ILO 2014). However, Maher and Graves (2008)
explain that employability involves more than simply obtaining employment to
encompass having the potential to get a job, which depends on one’s learning and

ability. They therefore argue that a distinction should be made between employment
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and employability to clarify the meaning of the latter. Hence, they interpret
employability as having the potential to contribute towards obtaining a job and
developing appropriate skills, attributes and achievements. These views support this
research in the sense that employability in Ghana should combine the disciplinary and

work-related perspectives.

This is not effectively implemented within Ghanaian HE, including hospitality education;
hence, the need for this research. Moreover, given that one’s sets of achievements and
skills are typically set out on a CV, the above notion of employability supports the need
for graduates to develop effective and compelling CVs when seeking a job. It will,
therefore, be interesting to ascertain from this research how Ghanaian hospitality
graduates cope with developing and demonstrating these skills.

Further to the above viewpoints, Berntson (2008) identifies situational, dispositional
and individual factors as the determinants of employability. They maintain that
employability can best be understood by probing these determinates and refers to an
individual’s perception of the chance of gaining new or better employment. He
distinguishes two categories of employability: actual employability (objective
employability) and perceived employability (subjective employability). This definition is
important as it emphasises the employability of graduates, providing insights into how
to measure this and the differences between graduates and experienced individuals in
the labour market. It stresses the need to educate hospitality graduates who have both
subject matter knowledge and relevant practical experience to promote their career,
following their formal education. Although the concept of ‘employability’ does not
necessarily represent actual employment, it enhances an individual’s likelihood of
gaining employment. These factors encompass the labour market structure, labour
market opportunities and organisational factors. Similarly, McQuaid and Lindsay (2005)
note that employability connotes interactivity between individual initiative and the

opportunities, institutions and rules that govern the labour market.

Further to clarify the meaning of the term ‘employability’, Weligamage (2009) presents
several other terms that are used elsewhere in the world as synonymous with it. This is
important for this research because the term ‘employability’ is used and understood
differently in certain circles in Ghana as simply meaning ‘employment’ (Asafu-Adjaye
2012). For this reason, the researcher examines the different meanings ascribed to the

concept by the study respondents - students, academics, and hospitality employers, for
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example - since these stakeholders can take steps to enhance the employability of
Ghanaian hospitality graduates only insofar as they understand its meaning and

influences.

Table 2.1 Terms used in various countries to describe employability skills

Country Term used

United Kingdom Core skills, key and common skills

New Zealand Essential skills

Australia Key competencies, employability skills
generic skills

Canada Employability skills

United States Basic skills, necessary skills work-place-
know how

Singapore Critical enabling skill

France Transferable skills

Germany Key qualifications

Switzerland Trans-disciplinary goals

Denmark Process independent qualifications

Source: Weligamage 2009

Table 2.1 indicates Western and developed countries’ conceptualisations of
employability which are vital for understanding the concept. Whilst most of these terms
suggest the need for generic higher-order and transferable skills among graduates, the
term used in Switzerland to describe employability in the above table, Trans-
disciplinary goals, particularly emphasises the need for graduates and employees to be

able to combine knowledge from different fields.

Authors such as Clarke and Patrickson (2008), Clark and Zukas (2012), Daly (2013),
Rae (2007) and Holmes (2013) have equally described employability as complex,
elusive and very difficult to define. Holmes (2013) and Hinchliffe and Adrienne (2009)
indicate that employability has no clear conceptual model that can be used as a
reference point for policy analysis. This is supported by Brown et al. (2013), who add
that employability lacks a theoretically informed exposition, which increases the

problems for researchers interested in this field. Green et al. (2013) describe the
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concept as being surrounded by a fog of ambiguity which makes it difficult to apply.
The lack of precision surrounding the concept of employability and the controversy over
its development lead to demands for a consensus based on an understanding of the
real meaning of the concept (Graves and Maher 2011). Surprisingly, to date, there has
not little agreement on what employability actually means (Green et al. 2013; Clarke
and Patrickson 2008). Despite the diversity between its definitions, employability had,
by the end of the twentieth century, been debated on human resource developments
globally, and used as a foundation for, and mainstay of, the European Employment
Strategy (ILO 2014).

Despite the various definitions used in different contexts, the agenda for their use are
similar in enhancing skills development (Lowden et al. 2011; O’Leary 2013). While the
literature on the concept of employability is so diverse, one position is obvious:
enhancing the market transition of the graduate is the key aim. This argument is similar
to the UK Commission for Employment and Skills (UKCES) Report (2009), which
states that the definitions of employability overlap and, regardless of how employability
skills are defined, the challenges in helping people to develop such skills remain
identical. Lowden et al. (2011) argue that the key issue is the development of an

effective approach towards nurturing and enhancing individuals’ employability skills.

The diversity of the definitions of the concept makes it vital in this study to understand
and clarify its meaning, as some authors see it as being context-dependent and
multifaceted (Sung et al. 2013). Therefore, insights from these arguments will be used
to adapt the concept to the Ghanaian context in order to equip Ghanaian graduates

with the necessary skills to enter the job market successfully.

Table 2.2 Definitions of Employability

Author

Definition

Key Elements

Yorke and Knight

(2006:567)

'A set of achievements, understandings
and personal attributes that make
individuals more likely to gain
employment and be successful in their
chosen occupation'.

Achievements, skills,
knowledge, and
personal attributes.

Hillage and Pollard
(1998 :2)

'Employability is the capability to move
self-sufficiently within the labour market
to realise potential through sustainable
employment'

Capability
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Forrier and Sels

(2004:106)

'An individual’'s chance of getting a job
in the internal and/or external labour
market'

Ability to  obtain,
retain, adapt to
career opportunities

Harvey (2001: 100)

'Employability as the ability of graduate
to get a satisfying job'

Job satisfaction

Fugate, Kinicki, and
Ashforth (2004:32)

‘A form of work specific active
adaptability that enables workers to
identity and realise career opportunity'.

Facilitates

movements within
and between
organisations and

realisation of jobs

Berntson (2008 :37)

'Employability refers to an individual’s
perception of his or her possibilities of
getting a new, equal or Dbetter
employment'

Perception of
opportunities

Sanders and De

Grip (2004: 76)

"The capacity and the willingness to be
and to remain attractive in the labour
market, by anticipating changes in the
task and work environment and
reaching to these changes in a
proactive way'.

Multiskilling

Van der Heijde and
Van der Heijden
(2006:.453)

‘The continuously fulfilling, acquiring or
creating of work through the optimal
use of competencies'.

Competencies

Canada, the
Conference Board of
Canada released
Employability ~ Skills
2000+

"The skills you need to enter, stay in,
and progress in the world of work'.

Development of skills

The Confederation
of British Industry
2009 (CBI)

‘A set of attributes, skills and
knowledge that all labour market
participants should process'

Possession of skills
and attributes

Gazier (2006:11)

'Employability relates to both
unemployed people seeking work and
those in employment seeking better
jobs with their current or a different
employer'

The individual’s ability
to find and keep a
stable job

Source: Own idea

A selection of the definitions is presented in Table 2.2., together with their various

interpretations, which Hillage and Pollard (1998) indicate should be examined as they
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may lack clarity as operational concepts. The lack of a common definition opens up an
opportunity for scholars to use this term as they deem fit. Employability, when used as
a framework for policy analysis, restricts the discussion on employability to the domain
of the individual, where the skills and attributes that make a person attract work tend to
be focused (McQuiad and Lindsay 2005).

According to Knight and Yorke (2013), the term ‘employability’ may be originally British,
but the issues regarding HE’s contributions to the graduate labour market are global.
This research therefore explores how Ghanaian hospitality education, which is the
focus of this research, might contribute towards making graduates more employable. In
effect, although the concept of employability has existed for some time in Europe, it is
now relevant in HE circles in Ghana especially, given the high rate of graduate
unemployment in many developing countries such as Ghana (Pitan 2016; Oliver 2015;
Education Sector Performance Report 2010; Edingang 2015; Ajiboye et al. 2013).

This research is motivated by the notion of employability to investigate the Ghanaian
HE and graduate unemployment situation, which is believed to be in crisis and
hampering national economic development (Baffour-Awuah and Thomson 2011;
Education Sector Performance Report 2013; Gondwe and Walenkamp 2011;
Bawakyillenuo et al. 2013). The current HE curriculum in Ghana fails effectively to
address practice-based learning (Education Sector Performance Report 2013). Hence,
there is a need for research that develops approaches to enhancing employability
through a curriculum that provides students with opportunities to perform tasks which

are similar to their future expected roles in employment.

These interpretations guide this research as they have demand and supply implications
about how effectively graduates are being produced by Ghanaian HEIls, and which
factors contribute to the success or failure of hospitality graduates in terms of gaining
employment. In a sense, the above views suggest that employability should be
understood to be a result of the interaction between the influences from within an
individual, their education, the wider labour market condition, and the roles of the
government and firms in shaping the available job opportunities. This view informs this
research, thereby motivating the researcher to consider these influences in
understanding the employability of Ghanaian hospitality graduates. Therefore, the
meaning of employability requires various elements to be considered when describing

and evaluating it.
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2.2.1 Definition of employability for the study

The present study defines employability as the individual's readiness to work, by
developing and possessing the competencies and skills expected by the labour market.
This understanding is reinforced by different elements of the various definitions of
employability, as summarised above in column 3 of Table 2.2.

2.3 Historical development of the concept of employability

It is important to understand the historical evolution of the concept in order to clarify its
meaning for this study. Highlighting the evolution of employability in this research helps
us to identify and understand the factors that were emphasised at each stage of the
concept, thereby assisting in identifying which factors to focus on in the research. This
will guide the conceptual framework and the selection of the appropriate research tools.
As mentioned above, the term ‘employability’ has a long history (Gazier 2006; McQuaid
and Lindsay 2005; Leggatt-Cook 2007). Reference has been made over the years to a
variety of versions of the concept, as outlined by McQuaid and Lindsay (2005).
Sanders and de Grip (2004) place its origin around the 1950s, as do Leggatt-Cook
(2007), McQuaid and Lindsay (2005), and Van der Heijde and Van der Heijden (2006).

In this review, a conscious effort is made to differentiate between the stages of
development of employability for clarification. The evolution of the employability
concept, as explained by Gazier (2001), assigns employability between three
generations with several working forms. In a sense, these perspectives trace the
historical development of the concept of employability, beginning in the early 20"
century in the UK, USA and Australia with socio-medical and manpower policy
employability, and culminating in the 1990s with outcome-based labour market

performance employability, as well as initiative and interactive employability.

McQuaid and Lindsay (2005) unearthed issues such as access, retention, supply and
demand, which have been present at each stage of the development of the
employability concept. What is different is the level of emphasis placed on these
concepts at each stage (see Table 2.3). For example, it is obvious that the demand
side issues were dominant in the early development of employability, as the needs of

industry were central to the discourse in the literature (McQuaid and Lindsey 2005).
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This does not mean an absence of supply side issues, although emphasis was not
placed on these in the discourse. As a result, it is important to differentiate between
what are considered the models for capturing the evolution of the employability

concept, and the factors constituting the main emphasis of the term.

Table 2.3 Different stages of and points of emphasis regarding the
concept of employability

Type and stages of

Points of emphasis

Measure/element

employability

Dichotomy A person is either employable or | Demand from employers;
unemployable. ‘Employable’ | people are persuaded to

employability people are able and willing to | work more, and used as an

(prior to the 1950s)

work; unemployable people are
unable to work.

‘emergency' distinction
rather than labour market
policy tool. Mainly for
welfare

Socio-medical

employability
(1960s)

Related to ‘manpower policy
employability’ Focused on
identifying and measuring the
distance between individuals’
work abilities and the demand
for work by socially, physically
or mentally disadvantaged
people

Demand from employers;
supporting people to
overcome the barriers to
regular employment

Manpower policy

employability (1970s
and

early 1980s)

Socially disadvantaged group, a
gap between employment needs
and employees’ characteristics,
particularly with reference to the
distance between the existing
work and the circumstances of
the individual

Demand/supply both
employers and suppliers;
assisting people with job
search and placements

Flow employability Focused on the demand side of | Supply; availability and
the labour market, and the | accessibility of jobs

(late  1960s and | accessibility of employment

early within local and international
economies, with employability

1970s) defined as an ‘objective
expectation’

Labour market Labour market outcomes by | New training programmes

performance

policy interventions

and comparing their effects
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employability (early

1980s)

Initiative Human capital development of | Labour market becoming

employability skills frameworks to gain access | flexible for individual
to the labour market. development and retention

(late 1980s and

1990s)

Interactive Competition, new employment | Individual development,
opportunities and  structural | conditions in the labour

employability factors. Focused on individual | market, and educational
adaptation, collective interactive | policy. Access, demand,

(1990s) priority and the responsibility of | supply and retention
different stakeholders

Source: Adapted from McQuaid and Lindsay (2005)

Table 2.3 depicts the historic evolution of employability. It was used in different
contexts, as mentioned earlier, such as dichotomy of employability which, according to
McQuaid and Lindsay (2005), focuses on whether one is employable or unemployable.
Being employable simply refers to individuals who were considered to be eligible to
work, of a suitable age, without any form of physical impairment, family or childcare
responsibilities. On the other hand, being unemployable means that individuals are
deemed not to be eligible to work (Gazier 2006; McQuaid and Lindsay 2005; Leggatt-
Cook 2007). This dichotomous view of employability differentiates the employable from
the unemployable individual when there exists mass unemployment. According to
Leggatt-Cook (2007), dichotomy employability was an emergency deliberate labour

market policy.

Subsequently, three different stages of the concept emerged: socio-medical
employability, which focused on providing job opportunities for the disadvantaged and
also sought to institute the work requirement needed by employment by examining the
distance and work capabilities of the physically and mentally disadvantaged. This
aspect of employability focused on the bodily medical qualities and abilities of the
individual, which Leggatt-Cook (2007) described as the physical strength and ocular
abilities that can overcome the barriers to getting a job. Manpower policy employability,
which relates to general opportunities and work requirements for all, surfaced in the
USA in the 1960s, similarly to socio-medical employability, with an emphasis on

distance and capabilities.
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Flow employability basically adopted a broader approach to employability (Gazier
2006; Leggatt-Cook 2007; McQuaid and Lindsay 2005); it focused on the collective
element that impacts positively or negatively on a group of unemployed individuals.
Flow employability was referred to as the demand side component of employability,
which depends on macro-economic factors in a period of economic expansion;
consequently, all of the above employability definitions were abandoned (Leggatt-Cook
2007). Flow employability was discarded due to its focus on demand side
considerations. Labour market performance employability, which considers how well
employment policies enable people to access work, gained international usage in
labour market interventions and employability-enhancing courses (Gazier 2006;
McQuaid and Lindsay 2005; Leggatt-Cook 2007). Initiative employability emphasises
the link between career success, and transferable and social mobility skills (McQuaid
and Lindsay 2005).

