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Conceptualizing the Internationalization of Higher Education and the
Academic Profession with a Comparative Analysis of Europe, AsiaPacific, and Africa
Extended Summary
Key words: Higher education/university, Center-periphery, Internationalization, Globalization,
Regionalization, Academic profession, Academic mobility, Africa, Asia-Pacific, Europe
The title of this study is a sub-research project under the Marie Curie umbrella research project of
“Universities in the Knowledge Economy (UNIKE).”
Rationale: The need to study this issue emanates from the following rationales and justifications. First,
the internationalization of higher education is not sufficiently addressed as a subject. Most of the time,
the study of this topic has been attached to major issues of the higher education such as management,
funding, and to student mobility. In this study, the internationalization of higher education and the
academic profession is considered as a subject in its own right from the perspectives of its major
dimensions, aspects, and center and periphery. Second, the related literature on internationalization has
given little attention to the principal actor and driving force of the internationalization of higher
education, i.e. the academic profession. Third, a comparative research approach of the
internationalization of higher education and the academic profession of the regions of Africa, AsiaPacific and Europe has not been the concern of researchers. Particularly, a comparative inclusion of
Africa into the study of Asia-Pacific and Europe seems to have been marginalized. Fourth, the
connotation of the term internationalization of higher education does not clearly explain what
“internationalization denotes”. This has to be explained in terms of the concept it stands for and the
dimensions,

aspects

and

features

internationalization

manifests

and

denotes.

Moreover,

“internationalization” lacks clear, common and comprehensive definition and meaning. As a northern
theory construct, interpretation, explanation, and definition, internationalization reflects the voices of
the global North, mainly centre-higher education. No adequate and comprehensive attempt has been
made at the understanding, clarifying, conceptualizing, or defining internationalization of higher
education and the academic profession from the perspectives of the varies aspects of activities,
engagements, and voices of the peripheries. All the above factors have caused an increasing fuzziness
of the concept of internationalization. These are some of the justifications for focusing on the issue of
conceptualizing internationalization of higher education and the academic profession from the regional
perspectives of Africa, Asia-Pacific, and Europe.
The research status: Even though subordinated to many other issues of the study of higher education,
previous scholarly efforts to describe the different international activities, strategies, programs, and
logics in higher education systems have advanced the knowledge and growth of internationalization
x

and its global engagement over time. Many of the works of Jane Knight (1994, 2003, 2004, 2008, and
2013) are especially noteworthy in this regard and are frequently cited in the literature related to
international higher education. Other scholars, to mention a few, with significant contributions in this
area include Damtew Tefera (2004, 2014), Hans de Wit (2002, 2011, 2013), Hawawini (2011), Huang
Futao (2003, 2007, 2009, 2014), Marijk van der Wende (2001, 2007, 2010), Mohamedbhai (2008,
2012, 2013), Philip Altbach (2002, 2006, 2007, 2011), Simon Marginson (2007, 2011), and Ulrich
Teichler (1991, 1996, 2004, 2009). The International Association of Universities’ (IAU) periodic
global survey report on the internationalization of higher education, the European Association for
International Education (EAIE), and other web pages, such as University World News and World
Education News and Reviews, offer ample information and data for the study of the
internationalization of higher education.
Most relevant literature confirms that the modern internationalization of higher education has gained
prominence in higher education institutions and attracted the attention of researchers since the 1990s.
The early, fragmented, and unorganized practices of inter-institutional mobility of students and
teachers has developed into a more organized, policy-driven, mechanism-based, and multidimensional
national, regional and global form of internationalization of higher education in the last decade of the
20th century. It is motivated by various rationales and actors, and has impacted different countries
differently. Hence, different people have conceived and understood internationalization differently.
This study focuses on this modern form of the internationalization of higher education and the
academic profession.
Research Method: The study of a concept is not only about definitions or meanings. The need to
understand a concept requires the exploration of connotations, denotations, dimensions, features, and
aspects of the conceptual term. Moreover, it is important to analyze the dynamism of the concept.
Accordingly, the concept of internationalization of the higher education connotes and denotes
differently, constitutes various dimensions and aspects, and it is a dynamically changing and
transforming historical process, strategy, and phenomenon.
The study of such a conceptual term as the internationalization of higher education and the academic
profession requires a qualitative approach and methodology. In the framework of a qualitative method,
such approaches as discourse analysis, phenomenological and idiographic data collection, organization
and analysis are vital instruments to conceptualize internationalization. Africa, Asia-Pacific, and
Europe are taken as regional comparative perspectives. The three regions are selected for their
different conception and rationales of engagement in the internationalization of higher education and
the academic profession. The regions are also focused on due to the fact that they represent and
occupy different higher education spaces in terms of center and periphery. Generally, Europe,
particularly Western Europe, occupies a central position in the development of higher education and
has sophisticated experiences in the internationalization of higher education both globally and within
xi

Europe. Asia-Pacific had occupied the position of a periphery or semi-periphery. Nowadays, because
of its rapid economic growth, Asia-Pacific possesses the fastest growing higher education worldwide.
Given the economic development, Asia-Pacific, as a region is attracting attention and challenging the
centrality of the West. Africa, on the other hand, is found at the bottom in all aspects of the global
higher education space, performances, and the process of internationalization and its major
manifestations. It is a periphery. The three regions provide different trends of the internationalization
of higher education and the academic profession. Higher education institutions in these regions engage
in the process of global internationalization and interpret the processes on the basis of their respective
socio-economic, cultural, and academic priorities and traditions. The regions are also historically
interconnected through colonialism and now by the phenomena of globalization.
To understand the modern concept of internationalization, this research focuses on the investigation
and exploration of what, why, and how internationalization occurs. The what issue refers to the
meaning, major dimensions, aspects, features, and impacts of internationalization. The why inquiry
searches for the reasons or rationales for engagement in the internationalization of higher education
and the academic profession. The how research question investigates the method of engagement and
analyzes approaches, mechanisms, strategies, and models of internationalization. The study searches
for answers to these questions through the exploration, investigation, discussion, and analysis of the
connotation and denotation, meaning, impacts, major features, rationales, approaches, strategies,
models, and mechanisms of internationalization.
Hence, the objectives of this study are to conceptualize the internationalization of higher education and
the academic profession from a center-periphery perspective using a qualitative and comparative
analysis that focuses on Africa, Asia-Pacific, and Europe. The main research question is formulated as
“What is the concept of internationalization of higher education and the academic profession?” Subresearch questions are also devised to explore and investigate specific issues related to the concept of
the internationalization of higher education and the academic profession. The sub-research inquiries
are intended to explore, investigate, and analyse such major dimensions, connotations, and denotations
as the meaning, features, rationales, mechanisms, benefits, and challenges of the internationalization of
higher education and the academic profession. The what, why and how inquiries of this study are
explored, investigated, and analyzed in eight chapters.
Chapter One: Chapter One is an introductory backup. Following a short summary of the study,
Chapter One addresses the research design (discussed above) and a brief historical account of
internationalization. The summary provides a short and brief look into what internationalization is,
how it is defined by Jane Knight, the commonly cited definition, and the research status on
internationalization. Accordingly, Knight (2004) has defined internationalization as “the process of
integrating an international, intercultural, or global dimension into the purpose, functions, or delivery
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of post-secondary education.” The brief historical account is based on the European medieval
university, but it also traces other regions.
In spite of the absence of political boundaries, as known today, the practice of internationalization of
higher education/university had prevailed in different parts of the world where there were higher
education institutions. There were cross-border and cross-culture movements of knowledge,
academics, and students. The very fact that students and teachers travelled from one university to the
other and between countries/regions in the medieval period guaranteed a certain degree of universality
of university studies. From a European perspective, the internationalization of higher education is as
old as the medieval university. During the medieval period, international activities were understood in
terms of inter-university and inter-regional mobility of students and teachers. Students and teachers
travel between universities in their own individual interest and plan. The mobility was not organized.
Similarities of courses and instructional media (Latin language), which had been used for centuries as
the language of higher education in Europe, made medieval mobility possible. The major rationales
behind such mobility were academic and cultural. Students travel for better teachers, courses, prestige,
and accommodation. They also travel for cultural exposure. Teachers need to visit colleagues and
universities for better interactive, knowledge, better resources, and probably better pay.
In the period between the 19th century and the end of the Second World War, many change forces
shaped the internationalization of higher education and the academic profession. In the 19th century,
the introduction of research as a major function in universities and the development of vernacular
languages affected the pattern of mobility. Academic mobility was limited to nation states, or they
became more regional but never stopped. Moreover, the change forces include the religious schism,
the emergence of nation-states, the advancement of the scientific revolution, colonialism, and the
outbreak of the two world wars. Different religious dioceses and nation states constructed universities
to contain their citizens within their own spheres of influence. These two developments made mobility
more regional and local but did not stop it.
Colonialism had extended the European model of university across the regions of Africa, Asia-Pacific,
and Latin America and the Caribbean. At that time, the rationales for internationalization of higher
education were academic, cultural, economic, and political. Mobility crossed nations and regions;
students and teachers were travelling from one region to the other. Mechanisms of internationalization
include such activities as the integration of such courses as foreign history, geography, area studies,
politics, and other courses into the domestic curriculum. Moreover, teachers were taking the
responsibility of teaching abroad. Higher education institutions opened branch campuses in different
parts of the colonial possessions.
After the end of the second world war, new and global changes took place. These change forces have
affected higher education and the internationalization of higher education and the academic profession.
xiii

Among other elements, Cold War diplomacy, the “baby boom”, and higher education massification
characterize this period. Academic, political and ideological factors drove the internationalization of
higher education and the academic profession. Mobility was motivated individually and also under the
sponsorship of governments. As part of the Cold War diplomacy, English- and Russian-taught
programs emerged here and there, where the American and Soviet sphere of influences prevailed,
respectively. The ideological drift of capitalism and communism had established a bipolar world
order.
Following the end of Cold War diplomacy, in the early 1990s, the world has been transformed from
bipolarity into multipolar divisions. A number of global socio-economic, cultural, and technological
phenomena have considerably influenced the socio-economic, cultural, political, and technological
aspects of the world. Global security has been challenged as a result of worldwide mushrooming of
terrorist organizations. In many countries, neo-liberal economic and social principles, policies, and
reforms have reduced public funds for public institutions, mainly higher education institutions. This
development has obliged higher education institutions to generate their own revenue from diversified
sources and through different market driven mechanisms. Moreover, the economic importance of
higher education has significantly increased higher education participation and massification globally.
Furthermore, the mounting notion of the value of knowledge for the advancement of the global
knowledge economy has increasingly promoted the global economic role of higher education. These
developments have accentuated marketization, privatization, commodification, commercialization, and
competition in higher education, which eventually enhanced internationalization.
One of the strategic responses to these developmental requirements was the intensification and
extension of higher education and the academic profession beyond the local, national, and regional
limits. The internationalization of higher education and the academic profession has become an
imperative strategy and process for many higher education institutions worldwide.
At this time, the policies and practices of the internationalization of higher education and the academic
profession are not only the concern of individual academics, governments, and countries, but they
have also become the interests of national, regional, and global organizations and many other
stakeholders. Internationalization of higher education has grown in spatial and dimensional scope. It
has gained prominence since the 1990s, as both a strategic instrument for higher education and as a
research focus for researchers. It has attracted the attention of researchers; scholars developed more
interest in the research of internationalization in connection to other changes and transformations in
higher education.
Chapter Two: To understand the concept of new internationalization, it is helpful and imperative to
analyze in the framework of such concepts and theories as knowledge economy/knowledge society,
regionalization, globalization, neo-liberalism, center and periphery, academic profession, and
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academic mobility. These concepts and theories shape and explain the features, dimensions, aspects
and impacts of the internationalization of higher education and the academic profession.
Globalization
The period from the second half of the 20th century witnesses the phenomena of globalization that is
affecting the socio-economic, cultural and political aspects of society worldwide. Globalization
interconnects the global economy through the advancement of information and communication
technology, international knowledge networks, and the use of the English language. Higher education
is one of the institutions affected by these uncontrollable global phenomena. Higher education
underwent significant transformational changes that may be considered to be an “academic
revolution”. Academic changes, since the late 20th century, are more global, extensive and affect all
aspects of higher education. Most higher education institutions have been transforming from elite to
mass and universal higher education enrollment stages. Hence, one of the changes higher education
experienced has been massification or a significant increase in participation rates almost in all
countries of the world. These changes have challenged national governments. Large and diversified
higher education systems and programs have become the norm in many countries. Many governments
are either unable or unwilling to meet all the academic demands of all their citizens.
Transnational education has become the most visible and instrumental example of the globalization of
higher education. It has enhanced the global importance and role of higher education. Such importance
may be explained in terms of responding to some unintended challenges of globalization, reaching
global higher education seekers, and training internationally prepared professionals to enhance the
global knowledge economy. The global importance of higher education also grew as a result of the
deterioration of public funding in many countries around the world. Higher education has become an
imperative strategic instrument of augmenting revenue. The globalization of higher education has the
form of cross-border commodification, marketization, and privatization trend and implication of
higher education. These trends and implications may include such aspects as student and academic
staff markets, transnational higher education programs and providers, internet-based technologies, the
global knowledge economy, massification, and the privatization of higher education. The situation has
attracted many students, who are ready to buy higher education products and services at international
prices. Higher education providers are usually investors aiming at a profitable business in higher
education. In this respect, globalization has paved the way for internationalization. It has reinforced
internationalization as a global phenomenon through global socio-economic interconnection,
technological advancement and academic mobility of people, programs, and institutions.
Moreover, these phenomena have placed higher education under pressure to meet new expectations of
society with a large international dimension. Globalization, however, has affected higher education
worldwide differently. These developments affect higher education systems in developed, developing
xv

and emerging countries differently. Globalization may pose unintended challenges and deepen
inequalities in higher education. Due to the fact that they are located in relatively rich countries, some
higher education institutions have established good infrastructure, possess and manage a good deal of
resources and harness a better-experienced workforce from around the world. These advantages enable
them to make big benefits over the others. These are centers or large higher education systems and
institutions that perform the best academic job. Others, due to lack of resources and experiences, are
increasingly dependent on the centers. These are peripheries. The sum total effect of the change forces
have intensified center-periphery dichotomy and made higher education massified and more market
oriented.
Regionalization
The other related concept that has shaped the internationalization of higher education and the
academic profession is regionalization. Regionalization is a process of regional socio-economic and
political integration and interconnectedness. In the process of regionalization, states and institutions
come together via geographic relationship, historical, cultural ties, and a degree of mutual
interdependence to share a common political, social, and economic project and develop a certain
degree of common identity.
In terms of higher education, regionalization is the process of harnessing academic resources and
power for cooperation, integration, complementarity, and convergence within a particular crossnational geographical space. The global change forces and the unintended impacts of globalization
have necessitated regionalization and internationalization in higher education. As a regional form of
internationalization, regionalization minimizes regional higher education competition, unintended
challenges of globalization, and imbalanced global internationalization. It also increases higher
education capacities for global competitiveness.
Regionalization builds and strengthens the regional skills, knowledge, competences, and academic
culture required to advance the regional socio-economic, academic, cultural, and political
development. It attempt to converge and harmonize regional higher education systems to challenge
unintended global impacts and unequal global competition. The European Union, to make Europe a
strong and competitive region, is trying to Europeanize higher education through the Bologna Process
and other strategic principles, such as the European Higher Education Area (EHEA) and European
Research Area (ERA). Asia-Pacific is also doing the same through the Association of South East
Asian Nations (ASEAN). The continent of Africa, to strengthen academic capacity and productivity, is
also attempting regionalizing and sub-regionalizing higher education. Hence, a regional form of
internationalization is becoming an important strategy to make higher education best compete and
serve the national and regional socio-economic and cultural developments. Regionalization, like
globalization, affects different higher education institutions differently. Because of the different
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resources, academic traditions, experiences, purposes, and level of development they have, higher
education systems and institutions are exposed to the intention of regionalization differently. Center
and periphery higher education institutions in a particular region could not exercise the process of
regionalization on equal status and capacity.
Center-Periphery
The internationalization of higher education should also be treated in terms of center and periphery
concepts of higher education. This framework manifests the different effects of internationalization on
center and periphery higher education. Since the 1990s, the concept of center-periphery has been
widely used to analyze the global relationships between higher education institutions/universities in
the developed, emerging, and developing countries. It was suggested that the rich countries with
historically established higher education institutions/universities, academic traditions, experiences and
intellectual and financial resources, significantly dominate the function of higher education in the less
developed parts of the world. Similarly, within national and regional higher education systems, the
best-established institutions predominate the rest in a kind of center-periphery relationship. It has been
argued that peripheries also seek to imitate the best experiences and standards of higher education
institutions in a kind of isomorphic relationship. A center-periphery dichotomy could also exist within
national and regional higher education systems. A center (core)/periphery dichotomy designates a
higher education relational pattern in which central groups interact among themselves, as well as a
group of peripheral higher education institutions, interact mainly with the center and to a minor extent
among themselves.
The concept of center and periphery in higher education implies that “central” institutions are
research-oriented, possess better infrastructure, such as libraries and research laboratories , and
academic staff with standard qualifications, traditions, experience, and legislation, and are part of the
international knowledge system, while “peripheral” institutions are not well equipped and therefore are
more dependent on the center. Centers are also beneficiary dependents on the periphery. In addition to
their own established infrastructure, central higher education institutions benefit from better access to
resources, collaborations, and people from the periphery. Most of the developing world’s higher
education institutions are considered as peripheral institutions because most of them depend on higher
education institutions in the industrialized world for models, research, knowledge, systems, and
principles, which may not always fit to their contexts. The center-periphery divide in the higher
education space has practical implications on the distribution of funding, mobility of researchers, and
students’ choice. Central higher education institutions are better funded, organized, furnished, and
attract better researcher and student minds.
In the process of internationalization, center and periphery structure is a general feature of European,
Asia-Pacific, and African higher education systems. Europe and North America possess the most
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preferred higher education for internationalization engagement by other higher education institutions.
Asia-Pacific is an emerging competitive region that attracts the attention of many. On the other hand,
Africa represents a peripheral position in this study.
The rationales of central and peripheral higher education institutions to engage in internationalization
are different. Africa, as a periphery region, engages in internationalization for academic capacity
building through sending students beyond the region for training. Asia-Pacific also exports a huge
number of academics outside the region and import foreign programs and providers. Some countries
of the region are also competing in the global ranking league. Currently, Asia-Pacific, as a region may
occupy a semi-peripheral position in the higher education space. The region of Asia-Pacific is
represented by some strong competitive powers, including China, Japan, India, Korea, Singapore, and
others that are challenging the dominance of the Western world. Within a regional scenario, the aims
of the Western Balkans are different from Western Europe. The Western Balkan region, a periphery in
the European higher education space, has a political intention of reform, and its rationales for
internationalization manifest different priorities including higher education reform. For most center
higher education institutions, the major rationales are increasingly becoming economic benefits and
global visibility, to win the global competition in technology, economy, and knowledge. The strategies
to this end may include the recruitment of international fee-paying students, outstanding talents and
exporting cross-border education. Except for Africa, many higher education institutions in Europe,
North America, and some countries in Asia-Pacific claim to engage in the process of global
internationalization to improve student preparedness for a global knowledge economy.
For this particular study, the center-periphery dichotomy refers to the influential/persuasive/dominant
and the influenced/persuaded/dominated spaces of the global higher education, respectively.
Generally, most academic institutions and systems in developing countries belong to the periphery
zone of the higher education space. Academically, financially, and traditionally, weaker institutions
and systems tend to follow the path of the powerful ones, and they are influenced, persuaded, and
dominated. The “powerful universities” are relatively privileged and occupy the top tier and are
considered to be the “centers” that influence, persuade and dominate the higher education activities
worldwide. Most of center higher education institutions are located in the wealthier countries of the
global North. Academic centers provide leadership in all aspects of science and scholarship such as
research and teaching, the organizational patterns and directions of universities, and knowledge
production and dissemination. Higher education institutions and academia in the periphery, in contrast,
need to be part of the international higher education community through cooperation, but they are not
considered as equal partners and therefore obliged to imitate the experiences and policies of central
universities.
The good thing, however, is that center-periphery dichotomy in higher education is not static. The
dichotomy is the product of historical tradition and socio-economic circumstances that significantly
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impact higher education and the academic profession. The emerging development of higher education
in such countries as China, India, Singapore, Korea, Japan in the Asia-Pacific region is an impressive
witness for the state of change of the center-periphery dichotomy.
Knowledge Economy
The other imperative development that shapes internationalization of higher education is the
emergence of the knowledge economy that requires mass, advanced, skillful and professional
workforce, knowledge society, the international dimension of higher education, and relevant/problem
solving, multidisciplinary, and cross-border collaborative research.
The 21st century, in particular, has witnessed the emergence of the knowledge society and knowledge
economy. A situation in which knowledge, information, and knowledge production or research have
become important features and instruments of societies, organizations, industrial production, and
human lives, in general, explains the concept of the knowledge society. The use of ideas, information,
knowledge, and the application of technology have become imperative in the global economy rather
than physical abilities and the transformation of raw materials or the exploitation of cheap labour.
Global economy increasingly relies on knowledge and professionally trained citizens. The emergence
of a global economy requires global knowledge and international professionals. Thus, the role of
higher education, in conducting research and training professionals, has become increasingly
significant. National level higher education alone could not fulfill the demand of the global knowledge
economy. As a process and strategy, the internationalization of higher education has become an
imperative strategy for the emergence of the knowledge society and knowledge economy. Inter alia,
the production of globally oriented and trained professionals has necessitated the internationalization
of higher education to produce masses of skilled personnel that fits the global knowledge economy.
The responsibility of training and producing skilled professionals for the global knowledge economy
has been considered to be major goals of internationalization of higher education.
Neoliberal Ideology
Moreover, the period witnesses an increasing dominance of neoliberal principles that promote higher
education as a private good that should be marketized. Neoliberalism has reshaped the global
economic and social life. Typical neoliberal policies and principles include marketization,
entrepreneurism, competition, commercialization, commodification, privatization, individualism,
business oriented leadership and governance, deregulation, user pays, global flows of capital, trade,
people, and so on. Neoliberal philosophy has very serious implications for higher education.
Neoliberal policy and principles have intensified and further enhanced the need for the
commodification, commercialization, and marketization of services and products of higher education
institutions. It advocates the user pay principle. Neo-liberal principle considers education to be a
commodity to be delivered on market principles to those who can afford to buy it. This coupled with
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the principle of rates of returns have inspired many governments in many countries worldwide to
shrink or totally withdraw from funding higher education from public funding as usual. Inter alia, the
deterioration of the public fund and the massification of higher education have forced higher education
to commercialize products and services locally, nationally, regionally and internationally. The
internationalization of higher education has become one of the key strategies and agents to marketize
and commercialize higher education through the recruitment of fee-paying international students and
selling products of higher education in the form of cross-border programs and providers. The
commercial and marketization trend in the internationalization of higher education is the result of
neoliberal ideology and philosophy. External actors for internationalization and representatives of the
neoliberal ideology such as the World Bank, World Trade Organization, and the Organization for
Economic Cooperation and Development have emphasized the economic objectives of the
internationalization of higher education.
Academic mobility, which is the major dimension of internationalization, is the other framework for
internationalization. It is important to note that there is an enormous heterogeneity of terms, concepts,
definitions, and information about academic mobility or cross-border education. Historically,
transnational academic mobility refers to students and teachers and is defined as the crossing of
national borders for the purpose of studying or teaching in higher education, engaging in research or
consultation with fellow colleagues in other higher learning institutions. New internationalization is
not only about the mobility of people. It is best explained in terms of the academic mobility of people,
program, and providers. It includes the mobility of programs and institutions or providers in different
forms. In addition to internationalization “at home” , internationalization constitutes an important
component of the academic mobility of teachers, students, programs, institutions/providers, and/or
course materials across national, institutional, departmental, and sector jurisdictional borders. The
mobility of people refers to international students, teachers, researchers, and staff. The mobility of
programs and providers is cross-border education that could be performed in the form of opening
branch campuses, franchising, twinning or virtual distance mode.
Chapter Three: Historically, the essence of the internationalization of higher education was the
academic mobility of students and teachers to enhance their quality of knowledge, teaching, learning,
academic culture, and research through academic collaboration between or among different academic
cultures, institutions, and nation states. Today, however, the internationalization of higher education
has become policy-driven, broader socio-cultural, economic and academic collaboration and
competition between or among nation states, institutions, and regions, which involve multiple and
diverse actors, objectives, and mechanisms. Nowadays, the internationalization of higher education is
more organized and planned through mission statements and policy initiatives. Broadly speaking,
internationalization has become more organized and policy-driven process and strategy of the
movements of academics, students, socio-academic cultures, academic programs and institutions,
academic and institutional systems, and knowledge across academic cultures and political frontiers.
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Rationales for the internationalization of higher education have been diversified. For some higher
education institutions, the internationalization of higher education has become an important strategy
for augmenting revenue for higher education funding. Still for others, it is a strategic instrument for
academic capacity building, collaborative research, student preparedness for global employability, and
so on.
Globalization, the neoliberal ideology, and the emergence of the knowledge economy and society (all
of which are major phenomena in the global North) have extended and diversified the activities and
shaped the policies, rationales and actors of internationalization. Because of its diverse activities,
rationales and stakeholders, the internationalization of higher education has become an overextended
and complex concept; it has become a broad concept, process, and strategy explained in terms of
broader dimensions, approaches, and mechanisms. From more or less traditional forms of student and
teaching staff mobility, internationalization has extended its scope into other academic mobility
activities, such as exporting higher education programs and institutions via branch campuses and
institutional cooperation, developing transnational university networks, the virtual delivery of higher
education, and the harmonization of higher education systems. Consequently, the internationalization
of higher education has become an important instrument in the mission, strategy, and objectives of the
process of higher education.
Actors
Actors are institutional and organizational practitioners and influential persons and institutions in the
formulation and implementation of policies for the internationalization of higher education; they are of
paramount importance in the development of the internationalization of higher education. Such actors
may constitute, in addition to students, teachers and higher education managers and institutions, more
diverse stakeholders that range from government, university associations, education-related national,
regional, as well as international organizations, industry, and media to student recruiting agencies.
Depending on the socio-economic, cultural, and academic context of higher education institutions,
actors formulate, influence, shape, and practice the process of internationalization at different levels
and for various reasons and objectives. Actors formulate and influence policies and frame mechanisms
and strategies for internationalization. Some of them, particularly internal actors, are active
participants in the process of the internationalization of higher education. External actors or
stakeholders also play a crucial role in shaping internationalization; they are the stakeholders who
operate outside the higher education environment; they formulate and influence policies of the
internationalization of higher education at different levels that promote the scope of
internationalization.
Meaning and Definition of Internationalization
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In spite of the connotation of the term (inter-national-zation), the current concept of
internationalization denotes a wider elements of process, strategy, approach, dimension, mechanism,
and model. In its connotation, internationalization means a process of international mutuality, or it is
the enhancement of mutual cooperation and coexistence between or among national states on common
interests and agendas including higher education. Hence, the internationalization of higher education is
an international collaborative process between or among states to enable higher education respond to
the demands of a globalized world. At the same time, the traditional essence of internationalization is
explained significantly, in terms of the inter-institutional mobility of students and teachers.
Since the second half of the 20th century, internationalization has been transformed in it scope, role,
actors, concept, activities, aims, and rationales. Hence, the connotation, however, does not explain
what internationalization of higher education is. Internationalization of higher education denotes many
other aspects and dimensions, including the academic mobility of people, programs, and providers
across institutions, departments, sectors, nations, regions and the globe. The mobility of people,
programs and providers involves students, teachers, institutions, governments, organizations, and
agencies as actors.
The rationales for engagement are also diversified across academic, social, cultural, economic and
political factors. Due to the fact that internationalization is predominantly initiated and driven by the
industrialized Western world and shaped by their neoliberal principles, the economic rationale is
increasingly overriding the other factors. Approaches, mechanisms, and models have become
different, and rationale and context oriented. Today, the internationalization of higher education is not
only about transnational academic mobility. It also denotes “at home” international academic
activities.
The diverse dimensions and the emerging global knowledge economy, where business and market
approaches predominate in international higher education; and the conflicting dimensions, views,
rationales, and elements in the discourse of internationalization, have made it difficult to develop a
single, common, and comprehensive definition of internationalization. As a result, different parts of
the world have understood, rationalized, prioritized, and conceptualized internationalization of higher
education differently. Different scholars have also tried to define it differently. Consequently, three
value-driven views of Western Universities, Confucian and Middle Eastern higher education systems,
and the universities in the global South have emerged. In the Western Universities, a commercial
imperative appears to underpin the understanding and importance of the process of the
internationalization of higher education. The cultural imperatives of the internationalization of higher
education are deep-rooted at the heart of the second model. These days, other rationales for
internationalization are, however, emerging in the Confucian zone of the world. In the poorer global
South, the priorities of the internationalization of higher education are closely related to values of

xxii

improving the standards of higher education teaching, research, and services. These three zones
understand, define, and explain the internationalization of higher education, accordingly.
Scholars are attempting to generate an acceptable definition of internationalization. Jane Knight has
defined it as “the process of integrating an international, intercultural or global dimension into the
purpose, functions or delivery of postsecondary education.” This is the most commonly cited
definition. Despite the fact that internationalization is not merely an inward or intrinsic strategy and
process, this definition significantly considers it to be an inward or intrinsic concept and activity.
However, internationalization looks both inward and outward or is an intrinsic and extrinsic
performance. This means that higher education institutions, in the process of internationalization,
attempt to contribute to the rest of the world as they need to learn from others. Moreover,
internationalization is also an institutional and non-institutional process and strategy that involves
institutions, students, and teachers. Other organizations and agencies are also involved in the process
and strategy setting of internationalization. The cultural integrative power of internationalization is
also questionable because, in many cases, with some exceptions, foreigners are always foreign in
foreign lands. These and many other reasons, such as the diversity and complexity of rationales,
lopsided benefits and challenges, activities, stakeholders, and providers at the national, sector, and
institutional levels also complicate the concept of internationalization and calls for scholars propose
different definitions and meanings to internationalization.
In fact, many other terms are used interchangeably with internationalization. These include
transnational