The notion of interactive employability, which is of interest to this research, seeks to
combine the factors and circumstances that impact on the individual who wishes to
seek and maintain work with the factors and circumstances of others in the labour
market. It intersects individual qualities and characteristics and the dynamics of the
labour market. The state of demand locally and nationally is also considered, as are the
rules and institutions that govern the labour market, reflecting the rise of institutional
economics during this period (McQuaid and Lindsay 2005). This account implicates
employers and policymakers in the employability challenge, alongside individuals
(McGrath 2009). Interactive employability prevails now within the present-day labour
market policy (Gazier 2006). McQuaid et al. (2005) maintain, however, that in spite of
the conscious efforts to explain the stages of the development of employability and its

meanings, it remains a contested concept in terms of its use in both theory and policy.

Thijssen et al. (2008) describe the evolutionary perspective on the employability
concept at the societal, company and individual levels. They thus explain that the
concept was used in the 1970s predominantly for solving problems with school leavers
and underprivileged people, in line with the societal need to attain full employment; in
the 1980s, to restructure companies with the corporate goal of achieving efficient
human resource management; and culminating in the 1990s, for individuals as the
motive for developing successful career opportunities in segmented and more flexible

labour markets.
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These conflicting accounts of the development of employability can make it difficult
when attempting to chart its historical development. Nevertheless, Gazier (2001)
provides a comprehensive overview of the concept’s development that has influenced
the currently accepted definitions over the past century (McQuaid and Lindsay 2005;
Leggatt-Cook 2007).

2.4 Employability and HE

Employability issues have been associated with HE for a long time in developed
countries (Pool and Sewell 2007). According to Robbins’ report on employability, in one
of the earliest studies commissioned by the UK government, employability was
identified as one of the four main objectives of HE (Robbins 1963). Many stakeholders,
including governments and employers, have provided many propositions for increasing
graduate employability. Despite these extensive developments and evidence of
improvements to enhance employability within HEIs, employability remains a complex

and problematic area, without much clarity or direction (Rae 2007).

Employability is a key performance indicator for HE and government policy (Brennan
2004). The idea of employability became prevalent in the early 2000s in the UK and
parts of Europe within HE. Tomlinson (2012) investigates the context of HE and labour
market policy regarding graduate employability. The study draws from research on
graduates and students’ construct of their employability and transition from HE to the
labour market. He argues for a broader understanding of employability, concluding that
it is an issue that manifests widely in the field of HE. HE aims to harmonise, regulate
and manage graduate employment through life-long learning. These view-points justify
the combined focus in this study on both individual graduate skills and the surrounding

influences from HE, the hospitality industry and labour market policies.

The Pedagogy for Employability Group (2004) conceptualises employability as
complementing subject-specific learning in HE. Although it is acknowledged in HE
arenas, Lees (2002) contends that the notion of employability challenges the traditional
concepts of HE. He argues that it is an agenda driven by government policy and
employers, rather than academia, and so can be misunderstood by academics.

However, there is concern worldwide that HEIs’ courses are failing to produce
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graduates with the lifelong learning skills and professional skills needed for them to
succeed in their career (Rufai et al. 2015; Pitan 2016; Oliver 2015: Green et al 2013).

In view of the contention put forward that the main function of HE is defeated by the
notion of employability (Boden and Neveda 2010; Lees 2002), Finch et al. (2013)
stated that the relationship between education and employability is mutual in nature.
Employability is aligned with academic values; therefore, promoting employability in HE
means highlighting the goals that have hitherto been neglected. According to Knight
and Yorke (2004), enhancing graduate employability is an established HE aim. The
best option for HE to develop students’ employability is based on the concept of
‘subsidiarity’, a principle of taking political decisions at the lowest practical level to
demarcate between the central and national powers, as HE is not wholly autonomous
with elements such as rules, 'expectations and shared values’ (Knight and Yorke
2004:45). The value of subsidiarity promotes freedom of learners’ engagement. HE
contributes to positive claims to employability because it promotes processes and
outcomes that researchers globally have found to be valued in the graduate labour
market (Maher 2004; Knight and Yorke 2004), a point that is inadequately addressed

by Ghanaian HEIls, as noted earlier in the review.

Similarly, the development of students’ employability in HEIs is important in enabling
employers to value the assets that have been developed and for students to identify job
opportunities, and present themselves to their best advantage. Knight and Yorke
(2004) describe the development of employability as significant for HE practices across
the world. They add that the absence of a common definition obstructs the level of
engagement. Decisions by HE to adopt employability should be appropriate and faithful
to the local circumstances and legislation; hence this study looks at HE policy in
Ghana. Knight and Yorke (2004) maintain that employability covers complex outcomes
of learning and needs to be seen as an achievement at the course level, with inputs
into the teaching, learning and assessment (TLA) through components of the
curriculum. However, the development of employability in HE should not compromise

realistic learning, creativity and academic freedom.

A recent study by Brown et al. (2011) maintains that HE increases graduates’
capabilities for gaining work. Butterwick and Benjamin (2006) argue that an
employability discourse has become established in education policy, especially in

developed countries. Yorke and Knight (2006) suggest that new methods of teaching
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and the provision of work-related experience should be made explicit in the HE
curriculum. Given that this is not yet happening successfully in Ghana, this research

aims to fill this gap in learning from the standpoint of hospitality graduates.

The emphasis on employability within HE is important, as QAA (2006) suggest that the
university should be a place where graduates are prepared to engage with the world of
work. Similarly, the labour market emphasises the importance of students possessing
the necessary employability skills to stand out in a competitive job market environment
(Leitch, 2006). In the same vein, the job market environment also needs HE graduates
to be sufficiently flexible to cope with the changing conditions and to be dynamic in the
maintenance of continuous learning (Wharton and Horrocks 2015).

Harvey (2000) argues that the main role of HE is to ensure that students are prepared
to become lifelong critical and reflective learners who possess knowledge, attitudes
and skills. Thapar (2014) suggests that universities play a major part in exhibiting how
they prepare graduates for employment. In order to fulfil this role, HEIs have seen
increasing emphasis being placed on employability within the curriculum (Bower-Brown
and Harvey 2004; Harvey 2005). The motivation of students to pursue HE is to gain
employment (Wharton et al. 2014). Boden and Nevada (2010) indicate that the
investment made by students to acquire HE should show what they are equipped with

in return after leaving HE and entering the competitive labour market environment.

Similarly, Maher and Graves (2011) supported the notion of the essence of HE, arguing
that economic requirements versus liberal education values create disunity among
stakeholders in taking up the concept of employability, although it is accepted and
promoted by HEIs in most European Union countries and other developed and
developing countries. These competing ideas are exemplified by the notion of
squeezing the curriculum and on subject content by the development of softer skills,
which should fall outside the remit of HE (Boden and Neveda 2010; Lees 2002). In
contrast, Harvey (2001) argues that employability complements subject-specific
learning in HEIs. Harvey (2010) states that HE provides a variety of employability
development prospects for students, such as life-long learning, self-presentation and

many others.

Sumanasiri et al. (2015) see some developments in HE courses as implicit and that
these should be embedded in degree courses, while others should be add-on modules

made clearly visible in the curriculum. They argue that embedding employability in any
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subject curriculum is possible without compromising academic freedom or the
expectations of HEls, employers and others regarding the current academic values.
Globally, HEIs consider graduate attributes and competencies prominent within degree
courses (Becket and Brookes 2012). For HE to promote growth and economic

development, it needs to encourage learning-by-doing (Yorke 2006).

The main weakness of the current HE curriculum in Ghana is that it fails effectively to
address practice-based learning (Boateng and Ofori-Sarpong 2002; Dasmani 2011;
Gondwe and Walenkamp 2011). Hence, there is a need for research that develops
approaches to enhancing employability through a curriculum that provides students
with opportunities to perform tasks which are similar to their expected roles in future
employment. Governments, employers and other stakeholders expect HE to contribute
to the development of a variety of complex skills, and at the same time deliver an
advanced command of worthwhile subjects, to enhance the stock of human capital for
national economic well-being and development (Knight and Yorke 2004).

Regarding the expectations of stakeholders, Lowden et al. (2011) argue that there has
been progress among stakeholders; however, there remain significant issues in terms
of the mind-sets and expectations of those responsible for the skills development of
graduates. Good practice seems to be patchy, indicating that a major problem facing
the employability agenda is the inconsistency between the aim of HE among
academics and others, such as the government. There is a notion among some
stakeholders that employability is better developed outside the formal curriculum, via
employment-based training and experience (Tymon 2010; Rae 2007). Employers are
apathetic about providing this training due to the costs and the possible lack of
commitment on the part of employees, suggesting that HEIs fill the gap through the

curriculum (Jackson 2010).

Interestingly, UK industry and HEIs agree on the quest to promote the employability of
their graduates, and other forms of collaboration worthy of emulation (Lowden et al.
2011). A lot is, however, expected of HEIs and industry with regard to fostering these
collaboration strategies and nurturing an understanding between stakeholders,
employers and graduates on how to promote employability (Lowden et al. 2011).
Boden and Nedeva (2010) criticise the employability focus in HE, arguing that it creates

two types of graduate and university; those who have the requisite employability skills
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and those who do not. Employability is used as a performative function of HEIs in the

UK, which adversely affects the pedagogies and curricula.

Bawakyillenuo et al. (2013), in their study on tertiary education and economic
development in Ghana, with its main drive to disentangle the elements of the mismatch
underpinning tertiary education and the needs of industry, call for the development of
effective and strong linkages between HE and industry. The UK experience of HE and
employability can be replicated in the present study to foster a common understanding

between industry and HE in the Ghanaian context.

In spite of the above contention regarding the functions of HE, the emerging trends and
new skills required by the labour market demand graduates with the requisite skills to
contribute to wealth creation and the expectations of their employers. Managing
transition has always been an issue for HE (Knight and Yorke 2004); however, to
prepare graduates adequately for the changes in the economy, curriculum intervention
is necessary (Maher and Graves 2008). Competition in the labour market and the high
tuition and living costs call for concerted efforts by HE and employers to prepare
students adequately for employability related to the subjects studied (Maher and
Graves 2008). Employers expect graduates to possess the right skills to contribute
positively to the organisation’s intended goals and this can only be achieved through
HE because many of these businesses are small and cannot afford to train graduates
in the skills needed. Therefore, it is the responsibility of HE to facilitate this move by
instilling in graduates the necessary work skills to ensure that they are ready for
employment. This connects employability with HE (Knight and Yorke 2004; Maher and
Graves 2008; Khare 2014).

The study by Khare (2014) indicates that the growth of the economy, coupled with a
strong demand for qualified graduates, has led to the need for a different educational
system, and that these changes bring challenges regarding how graduates may be
prepared by HE differently from the traditional way, in order to the meet the emerging
skills needs related to graduates and make them more employable. Consonant with
this view, Khare (2014) understands employability as a function of two basic factors:
the academic qualification of an individual and the learning environment that helps the
individual to build certain generic skills. This notion is supported by Brown et al. (2011),
who maintain that employability should exist in two domains - the absolute and the

relative - with the former being the attributes of individuals and the latter being the
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context in which they deploy these attributes. Rae (2007) argues that a person needs
more than a degree to be employable; graduates therefore need to acquire other

attributes to make them employable.

Yorke (2006) identifies three components of employability: employment outcome; a
learning process; and a set of credentials. These multiple constructs of employability
explain it as the possession of important characteristics and the potential to obtain and
retain employment, which Wilton (2011:47) describes as ‘realised employability’. It is
apposite, therefore, to consider the extent to which this ‘realised employability’

manifests in the Ghanaian context, which is the aim of this study.

This research considers these perspectives on employability in light of the trends in the
hospitality industry and hospitality graduates from Ghanaian HEIs. Employability,
according to this study, is understood in two ways. The first relates to individual-centred
characteristics, which include skills, attitudes and competencies. The second concerns
the factors that are external to the individual that create barriers and/or opportunities to
gaining, retaining and moving between jobs in the labour market. The focus of this
research is on the individual's characteristics and readiness to work, the factors
influencing access to work, maintaining a job and moving between jobs and the labour
market, and the relationship among hospitality education, graduate skills, the changes
taking place in the hospitality industry in Ghana (e.g. the arrival of multinational hotel
chains), hospitality education, and the enhancement of hospitality graduates’

employability through the hospitality curriculum.
2.5 Employability and the labour market

Several studies on employability have identified individuals, labour market policies and
the volatile nature of the labour market as major issues. Fugate et al. (2004) and
Hillage and Pollard (1998) emphasise individual capabilities as vital in the labour
market. This means that individual capabilities, such as skills and competencies, must
be developed to suit the needs of the labour market. In support of this point, Green et
al. (2013) argue that labour market policy and developments determine the skills
needed by students in order to be sufficiently robust and flexible to suit the labour
market. Also, Brown et al. (2011) suggest that employability is a loaded ideology,
determined by labour market conditions. However, Maher and Nield (2005) maintain

that the volatility of the labour market is unpredictable in nature because new skills and
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competencies may arise at any time to define the existing conditions. This study
supports the fact that students need to possess versatile skills in order to prevail in the

labour market.

De Grip et al. (2004) examined the demand side of employability and saw it as a
construct of five elements that impact on one’s chances of becoming and/or remaining
active in the labour market; namely, individual qualities (relational, motivational);
occupation specific skills; the labour market situation; and government and employer
training policies. Thus, graduate employability is a shared responsibility of the
government, employers and individual employees. Gazier (1999) calls this the
“interactive” version of employability, where labour market actors and institutions are
involved. Other researchers emphasise individual initiative, while acknowledging the
fact that the employability of the individual is relative to the employability of others and
the opportunities, institutions and rules that govern the labour market (McQuaid and
Lindsey 2005). Gazier (2010) states that the most important consideration is labour
market potential and occupational skills. Similarly, Leggatt-Cook (2007) focuses on the
employers’ view of employability, which encompasses the skills, knowledge,

competencies and attributes that are considered desirable in the employee.

Again, employability is vital to policy making and interventions. McQuaid and Lindsay
(2005) acknowledge the importance of employability in labour market policy in the UK,
the European Union and beyond. Interestingly, the idea arose in UK politics as a
central tenet of the so-called ‘Third Way’ policies of the New Labour party approach to
economic and social policy (Haughton et al. 2000:671), and remained vital for the
revised European Employment Strategy, a precondition for achieving an employment
strategy in the past decade, which is expected to play a role in the educational and
social targets of the Europe 2020 strategy (Green et al. 2013). Forrier and Sels (2003)
relate its purpose to achieving full employment in times of economic prosperity and
also when the labour market is constricted. In line with this notion, it was used to
encourage the unemployed and underprivileged to take part in the labour process
(McGrath 2009). Interventions were aimed at stimulating entry into the labour market,
with strategies for promoting economic labour market policies by important global
institutions at the national, regional and local levels (McQuaid and Lindsay 2005;
Bernston 2008; McGrath 2009). Given its importance in the labour market discourse by
employers policymakers and other elements of civil society, the idea of employability

remains prominent among HEIs (Wharton and Horrocks 2015).

41



Sumanasiri et al. (2015) indicate that a clear relationship exists between the
employability of HEI graduates and the actual learning activities that they engage in
while undertaking their university degree courses. McQuaid and Lindsay (2005)
presented a broader framework of employability to include individual factors, personal
circumstances and external factors which acknowledge the vitality of the supply and

demand factors, as indicated earlier.

Again, this study will attempt to understand the factors and influences that affect the
employability of Ghanaian hospitality graduates when seeking jobs. In a nutshell, all of
the definitions of employability refer to the individual’s ability to make a transition to the
labour market. It is important for Ghanaian hospitality graduates to have the capability
to handle graduate jobs which use relevant higher order skills acquired from HEIs,
rather than entry level jobs (Lee 2002), that less qualified employees can do.

2.6 Graduate employability

One of the research objectives of this study is to investigate the concept of
employability and the strategies for embedding employability within the curriculum, and
to develop an integrative model for enhancing hospitality graduate employability in
Ghana. Therefore, a clear understanding of graduate employability is vital for
operationalising the research as well as allowing lecturers to implement the agenda,
and students and policymakers (stakeholders) in general to appreciate the outcome of
the employability-related activities (Graves and Maher 2011). The employability of a
graduate is related to his/her tendency to exhibit attributes that employers require for
the effective functioning of their business. Graduates therefore need to be flexible
because of the growth in the number of short-term contracts and part-time work (Yusof
et al. 2013; Business, Innovation and Skills (BIS) 2011). The perspective of HE on
employability is producing capable graduates with the ability to learn (O’Regan 2010;
Weert 2011; Harvey 2000).

Importantly, Yorke (2006) notes that, while employers' dissatisfaction with the quality of
graduates is longstanding, there has been insufficient research on the extent to which
the graduates are themselves dissatisfied with how effectively their education prepares
them for the world of work. For example, a UK HE Funding Council for England
(HEFCE) survey of new graduates reveals that they experience difficulty with verbal

communication, time-management and task-juggling. This research fills this gap in
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Ghana by focusing on hospitality students' perceptions on how their hospitality
education enables them to develop similar generic skills. Also, there is a need to
develop transferable (generic) skills which can be used in different contexts, and
transfer (higher-order) skills which enable graduates to apply their generic skills more
effectively in different contexts. These higher order skills are related to the self-efficacy,
self-esteem and self-confidence elements of the CareerEdge employability model of
Pool and Sewell (2007).
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Figure 2.1 A model of graduate employability development

Subject area

v

Azl _> Employability development opportunities

4

Graduate
engagement
pedagogy
o employability attributes
o work experience -
. o self-promotional skills
Extra curricula o L
. > o willingness to develop
experiences

* reflection

Employability External factors
Articulation +
Employer - recruitment . Employment
Market '> Portfolio '> Self-employment

A model of graduate employability development

Source; Maher and Graves 2008

Figure 2.1 depicts the many facets of employability development. A closer look at the

model, at least from the perspective of this research, suggests the following:

e the need to engage learners in opportunities to develop their employability skills
through relevant curriculum innovation, which enhances all aspects of their
employability skills; for example, individual attributes, work-related skills,
awareness of job opportunities, how to match their requirements, and proactive

and personal development planning (PDP).
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o the importance of teaching, learning, and assessment (TLA) curriculum
practices that enhance learners’ capacity to reflect on their learning in light of
how they could apply their learning to recruitment issues, understand
employers’ requirements and how their learning matches them, appreciate the
changing labour market dynamics (including how continual learning and
personal development will enable them to keep abreast of these), and build a
portfolio of skills and competencies which will give them a competitive
advantage in the labour market or in self-employment - in other words, make
them inherently entrepreneurial (Bell 2016; Sewell and Pool 2010).

It would be worthwhile for the researcher to examine any gaps in the provision of these
innovative TLA documents in hospitality education in Ghana, to enhance hospitality
graduate employability. Maher and Graves (2008) argue that employability is a
curriculum process in education. Graduate employability has become very important
due to the changing nature of the graduate labour market and greater participation in
HE (Leong and Kavanagh 2013; Tomlinson 2012).

Most studies in the field of employability have focussed on the unpredictable and
competitive nature of the graduate market. Maher and Nield (2005) argue that
equipping graduates with the necessary skills will enable them to maximise their
potential to pursue a successful career, due to the competition, volatile employment
market and huge supply of graduates to the job market. Advanced economies have
attached great importance to enhancing the employability of their graduates due to the
unpredictable and competitive nature of the graduate market (HEFCE 2011; BIS 2011).
In support, the UK Department for Innovations University and Skills (DIUS) (2008) and
Yorke and Knight (2007) demonstrate the importance of enhancing the development of
graduate employability as a contribution to human capital and economic growth.
Jackson (2014) argues that enhancing graduates’ competencies enables them to attain
employment outcomes and supports employers who wish to employ graduates who
can self-manage their career pathways effectively, amid flatter organisational structures

and greater employee mobility.

Some studies have explained employability as generic skills, such as Clark and Zukas
(2012). They support generic skills acquired, irrespective of background or career
intention; and argue for a relational approach which dictates the individual's position,

disposition and abilities, and that their values, lifestyle and disposition make it easy for
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them to adapt. Therefore, employability should be seen as having a ‘good fit’ between
the individual’s values, lifestyle and work. Emphasis is placed upon whether a graduate
succeeds in obtaining a graduate job (HEFCE 2011). In contrast, employability in HEIs
and related courses provide graduates with generic or transferable skills, such as

communication skills and team work (BIS 2009; Lowden et al. 2011).

Studies on enhancing graduate employability globally, for example in the UK, Canada,
USA, Australia and elsewhere, have been discussed (see Supporting Graduate
Employability: HES Practice in Other Countries BIS research paper 2011). These
studies are based in developed economies and there is variation between the uses of
similar terms in these environments related to the idea of employability (see Table 2.1
Weligamage 2009).

The thesis of this research is that insufficient studies investigate in detail the
phenomenon of hospitality graduate employability in developing countries (British
Council 2014). Hence, this study attempts to fill the gap in knowledge regarding the
problem of hospitality graduate employability in Ghana, which is linked to graduates’
transition to the labour market (Bawakyillenuo et al. 2013; Gondwe and Walenkamp
2011). The focus on hospitality graduates will enable them more objectively to relate
the problems associated with employability to the influences that shape those problems
in the Ghanaian context. An example of such influences is the nature of the curriculum
that purportedly educates and trains students to be able to access jobs when they

graduate, but which does not seem to be achieving this objective currently.

Even though the focus of the research is on the hospitality discipline, the researcher
expects the results to be adaptable to a wider context, such as other disciplines in
Ghana and other Sub-Saharan developing countries like Nigeria, Cameroon, Gambia,
Sierra Leone, Liberia and others with similar problems. The contributions of the
research to knowledge consist of the development of an envisaged Ghanaian
Employability Enhancement Framework (GHEEF), as mentioned earlier. This will use
insights from other employability frameworks, like those explored below. It will also

draw on the current best practices in employability education in developed countries.

2.6.1 Factors affecting graduate employability

Graduate employability is affected by five high-order skills, according to Finch et al.

(2013); these factors include Soft-skills, Problem-solving skills, Job-specific functional
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skills and Pre-graduate experience. They investigated 17 factors that influence
graduate employability through the subjective perspectives of employers when they
consider engaging new graduates. The five main factors mentioned are: written
communication skills, verbal communication skills, listening skills, professionalism
interpersonal skills under Soft skills; Problem-solving skills which has four sub factors:
critical thinking skills, creativity, leadership skills, and adaptability; Job-specific
functional skills, including: job-specific competencies, technical skills, and knowledge of
software; Pre-graduate experience, which encompasses pre-graduate work experience
which they indicate may include in-programme experiential learning opportunities (e.qg.
part-time or summer employment) and professional confidence; and last but not least
the higher-order skills which include: institutional-level reputation, programme-level and

academic performance.

Finch et al. (2013) used a pragmatic mixed method approach in interviewing 30
employers and undertook a further empirical examination of 115 employers. They
linked learning outcomes to the development of soft-skills, which indicates the
importance of learning outcomes that increase the employability of new graduates.
Subsequently, employers have made soft-skills a priority when hiring graduates but
attribute less importance to academic reputation. This indicates that possessing the
necessary skills, attitudes and behaviour determines an individual's chance of getting,
keeping and progressing in a job, while the context in which the individual seeks
employment also plays a significant role in the transition, and work culture affects how

employability is enhanced (Green et al. 2013).

McQuaid and Lindsay (2005) took a different dimension by studying the individual
circumstances that compel and at the same time facilitate employability; these include
the household and local area context, spatial mobility and social networks. Similarly,
Pitan (2016) investigated graduate employability in Nigeria, a developing Sub-Saharan
country, to propose a model for enhancing this. She identifies eight factors which
include: a poor curriculum system; a poor learning environment; the inadequate funding
of tertiary education; graduates and employers having divergent views on
employability; poor guidance and counselling and career services; a lack of
collaboration between HE stakeholders, graduates and employers; and inadequate

industry work experience.
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It is worth noting that the divergent views of graduates and employers, as stated by
Pitan (2016), brought forward the factors that employers value, such as good
communication skills, a good attitude, critical and analytical thinking skills, and a strong
CV, as vital requirements for employment, while graduates mainly considered their
academic achievements as essential. Furthermore, Green et al. (2013) identify work
culture as a factor that affects the employability of the individual in an organisation.
Based on these studies, it is suggested that soft skills, the environmental context, the
work culture, a poor learning environment and inadequate funding may be affecting
graduate employability in a developing country like Ghana compared to the situation in
developed countries.

The learning outcomes of a course of study are defined as the ‘knowledge, skills and
attitudes that students are expected to internalise and be capable of performing when
they complete a course’, according to Reich et al. (2016:23). They agree that learning
outcomes logically focus on the knowledge, skills and attitudes taught on all courses
but, for hospitality students, there is a need to know and be able to demonstrate
general skills by the time they finish their course. The learning outcomes of hospitality
courses include the mastery of skills in leadership, communication, quantitative
reasoning, critical thinking, ethical reasoning, information literacy, technology, world-
class service, teambuilding, diversity, career and life skills and sustainability (Reich et
al. 2016).

Chamorro-Premuzic et al. (2010) investigated soft skills in HE, together with their
importance and improvement ratings, as a function of individual differences and
academic performance, and found that soft-skills are not academic skills. However,
there is evidence that soft-skills are imperative for employability. Similarly,
professionalism has been identified as contributing towards employability (Aston 2011).
Wellman (2010) investigated interpersonal skills, Reid and Anderson (2012) problem-
solving skills, and Rosenberg et al. (2012), job-specific functional skills and work-life
experience (Hopkins et al. 2011; Smith et al. 2008). Work experience has been
identified by employers as one of the major factors that impact on graduate
employability (Hopkins et al. 2011).

El Mansour and Dean (2016) argue that the job market has become more complex in
recent times, emphasising that extensive generational differences exist among

graduates and that their view of careers and learning limit their job offers as they target
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more specific skill sets. They suggested collaboration between HEIs and industry to
ensure that graduates understand the job market conditions. In furtherance of their
suggestion, it appears that creativity, good communication skills, information
technology, and information management skills are considered by employers as
essential in employees, including strategic planning and managing customers. These,
however, affect graduates’ transition to the world of work. A similar result regarding a
dearth of skills that employers are seeking was found in an investigation of graduate
employability in Nigeria (Emeh et al. 2012; Pitan 2016). Baciu and Lazar (2011)
emphasise technical and professional skills based on the dynamic nature of the job
market for graduates.

The gender of graduates also influences graduate employability (Wickramasinghe and
Perera 2010; ElI Mansour and Dean 2016). Wickramasinghe and Perera (2010) state
that little research has been done on gender, but there is evidence to show that this
plays a role in the employability of graduates. Finch et al. (2013) state that, in order to
enhance new graduates’ employability, university courses should focus on learning

outcomes which are linked to the development of soft-skills.

Yusof et al. (2013) argue that industrial training is an effective tool for enhancing
graduate employability. They investigated employers’ views on how to improve
students’ performance so that they are work-ready when they graduate. Qenani et al.
(2014) state that the university plays an important role in developing and enhancing
graduates' employability. Similarly, Garwe (2014) supported the notion that a relevant
curriculum has the greatest impact on enhancing employability. However, Sumanasiri
et al. (2015) argue that the focus of employability on external factors, such as career
development courses, internships, work experience courses, soft-skills development
courses, and even university admission criteria that influence employability, divert

attention from the core function of HE, 'learning'.

Maher (2006) states that, to make graduates more employable, new employability skills
may be required in the evolving graduate employment market. This explains the need
in this study to consider the changing skills requirements which hospitality graduates
must meet because of the arrival of big, multinational hotel chains in Ghana. These
revelations should encourage the faculty to refine their focus on the skills needed to

strengthen graduate employability, for example, in Ghana.

49



2.7 Models of employability

This section examines many of the employability models which provide the corpus of
constructs on which this research depends. This will enable the researcher to explore
fully the development of the models of employability that underpin graduate
employability, in order to draw insights from them for the study of hospitality graduate
employability in the Ghanaian context.

A number of models and frameworks for examining employability have been put
forward in the extant literature. As noted earlier, this research focuses specifically on
the factors impacting on the employability of Ghanaian hospitality graduates in HEIs, by
adopting a holistic viewpoint. Based on the complexity and arguments regarding the
meaning of the concept of employability, it is necessary to develop an integrated
conceptual model that will increase the understanding of employability, especially in
Ghanaian HE circles. This understanding is important, as several studies carried out in
Ghana acknowledge the presence of a gap between what HE is producing for the
labour market and the skills that the labour market requires from graduates seeking
work (Bawakyillenuo et al. 2013; Gondwe and Walenkamp 2011; Baffour-Awuah and
Thomson 2011). The Ghana Education Sector Performance Report (2011) maintains
that graduates possess insufficient skills that are highly needed by industry, which
increases the unemployment rate among this group; hence, the need to develop an
integrated employability model for Ghanaian hospitality graduates.