education, borderless

education, offshore

education,

cross-border

education,

globalization of higher education, and international studies, and so on. Academic mobility,
international academic cooperation, study abroad, and international exchange are other related terms
used in reference to the internationalization of higher education. Different scholars use these terms to
denote different approaches in the process of the internationalization of higher education.
In essence, the internationalization of higher education has evolved through four conceptual steps.
Traditionally, internationalization was understood as only the mobility of students and teachers or as
local-foreign students and academic staff interaction; later it was conceived as international studies;
then it was assumed to be a technical and academic support and development aid; at present,
internationalization has become a strategy to train international citizens for the global knowledge
economy. Currently, however, the purpose of the internationalization of higher education is not only to
train international professionals for the global knowledge economy, but it is also for economic,
academic, socio-cultural, and political benefits. In the 21st century, even though internationalization
has become a ubiquitous term and indispensable strategy in higher education systems and institutions,
the meaning, definition, concept, activities, rationales that construct the notion of internationalization
remain largely complex. Moreover, because of the complexities, the challenges, and lopsided benefits,
it seems that regions and nations are trying to regionalize and “nationalize” internationalization.
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In conclusion, it is not an easy task to provide commonly accepted and all-inclusive definition of the
concept of internationalization. This is because, inter alia, the internationalization of higher education
encompasses a multitude of activities and attributes aimed at providing an educational experience
within an environment that tries to integrate global, regional, national, and local academic, sociocultural, economic and political perspectives. Nonetheless, efforts to produce an operational definition
of the concept of internationalization will continue.
Academic Mobility of People, Programs, and Providers
The major dimension or feature of internationalization is academic mobility. Academic mobility refers
to the cross-border mobility of students, teachers and researchers, programs, and providers. These
forms of academic mobility could happen in three major dimensions of internationalization:
internationalization “at home,” virtual internationalization, and abroad internationalization. “At home”
internationalization refers to the provision of more internationally and interculturally oriented training
and support for faculty, staff, and students in campuses at home. It is purely domestic and refers to the
internationalization of curriculum, teaching, research and helping students develop international and
intercultural skills without ever leaving their country; but by importing students and scholars and
including in the curriculum international studies.
“Virtual mobility” or “virtual internationalization” is the technology-driven non-physical
communication of international students or teachers and researchers, or it is an online intercultural
exchange (OIE). Virtual internationalization is defined as a set of information and communication
technology-supported transnational activities, organized at the institutional level.
Abroad internationalization comprises an important component of the cross-border mobility of
teachers, students, programs, institutions/providers, and/or course materials across national,
institutional, departmental, and sector jurisdictional borders. Students are travelling to study.
Peripatetic teachers and researchers move and travel to teach, engage in research, and participate in
conferences in foreign countries. Academic mobility is mainly vertical, but there is also the horizontal
mobility of students, teachers, researchers, programs, and providers. Vertical academic mobility is the
movement of people, programs, and providers from the developed economic zones of the world to less
developed and emerging parts of the world. Horizontal mobility refers to mobility between equals or
countries and higher education systems with similar status.
The emergence of the phenomena of globalization, the rapid transformation of higher education, and
the need to train a large number of skillful and professional international students have prompted the
modern academic mobility of people (students and teachers), programs, and institutions and providers.
As a result, student mobility increased by 41% from 1975 to 1999. In 2004, there were around 2.5
million mobile higher education students in the world. The number of mobile students grew from
800,000 in 1975 to 1.136 million in 2005, to 3.04 million in 2008, and to 3.71 million in 2009. In
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2010, globally, there were 4.12 million students studying in a higher education program outside their
country of citizenship. This figure has been projected to grow to 5.8 million by 2020 and 8 million in
2025. Generally, the major sources of international students are Africa and Asia-Pacific, and the
destinations are North America and Western Europe.
There is growing interest to satisfy the increasingly growing student demand for foreign education
through the mobility of programs and providers. Mobility of programs and providers can be described
as the physical or virtual mobility of academic programs and an education provider such as institution,
organization, or company across a national border to deliver and offer foreign educational or academic
training programs and courses or services in students’ home countries through either twinning,
franchising, opening branch campuses, program articulation, or virtual learning.
Regarding the internationalization of programs and providers over the last decade, the opening of
branch campuses has risen steadily and there were around 183 in 2011, and their number grew to
around 200 by 2012. Of these campuses, 80 were American, and Australia established 13, the United
Kingdom has 18, France 12, and India 8. In the 1980s and 1990s, most of the branch campuses were
located in Europe and Japan. During the past decade, however, branch campuses have been
concentrated in the Middle East and Asia and frequently in government-initiated higher education
zones or hubs in places like Singapore, the United Arab Emirates, Qatar, Malaysia, South Korea, and
China.
However, not all providers and programs are necessarily relevant and genuine. Some of them may be
fake providers and programs. Some negative aspects of cross-border programs and providers are
related to the quality of provision, regulation of providers, absent or weak consumer protection, the
emergence of “degree mills” and fake providers, and unfair competition with regulated national
providers. Such rogue providers not only award worthless degrees, but also facilitate the fraud of
selling and buying of fake or forged degrees by students. The New York Times, on 18 May 2015,
exposed in detail the act of a rogue provider named Axact, a Pakistan-based company that sold
degrees, fake diplomas, and other related documents. According to Xinhua reports, 60 Chinese
“universities” or “colleges” are identified as unaccredited diploma mills. The government of Rwanda
ordered the closure of Kigali branch campus of Mount Kenya University or MKU in 2015, because of
xenophobia, discrimination, and failure to adhere to Rwandan quality assurance standards.
Chapter Four: Chapter Four deals with the why and how inquiries of the study. It discusses and
analyzes rationales, approaches, mechanisms, strategies and models.
Rationales
Rationales are that reasons that higher education institutions and stakeholders engage and invest in the
internationalization of higher education. They depend on the institutional priority or need, status and
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geographical location, and interests of stakeholders. The development and implementation of
rationales sometimes depend on the institutional type, status, geographic location, or historical level of
internationalization. Universities, colleges, or higher education institutions in cities and outside cities
may desire internationalization differently. Center and periphery higher education institutions also
perceive, practice, and rationalize internationalization differently.
Rationales for the internationalization of higher education could be categorized as generic, national,
regional, institutional and individual factors. The generic rationales for internationalization, which are
derived from national interests, also stretched from the sole academic and cultural factors to include
economic, social and political interests. Four generic rationales are identified: academic, sociocultural,
economic and political. These can be condensed into educational and market-oriented rationales. The
first two rationales (academic and social or cultural) are institution specific and internal in nature.
They are generally identified as “old” forms of rationales for internationalization. The latter two
rationales (political and economic) require an adaptation of the institution to external forces and are
considered to “new” forms of rationales. Nonetheless, the old and new rationales coexist. These
rationales are also shaped by internal actors such as students and academics and external actors, such
as government, intergovernmental and international organizations and so on.
Nationally, such rationales as human resource development, the establishment of strategic alliances,
income generation/commercial trade, nation building, social/cultural development, and mutual
understanding are present. International branding and profile, quality enhancement or international
standards, income generation, student and staff development, strategic alliances and knowledge
production are examples of institutional level rationales. Drivers for institutional rationales also
include institutional core mission, customers, social responsibilities, and globalization. These
rationales are not mutually exclusive; they may vary in priority by country and institution. Rationales
could also be seen from the perspectives of a center-periphery dichotomy. Centers and peripheries in
the higher education spaces welcome the internationalization of higher education to attain different
purposes and goals. Therefore, the rationales and objectives for the internationalization of peripheral
and central or core higher education institutions vary significantly. Nevertheless, because, in most
cases, the interests and mechanisms of centers drive and govern the process of the internationalization
of higher education, the outcomes of rationales for internationalization best benefits central higher
education while they are often risky or challenging to peripheries.
Globally, according to the International Association of Universities (IAU), there are four globally
dominant academic rationales. These are to improve student preparedness, to internationalize
curricula, to enhance international profile, and to strengthen research and knowledge production.
Regionally, apart from Africa (a periphery), the rationale to improve student preparedness has been
ranked particularly high by higher education institutions in North America, and Latin America and the
Caribbean. Paradoxically, however, in 2010, the international student population accounted for not
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more than 1% of the global higher education gross enrolment ratio. The global gross enrollment ratio
in 2025 has been forecast to be 263 million, whereas the number of international students will grow to
only 8 million in the same year. In this case, by 2015, not more than three percent of students were
international. Higher education institutions in Africa and the Middle East have prioritized to
strengthen research and knowledge capacity and production as the most imperative rationale for the
internationalization of higher education. For higher education institutions in Europe, enhancing
international profile and reputation was recognized as the second most important rationale for
internationalization next to student preparedness. Asia-Pacific, in contrast, has focused on improving
student preparedness, internationalizing curricula, and strengthening research and knowledge
production.
Approaches, Mechanisms, Strategies, and Models:
Different higher education institutions apply different modus operandi for a successful international
engagement. The operational methods for the internationalization of higher education include various
approaches, mechanisms, strategies, and models. Different actors and stakeholders apply different
policies, strategies, rationales, approaches, and models to achieve their objectives and to best benefit
from internationalization. Moreover, the benefits of the internationalization of higher education
depend on the socio-economic and political power relations between centers and peripheries. In some
ways, rationales determine approaches, models and strategies applied to the internationalization of
higher education. Approaches, mechanisms, and models are diversified and contextualized.
Approaches are the perspectives adopted by an institutional governing body towards the promotion
and implementation of programs aimed at internationalization. Higher education institutions may
apply different approaches to address and succeed in the internationalization of higher education
depending on their priorities, culture, history, politics, and resources. An approach to
internationalization reflects or characterizes the values, priorities, and actions that are exhibited during
the planning and implementing of internationalization. There is no fixed, right or wrong approach,
however. Approaches could be changed depending on the development of higher education.
Scholars have identified different mutually inclusive approaches or perspectives through which higher
education institutions could pursue and invest in internationalization. The basic ones include the
activity approach, competency approach, ethos approach, and process approach. Others have added
new ones; such as management approach, market approach, business approach and ambassadorial
approach. National and institutional approaches, in addition to the basic ones, include different
approaches such as at home, abroad, strategic and policy approaches.
Policy has become one of the institutional strategic approaches of internationalization. Two changing
contexts have driven the need for a policy approach for the internationalization of higher education.
First, the development of increased competition among countries and institutions to attract fee-paying
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foreign students and international academics and the emergence of new forms of cross-border
education have necessitated a policy approach for the contemporary internationalization of higher
education. Second, the need for a policy-driven internationalization of higher education has
significantly increased because of the increasing dominance of the economic benefits and rationales
arising from the growing importance of cross-border education as a source of institutional revenue.
Policy formulation for internationalization of higher education has become intergovernmental and
closely linked with socio-economic policies of countries. Cross-border higher education and academic
mobility in general calls for the integration or cross-ministerial collaborative formulation of policy
instruments. In addition to the ministry of education, policies for internationalization require the
involvement of other ministries concerned with visas, immigration, labor, trade, commerce, security
and so on. The consideration of policy for the internationalization of higher education is coupled with
the simplicity of visa requirements, communication, transport and economic improvement.
Institutional policies for the internationalization of higher education would possibly cover such issues
as mission statements, directives, or planning documents that address the implications of
internationalization. A more integrated institutional policy for the internationalization of higher
education would range from statements on studying abroad to consideration of implications and to
quality assurance, planning, finances, staffing, faculty development, admission, research, curriculum,
student support, contract and project work, and so on.
Despite the fact that not all countries have explicit policies on the internationalization of higher
education, four mutually inclusive policy approaches are identified: mutual understanding, skilled
migration, revenue generation, and capacity building. These policy approaches for internationalization
reflect the rationales and policy instruments with varying outcomes. Mutual understanding is the
traditional approach, and the other three have emerged since the 1990s. Revenue-generating and
skilled migration approaches include the import of fee-paying international students, attracting
brightest scholars, and exporting education services while the capacity-building approach is aimed at
importing education services and sending students abroad for training and study. Different countries
emphasize one or a combination of the policy approaches depending on their rationale priority and
institutional context.
Strategies explain tactics or planned directions for internationalization. Strategies constitute two issues
of the higher education institution: program and organizational strategies. Through program strategies,
institutions attempt to integrate the academic, extracurricular, and institutional service activities into
the international dimension of the primary functions of the higher education institutions. These tactics
and directives include such issues as academic programs, research and scholarly collaborative
activities, extracurricular activities, and external relations and services for at home, abroad, and virtual
forms of internationalization activities. The act of developing feasible and relevant policies and
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administrative systems to ensure the institutionalization and sustainability of the internationalization of
higher education institutions is included in organizational strategies. Organizational strategies include
such applications or directions as planning policies and operational, organizational structures.
Mechanisms are institutional modes of engagement or initiatives taken to integrate an international
dimension into research, teaching, and services as well as the management policies and systems. These
modes of engagement may include such clusters of initiatives as individual faculty initiatives,
managing institutional demography, mobility initiatives, curricular and pedagogical change,
transnational engagement, network building, and campus culture, ethos and symbolic action.
Models are strategies through which higher education institutions execute their internationalization
programs or strategies. Four models of international reach are identified: the Import Model, Export
Model, Partnership Model, and Network Model. In their engagement of internationalization, higher
education institutions may apply one or more models. The import model of higher education refers to
those countries and institutions that recruit students and academic scholars and host academic
programs and providers. In the export model, higher education institutions and countries send
academics and academic programs and institutions to other countries. A partnership model refers to a
collaborative internationalization of the activities of exchange of students, and faculty, the joint
operation of teaching and research programs, provision of intellectual leadership or consultancy in the
establishment or restructuring of research and teaching programs, departments, schools or the entire
institution. The network model, in contrast, is the least applied model, though it is increasingly evident
in the cities of the Arabian gulf, and East and South East Asia. This model operates by the merger of
geographically separate institutions, or else the establishment of branch campuses in other countries,
which calls for a strong functional integration and intense sharing of resources. If it is not managed
well, the network model is the riskiest of all the models mentioned above.
Chapter Five: Concerning the mobility of the academic profession, which is inseparably
interconnected with the higher education, data is scarce. One significant area of connection and mutual
impact is internationalization. In spite of being the key driver of higher education internationalization,
the significant development of the academic labor market, and many thousands of academic scholars
crossing borders (for work, teaching, conference participation), numerical data for the academic
profession is sparse. In this regard, the most common mobile academics are PhD students. North
America, Europe, and Australia attract many academic staff and have triggered brain drain in
developing and emerging countries.
Chapter Six: This chapter deals with regional perspectives of internationalization in Europe, AsiaPacific, and Africa. In addition to global internationalization, national and regional dimensions of
higher education continued to be imperative. In their physical location, reform, funding, management,
engagement in internationalization, and other academic issues, higher education institutions are rooted
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in the national system and belong to a certain region. As a response to the challenges of the
globalization of higher education, many countries in the world have reviewed their higher education
systems and launched reforms along the neoliberal lines of marketization, privatization and
corporatization, with the intention of improving their visibility, funding, governance, and
management.
Since the second half of the 20th century, higher education systems in Africa, Asia-Pacific, and Europe
have been applying different strategies to enhance their institutional visibility in the national, regional,
and global competitive and hierarchical spaces. Nowadays, higher education institutions are exposed
to all sorts of challenges and opportunities of globalization. The massification of higher education has
been one of the challenges and opportunities. The internationalization of higher education has become
an important strategy to respond to the various challenges of globalization and other related
developments.
Developing and emerging economies constitute a growing proportion of the world’s postsecondary
students, and the rate of expansion of higher education is greatest in this part of the world. There were
more than 150 million postsecondary students worldwide in 2010, and at least half of them were
studying in developing or middle-income countries. Considering the growth rate in developing
countries, in the coming 30 years, they will represent the most expanded enrollment. In 2012, China
and India established the largest academic systems in the world. Further, many developing countries
are building large and complex academic systems, including research universities. In regard to higher
education teachers, around 3,500,000 full-time academics are expected to work in developing and
middle-income countries, with perhaps an equal number of part-time teachers. In spite of increasing
developments, developing and emerging economies of the world are unable to accommodate the
growing demand for higher education. The incapacity of the domestics higher education and many
other internal and external factors push and pull students and the academic profession to become
academically mobile.
In particular, the unbridled challenges of globalization and the resultant fierce competition have forced
higher education institutions to find a strategic means to curb the problems. Internationalization has
been considered as a solution to the demand for mass higher education in those countries that could
not accommodate. It is also a means of producing internationally oriented professionals for the global
knowledge economy. Moreover, internationalization has become a source of revenue to fund and
expand higher education for the mass demand. Hence, academic mobility has become the main
manifestation of the internationalization of higher education.
Along with global internationalization, a trend of regionalization within the internationalization of
higher education has been growing. Higher education regionalization is the process of creating closer
interconnectedness among the various higher education actors, institutions, and systems within a
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prescribed area called region for more collaboration, interdependence, and integration. The level and
magnitude of regional interconnectedness and relationship range from cooperation to integration. Four
levels interconnectedness may occur in the process of regionalization: cooperation (collaboration and
partnership), coordination (coherence and alignment), convergence (harmonization), and integration
(community and interdependence). Higher education regionalization intentionally establishes
collaborative environments among the regional higher education actors, systems, and structures. In
terms of higher education, regionalization is a regional form of internationalization. The
regionalization of higher education is about the program, strategy, and related institution building that
enable the empirical process and patterns of cooperation, integration, complementarity, and
convergence within a particular cross-national geographical space.
The end of the Cold War witnessed a widespread development of regionalization. Such long-lasting
regional organizations as the Association of Southeast Asian Nations (ASEAN), the European Union
(EU), the African Union (AU), the Economic Community of West Africa (ECOWAS), and the North
American Free Trade Agreement (NAFTA) are some of the regional and sub-regional integrations
with varying objectives of allowing either the flows of trade, capital and/or people. In relation to
higher education and research, regionalism is also evident as the European University Association, the
Association of Commonwealth Universities, the Association of Universities of the Francophone, the
Association for African Universities, the Council for the Development of Social Science Research in
Africa, the Southern African Regional Universities Association, and the Inter-University Council for
East Africa, and others.
The regions of Africa, Asia-Pacific, and Europe induce different levels of regionalization. However,
they are connected through different mechanisms of internationalization and inter-regionalization.
Moreover, they are interrelated and interconnected through either the mobility of people, programs,
and institutions or the travel of policy, systems, and curricula, and so on. In other words, the countries
in these regions possess some common features of the internationalization of higher education based
on history, culture, economy, or politics. Given the shared features, it is imperative to compare and
contrast the three regions to understand the concept of internationalization. The comparison is not to
reach at a certain generalization, but it is to indicate the regional overall trend and features of
internationalization. The comparison could be made through regional internationalization strategies
such as the Bologna Process for Europe, ASEAN for Asia-Pacific, and the AU and sub-regional
scenarios for Africa. These strategies enable us to understand the regional concept of
internationalization from different contexts. The comparison indicates center-periphery power
relations among the regions as well. The three regions are connected through the Bologna process
modeling, other policy travels and through partnership and collaboration. Particularly, Asia-Pacific
and Europe have established an ideal inter-regionalization of higher education space through the
formation of Asia-Europe Meeting (ASEM).
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In regard to mobility, almost all countries of the three regions have been engaged in the
internationalization of higher education and the academic profession either as a source or destination
of academic elements (people, programs, and/or providers). For instance, the upper-middle-income
economies of the region of Asia-Pacific are driving the growth of outbound student mobility. The total
number of outgoing international students from the region increased 161 percent between 2000 and
2012. The increase was 29% for the OECD countries for the same year. Outbound student mobility is
also on the rise in the fast-growing African economies, such as Nigeria and South Africa. In 2013,
over 52,000 Nigerian students attend higher education outside Nigeria. However, the developed
countries especially the large English-speaking nations and the developed and larger European Union
countries afford most services of internationalization and host most international students. They attract
more international students than others do. For instance, one-third of all international students study in
either the United States or the United Kingdom. There are significantly large student flows from AsiaPacific and the continent of Africa to study in the United States, Great Britain, Canada, Australia, and
some other European countries. In addition to the mobility of people, the internationalization of higher
education also takes place through higher education providers and programs that cross borders and
have begun to establish branch campuses and export programs from the home country to a host
emerging and developing country. Increasingly, foreign education providers are setting up shops in
Asia-Pacific, Africa, and Southeastern Europe in different ways. A business firm or entrepreneur often
invests resources in starting an educational institution in collaboration or in contract with a Western
higher education institution to provide academic services and to award a degree. In some cases, a
foreign institution will simply open a program. Among others, as a result of the growing influences
and dominance of the western world, global internationalization of higher education has presented the
effect of imbalanced benefits and challenges on center and periphery higher education.
Recently, regional academic mobility has grown tremendously in Africa, Asia-Pacific, and Europe.
Countries seek to attract foreign students particularly from within the region to their universities to
improve the quality and cultural composition of the student body, gain prestige, and earn income,
minimize global competition, and to challenge imbalance internationalization. In the region of AsiaPacific, student mobility has grown from 39 percent in 2009 to 41 percent in 2012. India and the
Philippines, for example, are significant host countries for students from other developing countries. In
2005, India hosted more than 8,000 students from abroad, 95% of whom are from developing
countries. China has hosted around 330,000 international students in 2012 and is projected to reach
half a million by 2020. By 2020, Japan also planned to host 300,000 international students.
However, Europe continues to be the outstanding global and regional internationalization actor. In
Europe, two principal objectives inspired regional internationalization. These are the need to promote
regional student mobility and the harmonization of the European higher education systems within
Europe. These objectives are geared in response to globalization and to increase European higher
education attractiveness and competitiveness. Various processes, programs, and arrangements are used
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to implement these goals. The Bologna Process and the Erasmus Mundus program are key strategies
for European regional forms of internationalization. The Erasmus Mundus program, launched in 1987,
is a student exchange program that seeks to train European-minded professionals and foster common
European identity and citizenship. The Bologna Process launched in 1999 and sought to create an open
European Higher Education Area to make higher education standards compatible and comparable
among the participating states and beyond Europe. In 2000, the European Union adopted the Lisbon
Declaration, which aimed at making Europe the most competitive and the most dynamic knowledgebased economy in the world by 2010. The Bologna Process is travelling beyond Europe to AsiaPacific and Africa as a model for the regionalization of higher education.
The range of motivations in the process of regionalization varies among Asian-Pacific countries and
has shifted over time. Nonetheless, pressures of massification and the need to improve academic
standards lie behind much of the impetus towards internationalization in terms of both importing
educational services into the region and exporting students abroad. The region of Asia-Pacific is the
most active region in transnational education. It contributes the largest numbers of students studying
abroad, and many of its universities are consciously and willingly borrowing foreign, especially
American, models of higher education. It is also considering, through the Association of Southeast
Asian Nations (ASEAN), the Bologna process, the European Higher Education Area (EHEA) and
European Research Area (ERA) as a possible model for regional higher education reform. Critics
argue that this modeling has created a new dependency culture and reinforced hegemonic EuroAmerican dominance. Scholars warn Asian states to be vigilant regarding the differences between
policy learning and policy copying.
The internationalization of African higher education institutions goes back to the period of
colonialism. European universities have largely shaped African higher education institutions, and
African elites have made academic journeys to Europe and later the United States of America for
undergraduate and increasingly graduate education since the period of colonialism. While the vast
majority of African higher education institutions were established after the end of the colonial rule as a
driving forces of national development and intellectual decolonization, they continued to display
strong tendencies of extroversion in their practices, programs, and paradigms to the ex-colonial
metropolis. They remained trapped in the institutional and epistemic economies of Euro-American
models and Eurocentric practices. Surprisingly, the political decolonization and the proliferation of
national universities demolished the colonial regional higher education, weakened intra-regional
connections, and collaborations, and reinforced linkages to the North. In recent years, there have been
some trends of intra-African or regional internationalization emerging in Africa. Even though it has
been revealed that most African higher education institutions prefer to have regional cooperation in the
process of internationalization, practically this is not robust. Concerning inbound mobility, except for
Egypt and South Africa, the sub-Sahara African country attraction of international students outside the
region is minimal and sporadic in the form of exchange or summer school. Project-based scholastic
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collaborations prevail in many parts of Africa; this also lacks consistency. However, many job seeker
Indians are flocking to many parts of Africa.
African higher education is also making efforts to internationalize on sub-regional initiatives. East
Africa, modeling the Bologna process, is attempting to harmonize higher education through the East
African Community and the coordination of the Inter-University Council for East Africa (IUCEA).
North Africa has joined the “Euro-Mediterranean Higher Education and Research Area” that has
considered the Bologna model of Licence, Master, and Doctorat through the French higher education
system. West Africa is deliberating the importance of reforming higher education structures to
facilitate intra-regional mobility. Portuguese-speaking African countries are also putting effort to
establish a Lusophone Higher Education Area. Attempts to regionalize Southern Africa higher
education through political and economic mechanisms have been started since the time of Apartheid.
The regionalization of higher education is increasingly growing to respond to both challenges of
globalization and imbalanced global internationalization. The regional form of internationalization,
unlike global internationalization, harmonizes programs, strategies, harnesses academic power and
resources, and builds relevant regional governing institutions to coordinate and manage the process of
cooperation, integration, complementarity, and convergence of regional higher education. Even though
they are found at different stages of success and development, Africa, Asia-Pacific and Europe are
moving towards a regional form of internationalization.
Chapter Seven: This chapter deals with the impacts of global internationalization in terms of benefits
and challenges. The internationalization of higher education is understood as an increasingly
transformative phenomenon pushing institutions towards adjusting and improving standards and
academic activities to increase their national, regional, international, and global visibility in
knowledge production and academic capacity building through cross-border research, innovation,
teaching, and services. Exposed to various academic and social cultures, individual students have
benefitted from internationalization by building their academic credentials and global outlook in an
international context. In their effort to meet the goals of internationalization, their institutional
requirements for promotion, and their academic careers, many academics went overseas to play vital
roles in international higher education. One main consideration about working and studying abroad for
people in academia is gaining international experiences and, therefore. acquiring new cultural and
academic knowledge and skills. It is believed that academics, who are engaged in the process of
internationalization, acquire changes in personal and professional attitudes, learn about different
student learning styles and behavior, and broaden their international and global perspectives. This will
contribute to the process of transformative learning that may support domestic higher education
institutions. Moreover, academic mobility increases the opportunity for collaborative research, and it
is generally believed that mobile academics and scholars are more productive in research than
immobile ones are. These individual academic benefits of internationalization are also used by many
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higher education institutions and countries like Slovenia as major requirements for academic
promotion to full professor and associate professor.
Internationalization is not, however, only a positive process. It also poses challenges and risks. In spite
of the growing literature to unpack the internationalization of higher education, actors’ application of
different rationales, models, mechanisms, and policies, as well as scholars’ consideration of the crossborder mobility of researchers, academic staff and students, curricula, systems as significant events,
internationalization remains debatable.
Global internationalization has produced some opportunities and challenges for the academic
profession. The changing landscape of the process of internationalization in recent years has increased
academic mobility, competition, academic commercialization, and forms of cross-border delivery of
higher education. In addition, internationalization of higher education has reshaped the academic
profession in a way that differs from the past. In addition to the overall routine activities in the
process, programs, and projects, the internationalization of higher education has called for quality and
accentuated accountability by students, faculty, deans, the management of higher education
institutions, national governments, regional organizations and other stakeholders involved in the
global process of internationalization. The internationalization of the academic profession can also be
seen from the points of challenges on the life, academic career development, and knowledge
production. In particular, the commercialization/marketization and competitive nature of higher
education has pressured the academic profession to work more for global visibility in terms of
facilitating collaborative research abroad, fostering faculty exchanges, winning competitions in
research projects, research funds, and promoting quality education. Many stakeholders involve and
intensify the pressure upon the academic profession. Accreditation and quality control entities often
shape what institutions are supposed to do and increasingly focus on outcomes. Industries and other
stakeholders, directly and indirectly, determine what students actually learn, what jobs they get, and
the reputation and applications of research. Ranking institutions increase what is required of the
academic
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internationalizations. Moreover, the general public, students, parents, and international clientele such
as employers of graduates, other funding bodies, and many other forces such as institutional politics,
policies and rules and regulations have become actively engaged in demanding “value for money” at
the expense of many of the traditional values, norms and attitudes of the academic profession.
However, the transformational feature of the internationalization of higher education is not equally
evident everywhere. It has affected peripheral and central higher education institutions differently. In
some instances, due to the asymmetrical academic, financial, facilities, and status of institutions, the
internationalization of higher education has posed serious challenges for some institutions and created
ample opportunities for others.
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Moreover, many questions have been raised because of the complex and diverse characteristics of
international education and the contribution of the internationalization of higher education. The
unsettled aspect of internationalization includes its concept, meaning, and definition. Other
controversial issues involve such aspects as benefits and challenges of internationalization on cultural
heritage, vernacular languages, development of a variety of academic cultures and structures, and
quality of education. Globally, the internationalization of higher education is becoming a reflection of
the existing international inequalities and power relations between center and periphery higher
education institutions, nations and world regions. Some consider the whole process of
internationalization to be a kind of new cultural imperialism or even neo-colonialism or an imperialist
take-over. Internationalization has also resulted in institutional policy shifts, brain drain, a rush to
augment revenue, the commodification and commercialization of higher education programs,
increased foreign degree mills, discrepancy in equity, access and quality, language policy, lop-sided
benefits and so on. Moreover, the internationalization of higher education is also perceived as
enhancing the ascendancy of the English language at the expense of national languages. Furthermore,
such issues as ethics, disproportionate benefits and inequalities have triggered widespread debates on
the process of the internationalizations of higher education in centers and peripheries, where the voices
of the periphery are unheard.
The policy transfer may also affect academic culture and the value, access, quality, equity and
financing of higher education in developing countries. The incompatibility or inequalities in
internationalizations will further reinforce the power of the global North with the potential to neocolonize the poorer and less-well-resourced higher education institutions in the global South. In the
unequal market competition, the developing South is effectively deprived of the right to have a say
about curriculum, quality standards, and many other educational elements not only from the
perspectives of internationalization but also from education in general. Internationalization, for most
industrialized and economically emerging nations, is becoming prestigious and reputational, and
enhances their global outreach. In contrast, peripheries are suffering from brain drain and its
consequences of poor academic performance.
Chapter Eight: The internationalization of higher education and the academic profession is a
historical phenomenon that has been practiced in the form of inter-institutional mobility of students
and teachers. Different change forces have caused the transformation of the connotation and
denotation of the concept, activities, and scope of internationalization. It has been developed and
expanded from a mere mobility of students and teachers, in the medieval period, into a more organized
and extensive academic mobility of people, programs, and providers in the 21st century.
Academic mobility and collaborative research have continued to be the major areas of significant
dynamism, potentials, and features or dimensions of internationalization, which are driven by different
actors, rationales, approaches, mechanisms, strategies and models. Actors in the internationalization of
xxxvi

higher education have become more inclusive. In addition to students, teachers, higher education
managers, and higher education institutions, different and more diverse stakeholders that range from
government, university associations, education-related national, regional, and international
organizations, industry, media to student recruitment agencies are included. The rationales for
internationalization have also expanded from the sole academic and cultural factors to include
economic, social and political interests. Institutional agreements and networks with strategic partners
have developed new policy approaches of internationalization in the form of regionalization.
Mechanisms and models have been diversified and contextualized. Generally, in many contexts, the
internationalization of higher education and the academic profession has been transformed from being
a marginal, occasional, and ad hoc activity to a more organized, policy-driven, extensive, and
imperative component of institutional process and strategy.
However, the changes associated with internationalization have affected higher education
institutions/universities in centers and peripheries differently. Internationalization has enhanced the
socio-economic and academic benefits of some higher education institutions in the economically
developed and emerging countries. In contrast, it has posed such challenges as brain drain, degree
mills, and rogue providers on developing countries.
The sum total of the transformation and the different impacts it resulted in have made different people
understand and conceptualize internationalization differently. Moreover, its wider and dynamic
rationales, diverse actors, scope, and inclusiveness have diminished and weakened connotations
attached to the term internationalization.
On the basis of the analysis of the historical essence, the dynamic transformation, conceptual and
theoretical frameworks, connotation and denotation, dimensions, rationales, approaches and
mechanisms, the emerging regional form of internationalization, and the impacts or effects of
internationalization of higher education, the following conclusions could be made.
1. Internationalization has a historical background, and it is as old as the medieval university.
The emergence of medieval universities in Europe are formations of students and teachers
gathered from the various parts of Christendom Europe.
2. Such concepts and theories as globalization, regionalization, neoliberalism, knowledge
economy and knowledge society, center and periphery, and academic mobility shape and
explain the internationalization of higher education. The need to conceptualize
internationalization requires the understanding of the above framing concepts and theories.
3. The internationalization of higher education has been under continuous dynamics of change. It
has gained prominence as a process and strategy of higher education and as a concern of
researchers since the 1990s. It has developed in scope, dimension and activities. Many and
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diverse rationales and internal and external actors are involved in the planning,
implementation and process of internationalization. Hence,


The internationalization of higher education has extended and transformed from a
mere and unorganized mobility of students and teachers into a more organized
academic mobility of people, programs, and providers across disciplines, institutions,
sectors, national, regional and international jurisdictional borders.



the connotation of the term internationalization no longer explains and defines the
denotation and concept of internationalization of higher education.



the construction of one common and comprehensive definition for internationalization
of higher education has become a difficult task and calls for continuing efforts.

4. Due to the increasing prominence of the economic rationale and the involvement of diverse
actors, particularly from the global North, who shape and influence the process, the global
internationalization of higher education has become an imbalanced phenomenon and resulted
in lopsided benefits for center and periphery higher education institutions and countries.
5. The unintended challenges of globalization and imbalanced global internationalization have
called for a regional form of internationalization, i.e. regionalization of higher education under
the European Bologna Process, the Association of South-east Asian Nations (ASEAN), and
regional and sub-regional efforts of the African Union (AU). Presumably, a regional form of
internationalization is supposed to harness academic and financial resources, minimize inhouse competition, harmonize systems, and consequently build academic capacity.
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Konceptualizacija internacionalizacije visokega izobraževanja in
akademske profesije s primerjalno analizo Evrope, Pacifiškega dela
Azije in Afrike
Razširjeni povzetek
Ključne besede: visoko šolstvo/univerza, center-periferija, internacionalizacija, globalizacija,
regionalizacija, akademska profesija, akademska mobilnost, Afrika, Azija-Pacifik, Evropa
Naslov te študije je raziskovalni podprojekt v sklopu krovnega raziskovalnega projekta Marie Curie
''Univerze v ekonomiji znanja'' (''Universities in the Knowledge Economy - UNIKE).''
Utemeljitev: Potreba po preučitvi tovrstne teme izhaja iz naslednjih razlogov in obrazložitev. Prvič,
področje internacionalizacije visokega šolstva ni deležno zadostne obravnave. Njeno proučevanje je
bilo večino časa povezano z glavnimi vprašanji visokega šolstva, kot so upravljanje, financiranje in
mobilnost študentov. V tej študiji sta internacionalizacija visokega šolstva in akademska profesija
obravnavani kot samostojni področji z vidika njunih glavnih razsežnosti, vidikov ter centra in
periferije. Drugič, akademski profesiji, tj. glavnemu akterju in gonilni sili internacionalizacije
visokega šolstva, je z internacionalizacijo povezana literatura namenila le malo pozornosti. Tretjič, zdi
se, da primerjalni raziskovalni pristop internacionalizacije visokega šolstva in akademske profesije v
afriški, azijsko-pacifiški in evropski regiji ni vzbudil zanimanja raziskovalcev. Še posebej za
primerjalno vključitev Afrike v študijo azijsko-pacifiške in evropske regije se zdi, da je bila potisnjena
v ozadje. Četrtič, konotacija pojma inter-nacional-izacija visokega šolstva ne razlaga jasno, kaj
internacionalizacija pravzaprav pomeni. To je treba pojasniti v smislu koncepta, ki ga ponazarja, in
dimenzij, vidikov in značilnosti, ki jih internacionalizacija manifestira in označuje. Poleg tega mu
primanjkuje jasne, skupne in celovite opredelitve in pomena. Kot severni teoretski konstrukt,
interpretacija, razlaga in opredelitev, internacionalizacija odraža glasove globalnega severa, predvsem
visokega šolstva centra. Vendar pa za razumevanje, pojasnjevanje, konceptualizacijo ali opredelitev
internacionalizacije visokega šolstva in akademske profesije z vidika različnih dejavnosti, dogovorov
in glasov periferije niso bila dosežena ustrezna in celovita prizadevanja. To so nekatere izmed
utemeljitev v ozadju osredotočanja na temo konceptualizacije internacionalizacije visokega šolstva in
akademske profesije iz regionalne perspektive Afrike, Azije-Pacifika in Evrope.
Raziskava stanja: Čeprav so bila pretekla prizadevanja raziskovalcev po opisovanju različnih
mednarodnih dejavnosti, strategij, programov in logike znotraj visokošolskih sistemov v študijah
visokega

šolstva

podrejena

številnim drugim vprašanjem,

se

je

poznavanje

in razvoj

internacionalizacije in njenega globalnega udejstvovanja sčasoma poglobilo. V zvezi s tem so vredna
posebne omembe številna dela Jane Knight (1994, 2003, 2004, 2008 in 2013), ki jih literatura pogosto
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navaja v zvezi z mednarodnim visokošolskim izobraževanjem. Damtew Tefera (2004, 2014), Hans de
Wit (2002, 2011, 2013), Hawawini (2011), Huang Futao (2003, 2007, 2009, 2014), Marijk van der
Wende (2001, 2007, 2010), Mohamedbhai (2008, 2012, 2013), Philip Altbach (2002, 2006, 2007,
2011), Simon Marginson (2007, 2011) in Ulrich Teichler (1991, 1996, 2004), če jih omenimo le nekaj,
so drugi poznavalci s pomembnimi prispevki na tem področju. Obširne informacije in podatke za
raziskovanje področja internacionalizacije visokega šolstva nudijo tudi periodična globalna
raziskovalna poročila s strani Mednarodne zveze univerz (IAU), Evropskega združenja za mednarodno
izobraževanje (EAIE), in druge spletne strani, kot so University World News in World Education
News and Reviews.
Večina literature priznava, da je sodobna internacionalizacija visokega šolstva prišla v ospredje na
visokošolskih ustanovah in pridobila pozornost raziskovalcev od devetdesetih let dalje. V zadnjem
desetletju dvajsetega stoletja so se pretekle razdrobljene in neorganizirane prakse medinstitucionalne
mobilnosti študentov in učiteljev razvile v bolj organizirano, na politikah in mehanizmih temelječo in
večdimenzionalno nacionalno, regionalno in globalno obliko internacionalizacije visokega šolstva.
Spodbujali so jo različni motivi in dejavniki in na različne države je vplivala različno. Zato si jo
različni ljudje tudi različno zamišljajo in dojemajo. Ta študija se osredotoča na tovrstno sodobno
obliko internacionalizacije visokega šolstva in akademske profesije.
Metoda raziskovanja: Študija koncepta ne obsega le definicije ali pomena. Potreba po razumevanju
koncepta poziva k raziskovanju konotacij, denotacij, dimenzij, značilnosti in vidikov konceptualnega
termina. Poleg tega je potrebno analizirati dinamiko koncepta. Koncept internacionalizacije visokega
šolstva zatorej pomeni in označuje različno, tvori različne dimenzije in vidike, in je dinamično
spreminjajoč se in transformativen historični proces, strategija in pojav.
Študija takšnega konceptualnega termina, kot je internacionalizacija visokega šolstva in akademske
profesije, zahteva kvalitativni pristop in metodologijo. V okviru kvalitativne metode so pristopi, kot je
diskurzivna analiza, fenomenološko in idiografsko zbiranje, organizacija in analiza podatkov, nujni
instrumenti za konceptualizacijo internacionalizacije. Afrika, Azija-Pacifik in Evropa se smatrajo za
regionalne primerjalne perspektive. Tri regije so izbrane zaradi njihovega različnega pojmovanja in
razlogov za sodelovanje v internacionalizaciji visokega šolstva in akademski profesiji. Na regije se
osredotočamo tudi zaradi dejstva, da predstavljajo in zasedajo različne visokošolske prostore v smislu
razmerja centra in periferije. Evropa, še zlasti Zahodna Evropa, ki ima prefinjene izkušnje z
internacionalizacijo visokošolskega izobraževanja na globalni ravni in znotraj Evrope, na splošno
zavzema osrednje mesto v razvoju visokega šolstva. Azijsko-pacifiška regija zaseda položaj periferije
ali polperiferije. Dandanes ima zaradi hitre gospodarske rasti najhitreje rastoče visokošolsko
izobraževanje na svetovni ravni. Zaradi gospodarskega razvoja je pritegnila pozornost in izzvala
osrednjo vlogo Zahoda. Na drugi strani se Afrika nahaja v zaledju v vseh vidikih globalnega
visokošolskega prostora, zmogljivosti in procesu internacionalizacije in njenih glavnih manifestacij. Je
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periferija. Tri regije odražajo različne trende internacionalizacije visokega šolstva in akademske
profesije. Njihove visokošolske ustanove sodelujejo v procesu globalne internacionalizacije in
interpretirajo procese na podlagi njihovih socialno-ekonomskih, kulturnih in akademskih prioritet in
tradicij. Regije so medsebojno tudi zgodovinsko povezane preko kolonializma in sedaj s pojavom
globalizacije.
Da bi razumeli sodoben koncept internacionalizacije, se raziskovalni projekt osredotoča na
raziskovanje in proučevanje, kaj, zakaj in kako poteka internacionalizacija. Vprašanje kaj se nanaša na
pomen, glavne razsežnosti, vidike, značilnosti in učinke internacionalizacije. Vprašanje zakaj išče
razloge ali motive za sodelovanje v internacionalizaciji visokega šolstva in akademske profesije.
Raziskovalno vprašanje kako raziskuje načine sodelovanja in analizira pristope, mehanizme, strategije
in modele internacionalizacije. Študija išče odgovore na tovrstna vprašanja z raziskovanjem,
preiskovanjem, razpravo in analizo konotacije in denotacije, pomenov, učinkov, glavnih značilnosti,
motivov, pristopov, strategij, modelov in mehanizmov internacionalizacije.
Zato je cilj pričujoče raziskave konceptualizacija internacionalizacije visokega šolstva in akademske
profesije z vidika razmerja center – periferija, ob uporabi kvalitativne in primerjalne analize, ki se
osredotoča na Afriko, Azijo-Pacifik in Evropo. Glavno raziskovalno vprašanje je oblikovano kot "Kaj
je koncept internacionalizacije visokega šolstva in akademske profesije?" Za obravnavo posebnih
vprašanj, povezanih s konceptom internacionalizacije visokega šolstva in akademske profesije, so
oblikovana tudi raziskovalna podvprašanja. Le-ta so namenjena raziskovanju in preiskovanju ter
analiziranju glavnih dimenzij, konotacij in denotacij, kot so pomen, značilnosti, motivi, mehanizmi,
prednosti in izzivi internacionalizacije visokega šolstva in akademske profesije. Vprašanja raziskave
kaj, zakaj in kako raziskujemo, preiskujemo in analiziramo v osmih poglavjih.
Prvo poglavje: Prvo poglavje predstavlja podporo uvodu. Po kratkem povzetku raziskovalnega
projekta obravnavamo zasnovo raziskave (opisana zgoraj) in podajamo kratek zgodovinski opis
internacionalizacije. Povzetek vsebuje kratek vpogled v vprašanje, kaj je internacionalizacija in kako
jo opredeljuje pogosto citirana definicija, ki jo je podala Jane Knight, ter raziskavo stanja na področju
internacionalizacije. Jane Knight (2004) je internacionalizacijo opredelila kot "proces vključevanja
mednarodne, medkulturne ali globalne razsežnosti v opredelitev namena, funkcij ali izvajanja
postsekundarnega izobraževanja". Kratka zgodovinska pripoved sicer izhaja iz evropske srednjeveške
univerze, vendar spremlja tudi druge regije.
Kljub odsotnosti političnih meja, kot jih poznamo danes, so v različnih delih sveta, kjer so obstajale
visokošolske institucije, prevladovale prakse internacionalizacije visokega šolstva in univerze.
Obstajala so čezmejna in medkulturna gibanja znanja, akademikov in študentov. Že samo dejstvo, da
so v srednjeveškem obdobju študenti in učitelji romali med univerzami in državami/regijami, je
zagotavljalo določeno stopnjo univerzalnosti univerzitetnega študija. Iz evropske perspektive je
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internacionalizacija visokega šolstva stara toliko kot srednjeveška univerza. Mednarodne dejavnosti so
se v srednjem veku razumele v smislu meduniverzitetne in medregionalne mobilnosti študentov in
učiteljev. Le-ti so prehajali med različnimi univerzami zaradi lastnih interesov in načrtov. Mobilnost
ni bila organizirana. Omogočena je bila zaradi podobnosti študija in metod poučevanja v latinskem
jeziku, ki se je v Evropi stoletja uporabljal kot jezik visokošolskega izobraževanja. Glavni motivi v
ozadju tovrstne mobilnosti so bili akademski in kulturni. Študenti so potovali v iskanju boljšega
učitelja, študija, prestiža in nastanitve kot tudi zaradi vzpostavljanja kulturnih stikov. Učitelji so
obiskovali kolege in univerze z namenom vzpostavljanja stikov, boljšega znanja, virov, in verjetno
tudi plačila.
V obdobju od 19. stoletja do konca druge svetovne vojne so internacionalizacijo visokega šolstva in
akademske profesije oblikovale mnoge sile sprememb. V 19. stoletju je na vzorec mobilnosti vplivala
uvedba raziskovanja kot glavne funkcije univerz, kot tudi razvoj vernakularnih jezikov. Akademska
mobilnost je bila omejena na nacionalne države ali pa je postala bolj regionalna, vendar ni nikoli
prenehala obstajati. Poleg tega med glavna gonila sprememb sodijo tudi verski razkol, nastanek
nacionalnih držav, napredovanje znanstvene revolucije, kolonializem in izbruh obeh svetovnih vojn.
Da bi zadržale svoje državljane znotraj svojega vplivnega področja, so različne verske škofije in
nacionalne države zgradile univerze. Ta dva napredka sta ustvarila bolj regionalno in lokalno
mobilnost, vendar je nista ustavila.
Kolonializem je evropski model univerze razširil znotraj afriške in azijsko-pacifiške regije ter v
Latinsko Ameriko in na Karibe. V tem času so bili motivi za internacionalizacijo visokega šolstva
akademski, kulturni, ekonomski in politični. Mobilnost je prečkala narode in regije. Študenti in učitelji
so potovali iz ene regije v drugo. Mehanizmi internacionalizacije so v tem času v domači kurikul
vključili dejavnosti, kot so študij tuje zgodovine, geografije, področne študije, študije politike in druge.
Poleg tega so učitelji prevzeli odgovornost za poučevanje v tujini. Visokošolske ustanove so v
različnih delih kolonialnih posesti odprli podružnične kampuse.
Po koncu druge svetovne vojne smo priča novim in globalnim spremembam. Le-te so prizadele tako
samo visokošolsko izobraževanje kot tudi internacionalizacijo visokega šolstva in akademske
profesije. To obdobje med drugim označujejo diplomacija hladne vojne, "baby boom" in množičnost
(masifikacija) visokošolskega izobraževanja. Internacionalizacijo visokega šolstva in akademske
profesije so usmerjali akademski, politični in ideološki dejavniki. Mobilnost je bila spodbujena
individualno in tudi pod pokroviteljstvom vlad. Tu in tam, oziroma kjer je prevladovalo ameriško ali
sovjetsko področje vplivov, so se kot del diplomacije hladne vojne pojavili angleški in ruski učni
programi. Ta ideološki tok kapitalizma in komunizma je vzpostavil bipolarni svetovni red.
Po koncu diplomacije hladne vojne v začetku devetdesetih se je svet iz bipolarnosti preoblikoval v
multipolarne delitve. Na socialno-ekonomske, kulturne, politične in tehnološke vidike sveta so
xlii

bistveno vplivali številni globalni socialno-ekonomski, kulturni in tehnološki pojavi. Porast
terorističnih organizacij na svetovni ravni je izzvala globalno varnost. V mnogih državah so
neoliberalna ekonomska in socialna načela, politike in reforme prispevala k zmanjšanju finančnih
sredstev za javne institucije, še posebej visokošolske. Takšen razvoj je visokošolske ustanove prisilil
k ustvarjanju lastnih prihodkov iz raznovrstnih virov in prek različnih tržno usmerjenih mehanizmov.
Poleg tega sta se zaradi gospodarske pomembnosti visokega šolstva na svetovni ravni bistveno
povečali udeležba v izobraževanju in množičnost izobraževanja. Vgrajena ideja o vrednosti znanja za
napredek v globalni ekonomiji znanja vedno bolj podpira svetovno ekonomsko vlogo visokošolskega
izobraževanja. Ti procesi so na področju visokega šolstva spodbudili marketizacijo, privatizacijo,
komodifikacijo, komercializacijo in konkurenco, kar je sčasoma okrepilo internacionalizacijo.
Eden izmed strateških odgovorov na te razvojne zahteve je bila okrepitev in razširitev visokega šolstva
in akademske profesije onkraj lokalnih, nacionalnih in regionalnih meja. Internacionalizacija visokega
šolstva in akademske profesije je za številne visokošolske ustanove po vsem svetu postala obvezna
strategija in proces.
V sedanjem času politike in prakse internacionalizacije visokega šolstva in akademske profesije niso
zgolj skrb posameznih akademikov, vlad in držav, temveč so tudi v interesu nacionalnih, regionalnih
in globalnih organizacij in številnih drugih interesnih skupin. Internacionalizacija visokega šolstva se
je razširila v svojem prostorskem in dimenzionalnem okviru. Od devetdesetih let je kot strateški
instrument prišla v ospredje visokošolskega izobraževanja, pritegnila pa je tudi raziskovalni fokus
raziskovalcev.

Raziskovalci

so

v

tem

času

izkazali

večje

zanimanje

za

raziskovanje

internacionalizacije v razmerju do drugih sprememb in transformacij na področju visokega šolstva.