2.7.1 Relevant models of employability for this study

Among the many models of graduate employability suggested in the literature and
discussed in this research, consideration is given to the three relevant theoretical
models of graduate employability: the Understanding subject knowledge; Skills and
skilful practice; Efficacy beliefs; Metacognition (USEM) (Knight and Yorke 2004);
Decision learning Opportunity awareness, Transition learning and Self-awareness
(DOTS) (Watts 2006) and the key to employability model (CareerEdge) (Pool and
Sewell 2007). These three models are considered because they are not specific to a
particular context and form the basis of the present research framework. Insights from
these models inform the development of an integrative model that is developed and

recommended for use in Ghana.
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To critically evaluate these three models the researcher presents the individual models
below for the reader to understand the bases on which they were developed and the
reason for their adaptation and relevance to this research. However, in spite of the fact
that these three models were preferred, the CareerEdge combines the elements of the
DOTS and USEM. This makes the CareerEdge model most preferred model that
eventually informed the constructs used for the field data collection and development of

the conceptual model of this research (The GHEEF).

2.7.2 The USEM model

USEM is an acronym of the components of the model: U- (understanding subject
knowledge); S- (skills and skilful practice); E- (efficacy beliefs); M- (metacognition).

It is the first relevant model reviewed in this research, commonly referred to as the
USEM account and described as ‘a ground-breaking model that can easily be
implemented in institutions to make low-cost, high-gain improvements to students’
employability’ (Knight and Yorke 2004:8). This model was developed to give a
theoretical perspective on employability by explaining the four broad elements of
employability skills and the relevance of embedding employability in the curriculum.
USEM is accredited by HE in the UK and used as a key tool in supporting work on
employability in HE (Knight and Yorke 2004; Maher and Graves 2008). Its features
explain what a graduate should obtain from a degree course in order to enter the world
of work. Knight and Yorke (2004) believe that these elements are interrelated and
therefore suitable for enhancing graduate employability.

The USEM model enhances the undergraduate curricula by using ‘low pain/high gain’
strategies (Knight and Yorke 2004). ‘Low-pain high gain’ is a term used to describe the
sophisticated mapping of the goodness of fit between the curriculum and the USEM
model, to improve the focus of employability and put more emphasis on the importance
of adjusting to change, than reconstruction in relation to embedding employability in the
traditional curriculum. To discuss the elements of the model, the efficacy belief and
metacognition parts of the model combined allow the integrated development of
practical skills through the curriculum, when developing knowledge, understanding and
skills. The USEM encourages individuals to develop a range of successes, ensures
fitness for practice (competence) regarding the higher-order cognitive skills required in
academia, is user-friendly and enables HE providers and their partners to fine tune

their curriculum, compared with other models, which are silent on the curriculum.
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Figure 2.2 The USEM Model
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Figure 2.2 demonstrates the relationship between the elements of the USEM. The U
stands for the understanding of the subject matter; S is the skilful practice related to
generic skills as well as subject specific skills; E stands for efficacy beliefs, which are
beliefs that can impact on situations and events, be pervasive, as depicted above, and
reflect the willingness to act, which is sometimes described as self-theories, where
people respond to difficulties in new situations (Dweck 1999). Yorke and Knight (2004)
believe that it is an element that can be interpreted when referring to aspects of
personality; M is the awareness of what one knows and can do to learn more.
Furthermore, all four elements support the development of employability, making it a
combination of several aspects, including subject knowledge. The model provides an
overview of the influences on employability (Yorke and Knight 2004), making
employability appeal to academics.

2.7.3 The DOTS (Career Development Learning) model

The second model of relevance is the Decision learning, Opportunity awareness,
Transition and Self-awareness (DOTS) model, which evolved from career development
learning, according to Watts (2006) Law and Watts (1977), and Pool and Sewell

(2007). DOTS consists of: ‘Self-awareness — in terms of interests, abilities, and
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values, for example; Opportunity awareness — knowing what work opportunities exist
and what their requirements are; Decision learning — decision-making skills; and
Transition learning — including job-search and self-presentation skills (Watts
2006:10).

The DOTS framework represents Careers Development Learning outcomes. This
framework has sustained decades of implementation in the HE sector, particularly in
the UK (Teaching Employability - RMIT University 2017). AGCAS (2005) indicates that
the role of career education in the HE curriculum is essential in preparing students for
success in a multifaceted graduate labour market. AGCAS (2005) furthermore agrees
that there are varied theories and developmental approaches to careers education.
Self, Opportunities, Decisions and Transitions is the most widely used framework in the
UK. This is therefore relevant to the present study, as it explores best practices for
enhancing graduate employability in Ghana.

This model emphasises the employability skills that students should learn to identify a
market in which to sell themselves (Watts 2006). DOTS was fundamentally used in
secondary schools, which reduced its value in the HE arena (AGCAS 2005; QAA
2001), but it was reframed in order to be blended with theoretical models for
consistency in careers education (Association of Graduate Careers Advisory Service
(AGCAS) 2005). The fact that the career development learning component is critical in
the context of graduate employability, combined with their ability to identify job and
career opportunities, network and sell their skills successfully to employers, makes
DOTS relevant to this study.
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Figure 2.3 The DOTS Framework
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Self-awareness

Self-awareness is central to reflexivity in career development learning and includes the
ability to identify: 'knowledge, abilities and transferable skills developed by one’s
degree; personal skills and how these can be deployed; one’s interests, values and
personality in the context of vocational and life planning; strengths and weaknesses,
and areas requiring further development; develop a self-reflective stance to academic
work and other activities; and synthesise one’s key strengths, goals and motivations

into a rounded personal profile' (Watts 2006:10-11).

The self-awareness component reinforces the students’ ambitions in selecting their
course of study and their understanding of HE. It impacts on students’ development by
enabling them to choose what to lay emphasis on during their work-integrated learning
programme. In other words, it encourages self-assessment, reflective writing and

Personal Development Planning (PDP).
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Opportunity Awareness

Students must be aware of the worlds-of-work in order to select a suitable professional
path. Opportunity awareness needs students to demonstrate: 'knowledge of general
trends in graduate employment and opportunities for graduates in one’s discipline;
understand the requirements of graduate recruiters; and research-based knowledge of

typical degree-related career options in which one is interested' (Watts 2006:10-11).
Decision-making

The DOTS model requires that students can: Identify the key elements of career
decision-making, in the context of life planning; 'relate self-awareness to knowledge of
different opportunities; evaluate how personal priorities may impact upon future career
options; devise a short/medium-term career development action plan; identify tactics
for addressing the role of chance in career development; and review changing plans
and ideas on an ongoing basis' (Watts 2006:10-11).

Transition Learning

The transition to the job market by the student is the eventual goal. The final DOTS
model element requires students to: demonstrate an understanding of effective
opportunity-search strategies; apply an understanding of the recruitment/selection
methods to applications; demonstrate an ability to use relevant vacancy information,
including ways to access unadvertised vacancies; identify the challenges and obstacles
to success in order to obtain suitable opportunities and strategies for addressing them;
demonstrate a capacity to vary one’s self-presentation to meet the requirements of
specific opportunities; and demonstrate an ability to present effectively during selection

interviews and other selection processes (Watts 2006:10-11).

2.7.4 The CareerEdge model

The third relevant model to this study is Pool and Sewell’'s CareerEdge, which builds on
the USEM model of Yorke and Knight (2004) and DOTS. CareerEdge is an
aggregation of the DOTS and USEM, making it highly relevant and preferred model
amongst the chosen three, for inclusion in the selected model for this research. This
model was developed to explain the concept of employability which is described as
elusive, difficult to understand and too elaborate to be practically useable by those new

to the subject, particularly students and their parents (Pool and Sewell 2007).
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CareerEdge is a practical model for employability that easily explains the concept, and

also allows students to develop their employability (Pool and Sewell 2007).

The name ‘CareerEDGE’ emanated from the lower tier of the model for easy recall,
suggesting that, to be employable, all five components need to be developed and
accessed by the student. This, according to Pool and Sewell (2007), will result in the
development of a higher level of self-efficacy, self-confidence and self-esteem, which

are important for employability.

The model is built on the definition that: 'Employability is having the set of skills,
knowledge, understanding and personal attributes that makes a person more likely to
choose and secure occupations in which they can be satisfied and successful' (Pool
and Sewell 2007:280).

Pool et al. (2014) argue that CareerEdge attempts to bring together earlier works by
researchers in the field of employability, such as Knight and Yorke (2004), Hillage and
Pollard (1998), and Harvey (2002), into a more comprehensive and coherent model,
that draws together essential conceptual issues that support the understanding of the
concept of employability. The visual schema answer the question of what employability
is, expressing the concept of employability in a theoretical way, and making it

assessable to both practitioners and students.

Figure 2.4 The CareerEdge Model
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The incorporation of several elements of the USEM into the framework reflects an
assertion of the importance of the model, as depicted in Figure 2.4. According to Pool
and Sewell (2007), the framework is sufficiently flexible to open up new opportunities
for the development of assessment tools and research on the impact of employability
interventions (Pool and Sewell 2007). Smith et al. (2014) agree that the incorporation of
the definition makes it assessable and builds the reflective skills of students in
constructing their careers. This makes it relevant to the present study, as it combines

various components of employability into a single holistic model.

To clarify the CareerEdge framework for students, parents and non-experts, a symbol
of a key as depicted below was used by the authors (Pool and Sewell 2007). An image
of a key literally shows that an individual who is equipped with all of the components of
the model has a key that will open the door to employability. This is depicted in Figure
2.4 below.

Figure 2.5 The key to employability
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The mnemonic symbol of a key to success regarding the model elements’ promotion of
employability is, in the researcher’s opinion, easier to understand by non-experts, and
hence more suitable for adaptation to the Ghanaian context, for the above reasons.
Whilst it may be argued that the model would be more suitable for the developed
countries in which it originated, the CareerEdge model, complemented by insights from
other employability models, will underpin the proposed Ghanaian employability
enhancement framework, since the skills and attributes required to be employable
transcend geographical boundaries. The researcher have therefore critically combine
insights from the research results and these models in developing the framework for
the present research.

2.7.5 A critical evaluation of the selected models

This section critically evaluates the three theoretical employability models that underpin
the development of the GHEEF in order to develop an in-depth understanding of
graduate employability. The purpose of critically reviewing these models is to examine
their relevance to this research and consider how the model elements could be
adapted to the Ghanaian context, particularly as regards curriculum development for
the employability of hospitality graduates from Ghanaian HEls. The framework which
this research produced synthesises the seminal contributions of Knight and Yorke’s
(2004) USEM, Pool and Sewell’s (2007) CareerEdge and Watts’ (2006) DOTS models,
for instance, in a manner that highlights the key points of interest, as the three relevant

models have merits that surpass their demerits.

The models are legitimate and accepted by HE in the UK as examples of good practice
when developing and enhancing student and graduate employability (Pond and
Harrington 2011; Jackson 2013). These selected models provide varied perspectives
on the aspects of graduate employability considered by the researcher. The three
models (USEM, DOTS and CareerEdge) contain elements that are applicable to
enhancing graduate employability, such as career development learning, work and life
experience, degree subject knowledge, skills and understanding, generic skills and
emotional intelligence, that are vital to enhancing graduate employability, according to
Pool and Sewel (2007). These models can be adapted to the outcomes linked with
professional practice and HE (Knight and Yorke 2004) and therefore provide a
sufficiently comprehensive focus on graduate employability, considered in terms of the
changing career contexts of the new world of work in which today’s graduates find
themselves (Rae 2007).
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Jollands (2015) argue that there is no consensus on the best framework due to the
definition of employability being contested and most frameworks have become
outdated as the definition of employability keeps evolving. Anderson et al. (2014),
quoted in Jollands (2015), states that 'When a phenomenon can be characterised by
multiple descriptors, a framework may be built to organise the descriptors into
categories. A framework is useful to teachers if it can help them organise learning
objectives and make them more precise. Learning objectives are 'intended student
learning outcomes' or what we want our students to learn'. Bridgestock (2009) argues
that, to enhance graduate outcomes in the immediate term and on a sustained basis,
universities should promote broader career management competence in students, by
recognising the importance of a wider skill set than the narrow generic skill lists. The
three selected models of employability are individually evaluated critically to unearth
their merits for consideration as models for underpinning the development of the
GHEEF.

As noted earlier, in the interest of this research, the model ideas will be made relevant
to the key stakeholders in employability education; namely, lecturers, students, career
advisors, industry trainers, employers, and government, educational and labour market
policymakers (Maher and Graves 2008). This research therefore examines the
Ghanaian HE hospitality curriculum in order to assess its effectiveness in instilling
these skills and competences in hospitality graduates, through an improved curriculum
design and delivery, which encompass the Teaching, Learning and Assessment (TLA)

perspectives.

It is argued that research into the employability models should manifest broad
theoretical and practical contributions to knowledge, by generally fitting different
contexts and providing flexible tools which will enable stakeholders to understand the
specific contexts of employability (Pool and Sewell 2007; Cai 2013; Yorke and Knight
2004). Hence, the Ghanaian Hospitality Employability Enhancement Framework aims

to make similar contributions to knowledge.

A critical look at the chosen models (USEM, CareerEdge, and DOTS) shows that they
all have distinct merits, and emphasise a humber of key skills and conditioning factors
that would inform the development of the Ghana framework. However, the CareerEdge
model seems to accommodate key elements that are useful for wider and contextual

studies of employability. Some of these elements include the CareerEdge perspectives,
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the 3S elements (Self-efficacy, Self-confidence and Self-esteem), and PDP, which
enables the personal attributes of learners to be blended with their generic skills, and
so make them more employable. For graduates to stand the best chance of securing
an occupation that will satisfy them and enable them to succeed, it is vital for them to

access career development learning (Pool and Sewell 2007).

The DOTS model emphasises career development learning and has been used
extensively within career-planning and education, thereby drawing a clear connection
between career planning and employability. Interestingly, the key to employability and
the USEM models theoretically underpin the DOTS (Watts 2006) which is simpler and
more user-friendly for practitioners and stakeholders, such as lecturers and HEIs. For
example, the USEM model is relevant to this study because, according to Knight and
Yorke (2004), it is consistent with academic values, and endorses good learning and
teaching practices. It is also proven in the HE arena to be useful and robust for
educators and students seeking to assess employability (Knight and Yorke 2004). This
model places great emphasis on continuous learning, which has been identified as a

requirement of the new world of work.

In support of this claim Pool and Sewell (2007), confirm that the USEM model is one of
the most widely recognised and effective models in the employability literature,
adjudged to be probably one of the best employability models and critical for an
understanding of graduate employability. It also acts as a guide for educationists in
embedding employability into the curriculum; hence, its adoption in the present

research.

Smith et al. (2014) argue that employability should begin with conceptualisation, as
constructs grow by accretion. Employability has been subjected to various studies
during the last five decades and yet still appears difficult to define and lacks
generalisability (Sumanasiri et al. 2015; Wickramasinghe and Perera, 2010). The
politicisation of the concept by policymakers, HE and industry makes it even more
difficult to reach a consensus, thereby allowing stakeholders to define the concept in
their own context (Sumanasiri et al. 2015; Smith et al. 2014). A serious weakness of
this argument, however, is that, in spite of the positive acknowledgement, the USEM
model is described as largely theoretical and descriptive, it lacks research evidence
(Pool and Sewell, 2007) and its complexity does not allow its practical use to explain

the concept to students, parents and non-academics in order to enable them to
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comprehend fully what employability is all about (Pool and Sewell, 2007). Despite
these limitations, many studies have been based on the USEM framework, highlighting

the significance of this theoretical framework.