Drugo poglavje: Da bi razumeli koncept nove internacionalizacije, je naša potreba in obveza, da jo
analiziramo v okviru konceptov in teorij, kot so ekonomija znanja/družba znanja, regionalizacija,
globalizacija, neoliberalizem, center in periferija, akademska profesija in akademska mobilnost. Ti
koncepti in teorije

oblikujejo in pojasnjujejo značilnosti, dimenzije, vidike

in učinke

internacionalizacije visokega šolstva in akademske profesije.
Globalizacija
V obdobju po drugi polovici 20. stoletja smo priča pojavu globalizacije, ki vpliva na socialnoekonomske, kulturne in politične vidike družb po vsem svetu. Globalizacija medsebojno povezuje
svetovno ekonomijo z napredkom v informacijski in komunikacijski tehnologiji, mednarodnimi
omrežji/mrežah znanja in uporabo angleškega jezika. Ena izmed institucij, ki so jo prizadeli ti
neobvladljivi globalni pojavi, je visoko šolstvo. Doživelo je pomembne transformacijske spremembe,
ki jih lahko smatramo za ''akademsko revolucijo''. Od konca 20. stoletja so akademske spremembe bolj
globalne, obsežne in vplivajo na vse vidike visokošolskega izobraževanja. Večina visokošolskih
ustanov je doživela transformacijo iz elitne k množični in univerzalni fazi vpisa v visokošolsko
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izobraževanje. Masifikacija ali znatno povečanje stopnje udeležbe je bila zato ena izmed sprememb, ki
je prizadela visokošolsko izobraževanje v skoraj vseh državah na svetu. Znatno povečanje
povpraševanja po visokošolskem izobraževanju je izzvalo nacionalne vlade. V mnogih državah so
veliki in raznoliki visokošolski sistemi in programi postali norma. Številne vlade pa bodisi niso
zmogle ali pa niso pripravljene zadostiti vsem akademskim potrebam svojih državljanov.
Transnacionalno izobraževanje je tako postalo najbolj viden in instrumentalen primer globalizacije
visokega šolstva. Okrepilo je globalni pomen in vlogo visokega šolstva. Globalni pomen visokega
šolstva lahko razložimo z vidika odzivanja na nekatere nenačrtne izzive globalizacije, ki so vplivali na
iskalce visokošolskega izobraževanja na globalni ravni in usposabljanje mednarodno usposobljenih
strokovnjakov za krepitev svetovne ekonomije znanja. Globalni pomen visokega šolstva se je okrepil
tudi zaradi upada javnih sredstev v številnih državah po svetu. Visokošolsko izobraževanje je postalo
strateški instrument, ključnega pomena za povečanje prihodkov. Globalizacija visokega šolstva je
oblikovala trende čezmejne komodifikacije, marketizacije in privatizacije, s posledicami za
visokošolsko izobraževanje. Ti trendi in posledice lahko vključujejo pojave, kot so trgi za študente in
akademsko osebje, transnacionalni programi visokošolskega izobraževanja in njihovi izvajalci, spletno
podprte tehnologije, globalna ekonomija znanja, masifikacija in privatizacija visokega šolstva. Ta
položaj je pritegnil mnoge študente, ki so pripravljeni kupiti izdelke in storitve visokošolskega
izobraževanja po mednarodni ceni. Ponudniki visokošolskega izobraževanja so ponavadi vlagatelji,
katerih cilj je donosen posel na področju visokega šolstva. V tem smislu je globalizacija utrla pot za
internacionalizacijo. Z globalno družbeno-gospodarsko prepletenostjo, tehnološkim napredkom in
akademsko mobilnostjo ljudi, programov in institucij je okrepila internacionalizacijo kot globalni
pojav.
Poleg tega so ti pojavi s poudarjeno mednarodno razsežnostjo izpostavili visokošolsko izobraževanje
pritiskom zahtev po izpolnitvi novih pričakovanj družbe. Vendar pa globalizacija različno vpliva na
visokošolsko izobraževanje na svetovni ravni. Ti dogodki vplivajo drugače na visokošolske sisteme v
razvitih državah, v državah v razvoju in v tistih v vzponu. Globalizacija lahko namreč v visokem
šolstvu povzroči neželene izzive in poglablja neenakosti. Ker se nekateri visokošolske ustanove
nahajajo v relativno bogatih državah, so vzpostavili dobro infrastrukturo, na razpolago imajo precej
sredstev, s katerimi upravljajo, kot tudi bolj izkušeno delovno silo iz vsega sveta. Te prednosti jim
pred drugimi omogočajo velike koristi. Gre za centre ali velike visokošolske sisteme in institucije, ki
izvajajo pomembno akademsko delo. Zaradi pomanjkanja virov in izkušenj so drugi vse bolj in bolj
odvisni od centrov. To so periferije. Skupna vsota učinkov sil sprememb je okrepila dihotomijo centerperiferija in prispevala k bolj množičnem in bolj tržno usmerjenem visokošolskem izobraževanju.
Regionalizacija
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Drugi povezan koncept, ki je oblikoval internacionalizacijo visokega šolstva in akademske profesije,
je regionalizacija. Gre za proces regionalne socialno-ekonomske in politične integracije in medsebojne
povezanosti. V procesu regionalizacije se države in institucije zbližujejo preko geografskih razmerij,
zgodovinskih, kulturnih vezi, in medsebojne soodvisnosti; sodelujejo v skupnih političnih, družbenih
in gospodarskih projektih in razvijajo določeno stopnjo skupne identitete.
Z vidika visokega šolstva je regionalizacija proces izrabe akademskih virov in moči za sodelovanje,
povezovanje, dopolnjevanje in konvergenco znotraj določenega mednacionalnega geografskega
prostora. Globalne sile sprememb in nenamerni učinki globalizacije so pogojevali regionalizacijo in
internacionalizacijo visokega šolstva. Regionalizacija kot regionalna oblika internacionalizacije
zmanjšuje regionalno visokošolsko konkurenčnost, nenamerne izzive globalizacije in neuravnoteženo
globalno internacionalizacijo. Obenem povečuje zmogljivost visokošolskega izobraževanja za
globalno konkurenčnost.
Regionalizacija gradi in krepi regionalne spretnosti, znanje, sposobnosti in akademsko kulturo, ki so
potrebni za napredek v regionalnem socialno-ekonomskem, akademskem, kulturnem in političnem
razvoju. Skuša zbližati in ''harmonizirati'' regionalne visokošolske sisteme, da odgovori na izzive
nenamernih globalnih vplivov in neenake svetovne konkurence. Da bi bila Evropa močna in
konkurenčna regija, si Evropska unija preko bolonjskega procesa in drugih strateških usmeritev, kot je
evropski visokošolski prostor (EHEA) in evropski raziskovalni prostor (ERA) prizadeva evropeizirati
visokošolsko izobraževanje. Azija-Pacifik počne to na enak način preko Združenja držav jugovzhodne
Azije (ASEAN). Da bi okrepila svojo akademsko zmogljivost in produktivnost, poskuša
regionalizirati in podregionalizirati visokošolsko izobraževanje tudi afriška celina. Regionalna oblika
internacionalizacije zato postaja pomembna strategija, ki služi večji konkurenčnosti visokega šolstva
in nacionalnemu in regionalnemu socialno-ekonomskemu in kulturnemu razvoju. Tako kot
globalizacija ima tudi regionalizacija na različne visokošolske ustanove različne vplive. Zaradi
različnih resursov, akademskih tradicij, izkušenj, namenov in stopnje razvoja so visokošolski sistemi
in ustanove različno izpostavljeni nameram regionalizacije. Centralne in periferne visokošolske
ustanove znotraj določene regije ne morejo izvajati procesa regionalizacije z enakim statusom in
zmogljivostjo.
Center-periferija
Internacionalizacijo visokega šolstva je treba obravnavati tudi z vidika visokošolskega koncepta centra
in periferije. V tem okviru se odražajo različni učinki internacionalizacije na centralno in periferno
visoko šolstvo. V zadnjih treh desetletjih se je koncept center-periferija pogosto uporabljal za analizo
globalnih odnosov med visokošolskimi ustanovami/univerzami v razvitih državah, državah v vzponu
in v razvoju. V razpravah se utemeljuje, da bogate države z zgodovinsko uveljavljenimi
visokošolskimi institucijami/univerzami, akademskimi tradicijami, izkušnjami in intelektualnimi in
xlv

finančnimi viri, bistveno nadzorujejo delovanje visokega šolstva v manj razvitih delih sveta. Podobno,
v neki vrsti razmerja center-periferija, prevladujejo nad preostalimi tudi najbolj uveljavljene institucije
znotraj nacionalnih in regionalnih visokošolskih sistemov. Trdi se, da poskušajo tudi periferije v
nekakšnem izomorfnem razmerju posnemati izkušnje in standarde najboljših visokošolskih institucij.
Dihotomija lahko obstaja tudi znotraj nacionalnih in regionalnih visokošolskih sistemov. Dihotomija
center (jedro)/periferija označuje relacijski vzorec visokega šolstva, znotraj katerega obstajajo
medsebojne interakcije med centralnimi skupinami, medtem ko imajo skupine perifernih
visokošolskih ustanov tovrstne interakcije predvsem s centrom in v manjši meri medsebojno.
Koncept centra in periferije v visokem šolstvu pomeni, da so "centralne" institucije (ki so del
mednarodnega sistema znanja) raziskovalno usmerjene, imajo boljšo infrastrukturo, kot so knjižnice in
raziskovalni laboratoriji, in akademsko osebje s standardnimi kvalifikacijami, tradicijo, izkušnjami in
zakonodajo, medtem ko "periferne" institucije niso dobro opremljene in so zato bolj odvisne od
centra. Centri so tudi upravičenci do koristi periferij. Poleg lastne vzpostavljene infrastrukture koristijo
boljši dostop do sredstev, sodelovanja in ljudi iz periferije. Večina visokošolskih ustanov iz sveta v
razvoju velja za periferne, saj so odvisne od modelov, raziskovanja, znanja, sistemov in načel
visokošolskih ustanov iz industrializiranega sveta, ki pa morda ne ustrezajo vedno njihovim
kontekstom. Delitev center-periferija ima v visokošolskem prostoru tudi praktične posledice za
porazdelitev sredstev, mobilnost raziskovalcev in možnosti študentov. Centralne visokošolske
institucije so bolje financirane, organizirane, opremljene, privabljajo boljše raziskovalce in študente.
V procesu internacionalizacije je struktura center in periferija splošna značilnost evropskih, azijskopacifiških in afriških visokošolskih sistemov. Evropa in Severna Amerika imata za sodelovanje v
internacionalizaciji z drugimi visokošolskimi institucijami razvito najustreznejše visokošolsko
izobraževanje. Azija-Pacifik je razvijajoča se konkurenčna regija, ki pritegne pozornost številnih. Po
drugi strani ima Afrika v tem raziskovalnem projektu periferni položaj.
Motivi centralnih in perifernih visokošolskih ustanov za udejstvovanje v internacionalizaciji so tudi
raznoliki. Afrika, kot periferna regija, se vanjo vključuje z namenom izgradnje akademske
zmogljivosti in pošilja študente na usposabljanje izven regije. Tudi azijsko-pacifiška regija izvaža
izven regije ogromno število akademikov in uvaža tuje programe in izvajalce. Nekatere države v
regiji tekmujejo tudi na globalnih razvrstitvenih lestvicah. Azija-Pacifik trenutno zaseda v
visokošolskem prostoru polperiferni položaj. Regijo zastopajo nekatere močne konkurenčne države,
kot so Kitajska, Japonska, Indija, Koreja, Singapur, in druge, ki izpodbijajo prevlado zahodnega sveta.
Cilji Zahodnega Balkana so v okviru regionalnega scenarija drugačni od Zahodne Evrope. Regija
Zahodnega Balkana, periferija v evropskem visokošolskem prostoru, ima politične namene in njeni
motivi za internacionalizacijo odražajo različne prioritete, vključno glede reforme visokega šolstva.
Glavni motivi večine visokošolskih ustanov iz centra postajajo vse bolj usmerjeni v gospodarske
koristi in globalno prepoznavnost, v zagotovitev prednosti v svetovni tehnološki konkurenci,
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gospodarstvu in znanju. Strategije za dosego tega cilja lahko vključujejo zaposlovanje mednarodnih
študentov, ki plačujejo šolnine, izjemnih talentov, in izvoz čezmejnega izobraževanja. Z izjemo
Afrike, številne visokošolske ustanove iz Evrope, Severne Amerike in nekaterih azijsko-pacifiških
držav trdijo, da sodelujejo v procesu globalne internacionalizacije zato, da izboljšajo pripravljenost
študentov za svetovno ekonomijo znanja.
V tej posebni raziskavi se dihotomija center-periferija nanaša na vplivna/prepričljiva/prevladujoča
prizorišča

globalnega

visokošolskega

izobraževanja

in tista,

ki

so

podvržena

njihovim

vplivom/prepričanjem/prevladi. Na splošno pripada perifernemu območju visokošolskega prostora
večina akademskih institucij in sistemov iz držav v razvoju. Akademsko, finančno in tradicionalno
šibkejši običajno sledijo poti močnejših in so pod njihovim vplivom, prepričanji in prevlado. "Vplivne
univerze" so relativno privilegirane, zasedajo vodilni položaj in se obravnavajo kot ''centri'', ki
vplivajo, spodbujajo in obvladujejo dejavnosti visokošolskega izobraževanja po vsem svetu. Večina se
jih nahaja v bogatejših državah globalnega severa. Akademskim centrom pripada vodilna vloga na
vseh področjih znanosti in znanstvenih študij, kot so raziskovanje in poučevanje, organizacijski vzorci
in usmeritve univerz ter produkcija in diseminacija znanja. Na drugi strani so visokošolske ustanove in
akademski svet iz periferije del mednarodnega visokega šolstva v okviru sodelovanja, vendar se ne
štejejo za enakovredne partnerje, temveč so zavezane k posnemanju izkušenj in politik centralnih
univerz.
Dobra stran pa je, da dihotomija center-periferija na področju visokega šolstva ni statična. Je produkt
zgodovinskih tradicij in socialno-ekonomskih okoliščin, ki imajo močan vpliv na visokošolsko
izobraževanje in akademsko profesijo. Nazorna priča stanja sprememb v dihotomiji center-periferija
je dinamični razvoj visokega šolstva v državah azijsko-pacifiške regije, kot so Kitajska, Indija,
Singapur, Koreja, Japonska.
Ekonomija znanja
Naslednji razvojni imperativ, ki pogojuje internacionalizacijo visokega šolstva, je pojav na znanju
temelječe ekonomije, ki zahteva številno, napredno, spretno in strokovno delovno silo, družbo znanja,
mednarodno razsežnost visokega šolstva in relevantno oz. v reševanje problemov usmerjeno,
multidisciplinarno in čezmejno sodelovanje v raziskovanju.
Še posebej v 21. stoletju smo priča nastanku družbe znanja in na znanju temelječe ekonomije. Koncept
družbe znanja pojasnjuje situacijo, v kateri so znanje, informacije in produkcija znanja ali raziskav
postali pomembne značilnosti in instrumenti družb, organizacij, industrijske proizvodnje in človeškega
življenja na splošno. Uporaba idej, informacij, znanja in tehnologij so v globalnem gospodarstvu
postali nuja, tako kot fizične sposobnosti, preoblikovanje surovin ali izkoriščanje poceni delovne sile.
Globalno gospodarstvo se vse bolj zanaša na znanje in strokovno usposobljene državljane. Njegov
pojav zahteva globalno znanje in mednarodne strokovnjake. Pri izvajanju raziskav in usposabljanju
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strokovnjakov postaja vloga visokošolskega izobraževanja tako čedalje bolj pomembna. Visokošolsko
izobraževanje samo na nacionalni ravni ne bi zmoglo zadostiti potrebam svetovne ekonomije znanja.
Internacionalizacija visokega šolstva je kot proces in strategija zato postala nuja za nastanek družbe
znanja in na znanju temelječe ekonomije. Med drugim je internacionalizacijo visokega šolstva
zahtevalo zagotavljanje globalno usmerjenih in usposobljenih strokovnjakov, da bi ustvarili številno
usposobljeno osebje, primerno globalni, na znanju temelječi ekonomiji.
Neoliberalna ideologija
Poleg tega je to obdobje priča vse večji prevladi neoliberalnih načel, ki promovirajo visokošolsko
izobraževanje kot zasebno dobrino, ki jo je potrebno tržiti. Neoliberalizem je preoblikoval globalno
gospodarsko in družbeno življenje. Tipične neoliberalne politike in načela vključujejo marketizacijo,
podjetništvo,

konkurenčnost,

komercializacijo,

komodifikacijo,

privatizacijo,

individualizem,

poslovno naravnano vodenje in upravljanje, deregulacijo, načelo “uporabnik plača”, globalne pretoke
kapitala, trgovine, ljudi, in tako naprej. Za visokošolsko izobraževanje ima neoliberalna filozofija zelo
resne posledice. Neoliberalna politika in načela so se namreč okrepila in (še) bolj povečala potrebo po
komodifikaciji, komercializaciji, marketizaciji storitev in izdelkov visokošolskih ustanov Ter
zagovarja načelo “uporabnik plača”. Neoliberalno načelo obravnava izobraževanje kot blago, ki se ga
ponuja v skladu s tržnimi načeli in je namenjeno tistim, ki si lahko privoščijo, da ga kupijo. V
kombinaciji z načelom stopnje donosov je navdihnilo vlade številnih državah po vsem svetu h
krčenju ali umiku dosedanjega načina financiranja visokega šolstva iz javnih skladov. Med drugim sta
upad javnega financiranja in množičnost izobraževanja prisilila visoko šolstvo k trženju izdelkov in
storitev na lokalni, nacionalni, regionalni in mednarodni ravni. Z rekrutiranjem mednarodnih
študentov, ki plačujejo šolnine in s prodajo izdelkov v obliki čezmejnih programov in izvajalcev
visokošolskega izobraževanja, je internacionalizacija visokega šolstva postala ena izmed ključnih
strategij in sredstvo marketizacije in komercializacije visokošolskega izobraževanja. Trend
komercializacije in marketizacije v internacionalizaciji visokega šolstva je posledica neoliberalne
ideologije in filozofije. Zunanji akterji internacionalizacije in predstavniki neoliberalne ideologije, kot
so Svetovna banka, Svetovna trgovinska organizacija in Organizacija za ekonomsko sodelovanje in
razvoj (OECD) namreč poudarjajo gospodarske cilje internacionalizacije visokega šolstva.
Akademska

mobilnost,

ki

je

glavna

razsežnost

internacionalizacije,

je

naslednji

okvir

internacionalizacije. Pomembno je omeniti, da obstaja ogromna heterogenost pojmov, konceptov,
definicij in informacij, povezanih z akademsko mobilnostjo in čezmejnim izobraževanjem.
Zgodovinsko gledano se transnacionalna akademska mobilnost nanaša na študente in učitelje in je
opredeljena kot prestop nacionalnih meja za namene študija ali poučevanja v visokem šolstvu,
sodelovanja v raziskovanju ali posvetovanja s kolegi iz drugih visokošolskih ustanov. Pri novi
internacionalizaciji ne gre le za mobilnost ljudi. Najbolje jo pojasnimo v smislu akademske mobilnosti
ljudi, programov in izvajalcev različnih oblik. Poleg internacionalizacije "doma" jo tvori akademska
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mobilnost učiteljev, študentov, programov, institucij/izvajalcev in/ali učnega gradiva izven
nacionalnih, institucionalnih, oddelčnih in sektorskih meja pristojnosti. Mobilnost ljudi se nanaša na
mednarodne študente, učitelje, raziskovalce in osebje. Pri mobilnosti programov in izvajalcev gre tudi
za čezmejno izobraževanje, ki se lahko izvaja v obliki odpiranja podružnic kampusov, sklepanja
franšiznih pogodb, tako imenovanega twinninga ali virtualnega učenja na daljavo.
Tretje poglavje: Akademska mobilnost študentov in profesorjev, ki je preko akademskega
sodelovanja med dvema ali več različnimi akademskimi kulturami, institucijami in nacionalnimi
državami krepila njihovo kakovost znanja, poučevanja, učenja, akademske kulture in raziskovanja, je
bila v preteklosti bistvo internacionalizacije visokega šolstva. Vendar pa danes internacionalizacijo
visokega šolstva usmerjajo politike, širše družbeno-kulturno, gospodarsko in akademsko sodelovanje
in tekmovanje med dvema ali več nacionalnimi državami, institucijami in regijami, ki vključujejo
številne in različne akterje, cilje in mehanizme. Danes je internacionalizacija visokega šolstva bolj
organizirana in je načrtovana s formuliranjem poslanstva in strateškimi iniciativami. Na splošno je
postala bolj organiziran proces, ki ga usmerjajo politike ter strategije, usmerjene na gibanja
akademikov, študentov, družbeno-akademskih kultur, akademskih programov in ustanov, sistemov in
znanja med akademskimi kulturami in političnimi mejami. Motivi za internacionalizacijo visokega
šolstva so postali raznoliki. Za nekatere visokošolske ustanove je internacionalizacija visokega šolstva
postala pomembna strategija za povečanje finančnih prihodkov. Za druge je strateški instrument za
krepitev akademske zmogljivosti, skupnih raziskav, usposobljenosti študentov za zaposljivost na
globalni ravni, in tako naprej.
Globalizacija, neoliberalna ideologija in pojav ekonomije in družbe znanja (vsi so pomembni pojavi na
svetovnem severu) so razširili in diverzificirali dejavnosti in oblikovali politike, motive in akterje
internacionalizacije. Zato je postala preobširen in kompleksen koncept, proces in strategija, ki se
pojasnjuje z vidika širših dimenzij, pristopov in mehanizmov. Iz bolj ali manj tradicionalnih oblik
mobilnosti študentov in učiteljskega osebja se je internacionalizacija razširila na druge dejavnosti
akademske mobilnosti, kot so izvažanje programov in institucij prek podružničnih kampusov in
institucionalnega sodelovanja, razvoj transnacionalnih univerzitetnih mrež, virtualno izvajanje
visokošolskega izobraževanja in harmonizacija visokošolskih sistemov. Posledično je postala
pomemben instrument v poslanstvu, strategiji in ciljih procesa visokošolskega izobraževanja.
Akterji
Akterji igrajo v razvoju internacionalizacije visokega šolstva še posebej pomembno vlogo. Gre za
institucionalne in organizacijske praktike ter vplivne osebe in institucije, ki oblikujejo in izvajajo
politike internacionalizacije visokega šolstva. Poleg študentov, učiteljev, visokošolskih vodij in
ustanov lahko akterje v internacionalizaciji visokega šolstva zastopajo tudi drugačne in bolj raznolike
interesne skupine, ki segajo od vlad, univerzitetnih združenj, z izobraževanjem povezanih nacionalnih,
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regionalnih in mednarodnih organizacij, industrije, medijev pa vse do agencij za rekrutiranje
študentov. Akterji pripravljajo, oblikujejo, razvijajo, izvajajo in vplivajo na proces internacionalizacije
na različnih ravneh in zaradi različnih razlogov in ciljev, kar je odvisno od socialno-ekonomskega,
kulturnega in akademskega ozadja visokošolskih ustanov. Na takšen način oblikujejo in vplivajo na
politike ter oblikujejo mehanizme in strategije internacionalizacije. Nekateri, zlasti notranji akterji, so
v procesu internacionalizacije visokega šolstva aktivno udeleženi. Zunanji akterji ali deležniki imajo
pri oblikovanju internacionalizacije prav tako pomembno vlogo. Gre za tiste deležnike, ki delujejo
izven visokošolskega okolja. Na različnih ravneh oblikujejo in vplivajo na politike, ki spodbujajo
možnosti za večjo internacionalizacijo visokega šolstva.
Pomen in definicija internacionalizacije
Sedanji koncept internacionalizacije kljub konotaciji pojma (inter-nacional-izacija) označuje širše
elemente procesa, strategije, pristopa, razsežnosti, mehanizma in modela. V svoji konotaciji pomeni
internacionalizacija proces mednacionalne vzajemnosti oziroma gre za krepitev medsebojnega
sodelovanja in sožitja med dvema ali več nacionalnimi državami na področju skupnih interesov in
agend, vključno z visokošolsko. Zato je internacionalizacija visokega šolstva mednarodni proces
sodelovanja med dvema ali več državami, ki visokošolskemu izobraževanju omogoča odzivanje na
zahteve globaliziranega sveta. Obenem je tradicionalno bistvo internacionalizacije pojasnjeno v smislu
medinstitucionalne mobilnosti študentov in učiteljev.
Od druge polovice 20. stoletja je bila internacionalizacija deležna transformacije v svojem obsegu,
vlogi, akterjih, konceptu, dejavnostih, ciljih in motivih. Vendar pa konotacija pojma ne pojasni, kaj je
internacionalizacija visokega šolstva. Pomeni namreč še številne druge vidike in dimenzije. Gre tudi
za akademsko mobilnost ljudi, programov in izvajalcev med institucijami, oddelki, sektorji, državami,
regijami in po vsem svetu. Mobilnost ljudi, programov in izvajalcev vključuje akterje, kot so študenti,
učitelji, institucije, vlade, organizacije in agencije.
Zaradi akademskih, socialnih, kulturnih, gospodarskih in političnih dejavnikov so tudi motivi za
vključevanje raznoliki. Ker je internacionalizacija pobuda, vodena pretežno s strani industrializiranega
zahodnega sveta in oblikovana glede na njegova neoliberalna načela, pridobivajo gospodarski motivi
vse večjo prednost pred drugimi dejavniki. Pristopi, mehanizmi in modeli so tudi postali raznovrstni in
usmerjeni na kontekst in motive. Danes pri internacionalizaciji visokega šolstva ne gre le za
transnacionalno akademsko mobilnost. Označuje tudi mednarodne akademske dejavnosti “doma”.
Različne razsežnosti in nastajajoča globalna ekonomija znanja, kjer v mednarodnem visokem šolstvu
prevladujejo poslovni in tržni pristopi, ter nasprotujoče si razsežnosti, pogledi, motivi in elementi v
diskurzu internacionalizacije, otežujejo razvoj enotne, skupne in celovite definicije. Posledica je, da v
različnih delih sveta internacionalizacijo visokega šolstva različno razumejo, utemeljujejo, prednostno
obravnavajo in konceptualizirajo. Tudi različni raziskovalci so jo poskušali različno opredeliti.
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Posledično so se pojavili trije vrednotno usmerjeni pogledi: pogledi zahodnih univerz ter konfucijskih,
pa tudi bližnjevzhodnih visokošolskih sistemov ter univerz z globalnega juga. Zdi se, da na zahodnih
univerzah razumevanje in pomen procesa internacionalizacije visokega šolstva utemeljuje poslovni
imperativ. Kulturni imperativi so globoko zakoreninjeni v osrčju drugega modela. Vendar pa se v
konfucijskem območja sveta dandanes pojavljajo tudi druge utemeljitve internacionalizacije. Na
revnejšem globalnem jugu so njene prednostne naloge tesno povezane z vrednotami izboljšanja
standardov visokošolskega poučevanja, raziskovanja in storitev. Temu ustrezno ta tri območja
razumejo, opredeljujejo in pojasnjujejo internacionalizacijo visokega šolstva.
Raziskovalci si prav tako prizadevajo ustvariti sprejemljivo definicijo internacionalizacije. Ena izmed
njih je Jane Knight, ki jo je opredelila kot ''proces vključevanja mednarodne, medkulturne ali globalne
razsežnosti v opredelitev namena, funkcij ali izvajanja postsekundarnega izobraževanja''. Gre za
najpogosteje citirano definicijo. Kljub temu, da internacionalizacija ni samo notranja ali intrinzična
strategija in proces, jo ta definicija obravnava predvsem kot notranje usmerjen ali intrinzičen koncept
in dejavnost. Vendar pa internacionalizacija nakazuje tako na notranje in zunanje oziroma na
intrinzično in ekstrinzično delovanje. To pomeni, da visokošolske ustanove v procesu
internacionalizacije hkrati prispevajo k preostalemu svetu in se morajo učiti od drugih. Poleg tega je
internacionalizacija tudi institucionalen in neinstitucionalen proces in strategija, ki vključuje
institucije, študente in učitelje. K vzpostavljanju takšnega procesa in strategije so vključene tudi druge
organizacije in agencije. Tudi kulturna integrativna moč internacionalizacije je vprašljiva, saj so v
večini primerov, razen izjemoma, tujci vedno tuji v tujih deželah. Tovrstni in številni drugi razlogi, kot
so raznolikost in kompleksnost motivov, enostranske prednosti in izzivi, dejavnosti, interesne skupine
in izvajalci na nacionalni, sektorski in institucionalni ravni, prav tako otežujejo razumevanje koncepta
in nagovarjajo strokovnjake, da predlagajo različne definicije in pomene.
Pravzaprav se izmenično z internacionalizacijo uporabljajo tudi mnogi drugi izrazi. Ti vključujejo
transnacionalno

izobraževanje,

brezmejno

izobraževanje,

offshore

izobraževanje,

čezmejno

izobraževanje, globalizacijo visokega šolstva, mednarodne študije, in tako naprej. Akademska
mobilnost, mednarodno akademsko sodelovanje, študij v tujini in mednarodne izmenjave so še drugi
sorodni izrazi. S strani različnih poznavalcev so tovrstni izrazi uporabljeni za označevanje različnih
pristopov v procesu internacionalizacije visokega šolstva.
V bistvu se je internacionalizacija visokega šolstva razvijala v okviru štirih konceptualnih korakov.
Tradicionalno je bila razumljena zgolj kot mobilnost študentov in učiteljev ali kot lokalno-tuje
interakcije študentov in akademskega osebja; kasneje se je dojemala kot mednarodne študije; nato se
je predpostavljalo, da gre za tehnično in akademsko podporo in razvojno pomoč; zdaj je postala
strategija za usposabljanje mednarodnih državljanov za globalno ekonomijo znanja. Vendar pa
trenutno njen namen ni samo usposabljanje mednarodnih strokovnjakov za globalno ekonomijo
znanja, temveč tudi za gospodarske, akademske, socialno-kulturne in politične koristi. Čeprav je v 21.
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stoletju postala eden od splošno razširjenih izrazov in nepogrešljiva strategija visokošolskih sistemov
in ustanov, ostajajo pomen, definicija, koncept, dejavnosti in motivi, ki gradijo pojem
internacionalizacije, v veliki meri kompleksni. Poleg tega se zdi, da poskušajo regije in narodi zaradi
kompleksnosti,

izzivov

in

enostranskih

prednosti

internacionalizacijo

regionalizirati

in

“nacionalizirati”.
Zagotoviti splošno sprejeto in vsevključujočo definicijo internacionalizacije nedvomno ni lahka
naloga. Temu je tako med drugim zato, ker pojem zajema številne dejavnosti in atribute, ki ciljajo na
zagotavljanje izobraževalne izkušnje znotraj okolja, ki skuša integrirati globalne, regionalne,
nacionalne in lokalne akademske, družbeno-kulturne, ekonomske in politične perspektive. Kljub temu
se bodo prizadevanja po izgradnji operativne definicije pojma internacionalizacija nadaljevala.
Akademska mobilnost ljudi, programov in izvajalcev
Akademska mobilnost je glavna razsežnost ali značilnost internacionalizacije. Nanaša se na čezmejno
mobilnost študentov, učiteljev in raziskovalcev, programov in izvajalcev. Te oblike akademske
mobilnosti se lahko pojavijo v okviru treh glavnih razsežnosti internacionalizacije. Ti trije vidiki so
internacionalizacija

"doma",

virtualna

internacionalizacija

in

internacionalizacija

v

tujini.

Internacionalizacija "doma" se nanaša na zagotavljanje mednarodno in medkulturno usmerjenega
usposabljanja in podpore akademskemu in administrativnemu osebju in študentom na domačih
univerzitetnih središčih. Gre za popolnoma domačo obliko, ki vključuje internacionalizacijo kurikula,
poučevanja, raziskovanja in pomoč študentom pri razvoju mednarodnih in medkulturnih kompetenc,
ne da bi zapustili svojo državo, a ob tem, da uvaža študente in strokovnjake, ki v kurikul vključujejo
mednarodne študije.
"Virtualna mobilnost" ali internacionalizacija so tehnološko vodeni, ne-fizični stiki mednarodnih
študentov ali učiteljev in raziskovalcev, lahko pa gre tudi za spletno medkulturno izmenjavo.
Opredeljena je kot nabor informacijske in komunikacijske tehnologije, podprte s transnacionalnimi
dejavnostmi, organiziranimi na institucionalni ravni.
Internacionalizacija v tujini vsebuje pomembno komponento čezmejne mobilnosti učiteljev, študentov,
programov, institucij/izvajalcev in/ali učnega gradiva preko nacionalnih, institucionalnih, oddelčnih in
sektorskih meja pristojnosti. Študenti potujejo za namene študija. Potujoči učitelji in raziskovalci so
mobilni za namene poučevanja, sodelovanja v raziskavah in udeležbe na konferencah v tujini.
Akademska mobilnost je predvsem vertikalna, vendar obstaja tudi horizontalna mobilnost študentov,
učiteljev, raziskovalcev, programov in izvajalcev. Vertikalna akademska mobilnost pomeni gibanje
ljudi, programov in ponudnikov iz razvitih ekonomskih območij sveta v manj razvite in razvijajoče se
dele sveta. Horizontalna mobilnost pa se nanaša na mobilnost med državami in visokošolskimi sistemi
z enakim ali podobnim položajem.
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Sodobno akademsko mobilnost ljudi (študentov in profesorjev), programov, institucij in ponudnikov
so spodbudili fenomen globalizacije, hitra transformacija visokošolskega izobraževanja, in potreba po
usposabljanju velikega števila spretnih in strokovnih mednarodnih študentov. Posledično se je v
obdobju od leta 1975 do 1999 mobilnost študentov povečala za 41%. Leta 2004 je bilo na svetu v
visokošolsko izobraževanje vključenih okoli 2,5 milijona mobilnih študentov. Njihovo število se je iz
800.000 v letu 1975 povzpelo na 1,136 milijona v letu 2005, na 3,04 milijona v letu 2008 in na 3,71
milijona v letu 2009. Na globalni ravni je bilo leta 2010 izven države državljanstva v visokošolske
študijske programe vključenih 4,12 milijona študentov. Do leta 2020 se bo število predvidoma
povečalo na 5,8 milijona in v letu 2025 na 8 milijonov. Na splošno izvira največ mednarodnih
študentov iz Afrike in azijsko-pacifiške regije, medtem ko so Severna Amerika in Zahodna Evropa
njihove glavne destinacije.
Vse večji je interes, da bi zadovoljili hitro rastoče povpraševanje študentov po tujem izobraževanju
prek mobilnosti programov in izvajalcev. Mobilnost programov in izvajalcev lahko opišemo kot
fizično ali virtualno mobilnost institucij, organizacij ali podjetij, ki delujejo prek nacionalnih meja in
izvajajo in ponujajo tuje programe izobraževanja ali akademskega usposabljanja, študija ali storitev v
matični državi študentov, bodisi prek twinninga, franšiz, odpiranja podružnic kampusov, oblikovanja
programov ali virtualnega učenja.
Na področju internacionalizacije programov in izvajalcev v zadnjem desetletju vztrajno narašča
odpiranje podružnic kampusov; medtem ko jih je bilo v letu 2011 okrog 183, se je v letu 2012 njihovo
število povzpelo že na okoli 200. 80 izmed njih je bilo ameriških, Avstralija jih je vzpostavila 13,
Združeno kraljestvo jih ima 18, Francija 12 in Indija 8. V osemdesetih in devetdesetih letih se je
večina podružničnih kampusov nahajala v Evropi in na Japonskem. V zadnjem desetletju pa so bile
podružnice ustanovljene na Bližnjem vzhodu in v Aziji, pogosto pod vladno vzpostavljenimi
visokošolskimi območji ali mestnimi središči, kot v Singapurju, Združenih arabskih emiratih, Katarju,
Maleziji, Južni Koreji in na Kitajskem.
Vendar pa niso nujno vsi ponudniki in programi ustrezni in pristni. Nekateri izmed njih so lahko
precej sporni. Negativni vidiki čezmejnih programov in ponudnikov so povezani s kakovostjo storitev,
ureditvami, odsotnostjo ali šibko zaščito potrošnikov, pojavom "dvomljivih” diplom in spornih
ponudnikov ter nelojalne konkurence z zakonitimi nacionalnimi izvajalci visokošolskega
izobraževanja. Ne samo, da takšni nepošteni ponudniki podeljujejo ničvredno izobrazbo, lajšajo tudi
goljufije v prodaji in nakupu lažnih ali ponarejenih diplom s strani študentov. New York Times je 18.
maja 2015 razkril podrobnosti v delovanju spornega ponudnika z imenom Axact; gre za podjetje s
sedežem v Pakistanu, ki prodaja izobrazbo, lažne diplome in druge s tem povezane dokumente. Po
navedbah kitajske agencije Xinhua naj bi bilo identificiranih 60 neakreditiranih kitajskih ''univerz'' ali
''visokih šol'', ki trgujejo z diplomami. Vlada Ruande pa je zaradi ksenofobije, diskriminacije in
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neizpolnjevanja ruandskih standardov zagotavljanja kakovosti v letu 2015 odredila zaprtje Kigali
podružničnega kampusa Univerze Mount Kenya ali MKU.
Četrto poglavje: Četrto poglavje se ukvarja z zakaj in kako vprašanjema raziskovalnega projekta.
Obravnava in analizira motive, pristope, mehanizme, strategije in modele.
Motivi
Motivi so razlogi, zakaj se visokošolske institucije in interesne skupine vključujejo in investirajo v
internacionalizacijo visokega šolstva. Motivi so odvisni od institucionalnih prioritet ali potreb,
položaja in geografske lokacije ter zanimanja interesnih skupin. Včasih sta razvoj in implementacija
motivov odvisna od vrst visokošolskih ustanov, statusa, geografske lege ali zgodovinske ravni
internacionalizacije. Univerze, visoke šole ali drugi visokošolske ustanove v mestih in izven njih
imajo lahko različne želje po internacionalizaciji. Centralne in periferne visokošolske ustanove jo prav
tako različno zaznavajo, izvajajo in utemeljujejo.
Motive za internacionalizacijo visokega šolstva lahko kategoriziramo skozi generične, nacionalne,
regionalne, institucionalne in individualne dejavnike. Generični motivi, ki izvirajo iz nacionalnih
interesov, segajo od izključno akademskih in kulturnih dejavnikov do vključevanja gospodarskih,
socialnih in političnih interesov. Prepoznani so štirje generični motivi, in sicer akademski, družbenokulturni, ekonomski in politični. Strnemo jih lahko v izobraževalne in tržno usmerjene. Prva dva
motiva (akademski in socialni ali kulturni) sta značilna za posamezne institucije in sta notranje narave.
Na splošno sta opredeljena kot ''stari'' obliki motivov za internacionalizacijo. Druga dva (politični in
ekonomski) zahtevata prilagoditev institucije na zunanje sile in se obravnavata kot ''novi'' obliki
motivov. Kljub temu pa stari in novi motivi sobivajo. Opredeljujejo jih tako notranji akterji, to je
študenti in akademiki, kot tudi zunanji akterji kot so vlade, medvladne in mednarodne organizacije itd.
Na nacionalni ravni nekateri izmed teh motivov vključujejo razvoj človeških virov, vzpostavljanje
strateških povezav, ustvarjanje dohodka/trgovinsko menjavo, graditev nacije, socialni / kulturni razvoj
in medsebojno razumevanje. Mednarodno trženje blagovne znamke in profila, izboljšanje kakovosti
ali mednarodnih standardov, ustvarjanje dohodka, razvoj študentov in osebja, strateško povezovanje in
produkcija znanja pa so primeri motivov na institucionalni ravni. Spodbude za institucionalne motive
vključujejo tudi temeljna poslanstva institucij, njihove stranke, družbeno odgovornost in globalizacijo.
Ti motivi niso medsebojno izključujoči, vendar se lahko razlikujejo glede na prednostne naloge
države in institucije. Lahko jih obravnavamo tudi z vidika dihotomije center-periferija. Centri in
periferije sprejemajo internacionalizacijo visokega šolstva za doseganje različnih namenov in ciljev.
Zato se motivi in cilji internacionalizacije iz vidika perifernih oz. centralnih ali edrnih visokošolskih
ustanov precej razlikujejo. Ker pa v večini primerov proces internacionalizacije visokega šolstva
usmerjajo in obvladujejo interesi in mehanizmi centrov, njihov uspeh najbolj koristi visokošolskemu
izobraževanju v centrih, medtem ko so za periferije pogosto tvegani ali zahtevni.
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Po mnenju Mednarodnega združenja univerz (IAU) prevladujejo na globalni ravni štirje akademski
motivi. Ti so namenjeni izboljšanju usposobljenosti študentov, internacionalizaciji kurikula, povečanju
mednarodne prepoznavnosti ter krepitvi raziskovanja in produkciji znanja. Razen v Afriki (periferija)
so motivi za izboljšanje pripravljenosti študentov še posebej visoko uvrščeni na visokošolskih
ustanovah v Severni Ameriki ter Latinski Ameriki in na Karibih. Paradoksalno pa je, da v razmerju do
celotnega vpisa v visokošolsko izobraževanje na globalni ravni mednarodna populacija študentov v
letu 2010 ni presegala 1%. Napoveduje se, da bo v letu 2025 globalni vpis narasel na 263 milijonov,
medtem ko naj bi se število mednarodnih študentov v istem letu povečalo samo na 8 milijonov. V tem
primeru delež mednarodnih študentov do leta 2015 ne bo presegel 3%. Visokošolske ustanove iz
Afrike in Bližnjega vzhoda so kot prednostni motiv za internacionalizacijo visokega šolstva označile
krepitev raziskovalnih zmogljivosti ter produkcijo znanja. Na evropskih visokošolskih ustanovah je
poleg boljše pripravljenosti študentov povečanje prepoznavnosti in ugleda prepoznano kot drugi
najpomembnejši motiv. Na drugi strani se je azijsko-pacifiška regija osredotočila na izboljšanje
pripravljenosti študentov, internacionalizacijo kurikula ter krepitev raziskav in produkcije znanja.
Pristopi, mehanizmi, strategije in modeli
Različne visokošolske ustanove se za uspešno mednarodno sodelovanje poslužujejo različnih načinov
delovanja. Operativne metode za internacionalizacijo visokega šolstva lahko vključujejo pristope,
mehanizme, strategije in modele. Za doseganje svojih ciljev in najboljših koristi internacionalizacije
uporabljajo različni akterji in deležniki različne politike, strategije, motive, pristope in modele. Poleg
tega so koristi internacionalizacije visokega šolstva odvisne od socialno-ekonomskih in političnih
odnosov moči med centri in periferijo. Motivi na nek način določajo pristope, modele in strategije, ki
se uporabljajo za internacionalizacijo visokega šolstva. Ti so raznovrstni in kontekstualno pogojeni.
Pristopi so perspektive, sprejete s strani upravnega organa institucije in namenjene spodbujanju in
izvajanju programov, katerih cilj je internacionalizacija.