However, this weakness could be easily overcome in this study by exploring the
respondents’ understanding of employability vis-a-vis the various meanings identified in
the literature, and clarifying those that apply to the Ghanaian model. Hence, the USEM

model’s theoretical foundations will fruitfully support the research.

Arguably, the USEM model is believed to have a substantial face validity that can be
linked with the empirical research evidence and is consistent with academic values
which improve the analytical work on the curricula (Maher and Graves 2006; Yorke and
Knight 2004). This attracted the interest of the researcher, since the focus of the study
is on HE, with an emphasis on the employability of hospitality students and the
hospitality curriculum in Ghanaian HE. It can be argued further that having face validity
alone is contentious and can be disputed for content validity, because face validity is
subjectively viewed as covering the concept that it purports to measure. Pool and
Sewell (2007) argue that there is no real evidence to show that it can be measured by
empirical research evidence, and hence object to the USEM account as not being
based on sustained research, as mentioned above. This remark suggests that the
present research, insofar as it is not based on the USEM model alone, may provide
some evidence of the usefulness of the model constructs in developing country
contexts, using the Ghanaian context as a case study. Also, the fact that the model
constructs are combined with insights from other models for this particular context
implies that a perceived weakness in any single model, say, the USEM, will not

strongly influence the research results.

Furthermore, Pool and Sewell (2007) and McCash (2003) note its weaknesses such as
distorting the curriculum and established practices in HEIs and failing to explain to
departments how to render the achievements which employers’ value. Knight and
Yorke (2004) object to this notion put forward by Pool and Sewell by indicating that the
USEM is broadly neutral in terms of subject understanding as it endorses good learning
and teaching practices. These authors further argue that Metacognition is waffle and
that there is no guarantee that HE can influence self-systems (interconnected networks
of beliefs that help a person to make sense of the world and decide which goals and

tasks to pursue). What is known about the development of skilful practice, efficacy
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beliefs and metacognition suggests that a need exists to think in terms of whole
courses rather than the individual modules or units of courses. This notion is, however,

a challenge to practice, values and systems (Pool and Sewell 2007).

Interestingly, the USEM cuts across the priorities of the Quality Assurance Agency’s
subject benchmarking for general business and management (2015), which is highly
valued in the UK. Another objection of the USEM by McCash (2006) and Pool and
Sewell (2007) is that it is silent on the mechanism of reflection which is important for
the development of employability, while efficacy belief and metacognition resist
assessment and grading, which might not be taken seriously by HE stakeholders
However, the USEM possesses merits that will be useful to the present study.

The researcher thinks that the semantic debate about understanding versus knowledge
does not limit the creative use of the USEM model in this research. This is because the
model ideas are combined with perspectives from other models to provide a more
robust working model for the research, known as the Ghanaian Employability
Enhancement Framework (GHEEF). In the researcher’s opinion, the mere choice of
names in a model does not constitute a significant drawback since, as in the case of
the USEM model, it connects curriculum elements with targeted employability
development goals. For example, in the Ghanaian context, the researcher can re-label
the E and M with a Ghanaian vernacular term for easy understanding. The fact that the
developers of the USEM model advanced 39 skill sets to consider under the various
labels is of immense practical value in contextualising and applying the model ideas in

Ghana.

In spite of the criticism of it, Knight and Yorke (2004) are confident that the USEM
model effectively addresses issues immediately at the local level, thus making it
possible to place departments and universities under the four headings which are
believed to be the best elements to examine in curriculum work. They maintain that the
USEM model accommodates employers’ views and connects with research into
learning by extension and performance, which is appreciated by teachers. It is worth
stating that one important advantage of the USEM, as claimed by its authors and
relevant for this research, is that it is generally sufficient for use outside England.

Hence, the model looks promising for employability research within Ghanaian HE.
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Knight and Yorke (2004) hold the view that the USEM model is an all-inclusive
employability model for embedding employability throughout the curricula and is
consistent with the understanding of HE. Furthermore, they maintain that embracing
employability as an educational aim necessitates a re-examination of the curriculum
design and implementation which improves traditional Teaching, Learning and
Assessment (TLA) strategies, such as lectures, seminars and tutorials. Hence, a
reconsideration of the Ghanaian hospitality curriculum design for subsequent

implementation is important in this study.

Knight and Yorke (2004) indicate that the desired student development might not be
achieved fully at the university, but will occur during employment based on aspects of
employability in the curriculum. The researcher argues that involving hospitality
industry professionals in the co-design and delivery of the hospitality curricula, as
appropriate, through guest lecturers and industrial attachments, mitigates this
drawback of employability education.

A good curriculum design helps learners to build an understanding of the subject
matter and maintain their interest and develop skilful practices, or ‘skills’. Therefore, the
relationship between USEM and curriculum design is mutual. The development and
embedding of employability in the curriculum reinforces good learning (Harvey 2000).
Hence, the relevance of this model lies in the fact that it has implications for curriculum
design, since a good curriculum will help learners to develop a more effective
understanding of the subject matter and a number of skilful practices, efficacy beliefs

and metacognition skills that employers value (Yorke and Knight 2006).

Some further advantages of the USEM model include the fact that it is economical and
hence practicable for interventions aimed at enhancing employability; permissive by
allowing departments and universities to put under those four headings the skilful
practices that they consider to be important given their specific TLA contexts; and a
plausible representation of employers’ views that also connect with research into
learning and, by extension, into performance as well, which is consistent with broad

academic values (Knight and Yorke 2004).

The 39 employability traits were developed as prompts which help departments to
examine their curricula from an employability enhancement perspective (Yorke and
Knight 2006). These traits were categorised under the headings of personal qualities,

core skills, and process skills, as depicted in Figure 2.3. Contrary to what critics have
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argued, Yorke and Knight (2007) indicate that the list is important even if not every
aspect applies to a particular curriculum; it guides academic staff on how they might
address issues of what to do and how to encourage students’ learning. This is critical

for the present research as a guide for the development of the Ghanaian framework.

Furthermore, to make it more explicit, the USEM account is consistent with the model
of adaptable learning, (a method which uses computers as interactive teaching
devices) suggested by Boekaerts and Niemivirta (2000). This model of adaptable
learning is defined by Zimmerman and Schunk (1989, cited in Knight and Yorke
2004:40) as self-regulated learning (SRL), whereby students’ self-generated thoughts,
feelings and actions are systematically oriented towards the attainment of their goals.
They maintain that, in any situation, ‘declarative [U] understanding and procedural
knowledge [S] skillful, cognitive strategies that have been successful in that domain,
and metacognitive knowledge [M] relevant to the learning situation’ quoted in (Yorke
2004:411), happens with the students’ self-esteem, with their hierarchy of values, and

motivational beliefs’.

Boekaerts and Niemivirta (2000) suggest a connection with USEM'’s [E] efficacy in
discussing ‘motivational beliefs’. A meta-analysis of educational interventions points to
the importance of addressing the E and M of the USEM (Marzano’s 1998 in Yorke
2004). In the Ghanaian context, for example, the E and M components of the model
can be used as prompts to explain the motivation and mind-set of hospitality graduates

regarding how they learn both the subject matter and other skills.

With respect to the USEM model, the researcher maintains that it makes useful
connections with the broad view of the employability TLA, whereby graduates are
equipped with both technical subject matter knowledge and sets of complementary
skills needed to succeed in competitive work environments, with enhanced self-belief
and higher-order skills, which relate to the metacognition dimension. Hence, the model
is potentially useful in this research as a framework for organising the anticipated
research results obtained from the Ghanaian context into an employability enhancing

model that is suitable for that context, namely the GHEEF.

The DOTS model is valued for its simplicity because it admits a great deal of complex
career development constructs within the framework (Watts 2006; Patton and
McMahon 1999; Law 1996). It is valued for emphasising learning objectives and being

simple for developing decision- making skills and an awareness of the availability of
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work requirements, including job searches, presentation skills and self-awareness,
thereby making it popular in HE circles (Watts 1999; Patton and McMahon 1999),
including this study.

In support of the above view, Yang Jia Lin et al. (2015) agree that student employability
is not determined solely by academic qualifications, but graduate generic attributes and
the ability to package and present their credentials and capabilities and talents. The
Career Development Learning (CDL) skill is closely related to the DOTS model, it
enhances emerging learning technologies and the global interest in professional
development, and changes in the student population, and the faculty population make
career development a necessity (Yang Jia Lin et al. 2015). Reddan and Rauchle’s
(2012) findings suggest that university students should be exposed to courses that
provide a combination of career education and work-integrated learning as part of their
formal studies to maximise their employment potential for optimal economic and social

outcomes.

The National Assaociation of Graduate Careers Advisory services UK (NAGCAs, 2008)
indicates that some form of career development is essential for preparing
undergraduate students for the competitive employment market. The career
management skill, which is closely related to the DOTS model, is popular in HE
because students can use it as a self-assessment tool (AGCAS 2005) and to identify
trends in employment opportunities in their areas of specialisation. The decision-
making process of the model raises the students’ self-awareness of their abilities,
interests, values and motivation. They can then search for information that is consistent
with what has been found about job opportunities, which then allows them to select

from the possible options that emerge (Law and Watts 2003).

It is however, argued that DOTS does not allow individuals to organise complex career
development learning into a practicable framework (Pool and Sewell 2007), contrary to
the above views. They, however, acknowledge that the DOTS model is flexible and can
overcome the above-mentioned limitation, by reverting to the original principle based
on workplace experience. Work-integrated learning has become a significant feature of
HEIs in promoting the employability of graduates over the past decade; its original
principle was developed for the design and delivery of career development learning
and work-integrated learning (Reddan and Rauchle 2012; NAGCAs 2008). According
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to Smith et al. (2015), these principles provide vital practice- and resource-related

themes that outline the actual delivery of career learning.

It is argued that the DOTS model hinders the adoption of innovative theories and
creative frameworks which underplays other critical issues such as social and political
contexts, attributing the failure to secure a suitable self-fulfilling job to the individual
(McCash 2006; Pool and Sewell 2007). Watts (2008) asserts that career development
learning complements graduate employability by addressing fundamental issues of
direction and sustainable graduate employability, and assists students to expound their
career aspirations and manage their progress.

Career development courses are obvious in activities that transfer employability skills,
such as mentorship (Gannon and Maher 2012: Mcllveen et al. 2011). Gannon and
Maher (2012) explore mentoring as a mechanism for engaging industry, and
specifically alumni in HE to enhance the student experience in hospitality and tourism
management, in the face of the changing and challenging nature of HE provision and
issues of management education in hospitality and tourism. They argue that changes in
the pedagogical delivery of knowledge and skills, technology and the growth of
vocational programmes and widening access have resulted in new ways of delivery,

including personalised learning.

In the Ghanaian context, for example, the researcher needs to account for how
hospitality education should be blended with other influences (labour market conditions
and educational policy, for instance) to enhance the employability of hospitality
graduates. Therefore, the argument put forward by Pool and Sewell (2007) and
McCash (2006) above will not influence the decision to adapt certain elements of the
DOTS that the researcher deems vital for making Ghanaian hospitality graduates
employable. In other words, the model is contextually useful depending on how it is

operationalised, using evidence from that context, as in the study.

The decision-making (D) aspect of the DOTS model includes self-marketing, a process
of having to decide the right strategies for finding work (Watts 2006). For example,
‘self-marketing’ includes the ability to have a suitable CV, write compelling job
applications and enact a positive self-presentation during interviews (Miller 2012;
Abraham and Karns 2009; Sternberg 2013). Cheramie (2014), in his study on
improving career development learning in students, indicates that a lack of

communication skills in many graduates who are seeking employment in the job market
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has been criticised by many researchers (Abraham and Karns 2009; Bennis and
O’'Toole 2005; Rubin and Dierdorff 2009). This makes it imperative for students to be
taught through a practical orientation such as mentoring (Gannon and Maher 2012).
Their work describes the experiential exercise designed to help students to complete
the process of job analysis used for hiring and other Human Resource functions.
Students also discover external resources that can help them to develop more effective
resumes and interview skills. Results from a student satisfaction survey of this exercise

and pre-test/post-test data are provided to indicate learning in the job analysis process.

Students lack work experience and need to know how to obtain and promote their skills
and achievements more clearly, to become employed after graduation. This aspect of
the DOTS is relevant to this present study, since skills in developing CVs and job
applications, and personal presentation skills at interviews are lacking and/or
sometimes do not feature prominently in hospitality curricula designed for use in

Ghanaian HE, based on the experience of the researcher as a lecturer for many years.

AGCAS (2005) indicates that a career development model contains four elements that
enable students to plan their career well. The elements of the DOTS model influence
the development of career learning in HE (Abraham and Karns 2009; Johnson 2011;
Sternberg 2013). This allows students to become conscious of issues such as self-
awareness, self-promotion, exploring and creating opportunities, action planning,
networking, decision-making, negotiating, political awareness, and coping with
uncertainty, and therefore focuses on the development and transfer of skills (Mcllveen
2011; Watts 2006). The DOTS model supports cross-curricular learning (which involves

curricula in more than one educational subject).

It is noted that the DOTS model integrates four modular approaches, such as the
generic approach, where the same module is designed for all courses, and modified to
suit the needs of particular departments (Knight and Yorke 2006; Pool and Sewell
2007; Hartung and Subich 2011). This delivery strategy is consistent with the Ghanaian
context, as the research aims to embed the concept of employability into the curriculum
in a way that can be used in other disciplines. It promotes extra-curricular activities
which constitute a major component of the USEM model (Hustler et al. 1998). It is
linked to personal development planning (PDP) which is emphasised in the extant
literature as useful for adoption by all HEIs, especially in the UK, as an essential

component of graduate employability (Knight and Yorke 2004; Watts 2006). Career
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development learning requires the personal engagement and active participation of
students, which is facilitated by interactive teaching and learning methods. The
experiential learning aspect of DOTS meets this objective and makes the world of work
seem more real (AGCAS 2005; Pedagogy for employability Group 2004; Watts 2006
Mcllveen et al. 2011). The teaching and learning methods for DOTS, according to the
Pedagogy for Employability Group (2004:20), include the following:

'Facilitative teaching styles that encourages and models an open and honest
exploration of the career planning process, group discussions within lecture group
sessions, self-audit, role play, peer review, card-sort exercises, snowballing activities,
problem-based methods, supplementary lectures with on-line peer discussion group or

tutor-managed discussion forums and self-directed learning'.

These are innovative methods of teaching that will enhance the skills of the student.
These methods are consistent with the DOTS model and graduate employability skills.
The fact that these are not, in the experience of the researcher, sufficiently
implemented in Ghana, emphasises the importance of the current study.

The DOTS model has the potential to engage students in the design and delivery of
courses (Watts 2006; Hustler et al.1998) through such interactive sessions with
students as surveys and focus group discussions in designing courses, feedback for
reviewing courses, and the use of alumni in developing courses (Gannon and Maher
2012). This, according to Watts (2006), gives students a sense of ownership, and
involves employers in the design and delivery of courses. As noted earlier, the
Ghanaian HE context has had little engagement with industry regarding the design of
educational courses, teaching and learning (Gondwe and Walenkamp 2011). Hence,
the DOTS components will be suitable for adoption in this research to accommodate
the interests of employers and eliminate the mismatch between curriculum delivery and

industry requirements (Gondwe and Walenkamp 2011; Bawakyillenuo et al. 2013).

Watts (2006) argues that the involvement of employers in educational activities adds
significance to the relevance of these activities and makes it credible to students.
Employers will also be motivated to exhibit their company’s positive image and pave
the way for access by prospective applicants, by fulfilling their corporate responsibility
to their community. The UK National Committee of Inquiry for HE (NCIHE) (1997)
states that students are conversant with work, thereby reflecting their experiences with

the DOTS model. Organised work experience as part of a course of study, organised
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work experiences external to a course of study, ad hoc work experience external to a
course of study, and stimulated work within the HE setting are the main categories of
work experience emphasised in the concept of employability (Little 2002, Little and
ESECT 2004; Harvey et al. 1998; Watts 2006). The adoption of the DOTS framework
in this study is based on three main reasons: it has sustained decades of
implementation in the HE sector, particularly in the UK as indicated in the introduction
earlier; it may be represented in a succinct format; and it allows easy understanding
and can be applied by individuals with little schooling in the theory of career
development.

Mcllveen et al. (2011) claim that work-integrated learning placements, which is an
aspect of DOTS, should be related to the students’ goals and learning needs, to enable
them to judge the significance and success of work-integrated learning experience.
They suggest learning activities that require students to research the employment
market in their subject area or profession, such as conducting interviews with industry
recruiters, reading professional newsletters, writing job-related reports and findings,

and using online search engines and newspapers.

Additionally, Mcllveen et al. (2011:6) maintain that ‘Decision-making builds upon self-
awareness and opportunity awareness and pertains directly to actions’. Students’
learning activities should therefore include case studies and decision-critical analyses.
To complement the evaluation of DOTS, it supports assessment and evaluation
compared to the USEM (Hustler et al. 1998:49-53 cited in Watts 2003:22), by listing six
areas, namely: reflective essay and reports; learning logs and portfolios; individual and
group projects; individual presentations; and direct assessment of CVs, applications,
interviews and written examinations. Consequently, the DOTS model elements ensure

that the graduate achieves an ideal level of employability (Pond and Harrington 2013).

The CareerEdge is among the many studies that emerged as a theoretical model for
employability and its underlying factors (Pool and Sewell 2007). Smith et al. (2014)
indicated that, unlike most previous studies, which were either qualitative or case-
studies, the CareerEdge model signifies an attempt to operationalise the concept of
employability, since for the very first time in employability research, this model appears
ready for quantitative testing which will allow the generalisation of the findings.
Similarly, (Jollands 2015) holds the view that the CareerEdge framework is a well-

known model. It is systematic, comprehensive and detailed, facilitating the identification
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of specific learning objectives and has categories and sub-categories that are the five
categories which reflect the common organisational structures in HE institutions. It also
allows the pragmatic implementation of incremental changes; hence it is fit for current
practice. Like the other frameworks, it has a number of gaps. Despite these limitations,
the CareerEdge model is a widely-accepted model of employability (Smith et al. 2014;
Pool and Sewell 2007). Smith et al. (2014) argue that the CareerEdge model suffers
from the limitation of being categorised as a snap-shot view of employability, thereby

limiting its applications.

Pool and Sewell (2007) praise the model as flawless and a useable framework that
simplifies the elements which address secured occupations for graduates, in which
they will be satisfied and successful. This assertion is questioned by Smith et al.
(2014), who argue that, in attempting to simplify and clarify the framework for easy
understanding, its usefulness is reduced. Although the framework appears to be a
comprehensive representation of employability, the snap-shot approach adopted
reduces its usefulness (Smith et al. 2014). Similarly, Sumanasiri et al. (2015) argue that
the CareerEdge model lacks operational clarity.

The identification of the five employability skills categories at the base of the model
justifies the researcher’s application of the CareerEdge model in the conceptual
framework for this study. The model shows the essential components of employability,
and proposes how the components interact. The five interlinked attributes complement
each other; excluding any one renders the other elements incomplete and limits the
employability of the graduate (Pool and Sewell 2007). The framework is readily
adaptable by addition of new sub-categories (Jollands 2015), in this case hospitality

skills.

Career development learning, experience (work and life), and degree subject
knowledge, which are central to the model, suggest that the main aim in entering HE is
to study a specific subject discipline, gain a degree and get a good job, so
understanding and skills are also essential. Generic skills and emotional intelligence
combine with the higher-order elements of reflection and evaluation, self-efficacy, self-
confidence and self-esteem to influence an individual's employability. These skills
indicate qualities that are linked to an individual’s character and soft skills, which are
important for customer-facing roles in the service industry (Pool and Sewell 2007). The

development of emotional intelligence competencies is the prerogative of students in
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order to realise their employability potential, because individuals with enhanced
emotional intelligence are believed to succeed in their career, relationships and life in
general (Pool and Sewell 2007; Goleman 2008). This point further justifies the use of
these insights in this research into hospitality graduates’ employability, as hospitality is

a service industry.

The model contains elements that have been identified in the literature as important to
employability. Reflection and evaluation enable individuals to have added self-
confidence in their capabilities and develop self-efficacy and self-esteem which, in turn,
enhance their employability. Individuals who are able to reflect can identify their own
inadequacies and proactively take action to gain the necessary competencies to adapt
to the changing work environment and make a success of their career. The elements of
the CareerEdge employability model allow students to adapt to the demands of the
new world of work, and improve their chances of career success and satisfaction.
These five elements have also been established as key employability skills by other
unrelated studies on employability (Smith et al. 2014; Finch et al. 2013; Sumanasiri et
al. 2015). Specifically, the CareerEdge model stresses self-confidence and self-

esteem, and its career satisfaction application (Pool and Sewell 2007).

It is interesting to note that the CareerEdge model is related to students’ employability
and that, for students to realise and develop their employability, access to certain
opportunities in relation to the five elements on the base of the model (career
development learning, experience (work and life), degree subject knowledge skills and

understanding, generic skill, and emational intelligence) is imperative (Pool et al. 2014).

The development of the Employability Development Profile (EDP) measurement tool
counters the argument of Smith et al. (2014), Finch et al. (2013) and Sumanasiri et al.
(2015), that the CareerEdge model lacks research support (Pool et al. 2014). The EDP
was designed specifically for HEIs as a developmental measurement tool for use in
designing, implementing and evaluating employability interventions. It is multi-
dimensional and maps clearly onto the CareerEdge model of graduate employability.
Hence, its role in this research is that, being part of the CareerEdge model, it facilitates
the research use of the GEEF by stakeholders (lecturers and policy makers) in
effectively improving the hospitality curricula for employability. That is, the combination

of models and evaluation tools is achieved in such interventions in Ghana.
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Pool et al. (2014) indicate that EDP is a self-report questionnaire that enables students
to rate themselves on key aspects of employability in the CareerEdge. They claim that
very little empirical research assesses the theoretical models. Similarly, although
employability has received much attention within the field of HE, a few studies have
tested the existing theoretical models (Tomlinson’s 2012; Rothwell et al. 2009). The
EDP is timely and appropriate as a measuring tool for the CareerEdge model.
However, critics maintain that these measurement tools are unsuitable to use by
undergraduates (Rothwell and Arnold 2007); this argument is supported by Berntson
and Marklung (2007). However, the researcher argues that this will not affect the
outcome of the GHEEF as the researcher recognises the need to explore how the EDP
tool can be adapted to suit the peculiarities of the Ghanaian hospitality education
system. This should form part of the post-research deployment of the GHEEF.

Combining such insights with a working model which also draws on the USEM,
CareerEdge and DOTS models (discussed above) in the study will provide some useful
new knowledge for employability research. This is the role of the GHEEF in this
research. The evaluation is based on output and outcomes. Hence, in the interest of
this research, the Ghanaian Employability Enhancement Framework will make the
employability concept clearer to stakeholders, such as lecturers, parents, students and
HEIs, so that it may prove more successful in promoting the employability of hospitality

graduates.

As indicated earlier, the most useful articulation of employability covers three elements
(access to work, career success and satisfaction). This definition is used in this
research, as it shows the best quality of graduate employment which the GHEEF
model aims to facilitate in the hospitality industry in Ghana. A list of transferrable skills
from the Pedagogy for Employability Group in the UK (2004:5 quoted in Pool and
Sewell 2007:282) encompasses the following:

'Imagination/creativity; adaptability/flexibility; willingness to learn; independent
working/autonomy; working in a team; ability to manage others; ability to work under
pressure; good oral communication; communication in writing for varied
purposes/audiences; numeracy; attention to detail; time management; assumption of
responsibility and for making decisions; planning, coordinating and organising ability;

and ability to use new technologies'.
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2.7.6 Other relevant models that were considered but not chosen

Presented below are other employability models which were not chosen as
foundational for this study. However, they are similar in some respects to the USEM,
DOTS and CareerEdge models which informed the development of the conceptual

framework.
2.7.6.1 Employability framework

This employability framework put forward by McQuaid and Lindsay (2005) takes
account not only of individual factors, but also personal circumstances and external
factors. The important premises of these factors are the interactions between each of
the components. These perspectives are not mutually exclusive, as suggested, but
provide ways in which the 'broad' and the 'narrow' can be combined. For the broad
view, on the one hand, they argue that the context refers not only to the labour market
conditions but also a range of other external factors which influence individuals’
employability, labour demand conditions and employment-related public services
support, as well as a set of factors that influence a person's employability (McQuaid
and Lindsay 2005). They further explained that the employability skills that an employer
may require depend on the changing environment in which they operate; for example,
customer preferences, the actions of competitors and the state of the labour market
(McQuaid and Lindsey 2005). An employer may employ someone whom, under normal

circumstances, they might not consider.

On the other hand, the narrow view focuses on the individual’s skills and attributes,
overlooks other vital aspects such as family care e.g. a lack of appropriate childcare
provision and family-friendly policies, easy access to suitable transport, and the
remoteness of the location, which may thwart the efforts of someone with transferable
skills to obtain a job, thereby limiting their employability (McQuaid and Lindsey 2005).
Hence, this research argues that employability is an interaction between the individual
and other factors. The researcher earlier argued that this model is a useful
interpretational framework for explaining the different influences on employability, but it

is less relevant to this study than the three chosen models.
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Figure 2.6 An employability framework

Individual factors

Personal circumstances

External factors

(Labour market)

Employability skills and
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Key transferable skills
High level transferable
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Direct caring
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etc.

Other family and caring
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Other household
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Demand factors
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Vacancy characteristics
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Enabling support
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Employment policy
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Other enabling policy
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Job seeking

Effective use of formal
search
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CVsl/application

Adaptability and mobility
Geographical mobility
Occupational mobility

Source: McQuaid and Lindsay (2005)

Figure 2.6 illustrates all-inclusive framework of employability by McQuaid and Lindsay
(2005). This framework has three interconnected sets of factors that impact a person’s

employability: individual factors; personal circumstances; and external factors. Of key

importance are the interactions between each of the components. For instance,

employers may be willing to accept someone under a certain set of circumstances, for

example during a labour shortage, but may not consider the same person when there
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is an abundant supply of labour. McQuaid and Lindsey (2005) describe this
employability framework as the most comprehensive. For example, the model, depicted

above, offers an understanding of the wider influences on employability.
2.7.6.2 A Heuristic Model of Employability

Fugate et al. (2004) proposed a framework, with the responsibility on the employee to
acquire the knowledge, skills and other characteristics that employers need. This is
based on the fact that employability has the combined power of a collection of
individual characteristics which enables employees to adapt to different situations.
They developed a heuristic model, based on their definition of employability as ‘a
psycho-social construct that embodies individual characteristics that foster adaptive
cognition, behaviour, and effect, and enhance the individual-work interface’ (Fugate et
al. 2004:15). This model is based on the concept of individual employability by
embracing several person-centred constructs that are vital for career-related changes
to the new world of work. This model originates from human resources and employer
viewpoints and is aimed at different audiences who are in employment. It can therefore
be classified as a human resources model which is not directly useful in discussing the
graduate curriculum. However, the elements of the model could be used within each of
the employability models adopted for this research. Additionally, as agreed by Fugate
et al. (2004), three dimensions of the model (personal adaptability, career identity and
human capital) are important. These three dimensions are the willingness, capacity,
and competence to change, which form the foundation for employability. They argue
that employability is a form of work-specific trait that enables employees to identify
career opportunities. Personal traits, such as self-efficacy, a tendency to learn, self-
confidence, openness and inherent control, combine with the cognitive and affective
stages of the individual, enhancing their ability to find and secure a job (Fugate et al.
2004). In explaining further, Fugate et al. (2004) maintain that proactively engaging in
one’s workplace reduces the uncertainty and anxiety and improves adaptation and
outcomes through performance and satisfaction. The psycho-social construct of
employability, with an emphasis on the importance of personal characteristics, is

related to personal adaptation.
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Figure 2.7 The Heuristic model of employability

Personal Adaptability

Employability

Source: Fugate et al. (2004)

Figure 2.7 depicts the related constructs, such as occupational identity and
organisational identity that describe the career identity dimension. It further labels the
individual characteristics and personal attributes. 'Career identity provides a compass
of the motivational component of employability' that is not inconsistent with
organisational progress' (Fugate et al. 2004:20). Career identity is therefore based on
the work context and not directly relevant to this study, since the individual needs to be
in active employment in order to relate to the model. Similarly, Symington (2012)
supports this argument that the heuristic model is not specific to students/graduates but
important for understanding the vitality and interaction between the stated ideas.