Visokošolske ustanove lahko uporabijo

različne pristope, da bi se lotile internacionalizacije in uspele z njo; to je odvisno od njihovih
prednostnih nalog, kulture, zgodovine, politike in virov. Pristop odraža ali označuje tudi vrednote,
prednostne naloge in ukrepe, predstavljene v fazi načrtovanja in izvajanja internacionalizacije. Vendar
pa ne obstaja stalen, pravi ali napačen pristop. Pristopi se lahko spremenijo tudi z razvojem visokega
šolstva.
Tudi poznavalci so opredelili različne medsebojno vključujoče pristope ali vidike, v okviru katerih
lahko visokošolske ustanove sledijo internacionalizaciji in vanjo investirajo. Osnovni pristopi
vključujejo pristop dejavnosti, kompetenčni pristop, pristop etosa in procesni pristop. Drugi so dodali
tudi nove pristope, kot so pristop upravljanja, tržni, poslovni in veleposlaniški pristop. Nacionalni in
institucionalni pristopi vključujejo poleg osnovnih še druge pristope, kot so domači, v tujini, strateški
in policy pristop.
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Eden izmed institucionalnih strateških pristopov za internacionalizacijo je policy pristop. Dva
spreminjajoča se konteksta sta usmerjala potrebo po tovrstnem pristopu. Prvič, takšen pristop za
sodobno internacionalizacijo visokega šolstva je bil potreben zaradi razvoja vse večje konkurence med
državami in institucijami, ki privabljajo tuje študente, ki plačujejo šolnine, in mednarodne akademike,
kot tudi zaradi pojava novih oblik čezmejnega izobraževanja. Drugič, potreba po na politikah temelječi
internacionalizaciji visokega šolstva se je bistveno povečala zaradi vse večje prevlade gospodarskih
koristi in motivov, ki izhajajo iz naraščajoče pomembnosti čezmejnega izobraževanja kot vira
institucionalnih prihodkov.
Oblikovanje politik internacionalizacije visokega šolstva je postalo medvladno naravnano in tesno
povezano s socialno-ekonomskimi politikami držav. Splošno gledano, čezmejno visokošolsko
izobraževanje in akademska mobilnost pozivata k medministrskem vključevanju ali sodelovanju pri
oblikovanju instrumentov politik. Politike internacionalizacije zahtevajo poleg ministrstva za
izobraževanje tudi sodelovanje s strani drugih ministrstev, ki se ukvarjajo z vizumi, priseljevanjem,
delom, trgovino, varnostjo in tako naprej. V tovrstnih politikah je potrebno slediti poenostavljanju
vizumskih zahtev, komunikacije, prometa in izboljšanju učinkovitosti gospodarstva.
Institucionalne politike za internacionalizacijo visokega šolstva bi lahko vključevale vprašanja v zvezi
s poslanstvom, smernicami ali planskimi dokumenti, ki obravnavajo posledice internacionalizacije.
Bolj vključujoče institucionalne politike bi segale od stališč o študiju v tujini do upoštevanja posledic
in zagotavljanja kakovosti, načrtovanja, financiranja, kadrovanja, razvoja osebja, sprejema študentov,
raziskovanja, kurikula, študentskih podpornih dejavnosti, pogodbenega in projektnega dela, in tako
naprej.
Kljub temu, da vse države nimajo eksplicitnih politik glede internacionalizacije visokega šolstva, so
identificirani štirje medsebojno vključujoči policy pristopi. To so medsebojno razumevanje, migracija
kvalifikacij, ustvarjanje prihodkov in krepitev zmogljivosti. Z različnimi učinki odražajo motive in
instrumente politik. Medtem ko gre pri medsebojnem razumevanju za tradicionalni pristop, so ostali
trije prisotni od devetdesetih let prejšnjega stoletja. Pristopa ustvarjanja prihodkov in migracije
kvalifikacij vključujeta sprejem mednarodnih študentov, ki plačujejo šolnine, privabljanje
najsposobnejših strokovnjakov ter izvoz izobraževalnih storitev, medtem ko je pristop krepitve
zmogljivosti namenjen uvozu izobraževalnih storitev in pošiljanju študentov v tujino za namene
usposabljanja in študija. Različne države poudarjajo enega ali kombinirajo različne policy pristope,
odvisno od prednostnih motivov in institucionalnega konteksta.
S strategijami razlagamo ukrepe ali načrtovane usmeritve za internacionalizacijo. Programske in
organizacijske strategije tvorita dve področji strategij visokošolskih institucij. Preko programskih
strategij skušajo institucije v mednarodno razsežnost primarnih funkcij visokošolskih ustanov
vključiti akademske, obštudijske in institucionalne storitvene dejavnosti. Ti ukrepi in usmeritve
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vključujejo teme, kot so akademski programi, skupne raziskovalne in akademske dejavnosti,
obštudijske dejavnosti ter zunanji odnosi in storitve za domače, tuje in virtualne oblike
internacionalizacije. V organizacijske strategije so vključeni ukrepi za razvoj izvedljivih in ustreznih
politik in sistemov upravljanja, ki spodbujajo institucionalizacijo in trajnost internacionalizacije na
visokošolskih ustanovah. Tovrstne strategije vključujejo tudi zahteve in usmeritve, kot so politike
načrtovanja in operativne organizacijske strukture.
Mehanizmi so načini institucionalnega sodelovanja ali pobude, namenjene vključevanju mednarodne
razsežnosti v raziskovanje, poučevanje ter sisteme in politike upravljanja. Ti načini sodelovanja lahko
vključujejo skupine pobud, kot so individualne pobude s strani osebja, vodenje institucionalne
demografije, pobude za mobilnost, kurikularne in pedagoške spremembe, transnacionalno
sodelovanje, vzpostavljanje omrežij, kulturo kampusa, etos in simbolno delovanje.
Modeli so strategije, preko katerih visokošolske ustanove izvajajo programe in strategije
internacionalizacije. Opredeljeni so štirje modeli, ki imajo mednarodni domet. To so uvozni model,
izvozni model, partnerski model in mrežni model. Visokošolske ustanove lahko za vključevanje v
internacionalizacijo uporabijo enega ali več modelov. Uvozni model se nanaša na tiste države in
institucije, ki zaposlujejo študente in gostijo akademske učenjake, programe in ponudnike. V
izvoznem modelu pošiljajo akademike in akademske programe in institucije v druge države. Partnerski
model se nanaša na skupne dejavnosti internacionalizacije v obliki izmenjav študentov in osebja,
skupnega izvajanja programov poučevanja in raziskovanja, zagotavljanja intelektualnega vodenja ali
svetovanja glede vzpostavitve ali prestrukturiranja raziskovalnih in učnih programov, oddelkov, šol ali
celotne institucije. Po drugi strani je mrežni model najmanj uporaben, čeprav je vse bolj opazen v
zalivskih državah ter vzhodni in jugovzhodni Aziji. Model deluje na osnovi združitve geografsko
ločenih institucij ali drugače, npr. preko ustanavljanja podružnic kampusov v drugih državah, kar
zahteva močno funkcionalno povezovanje in intenzivno delitev sredstev. V primeru neustreznega
upravljanja je ta model od vseh omenjenih najbolj tvegan.
Peto poglavje: O mobilnosti akademske profesije, ki je neločljivo povezana z visokošolskim
izobraževanjem, obstaja le malo podatkov. Eno izmed pomembnih področij povezanosti in
medsebojnega vpliva je tako internacionalizacija. Kljub temu, da je akademska profesija njeno ključno
gonilo, obstaja o njej le malo numeričnih podatkov, čeprav smo priča opaznemu razvoju akademskega
trga dela, ko na tisoče akademikov prečka meje (za namene dela, poučevanja, udeležbe na konferenci).
V zvezi s tem so najpogosteje mobilni doktorski študenti. Severna Amerika, Evropa in Avstralija
pritegnejo večino akademskega osebja, kar v državah v razvoju in tistih v vzponu povzroča beg
možganov.
Šesto poglavje: Poglavje se ukvarja z regionalnimi vidiki internacionalizacije v Evropi, Aziji-Pacifiku
in Afriki. Poleg globalne internacionalizacije ostajata nacionalna in regionalna razsežnost visokega
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šolstva še naprej imperativ. Visokošolske institucije so zakoreninjene v nacionalnem sistemu in
pripadajo določeni regiji v svoji fizični lokaciji, reformi, financiranju, upravljanju, sodelovanju v
internacionalizaciji in drugih akademskih zadevah. Kot odgovor na izzive globalizacije visokega
šolstva so mnoge države na svetu preučile svoje sisteme visokošolskega izobraževanja in so z
namenom izboljšanja njihove prepoznavnosti, financiranja, upravljanja in vodenja pričele z
neoliberalnimi reformami marketizacije, privatizacije in korporativizacije.
Afriški, azijsko-pacifiški in evropski visokošolski sistemi od druge polovice 20. stoletja uporabljajo
različne strategije za povečanje prepoznavnosti svojih ustanov v nacionalnem, regionalnem in
globalnem konkurenčnem in hierarhičnem prostoru. Visokošolske institucije pa so danes izpostavljene
raznovrstnim izzivom in priložnostim globalizacije. Ena izmed njih je množičnost visokošolskega
izobraževanja. Internacionalizacija visokega šolstva je tako postala pomembna strategija za odzivanje
na različne izzive globalizacije in druge s tem povezane procese.
Stopnja ekspanzije visokega šolstva je najvišja v gospodarstvih v razvoju in tistih v vzponu, ki gostijo
vse večji svetovni delež študentov, vključenih v visokošolsko izobraževanje. V letu 2010 je bilo v
visokošolsko izobraževanje na svetovni ravni vključenih več kot 150 milijonov študentov in vsaj
polovica izmed njih je bila na študiju v državah v razvoju ali državah srednjega dohodkovnega
razreda. Če upoštevamo stopnjo rasti, se bo v prihodnjih tridesetih letih vpis najbolj razširil v državah
v razvoju. Kitajska in Indija sta do leta 2012 vzpostavili največja akademska sistema na svetu.
Nadalje, številne države v razvoju gradijo velike in kompleksne akademske sisteme z raziskovalnimi
univerzami. Kar zadeva visokošolske učitelje, se pričakuje, da naj bi okrog 3,5 milijona tistih, ki so
zaposleni za polni delovni čas, in morda enako število zaposlenih s krajšim delovnim časom,
opravljalo svoje delo v državah v razvoju in državah srednjega dohodkovnega razreda. Kljub hitremu
razvoju pa se svetovna gospodarstva v razvoju ali vzponu niso zmožna prilagoditi naraščajočemu
povpraševanju po visokošolskem izobraževanju. Nezmožnost domačega visokega šolstva, skupaj s
številnimi drugimi notranjimi in zunanjimi dejavniki spodbuja in zavira študente in akademsko osebje,
da bi postali akademsko mobilni.
Nenadzorovani izzivi globalizacije in posledična ostra konkurenca so visokošolske ustanove še
posebej prisilili k iskanju strateških metod za zajezitev problemov. V tistih državah, ki se niso zmogle
prilagoditi, velja internacionalizacija za način rešitve zahteve po množičnem visokošolskem
izobraževanju. Prav tako predstavlja sredstvo za ustvarjanje mednarodno usmerjenih strokovnjakov za
globalno ekonomijo znanja. Poleg tega je internacionalizacija postala vir prihodkov financiranja in
širjenja visokošolskega izobraževanja kot odgovora na množično povpraševanje. Glavna manifestacija
internacionalizacije visokega šolstva je zato postala akademska mobilnost.
Skupaj z globalno internacionalizacijo narašča tudi trend regionalne oblike internacionalizacije
visokega šolstva. Gre za proces ustvarjanja tesnejše povezanosti med različnimi visokošolskimi
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akterji, institucijami in sistemi za namene večjega sodelovanja, soodvisnosti in povezovanja znotraj
določenega območja, imenovanega regija. V procesu regionalizacije se lahko pojavijo štiri ravni
medsebojne povezanosti. Gre za kooperacijo (sodelovanje in partnerstvo), koordinacijo (koherenca in
prilagajanje), konvergenco (harmonizacijo), in integracijo (skupnost in soodvisnost). Visokošolska
regionalizacija namerno vzpostavlja sodelovalno okolje med regionalnimi visokošolskimi akterji,
sistemi in strukturami. Iz vidika visokega šolstva je regionalizacija regionalna oblika
internacionalizacije. V njej gre za program, strategijo ter s tem povezano graditev institucij, ki v
določenem mednacionalnem geografskem prostoru omogočajo empirični proces in vzorce
sodelovanja, povezovanja, dopolnjevanja in konvergence.
Širitvi razvoja regionalizacije smo priča s koncem hladne vojne. Nekatere izmed regionalnih in
podregionalnih integracij z različnimi cilji kot npr. omogočanje pretoka trgovine, kapitala in / ali ljudi,
najdemo v regionalnih organizacijah, kot so Združenje držav jugovzhodne Azije (ASEAN), Evropska
unija (EU), Afriška unija (AU), Gospodarska skupnost držav zahodne Afrike (ECOWAS) in
Severnoameriški sporazum o prosti trgovini (NAFTA). Tudi na področju visokošolskega
izobraževanja in raziskovanja je regionalizem očiten v Združenju evropskih univerz (EUA), Združenju
univerz Commonwealtha, Združenju frankofonskih univerz, Združenju za afriške univerze, Svetu za
razvoj raziskovanja družboslovnih ved v Afriki, Južnoafriškem regionalnem združenju univerz,
Meduniverzitetnem svetu za Vzhodno Afriko, in drugih.
Za afriško, azijsko-pacifiško in evropsko regijo so značilne različne stopnje regionalizacije. Vendar pa
so medsebojno povezane preko različnih mehanizmov internacionalizacije in medregionalizacije.
Poleg tega so povezane bodisi preko mobilnosti ljudi, programov in institucij bodisi preko politik,
sistemov, kurikulov itd. Z drugimi besedami, države v teh regijah delijo nekaj skupnih značilnosti
internacionalizacije visokega šolstva, ki temeljijo na zgodovini, kulturi, gospodarstvu ali politiki.
Zaradi skupnih značilnosti je za razumevanje koncepta internacionalizacije ključnega pomena, da te tri
regije medsebojno primerjamo. Primerjava ni namenjena podajanju določenih posplošitev, temveč
nakazuje splošen regionalni trend in značilnosti internacionalizacije. Primerjava se lahko izpelje s
pomočjo regionalnih strategij internacionalizacije, kot je za Evropo bolonjski proces, ASEAN za
azijsko-pacifiško regijo in AU in podregionalni okviri za Afriko. Te strategije nam omogočajo
razumeti regionalni koncept internacionalizacije z vidika različnih kontekstov. Primerjava kaže tudi na
medregijska razmerja moči med centrom in periferijo. Tri regije so povezane prek modela bolonjskega
procesa, preko drugih prenosov politik (policy travel) ter preko partnerstev in sodelovanja. Še posebej
Azija-Pacifik in Evropa so se izkazale z vzpostavitvijo medregionalnega visokošolskega prostora v
obliki azijsko-evropskega srečanja (ASEM).
Skoraj vse države treh regij so bile v internacionalizacijo visokega šolstva in akademske profesije
vključene v obliki mobilnosti, bodisi kot izvorna ali namembna država akademskih elementov (ljudi,
programov in/ali izvajalcev). Azijsko-pacifiška gospodarstva z višjim srednjim dohodkom so, na
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primer, gibalo rasti odhodne mobilnosti študentov. Skupno število iz regije odhajajočih mednarodnih
študentov se je med letoma 2000 in 2012 povečalo za 161%. V istem letu je bilo v državah OECD
prisotno 29% povečanje. Odhodna mobilnost študentov je v porastu tudi v hitro rastočih afriških
gospodarstvih, kot sta Nigerija in Južna Afrika. Leta 2013 je bilo v visokošolsko izobraževanje izven
Nigerije vključenih več kot 52.000 domačih študentov. Vendar pa največ mednarodnih študentov
gostijo zlasti razvite in velike angleško govoreče države ter države Evropske unije, ki ponujajo največ
storitev internacionalizacije. Tako tretjina vseh mednarodnih študentov študira bodisi v Združenih
državah Amerike ali v Združenem kraljestvu. Obstajajo večji pretoki študentov iz Azije-Pacifika in
afriške celine v ZDA, Veliko Britanijo, Kanado, Avstralijo in nekatere druge evropske države. Poleg
mobilnosti ljudi poteka internacionalizacija visokega šolstva tudi prek mobilnosti izvajalcev in
programov visokošolskega izobraževanja, ki so prečkali meje in pričeli z ustanavljanjem podružničnih
kampusov ter izvozom programov iz matičnih v gostiteljske države v vzponu in države v razvoju. V
azijsko-pacifiški regiji, Afriki in jugovzhodni Evropi so tuji ponudniki izobraževanja pričeli v vse
večji meri in na različne načine ustanavljati svoje poslovalnice. Za namene izvajanja akademskih
storitev in pridobitve izobrazbe poslovna družba ali podjetnik, v sodelovanju ali sporazumno z
zahodno visokošolsko ustanovo, pogosto investira sredstva za ustanovitev izobraževalne institucije. V
določenih primerih tuja institucija enostavno prične z izvajanjem programa. Poleg drugega in kot
posledica naraščajočih vplivov in prevlade zahodnega sveta je globalna internacionalizacija visokega
šolstva med drugim povzročila neuravnoteženost koristi in izzivov visokošolskega izobraževanja v
perspektivi centra in periferije.
Regionalna akademska mobilnost se je v zadnjem času v Afriki, Aziji-Pacifiku in Evropi izredno
povečala. Države si še posebej prizadevajo privabiti tuje študente iz regije, da bi njihove univerze
izboljšale kakovost in kulturno sestavo študentske populacije, pridobile ugled in prinašale dohodek,
zmanjšale svetovno konkurenco, in izzvale neravnovesje v internacionalizaciji. Študentska mobilnost
je v azijsko-pacifiški regiji zrasla iz 39% v letu 2009 na 41% v letu 2012. Indija in Filipini sta na
primer pomembni državi gostiteljici za študente iz drugih držav v razvoju. Leta 2005 je Indija gostila
več kot 8.000 študentov iz tujine, od tega jih je 95% prihajalo iz teh držav. Kitajska je v letu 2012
gostila okoli 330.000 mednarodnih študentov, do leta 2020 bo predvidoma dosegla pol milijona.
Japonska načrtuje, da bo do leta 2020 gostila 300.000 mednarodnih študentov.
Vendar pa je pozornost zbujajoč globalni in regionalni akter internacionalizacije še vedno Evropa.
Regionalno internacionalizacijo sta v Evropi spodbudila dva glavna cilja. To sta potreba po
spodbujanju regionalne mobilnosti in usklajevanje visokošolskih sistemov znotraj Evrope. Cilja sta
usmerjena k odzivanju na globalizacijo in povečanju privlačnosti in konkurenčnosti evropskega
visokega šolstva. Za izvajanje teh ciljev se uporabljajo različni procesi, programi in dogovori. Ključni
strategiji za evropsko regionalno obliko internacionalizacije sta bolonjski proces in program Erasmus
Mundus. Program Erasmus Mundus je program izmenjave študentov, namenjen usposabljanju
evropsko mislečih strokovnjakov in spodbujanju skupne evropske identitete in državljanstva. Leta
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1999 se je pričel bolonjski proces, ki si prizadeva ustvariti odprt evropski visokošolski prostor,
namenjen združljivosti in primerljivosti visokošolskih standardov med sodelujočimi državami in izven
Evrope. Evropska unija je leta 2000 sprejela Lizbonsko strategijo, ki si je zadala cilj, da bo do leta
2010 Evropa najbolj konkurenčno in dinamično, na znanju temelječe gospodarstvo na svetu. Kot
model regionalizacije visokega šolstva se bolonjski proces širi izven Evrope v azijsko-pacifiško regijo
in na afriško celino.
Med azijsko-pacifiškimi državami se razpon razlogov za vključevanje v proces regionalizacije
razlikuje in se je spreminjal skozi daljše časovno obdobje. Ne glede na to so v ozadju večine spodbud
za internacionalizacijo prisotni pritiski masifikacije in potreba po izboljšanju akademskih standardov,
tako z vidika uvoza izobraževalnih storitev v regijo kot pošiljanja študentov v tujino. Azijsko-pacifiška
regija je tudi najbolj aktivna regija na področju transnacionalnega izobraževanja. Od to je največ
študentov, ki študirajo v tujini, in mnoge izmed njenih univerz si vede in hote izposojajo tuje, zlasti
ameriške modele visokega šolstva. V okviru Združenja držav jugovzhodne Azije (ASEAN) se
upošteva kot možen model za regionalno reformo visokega šolstva bolonjski proces, evropski
visokošolski prostor (EHEA) in Evropski raziskovalni prostor (ERA). Kritiki trdijo, da je sledenje tem
modelom ustvarilo novo kulturo odvisnosti in okrepilo hegemonistično evro-ameriško prevlado.
Poznavalci zato opozarjajo azijske države, naj bodo pozorne na razlike med učenjem politik in
posnemanjem politik.
Internacionalizacija afriških visokošolskih ustanov sega v obdobje kolonializma. Afriške visokošolske
institucije so v veliki meri oblikovale evropske univerze; od obdobja kolonializma so tudi afriške elite
odhajale na dodiplomski in vse bolj tudi na podiplomski študij v Evropo in kasneje v Združene države
Amerike. Medtem ko je bila po koncu kolonialne vladavine kot gibalo nacionalnega razvoja in
intelektualne dekolonizacije ustanovljena večina afriških visokošolskih ustanov, so le-ti v svojih
praksah, programih in paradigmah še naprej izkazovali močne tendence odprtosti do bivših
kolonialnih metropol. Ostali so ujeti v institucionalnih in epistemoloških ekonomijah evro-ameriških
modelov in evropocentričnih praks. Presenetljivo, politična dekolonizacija in širjenje nacionalnih
univerz sta porušila kolonialno regionalno visoko šolstvo, oslabila povezave in sodelovanje znotraj
regije ter okrepila povezave s severom. V zadnjih letih obstajajo v Afriki nekateri trendi, znotraj
katerih nastaja znotraj-afriška ali regionalna internacionalizacija. Čeprav se je izkazalo, da daje v
procesu

internacionalizacije

večina

afriških

visokošolskih

ustanov prednost

regionalnemu

sodelovanju, to dejansko ni stabilen proces. Z izjemo Egipta in Južne Afrike so podsaharske države na
področju vhodne mobilnosti minimalno in zgolj občasno privlačne za mednarodne študente v obliki
izmenjav ali poletnih šol. V številnih delih Afrike je sicer razširjeno projektno akademsko
sodelovanje, ki pa mu manjka doslednosti. Vseeno se v mnogih delih Afrike naseljujejo številni
indijski iskalci zaposlitve.
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Afriško visoko šolstvo si prizadeva tudi za internacionalizacijo, temelječo na podregionalnih pobudah.
Vzhodna Afrika poskuša s pomočjo Vzhodnoafriške skupnosti in koordinacije Meduniverzitetnega
sveta za Vzhodno Afriko (IUCEA) uskladiti visokošolsko izobraževanje po modelu bolonjskega
procesa. Severna Afrika se je pridružila "Evro-sredozemskemu visokošolskemu in raziskovalnemu
prostoru", ki prek francoskega visokošolskega sistema upošteva bolonjski model dodiplomskega,
magistrskega in doktorskega študija. Zahodna Afrika se odloča o strukturni reformi visokega šolstva
za olajšanje mobilnosti znotraj regije. Tudi portugalsko govoreče afriške države si prizadevajo
vzpostaviti "Luzofonski visokošolski prostor". V južnoafriškem visokem šolstvu so se že začasa
apartheida začeli poskusi regionalizacije visokošolskega izobraževanja preko političnih in
gospodarskih mehanizmov. Regionalizacija visokega šolstva vse bolj narašča, v čemer lahko vidimo
tako odgovor na izzive globalizacije kot neuravnoteženost globalne internacionalizacije. Za razliko od
globalne internacionalizacije, regionalna oblika internacionalizacije usklajuje programe, strategije,
izrablja akademsko moč in vire, in gradi ustrezne nadzorne institucije za koordinacijo in upravljanje
procesov sodelovanja, povezovanja, dopolnjevanja in konvergence v regionalnem visokem šolstvu.
Četudi se Afrika, Azija-Pacifik in Evropa nahajajo na različnih stopnjah uspešnosti in razvoja, se
gibljejo v smeri regionalne oblike internacionalizacije.
Sedmo poglavje: Poglavje obravnava učinke globalne internacionalizacije v smislu prednosti in
izzivov. Internacionalizacija visokega šolstva je razumljena kot vse bolj transformativen pojav, ki
potiska institucije v smeri prilagajanja in izboljšanja standardov in akademskih dejavnosti za namene
povečanja njihove nacionalne, regionalne, mednarodne in globalne prepoznavnosti v produkciji znanja
in izgradnji akademskih zmogljivosti v čezmejnih raziskavah, inovacijah, poučevanju in storitvah.
Čeprav so posamezni študenti izpostavljeni različnim akademskim in družbenim kulturam, jim
internacionalizacija služi za gradnjo njihove akademske usposobljenosti in globalnega pogleda na
mednarodno okolje. V prizadevanjih za doseganje ciljev internacionalizacije in zaradi institucionalnih
zahtev po napredovanju in akademski karieri so v tujino odšli tudi mnogi akademiki in prevzeli
pomembne vloge v mednarodnem visokošolskem izobraževanju. Eden najpomembnejših dejavnikov
dela in študija v tujini je pridobivanje mednarodnih izkušenj in torej pridobivanje novega kulturnega in
akademskega znanja in spretnosti. Domneva se, da akademiki, vključeni v proces internacionalizacije,
dosegajo spremembe v osebnih in strokovnih stališčih, se učijo o različnih študentskih učnih stilih in
njihovem vedênju, s čimer širijo svoje mednarodne in globalne perspektive. To prispeva k procesu
transformativnega učenja, ki je lahko v oporo domačim visokošolskim ustanovam. Poleg tega
akademska mobilnost povečuje možnosti za skupne raziskave in obstaja splošno prepričanje, da so
mobilni akademiki in znanstveniki bolj produktivni v raziskavah kot nemobilni. Tovrstnih posameznih
akademskih prednosti internacionalizacije se poslužujejo številne visokošolske ustanove in države, kot
je Slovenija, kjer je le-ta glavna zahteva za akademsko napredovanje do naziva rednega in izrednega
profesorja.
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Vendar pa internacionalizacija ni samo pozitiven proces. Prav tako povzroča izzive in tveganja. Kljub
rastoči literaturi, ki je obdelala internacionalizacijo visokega šolstva, uporabo različnih motivov,
modelov, mehanizmov in politik s strani različnih akterjev, ugotovitve poznavalcev o čezmejni
mobilnosti raziskovalcev, akademskega osebja in študentov, kurikulov in sistemov, ostaja
internacionalizacija diskutabilna.
Globalna internacionalizacija je ustvarila nekatere priložnosti in izzive za akademsko profesijo.
Tekom zadnjih let je spreminjajoča se pokrajina procesa internacionalizacije povečala akademsko
mobilnost,

konkurenčnost,

akademsko

komercializacijo

in

načine

izvajanja

čezmejnega

visokošolskega izobraževanja. Akademsko profesijo je internacionalizacija visokega šolstva
preoblikovala tako, da se razlikuje od pretekle podobe. Poleg rednih splošnih dejavnosti v postopkih,
programih in projektih, je internacionalizacija pozvala h kakovosti in poudarila odgovornost
študentov, osebja, dekanov, vodstev visokošolskih ustanov, nacionalnih vlad, regionalnih organizacij
in drugih interesnih skupin, vključenih v globalni proces internacionalizacije. Internacionalizacijo
akademske profesije lahko razumemo tudi z vidika izzivov življenju, razvoju akademske kariere in
produkciji znanja. Še posebej komercializacija/marketizacija in konkurenčna narava visokošolskega
izobraževanja sta akademsko profesijo prisilila k delovanju v smeri globalne prepoznavnosti, v smislu
omogočanja skupnih raziskav v tujini, spodbujanja izmenjav osebja, tekmovalnega izbora
raziskovalnih projektov, pridobivanja sredstev za raziskovanje, in spodbujanja kakovostnega
izobraževanja. Zaradi vključevanja številnih interesnih skupin se pritisk na akademsko profesijo
stopnjuje. Organi za nadzor kakovosti in akreditacijo pogosto krojijo delo institucij in se vse bolj
osredotočajo na rezultate. Industrija in drugi deležniki neposredno in posredno določajo, kaj naj se
študenti dejansko naučijo, katera delovna mesta naj dobijo, in kakšen naj bo ugled in uporabnost
raziskav. Tudi rangiranje ustanov povečuje zahteve do akademske profesije. Razširilo je mednarodno
razsežnost ocenjevanja internacionalizacije. Poleg tega se širša javnost, študenti, starši in mednarodna
klientela, kot so delodajalci diplomantov, drugi organi financiranja in številne druge sile, kot so
institucionalna politika [politics], politike [policies], pravila in predpisi, aktivno ukvarjajo z zahtevano
"vrednostjo za denar" na račun mnogih tradicionalnih vrednot, norm in stališč glede akademske
profesije.
Vendar pa transformativna funkcija internacionalizacije visokega šolstva ni povsod enako očitna.
Periferne in centralne visokošolske ustanove je različno prizadela. V nekaterih primerih je zaradi
asimetričnih akademskih in finančnih zmogljivosti in položaja institucij nekaterim povzročila resne
izzive, drugim pa je ustvarila zajetne možnosti.
Zapovrh so se zaradi kompleksnih in raznolikih značilnosti mednarodnega izobraževanja in doprinosa
internacionalizacije visokega šolstva pojavili številni pomisleki. Nerazrešen vidik internacionalizacije
vključuje tako njen koncept kot pomen in definicijo. Druga sporna vprašanja zajemajo vidike, kot so
prednosti in izzivi internacionalizacije za kulturno dediščino, vernakularne jezike, razvoj raznovrstnih
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akademskih kultur in struktur ter kakovost izobraževanja. V svetovnem merilu tako postaja
internacionalizacija visokega šolstva odraz obstoječih mednarodnih neenakosti in razmerij moči med
centralnimi in perifernimi visokošolskimi ustanovami, narodi in svetovnimi regijami. Nekateri
obravnavajo celoten proces internacionalizacije kot neke vrste novi kulturni imperializem ali celo
neokolonializem oziroma imperialistični prevzem. Prispevala je tudi k spremembam v institucionalnih
politikah, begu možganov, tekmi za povečanje prihodkov, komodifikaciji in komercializaciji
visokošolskih programov, povečanju dvomljivih tujih diplom, razhajanjih v pravičnosti, dostopu in
kakovosti, jezikovnih politikah, enostranskih koristih itd. Poleg tega se internacionalizacija visokega
šolstva razume tudi kot krepitev prevlade angleškega jezika na račun nacionalnih jezikov. Nadalje,
vprašanja, kot je etika, nesorazmerne koristi in neenakosti, so sprožila široke razprave o procesu
internacionalizacije visokega šolstva v centrih in periferijah, pri čemer so glasovi periferije neslišni.
V državah v razvoju lahko na akademsko kulturo in vrednote, dostop, kakovost, pravičnost in
financiranje visokošolskega izobraževanja vpliva tudi prenos politik. Nezdružljivost ali neenakosti v
internacionalizaciji bodo še naprej krepile moč svetovnega severa, s potencialom za neo-kolonizacijo
revnejših in slabše finančno podprtih visokošolskih ustanov na globalnem jugu. V neenaki konkurenci
na trgu je jugu v razvoju dejansko odvzeta pravica do besede o kurikulu, standardih kakovosti in o
številnih drugih izobraževalnih elementih ne samo z vidika internacionalizacije, temveč tudi
izobraževanja na splošno. Za najbolj industrializirane in gospodarsko razvijajoče se države postaja
internacionalizacija stvar prestižna in ugleda ter krepi njihov globalni doseg. Po drugi strani pa
periferije trpijo zaradi bega možganov in njegovih posledic - slabe akademske zmogljivosti.
Osmo poglavje: Internacionalizacija visokega šolstva in akademske profesije je zgodovinski fenomen,
ki je potekal v obliki medinstitucionalne mobilnosti študentov in učiteljev. Transformacijo konotacije
in denotacije koncepta, dejavnosti in obsega internacionalizacije so povzročile različne sile sprememb.
Iz enostavne srednjeveške mobilnosti študentov in učiteljev se je v 21. stoletju razvila in razširila v
bolj organizirano in obsežno akademsko mobilnost ljudi, programov in izvajalcev.
Akademska mobilnost in skupne raziskave so še vedno glavna področja opazne dinamičnosti,
potencialov in funkcij ali dimenzij internacionalizacije, ki jih vodijo različni akterji, motivi, pristopi,
mehanizmi, strategije in modeli. Akterji v internacionalizaciji visokega šolstva so postali številčnejši.
Poleg študentov, učiteljev, visokošolskih vodij in visokošolskih ustanov zajemajo različne in bolj
raznovrstne interesne skupine, ki segajo od vlade, univerzitetnih združenj, z izobraževanjem
povezanih nacionalnih, regionalnih in mednarodnih organizacij, industrije, medijev, do agencij za
rekrutiranje študentov. Tudi motivi za internacionalizacijo se raztezajo od izključno akademskih in
kulturnih dejavnikov do vključevanja gospodarskih, socialnih in političnih interesov. Z
institucionalnimi sporazumi in omrežji s strateškimi partnerji so bili razviti novi pristopi v politikah
internacionalizacije v obliki regionalizacije. Mehanizmi in modeli so postali raznovrstni in umeščeni v
kontekst. Na splošno se je internacionalizacija visokega šolstva in akademske profesije znotraj
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številnih kontekstov preoblikovala iz marginalne, občasne in ad hoc dejavnosti v bolj organizirano, s
politikami vodeno, obsežno in nujno komponento institucionalnega procesa in strategije.
Vendar pa so spremembe, povezane z internacionalizacijo, različno vplivale na visokošolske
ustanove/univerze iz centrov in periferij. V gospodarsko razvitih in razvijajočih se državah je okrepila
socialno-ekonomske in akademske prednosti nekaterih institucij. Po drugi strani za države v razvoju
predstavlja izzive, povezane z begom možganov, trgovanjem z dvomljivimi diplomami in
nezakonitimi ponudniki.
Skupek transformacije in različnih vplivov je povzročil, da različni ljudje različno razumejo in
konceptualizirajo internacionalizacijo. Poleg tega so njeni širši in dinamični motivi, raznoliki akterji,
obseg in vključenost zmanjšali in oslabili konotacijo, pripisano pojmu internacionalizacija.
Na podlagi analize zgodovinskega bistva, dinamične transformacije, konceptualnih in teoretičnih
ogrodij, konotacije in denotacije, dimenzij, motivov, pristopov in mehanizmov, nastajajoče regionalne
oblike internacionalizacije ter vplivov ali učinkov internacionalizacije visokega šolstva je mogoče
izluščiti naslednje sklepne ugotovitve.
1. Internacionalizacija ima zgodovinsko ozadje in je stara toliko kot srednjeveška univerza.
Pojav srednjeveških univerz v Evropi lahko so bile formacije študentov in učiteljev, zbranih iz
različnih delov krščanske Evrope.
2. Koncepti in teorije, kot so globalizacija, regionalizacija, neoliberalizem, na znanju temelječa
ekonomija in družba znanja, center in periferija ter akademska mobilnost oblikujejo in
pojasnjujejo internacionalizacijo visokega šolstva. Potreba po njeni konceptualizaciji zahteva
razumevanje zgoraj navedenih okvirnih konceptov in teorij.
3. Internacionalizacija visokega šolstva je bila podvržena nenehni dinamiki sprememb. V
devetdesetih letih prejšnjega stoletja je postala opazna kot proces in strategija visokošolskega
izobraževanja, postala pa je tudi skrb raziskovalcev. Razvila se je v svojem obsegu,
razsežnosti in dejavnostih. V njeno načrtovanje in izvajanje so vključeni številni in raznoliki
motivi ter notranji in zunanji akterji. Zato


se je internacionalizacija visokega šolstva razširila in preoblikovala iz zgolj
neorganizirane mobilnosti študentov in učiteljev v bolj organizirano akademsko
mobilnost ljudi, programov in izvajalcev, ki preči posamezne discipline, institucije,
sektorje ter meje nacionalnih, regionalnih in mednarodnih jurisdikcij;



konotacija pojma inter-nacional-izacija nič več ne razlaga in ne določa denotacije
koncepta internacionalizacije visokega šolstva;



izgradnja ene same skupne in celovite definicije internacionalizacije visokega šolstva
je postala težka naloga in poziva k nadaljnjim prizadevanjem.
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4. Zaradi vse večje veljave ekonomskih motivov in vključevanja različnih akterjev, še
posebej tistih iz svetovnega severa, ki oblikujejo in vplivajo na proces, je globalna
internacionalizacija visokega šolstva postala neuravnotežen pojav in povzročila
enostranske koristi v pogledu visokošolskih ustanov in držav iz centra in periferije.
5. Nenamerni izzivi globalizacije in neuravnotežene globalne internacionalizacije so pozvali
k regionalni obliki internacionalizacije, tj. regionalizaciji visokega šolstva v okviru
evropskega bolonjskega procesa, Zveze držav Jugovzhodne Azije (ASEAN) ter
regionalnih in podregionalnih prizadevanj Afriške Unije (AU). Domneva se, da regionalna
oblika internacionalizacije angažira akademske in finančne vire, zmanjšuje notranjo
konkurenco, usklajuje sisteme in na tej osnovi izgrajuje akademsko zmogljivost.

lxvi

lxvii

CHAPTER-1
An Introduction: Research Design and Background
1.1. The Research Design
1.1.1. Summary
In spite of its historical background and academic imperatives, the internationalization of higher
education resurfaced since the 1990s with great importance that involves various and diversified
rationales and actors. People and institutions use the term widely but pay less attention to what it
means or limit its explanation only to student mobility feature of internationalization (Schoorman,
2000). Even though the search for a comprehensive meaning of the concept of internationalization of
higher education is an on-going endeavor, Jane Knight (2004, p. 2) has defined internationalization as
“the process of integrating an international, intercultural, or global dimension into the purpose,
functions, or delivery of post-secondary education.” One of the challenges in developing a
comprehensive conceptual meaning is the dynamic nature of the phenomenon of internationalization.
Internationalization is a changing and expanding global phenomenon. The other encounters are its
inclusion of both center and periphery higher education spaces and the involvement of different
academic scholars in interpreting the concept in terms of their field of study. Moreover, such closely
related framework concepts and phenomena as neoliberal policy, knowledge economy, knowledge
society, globalization and regionalization, and the features of the academic profession have shaped the
internationalization of higher education differently in different places. Hence, its dynamism, the
impact of local/national traditions, institutional status, the emergence of different global phenomena
and varying interests have obliged people to understand and interpret internationalization in different
ways. Currently, however, the Western conceptual understanding of internationalization or a Northern
theory of internationalization predominates the discussion of internationalization. Subsequently, this
has resulted in a great diversity of interpretations attributed to the concept and meaning of
internationalization of higher education.
Moreover, the connotation and denotation of the concept of internationalization are different. In
addition, the rhetoric and realities about internationalization are inconsistent. Literally,
internationalization connotes inter-state collaboration to enhance academic performance (teaching,
research, and community services). Today, this is not the only activity to which internationalization is
attached. Since the 1990s, internationalization of higher education denotes and represents internation(s), inter-institutions, inter-departments, and inter-sector cooperation and mobility of people,
program, and providers. It also has three major pillars: internationalization abroad, internationalization
at home and virtual internationalization. Its rationales, role, importance, benefits, challenges, impacts,
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mechanisms, and models vary across center-periphery higher education spaces. In addition, such
issues as ethics, disproportionate benefits and inequalities have triggered widespread debates on the
process of the internationalization of higher education in centers (big universities, systems, suppliers
of policies, knowledge, etc.) and peripheries (small higher education institutions, imitators, consumers
of knowledge, policies, etc.). Rationales and actors have also diversified. Conclusively, the meaning,
concept, rationales, strategic modalities, role to development, impacts are evolving dimensions and
features of internationalization of higher education.
Furthermore, the study of the internationalization of higher education, in its own right, is lacking. It
has been attached to major issues of the higher education and some of its major features such as
student mobility. Moreover, the study of internationalization has given little attention to the principal
actor and driving force of the internationalization of higher education, i.e. the academic profession.
Hence, this study considers the internationalization of higher education as a subject in its own right
and scrutinizes its interaction with the academic profession from a center-periphery and major features
perspectives. The study of the concept is not only about its definition; it includes all aspects and
features of the concept. Therefore, the study asks what, why and how internationalization happens.
What refers to not only the definition of internationalization but it also includes the major features of
internationalization. The why question refers to the rationales for higher education institutions to
engage in the process of internationalization and the how inquiry examines the strategic mechanisms
of internationalization. The study answers these questions in terms of analyzing and discussing the
existing definition(s), major features, rationales, and strategies, models, and mechanisms of
internationalization.
This is a regional comparative study that focuses on Europe, Asia-Pacific, and Africa.
Methodologically, the research applies a qualitative approach and phenomenological and idiographic
strategies to collect and analyze both primary and secondary sources and data. Considering all the
limitations (particularly the imbalance in the literature) in regional comparative studies, the purpose of
this study is to discern the trend in the conceptualization of the internationalization of higher education
and the academic profession in Europe, Asia-Pacific, and Africa.
Key Words: Higher education/university, Internationalization, Globalization, Regionalization,
Mobility, Academic Profession, Centre-periphery, Conceptualization, Europe, Asia-Pacific, Africa

1.1.2. Research Problem and Objectives
Statement of the Research Problem
The importance and study of the internationalization of higher education have grown substantially
mainly since the 1990s. It has grown in its inclusiveness and activities. However, research on
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internationalization has been subordinated to other higher education topics such as management,
policy, funding, academic mobility, etc. The internationalization of higher education has solely been
explained in terms of student mobility. Even little has been done regarding the mobility or the
internationalization of the academic profession. This has caused an increasing fuzziness of the issue of
internationalization. Moreover, interpretations and explanations about internationalization reflect the
voices of the West. Northern theoretical interpretations, analyses and explanations of the
internationalization of the higher education and the academic profession predominate. No adequate
and comprehensive attempt has been made at understanding, clarifying, conceptualizing, or defining
the internationalization of higher education and the academic profession from the perspectives of the
varies aspects of activities and understanding of the peripheries. These are some of the reasons to
focus on this issue. It is, therefore, pertinent to make a comparative analysis of the conceptual
frameworks underpinning the notion of the internationalization of higher education and the academic
profession in the context of center and periphery with a focus on Africa, Asia-Pacific, and Europe. In
analyzing the major features and dimensions of internationalization and the academic profession in the
three regions, the phenomenological and ideographic strategy of data collection and analysis is
applied. The major inquiries include what internationalization is, what the major features and
dimensions of internationalization are, and why and how higher education institutions are engaging in
internationalization. The research questions are analyzed in terms of centers and peripheries. This
focus helps to identify the intended and unintended impacts of internationalization and who benefits
more from the internationalization of higher education. These are the driving forces to focus on Africa
(peripheral), Asia-Pacific (semi-peripheral), and Europe (Central).