Fugate et al. (2008) furthermore introduced the dispositional model of employability
which may be useful in understanding the interaction between the above-mentioned
constructs. The dispositional model is perceived as nurturing individual characteristics,
adaptive behaviour and positive employment outcomes. In other words, the
dispositional measure of employability justifies the individual characteristics that
influence the tendency to identify career opportunities. The elements of the framework
include: changes at work, career flexibility, being proactive at work, motivation and
work identity. Meanwhile, Siow Wen et al. (2011) argue that the element of building
human capital, which is essential for students, is lacking in this model. Symington

(2013) argues that the model emphasises worker adaptation and was not developed
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for graduates. It enhances employees in their transition at work, as well as in situations
of redeployment, redundancy and retrenchment. It is theoretically useful for a study that
explores employers’ views of employability. Although these models contribute
significantly to the knowledge base of employability, the current study focuses on
graduates rather than employees who are already in employment and so have some

work experience.
2.7.6.3 Conceptual model of graduate attributes for employability

Bridgestock’s (2009)'s Conceptual model of graduate attributes highlights the skills that
are vital for enhancing graduate employability with career management skills as an
integral aspect. Although highly relevant to the present study, it shares similar elements
to the USEM and DOTS models considered. As emphasised by Bridgestock (2009),
collaboration between faculties, career services and employers to develop and
implement courses addresses the issues of career competence, career building and
self-management skills. She indicates that enhancing graduate employability should
encompass important skills, such as self-management, career-building, generic,
employability and discipline-specific skills which have positive effects on graduate

learning outcomes and employability, and also on a broader economic level.

The model suggests that generic skill development is an insufficient solution to
graduate employability and that, to enhance graduate outcomes in the immediate term
and on a sustained basis, HE should promote broader career management
competence in students, by recognising the importance of a wider skill set than the
narrow generic skill lists. To improve the economic and social outcomes, graduates
must proactively navigate the world of work and self-manage their career-building
process. For universities to engage effectively with the graduate employability agenda,
a wider skill set than the narrow generic skill lists is needed, which should consider

lifelong career development.
2.7.6.4 Aspects of employability Knight and Yorke (2004:27-28)

Figure 2.8 lists and explains further the key dimensions of employability which flow
from the above literature on the USEM model. These dimensions are relevant in this
study as pointers to the employability attributes which the researcher wishes to explore

among Ghanaian hospitality students/graduates.
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Figure 2.8 Aspects of employability

A. Personal qualities

1.
2.

3.

7.
8.
9

10.

Malleable self-theory: belief that attributes [e.g. intelligence] is not fixed and
can be developed.

Self-awareness: awareness of own strengths and weaknesses, aims and
values.

Self-confidence: confidence in dealing with the challenges that employment
and life throw up.

Independence: ability to work without supervision.

Emotional intelligence: sensitivity to others’ emotions and the effects that they
can have.

Adaptability: ability to respond positively to changing circumstances and new
challenges.

Stress tolerance: ability to retain effectiveness under pressure.

Initiative: ability to take action unprompted.

Willingness to learn: commitment to on-going learning to meet the needs of
employment and life.

Reflectiveness: the disposition to reflect evaluative on the performance of
oneself and others.

B. Core skills

CoNor®ONE

10.

11.
12.

Reading effectiveness: the recognition and retention of key points.
Numeracy: ability to use numbers at an appropriate level of accuracy.
Information retrieval: ability to access different sources.

Language skills: possession of more than a single language.
Self-management: ability to work in an efficient and structured manner.
Critical analysis: ability to ‘deconstruct’ a problem or situation.

Creativity: ability to be original or inventive and to apply lateral thinking.
Listening: focused attention in which key points are recognised.

Written communication: clear reports, letters etc. written specifically for the
reader.

Oral presentations: clear and confident presentation of information to a group
[also 21, 35].

Explaining: orally and in writing [see also 20, 35].

Local awareness: in terms of both cultures and economics.

C. Process skills

1.
2.

3.
4.
5.
6.
7.
8
9.

10.
11.

12.

Computer literacy: ability to use a range of software.

Commercial awareness: operating with an understanding of business issues
and priorities.

Political sensitivity: appreciates how organisations actually work and acts
accordingly.

Ability to work cross-culturally: both within and beyond the UK.

Ethical sensitivity: appreciates ethical aspects of employment and acts
accordingly.

Prioritising: ability to rank tasks according to importance.

Planning: setting of achievable goals and structuring action.

Applying subject understanding: use of disciplinary understanding from the HE
programme.

Acting morally: has a moral code and acts accordingly.

Coping with complexity: ability to handle ambiguous and complex situations.
Problem solving: selection and use of appropriate methods to find solutions.
Influencing: convincing others of the validity of one’s point of view
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13. Arguing for and/or justifying a point of view or a course of action [see also 20,
21].

14. Resolving conflict: both intra-personally and in relationships with others.

15. Decision-making: choice of the best option from a range of alternatives.

16. Negotiating: discussion to achieve mutually satisfactory resolution of
contentious issues.

17. Team work: can work constructively with others on a common task.

Source: Knight and Yorke (2004:27-28)

The present research will use these insights to investigate the strengths, weaknesses
and usefulness of these models, by assessing the merits and demerits for subsequent
consideration. The researcher hopes to develop an employability model that would be
suitable for use by hospitality students in Ghana. This section will clearly articulate how
some of the existing model components studied are related to the current literature on
model development. Finally, the external factors consider labour market influences,
such as that explored through hospitality employers’ surveys in this study, and
policymaker perspectives, whereby this study recognises the need to involve Ghanaian
HE policymakers in the post-research use of the Ghanaian Hospitality Employability
Enhancement Framework (GHEEF) for innovating employability education in Ghana.

In other words, the above framework provides a broad interpretational canvas for
effectively applying research results from employability studies within a given context,
such as Ghana. Other employability models contribute additional insights into the
nature of employability skills to focus on within personal factors. Hence, a critical use of

the combined insights from different employability models is the focus of this study.

In conclusion, the researcher notes that all of the models in the literature could be used
in different ways to enhance graduate employability, such as within HEI education and
training and beyond, when graduates are already looking for work. That is, the model
constructs facilitate on-the-job training as well as access to graduates’ first job, but to
different degrees. Hence, the model elements will be carefully considered to make the
GHEEF meaningful to the key stakeholders in the research. Therefore, it is important
for the researcher to bear in mind these models and skills when developing the
framework for the Ghanaian context in light of the research results. Furthermore, other
existing models, including those mentioned in the literature, were reviewed and used
as the baseline that aided the gathering of data for the development of the Ghanaian

model.
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2.8 Curriculum Development in Hospitality

This section explains the models of curriculum development in the hospitality sector
and how they contribute to the research framework of the study. It explicates the
importance of the theoretical underpinnings that further inform the research design. A
curriculum is defined ‘as an intentional design for learning negotiated by faculty in light
of their specialised knowledge and in the context of social expectations and student’s
needs’ (Toombs and Williams 1993:183). The development of hospitality management
curricula is inevitable due to the complexity of the industry. The development of
hospitality programme models is influenced by many factors; these include the
institutional culture, departmental culture, disciplinary culture, leadership, faculty
background and their educational beliefs (Scotland 2006). The goal of curriculum
development is to facilitate learning (Dopson and Richard 2004). Gagnes (1985)
focuses on learning outcomes and calls for instructional designers to use inellectual
skills, verbal information, cognitive strategies, motor skills and attitudes when analysing

curriculum content.

Curriculum development is important in hospitality programmes in order to remain
current with industry and educational trends (Dopson and Richard 2004). Globalisation
and technological developments in terms of size and complexity, environmental
changes, competition, demanding sophisticated customers, and the expectations of
investors, have impacted on education and training in relation to the hospitality industry
(ILO 2012). These are major changes taking place in the hospitality industry, leading to
an upsurge in the number and types of hospitality courses (Scotland 2006). This
therefore has led to the course curricula coming under intense scrutiny by the key
stakeholders’ educators, students and industry professionals (Scotland 2006). This
increased attention is possibly due the need to satisfy the institutional and industry

demands.

Curriculum revisions in the hospitality industry and reviews are imperative and ideally
continuous in order to keep abreast with the rate at which the industry is moving. Stark
et al. (1997) state that curriculum planning serves various purposes and can target the
teaching of specific units of content, the teaching of particular courses, devising
sequences of courses within a programme or department, or developing curriculum

plans for entire schools. The responsibility of hospitality management education is to
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combine industry priorities with the needs of students and make significant

contributions to research into socially responsive programmes of study (Stutts 1995).

2.8.1 Models of curriculum development in hospitality

There are several models of curriculum development in hospitality education, amongst
which were identified; Chen and Groves’ Model (1999); Reigel and Dallas’ Approaches
(1999); Ritchie’s Hybrid Model of Tourism/Hospitality Education (1995); Koh’s Model
(Scotland (2006) and Tyler's model (Dopson and Richard 2004).

According to Scotland (2006), Chen and Groves’ model (1999) suggests a
consideration of the philosophical differences which they argue provide a philosophical
foundation on which educational goals can be based (Scotland 2006). Reigel and
Dallas’ approaches (1999) identified four main areas in hospitality programmes: the
major, general education and advanced learning skills, electives, and workplace
experience using approaches to group programmes with similar features. Five such
approaches are used to design courses in hospitality and tourism: these include:
Craft/skill approaches, Tourism approaches, Food Systems/home economics
approaches, Business Administration approaches and Combined approaches
(Scotland 2006).

Similarly, Ritchie’s Hybrid Model of Tourism/Hospitality Education (1995) stresses the
need to be sensitive to the needs of industry; the Cornell University model is a hotel
school model which focuses fully on preparing individuals for management roles in
hotel and resort properties. It consists of two main courses related to various parts of
the hotel property, and courses related to various aspects of management related to
the successful running of a hotel. This allows students to specialise in the operation

and management of a hotel or resort property.

Tyler's model is described as the best for hospitality curriculum development (Dopson
and Richard 2004), because it answers questions about developing educational
purposes and objectives, and selecting, organising, and evaluating the effectiveness of
learning experiences. This model is systematic and orderly, as it provides direction for
design. This model answers questions that enhance the development of the curriculum,
by outlining four basic principles that must be considered by educators when planning

the curriculum. These principles include:
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e Purposes of the instruction
e Educational experiences related to the purposes
¢ Organisation of these experiences and

e Evaluation of the purposes (Dopson and Tas 2004:39).

They suggested four questions on which appropriate curriculum development should
be based, which are:

What is the objective of education?
Which activities will allow the accomplishment of the objective?

How will the activities be organised?

P 0N

How will one tell that the activities have been achieved?

Hospitality education needs to answer these questions. The first question looks at the
vital competencies and value of students. To explain the importance of a critical
understanding of the concepts studied on a course for effective curriculum design, in
relation to this present study the researcher should critically review the literature on
employability concepts, skills and models. The research design emphasises the
identification of gaps in the learning of these skills which exist in Ghanaian hospitality
education. It also emphasises the identification of new approaches for enhancing the
employability of hospitality graduates, including new skills and competences required
by multinational hotel chains, which is the focus of this study.

Dopson and Tas (2004) argue that a designed curriculum should be more productive if
it uses a model to give it direction. The model should be systematically planned to
avoid accidental educational experiences. Kumar et al. (2014:6) indicate that ‘the
success of any course lies in its course curriculum and contents’. The growth of the
hospitality industry and the rapid changes within it demand that the curriculum should
move at the same pace to be in accordance with the needs of the industry. They
suggest that industry representatives need to be involved in developing the syllabus.
Frequently updating the hospitality curriculum is vital for hospitality graduates to be
relevant in industry. Education and training are interrelated and therefore play an
important role in human resource development in the hospitality and tourism sector
(Kumar et al. 2014).
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The research design accommodates these perspectives through a detailed
examination of the Ghanaian context, including the opinions of different stakeholders
(lecturers, students and employers) regarding the need for regular curriculum updates

and collaboration with industry practitioners in curriculum development.

Biedenweg et al. (2013) maintain that, in developing a curriculum, one element that is
critical is the knowledge that students are expected to learn, known as the Learning
Outcomes. Dopson and Richard (2004:40) define a curriculum as 'an organised set of
experiences to which learners are subjected so that their behaviour will be modified in
a desired and predetermined manner'. These modifications are the learning outcomes.
To them, a curriculum is an instrument, which is designed to change those to whom it
applies. Dopson and Richard (2004:40) further explain that 'a curriculum provides
students with organised experiences of the classroom that lead to change in a
constructive way'. In addition, the curriculum should be based on a planned strategy
which cultivates an environment for course development, implementation, and
evaluation. They acknowledged the importance of a model being productive as it
provided a direction for design.

Therefore, based on this notion, the researcher evaluated the models and based the
design of the curriculum on the one that is suitable for the adoption for the Ghanaian
context. These models have not actually been reflected in the Ghanaian hospitality

curriculum; hence, the need to review them for use in Ghana.

Dopson and Tas (2004) study on the practical approach to curriculum development
suggests developing a hospitality curriculum to include three major components:
substantive knowledge, skills, and values. Kay and Russette (2000) also suggested the
importance of operational issues, such as a working knowledge of hospitality services.
Similarly, Okelyi et al. (1994) argue that behavioural issues, such as managerial skills,
are often considered essential. However, Gursoy and Swanger (2004) maintain that
effective hospitality curriculum needs to teach students the crucial operational skills,
along with the skills necessary to be successful managers. Therefore, to accomplish
this, it is necessary to incorporate the perspectives of the industry professionals into

the hospitality curriculum.

Hence, the use of industry professional perspectives in this studies is a major
contribution that will underpin the development of the GHEEF. Gursoy (2012) indicates

that there are several ways in which industry perspectives can be obtained. These
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include visits by industry professionals as guest lecturers or to take part in executive
education programs, as part of the curriculum review process. Competency models can
be developed from industry practitioners ranking the skills and content areas that are
most important in the workplace. Educators can then incorporate them into the
curriculum (Gursoy and Swanger 2005). Again, these ideas informed the survey of

hospitality employer in the research.

In developing a curriculum for hospitality management, Buergermeister (1983) found
that human-relation skills and attitudes are very important for hospitality graduates. To
decide on a hospitality curriculum for hospitality graduates, consideration should be
paid to skills/competencies that graduates need to possess (Tas 1988). It is important
to incorporate the perspectives of educators along with those of industry practitioners
and some student perspectives (Gursoy et al. 2012), instead of just focusing on the
perceptions of the hospitality industry practitioners as practised by most authors of
competency-based studies in hospitality management.

Gursoy and Swanger (2005) argue that identifying the skills and competencies that
graduates need to possess is not enough and does not complete the process of
curriculum development. They acknowledge that skills and competencies need to be
added and embedded into the curriculum. Therefore, important subject areas must be
effectively incorporated into the curriculum to facilitate learning and preparation for
future careers. They maintain that an industry- and faculty-led process of curriculum
development needs to incorporate the changing needs of the industry to nurture

innovation.

The many studies on curriculum development in the hospitality industry focused on
either the hotel industry or the overall hospitality industry, with a few focusing solely on
sectors such as food services (Gursoy et al. 2012). Chung-Herrera et al. (2003)
developed a competency-based model an approach which included the presentation of
an industry specific and future-based leadership competency based on their study of
key hospitality work-related competencies.

Nelson and Dopson (2001) suggest that hospitality educators need to identify clear
goals and objectives for curriculum development, by always incorporating the changing
needs of the industry, so that the gap between what the students are taught and what

the industry expects of graduates can be narrowed.
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Raybould and Wilkins (2005) incorporated a generic skill framework for ranking the
important skill areas of hospitality graduates from both the employers and students’
perspectives. They confirmed that the nature of the hospitality workplace requires
ability and mastery regarding both generic and hospitality-specific skill sets. In this
sense, taking into account hospitality subject areas and course content areas provides
an extensive representation of the skills and knowledge that graduates will require in

the workplace.

These ideas require the opinions of lecturers, students and employers, as appropriate,
on the effectiveness of the teaching, learning and assessment of different hospitality
courses in Ghana. Specific questionnaire and interview items will be developed to
cover these aspects in the research, with some of the questions on student learning of
hospitality skills posed to lecturers and students to triangulate their responses.

As stated, it is obvious that context and philosophical underpinnings are vital in
programme curriculum development and should not be overlooked when developing
course curricula. Essentially, those involved in programme curriculum development
should be aware of the role that philosophical beliefs play in swaying programme

decisions.

2.9 Curriculum development and employability

The employability literature suggests a number of different models for the development
of employability skills, namely the embedding of employability throughout the whole
curriculum, the embedding of employability through only the core curriculum, work-
based learning as part of the curriculum, an employability-related module in the
curriculum and work-based learning parallel to the curriculum (Yorke and Knight 2006:
14).

O’Neill (2010) describes curriculum development as an approach that includes models
for teaching, learning and assessment. The basis for its development is to help
designers clearly to draw up teaching and assessment approaches to achieve learning
outcomes. Curriculum development, according to Ornstein and Hunkins (2009),
encompasses planning, implementation and evaluation, as well the involvement of

people, processes and procedures. They argue that the human aspect, such as
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personal attitudes, feelings, and values, are rarely considered but essential
components when developing curricula (Ornstein and Hunkins 2009). A curriculum
model requires planning skills, which elude many untrained HE lecturers, despite their
subject knowledge. It is not to be substituted by professional and personal judgement

when enhancing student learning (Knight and Yorke 2004).

Mckimm (2003) argues that curriculum development should not be carried out in
isolation of other teaching, learning and assessment (TLA) activities; it forms part of the
planning, development, implementation and review, as suggested by Ornstein and
Hunkins (2009). Context is vital in the development of a curriculum which is, in this
study, mainly the hospitality industry (Mckimm 2003); hence, a curriculum must fit the
overall course in terms of approach, level and content. The needs of stakeholders must
be addressed in the process of curriculum development, such as hospitality graduates,
in this study. Similarly, Yorke and Knight (2006) state that the complexity of
employability requires the context to be considered when embedding employability in
the curriculum, and that no single, ideal, prescription for embedding employability can
be provided. These points make this research fundamental to Ghanaian HEls, as a
foundation for understanding curriculum development issues that are vital to

successful employability education and hospitality education.

Knight and Yorke (2003:5) indicate that there is a close relationship between
employability and good learning and stressed that employability results from a blend of
achievements in four broad areas, in this case referring to the theoretical underpinning
theory of this present research represented in the USEM model of employability, one of

the best known and respected in the area of employability.

This section reviews the literature on the elements of teaching, learning and
assessment (TLA) that define an ideal curriculum in general, the skill-sets or graduate
outcomes which inform employability education, and the nature of the learning
outcomes. TLA practices help students to appreciate those skills. Their definition,
which is widely quoted and used in this study as a working definition, is ‘A set of
achievements - skills, understandings and personal attributes - that make individuals
more likely to gain employment and be successful in their chosen occupations, which
benefits themselves, the workforce, the community and the economy’. This

understanding will facilitate a critical evaluation of employability skills against an ideal
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curriculum to gain insights into the kind of relationship between graduates’ skills and

activities that will help the learning of those skills.

Vocational education and training, according to Knight and Yorke (2004), is a mixture
of knowledge, skills and attitudes that enables students to produce and apply their
learning to challenging situations as lifelong learners, acquiring and utilising skills and
attitudes such as study skills and self-motivation throughout their working life. Students
must constantly adapt their knowledge to meet the expectations of a range of people,
as the work environment is constantly changing (Knight 2001). The UK Higher
Education Academy (2012) argues that the successful development of employability
through the curriculum needs institutional support. Similarly, Bridgstock (2009)
suggests that learning how to manage a career needs to begin during the student’s HE
experience, and that it should be both mandatory and credit-bearing in academic

programmes.

Yorke and Knight 2006:14) describe a range of ways in which the curriculum can be
developed to support student employability, as stated above, including 'Employability
through the whole curriculum; Employability in the core curriculum; Work-based or
work-related learning incorporated as one or more components within the curriculum;
Employability-related module(s) within the curriculum and; Work-based or work-related
learning in parallel with the curriculum’. The USEM model, which is discussed
extensively under relevant models for the present research, certainly serves as a useful

starting point from a curriculum design perspective.

Mckimm (2007:32) differentiates between curricula and delivery, and suggests that a
curriculum is what is taught while delivery is how the teaching is done. She defines a

curriculum as:

‘all the experiences provided by an institution or agency which are designed to foster

students’ learning’.

This definition is central to the curriculum and the work of a faculty member in a
classroom. This view also considers opportunities for learning around formal sessions.
It is important that all lecturers should understand how to design and deliver
appropriate curricula for their subjects; hence, this research, with its focus on the

hospitality discipline.
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Curriculum development and design are viewed by two main schools of thought: the
objective model (Product model) and the process model. These models represent two
philosophical approaches which are not mutually exclusive (Mckimm 2007). O’Neill
(2010) explains that the major premise of the objective model defines what students
should be able to do after studying a course, in terms of learning outcomes or learning
objectives. It allows the building of assessments which can be designed against
learning objectives such as the use of subject benchmarking and course provisions.
Hence, it is important that learning outcomes be considered when designing the
assessment methods that will be used to measure the performance of the students.
Assessments check the achievements of learning outcomes, and these elements are
worthy of consideration in developing employability-enhancement curricula.

Teaching and learning methods are strategies that underpin assessment (Knight and
Yorke 2004; Hussey and Smith 2002). Assessment is central to students’ experience of
HE; therefore, the designed learning outcomes should encourage creativity within
assessment tasks (Maher 2004). Maher (2004:52) states further that current HE
students are motivated by earning marks and grades, which are considered as
‘campus currency’, whereby students place more value on what is measured. She
cautions against the danger of students’ learning being driven by those outcomes
which focus on educational experience, ‘squeezing out’ enriching learning outcomes.
Maher (2004) argues that not all learning outcomes can be assessed and that a degree
of academic judgement is inherent in teaching and assessment. This empowers
academics to introduce innovative teaching and assessment activities into the

curriculum.

Prideaux (2000:34) indicates that: ‘educators should think about the desirable
outcomes of their courses and state them in clear and precise terms. They should then
work backwards or ‘design down’ in the jargon of outcome-based education (OBE), to
determine the appropriate learning experiences which will lead to the stated outcomes.
By using an outcome approach, educators are forced to give primacy to what learners
will do and to organise their curricula accordingly’. This offers a promising approach
which Ghanaian HEIs should use for incorporating employability skills into hospitality

curricula.

As stated earlier, O’Neill (2010) identifies the product model (objective model) and the

process model, as the two commonly used curriculum models that are often described
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as opposites. Mckimm (2003) argues that the process model translates the behavioural
objectives and core value, which connect content with learning activities, and are not
simply a means of achieving learning objectives. Stenhouse (1975) maintains the
existence of four fundamental processes of education: Training (skills acquisition),
Instruction (information acquisition), Initiation (socialisation and familiarisation with

social norms and values), and Induction (thinking and problem-solving).

The objective model is criticised for over-emphasising learning objectives and being so
technical, but is valued for developing and communicating outcomes more clearly
(O’Neill 2010). The objective model emphasises plans and intentions while the process
model emphasises activities and effects (Neary 2003). The process model includes the
intellectual approach that examines the subject matter as approaches to course design,
knowledge and skills. It is, however, argued that the best approach to curriculum
design is to combine the best of the objective and process model approaches,
according to the needs of the students, the teachers’ experience, the organisational
structure and the resources available (Prideaux 2000; Delagaty 2009; Mckimm 2003;
Fry et al. 1999).

Creative or experiential approaches involve learning by experiencing and through
group dynamics. Outcomes are defined in the existential moment of learning (Maher
2004; Hussay and Smith 2003; Robertson 2001). Hence, to have ownership of the
course, detailed planning and design should include the teachers who will be delivering
the course. Knight (2001) compares the advantages of a process model of curriculum
planning to the objective model. He maintains that planning a curriculum in an intuitive
way makes sense, and argues that what is essential is getting the processes,
messages and conditions right for a worthy outcome. This suggests that, when working
under a more objective model of learning outcomes, the first consideration is what you
are trying to achieve in TLA activities, in order to create suitable course and/or module

learning outcomes for doing so.

In a nutshell, the above debate on curriculum constructs shows the need for the
researcher to explore TLA strategies that will support hospitality employability skills

development using both the objective and process model viewpoints.

Understanding the issue of curriculum innovation will make employability education
more effective and increase the value of hospitality graduates in Ghana. The research

literature indicates that the development of employability skills and attributes in HEIls
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should be incorporated within the curriculum (Knight and York 2002; de la Harpe et al
2000). They further maintain that students’ experiences of HEI should develop their
understanding, skills, self-theories and reflection, and that good learning and education
improve employability. Therefore, curricula designed to enhance employability should
be beneficial in academic terms. However, it is suggested in the literature that
academics are sometimes sceptical about incorporating employability skills into their
teaching, as they see it as an attack on academic freedom in terms of content (Lowden
et al 2011; Broden and Nevada 2010). This notion can be addressed by exploring how
academics can teach their subject to promote employability skills and attributes rather
than diminishing the academic content (Gunn et al. 2010; Harvey 2000).

In this research, the opinions of lecturers on how they feel that different hospitality
courses could support the learning of specific employability skills is obtained. This
aspect of the study is covered in the research design under the broad themes of Model
Development and LTA perspectives.

The emphasis on employability in HEIs on ensuring maximum benefit and impact on
graduates, makes it important to embed employability skills in the curriculum. Several
approaches are discussed in the extant literature on embedding employability in the
curriculum. Knight and Yorke (2006:14) emphasise the fact that ‘context, student-
recruitment patterns, envisaged labour market and traditions’ are four variables which
influence the embedding of employability in the curriculum. As mentioned earlier, ‘there
is a spectrum of ways in which employability can be developed through the curriculum’
(Yorke and Knight 2006:4). Maher and Graves (2008) note that in deciding to choose
any of the approaches, it is important that a curriculum audit is carried out to
understand the context of the development; moreover, learning, teaching and
assessment approaches should support the embedding of employability. Yorke and
Knight (2006:11) note that ‘an intention to enhance students’ employability, like an
intention to accustom a student to practice that characterise a subject area, rests upon
the teaching, learning and assessment methods embedded in a wider curriculum

structure’.

Knight and Yorke (2004) argue that enhancing employability is taking long-established
goals of HE and devising arrangements for students to make stronger, convincing

claims to achievement which involves curriculum enhancement (Knight and Yorke
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2004). They further indicate that engagement with HE values with employability might
be low due to the age-old issue of a lack of a common definition of employability.
Higher education lecturers interpret it as an intrusion on the proper concerns of
academic life. However, in a real sense employability is concerned with academic
values and the promotion of good learning. Therefore, promoting employability is
highlighting what has been neglected in HE, especially in Ghana and similar

developing countries.

These strategies, such as embedding through the whole curriculum, are described by
Maher and Graves (2008) as probably the best, purest and most ambitious. They relate
it to a similar approach which operates in the US, whereby students are supposed to
show evidence of their achievements. Similarities can be drawn from UK examples,
such as Personal Development Plans (PDPs), which integrate generic skills and
competencies across courses. The PDP system used in UK HEIs requires less formal
evidence and, according to Maher and Graves (2008), have a positive effect on
students’ performance. Embedding employability through the core curriculum involves
identifying modules to address a set of transferable skills, which is described as a
‘fuzzy proxy’ for employability (Yorke and Knight 2006:16). This approach is also
described by Maher and Graves (2008) as easy to implement, especially hospitality,
having identified the skills of reflection and reflective writing to help students to

understand their placement experiences.

The employability-related module is the third approach proposed for embedding
employability within the curriculum (Yorke and Knight 2006). This approach involves
developing modules specifically to promote employability, which are described as
freestanding modules that begin in the first year of study. This approach involves the
integration of personal transferrable skills within pedagogy based on active learning
with no lectures, as mentioned above, as a freestanding approach that supports career
planning and job search strategies. This approach appears popular in the HE sector,
has a greater impact on students and does not require any curriculum changes (Maher
and Graves 2008).

Work-based or work-related learning (WBL or WRL), in parallel with the curriculum
approach, is experiential and highly relevant to enhancing employability. It has a
positive impact on students, as a period of work while studying equips them with many

new skills that they could not have acquired in the classroom (Little and Harvey 2006).
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It enables students to make a transition from education to the workplace (Maher and
Graves 2008). WBL is defined as ‘learning outcomes achieved through activities which
are based in, or derived from, the context of work or workplace’. According to Brennan
and Little (2006), work-based learning has progressively been used by HEIs to develop
the employability of graduates and support their personal and professional

development, skills, abilities and competences that are work-related.

Mentoring is also considered an approach for enhancing student employability. As
much as it is accepted that work experience has some validity in promoting student
employability, these strategies must be infused in HEIs to make it relevant. However,
the debate continues regarding which of these strategies will provide the best way to
embed employability within the curriculum (Lees 2002). The Higher Education Funding
Council of England (HEFCE, 2011) prioritises embedding throughout the curriculum as
this raises the prominence of employability, as supported by Daly (2013), de la Harpe
et al. (2000) and Knight and Yorke (2006).

Embedding employability within the existing modules has the advantage of not
divorcing it from the subject content (Canning 2004). This research will evaluate all of
the advantages and shortcomings of these approaches in order to make a decision that
will be appropriate for Ghanaian graduates. Pegg et al. (2012) see the role of
academics in the development of the employability curriculum as key, because this can
be an obstacle to its implementation. Stakeholders need to lead the effective
implementation (The Pedagogy for Employability Group 2006). Lowden et al. (2010)
argue that HE providers should take into account students’ employment needs,
including the basic skills and abilities needed in the workplace, and reflect them in the
curriculum and course design. Tensions remain because of academics’ concerns that
engaging with the employability agenda will lead to a reduction of academic standards

and objectives (Gunn et al. 2010).

The above ideas are central to the proposed research framework. Hence, the research
framework includes a critical review of many of the employability models; for example
USEM, DOTS and CareerEDGE models. It notes that the CareerEDGE model links
most of the ideas in the models and is useful for developing relevant aspects of

employability education.

92



2.9.1 Underpinnings of the conceptual framework

The employability literature sh