Research Objectives
The general objective of this research project is to conceptualize the internationalization of higher
education and the academic profession through a qualitative and comparative analysis of center and
periphery that focuses on Africa, Asia-Pacific, and Europe.
Specifically, the research project has the purpose to:


Analyze the concept of internationalization of higher education in terms of the various
aspects, features, and activities.



Investigate the features of the internationalization of the academic profession.



Understand the major regional characteristics of internationalization



Comprehend the challenges and benefits of the internationalization of higher education
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1.1.3. Research Questions


What is the concept of the internationalization of higher education and the academic
profession?

This research project also constitutes the following sub-questions:
1. What is the meaning of internationalization?
2. What are the major features of higher education internationalization?
3. Why do higher education institutions in center and periphery region, engage in the process
of internationalization?
4. What are the major features of the internationalization of the academic profession in
centers and peripheries?
5. How do higher education centers and peripheries in Europe, Asia-Pacific, and Africa
practice the internationalization of higher education?
6. What are the challenges and benefits of the internationalization of higher education? Who
benefits more?

1.1.4. Research Methodology and Organization
This study makes a regional qualitative analysis of the internationalization of higher education and the
academic profession in Africa, Asia-Pacific, and Europe. It is designed in the framework of the FP7
Marie Curie project “Universities in the Knowledge Economy” (UNIKE) project and the aim of the
subproject - concepts and theories (Working Group 1) that suggests the importance of “comparing and
analyzing the transformation of universities globally and regionally” (http://unike.au.dk).
It is a context-based project and requires qualitative inquiry, data collection, organization,
interpretation, and analysis (Merriam, 2009; Mayring, 2000). Because of the different circumstances
of higher education in the regions of Africa, Asia-Pacific, and Europe, the study indicates the trends of
the internationalization of higher education and the academic profession from a general feature of
internationalization as a concept and from center-periphery perspectives. It is not reasonable to expect
uniform data from the three regions and countries of the study areas. Idiographic data collection
(scrutinizing national and/or institutional traditions, experiences, practices, and impacts) and
phenomenological approaches of analysis elucidate and concretize the research. An inductive
combination of bits and pieces of information from the literature, observations, and official documents
consolidates the process of data gathering, organization, and analysis from the specific to the general
(Bryman, 2008; Babbie, 2008; and Kvale, 1996). Moreover, adequate time has been spent to collect
data that has sufficiently supported the analysis, arguments, and interpretations. This strategy also
enables the researcher to look for data that support alternative or contrary explanations and
interpretations. Supportive and relevant quantitative data has been used for more analytical,
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descriptive and concrete understanding of the concept of internationalization. A qualitative research
approach often enjoys the complementarity of words and numerical data in the process of analysis,
interpretations, and descriptions (Golafshani, 2003).
The study is structured into eight chapters. Following this introductory background chapter, there is a
discussion of a broader dimension of the theoretical and conceptual framework of internationalization
of higher education. Chapter 3 attempts to answer the “what” aspect of internationalization. The
“why” and “how” issues of internationalization are the concern of Chapter Four. The
internationalization of the academic profession, as the major driver of internationalization, is treated
separately in Chapter Five. Chapter Six surfaces the regional perspective of internationalization,
Chapter Seven deals with the impact of internationalization, and the last chapter rounds up the study
by providing summary and conclusion.

1.1.5. Scientific Contribution
The findings of this research will attempt to create an informed, rational and critical public that will
support the process of the internationalization of higher education in different ways. It will inform
policymakers to strengthen and/or reconsider their directions/policies, strategies, and implementation
guidelines from different perspectives. It also enriches the scientific knowledge repository and inspires
the research community and students of higher education and the internationalization for further
research. It can serve as a source of knowledge for advanced research on similar or related issues. For
me, it has become an imperative training ground in analytical skills and knowledge of comparative
research methods.

1.1.6. Brief Account of the Study Regions
As a comparative study, the struggle to conceptualize the internationalization of higher education and
the academic profession considers three continents (Africa, Asia-Pacific, and Europe) in a
problematized conceptual understanding and center-periphery framework. The three regions in this
research occupy different spaces in higher education and the process of internationalization. Generally,
Europe, particularly Western Europe, occupies a central position in the development of higher
education and sophisticated experiences in the internationalization of higher education both globally
and within Europe. Asia-Pacific had occupied the position of a periphery or semi-periphery.
Nowadays, because of the rapid economic growth, Asia-Pacific has possessed the fastest growing
higher education worldwide. Given its economic development, Asia-Pacific, as a region is attracting
attention and challenging the centrality of Europe (Shin and Harman, 2009). Africa, in contrast, is
found at the bottom in all aspects of the global higher education space and the process of
internationalization and its major manifestations. The three regions provide different trends of the
internationalization of higher education and the academic profession. Higher education institutions
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engage in internationalization and interpret the processes of internationalization based on their
respective academic culture and traditions, socio-economic levels and environmental processes.
Countries and regions understand and respond to internationalization differently according to their
economic capabilities and priorities. As Enders (2004) argues, many industrialized countries view
globalization and internationalization as providing momentum for competition and global visibility,
while developing countries focus on other basic issues such as increasing access, equity, and trying to
redefine the mission of higher education. The major objective of their engagement in
internationalization is academic capacity building and sometimes they are struggling with the
challenges of globalization and imbalanced internationalization. Therefore, in analyzing and
discussing the concept of internationalization of higher education and the academic profession from
the perspectives of these different but in some ways interconnected regions provides a broader picture
of the concept of internationalization.

1.2. Internationalization of Higher Education: Brief Historical Perspective
Historically, the concept of internationalization of higher education/university was a cross-border and
cross-culture movements of knowledge, academics, and students. The idea of a “nation” was not only
attached to a political configuration, but it was also representing a linguistic or cultural formation and
configuration of people. The very fact that students and teachers used to travel from one university to
the other and between the countries/regions in the medieval period guaranteed a certain degree of
universality of university studies (Zonta, 2002). This shows that academic mobility was as old as, or
older than, the establishment of a university (Rȕegg, 1992).
The university that emerged from the “Studium Generale or School of Universal Learning” was
established by “the assemblage of strangers from all parts in one spot;” otherwise, it would have been
impossible to find professors and students for every department of knowledge (Essay, c. 1910). The
founding students and teachers in Bologna and Paris gathered from the different parts of Christendom
Europe (Rȕegg, 1992). By its formation, medieval European university was an international institution
that had attracted diversified scholars from different academic, social, cultural, and economic
backgrounds. It was attracting and accommodating different viewpoints, different individuals, and
family, urban-rural, national, and regional cultures. Medieval university communities were subdivided into their geographical origins, known as “nations.” “There were some twenty nations at
Bologna, ten at Orleans, four at Paris, and four also at the main universities of the Holy Roman
Empire and of Eastern Europe (Prague, Vienna, Leipzig, Louvain, etc.) and at Salamanca” (Verger,
1992a, p. 39, Altbach, 2006a). By definition, medieval university students were foreigners (Verger,
1992a).
Despite the fact that universities were “situated in a particular town or country, they could wield an
influence over an area whose extent was not determined by the limits of any pre-existing ecclesiastical
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or political circumscription (diocese, province, principality, or kingdom) but simply by their intrinsic
capacity to attract” (Verger, 1992a, p. 41). In its rudimentary institutional form, the university was “a
school of knowledge of every kind, consisting of teachers and learners from every quarter” (Essay, c.
1910). Kerr (1994) explains that “universities are, by nature of commitment to advancing universal
knowledge, essentially international institutions, but they have been living, increasingly, in a world of
nation-state that have design on them” (Kerr, 1994, p. 6). In general, until about 1700, student mobility
was an important and essential part of university study. In spite of the unsafe and bad roads, primitive
transport, and shortage of recreation areas, “thousands and thousands of university students travelled
all over Europe in search of knowledge, culture, adventure, safety, people of their own religion, and
more prestigious academic degrees, or merely to ape the fashion of the moment” (de Ridder-Symoens,
1997, p. 442). They were travelling or making “academic pilgrimage” within Christendom Europe to
find the best university, learning experience, academic friends, for leisure, and to experience new
cultures (Rȕegg, 1992). Academic pilgrimage antedates the medieval university. Masters and scholars
were travelling in search of renowned centers of learning such as monastic or episcopal school or “a
more specialized center on the border of Christendom like the school of medicine in Salerno or the
translators’ school in Toledo, one of the main centers for the transmission of Arabic science and
learning to Christendom” (Rȕegg, 1992, p. 281).
Medieval universities were using Latin as a common language of instruction, as English is currently
the lingua franca and major feature of modern internationalization. Moreover, similarities in curricula
and degrees awarded in all European universities, particularly until the 17th century, had made
mobility possible in the medieval period. These commonalities among the European universities had
allowed European students to start courses at a certain university and finish it at others. The 12 thcentury intellectuals freely chose their field of study, teachers, and higher education institution
(Rȕegg, 1992).
However, this freedom of movement was challenged in the 14th and 15th centuries, “when every state
and political or ecclesiastical unit tried to found a studium so that its citizens should study there
instead of abroad” (Rȕegg, 1992, p. 285). Academic pilgrimage had been limited following the mid16th century Reformation and Counter-reformation. To limit the alien ideological impact of the
Reformation and to contain local university students with their own frontiers, rulers issued and passed
laws prohibiting study abroad. This affected the international dimension of the university (de RidderSymoens, 1997). Due to the opening of new and competent higher education institutions at home and
the passing of restrictive laws, students were forced to attend university studies at home or in
universities not far from their home. Mobility was regionalized and nationalized; the
internationalization of higher education had become domestic. The Grand Tour had restored student
mobility first to get a degree then in the period of the Enlightenment for pleasure (de Wits and Merkx,
2012). In spite of restrictive laws, however, many young people continued their studies abroad. At the
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start of the fourteenth century “301 doctors were registered in France; 57.8 percent of them had
studied in Paris, 35.2 percent in Montpellier, 2.7 percent in other French faculties of medicine, and 4.3
percent abroad” (Rȕegg, 1992, p. 287). Between 1350 and 1530, 219 Norwegian, 97 Finnish, 2,146
Danish, and 724 Swedish students and nearly all bishops of the Nordic dioceses studied in foreign
universities (Rȕegg, 1992, p. 293).
Study abroad was influential in other regions of the world as well. Higher learning and the mobility of
students and scholars were not a new phenomenon in the region of Asia-Pacific and Africa. There
were institutions of higher learning that were international in their academic and operational aspects as
far back as the 5th century BCE in India (Welikala, 2011). Moreover, as early as the 7th and 8th
centuries, students from Japan were travelling to China to study. Medieval European universities and
Arab higher learning institutions welcomed scholars from various areas irrespective of nationality
(Welikala, 2011). Among non-English speaking East Asian countries, Japan is better experienced in
the internationalization of higher education, particularly in accepting international students and faculty
members, dating back to the mid-19th century. However, as a leading country in the knowledge-based
economy, Japan became more serious about the internationalization of higher education particularly in
“brain gain” in the last three decades of the 20th century (Yonezawa et al., 2014). In the 19th century,
to study Western knowledge with the aim of supporting the national modernization process, countries
such as Japan and China sent students abroad. American students, to pursue graduate studies, travelled
to Europe, particularly to Germany, and returned filled with ideas of research, academic freedom, and
new models of academic organization (Altbach, 2006b).
In Africa, modern universities have emerged since the second half of the 20th century. Despite
Africans having some university experiences before the advent of colonialism, almost all modern
African universities were opened after the 1960s, when most African countries achieved political
independence. Most of the universities in Africa were branch campuses of colonial universities
(Sintayehu, 2011). This is one aspect of internationalization in Africa. Until then, and even after,
young Africans travel to the colonial metropolises and the USA for higher education. For instance, the
academic destinations of young Ethiopians were Europe and the USA. Even currently, the rate of lost
human capital in Ethiopia is significantly high (Amazan, 2014). The first-generation African scholars
were mainly educated abroad through such programs as the African Students Program in American
Universities (ASPAU) and other Cold War diplomacy-induced programs of the United States, Western
Europe, and the USSR. The second generation of African scholars was also foreign educated usually
after undergraduate studies at home. However, unlike the first generation, most of this generation
stayed abroad, constituting the first wave of the African “brain drain” (Mkandawire, 1995). Moreover,
the new African Western-educated elite and nationalists demanded the establishment of the full
European higher education system in Africa (Assié-Lumumba, 2005). These higher education
institutions were significantly affected by cultural shock. The higher education institutions in Africa
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have been struggling between reifying its European medieval roots, the colonial foundations, and the
African tradition and contemporary socio-economic, cultural, and political structures of the region
(Assie-Lumuba, 2005; Mohamedbhai, 2008). Since the 20th century, students from the colonies of
Africa and Asia have gone to the metropolis to study. Students from India, Nigeria, Kenya, and other
British colonies went to London. France accommodated students from Senegal, Vietnam, and other
French colonies. Students from the Dutch colonies left for the Netherlands for higher education. This
trend has escalated in the 21st century as millions of students study abroad (Altbach, 2006a).
The push-pull factors vary from time to time and from institutions to institutions and between
institutions and scholars. The factors in the medieval period include job seeking, searching for better
talent and course, and exposure to new culture. Poor institutional facilities, racial and religious or
ethnic discrimination at home are among the push factors. The pull factors also include better salaries,
laboratories, libraries, favorable teaching environment, and academic freedom (de Ridder-Symoens,
1997). During the early Middle Ages, there were universities that sold degrees. Unlike the modern
situation, in which students prefer the top ranking university, during the early Middle Ages, some
students were “attracted by universities known to be easy going or to charge moderate fees for their
degrees” (de Ridder-Symoens, 1997, p. 439). This period also witnessed students travelling abroad not
only because the domestic universities are inadequate, but also for cultural exposure and for scientific
and economic progress. Student choice was also affected by the availability and comparative comfort
of accommodation (de Ridder-Symoens, 1997). By the 15th century, the reasons for choosing foreign
university could include such factors as discipline, university status, geographic proximity/easy access
and economic ties and political attractions (Rȕegg, 1992). Since the beginning of the 16th century,
student mobility had increased in the European universities. It was common for university students to
visit three, four, and even eight universities in search of the best teachers. “Renaissance teachers
looked upon study abroad as the culmination of the humanist education of young members of the
elite” (de Ridder-Symoens, 1997, p. 417). Academic migration underwent transformation in the early
17th century. The goals of migration changed along with changes in students’ aims. The tradition of
educational journey, the so-called Grand Tour, which no longer entailed lengthy studies at any
individual university, was launched in the early 17th century (Zonta, 2002). In the 19th century, the rise
of nationalism and the subsequent emergence of nation states in Europe made academic institutions
nationalistic in outlook and teaching. National languages had become the teaching and learning
languages than Latin. However, most universities retained many common elements that perpetuate
cross-border study (Zonta, 2002).
The major difference between the ancient idea of internationalization and the modern one lies within
their main rationales and aims. In the old days, students and teachers were travelling in search of
courses, teachers, friends, and cultural exposure. Institutions were chosen by their virtue of tradition
and teaching. The quality of tradition refers to the date of establishment, the condition under which it
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was established, and the social and the political situation of the town and region where the university
was built. Scholars used to make academic pilgrimage because, in the twelfth and thirteen centuries,
there were not many universities and they were not widely spread over the whole of Europe. There
were peripheral regions in medieval Europe that lag behind in establishing higher learning institutions.
The Great Schism (1378-1417)1, the split of the Christendom into two opposing camps had seriously
affected European universities (de Ridder-Symoens, 1992). As a result, the position of universities
also divided between the two groups. Moreover, the split gave way for the establishment of many
universities in which mobility into opponent camps was halted. The wide spread of higher learning
institutions had consequentially affected medieval mobility and the university. However, towards 1500
higher learning centers were established in nearly every territory in Europe. As a result, academic
pilgrimage has become either internal or external. External academic pilgrimage is the mobility of
scholars outside their home country, and the internal one was the attendance of a student to several
studies in the home country (de Ridder-Symoens, 1992).
Since the 20th century, universities and higher education systems consider the purpose of
internationalization to be addressing the changing institutional, national, and global social, economic,
civic, political, cultural trends. For the Anglo-Saxon countries, economic imperatives have been of
particular significance. For countries like the UK and Australia, the dominant focus for
internationalization has often been on fee income, for the US and Canada it has perhaps been more
focused on talent acquisition. In contrast, in other higher education systems, such as Japan and China,
and parts of Europe, the driving force has been that of enhancing the process of knowledge creation
and exchange in its broadest sense, including understanding other university systems (Welikala, 2011).
For countries of Africa, the purpose of internationalization is to build academic capacity (IAU, 2010).
In addition to the ancient and medieval academic travels, the early modern period Great Geographical
Discoveries, colonial, and post-colonial activities contributed to the development of the modern
academic mobility of students and teachers. In the modern sense, nation states consider higher
education in their respective territories as an important resource in socio-economic and social
developments through research and professional training. Higher education/university, which had
always been global, continued to be a powerful and imperative force in the transformation of the world
(Altbach, 2006b). Partly to enhance its role in the global knowledge economy and to solve some
economic problems of higher education, to respond to the challenges of globalization, and to build

1

In 1378, the Christendom split into two one of it supported the Urban VI, the pope of Rome and the other camp
stood on the side of Clement VII, the pope in Avignon.
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academic capacity, higher education managers and other stakeholders devised the modern form of
internationalization as an important strategy for higher education.
In the 21st century, supported by technological facilities, encouraged by the various phenomena of
globalization, and considered to be an important strategy of income augmentation, cultural integration,
security, and so on, the internationalization of higher education continued to expand worldwide.
Student demand for study abroad is increasingly growing. However, due to regionalization,
skyrocketing tuition fees, protracted visa procedures, and so on, the growth was at a lower rate than in
the recent past. In modern times, following higher education massification and other changes, the
number of international students has increased. The number of students who seek study abroad would
rise to 8 million. The average growth of demand for international higher education in the two decades
between 2005 and 2025 is expected to exceed 3% in Africa, the Middle East, Asia, Central America,
and South America. The destination of most international students is the industrialized world, which
includes the United States, Britain, France, Germany, Canada, and Australia. Japan is both a major
host and sending country (Altbach, 2006a; Maslen, 2012). This development has caused the
expansion, differentiation, and competition of institutions and programs that have resulted in reform
circumstances in which individual scholars and institutions maneuver in an environment of frustration
or hope (Edwards, 2004). The rationales and the strategies for higher education internationalization
have also been changing (Altbach, 2006a).
Chapter Two deals with the conceptual and theoretical framework for modern internationalization.
Such concepts and theories as higher education/university, globalization, and regionalization, centerperiphery, knowledge society, neoliberalism, and academic mobility are emphasized.
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CHAPTER-2
Theoretical and Conceptual Framework of the Internationalization of
Higher Education
2.1. Introduction
Globally, since the second half of the 20th century, two mega-trends of massification and globalization
have significantly influenced higher education and the academic profession (Shin and Harman, 2009).
One of the outcomes of these mega trends is internationalization. The internationalization of higher
education has roots in the Middle Ages. In the medieval period, students travel to find courses and
teachers that fit their interests. Teachers were making pilgrimage (peregrinatio) to a city university
where they could get better leisure, friends, information, and study (de Ridder-Symoens, 1992).
However, Neave (1997), Scott (1998) and a few others consider the medieval origin of
internationalization to be “inaccurate” and “internationalist rhetoric.” The term internationalization
was used in the 1880s (Huang, 2014). However, it has been since the 1990s that internationalization of
higher education has become a rising concern of researchers (Teichler, 1999; Brandenburg and de Wit,
2011).
Previous scholarly efforts to describe the different international activities, strategies, programs, and
logics in higher education systems have advanced the knowledge and growth of internationalization
and its global engagement over time. Many of the works of Jane Knight (1994, 2003, 2004, 2008, and
2013) are especially noteworthy in this regard and are frequently cited in the literature related to
international higher education. Other scholars, to mention a few, with significant contributions in this
area include Damtew Tefera (2004), Hans de Wit (2002, 2011, 2013), Hawawini (2011), Huang Futao
(2003, 2007, 2009, 2014), Marijk van der Wende (2001, 2007, 2010), Mohamedbhai (2013), Philip
Altbach (2002, 2006, 2007, 2011), Simon Marginson (2007, 2011), and Ulrich Teichler (1991, 1996,
2004, 2009). The International Association of Universities (IAU) periodic global survey report on
internationalization of higher education, the European Association for International Education (EAIE),
and other web pages such as University World News and World Education News and Reviews offer
ample information and data for the study of the internationalization of higher education.
Literally, the internationalization of higher education refers to the academic collaboration between
nation states. Today, however, inter-state collaboration in higher education reflects a narrow
explanation to the concept of internationalization. The instrumentality of higher education for
development and the global interconnectedness of society, culture and above all economy that requires
diverse culture-acquainted and professionally well-trained workforce necessitated the global
engagement of higher education in internationalization. Moreover, the neoliberal philosophy of
competitive marketization, commodification, and self-sufficiency has invited many actors and made
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economic rationale the major driving factor in the strategy of internationalization in most developed
countries.
Consequently, the internationalization of higher education has become a broader socio-academic and
cultural collaboration between or among nation states, institutions, and regions that involves multiple
and

diverse

actors,

rationales,

strategies,

approaches

and

models.

Broadly

speaking,

internationalization is about the processes and strategy of the movements of people, socio-academic
culture, academic programs, institutional systems, and knowledge across political, sector, department,
and cultural borders. Based on the current development of the activities of internationalization, Knight
has defined it as “the process of integrating an international, intercultural, or global dimension into the
purpose, functions, or delivery of post-secondary education” (2004, p. 2). Even though this definition
constitutes several key concepts, it does not indicate the goal or objectives of internationalization. It
suggests that the internationalization of higher education itself is a goal.
However, there is no comprehensive and all-inclusive understanding of the concept of
internationalization of higher education. Internationalization means different things to different people.
Different people understand internationalization in a variety of ways. Some people understand it as a
series of international academic-related activities such as the mobility of students and teachers,
international networks, partnerships and projects, and initiatives of international academic programs
and research. For others, internationalization is the delivery of transnational education through such
arrangements as branch campuses, franchises, and twinning. using a variety of techniques including
face-to-face, traditional distance learning, and the modern internet-based distance learning of Massive
Open Online Courses (MOOCs). More recently, the increasing emphasis on higher education trade
features internationalization. Developed economies have comprehended internationalization as a
means to improve national or international rankings of their institution and to enhance their global
visibility and competitiveness. In contrast, most developing countries understand internationalization
as a means of academic and research capacity building (Gaebel et al., 2008; Genschel and Zangl,
2008; Mohamedbhai, 2013). Many countries and settings consider the internationalization of higher
education as a means to achieve wider goals such as quality improvement, restructuring and enhancing
higher education systems and services (Qiang, 2003). For some, internationalization of higher
education is “any systematic, sustained efforts aimed at making higher education responsive to the
requirements and challenges related to the globalization of societies, economy, and labour market”
(van der Wende, 1997, p. 19). Subsequently, “conflicting dimensions, views, and elements are
emerging in the discourse of internationalisation” (de Wit, 2013, p. 6). For some, it is a virtuous circle
of brain gain, brain circulation, and fund augmentation, and for others, internationalization is a vicious
circle that results in brain drain, low academic performance, and dependency.
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The concept of internationalization, in this study, is concerned with the international mobility and
collaboration of higher education institutions and the academic profession. Partly, due to globalization
and the emergence of the knowledge economy under a neoliberal ideology, conceptually and
practically, the academic mobility of people, program, and institutions/providers persists in being the
major activity and feature of internationalization. Because of the diversified rationales and actors
involved in the process, internationalization influences and shapes the academic function,
composition, and structure of higher education and the academic profession through academic
mobility and program integration.
A theoretical framework to analyze and conceptualize the internationalization of higher education and
the academic profession, with a focus on the regions of Africa, Asia-Pacific, and Europe from a global
perspective is imperative. It is impossible, therefore, to understand the concept of internationalization
without understanding such concepts as higher education/university, knowledge society, knowledge
economy, neo-liberal ideology, regionalization, globalization, center-periphery in higher education,
academic profession, and academic mobility. These concepts comprise the broader theoretical
framework in the analysis of the concept of internationalization. Hence, this chapter briefly explains
these concepts in relation to the concept of internationalization.

2.2. Higher Education/University
In this study, higher education, tertiary education or post-secondary education refers to a tertiary level
of education that awards degree and constitutes various forms of institutions including the university
as the major center of knowledge production, repository, and transmission, through research, teaching,
learning and community services. Due to its significant role in the realm of globalization and the
expectation of the current knowledge society, higher education has become a necessary and important
dimension of development. As centers of knowledge production, repository, transmission and
professional training, higher education institutions are required to produce, not only nationally
pertinent skilled mass citizens but also they are responsible for training and producing citizens who are
ready to work internationally. International citizens are to trainees who are exposed to diverse socioacademic cultural traits and traditions. Such training and exposure could happen through international
academic mobility and exposure. Hence, most higher education systems in the world have a propensity
for internationalization (Zolfaghari et al., 2009).
Moreover, higher education or the university is in the process of linking itself to the wider economy
and shaping the economy. Its integration and influence “involve very different kinds of knowledge
creation and exchange activities; from selling courses to engaging with private patrons, creating
marketable intellectual property, and the development of new economy start-ups” (Robertson et al.,
2012, p. 6). New actors have evolved within and around the university; they play important
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transnational and regional roles between the academy and the wider economy as new relationship
builders through which knowledge production and knowledge marketization will take place
(Robertson et al., 2012). Many other change forces drive the involvement of the higher education
institutions or the university into the wider knowledge economy. The change forces, such as
massification, the intervention of the market-oriented New Public Management, financial austerities
and the search for diversified sources of funding, the increasing growth of applied research and the
burgeoning of market-oriented disciplines and others pressure the higher education, particularly the
university to readjust itself to the new scenario. These are both pressures and responses of the
university to the new features and challenges of globalization or the global knowledge economy.
Concerning massification, higher education systems have had to “expand out” by constructing new
universities, hiring new faculty members, diversifying delivery mechanisms, and allowing and
encouraging the entry of private higher education providers (UNESCO, 2014). Internationalization is
another positive strategic response to the creation of the knowledge society and enhancement of the
knowledge economy. It may be a cause and effect of the advent of the global knowledge economy and
knowledge society.

2.3. Knowledge Society and Knowledge Economy
2.3.1. Knowledge Society
According to Brennan (2008), “knowledge society” refers to the emergence of a new scenario in
which knowledge, information, and knowledge production have become features of societies,
organizations, industrial production, and human lives. Knowledge has always been a driver of
production, economic, and social development. The knowledge society needs the refinement of
knowledge to advance production that would lead to the betterment of life.
In the 21st century, the use of ideas and the application of technology, rather than physical abilities and
the transformation of raw materials or the exploitation of cheap labor, have become imperative in the
global economy. The knowledge economy increasingly relies on knowledge and professionally trained
citizens. Knowledge and economy cross-fertilize (World Bank, 2003). The economy produces the
finance and jobs and, thus, triggers the demand for knowledge. It enables the creation, acquisition,
transmission, and the effective utilization of knowledge by individuals, enterprises, organizations, and
communities to promote economic and social developments. Knowledge enables the economy to
function and advance (World Bank, 2003). According to Peter Scott (2005), the standard accounts of a
knowledge society tend to emphasize three elements of science and information and communication
technologies (ICT), Market, and a dominant global culture.
The knowledge society discourse contains such discussions as technology, human capital, lifelong
learning, and the global migration of workers. Twentieth-century industrial development “relied on the
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knowledge and skills of an elite few but that, now, economies depend on the skills and knowledge of
all people” (Spring, 2008, p. 337). The knowledge society is a feature of the postindustrial period that
requires mass skilled workers (Bell, 1973) and is a shift from blue-collar to white-collar labor, where
the new technology-driven economic development requires feasible ideas, skills, and knowledge than
capital (Drucker, 1993). The growing economic and income inequalities between nations, since the
1990s, are the results of differences in the possession of knowledge and skills rather than ownership of
capital. Changes in human capital created a knowledge economy in which development and wealth are
attached to knowledge workers and ultimately to educational systems (Reich, 1991). Technologysupported education and skillful students with global mindset are required for the global workplace.
The internationalization of higher education is a responsive strategy to the production of such mass
workforce, knowledge, skill, and culture.
The knowledge society plays an important role in economics, culture, and the politics of modern
societies through the acquaintance, generation, and dissemination of knowledge. The emergence of the
knowledge society reshaped the global economy and society. Modern information and communication
technologies have highly influenced the knowledge society. Massification, internationalization,
globalization, and regionalization of higher education have transformed the global economy through
new technologies, communications, and knowledge society.
In this respect, education, above all the role of higher education, is imperative. Unlike in previous
centuries, the importance of education has increased, and it has increasingly become an affair of
individuals, families, national governments and trans-national organizations (Zgaga, 2008). To fulfill
these imperative missions, higher education has undergone changes in governance, academic tradition,
and relations with the state, funding, knowledge production, role, and impacts on society. These trends
and developments observed around higher education have different impacts and interpretations in
different national and institutional scenarios. Moreover, inter alia, the global nature of the knowledge
society has necessitated the internationalization of higher education to an produce international
knowledgeable labor force fitting the global knowledge economy. Society has become more
communicative through technologies and demanded higher education as a means of economic and
social transformation.

2.3.2. Knowledge Economy
The knowledge economy is an important force that has a profound influence on the importance and
operation of the internationalization of higher education. Jiang (2008) has explained the knowledge
economy as consisting of global travel, access, control, increase of knowledge and the growth of
considerable knowledge-based industries and services. Attaining competitive and sophisticated
knowledge and skills and educating “knowledge workers” have become the major enterprise of the
twenty-first century. Higher education institutions are the key operators, agents, and carriers of
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knowledge through the intensification of massification and internationalization. Generally,
globalization has necessitated, facilitated, and quickened the pace of the internationalization of higher
education, while the knowledge economy has further justified the importance of knowledge for
individual and national competitiveness in the global market space. The coupling of these two external
forces with neoliberal principles has driven the internationalization of higher education to shift from
its old forms of academic rationales to the new forms of economic rationales and imperatives.

2.4. Neoliberalism
Neoliberalism is the name widely used for the corporate market ideology. It has developed as a policy
package for reshaping economic and social life. The package varies from country to country but has
much in common. Typical neoliberal policies include marketization, entrepreneurism, competition,
commodification, privatization, individualism, neoliberal leadership and dominance, deregulation, user
pays, global flows of capital, weakening unions, removing legal protections for workers and local
industries, and lowering taxes on high-earning individuals and companies (Murray, 2015; Lynch,
2006).
Neo-liberalism, which has been deeply entrenched in the Western culture, has inherited the core values
of classical liberalism in both its humanistic and economic forms (Lynch, 2006). The defining
characteristics of neoliberalism have many similar principles of classical liberalism, particularly
classical economic liberalism. According to Olssen and Peters (2005), the central shared assumptions
include self-interested individual, free market economics, a commitment to laissez-faire, and free
trade. The liberal theory states that the state and the market are separate from each other and in
opposition to each other. Natural private freedom and natural laws govern the market (Marginson and
Rhodes, 2000). In spite of a clear similarity between neo and classical liberal discourses, the two are
not identical. Olssen and Peters (2005) describe the differences between classical and neoliberalism
based on their conception of the role of the state.
Classical liberalism represents a negative conception of state power in that the individual was
taken as an object to be freed from the interventions of the state; neoliberalism has come to
represent a positive conception of the state’s role in creating the appropriate market by
providing the conditions, laws, and institutions necessary for its operation (Olssen and Peters,
2005, p. 315).
Neoliberal philosophy and policies are also proliferating in higher education institutions, which shape
its relations to the state and market. It has shaped, for instance, the governance, functions and
internationalization of higher education (Marginson and Rhodes, 2000).
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This situation gradually increases the neoliberal managerial control at the expense of the professional
or collegial control in higher education institutions and increases the state’s evaluative power and
demand for accountability, and marketization (Doring, 2002). Likewise, neoliberalism has structured
universities in multiple ways. The university is being pressured to change from being “a center of
learning to being a business organization with productivity targets […] to transfer its allegiance from
the academic to the operational” (Doring, 2002, p. 140). In some countries of Latin America and
Africa, there has been a massive growth of private for-profit colleges and university colleges and the
massification of public higher education institutions. In Ethiopia, for example, over thirty universities
were constructed within 25 years between the 1990s and 2015. Australian universities center on the
internal transformation of a system, in which public universities have been turned, since 1987-1988,
from a broadly cooperative system into a divisive collection of competing firms that charge
deregulated tuition fees; in the 1990s and 2000s, the university sector became an export industry
(Murray, 2015).
Moreover, according to Lynch (2006), in relation to education, neo-liberal philosophy has very serious
implication on higher education because it considers education as a commodity to be delivered on a
market basis to those who can afford to buy it. The reason for this is the principle of providing people
with freedom of choice. This principle has shifted control from the higher education institutions to the
power of the consumer. However, what has been ignored is the fact that what people may want may
not be a choice of university (or public service) but access to an affordable, accessible, and available
university education of a high standard (Tight, 2000). For those with limited resources, choice has not
a primary but a secondary value (Lynch, 2006). The neoliberal principle offers a market view of
citizenship that is generally adversarial to rights, especially to the traditionally state-guaranteed rights
such as education, welfare, health, and other public goods. Education is considered by some
organizations, such as the World Trade Organization (WTO) and the General Agreement on Trade and
Services (GATS), to be a tradable service worldwide. The citizen is defined as a “consumer and
customer.” In this new market situation, responsibility rests on the individual, not on the state. The
role of the state is to facilitate and enable the consumer and market-led citizen (Tooley, 2000; Lynch,
2006; Rutherford, 2005; Spring, 2008).
In addition, neoliberal philosophy advises the state to reduce state subsidization of higher education
and to shift costs to the market principles and consumers (user pays). It demands accountability for
performance and emphasizes the role of higher education in the economy. This last emphasis erodes
the wisdom of knowledge for its own sake. Hence, neoliberal philosophy forces higher education
institutions to commercialize their primary functions and academic products. Higher education
institutions or universities have increasingly engaged in entrepreneurial activity and adapted
themselves to external markets (Marginson and Rhoades, 2002) mainly through internationalization.
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The commercial and marketization trend in the internationalization of higher education is the result of
neoliberal policies and philosophy (Chubb and Moe, 1990; Tooley, 1996, 2000). Representatives of
neoliberal ideology such as the World Bank, World Trade Organization, and the Organization for
Economic Development have emphasized the economic objectives of the internationalization of higher
education. These organizations have prescribed neoliberal policies in the cross-border trade in higher
education services globally. The General Agreement on Trade and Services (GATS) has cemented this
trend by legitimizing the commercialization and commodification of higher education as a service.
Consequently, neoliberalism has become the global agenda and policy of higher education institutions
even beyond neoliberal states (Jiang, 2008). Slaughter and Leslie (1997) have observed that the global
economy is increasingly commodifying students, faculty, and intellectual products of higher
education. This scenario has given birth to what is known as “academic capitalism.” Generally,
neoliberalism has transformed free overseas education offered in the form of international aid into a
device for augmenting money from developing economies. Yet, the evidence is that in economically
unequal societies; only those with adequate resources can make choices, and those with fewer
resources do not have choices at all (Reay and Lucey, 2003). Neo-liberal principles usually favor the
rich and make the rich richer and the poor more insecure and poorer; neo-liberal education colonizes
the heart and minds of academics and students (Lynch, 2006). The trends, according to Marginson and
Rhoades (2002), have global, national, and local implications. They denoted these multiple realities, as
opposed to a single reality of globalization, as the “glonacal agency heuristic.”

2.5. Regionalization and Globalization
2.5.1. Regionalization
Like internationalization, regionalization is not new. It has been increasing in popularity since the
post-WWII era. The post-war scarcity of resources and the importance of international higher
education cooperation for regional development had led higher education institutions to collaborate.
Regional networks in the African, American, Asian, and European higher education dates back to the
1950s and 1960s (Nelson, 2013). An international conference on “University Cooperation and Asian
Development”2 was held at the University of Hong Kong, on 18-21 December 1966. Papers presented
from Taiwan, Japan and the Philippines “not only stressed the need for more regional cooperation
among Asian universities but also placed the increasing drive for ‘regionalization’ in the context of the
internationalization of Asian higher education” (Nelson, 2013, p. 242). This development links

2

29 university delegates came from Hong Kong, Taiwan, Japan, Korea, Singapore, Thailand, Malaysia,
Vietnam, Laos, the Philippines, Sri Lanka, India, Pakistan, Afghanistan, Australia and the United States

20

regionalization and internationalization. Regionalization in Asia will ultimately liberate the people
from colonialism and enhances their development through a speedy accumulation of national capital
and “the prerequisite for autonomous economic development in Asia” is “mutual cooperation and
assistance between Asian universities” (Okochi, 1967, p. 45).
Regionalization is the process of forming a region. It is the process through which states or institutions
come together by geographical relationship and a degree of mutual interdependence to share a
common political, social, and economic project and develop a certain degree of common identity. A
region is an agglomeration of states and institutions with some common ethnic, linguistic, social,
cultural, and historical ties; alternatively, regions are context-based groups of states or part of a state or
institutions that could be established (Hettne, 2005). With its stronger spatial focus, regionalization is
often referred as a process of strong connectedness in the realm of the less connecting process of
globalization (Huang, 2014). It is the process of regional integration or collaboration in which states
and institutions enter into a regional agreement in order to enhance regional cooperation through
regional institutions and rules. Regionalization strengthens capacity through harnessing power and
resources; it is a process that leads to patterns of cooperation, integration, complementarity, and
convergence within a particular cross-national geographical space (Hettne and Soderbaum, 2000).
Although the process of regionalization has the form of a political economy initiative, the objectives of
such an arrangement could range from socio-economic to political to environmental harmonization,
cooperation, and integration. Regionalization can take place either via supranational institutional
structures like the European Union (EU) or through intergovernmental decision-making organizations
like the African Union (AU) or a combination of both. According to Hettne and Soderbaum (2000),
regionalization, inter alia, explicates the formation of many regions and different global polarities that
replaced the post-WWII bipolar (USSR-USA) ideological groupings.
Regionalization is subject to domestic factors, sometimes challenging the nation-state and at other
times strengthening it. Regionalization is a complex process of change that involves state and nonstate actors; and occurs because of global, regional, sub-regional, national, and local initiatives (Hettne
and Soderbaum, 2000). The European Union (EU), the Association of South East Asian Nations
(ASEAN), the African Union (AU), MERCOSUR and so on are some examples of regionalization,
and the process of inter-regional relations is known as inter-regionalization. The emergence of
regionalization in the different parts of the world has given rise to the process of inter-regionalization.
A typical example of interregional collaboration is the relationship between the European Union (EU)
and the Association of South East Asian Nations (ASEAN) through Asia-Europe Meeting (ASEM).
Regionalization is a mechanism of harnessing power and resources to strengthen global economic
competitiveness through the development of the knowledge society. It implies that nation-states have
limitations of power, resource, and capacity over education, which means limitations in the knowledge
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economy. The global competitive economy requires a community level of integration, such as the EU,
rather than the struggle of individual member states. It is a regional capacity building to resist the
unintended impacts and challenges of globalization. In this sense, regionalization has similar
intentions as those of internationalization, though on a different scale and scope. Various actors have
begun to operate in the new regional arenas to respond to new challenges of globalization. For some,
regionalization is a strategy to challenge hegemonic dominance or unequal global competition and a
means of strengthening the capacity of regions in the global competition. Regionalization is an inhouse process that frames and structures the human, financial and natural resources into a unit to
strengthen the power of competitiveness and to smooth down in-house competitions and to protect the
region from the unequal influences of others (Robertson et al., 2012). In this sense, regionalization is a
counter-process of globalization.
Regionalization is endogenous in the level of its regionness and formed a level of the process of
globalization (forms part of a global structural transformation) and exogenous in challenging the
hegemonic impacts of globalization. It forms a supranational geographic region where socio-economic
and political sectors are converging or operate in a harmonized pattern (Hettne, 2005). Different forms
of regionalization, through influential policies and strategies like the Bologna Process, influence the
world. For Hettne (2005), regionalization and globalization are related and different transformations of
the new world order. “Regionalization and globalization represent related but different aspects of the
contemporary transformation of the world order; globalist and regionalist political projects may have
different impacts at different point in time (Hettne, 2005, p. 548).
As portrayed in the figure below (Figure 2.1.), regionalization and globalization pose mutual
challenges and/or reinforce each other. Both manifest not only linear trends but also differences.
Regionalization, in some ways, reinforces globalization, but it also tries to lessen the range of the
spatial interconnection and protect the region from unintended impacts of globalization. Globalization,
in contrast, intends to enhance a wider range of interconnection without considering differences and
impacts.
Figure 2. 1. Interactive Relationship between Regionalization and Globalization

Author’s Illustration
In terms of education, regionalization aims at building and strengthening the skills, knowledge,
competences, and academic culture required to build and strengthen regional socio-economic, cultural,
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and political developments. Regionalization at to converge and harmonize regional higher education
systems and challenge unintended impacts of globalization and unequal competition (Hettne, 2005).
The European Union is trying to Europeanize higher education through the Bologna process and other
strategic principles, so that Europe will be strong enough to compete successfully against the rest of
the world. The regionalization of higher education could be an extended form of internationalization
that could also lead to a regional form of globalization (Marginson and Van der Wende, 2007).
Internationalization, in contrast, checks the unintended challenges of both regionalization and
globalization by limiting the collaborative space to smaller sizes of mutually attracting states or
institutions.
The three regions under discussion have established some form of regionalization for cooperation,
harmonization, and defense from unintended global challenges. The process of Europeanization was
inaugurated since the 1950s. In 1957, the Rome Treaty established the European Economic
Community. Subsequent activities gave birth to the European Union (EU). Among others, the EU has
favored the process of higher education convergence through the Bologna process. The Bologna
Declaration of 1999 initiated the process of improving the level of harmonization among national
higher education systems in the region of Europe, particularly towards greater transferability of credits
and portability of degrees. Broadly, the Bologna Declaration has initiated the Europeanization process
of the European Higher Education Area (EHEA) and European Research Area (ERA) (Edwards,
2004).
Different countries of Asia-Pacific have embarked on higher education reform programs to enable
universities to best serve national and regional socio-economic development. Moreover, to strengthen
their global competitiveness and enhance regional cooperation, some Asia-Pacific countries organized
themselves on a regional basis. Knowledge-based activity has moved to the front stage in the
economic, cultural, and government agendas in the region. The Asia-Pacific regional dynamics
includes the formation of the Association of South East Asian Nations (ASEAN) in 1967, and the
ASEAN University Network (AUN) established in 1995 (Quy, 2010). The AUN was established
composing of the leading universities and colleges in ASEAN member countries. The major objective
of AUN “is to strengthen the existing network of cooperation among universities in ASEAN by
promoting collaborative study and research programs on the priority areas identified by ASEAN.” 3

3

http://agreement.asean.org/media/download/20140422153629.pdf, (accessed on12 March 2015).
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Africa has also witnessed similar trends of regionalization in the development of higher education.
The idea of regionalization in the continent of Africa varies, and it is complex and articulated in
different forms (Sehoole and de Wit, 2014). Logically, Africa could be considered to be a single
region that shares similar colonial socio-economic and cultural legacy. It involves multiple actors
ranging from colonial to national, regional, and international bilateral and multilateral agencies.
Interregional establishments operated by such actors as the European Commission and other
interregional non-governmental organizations exist. There are also continental and sub-regional
formations represented by such actors as intergovernmental and non-governmental bodies like the
African Development Bank, African Union, Association of African Universities, South African
Regional Universities Association, and the Inter-University Council for East Africa. Regionalization
in Africa also includes geographic areas or communities such as South Africa, West Africa, East
Africa, and North Africa. Regions are also conceived based on culture and language, such as
Francophone Africa, Anglophone Africa, Arabophone Africa, and Lusophone Africa (Sehoole & de
Wit, 2014).
In addition, regionalization has accelerated global convergence and partial integration through interregionalization and nation-region partnership. The Asia-Europe Meeting (ASEM) and Sino-African
Partnership are important elements in this trend of global collaboration (Qiang, 2003). However,
regional differences and the unequal processes of internationalization and globalization have immense
and diverse impacts. These developments have compelled the less-developed higher education systems
and institutions to imitate and use Western models of higher education and hence to occupy a
peripheral status in the global higher education space. Most institutions have envisaged Western
systems and practices as references or role models “to recover from the isolation” (Zgaga et al. 2013).
Nevertheless, the socio-economic development in Asia-Pacific in general and particularly Japan, South
Korea, Taiwan, Hong Kong, Singapore, China, and India and so on seems to alter the balance of
power in the global geopolitical economy, including the higher education space and hierarchy.
Apparently, the “West” considered the “East” to be both a strong rival in the global competitive
hegemony and a productive source of future cooperation (Marginson et al. 2011). Unlike Asia-Pacific,
however, Africa has continued to be a periphery. Africa, particularly in the era of globalization and
internationalization, has faced such challenges of financial austerity, massification, foreign influences
and pressures, and brain drain (Damtew and Philip Altbach, 2004). In the realm of internationalization,
Africa has found itself sandwiched between the dilemmas and paradoxes of academic capacity
building and brain drain.

2.5.2. Globalization
Even though the word “globalization”, in its contemporary meaning, has used since the 1960s, and
internationalization is an older and more limited practice, understanding the concept of globalization
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helps to conceptualize internationalization. Literally, globalization refers to worldwide phenomena
that deal with economic, political, cultural, and technological interconnectedness. It is wider than
internationalization and regionalization in both spatial and thematic scopes (Huang, 2014).
Globalization is not a single or universal phenomenon. It is nuanced according to locality (local area,
nation, and region), language(s), academic cultures, and type of institution (Marginson and van der
Wende, 2007).
Likewise, globalization enhances competition that does not take place on level ground. Nations and
institutions bring varying capacities and agendas to global exchange because nations are not on the
same level of development. Transnational flows of phenomena of globalization between nations are
not symmetrical. Globalization operates against the sovereignty of nation states and without
considering their socio-economic levels, and it is a process of bringing the world into a single
village/model. Internationalization and regionalization, however, respect sovereignty, and both are
policy-driven processes. In their educational operation, both internationalization and regionalization
serve globalization by generating new knowledge, cementing the knowledge economy and knowledge
society, and producing competent global citizens who drive the world further (Marginson and van der
Wende, 2007).
There are different opinions on the first usage of the term globalization with its contemporary
meaning. Although the origin of the term goes back to the 15th century, Canadian sociologist and
professor Marshall McLuhan used the phrase “global village” in 1960 (Dulupcu and Demirel, 2005).
According to Dulupcu and Demirel (2005), globalization passed through three major stages in the
15th, 19th, and 20th centuries. The West initiated the First Stage (1490) of globalization through the
phenomena of the Great Geographical Discoveries and the subsequent building of the global colonial
empires. The early period of industrialization (1870s) and institutionalization (1890s) initiated the
second stage (1890) of globalization. The socio-economic gap widened between the West and the rest
of the world because of the utilization of technology after the industrial revolution. The industrial west
established marketplaces and sources of raw material in countries that had not experienced the
industrial revolution. Increased competition finally resulted in conflicts that triggered the two world
wars. The world changed in many respects after the First and Second World Wars. Almost all the
usual balances (monarchial and colonial) collapsed, and a new formation in the world started as
demonstrated by the Cold War diplomacy represented by the USA and USSR. Thereby, two poles and
two blocs formed in the world, and divided the third world into their respective ideologies. The end of
the Cold War diplomacy triggered the third stage of globalization (1990). The number of independent
states increased, and conflicts accelerated. Identity conflicts or nationalism reached their peak in the
underdeveloped countries. The emergence, intensification, and competition of the knowledge economy
characterize this stage as well.
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The word “global”, according to the Oxford Advanced Learner's Dictionary, is derived from the Latin
term globus, which means something that is covering or affecting the whole world. The concept of
globalization is developed from the term “global”, which means, “undertaken entirely” (Dulupcu and
Demirel, 2005). Contemporary globalization is a complex concept. It could be understood in terms of
“the idea of a conceptual triangle,” as a word, as a means of referring to certain ideas (social
phenomenon), and as connotations and interpretations (Valimaa, 2004).The figure below (Figure 2.2.)
shows the three stages, as explained by Dulupcu and Demirel (2005), in terms of impulses, process,
medium, political impact and effects.
Figure 2. 2. Stages of Globalization
Stages
/Year
1490

Impulse

Process

Medium

Nautical/Maritime
developments

1890

Industrialization
and its
institutional
requirements

To get the God’s
religion to the
pagans
Burden of the white
man, humane
mission, racialist
theories

1990

Multi-National
Companies in
1970s,
Communication
Reform in 1980s,
Disappearance of
Competitors of the
West in 1990s

Profit and then
military
occupation
Evangelists,
then explorers,
then
companies and
finally
occupation
CulturalIdeological
effect,
therefore
countrywide
spontaneous
effect

Highest level of
civilization,
governance of
international
community,
“invisible hand” of
the market,
globalization

Political
impact
Empires and
Colonization

Effects

Nation
States

Imperialism

Regional
and global
Economic
Integrations

Globalization

Colonialism

Source: (Dulupcu and Demirel, 2005)

Moreover, globalization as a social phenomenon refers to the change processes in the forms of
industrial production and societal patterns. From this perspective, globalization refers to the process of
changes in the role of nation states and the higher education in the global, international, or regional
scenario (Valimaa, 2004). Contemporary globalization is a geospatial process of growing
interdependence and convergence that has been enhanced through technological and economic
interconnectedness (Marginson et al., 2007).
Globalization is understood as sets of changes in which everyone looks at the concept from their point
of view, interest, and context. Some consider it as a loss of culture and cultural heritage in the presence
of a dominant Western culture, including higher education and all its aspects. Others observe the
connective aspect of globalization as a good opportunity to learn from others (Burbules and Torres,
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2000). Globalization is primarily a “perceived set of changes, a construction used by state policy
makers to inspire support for and suppress opposition to changes” (Burbules and Torres, 2000, p. 2).
Held et al. (1999) identify three different schools of thought regarding the concept of globalization.
These schools of thoughts are hyper-globalizers, sceptics, and transformationalists. Each represents a
“distinctive account of globalization” or attempts to understand the social phenomenon of
globalization. For the hyper-globalizers, contemporary globalization represents a new era where
peoples of the world are increasingly subject to global marketization. The sceptics, in contrast,
consider globalization as essentially a myth, one that camouflages the reality of an international
economy increasingly segmented into three major regional blocs (USA, Europe, and Asia-Pacific)
within which national governments remain very powerful. Transformationalists see contemporary
globalization as historically significant. According to them, globalization presents a highly uncertain
world in which states and societies across the world are living through a process of overwhelming
change and interconnectedness (Held et al., 1999).
The main difference between these three interpretations of globalization is their perception of the role
of the nation-state. The hyper-globalization thesis maintains that globalization is primarily an
economic phenomenon in which institutions of global and regional governance take on a bigger role
while the sovereignty and autonomy of the state fade away (Held et al., 1999). The sceptics consider
internationalization to be a more relevant phenomenon than globalization because global interactions
are predominantly taking place between national economies. For most sceptics, the current evidence
shows that what is taking place is a significant degree of regionalization and that the world economy is
evolving in the direction of three major financial and trading blocs of Europe, Asia-Pacific, and North
America. Furthermore, sceptics consider globalization and regionalization to be contradictory
tendencies. Those viewing the situation from skeptical perspectives also hold that globalization and
economic internationalization are primarily Western projects. The transformationalist thesis
understands globalization to be a historically unprecedented process. It is conceived as a powerful
transformative force, which is responsible for “a massive shake-out” of societies, economies,
institutions of governance and that triggers uncertain new world order (Held et al. 1999, p. 7). The
transformationalists see globalization as a long-term historical process shaped by contextual factors.
They believe that contemporary globalization is reconstituting the power, functions, and authority of
national governments. They consider “the nation state as a self-governing autonomous unit appears to
be a more normative claim than a descriptive statement” (Held et al. 1999, p. 7). Accordingly, nationstates are no longer the sole centers or the principal formats of governance or authority in the world
because authority has become increasingly diffused among public and private agencies at local,
national, regional, and global levels (Marginson, and van der Wende, 2007).
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Globalization is an uncontrolled (not policy-driven) and multidimensional geospatial process of
growing socio-economic and cultural interdependence or interconnectedness and convergence through
the steady development of technology and movement of capital, knowledge, trade, culture etc. to
create a “global society” (King, 2004; Marginson, and van der Wende, 2007). It refers to the wider
flows of capital, technology, economy, knowledge, people, values, cultures, information, and ideas
across a wider spectrum of borders (Hay and Marsh, 2000; Knight, 1999b). The changes or the new
global environments include information technology, the use of a common language for scientific
communication, the imperatives of mass demand for higher education and societal needs for mass
trained personnel, the Mode 2 research paradigm and so on. Globalization crisscrosses many national
borders (Marginson and Rhoades, 2002; van der Wende, 2010).
Valimaa (2004) has concluded that globalization is an argumentative issue both as a concept and as a
social phenomenon. The challenges to conceptualize globalization emanate partly from the failure of
the academic debates to comprehend the relationship among the social phenomenon, the changes in
industrial production patterns, and the development of societies in the discussion of the meaning of the
concept. Partly, the challenges stem from the involvement of different scholars, who attempt to
conceptualize globalization from different perspectives.
For this particular study, globalization is a combination of economic, technological, and socio-cultural
changes and interconnectedness. Higher education is part of these changes of globalization, because
higher education and research are key elements in the formation and change of the global
environment. Higher education produces knowledge and enables society to survive, sustain itself, and
change (Marginson and van der Wende, 2007). In the 21st century discourse, even though it is not
universal and uniform, globalization has already profoundly affected higher education institutions. The
increasingly interconnected world economy, new information, communication technology, the
emergence of an international knowledge society and network, the role of English as an international
language, and other forces of globalization, which are beyond the control of the academic institutions,
have affected, with varying intensity, the global higher education institutions (Altbach et al., 2009).
The globalization of higher education has taken the form of commodification. It has been transformed
into a cross-border market-oriented process (Langthaler, 2010). Higher education commodification
and marketization refer to cross-national trends and implications such as student markets, cross-border
higher education programs and providers, internet-based technologies, the global knowledge economy,
massification, and privatization of higher education (Meek, 2007). In this respect, globalization and
internationalization are mutually reinforcing. According to Langthaler (2010) and Varghese (2008),
transnational or cross-border higher education provision is the most instrumental example of higher
education globalization.
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However, because of different stages of technological advancement, globalization affects higher
education systems and institutions differently in different regions, and it causes some challenges and
unintended impacts. It has made study and work easier for some scholars, and for others, it has
reinforced the prevailing inequalities and generated new barriers to education by making competition
more demanding and unequal. For instance, for the UK, the global dimension of education reflects the
market perspectives, while it is associated with aid and development in the Netherlands and
Scandinavian countries (King, 2004). For Central and Eastern European countries, the global
dimension of education refers to the process of rejoining Europe after 1990 and becoming more
American in the sense of embracing the market. Developing regions see the global dimension of
higher education as a means of cooperation to enhance academic standards and capacities (King,
2004). The unintended impacts and challenges imposed by globalization have increased the need for
both internationalization and regionalization. From this point of view, the internationalization and
regionalization of higher education are strategic responses to the challenges of globalization. Unlike
globalization, which is mainly an information and communication technology-driven process, more
readily government, institution, or academics initiate the processes of internationalization and
regionalization (Marginson & van der Wende, 2007). Both internationalization and regionalization are
controlled by a variety of policies and programs that higher education institutions and governments
implement to respond to the impinging and unrestrained phenomena of globalization (Altbach et al.,
2009). Higher education institutions are both agents (that drive globalization through knowledge
production and training) and objects of globalization (globalization impacts them) (Scott, 1998;
Castells, 2001; McCarney, 2005; Bloom et al., 2007; Marginson and van der Wende, 2007).
Moreover, internationalization may constitute local, national and global dimensions (the “glonacal”
dimension) more closely together (Marginson and Rhoades, 2002; van der Wende, 2010).
The relationship between globalization and internationalization in terms of higher education is
confusing. The terms are not easily discerned and correlated. The two terms are often confused with
one another. However, for most practical purposes, it is impossible to keep the two phenomena
entirely separate and at the same time, it is impossible to consider them conceptually identical.
Globalization and internationalization are not the same but have some relationships and interactions.
According to Altbach (2002, p. 1), “globalization refers to trends in higher education that have crossnational implications,” such as marketization and commodification of academic works, student
markets, information and communication technologies, the global knowledge economy and
massification and privatization of higher education (Meek, 2007). The globalization of higher
education has resulted in an array of exchange programs and curricular initiatives, which seems to be
greatly supported by researchers than teachers and it is worldwide (King, 2004). In contrast,
internationalization “refers to the specific policies and initiatives of countries and individual academic
institutions or systems to deal with global trends,” such as international mobility of people,
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knowledge, and research collaboration (Altbach, 2002, p. 1). In doing so, however,
internationalization does not escape marketizing and commodifying higher education.
Globalization is more transformative than internationalization. In addition to higher education,
globalization affects the communication, economic, cultural, and political cores of nations.
Internationalization does not immediately affect the economic, social, political, and cultural
boundaries of the nation-states that are closely internationalized. In this sense, internationalization
concentrates in the higher education institutions and their people and leaves the wider socio-economic
and political lives of the peoples of the partner nations largely unaffected immediately. In contrast,
globalization has a broader productive potential to remake the daily practices of people working in
higher education and beyond, expressed mostly in the research universities and in the most globalized
areas such as research, science, policy and executive leadership (Marginson and van der Wende,
2007). It can be argued that universities have always had an international dimension, and hence, they
are essentially international institutions. However, globalization accelerates the activities of
internationalization within universities through technological advancement. In contrast, the
intensification of university internationalization activity reinforces and accelerates globalization
(Maringe and Foskett, 2012). From the above discussion, it is becoming clear that trends in
internationalization and globalization do not always reinforce each other. Both internationalization and
regionalization are continually trying to check the unintended impacts of globalization through policy
initiatives, programs, and choices of partnership.
Figure 2.3. below illustrates the complex interplay among the three processes of internationalization,
regionalization and, globalization. The assumption, in the diagram below, is that internationalization,
unlike regionalization (which apparently focuses on a particular region), could be limited within
particular region states or surpasses and connects different region states and institutions on limited or
broader spectrum. Internationalization assumes to grow from limited units to more enlarged units. Yet,
it tries to control or suppress the challenges of regionalization and globalization through a preferable
selection of partner, policy driven collaboration, strategies, programs, and respecting national
sovereignty. In doing so, internationalization reinforces both regionalization and globalization; at the
same time, it limits their challenges. Regionalization and globalization are mutually challenging,
reinforcing, and strengthening or also call for more specific internationalization. Wider partnership
may result in loose interconnectedness and produces many unintended impacts. Hence, from practice,
countries need a more controlled, limited, and equal interconnection and partnership than wider,
uncontrolled, unequal, and complex inter-dependence. If a region constitutes more states or
institutions with varying levels of development, then the process of regional integration will be more
complex. Because of the different levels of development and capacity that constituents have,
partnerships will be unequal and result in lopsided benefits. In this case, sub-regionalization and more
limited internationalization could be a possible resolution. The regionalization of the Western Balkans,
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within the wider EU and many sub-regional formations in Africa, are instrumental examples for the
need of lesser levels of collaboration between countries.
Figure 2. 3. Relationships of Internationalization, Regionalization, and Globalization

Author's Illustration

2.6. Center/Core and Periphery in Higher Education
In this study, center (core)/periphery dichotomy designates a relational pattern in which central groups
of higher education institutions interact among themselves, and a group of peripheral higher education
institutions interact mainly with the center and to a minor extent among themselves. The concept of
center and periphery in higher education implies that the “central” institutions are research-oriented,
command better infrastructure, and are part of the international knowledge system, while “peripheral”
institutions are not well equipped and therefore more dependent on the center (Lepori et al., 2013).
Centers are also beneficiary dependents on the periphery. Most of the developing world higher
education institutions are considered to be peripheral institutions because most of them depend on
higher education institutions in the industrialized world for models, research, systems, and principles
(Altbach, 2006b), which may not fit their contexts. In addition to their own established infrastructure,
central higher education institutions benefit from better access to resources, collaborations, and people
from the periphery. The center-periphery in higher education institutions has practical implications on
the distribution of funding, mobility of researchers, and students’ choice. The competitive neoliberal
market orientation in the functions of higher education institutions increases the level of contrast
between core and periphery, as the logic of competition will tend to reinforce status hierarchism via a
selective distribution of resources (Lepori et al., 2013).
In the last three decades, the concept of center-periphery was widely used to analyze the global
relationships between higher education institutions/universities in the developed, emerging, and
developing countries. It has been suggested that the rich countries with historically established higher
education institutions/universities, academic traditions, experiences and intellectual and financial
resources, significantly dominate the function of higher education in the less developed parts of the
world. Similarly, within national and regional higher education systems, the best-established
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institutions predominate the rest in a kind of center-periphery relationship. It has been argued that the
peripheries would seek to imitate the best experiences and standards of higher education institutions in
a kind of isomorphic relationship (Zgaga et al., 2013).
In the process of internationalization, a center and periphery structure is a general feature of European,
Asia-Pacific, and African higher education systems. A center-periphery dichotomy could also exist in
national and regional higher education systems. In the view of internationalization, Europe, AsiaPacific, and North America are “the top ranked geographic focus for internationalization activities by
higher education institutions” (IAU, 2010, p. 25) of the world. From the perspectives of the
internationalization of higher education, the rationales of central and peripheral higher education to
engage in internationalization are different. For instance, the aims of the Western Balkans are different
from Western Europe. The internationalization of higher education in the Western Balkan region, a
periphery in the European higher education space, has a political intention, and its rationales manifest
different priorities. For the Western Balkans region, internationalization has been considered to be a
means of supporting national higher education reforms and institutional capacity building; while it has
been intended to enhance the global and regional competitiveness and to augment revenue in Western
Europe. The internationalization of higher education was also considered as a means of regional policy
transfer, particularly harmonization and modernization of higher education. In the Western Balkan
region, international/regional (EU) cooperation carries out most internationalizations activities because
the fund comes from international organizations, and regional/European programs such as CARDS,
TEMPUS, and Framework Programs (Zgaga et al., 2013).
Africa, as a periphery region, engages in internationalization for academic improvements in higher
education. The internationalization of higher education, particularly in Africa, has been intended “to
increase the visibility of African universities in areas such as Research and Development, and increase
the contribution that the institutions are making to the development of Africa, and open channels for
Africa to benefit from the global stock of scientific knowledge” (Ogachi, 2011, p. 14). To “strengthen
research and knowledge production” is the number one rationale for African higher education
institutions (IAU, 2010, p. 64). It is also a promise of research networking, capacity building, and the
establishment of partnership. These packages may be contrary to the locally initiated process of
indigenizing research and innovation in African universities (Sawyerr, 2004; Ogachi, 2011; Barrett et
al., 2014). The key challenge to African higher education/universities in the age of internationalization
and globalization, according to Ogachi (2011), is to explore how academic programs can be aligned to
supporting local and regional economic development, eradicating poverty, and promoting sustainable
use of natural resources. Internationalization has to contribute to a situation where knowledge creation
in the African higher education institutions is based on Africa’s research needs and priorities, and
helpful to improve the regional and national socio-economic challenges (Sawyerr, 2004).
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Currently, Asia-Pacific may occupy a semi-peripheral position as a region. This is because, in some
ways, it is becoming a competitive power and challenging the Western world. According to IAU
(2010, p. 21), the top rationale for internationalization, except for Africa, is to “improve student
preparedness for a global/internationalized world.” However, 76% of the respondents accommodate
less than 5% of international undergraduate students, and around 48% of the 76% offer the opportunity
to have international experience to less than 1% of their undergraduate students (IAU, 2010, p. 63).
There is a discrepancy between the practice and the theoretical rationales for engagement in
internationalization.
For this particular study, the center-periphery dichotomy refers to the influential/persuasive/dominant
and the influenced/impacted/dominated corridors of the global higher education space. Higher
education institutions/universities in weak economic resources will find it very difficult or virtually
impossible to join the top academic tiers. Generally, most academic institutions and systems in
developing countries belong to the periphery segment of the academic category. They depend on the
centers for research, communication of knowledge, advanced training, and even higher education
governance.
The “powerful universities” are relatively privileged and occupy the top tier and are considered to be
the “centers” (Enders, 2007). In the change trends, center higher education institutions are located in
the wealthier countries of the global North. In these countries, the prestigious higher education
institutions use, in addition to national/local languages, global language, particularly English. They
enjoy relatively high academic freedom, benefit from better resources including better funding,
possess better infrastructures such as libraries and laboratories for research, and academic staff with
standard qualifications, traditions, experience, and legislation (Altbach, 2007). Well-established and
powerful higher education institutions/universities have always governed and dictated knowledge
production and distribution, while weaker institutions and systems with fewer resources and lower
academic standards, traditions, and experiences have tended to follow in their path. Academic centers
provide leadership in all aspects of science and scholarship, such as research and teaching, the
organizational patterns and directions of universities, and knowledge production and dissemination
(Altbach, 2007). This has made them the center of the world academic systems, which has placed
them in a powerful and comfortable position (Altbach, 2004; Enders, 2007), where less equipped
others come to learn and imitate.
Higher education institutions and the academia that need to be part of the international higher
education community through cooperation but which are not considered to be equal partners and,
therefore, are obliged to imitate experiences and policies of “powerful universities” could be
considered as the major groups of the periphery. This is their foremost problem, which hinders them
(institutions and academics) from actively participating in and benefitting from the internationalization
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of higher education that others enjoy. These are second-class institutions and systems and are
considered to be “peripheries” (Enders, 2007). They are dependent on the center higher education
institutions.
However, the center-periphery higher education dichotomy is not static. It is the product of historical
tradition and socio-economic circumstances that have a strong impact on the conditions of the
academic profession, the key driving force in higher education (Enders, 2007). Historically, in the
Middle Ages, some universities in Europe very rarely attracted students from the whole of the
Christendom. Only Paris and Bologna Universities, and during the 15th century, the University of
Padua were able to attract students from most of the Middle Age Christian region. Even in these
universities, students recruited from the surrounding regions made up the core of the student
population. Others, including Orleans, Oxford, Salamanca, Prague, Louvain, etc. universities,
recruited students from the “national,” or indeed, regional, or even local area (Rȕegg, 1992).
Generally, some universities influence others due to their historical advantage of the relative quality of
teaching, research, programs, curriculum, system, and governance. In the 21st century, with minor
variations, global developments such as globalization, knowledge economy, knowledge society,
regionalization, and the internationalization of higher education have pushed these historical
circumstances further. The academic world, however, continued to be hierarchical in that research
higher education institutions and universities set standards and shape thr academic mobility of people,
programs, and providers. More academics (students and teachers) flow from peripheries to centers;
circulate within the centers, and more programs and providers travel from centers to peripheries
(Enders, 2007).

2.7. The Concept of Academic Mobility
Academic mobility or cross-border education is the major feature of internationalization. In analyzing
the available literature on international academic mobility, it is important to note that there is an
enormous heterogeneity of terms, concepts, definitions, and information. Historically, academic
transnational mobility refers to students and teachers and is defined as the crossing of national borders
for the purpose of studying or teaching in higher education, engaging in research or consultation with
fellow colleagues in other higher learning institutions (Lanzendorf and Kehm, 2010). Particularly for
Europe, the golden age of academic mobility was the Middle Ages, where there were only a limited
number of cosmopolitan universities across the Christendom and where similar study programs were
offered in Latin. This enabled students and faculty to gain academic experience at different institutions
across the region. One of the best-known wandering scholars of that time was Erasmus of Rotterdam,
whose name was later given to the largest European academic mobility program and cooperation
(European Community Action Scheme for the Mobility of University Students (ERASMUS)
(Lanzendorf and Kehm, 2010, p. 559).

34

Currently, internationalization is not only about the mobility of people. It includes the mobility of
programs and institutions or providers in different forms. In addition to “internationalization at home,”
internationalization constitutes an important component of the academic mobility of teachers, students,
programs, institutions/providers, and/or course materials across national, institutional, departmental,
and sector jurisdictional borders. Students are travelling to study. Peripatetic teachers and researchers
are travelling to teach, engage in research, and participate in conferences in foreign countries (OECD,
2004b). The emergence of the phenomena of globalization, the rapid transformation of higher
education, and the need to train a large number of skilled and professional international students have
prompted the modern academic mobility of people (students and teachers), programs, and institutions
and providers.
Academic mobility can be institutional, geographical, international, sectoral, departmental, or virtual
(Musselin, 2004; European Science Foundation, 2013). Academic mobility constitutes a wide range of
short-term provisions, such as internship placements, research stays, summer schools, language
courses, and voluntary work (EACEA, 2012). For the purpose of this study, academic mobility is
defined as the mobility of people, programs, institutions or providers across national borders.
Academic mobility is closely linked to the attractiveness of higher education institutions and is the
major manifestation of internationalization.

2.7.1. Student Mobility
International or mobile students are defined as students who cross a national border and move to
another country with the objective of studying. Student mobility could be categorized as degree or
credit mobility. Degree mobility is a long-term form of mobility with the aim of getting a degree or
certificate from the country of destination. Credit mobility, in contrast, is a short-term mobility type
aiming at collecting credits from a foreign country in the framework of a credit transfer system. In this
case, a student begins a program at the home institution, travels to other institution(s) for an agreed
part of the program, and then returns to the home institution in order to finish the study or the program
(EACEA, 2012).
Four development phases of student mobility are identified on the basis of the experiences of the
United States and Europe (Baron, 1993; de Wit, 2002). The first phase lasted until the mid-1970s.
One-way student flows characterized this phase. It was a flow of students from the global South to the
global North, or it was a flow of students from less developed countries to the developed countries.
Students travelled mainly to the United States, France, the USSR, Germany, the UK, Canada, and
Italy. This student mobility is known as vertical degree mobility because students were traveling from
low economic areas to high economic zones and their aim was to obtain a degree (Teichler and Jahr,
2001). The second phase of student mobility covers the period from the mid-1970s to 1987. Wellelaborated political strategies and, in addition to the global South to North mobility, the increasing
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mobility of students between or among the higher education systems of the developed countries
characterize this second phase. In other words, horizontal student mobility was started in addition to
vertical mobility. Horizontal mobility has been mobility between or among similar levels of higher
education systems. Moreover, during this phase, students did not want to obtain a degree abroad. They
spent part of their study period temporarily at a foreign higher education institution. The expansion
and development of this type of mobility enabled home institutions to recognize learning abroad. In
Europe, the most important destination was the United Kingdom (Teichler and Jahr, 2001). According
to Lanzendorf and Kehm (2010), the introduction of the European support program, ERASMUS, in
1987, inaugurated the third horizontal academic mobility phase that lasted until 1999. The fourth
phase was started with the Bologna Declaration that year and remains active.
As a result, student mobility increased by 41% from 1975 to 1999. In 2004, there were around 2.5
million mobile higher education students in the world (UNESCO, 2006). The number of mobile
students grew from 800,000 in 1975 to 1.136 million in 2005, to 3.04 million in 2008, and to 3.71
million in 2009. In 2010, globally, there were 4.12 million students studying in a higher education
program outside their country of citizenship. This mobility figure represents a growth of 38% (2005),
19% (2008), 11% (2009), and a 99% increase since the turn of the century when there were just over
two million students studying outside their country of origin (Clark, 2012).
In 2004, Asia-Pacific contributed 30% of the international mobile students, of which half of them
came from China alone. While the number of outbound student participation stagnated in Europe
(77% circulate within the region of Europe), it is the lowest in the USA (0.2%), and countries of subSaharan Africa contribute (6%), on average, the highest share of the internationally mobile higher
education students studying abroad for more than one year. Nevertheless, Western Europe and North
America represent the major receiving countries of international or mobile students (UNESCO, 2006)
International student mobility to OECD countries has doubled over the past 20 years. In the mid1990s, OECD countries received around 85% of the world’s foreign students. Europe is the largest
receiving region, but North America ranks first in terms of openness to other regions. Asian students
represent 60% of the North American intake of foreign students. About 57% of foreign students in
OECD countries are from outside the OECD area. With 43% of all international tertiary-level students
in the OECD area, Asia-Pacific is sending the largest tertiary-level students abroad, followed by
Europe (35%), Africa (12%), North America (7%), South America (3%), and Oceania (1%). China has
the largest students learning abroad, followed by Korea (5%), India (4%), Greece (4%), and Japan
(4%). About 70% of all Asian student study in the three leading English-speaking destinations of the
United States, the United Kingdom, and Australia (OECD, 2004b). In 2006, 120,000 Chinese students
studied in the European Union, of which 42,000 only returned home. The European Union also sent
22,600 students to China (GHK, 2011).
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Probably due to the impact of imbalanced internationalization and challenges of globalization, the
regional mobility of students also reflects a growing trend. Europe is the most popular region for the
mobility of students within the region of Europe. In Europe, 39% and 41% of the total international
students came from Europe itself in 2009 and 2010, respectively. In the EU, 76% of all international
students came from other EU countries. Regional mobility is also growing in Asia-Pacific and Africa.
In 2010, Korea enrolled 94.5%, and Japan registers 93.2% of its international student from Asia
(Clark, 2012). The numbers of international students in South Africa, for example, grew from about
12,500 in 1994 to nearly 53,000 in 2003 and then to 64,784 in 2010, which is equal to 7.25% of the
total South African student body. In 2010, the majority of the international students, which is about
46,496 or 77.8%, came from other Southern African Development Community (SADC) countries
(Kishun 2007). Based on the 2004 data, Varghese (2008) asserts that the growing trend and pattern is
more intra-regional than inter-regional.
Figure 2.4. presents the 2004 UNESCO-UIS data of international students based on host and origin
regions. Accordingly, it manifests that intra-regional flow is becoming stronger than inter-regional
mobility. The following Figure 2.5. is derived from Figure 2.4. above. Accordingly, East Asia and the
Pacific accommodate more than 70% of its international students from the same region. Central Asia,
Latin America and the Caribbean, and sub-Saharan Africa draw more than 60% of their international
students from their own region. North America and Western Europe recruit 25% from their respective
region, and the rest of their international students come from the rest of the world.
Figure 2. 4. Distribution of International students by Host and Origin of Regions

(Source: UNESCO-UIS, 2006)
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Figure 2. 5. Global and Intra-regional Share of the Internationally Mobile Students, 2004
Regions and sub-regions

Arab States
Central and Eastern Europe
Central Asia
East Asia and the Pacific
Latin American and the Caribbean
North America and Western Europe
South and Western Asia
Sub-Saharan Africa
Total

Total international
students

% of
Global
share

61,983
2.52
168,015
6.84
33,958
1.38
379,919
15.47
36,536
1.49
1,704,735
69.43
10,303
0.43
59,801
2.44
2,455,250
100
(derived from figure 2.4. above)

% of IntraRegional share
37.55
37.14
65.05
73.80
65.88
25.93
31.59
68.47

Factors that determine destinations of international students may include one or a combination of the
following factors: cost of education and paying capacity of students, ideological affinity, language
proficiency, perceived academic superiority of higher education institution, acquisition of foreign
language and culture, job opportunity, and easy visa formalities (Varghese, 2008).

2.7.2. Faculty Mobility
Transnational academic or faculty or scholar mobility can be traced to antiquity (Cantwell, 2011).
Statistical documentation for faculty mobility in Africa, Asia-Pacific, and Europe is scant. However,
the overall trend reveals the growth of faculty mobility since the 1990s. In the 2005/2006 academic
year, from the 97,000 incoming scholars in the US, a majority of them were engaged in research,
whereas 12% and 7.3% were participating in teaching and in both (teaching and research),
respectively. Most of the scholars came from Asia-Pacific, particularly from China, Korea, and India
(Lanzendorf and Kehm, 2010). In Germany, in 2004, nearly 21,000 researchers, of which 50% were
doctoral students or graduate students engaged in research oriented study, arrived in Germany, and
over 4,000 went out of Germany. In 2010, various organizations provided funds to 30,781 foreign
academics and researchers in Germany and to 8,083 German scholars to engage abroad (Racke, 2013).
In 2004/05, within the ERASMUS program, more than 20,000 teachers taught temporarily in 31
different countries. Germany contributed the largest number of ERASMUS teachers (about 13%).
Spain and France each provided about 11% of their faculty to participate in SOCRATES/ERASMUS
programs. Germany, France, Italy, and Spain were also the major destinations of ERASMUS mobile
teaching staff. In 2011, the Flemish Community of Belgium offered scholarships to 1,000 Flemish
researchers, of which 185 were for long-term mobility (Lanzendorf and Kehm, 2010).
Faculty mobility, from a global perspective, has been linked with “excellence and competitiveness”
(Ackers 2008) and weaker and developing countries “use mobility as an instrument for country’s
scientific development” (Jonkers and Tijssen 2008; Vohlidalova, 2014) because international
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academic mobility “has become an intrinsic element of a scientific career” (Fonte et al., 2013).
However, following the emergence of the knowledge economy and the importance of science and
technology for economic development and growth, both developed and developing countries need
more and more researchers and professionals. Developing countries send their academics for training
to the developed countries, and developed countries maintain them. This triggers brain drain and brain
gain respectively. For example, in South Africa, it is estimated that 1.0 million to 1.6 million people in
professional and managerial occupations have left for developed countries since 1994. Many of them
were highly qualified medical personnel and teachers (Kishun, 2007). Accordingly, even though the
intra-European Union mobility of doctoral candidates is relatively low (5.5% of all doctoral candidates
within the EU), it receives a significant number of doctoral students from Asia and Africa. There is a
considerable mobility from the EU to the US (2.4% of all US doctorates) as well. Mobility from the
US to the EU is negligible. In the USA, the retention rate of doctoral candidates, after finishing
studies, is about 66% (van Bouwel, 2010). Therefore, internationalization is also about brain drain,
brain gain, and brain circulation.

2.7.3. Program and Institution Mobility
“Cross-border higher education (CBHE) encompasses the provision of higher education services
abroad through branch campuses or in the framework of franchising or validation agreements entered
into between an exporting and a receiving institution” (Brandenburg et al., 2013, p. 19). Moreover,
UNESCO has defined transnational higher education (TNHE) as including
All types of higher education study programs or set of courses of study, or educational services
(including those of distance education) in which the learners are located in a country different
from the one where the awarding institution is based. 4
Cross-border provision of higher education presents two major global trends of mobility of program
and providers from Anglophone to other Anglophone and non-Anglophone countries and from the
global North (economically developed) to East and South (transition and developing countries)
(Brandenburg et al., 2013). Higher education institutions from Australia, the UK, and U.S. provide the
majority of cross-border higher education and programs to emerging economies in Asia, Eastern
Europe, and South America (OECD, 2004b). The United Kingdom, Spain, France, and Germany, in

4

http://www.coe.int/t/dg4/highereducation/recognition/Code%20of%20good%20practice_EN.asp, (accessed on
18 April 2016).
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descending order, are the major EU exporters of higher education institutions and program in the
world (Brandenburg et al., 2013; Naidoo, 2009). Nowadays, higher education institutions have
“shifted from offering access to locally unavailable programs to a race for access to ‘clients’ and the
best brains worldwide” (Inan et al., 2014).
Figure 2. 6. Global Cross-border Higher Education Providers

(Source: Brandenburg et al., 2013, p. 37).

Processes and patterns of internationalization in Asia-Pacific have reflected variations in transnational
higher education. Accordingly, Huang (2007) identifies three types of internationalization models in
that region: the import-oriented type, an import and export type, and transitional type. In the first
model are included such countries like Vietnam and Indonesia that import educational programs and
institutions from other countries mostly from the West. Singapore and Hong Kong belong to the
second type. These countries import higher education activities from Western countries and at the
same time export their higher education activities to other Asia-Pacific countries. The third type refers
to such countries as China and Japan that tend to import more educational services than they export,
but are keen to export their own higher education services beyond Asia-Pacific. Several branch
campuses were established abroad, and many more provide Chinese language and medicine and
increasingly professional programs. Confucius Institutes have proliferated in many parts of AsiaPacific. These differences in the model of internationalization have resulted in the adoption of distinct
government-regulated, market-oriented, and transitional approaches of governance as manifested in
China, Hong Kong, and Taiwan, respectively (Huang, 2007).
Traditional Western universities, professional associations, global and multilateral agencies,
international financial institutions, philanthropic foundations, and increasingly commercial companies
constitute the major higher education providers in Africa. Egypt hosts private foreign universities from
Germany, the US, the UK, Canada, China, France, and Japan (Sawahel, 2015). Other higher education
institutions from Europe, the US, Asia, and Africa opened branch campuses in different parts of Africa
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(Altbach, 2007; Altbach and Knight, 2007). The growth of cross-border higher education (CBHE),
through the opening of branch campuses in foreign countries, offering joint degrees, and collaborative
programs, has reinforced the global cross-border higher education trends (OECD, 2004b).
Transnational Higher Education (TNHE) can be delivered using several methods; the following are the
most common modalities (Brandenburg et al., 2013; Naidoo, 2009, p. 315).


Franchising/validation: Franchising and validation are an agreement reached between
diploma, certificate or degree awarding and program delivering higher education institutions
or universities. In other words, an education provider from Country A (the franchiser) grants
another institution from host Country B the right to deliver the franchiser’s educational
programs in Country B or other countries. The franchiser in Country A awards the certificate,
diploma, or degree. Franchising agreements are usually for-profit or commercial arrangements
and are often referred to as 3+0 (in the case of 3-year qualifications), 2+0 (in the case of 2year qualifications), 4+0 (in the case of 4-year qualifications), etc. in which the student
undertakes the entire program in the host or third country. In a franchising/validation scheme,
one higher education institution will be responsible for the day-to-day performance of the
study program, and the other higher education institution awards the diploma at completion
and therefore guarantees the quality of the program.



Twinning degrees: The twinning model of cross-border education provision is a pact in which
a higher education provider from source Country A cooperates with another higher education
institution in host Country B based on the principles of credit transfer. A provider higher
education institution in Country A allows students studying at higher education institution in
Country B to transfer their course credits and study in the institution in Country A. The
education provider in Country A awards one qualification. This may or may not be on a
commercial basis and is often referred to as 2+2, 1+3 (in the case of 4-year qualifications), or
a similar combination, with the + referring to the fact that part of the study is conducted in the
host country and part in the source country. In the twinning model, students are expected to
travel between the two institutions of the source and host countries.



Program Articulations: In program articulation modalities, students undertake part of a source
country qualification in a host country and then transfer to the source country institution with
“advanced standing” in terms of study credits and credit transfer to complete the qualification
at the education institution in the source country. This sort of inter-institutional arrangement
may or may not lead to joint or double degrees.



Branch campus: A higher education institution in a source country opens a subsidiary/satellite
campus in a host country to deliver education programs offered by the home institution.
Providers can open branch campuses either alone or through joint venture partnerships with
host country partners.
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Virtual/distance learning: In the virtual or distance mode of cross-border higher education
delivery, the education provider from a source country provides the education service to
students in a host country through various modes of distance education. Usually, this modality
includes postal and/or internet communications that may couple with sporadic face-to-face
block lecturing. This mode currently includes the Massive Open Online Courses (MOOCs).
This mode may cover a larger global area than the others do. In virtual mode, the learning
process is the responsibility of the student. The higher education institution that offers the
program awards the credential or qualification.

Figure 2. 7. Summary of the Relational Interaction of Internationalization and its Framing Concepts

Framing concepts

Descriptors

Regionalization

Regional form of internationalization, harmonization,
harnesses resource, capacity, power; Internationalization
supplements the regional response to globalization;
Internationalization responds to challenges of

Globalization

Internationalization responds to challenges of globalization
and enhances globalization

Knowledge

Internationalization aims at training global citizens for

Economy/Society

global market and promotes knowledge society

Neo-Liberalism

Neo-liberalism enhances commercialization and
marketization of higher education through
internationalization

Center-Periphery

Internationalization increases the travel of policy, system,
knowledge, curriculum, models, etc from the center to the
periphery

Academic Mobility

The major feature of internationalization
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Internationalization

regionalization

CHAPTER-3
Internationalization of Higher Education: Meaning, Actors, and
Academic Mobility
3.1. Introduction
In this chapter, three major issues of internationalization are analyzed: the meaning/definition,
actors/stakeholders, and academic mobility. Dealing with the meaning and definition of
internationalization is an important part of understanding the conceptual connotation and denotation of
internationalization. Actors who are the major drivers of internationalization are also imperative
elements in the conceptualization of it. Academic mobility is also the major dimension and feature of
internationalization that significantly aids in understanding the concept of internationalization of
higher education and the academic profession.
Historically, the essence of the internationalization of higher education was the academic mobility of
students and teachers to enhance their quality of knowledge, teaching, learning, and research through
academic collaboration between or among different academic cultures, institutions, and nation states.
Today, however, the internationalization of higher education has become a broader socio-cultural,
economic and academic collaboration and competition between or among nation states, institutions,
and regions that involve multiple and diverse actors, objectives, and mechanisms. Broadly speaking,
internationalization has become a policy-driven process and strategy of the movements of academics,
students, socio-academic cultures, academic programs and institutions, academic and institutional
systems, and knowledge across academic cultures and political frontiers (de Wit, 2002; Knight, 2004).
The internationalization of higher education is also becoming an important strategy to augment
revenue for higher education institutions.
Due to the various global phenomena, the internationalization of higher education has attained great
significance since the 1990s. Since then, it has become an imperative instrument of the international
dimension of higher education institutions. It has also become a major concern of researchers, Driven
by educational philosophy, educational policies, and commercial imperatives, the internationalization
of higher education has been considered, partly as a response to unintended impacts and challenges of
globalization. It has also become an important instrument in the mission, strategy, objective, of the
process of the international dimension of higher education. According to the Global Survey Report of
the International Association of Universities (IAU) (2010), the internationalization of higher education
was given the third highest value (61%) in shaping institutional strategies in the past three years by
respondent higher education institutions. The first and the second highest value were awarded to the
Bologna process (78%) and Quality Assurance reforms (63%) in Europe. When higher education
institutions were asked the most important developments of the previous five years, the
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internationalization of higher education scored highest (22%), followed by Quality Assurance reforms
(21%) and the Bologna Process (15%) (Sursock and Smidt, 2010, p. 73).
In the higher education research paradigm, the internationalization of higher education has not been
regarded as a subject with broad socio-economic and academic dimensions. The study of the
internationalization of higher education has been mostly subordinated to other issues of higher
education such as academic mobility, management, policy, funding, etc. (Teichler, 2004). This has
caused an increasing fuzziness of the issue of internationalization. Moreover, most literature reviews,
such as this one, refer almost exclusively to the literature available in the English language. It may not
be certain that the literature available in the English language is truly representative of the overall
available systematic information on internationalization of higher education. However, apart from the
English-speaking countries, many authors in this domain came from emerging, developing and
economically advanced countries that often publish in English. Certainly, a good deal of English
publications on this thematic area came from scholars from Africa (e.g. Dametew Teferra) and
countries such as China (e.g. NTK Quy, Z. Qiang), Russia, Japan, Germany (Ulrich Teichler) and
France as well as from Southern Europe. However, with few exceptions, most of them are highly
influenced and shaped by the literature from the global North or mainly from the West (e.g. Hans de
Wit, Philip Altbach, Jane Knight, etc.).
Globalization, the neoliberal ideology, and the emergence of knowledge economy and society (all of
which are major phenomena in the global North) have extended and diversified the activities and
shaped policies, rationales and actors of internationalization. Because of these numerous and
diversified activities, rationales and stakeholders, the internationalization of higher education has
become a broad concept, process, and strategy that is driven by explicit policy and planning, that
“belongs to a suite of policy framing vocabularies which includes: knowledge society; entrepreneurial
universities; widening participation; academic mobility; cross-border education; higher education
cooperation, partnerships and networks; third stream income; and regional integration” (Singh, 2010,
p. 269). From more or less traditional forms such as student and teaching staff mobility,
internationalization practices nowadays have moved to activities such as exporting higher education
via branch campuses and institutional cooperation, developing transnational university networks and
the virtual delivery of higher education, and the harmonization of higher education systems (Damme,
2001).
In addition to the wider scope, diverse actors, rationales, and dimensions, the emerging global
knowledge economy, where business and market approaches predominate in higher education, and the
conflicting dimensions, views, and elements, in the discourse of internationalization have made it
difficult to develop a single and comprehensive definition and understanding of internationalization
(de Wit, 2013). As a result, different parts of the world have understood, rationalized, prioritized, and
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conceptualized the internationalization of higher education differently. Maringe et al. (2013) have
suggested three emergent value-driven approaches, namely Western Universities, Confucian and
Middle Eastern higher education systems and the universities in the global South. In the Western
Universities, a commercial imperative appears to underpin the understanding and importance of the
process of internationalization of higher education. At the heart of the second model, the
internationalization of higher education has a deep-rooted cultural importance. For the Asian part of
the world, the most important objective of education, since ancient times, “has been to inculcate
universal human values and to prepare the citizens needed for the creation of a humane vasudhaiva
kutumbakam – the global family”. However, these days, the region of Asia-Pacific considers other
rationales. In the higher education institutions of the poorer global South, priorities for
internationalization relate to values of improving the standards of higher education teaching, research,
and services (Tilak, 2015).
In spite of the connotation of the term, the internationalization of higher education denotes
multidimensional actors, academic mobility, and dimensions or orientations. In addition to internal
actors such as students, teachers, higher education institutions, higher education governance bodies,
other external stakeholders have been involved in the planning and implementation process of the
internationalization of higher education. External actors may include such entities as industries,
financiers, academic and non-academic associations, governments, and non-governmental and intergovernmental organization and agencies, and others.
Academic mobility refers to academic traveling across borders of states, institutions, systems, and
disciplines and the interaction they perform with their counterparts. It could be a cross-border vertical,
horizontal, geographical, sector movement. Academic mobility has become the major feature of
internationalization of higher education. Academic mobility involves the mobility of people,
programs, and providers either in the form of internationalization “at home,” or internationalization
abroad, or virtual internationalization.
This chapter discusses the concept of internationalization of higher education from different features
of internationalization. This includes the definition, actors, and academic mobility. In other words, the
concept of internationalization in this chapter is analyzed from the perspectives of what
(meaning/definition, actors, and activities or features define) internationalization is.

3.2. Meaning and Definition of Internationalization
“We use the term more and more and seem to pay less and less attention to what it means. While the
need for global and international studies is generally accepted, there is no agreement as to what it
means or how this can be implemented” (Schoorman, 2000, p. 3).
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Except for Neave (1997) and Scott (1998), and few others, who have considered the
internationalization of medieval times as “inaccurate” and “internationalist rhetoric,” the
internationalization of higher education is rooted in the Middle Ages. According to Huang (2013), the
term “internationalization” was first used around 1883. However, the practice of internationalization
dates back to the days of the emergence of the idea of the university. There was a medieval model of
internationalization of higher education, where students were travelling in search of courses and
teachers that fit their interest, and teachers were making the peregrinatio/pilgrimage to a city
university where they could get better leisure, friends, information, and study (de Ridder-Symoens,
1992). In support of the medieval origin of the internationalization of higher education, Marginson and
Rhoades (2002) have stated that the influences of the international activities of higher education have
been observed since the origins of formal higher education.
The term “internationalization” is formed from one prefix, one word, and one suffix (inter -, nation (al)
- and -ization, respectively). “Inter” comes from a Latin word that originally meant “between or
mutual.” “Nation” refers to an independent political system and a legal entity, or a country with a
distinctive culture. According to Teichler (2004) and Knight (2013) the suffix “ization” (which refers
to a process of making or bringing about) usually signals that there was a problem in the past and calls
for the need for change and an opportunity for improvement. It denotes a process usually implying
change. International is, therefore, the promotion of mutual “cooperative initiatives and coexistence
between or among nations, transcending their differences on the presupposition that distinctive
cultural traditions inherent to nation-states and their people exist” (Huang, 2013, p. 9). In essence,
internationalization is the process of promoting cooperation between or among nation-states to
perform mutual agenda or common interests in higher education. It is the process of “transferring to
other nations or especially to international society beyond the boundary of the nation, accepting
relationships among nations, impacts on and from other nations or mutual influences and relationships
at a national level” (Huang, 2013, p. 10). In this sense, the internationalization of higher education is
both an inward and outward looking process. It can be understood as a process and a strategy to learn
from the world and to influence the world.
Currently, however, the term “internationalization” does not seem to denote only relationships
between nation-states; it is broader than that. The term does not sufficiently explain the current
activities and attributes attached to it. It assumes different rationales, models, approaches, and
dimensions. The phenomenon of internationalization could take place not only between or among
nation states but also between/among universities, sectors, academic disciplines, and combinations of
organizations, individual students, regions, and so on. It is no longer a mere student and academic
mobility. The modern internationalization of higher education, as a process and strategy, has various
attributes or aspects. In other words, it is connected with policy paradigm, mobility of people, program
and institutions, rationales or motives, actors or stakeholders, approaches, strategies, and models.
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From this point of view, internationalization is a policy-driven mobility of persons, programs, and
institutions; rationally motivated, strategically modeled, and approach-oriented process and strategy of
the international dimension/aspect of higher education. The process of internationalization is the
interaction between higher education institutions, actors/stakeholders and their rationales, approaches,
policies, mechanisms and strategies for the international dimension of higher education. The primary
purpose of this section is to analyze and understand the conceptual meaning and definition attached to
the internationalization of higher education. To this end, the section is segmented into a historical
perspective and the scholastic definitional approaches of internationalization of higher education.

3.2.1. Changing Dynamism of Internationalization: Brief Account
Traditional activities of the internationalization of higher education have been rooted in the Middle
Ages or have existed since the origins of formal higher education (de Ridder-Symoens, 1992;
Marginson and Rhoades, 2002). Historically, the internationalization of higher education reflects
international collaboration, understanding, and the development of interculturality. In fact, currently, it
is not (Kim, 2009). According to Marginson and Rhoades (2002), “Inter-national influences in higher
education have existed from the origins of formal higher education. The flow of students and
professors across national borders took place from the earliest days of universities in continental
Europe and the Arab world” (Marginson and Rhoades, 2002, p. 288).
In the past five hundred years, since the Reformation, universities have been divorced from the
accepted value and universality of knowledge (de Wit, 1998). Since the second half of the 20th century,
however, due to a number of change forces (Fullan et al., 2009), the university or the universalism of
learning has been restored and higher learning has entered into the process of dynamically transformed
internationalization (de Wit, 1998). Even though academic institutions and their functions have always
been part of the international knowledge system (Altbach, 2004), they have been closely linked to the
global/worldwide trends in science and scholarship through the process of internationalization in the
age of what is known as globalization. Due to the different levels of higher education dynamism
caused by the production of knowledge, the emergence of globalization, the knowledge economy, and
neoliberal policies, the internationalization of higher education has become an evolving and
broadening process that has been understood differently by different people. As a result, the
internationalization of higher education has become part of the priority agendas of many stakeholders,
such as national and supranational governments, international bodies, the industry, and higher
education institutions (Knight, 2012).
The discourse of internationalization is highly entwined with globalization and many of its phenomena
and the new modes of at home, abroad, and virtual internationalization, which cause much confusion
in defining it. Different rationales motivate different countries and institutions for internationalization.
Different actors and stakeholders drive these rationales for various goals and outcomes. They also
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apply different models; some are simply importers while others are exporters of educational attributes.
Moreover, particularly, Western countries and institutions are importers of student and academic
professionals, and they are exporters of programs, courses, and institutions. Developing countries and
peripheral higher education institutions export students to the West and import Western programs,
institutions, courses, systems, policies and the like. All these are parts and parcels that constitute
internationalization of higher education.
In the past, the internationalization of higher education was understood by its traditional initiatives and
activities such as student and staff mobility, curriculum change and institutional collaboration for
teaching, research, and development. In recent times, in addition to transforming higher education, the
internationalization of higher education itself has been changing. The present process, aim, scope,
actors, and activities of the internationalization of higher education are remarkably different from the
past (Knight, 2012). One of the change aspects of higher education, since the second half of the 20th
century, is the dynamic transformation of internationalization in scope, role, actors, concept, activities,
aims, and rationales. The branching of internationalization into “at home,” “virtual,” and “abroad”
dimensions is clear evidence of changing dynamism. The curriculum has progressed from a kind of
area study and foreign language approach to a more internationally interconnected teaching/learning
process and program content. The traditional mobility of academic staff and students has been
extended to include the mobility of cross-border higher education providers and programs.
Development cooperation oriented transnational higher education has shifted to the partnership,
competitive and commercial models.
Accordingly, the definition and concept of internationalization or the international dimension of higher
education have become increasingly complex. The dynamic international context has shaped,
reshaped, and explained the internationalization of higher education. Globalization is an important
contextual factor that shapes the internationalization of higher education through the intensification of
mobility of ideas, students, teachers, and researchers and expanded possibilities for collaboration and
competitions in the global dimension of knowledge. The emergence of some unintended impacts of
globalization has necessitated and increased the role and importance of the internationalization of
higher education. Concerning competition, globalization has created what Duderstadt (2009) termed
“Darwinian Competition” in which the fittest would survive and the winner-take-all. Globalization has
produced new aims, additional functions, activities/scope, and actors attached to higher education,
which has also affected the internationalization of higher education. With the changes of the
international context, the purpose, goals, meanings, and strategies of the internationalization of higher
education also changed (IAU, 2012). According to Bulfin (2009), changes include the emergence of
such new activities as trans-boundary McDonaldization of higher education institutions; new aims
such as preparing students for the global and the knowledge economy; and serving the development of
national identity, promoting the international competitiveness, competence, and accomplishment of
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stakeholders’ specific rationales, etc. Moreover, the changes necessitated the preparation of
institutional strategies and national policies to internationalize higher education institutions’ research
and teaching. The appearance of new actors such as industrialists, bankers, and other stakeholders; and
the promotion of multiculturalism, peace, and mutual understanding, and quality of life, etc. are also
among the changes that shape the internationalization of higher education.
Consequently, different terms, in the past fifty years, have been used to describe the international
dimension of higher education. These terms have been promoted and shaped by the dynamics of
internationalization, globalization, regionalization, and planetization (Knight, 2012). Phrases such as
international education, international studies, internationalism, transnational education, and
globalization of higher education are, sometimes interchangeably used to express the
internationalization of higher education. Other related phrases or terms used in reference to the
internationalization of higher education also include such terms as academic mobility, international
academic cooperation, study abroad, and international exchange. Curricular expressions of the
internationalization of higher education may include such aspects as multicultural education,
intercultural education, cross-cultural education, education for international understanding, peace
education, global education, international studies, etc. (de Wit, 2002). Figure 3.1. presents the
evolution of terms related to the international dimension of higher education in the past fifty years.
Figure 3. 1. Evolution of Terms related to the International Dimension of Higher Education

Period
Last 50
Years

Last 30
Years

Last 20
Years

Last 10
years

Generic terms
International education,
development, cooperation;
comparative education,
correspondence education
Internationalization,
multicultural education,
intercultural education,
global education, distance
education, offshore or
overseas education
Globalization, borderless
education, cross-border
education, transnational
education, virtual
education,
internationalization
“abroad,”
internationalization “at
home”
Regionalization,
planetization, glocalization,

Specific Elements
Foreign students, student
exchange, development
projects, cultural
agreements, language study
International students,
study abroad, institutional
agreements, partnership
projects, area studies,
binational cooperation

Remarks
The international
dimension focuses on
collaboration

Education providers,
corporate universities,
liberalization of educational
services, networks, virtual
universities, branch
campus, twinning and
franchise programs

At this level, we observe
the induction of market
elements and approaches
and the bifurcation of the
international dimension of
higher education into
internationalization
“abroad” and “at home”

Regional education hubs,
international competencies,

Internationalization of
higher education
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Still the international
dimension of higher
education emphasizes on
cooperation, partnership

global citizenship,
knowledge enterprise,
green internationalization,
global rankings

degree mills, visa factories,
joint, double, combined
degrees, branding, status
building

challenges globalization
intensified competition
through ranking

(Source: Adopted from Knight, 2012, p. 29)

Different scholars use these terms to emphasize different approaches in the internationalization of
higher education. However, unlike any other terms mentioned above, it refers to the overall strategy
and process of the international dimension of the primary functions of higher education. de Wit (2002)
and Hamrick (1999) have noted that, according to the American usage, the term international
education has been used to refer variously to curriculum content that deals with other countries,
exchange of students between countries, assistance to other countries' educational development. It also
refers to the training of specialists for diplomatic and other international work, cultural relations,
programs between nations and informing the general public of world affairs. This expression shows
that international education, unlike the broader concept of the internationalization of higher education,
is a cross-border practice of curriculum development, educational assistance, academic mobility,
international cooperation in teaching and research. There are also other terms used to denote the
process of the internationalization of higher education. The internationalism of education (higher
education) shows the international and ideological system of higher education carried out by higher
education institutions. According to Scott (1999), internationalism refers to the global life of the
university.
Currently, the internationalization of higher education is not only to prepare students and academic
professionals to work within the phenomena of globalization. The motives for such
internationalization are diverse and include economic, academic, socio-cultural, and political
rationales. Academic institutions, professional academics, and researchers are not the only actors;
there are many stakeholders outside the academic environment who influence the process of the
internationalization of higher education. Not only academic people but also courses, programs, and
institutions cross borders. At present, the internationalization of higher education refers to all these
activities and some other aspects, like ranking. The global environment is not the only influential
factor of the internationalization of higher education. According to Marginson and Rhoades (2002),
the glonacal agency or the global, national, and local agencies or actors can shape the process and
strategy of the internationalization of higher education. Regional entities, such as the European Union,
ASEAN, and others, also shape internationalization. Nevertheless, there could be a fifth step to
observe the shape of internationalization of higher education. At present, it has become a policy-driven
process and strategy of the mobility of people, programs, and institutions that are rationally motivated,
and strategically modeled and approached.
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Subsequently, internationalization has become a ubiquitous term in the twenty-first century higher
education systems and institutions. Even though the idea of internationalization has become
indispensable in higher education discourse worldwide, the meaning and concept that construct the
notion of internationalization remain largely vague. One common aspect of the concept of the
internationalization of higher education is that it is increasingly being used to discuss interinstitutional, inter-nations and inter-regions dimensions of higher education. These aspects of
internationalization include programs, teaching, research, staff and student mobility, and curriculum.
Approach differences in the understanding of the concept of internationalization emanate from the
priorities of actor’s rationales and objectives and emphasis of activities. Alina Cordova (2015)
explained the internationalization of higher education as a term that often makes people
understandably skeptical. It is further confusing when countries, institutions, and organizations have
manifested the impression to “nationalise internationalisation” (de Wit and Altbach, 2015). According
to de Wit and Altbach, a record number of over 11,000 representatives from over 100 countries
participated in the annual conference of NAFSA (Association of International Educators) that took
place in Boston, USA, on 24-29 May 2015. The conference and the wide range of participants
demonstrated the increasing importance of international education, not only in the United States but
also in the rest of the world since the number of international participants was also at a record high and
diversified. Recruitment agents, information technology services, insurance companies, marketing
companies, security risk management, telecommunications, testing services, travel companies, visa
expediters, language learning programs, and credential evaluators were present.
Participants of the conference do not have a direct interest in enhancing international cooperation and
exchange. The primary interest of the universities, under national flags, is to promote the country as a
study destination, as a knowledge economy, or merely to profile the country and to promote
commercial interests. The intercultural attributes of internationalization of higher education seem to be
replaced by commercialization and marketization. De Wit and Altbach (2015) have clearly explained
what the conference or the expo was all about. It was an international expo dealing with the
internationalization of higher education with “increased commercialization that characterizes
international higher education today” (de Wit and Altbach, 2015, no page).
Providing a common and all-inclusive definition of the concept of the internationalization of higher
education is not an easy task, because it currently encompasses a multitude of activities and attributes
aimed at providing an educational experience within an environment that tries to integrate global,
regional, national, and local perspectives. Scholars tend to use the concept in the way that best suits
their purpose. However, some scholars try to explain the internationalization of higher education as a
counter-hegemonic education process in terms of pedagogy (Schoorman, 1999). From a center and
periphery perspectives, it seems to operate in such a pattern where peripheries are compelled to
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receive or imitate experiences from the center. As discussed in the next subsection, different scholars
tried to define the internationalization of higher education in different ways.

3.2.2. Different Approaches to Define Internationalization
Jane Knight is one of the authoritative scholars in the study of internationalization. She is particularly
widely quoted for the definition of the internationalization of higher education. She defines it as “the
process of integrating an international, intercultural, or global dimension into the purpose, functions,
or delivery of post-secondary education” (Knight, 2004, p. 2). She claims that this definition refers to
institutional internationalization. Claiming that this definition is “neutral” from any attributes of
internationalization and based on the process approach, Jane Knight has tried to justify her definition
by explaining such keywords as “process,” “integrating,” “international,” “intercultural,” “global,”
“purpose,” “function,” and “delivery,” used in the definition. Accordingly, she explains the terms as
follows.
The process shows that internationalization is an ongoing effort of education that constitutes input,
process, and output, and manifests the evolutionary character of the concept. Integrating is included to
denote the embedment of both international and intercultural attributes of internationalization in
policies and programs to ensure sustainability and centrality to the mission and values of the
institution or system. International, intercultural, and global are the three aspects that reflect the
breadth and depth of internationalization. “International” shows the academic and social relationships
between and among different states and diversified cultures of different academic institutions,
countries, nations, or regions. An “intercultural” aspect of internationalization reflects the interaction
of different social and academic cultures. The insertion of “global” into the definition is to address the
worldwide scope of internationalization. Purpose shows the national, institutional or regional role of
higher education in integrating different social and academic cultures into the primary functions of
teaching and learning, research and services (explicitly, purpose explains aims of higher education
internationalization when integrated to diversified social, academic and cultural attributes of the
function of education. Knight did not dare to mention economic purpose. Function explains the
primary function or task and mission of higher education, which usually includes teaching-learning,
research and community services. Delivery implies the offering of courses and programs at home or
abroad or virtually. This includes not only the traditional higher education institutions but also crossborder higher education providers, “such as companies that are more interested in the global delivery
of their programs than in the international or intercultural dimension of the curriculum, research, and
service” (Knight, 2012, p. 30).
This definition may force us to raise more questions than answers. Is internationalization a process? or
a strategy? or both? Where is the position of those countries that send students and receive programs
in the definition? How do such countries develop interculturalism? Does internationalization
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necessarily cause intercultural integration? Considering the prevailing diverse cultures represented by
diverse student populations and the short duration of the partnership, which culture could be integrated
into an institutional academic purpose, function, and social culture? Which countries and institutions
are engaged in the delivery of courses and programs at home and abroad? The home culture or the
foreign culture? This explanation clearly shows the commercialization of higher education, as part of
the economic rationale. But Knight does not mention an economic rationale in her explanation of the
term purpose. Which corner of the world or higher education institution is capable of delivering crossborder higher education? Are all countries and higher education institutions capable of delivering
cross-border education? Moreover, the term delivery has such synonyms as transfer, supply, giving
out, and provision. It is a term that best explains the role of centers than peripheries. Hence, the term
delivery tends to explain the Western experience of internationalization. Therefore, the definition is
not neutral; it is rather Western-oriented. Jane Knight argues that the definition of the
internationalization of higher education should not be (at least for the time being) universal but
national or institutional and “neutral,” which means it should be free from indicating motivations,
benefits, activities, and results. This is the most misleading part of the definition. To which typical
institution is she referring? Clearly, she is referring to institutions in the West, particularly those
institutions that have been able to commercialize their higher education. If the definition is neutral and
void of motivation, benefits, activities, and results, then what are the grounds for this definition of the
internationalization of higher education? According to her, it should describe only the process of
internationalization. Is it possible to define and conceptualize a concept without considering some of
its major attributes such as objectives, activities, and results? Moreover, the definition of Jane Knight,
which is considered to be among the most widely known and commonly cited by researchers and
practitioners alike, “is often under criticism for its strong focus on exporting education” (IAU, 2010, p.
206). Hence, it has “little to do with the traditional desire to increase international dimension in
teaching and research or fostering a climate of greater appreciation for and understanding of other
cultures, languages and different ways of approaching and analyzing issues.” The internationalization
of higher education has been also perceived as “facilitating and promoting the dominance of English
and at times even consider the whole process as a kind of new cultural imperialism or even neocolonialism” (IAU, 2010, p. 206).
In contrast, Hawawini (2011) questions whether the internationalization of higher education is an
outward or inward looking process. Does it integrate the higher education institutions into the
emerging global knowledge and learning network or does it integrate an international dimension into
the existing institutional setting? Hawawini (2011) seems, as opposed to Jane Knight, to be convinced
that the process of the internationalization of higher education is an outward focus than inward
looking. It is an outward-looking process whose ultimate goal should be “emphasizing the institution’s
capacity and ability to become an integral part of the world’s knowledge and learning ‘ecosystem’ not
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only to benefit from it but also to contribute to its development” (Hawawini, 2011, p. 5). Based on
this, Hawawini (2011) has understood the internationalization of higher education as a process of
integrating higher education institutions “into the globalising world.” It is “the process of integrating
the institution and its stakeholders – including students, faculty, and staff – into a globalised world”
(Hawawini, 2011, p. 5). For Hawawini (2011), her definition goes beyond the particular dimensions of
teaching, research, and service. It calls for a change in existing structures, operating modes, and
mindsets in order for the institution to join and contribute to the shaping of the emerging global
knowledge and learning network. From these perspectives, the internationalization of higher education
is both inward and outward looking.
Others have tried to define internationalization by focusing on some particular aspects of it. For
instance, van der Wende (2010) emphasized the responsive aim of internationalization to globalization
and society. Soderqvist (2007) focused on the quality of higher education through internationally
oriented management, while Teichler (2004) defined internationalization in terms of cross-border
activities of higher education. Coelen (2013) has commented that Jane Knight was focusing only on
academia when she defined the internationalization of higher education,. Coelen (2013) has observed
internationalization in the process of making curricula, students, teaching, and learning arrangements,
and research and support services of a program of study as centers of international and intercultural
integration. Such a curriculum and academic work will engage students with internationally informed
research, cultural and linguistic diversity. Purposefully and strategically, it assumes to develop
students’ readiness, competence, and employability in the international and intercultural perspectives
as global professionals and citizens.
Moreover, theoretically, the internationalization of higher education is closely linked with the
organizational and pedagogical outcomes of the higher education institution. Hence, it can be
understood from two theoretical perspectives: the system theory of organization and the theory of
critical pedagogy (Schoorman, 2000). The system theory considers a higher education institution “as a
complex set of interdependent parts that interact to adapt to the constantly changing environment to
achieve its goal” (Schoorman, 2000, p. 4). In this case, the internationalization of higher education is
seen as an ongoing organizational strategic process that enhances the execution and achievement of
educational goals corresponding to the role of the higher education institution in a changing global
context. The theory of critical pedagogy, according to Schoorman (2000), endorses the interculturality
(not cultural integration) of the curriculum, the value of cultural diversity among the academics, and
the general community in the higher education institution as the goal of the local and global
implications of the process of internationalization. Based on these theoretical frameworks, Schoorman
(2000) has defined the internationalization of higher education as “an ongoing, counter-hegemonic
educational process that occurs in an international context of knowledge and practice in which
societies are viewed as subsystems of a larger, inclusive world. The process of internationalization at
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an educational institution entails a comprehensive, multifaceted program of action that integrates all
aspects of education” (Schoorman, 200, pp. 4-5). “Counter-hegemonic” in this definition does not
mean emancipation from Western influence. It refers to the educational method and the application of
a variety of pedagogical styles and multidirectional approach of the teaching-learning process.
Pedagogically, internationalization necessitates dialogic communication because of the representation
of culturally diverse student population and academics in a particular international program. Canadian
scholars also developed what is known as comprehensive internationalization that influences not only
all campus life but also the external frames of references, partnerships, and relations of institutions
(Hudzik, 2011). The following Figure 3.2. presents the different definitions attached to the
internationalization of higher education.
Figure 3. 2. Different Definitional Approaches to Internationalization

Authors
Knight, J. (1993) and
(2004)

van der Wende, M.
(2010)
Soderqvist, M.
(2007)

Tiechler, U.
(2004)
Schoorman, Dilya
(2000)

Hawawini
(2011)
NAFSA Task Force
on
Internationalization
(2008)
Institutional (HE)
perception

Definition
“Process of integrating an international and intercultural dimension into the teaching,
research and service functions of the institution.”
“the process of integrating an international, intercultural or global dimension into the
purpose, functions or delivery of post-secondary education.”
“any systematic effort aimed at making higher education responsive to the
requirements and challenges related to the globalization of societies, economy and
labour markets.”
“a change process from a national higher education institution to an international
higher education institution leading to the inclusion of an international dimension in
all aspects of its holistic management in order to enhance the quality of teaching and
learning and to achieve the desired competencies.”
“Internationalisation is generally defined as increasing cross-border activities amidst
persistence of borders.”
“Internationalisation is an ongoing, counter-hegemonic educational process that
occurs in an international context of knowledge and practice where societies are
viewed as subsystems of a larger, inclusive world. The process of internationalisation
at an educational institution entails a comprehensive, multifaceted program of action
that integrates all aspects of education.”
“The internationalisation of higher education institutions is the process of integrating
the institution and its key stakeholders – its students, faculty, and staff – into a
globalising world.”
“Internationalization is the conscious effort to integrate and infuse international,
intercultural, and global dimensions into the ethos and outcomes of postsecondary
education. To be fully successful, it must involve active and responsible engagement
of the academic community in global networks and partnerships.”

For many institutions, internationalization seems to be the number of international
students; it is a number game. The institutional perception of internationalization
counts on the number of students going abroad, coming home and the amount of
revenue they generate, and the number of campuses opened abroad or courses offered
with an international focus.
(Source: Knight, 1993 and 2004; van der Wende, 2010; Soderqvist, 2007; Teichler, 2004; Schoorman, 2000;
Hawawini, 2011; NAFSA, 2008).
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The current debate reflects the fact that internationalization is defined and explained in terms of the
context of the Western academic culture and rationality. The current definition and conceptual
understanding of the internationalization of higher education tend to privilege Western-universalizing
concepts of internationalization, which have been unproblematically accepted as a globally established
and accepted truth. In spite of the assumption that the internationalization of higher education is
increasingly growing in importance, in terms of programs, research, the mobility of faculty and
students, and institutional environments, there is little agreement about what internationalization
means and what strategies are most effective for its implementation (Cross et al., 2011). Scholars like
Jane Knight (2012) argue that “these debates focus on the driving rationales and implementation
strategies that reflect national/cultural norms. That is precisely why a definition of internationalization
of higher education needs to be neutral and void of motivations, benefits, activities, and results, as
these vary enormously across nations and from individual to individual, institution to institution,
region to region” (Knight, 2012, p. 29).
The “traditional” and current connotations of the internationalization of higher education do not
clearly explain the current attributes of internationalization. They do not explain the practical activities
and the objectives of the internationalization of higher education. At present, the internationalization
of higher education includes a wider range of academic activities such as mobility of student, staff,
and programs; the internationalization and harmonization of curricula; quality assurance, and interinstitutional cooperation in teaching-learning, research, and community services. It also denotes
cultural, economic, and political outcomes. As a result of internationalization, not only has the
conceptual framework of the international dimension of higher education gained momentum, but also
the relationship between countries seems to be asymmetrically changing. Some countries became
donors and others receivers. The gap between global center and periphery higher education has been
widened. Hence, there is little agreement about what the internationalization of higher education
means, what strategies are most effective for its implementation, and what rationales or purposes best
explain it. For some, it includes such activities as student and staff mobility, project-driven interinstitutional linkage and partnership, the introduction of new international programs and joint ventures
in research and training. Others consider the internationalization of higher education to be an
imperative source of revenue through such activities as program delivery in education to other
countries using a variety of methods that include face-to-face, distance mode or Massive Open Online
Courses (MOOCs), opening branch campuses, twinning, franchising, recruiting and receiving feepaying foreign students, or enhancing international profile and reputation. Alternatively, the
internationalization of higher education is considered to be a good opportunity for collaboration to
learn from others to improve academic activities and quality. Higher education institutions in Africa
and the Middle East need internationalization as a potential strategy to “strengthen research and
knowledge capacity production” (IAU, 2010, p. 21). However, this may not happen because the
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process and strategy of internationalization are determined and controlled by other powers. For some
countries in Africa, Asia-Pacific, and Southeastern Europe, the internationalization of higher education
has disastrously caused brain drain and resultant inbreeding. The meaning and definition of the
internationalization of higher education seem to depend on the priorities of rationales that are based on
the context of higher education institutions. Hence, a comprehensive definition may be impossible, but
efforts will proceed. Nowadays, in the industrialized West, the ideology of neo-liberalism has
enhanced the economic rationale and purpose as the main objective and target of internationalization.
The internationalization of higher education is also becoming a conflicting ground between the
advantaged and the disadvantaged or between centers and peripheries.
Moreover, Knight (2012) has commented on the overextension of the process of internationalization to
include everything related to the international dimension of higher education as follows:
Clearly, internationalization is used to describe a vast array of issues, strategies, and new
developments in the world. Yet, there is concern that internationalization is becoming a catchall concept for anything that is related to the international dimension of higher education. The
concept may have been stretched too far when internationalization is described or interpreted
as international league tables and etc. Definitely, there is an appetite for international and
regional rankings of institutions, but one needs to question whether this is part of an
internationalization process or part of an international marketing and public relations
campaign (Knight, 2012, p. 28).
The radically new, complex, differentiated, and globalizing socio-economic, cultural, and political
contexts that have shaped and explained the internationalization of higher education in terms of actors,
aims, activities, rationales, approaches, and mechanisms. These new attributes of globalization have
evolved to shape the commodification, commercializing and marketizing the agentification role of
internationalization. They are also enhancing the challenging role of internationalization to the
unintended impacts of the pervasive forces of globalization. The new developments and attributes or
the dynamism of internationalization also seem to push scholars to re-examine the conceptual
frameworks, values, purposes, goals and means, impacts, and benefits of the internationalization of
higher education (Knight, 2012; IAU, 2012). Yet, the hitherto studies and debates on the
internationalization of higher education have done little to address the specific approaches emerging
from different contexts. Although there has been a recent increase of information disseminated from
Asia, Latin America, and Africa, most debates seem to be concerned with legitimizing and
universalizing concepts and approaches to internationalization conceived from the experiences and
traditions of Western Europe and North America (de Wit and Urias, 2012).
Scholars working on the internationalization of higher education seem to arrive at the conclusion that
it is not easy to conceptualize internationalization in a straightforward manner because it is a complex,
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contextual, and multifaceted process that involves many inside and outside actors and rationales that
may operate and influence outside the contractual focus. Higher education institutions that are in the
process of internationalization derive their legal status from their contractual agreements, but their
authority extends across national borders (Genschel and Zangl, 2008). Transnational actors, such as
non-governmental organizations, transnational firms, and so on, are seen to exercise their authority
beyond the borders of individual state territories and make the situation increasingly complex. The
OECD is an inter-governmental body that acts on behalf of its member states. However, it also
exercises considerable influence on non-member countries through the ways it shapes agendas which
directly and indirectly affect non-members states. Moreover, the Development Assistance Committee
(DAC) of the OECD has been highly influential in shaping the basis of development in low-income
countries, though these countries are not members of the OECD. In this case, the OECD is acting
beyond its jurisdictional borders (Robertson et al., 2012).
The attempt to find a comprehensive definition to the internationalization of higher education, either
on the bases of the historical origin, the rationales, or the higher education differentiation will lead us
to a more specific rationale, actor, strategies, and outcomes embedded in the description. We will end
up with a biased definition that tends to explain the experiences of a particular country and/or culture.
However, it is imperative to understand the concept of the internationalization of higher education
contextually and qualitatively and to recognize the many “negative impacts” in applying the current
definition (IAU, 2010, p. 206). For the time being, it will be better to understand internationalization
of higher education as an approach-oriented mobility of people, program, and institutions that are
motivated by different rationales and strategically modeled process and strategy of the international
dimension and aspect of the primary functions of higher education institutions. Alternatively, the
internationalization of higher education is an approach oriented strategic process of cross-border
(departmental, sector, local, national, institutional, regional, international) academic mobility and
integrity of academic people, program, and/or institutions of tertiary education to achieve academic,
cultural, economic, social and/or political benefits. It can also be understood as the cross-border
interaction between higher education institutions of different countries, socio-academic cultures, actors
and stakeholders, and different attributes like rationales, practices, approaches, mechanisms.

3.3. Actors/Stakeholders in Internationalization
The concept of stakeholder, according to stakeholder theory (a theory about how business works at its
best, and how it could work), originated in the field of corporate governance of an organization. A
stakeholder approach emphasizes the active management of the business environment, relationships
and the promotion of shared interests. Stakeholders or actors of an organization can be internal and
external in their position (Freeman et al., 2010). It can be defined as “any group or individual, who can
affect or is affected by the achievement of the organization's objectives” (Freeman, 1984, p. 46).
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Freeman et al., (2010) identified that any firm may include such standard stakeholders as government,
local community organizations, owners of the organization or firm, consumer advocates, consumers,
media, employees, special interest groups, environmentalists, suppliers, and financiers. These actors
may emerge as a response to an increased competitiveness in the operational process of an
organization.
Castro et al. (2015), however, suggests that there are different points of view regarding the
classification of higher education actors or stakeholders because higher education institutions have
specific socio-economic and cultural roles in society. Hence, the stakeholder’s relationships are
understood with different perspectives and values. For instance, external and internal stakeholders of
the internationalization of higher education may not have the same interests and values. The
involvement of external stakeholder in the planning, process and implementation of the
internationalization of higher education may represent the interests of the outside world. They may
need to make the institution more responsive to society and environmental needs. Actors and
rationales of internationalization are two sides of the same coin. Actors’ or stakeholders’ interests
frame the rationales and rationales reflect the motives of the stakeholders or actors. The academic,
socio-cultural, economic, and political rationales of internationalization indicate why different
stakeholders appeal, involve and invest in internationalization. Hence, the importance and influence of
stakeholders or actors on the planning and implementation of the internationalization of higher
education are crucial. Actors' role in the process may include developing purpose-oriented ways to
manage institutional relationships with their counterparts that aims at enhancing the level of
internationalization and the benefits derived from it (Castro et al., 2015). Actors in the
internationalization of higher education may constitute such stakeholders as governing entities,
administrators, employees, clientele, suppliers, competitors, donors, communities, government, nongovernmental regulators, financial intermediaries, joint venture partners, recruiting agencies, and
others (Burrows, 1999) that could be grouped as internal and external stakeholders (Amral and
Magalhaes, 2002). Actors could also be grouped as regular stakeholders, controller stakeholders,
partner stakeholders, passive stakeholders, dependent stakeholders, and not stakeholders (Mainardes,
2010 in Castro et al., 2015). Knight (1999c) also grouped them into government sector (different
levels of government: supra-national, national, regional, and local), education sector (different types of
higher education institutions: colleges, institutes, polytechnics, and universities; research groups,
professional and membership associations, students, teachers, researchers, and administrators), and
private sector (manufacturing, service, or trade companies) actors. Despite the fact that the importance
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and influences of stakeholders in the internationalization of higher education are well acknowledged,
few studies analyze the role of stakeholders in the global context. According to Marginson and
Rhoades (2000), actors and agencies that are involved, in one way or another, in the process of
internationalization could be “glonacal” and function at the global, national, and local levels.5
Actors, especially internal actors, are practitioners and the most influential in the planning, process,
and implementation of the internationalization of the higher education. External actors or stakeholder
also play a crucial competitive role in influencing the path and benefits of internationalization. They
formulate and influence policies and participate in the practices of the internationalization of higher
education at different levels and on the bases of different rationales.

3.4. Academic Mobility
3.4.1. The Concept of Academic Mobility: Brief Description
Modern technological developments and sophistication such as train and airplane systems have
dramatically facilitated the speed of transportation and geographical reach. Academic interaction and
life have been transformed as a result of the transformation of the transportation system and the
emergence of the knowledge society (Borchgrevink and Scholz, 2013; Kakihara and Sorensen, 2001).
Mobility is the ability to travel and to move in a local, national, regional or global environment with
some purpose. Mobility is not an end or a goal in itself, but rather an imperative instrument for
international research and teaching collaboration across countries, fields, and sectors (Borchgrevink
and Scholz, 2013). Academic mobility should not be narrowly understood in terms of human
independence from geographical constraints, geographic independence, or as a human geographical
movement (Makimoto and Manners, 1997). It is not only a matter of academics traveling across
borders of states, institutions, systems, and disciplines but, far more importantly, it is related to the
interaction they perform with their counterparts elsewhere (Kakihara and Sorensen, 2001). Kakihara
and Sorensen (2001) have identified three distinct dimensions of mobility interactions: spatial,
temporal, and contextual. These dimensions of mobility interactions are supported by the intensive use
of information and communication technologies (ICTs). Spatial mobility interaction refers to the
cross-border travel of people, objects, symbols/systems, programs, policies, etc. and evokes complex
patterns of academic and human interaction. Temporal mobility cam be understood in terms of the
virtual mobility of academics using technological facilities such as mobile phones, social media, and
the internet that save time (Whitehead, 1929). Contextual mobility interaction, according to Suchman
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There are also regional actors and stakeholder such as the EU, AU, OECD, ASEAN etc.
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(1987, p. 28), “is tied in essential ways not to individual predispositions or conventional rules but to
local interactions contingent on the actor's particular circumstances.”
Even though academic mobility is a key and defining element of internationalization (IAU, 2015), it is
an ambiguous term. Some researchers understand academic mobility in terms of established relations
and research students’ mobility, such as the mobility of doctoral and post-doctoral fellows/students
and early career scholars (Bauder, 2012). For others, academic mobility is a broader term that
incorporates the transnational mobility of all higher education students and academic staff members
for the purpose of studying, teaching, and/or research (Balasooriya et al., 2014; Stiglitz, 2006).
UNESCO conceptualizes academic mobility as implying a limited period of study, teaching, and/or
research in a country other than the country of residence (UNESCO, 2001). However, the UNESCO
definition does not consider permanent settlement abroad, a category this study considers. Bauder
(2012) categorized academic labor into permanent settlement abroad, short-term stays with the
intention of returning home, and transnational-oriented migration.6
All of the above have considered academic mobility solely in terms of the mobility of people.
Nowadays, however, academic mobility also refers to the mobility of academic programs and
academic providers or academic institutions. Hence, academic mobility could be understood as the
academic travel, movement and transfer of academic people, programs, and providers across academic
discipline, sector, institutional, national, regional and global jurisdictional borders with the purposes of
academic, socio-cultural, economic, and political objectives.
It is through the lens of the above brief and general understanding of the concept of mobility that this
study deals with academic mobility as the major dimension of internationalization. Even though
academic mobility also refers to local and national mobility, this study considers international or
transnational academic mobility students, teaching and research staff, programs and providers.

3.4.2. Three Approaches of Internationalization
Academic mobility, in the realm of internationalization, could be understood as the mobility of people,
program and providers discussed and analyzed in the three dimensions of internationalization, i.e. at
home, abroad, and virtual internationalization. Particularly, in the 21st-century, skill and human capital
have become the backbone of the knowledge economy, prosperity, and social well-being. A nation
embarking on the building of a knowledge economy requires a knowledge society and trained and
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Dervin (2011) labeled those academics who are working or studying in other countries and never worked and
studied in their own country, under academic migration than under academic mobility.
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skillful professionals. A knowledge economy requires nations to develop and sustain a skilled
workforce, engage and maintain global competitiveness, and improve the dissemination of knowledge
for the benefit of society at large (Altbach et al., 2009). In this case, the role of higher education has
become imperative in creating innovative and competitive human capital to enhance and sustain the
knowledge economy. This is the reason behind the “academic revolution” that has taken place in
higher education in the past half a century, which is marked by the unprecedented transformations of
higher education in scope and diversity (Altbach et al., 2009). Nowadays, changes in higher education
institutions “are more diversified and are closer to a patchwork model attended by larger segments of
the population” (Tremblay et al., 2012, p. 16).
The dramatic trend of the past half a century was certainly the significant global massification of
higher education. The total number of students studying higher education reached more than 100
million in 2000, and it has been projected to reach 263 million in 2025. The number of higher
education students in the world is also forecast to reach more than 400 million (430 million) by 2030
(Hazelkorn, 2015; Knobel, 2015). Figure 3.3. portrays the significant increase in the global higher
education enrollment between 1960 and 2010 and the prediction for the years 2025 and 2030.
Figure 3. 3. Higher Education Enrolment (1960-2010) and projection for 2025 and 2030
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A combination of demographic and economic changes, by 2020, will reshape the global higher
education landscape and its internationalization process. According to some forecasts, higher
education enrolment will grow by 21 million by 2020. The largest higher education systems, by 2020,
are likely to be in China (37 million), India (28 million), the USA (20 million), and Brazil (9 million).
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In addition, Brazil, Indonesia, Turkey, and Nigeria will become increasingly important players in the
global higher education sector in the coming decades (Tremblay et al., 2012). Europe has also targeted
that at least 20% of those graduating in the European Higher Education Area should have had a study
or training period abroad by 20207. In some developing and emerging countries, higher education
institutions are unable to accommodate all qualifying higher education seekers. Hence, such an
excluded portion of higher education plus some outstanding and bright students encourage institutions
and providers to offer and provide cross-border education. Such a lucrative education market also
encourages governments to frame attractive policies of recruiting fee-paying international students.
Mobility is still the main activity in most discussions of internationalization, and growing student
mobility numbers worldwide indicate that mobility will continue to be highly significant for the near
future. The other major development in the activities of higher education is the growing importance
and overextending trend of internationalization. Major activities of internationalization of higher
education could be categorized as “at home,” or “abroad” activities (Knight, 2010) and “virtual
mobility” (Matei and Iwinska, 2015). It is important to note that the first two categories are
interconnected and sometimes overlap. Internationalization abroad is, in most cases, cross-border or
transnational

education and

has

significant

implication for campus-based or

at home

internationalization, and the reverse is also true.

“At Home” Internationalization
In matters of policy and practice, in many countries, crucially important aspects of the
internationalization agenda are now moving from the periphery to the center. Higher education
institutions, particularly universities have placed increasing importance on developing and sustaining
international partnerships along with a growing interest in providing training and support for faculty
and staff at home with more international and intercultural orientations. Internationalization “at home”
is rising in prominence (Rumbley, 2015).
“At home” internationalization is the process of offering more internationally and interculturally
oriented academic training and support for students, teachers, and staff. This is one dimension of the
internationalization

7

of

higher

education.

It

is

characterized

by

immobility.

http://www.ond.vlaanderen.be/hogeronderwijs/bologna/conference/documents/Leuven_Louvain-la-

Neuve_Communiqu%C3%A9_April_2009.pdf, (accessed on 25 May 2015)
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At

home

internationalization is purely domestic and refers to the internationality and interculturality of
curriculum, teaching, research, and student skills and knowledge on a campus level (OECD, 2006).
“At home” internationalization “has been developed to give greater prominence to campus-based
strategies” (Knight, 2012, p. 34).
Strategies included in the campus-based or “at home” internationalization may include the following
activities: curriculum and program, teaching and learning, research and other scholarly performances,
co-curricular activities, extracurricular activities, and liaison with local community-based
cultural/ethnic group (Knight, 2010). Curriculum and program activities may include the infusion of
new programs with international cultural, global, or comparative themes with existing courses. This
may constitute such studies as foreign languages, area studies, or regional studies and joint or double
degrees. The teaching and learning aspect of the “at home” internationalization refers to the inclusion
of intercultural and international case studies and examples in the lessons, the presence of international
scholars in an academic department, and diversified student population in a classroom that reflects the
presence of international students, returnee students from studies abroad, and local students.
This process also includes virtual student mobility for joint courses and research projects, international
and intercultural teaching, and learning scenarios, and the integration of global learning outcomes and
assessment. Joint research projects, international conferences and seminars, published articles and
papers, international research agreements, research exchange programs, and the integration of visiting
scholars and researchers all make up the research and scholarly activities. Co-curricular activities may
include international/global leadership programs, interdisciplinary seminars and think tanks, and
distinguished keynote speakers. Extracurricular activities include diversely populated student clubs
and association, intercultural campus events, language partners, friendship programs, peer support
groups and programs. The involvement of international students in local cultural and ethnic
organizations through internships, volunteerism, placements, and applied research, the involvement of
local representatives of cultural and ethnic groups in teaching, learning, research and extracurricular
activities represent aspects of “at home” internationalization (Knight, 2012).
The internationalization of curricula is one of the main activities of “at home” internationalization of
higher education (Brewer and Leask, 2012). In spite of the absence of one agreed definition of the
internationalization of curricula in higher education, the OECD (1996) has defined it as “… an
international orientation in content and/or form, aimed at preparing students for performing
(professionally/socially) in an international and multicultural context and designed for domestic and/or
foreign students” (OECD, 1996, p. 9). The internationalization of higher education curricula is closely
influenced by the transformation of the global knowledge economy and the commercialization,
commodification, and marketization of the products of higher education. It is represented in ways that
are similar and different in different parts of the world. Given the small number of students studying
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abroad, curricula internationalization offers local students the opportunity to be exposed to
international and intercultural orientations beyond traditional and national borders and concerns.
Moreover, the curricula of higher education could also be internationalized by recruiting faculty from
diverse national, cultural, and linguistic backgrounds and integrating them into the local staff and
supporting them through professional development opportunities. As observed in a number of
European countries as well as in Japan, Australia, and the United States, the recruitment of
international students is also an important mechanism for internationalizing curricula (Brewer and
Leask, 2012).
There is little evidence, however, to suggest that cultural diversity on campus results in and
contributes positively toward the development of campus intercultural integration. In some situations,
the cultural dimension of the internationalization of higher education may create the impression of an
“us-them” in which international students or staff are accepted. In most cases, there is little enthusiasm
for welcoming and integrating foreigners among host staff and students. Rivers (2010) has observed
that despite the fact that many of the students coming to Japan are non-native English speakers who
are forced to insist on English-only language courses and communication ultimately allows the
Japanese to maintain the “us-them” distinction, where foreigners should speak English and Japanese
should speak Japanese. Until the 1980s, the Japanese government policy and interest, not fearing loss
of cultural identity, focused on only importing Western idea and practices (Rivers, 2010; Ninomiya,
2009). For many years, in Australia, the strategy of recruitment and enrollment of fee-paying
international students have been considered as a strategy to enhance international contact and positive
intercultural exposure for domestic students; however, this was rarely the case (Brewer & Leask,
2012).
The internationalization of the curriculum is not free from criticism (Brewer and Leask, 2012). One
area of the critique has focused on the hegemony of Western perspectives and the export/import of
Western conceptions of higher education and internationalization. Goodman argues that the
dominance of Western educational models defines what knowledge is and who is qualified to
understand and apply that knowledge (Goodman, 1984, p. 13). He also continues to describe who the
expert is, in what, and who can claim privilege, prestige, and elite status? (Brewer and Leask, 2012).
In spite of their cautions against simply copying Western policies and practices, Asian states, “fall into
traps of recolonization” (Mok, 2007, p. 438). Similar voices are also heard from African scholars,
asserting that their universities are European establishments and victims of Western curricular and
language hegemonies.

Abroad Internationalization
Cross-border education is the other component of the broader dimension of the internationalization of
higher education. Cross-border education or internationalization abroad is not a new concept. cross65

border education refers to “situations where the teacher, student, program, institution/provider, or
course materials cross national jurisdictional borders” (OECD, 2006, p. 19). Burgess and Berquist
(2012) used the term transnational education (TNE) to denote cross-border education, which is
explained as “all types of higher education study programs or sets of courses of study, or educational
services (including those of distance education) in which the learners are located in a country different
from the one where the awarding institution is based” (Burgess and Berquist, 2012, p. 326). Moreover,
such terms as cross-border, transnational, offshore, and borderless education are interchangeably used
to explain abroad internationalization (Knight, 2012).
Regarding internationalization, two shifting trends are observed in the global North that have affected
the global South. The first trend is the vertical shift from a mere mobility of people (students, teachers,
and staff) to the mobility of program and provider. The other shift is from development cooperation
(aid) to competition (trade). In this commercial global higher education market, billions of pounds,
euros and dollars are being generated from tuition fees and living expenses of international students.
Higher education institutions in developed countries are making considerable profits by charging
tuition fees to international students at home and abroad. Australia, Canada, the United States, the
United Kingdom, New Zealand, the Russian Federation, Belgium, Turkey, Denmark, Poland, Austria,
and the Netherlands belong to this category of the commercialization and commodification, and
marketization of higher education (OECD, 2013). The period between the end of the Second World
War and the late 1980s witnessed the application of the principle of development aid to developing
countries with respect to offering free scholarships for foreign students to Australia. This has been
changed following the publication of the Green Paper in 1987 by the Department of Employment,
Education, and Training (DEET) on higher education, which encouraged a more market-oriented
approach to foreign students by stating that full fee-paying international students offer the opportunity
to increase revenue (DEET, 1990). Accordingly, since 1990, all Australian universities have been
authorized to recruit foreign students on a full cost basis. The Australian government has also
promised not to interfere in the institutional overseas student market and allowed higher education
institutions to set and collect fees with no corresponding government fund or grant reduction (DEET,
1990). However, such a market-oriented higher education policy will eventually result in equity
problems. It allows only the wealthiest students and parents to study higher education at home or
abroad (OECD, 2008). The rationale behind this policy change, according to UNESCO, “is the failure
of the subsidized overseas student program to meet satisfactorily its aid, education, and economic
objectives” (UNESCO, 2013, p. 8) and the external economic changes (DEET, 1990). As a result,
from 1990 to 2003, the global market share of Australia in cross-border education grew from 1% to
9%. By 2007, full-fee-paying foreign students constituted one quarter of Australian undergraduate
enrolments. Education has become the third largest service export business in Australia. (Marginson,
2007).
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Mobility of Programs and Providers

Although abroad internationalization of higher education generally constitutes important components
of “at home” internationalization, in the form of inbound mobility of student, teachers, researchers,
and the internationalization of curricula, it can take several forms, such as the mobility of people,
programs, course materials, providers, policies, knowledge, ideas, projects, and services across
national boundaries. Students, teachers, and researchers travel to study, teach, and research in foreign
countries, and education institutions.
The mobility of providers can be described as the physical or virtual mobility of education providers
such as investors, institutions, organizations, or companies across a national border to offer
educational or academic training programs or service to students and others. Providers use different
forms of cross-border provisions that may include branch campuses (e.g. University of South Africa
(UNISA) in Ethiopia), bi-national universities, acquisition/mergers, teaching sites, and research
projects (for example the Institutional University Cooperation (IUC) - Mekelle University (MU) at
Mekelle University, Ethiopia). The Flemish Inter-University Council (VLIR) provides support to
Mekelle University through its Inter-University Partnership Program since 2003 with the financial
support from the Belgian government. This project-driven program (IUC-MU) was launched on 20
September 2004. This ten-year partnership fosters scientific collaboration between Flemish
universities and Mekelle University. It aims to strengthen the capacity of Mekelle University as an
institute of higher education and a center of Excellence for research 8 . It was, however, a project
administered by a professor from the Belgian side. Moreover, providers could deliver and carry out
under such arrangements as development cooperation projects, academic partnerships, or commercial
trade. Cross-border education could be provided in the form of twinning or franchising or the opening
of branch campuses, and/or virtual arrangements. In terms of the academic mobility of people,
program, and providers, OECD (2006a) explained abroad internationalization of higher education as
follows:
Students and academics may go abroad to study or teach. An organization may set up a branch
campus abroad, partner with a foreign university, or buy a foreign educational institution.
Cross-border education can also take place through the mobility of educational programs and
curricula across borders via e-learning, educational partnerships with a foreign institution to
deliver joint courses, elaborate joint curricula or undertake any other joint educational

8

http://www.mu.edu.et/index.php/research/research-projects/mu-iuc-projects, (accessed on 10 March 2016)
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arrangement, while students, academics and institutions remain in their country. Cross-border
delivery of education through institution mobility need not involve academic or student
mobility: the foreign campus can be operated by teachers and staff from the destination country
(OECD, 2006a, p. 19).
According to OECD (2006a), abroad internationalization may constitute such activities as the mobility
of people (students and professors), educational programs (in the form of partnership and e-learning,
etc.), and institutions or providers (the opening of branch campuses or educational foreign
investment). Jane Knight (2012), in contrast, classified internationalization abroad into five categories
of the mobility of people (students, professors, consultants, etc.), programs (courses, program, etc.),
providers (institutions, organizations, etc.), projects (academic projects, etc.), and policies. Project and
policy issues are newly included categories to the internationalization abroad of higher education.
The following two consecutive figures (3.4 and 3.5) show the major types and forms of
internationalization abroad. The tables also describe the main activities under each type and form of
mobility. Figure 3.4. is a typology framed by OECD (2006b) and Figure 3.5 is a typology prepared by
Jane Knight (2012). Both figures are presented here for a comparative understanding of the forms and
descriptions of abroad internationalization.
Figure 3. 4. Types and Forms of Cross-border of Internationalization
Type of
internationalization
abroad
People
 Students/trainees

Main Forms



Academic/
trainer mobility



Program
 Educational
Programs

Academic
partnerships,
e-learning

Institutions/providers

Foreign
campuses/
foreign
investment

Joint course or program with
a foreign institution, Elearning programs,
Selling/franchising a course
to a foreign institution
foreign campus, Buying a
foreign educational
institution

Professor/trainers

Examples of activities


Student mobility

Full study abroad for a
foreign degree, academic
partnership at home or
joint degree, exchange
programs
For professional
development, academic
partnership, employment
in a foreign university,
to teach in a branch
institution abroad

(Source: OECD, 2006a, p. 20)
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Size

the largest share of abroad
internationalization

An old tradition in
education sector, which
should grow given the
emphasis on mobility of
professionals and
internationalization of
higher education
Academic partnership
represents the larger share
of these activities

A trend increasing very
quickly from a modest
starting point

Figure 3. 5. Categories and Modalities of Abroad Internationalization
Category
Modalities/ forms of mobility
People (students, consultants,
Semester/year abroad, full degrees, field/research work, internships,
professors/scholars, experts,
sabbaticals, consulting, employment
researchers)
Programs (course, program, subTwinning, franchise, articulated/validated, joint/double award,
degree, degree, Postgraduate)
online/distance
Providers (institutions,
Branch campus, virtual university, merger/acquisition, independent
organizations, companies)
institutions
Projects (Academic projects,
Research, curriculum, capacity building, educational services
services)
Policies (academic, management, Quality assurance, degree levels, credit accumulation, and transfer,
institutional, national
academic mobility
The purpose of mobility of people, program, providers, projects, and policies could be either for
development, cooperation, educational, linkage, commercial, or trade
(Source: Adopted from Knight, 2012, p. 37)

The scope and scale of programs and services that are offered and the local presence of the foreign
provider are the major differences between program and provider mobility. A distinctive feature
between program and provider mobility is that with provider mobility, the learner is not necessarily
located in a different country than the awarding institution, while this is usually the case in program
mobility (Knight, 2012).
Education policy has little to do with the mobility and provision of cross-border education. The
decrease in the cost of transport and communications, the emergence of global knowledge economies
and labor market, deterioration of public funding for higher education, and the development of a
middle class in certain emerging economies of Asia-Pacific have shaped, explained, and enhanced the
mobility of cross-border education (OECD, 2007). Agreements and negotiations between both
demanding and supplying bodies and forces are driving the growing abroad internationalization of
higher education. Domestic institutions’ inability, especially in developing countries in Asia and
Africa, to meet the rising demand for higher education, is one of the factors that have increased both
mobility of people and cross-border education. In addition, students’ increasing perceptions and
assumptions of particular advantages from studying in another country have also promoted academic
mobility. Student perceptions and assumptions may include such advantages as cultural exposure and
enrichment, language skills, and high-status qualifications and credentials that increase chances of
international employability. Governments are also more actively engaged in promoting the
international mobility of students and academic staff for intercultural, political, labor market and trade
reasons. In contrast, the commercial approach of both public and private providers increasingly sees
foreign students as sources of revenue and compete for them (OECD, 2006a; OECD, 2007). The
competition partly constitutes the employment of international academics. To raise institutional
quality, to internationalize academics and staff, to complete globally, and to enhance student learning
opportunities, providers also employ teachers from different countries (OECD, 2006b). In 2006, more
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undergraduate students were attending foreign programs in Singapore than Singaporean students
studying abroad (OECD, 2007).
An increasing number of host countries have considered cross-border education as an imperative
strategy to increase domestic academic and education capacities in teaching, learning, research, and
services. With all the drawbacks, potentially, access to cross-border foreign education is supposed to
support and increase the number of available places for students seeking higher education, facilitate
knowledge transfer, and encourage collaborative academic research for the development of knowledge
economy and helps the process of nation building. The largest concentration of the cross-border
education markets is located in Asia-Pacific countries, where there is also an increasing private
investment capacity (OECD, 2006b). China and India are instrumental examples in hosting
transnational collaboration as part of their domestic capacity building strategy. China has more than
doubled its annual investment in higher education since the beginning of the millennium. However,
25% of secondary school leavers were unable to enroll in the Chinese public higher education
institutions (Burgess and Berquist, 2012). Therefore, China has been encouraged to establish academic
collaboration with providers and to fund students to study abroad. China has benefitted from its
transnational collaboration with internationally prominent higher education institutions. These foreign
higher education institutions have brought with them resources, staff, and forged strong research
linkages and networks. All these have significant institutional and sector advantages of academic
capacity building and attracting the Chinese Diaspora. India, experiencing similar problems, is also
moving cautiously to invite foreign universities to enter its higher education market. Two regional
education hubs, Singapore and Malaysia, have also opened their doors for foreign higher education
providers (Burgess and Berquist, 2012). According to the OECD (2006b), in Asia-Pacific, two
mutually pulling factors, the economic and cultural significance of the West and the economic and
demographic weight of some of the countries of the region, have attracted global cross-border
education.
In 2001, there were 150 foreign educational institutions and 40 foreign professional organizations
offering 645 programs, either independently or in collaboration with local actors in Hong Kong
(China). Between 1995 and 2003, foreign programs offered in collaboration with local institutions
increased nine-fold in China. At the beginning of 2003, 37% of the 712 programs were courses that
led to a diploma qualification. Foreign higher education institution branch campuses were opened in
China under new government arrangements and the construction of government-financed academic
infrastructure. In China, the branch campus of the English University of Nottingham, opened in
September 2004, is one example. This university also has a campus in Malaysia (OECD, 2007).
In 2006, half of the global foreign diplomas was issued by the United Kingdom, while Australia
awarded one-third and the remaining foreign academic qualifications were issued by other countries,
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including the United States (OECD, 2007). The UK modes of cross-border education arrangement
range from full multidisciplinary branch campuses to distance learning programs that are operating
with joint or dual degree awards. The United Kingdom offers transnational education program through
145 registered offshore higher education institutions; 60% of these programs offer transnational
programs in Asia-Pacific. A total of 196,640 foreign students, of which sixty percent were
postgraduate and forty percent were undergraduate, attended more than 1,000 United Kingdom crossborder programs in 2007-2008. France also established around 24 transnational higher education
institutions with more than 200 programs, of which around 126 programs were offered for master
level. French cross-border higher education has also targeted such regions as North Africa (58%),
Asia-Pacific, and Europe. Some 85 German transnational institutions enrolled about 8,000 foreign
students outside Europe in 2006-2007. In 2010, about 104,678 foreign students, which represents
31.2% of all international students in the Australian higher education programs, were enrolled in such
programs. The focus of the Australian transnational education includes Singapore, China, Malaysia,
Hong Kong, Vietnam, India, and Indonesia (Burgess and Berquist, 2012). As the following Figure 3.6.
shows, the US is also a strong competitor for the Asian education market.
Despite the fact that there is a considerable interest for cross-border education provision to
accommodate the increasingly growing demand of foreign students and for commercial satisfaction,
not all providers and programs are necessarily relevant and genuine; some of them may be fakes.
Figure 3. 6. Source Countries for the US education, 2010-2011
Source Countries
2010
2011
Change in percentage
All
153,312
858,180
7.33%
China
153,312
196,857
28.40%
South Korea
105,696
104,908
-0.75%
India
103,760
99,316
-4.28%
Canada
30,803
30,779
-0.08%
Saudi Arabia
29,391
43,910
49.40%
Japan
28,805
27,188
-5.61%
Taiwan
27,046
25,918
-4.17%
Vietnam
17,116
18,044
5.42%
Mexico
15,660
16,777
7.13%
Nepal
13,353
--NA
Brazil
--14,378
NA
Source: (Choudaha and Chang, 2012, p. 10)

Adam (2001) refers some negative aspects related to the quality of provision. Some are unregulated
providers (franchised institutions and branch campuses) outside national quality assurance systems.
Problems are also related to the absence or weak consumer protection due to lack of transparent and
clear information for students, employers, and national authorities. The emergence of degree mills and
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counterfeit providers and unfair competition with regulated national providers are other problems
observed in relation to academic program and institution providers.



Student Mobility

In internationalization abroad, the academic mobility of people is still the key dimension (Rumbley,
2015). Figure 3.7 presents the growth of international students between the years 1975 and 2010 and
two predictions for the next five and ten years, respectively (2020 and 2025). Figure 3.7 shows that
international student mobility abroad grew from 0.8 million in 1975 to 1.2 million9 in 1990. Moreover,
the number of students studying abroad increased from 4.1 million in 2010 to 4.3 in 2011, and it has
been projected to be 5.8 million in 2020 and 8 million in 2025 (UNESCO, 2013; Tremblay et al.,
2012; Sharma, 2012; Maslen, 2012).
Moreover, according to UNESCO (2013), the rise in internationally mobile students reflects the
growing university enrolment around the world. In 2012, more than four million students went abroad
to study, up from a little more than two million in 2000. This represents 1.8% or 2% of all tertiary
enrolments globally. Central Asia (Kazakhstan, Kyrgyzstan, Tajikistan, Turkmenistan, and
Uzbekistan) has experienced a steady rise in the number of students studying abroad. The number of
international students from this group of countries grew from 67,300 in 2003 to 156,600 in 2012, with
the outbound mobility ratio doubling from 3.5% to 7.5%. These figures partly suggest that domestic
tertiary enrolment has not kept pace with the growing demand for higher education.
Figure 3. 7. Growth on Abroad Student Mobility, 1975-2010 (in millions) and projection for 2020 and 2025
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(Source: adapted from Tremblay et al., 2012)

9

There is a slight variation in this data: for UNESCO it is 1.2 million and for Tremblay et al. the figure is 1.3
million.
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Three regions have relatively low outbound mobility ratios: South and West Asia, (1.0% of tertiary
students studied abroad), Latin America and the Caribbean (0.9%), and North America (1.4%)
(UNESCO, 2013). (For sub-Saharan Africa see below.) The following Figure 3.8. shows the number
and percentage of international student enrollment between the years 2002 and 2009. The year 2012 is
also presented to compare the increment in the number of international students. Accordingly, from
2002 to 2009, the USA, UK, Australia, Canada, and France were the five top receiving or hosting
countries of international students.
Figure 3. 8. Number and Percentage of International Student in Total Enrolment, by hosting countries, 2002-2009, and 2012
Major
Global
Hosting
Countries
US

UK

2002

582,99
6 (4%)

227,27
3
(10%)
Australia
179,61
9
(18%)
Canada
52,650
(6%)
France
165,43
7
Germany
219,03
9
(Source: Choudaha and
database)

Year (2002-2009) and 2012, Enrollment, and percentile increment
2003
2004
2005
2006
2007
2008
2009

586,316
(4%)

572,50
590,158
9
(3%)
(3%)
255,233 300,05
318,399
(11%)
6
(14%)
(13%)
188,160 166,95
177,034
(19%)
4
(17%)
(17%)
60,027 70,191
76,482
(6%)
(7%)
(7%)
221,567 237,58
236,518
7
240,619 260,31
259,797
4
Chang, 2012; UNESCO, 2013;

584,71 595,87
9
4
(3%)
(3%)
330,07 351,47
8
0
(14%)
(15%)
184,71 211,52
0
6
(18%)
(20%)
80,874 81,825
(8%)
(8%)
247,51 246,61
0
2
207,99 206,87
4
5
UNESCO Institute

2012

624,474
(3%)

660,58 740,48
1
2
(3%)
341,791 368,96 427,68
(15%)
8
2
(15%)
230,635 257,63 249,58
(21%)
7
8
(21%)
84,039 87,798 120,96
(8%)
(8%)
0
243,436 249,14 271,39
3
9
189,347 197,89
206,
5
986
for Statistics, Statistical UIS

However, in 2012, even though the total numbers of enrolment of international students increased, Canada
lagged behind. Australia also hosted fewer international students in 2012 than in 2009. As a result, the 2012 rank
in hosting international students has changed, and the five top receiving countries in 2012 include the USA, UK,
France, Australia, and Germany as shown in Figures 3.9 and 3.10 below.
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Figure 3. 9. Foreign Student Enrollment in Major Five Host Countries in 2002, 2005, 2009, 2012
800
700
in thousands
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2002
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2005

400
300
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100
0
USA

UK

France

Australia Germany Canada

(Source: adapted from Choudaha and Chang, 2012, p. 7; UNESCO Institute for Statistics, Statistical UIS database; data
extracted on 10 May 2015 21:59 UTC (GMT) from UIS/ISU)

Regionally, the major regions that host the largest number of mobile students include North America
and Western Europe (57% of total mobile students), East Asia and the Pacific (20%), and Central and
Eastern Europe (10%). These regions host more than 80% of the global students studying abroad
(UNESCO, 2013). New players, such as Australia, New Zealand, Spain, the Russian Federation and,
more recently Korea, have emerged on the international education market in recently decades. By
contrast, the share of international students has declined in some attractive countries like Germany,
and the United States (OECD, 2013).
From the perspective of origin, the major source region for international students is the region of AsiaPacific that accounts for 53% of all international students studying abroad worldwide. Mainly
countries such as China, India, and Korea contribute a significant portion. By 2009, one in five of the
global international students came from either China or India, with more than 700,000 tertiary-level
students enrolled in a higher education system outside their home country (Choudaha and Chang,
2012). These countries have contributed 84% of all increase in international student enrollment in the
United States of America between 2000 and 2001, and 2010 and 2011. Particularly, the global increase
of Chinese international students is attributed to the growing supply of high school graduates whose
families can afford tuition fees and the unmet demand for higher education at home. Source countries
for US education also include such countries as Saudi Arabia, Mexico, and Brazil (Choudaha and
Chang, 2012).
Figure 3.10. is organized from UNESCO data to show the trend of receiving and sending countries in
2012 in abroad internationalization. It mainly reveals the top ten major receiving countries of
international students.
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Figure 3. 10. Top Ten Receiving Countries in the Global flow of Tertiary-level Students, 2012
No.

1

2

Major Receiving

Major Source

Countries

countries

USA (18%)

All

740,482

All

58,133

China

210,452

UK

14,810

India

97,120

Canada

7,437

Korea

70,024

Germany

3,959

Saudi Arabia

33,066

France

3,872

Canada

25,978

Australia

2,849

Germany

9,053

New Zealand

2,225

UK

8,897

Brazil

8,745

Nigeria

6,807
427,686

All

27,968

China

76,913

USA

8,897

India

29,713

France

3,186

Nigeria

17,542

Ireland

2,062

Germany

15,810

Germany

1,411

Ireland

14,996

Australia

1,408

USA

14,810

Netherland

888

271,399

All

62,416

Morocco

28,778

UK

12,753

China

26,479

Canada

8,325

Algeria

21,804

USA

7,973

Tunisia

11,134

Switzerland

7,414

Senegal

8,841

Belgium

6,722

Germany

7,661

Brazil

4,039
249,588

All

10,968

China

87,497

USA

3,727

Malaysia

17,001

New Zealand

2,624

India

11,684

UK

1,775

Vietnam

11,081

Germany

470

USA

2,849

France

337

Germany

1,497

UK

1,408

206,986

All

117,576

18,323

Austria

25,099

UK (11%)

4

France (7%)

Australia (6%)

All

Germany (5%)

Total

1,519

All

All

South Africa
5

Major
Destinations

Mexico
3

Total

787

All
China
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Turkey

12,222

Netherlands

24,815

Russia

10,007

UK

15,810

Austria

8,069

Switzerland

12,073

Cameroon

5,197

USA

9,053

173,627

All

51,171

Belarus

32,169

Germany

10,007

Kazakhstan

29,518

USA

4,654

Ukraine

10,702

France

4,300

Uzbekistan

10,096

UK

3,574

9,842

Czech R.

2,912

150,617

All

33,751

China

96,592

USA

19,339

Korea

24,171

UK

3,131

Vietnam

4,047

Australia

1,855

Thailand

2,476

France

1,661

Malaysia

2,400

Germany

1,628

120,960

All

45,509

China

26,238

USA

25,978

France

8,325

UK

6,085

India

8,142

Australia

3,837

USA

7,437

France

1,685

Nigeria

2,031

UAE

763

88,979

All

694,041

USA

210,452

Japan

96,592

Australia

87,497

UK

76,913

Korea

43,698

Federation

6

Russia F. (4%)

All

China
7

8

9

Japan (4%)

Canada (3%)

China (2%)

All

All

All
No data

10

Italy (2%)

All

77,732

All

51,236

Albania

12,045

UK

7,930

China

7,645

Austria

7,206

Romania

5,713

France

6,723

Greece

3,318

Germany

5,356

Iran

2,975

USA

4,149

(Source: compiled from UNESCO, 2013; See also OECD document 2014).

From Figure 3.10 above, many things can be observed. The ten countries receive 60% of the global
flow of tertiary level students in 2012. The major destinations of students from the major receiving
countries, with few exceptions, are mainly located in the matured economies of the West. By 2012, the
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destinations of American students are the UK, Canada, Germany, France, Australia, and New Zealand.
USA, France, Ireland, Germany, Australia, and the Netherlands are destination countries for the UK
international students (see Figure 3.10 destination column). Therefore, the Western world receives
students from the rest of the world and circulates them within its own sphere. The following Figure
3.11 reveals the major top ten source countries of international students.
Figure 3. 11. Top Ten Countries of Origin for Global Tertiary-level Student Mobility in 2012
Sending countries
China
India
Korea
Germany
Saudi Arabia
France
USA
Malaysia
Vietnam
Iran


Total Number of students
studying abroad
694,041
189,472
123,674
117, 600
62,500
62,400
58,100
55,600
53,800
51,600

(Source: compiled from UNESCO, 2013)

Sub-Saharan Africa is the second largest source of mobile international students worldwide. France
has been the main hosting country of the African student body mainly from former French colonies
since the 1960s. It has continued to be the major receiver of African students in 2012 as well. The
same phenomenon is observed with England recruiting a majority of Nigerians and Kenyans, Portugal
has been the main destination country for African students from Mozambique, Cape Verde and
Angola, and Spain hosts students mainly from Equatorial Guinea. Hence, in 2008, the main destination
for sub-Sahara African international students is Western Europe: France (21%), United Kingdom
(12%), Germany (6%) and Portugal (5%) (Ferdjani, 2012). France is by far the most popular, with
over 100,000 students in 2006. The former colonial powers, as well as North America, obviously
predominate, but there are also over 5,000 students in Russia. There are also increasingly large
numbers in other European countries, India, and Australia (Black Expat Magazine, 2008). Due to
demographic growth and improvements in levels of education in Africa, the overall number of African
students moving abroad increased substantially from 284,762 in 2005 to 326,597 in 2009 (Ferdjani,
2012). According to the latest data, 288,200 students studied abroad in 2012, up from 204,900 in 2003.
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However, in this period, the outbound mobility ratio in the region dropped10 from 6% to 4.5%. It partly
seems that sub-Sahara African students are staying closer to home. The shift partly suggests
regionalization in higher education and the steady expansion of domestic higher education systems in
Africa (UNESCO, 2013). Figure 3.12 reveals the top ten international student sending and top five
hosting sub-Sahara African countries in 2012.
Figure 3. 12. Ten Major Sending and Five Major Receiving African Countries, 2012
Sending
All
Nigeria
Morocco
Zimbabwe
Algeria
Cameroon
Tunisia
Egypt
Kenya
Senegal
Ghana

Total No.
288,200
49,531
44,161
27,994
24,751
22,297
18,911
16,217
13,573
11,893
9,103

Receiving
All
Egypt
South Africa
Uganda
Ghana
Benin

Total No.
No data
49,011
42,180
15,035
9,132
9,060

(Source: compiled from UNESCO, 2013)

The global North is not always the first choice for Africans who wish to study abroad. Nowadays,
African students are visiting higher education institutions of the global South, especially China, India,
Japan, and Korea. According to Ferdjani (2012), there are reportedly over 2000 Chinese companies
operating in over 50 African countries in all economic sectors ranging from manufacturing to natural
and raw resources exploitation, and services. In 2009, China surpassed the United States as African’s
largest trade partner (Alessi and Xu, 2015). The Chinese engagement in Africa takes a variety of
forms: commercial exchange, medical assistance and aid, technical expertise, engineering projects,
diplomacy, and educational exchanges. To facilitate the higher education exchange program, China
and Africa established the Forum on China-Africa Cooperation (FOCAC) in 2000 (Ferdjani, 2012).
Kaiyu (2012) has explained the transformation of the Sino-African historical development of
educational relationships from mere diplomatic relations to the phase of implementation and finally to
the “declaration of 2000” Chinese project that included human resource development and education.
Beyond this, there was the continuation of the scholarship mechanism for long-term training, mostly at
the degree level, and there was also the sending of teachers to Africa to facilitate channels of

10

Probably, the reason could also be that the data are mainly processed from the global North and may not
include African international students in the East to China, India, Korea, Australia, New Zealand, where for
example many Ethiopian students study.
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communication between universities of both sides. At the first FOCAC meeting, in 2000, there was an
agreement that the two parties should work out country specific training plans. China is offering
scholarships to almost all parts of Africa (King, 2006). China hosted 2,757 (2004), 3,737 (2006) and
12,436 (2009) African students. Some Chinese students also study in Africa. Tanzania has hosted
some Chinese students for Kiswahili language course (Ferdjani, 2012). The following Figure 3.13
shows the percentage of continental and sub-Saharan Africa international students. It indicates that
France was the main destination for African students.
Figure 3. 13. Percentage for Continental and Sub-Saharan Africa International Student Destinations, 2008

Host countries
Australia
Belgium
Canada
China
France
Germany
Italy
Morocco
Portugal
Russia
South Africa
Spain
United Kingdom
United States
Others

Percentile of African international students
Continental Africa
Sub-Sahara Africa
4
4
3
3
1
2
2
2
36
21
7
5
1
1
1
2
3
5
2
2
11
17
2
9
12
11
14
8
10
(Source: Black Expat Magazine, 2008)

Figure 3.13 shows that France hosts the majority percentage in both cases and followed by South
Africa and the United States of America. Most African students go to the global North than global
South. In-house mobility includes such host countries as Morocco and South Africa. From AsiaPacific region, Australia and China are prominent destinations for African transnational students. It is
also noteworthy that such African countries as Egypt, Uganda, Ghana and Benin also attracted some
students in 2012.



Academic Staff Mobility

For the development of the knowledge economy and the worldwide massification of higher education,
highly skilled academic scholars and researchers are required. Outstanding scholars and researchers
could be recruited in two ways mainly from economically developing and emerging countries as PhD
students and professors. Conditions will be relaxed to attract PhD students and permit them to stay in
the country where they studied. In the late 1990s, in some OECD countries, where sustained
knowledge economic prevails, the migration of human resources in science and technology (HRST)
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has considerably increased. “Several OECD countries relaxed their immigration laws to attract
qualified and highly qualified foreigners, including students, to sectors where there were labour
shortages” (Tremblay, 2005, p. 197). Particularly due to the better economic situations and the use of
the English language, the United States, United Kingdom, Australia, and other Anglo-Saxon countries
probably receive the most attention from new and graduating international students. Moreover, these
countries have significantly improved their immigration policies. Visa procedures were simplified
(Internet application) to encourage prospective candidates. In July 2001, the US improved its visa
policy, and the Department of Immigration encouraged some tertiary foreign students in information
and communication technology (ICT) to apply for permanent residence. Similarly, Canada, France,
Germany, the UK, Australia, and New Zealand revised their Skilled Migrant visa categories to attract
and retain international students and scholars (Tremblay, 2005). Such policy measures intensify brain
drain from source countries.
Figure 3.14 below presents an example of inter-country student movement. The table depicts that
OECD countries recruit students mainly from Asia and Africa but circulate their students among
themselves. The United States sends students to the UK (6.2), Germany (1.4), Australia (2.0), Japan
(1.5), Korea (5.2), and New Zealand (5.6). It also sends students to China (7.3), and the share of the
OECD countries is, however, threefold (21.9).
Figure 3. 14. Inter-country Student flows in 2005
Sending
Countries
India
China
Korea
Japan
Canada
USA
France
Ireland
Morocco
Algeria
Malaysia
Total (000s)

USA
13.5
11.1
10..4
6.9
5.0
2.0
--0.3
--1.1
568.0

UK
4.9
15.4
1.0
1.9
1.1
6.2
4.6
4.8
----3.4
344.0

Host countries (in percent)
Germany
France
Australia
Japan
----14.2
--10.5
4.8
27.0
63.0
2.2
--2.3
13.5
----1.9
----1.1
1.8
--1.4
--2.0
1.5
2.1
------------3.4
13.8
--1.8
--9.4
--------8.8
1.5
246.0
238.0
168.0
118.0
(Source: Varghese, 2008, p. 20)

Korea
--51.3
12.0
--5.2
----------23.0

China
2.3
38.3
13.4
--7.3
2.2
--------141.0

NZ
3.6
59.0
2.9
2.3
--5.6
--------2.2
37.0

The following Figure 3.15 shows the potential and effective brain drain by country of origin, in the
USA, in 2000. Accordingly, India has lost the largest percentage to be followed by China in Asia,
while Nigeria scores the highest percentage loss in Africa, and South Africa and Indonesia have
experienced the least brain drain percentage loss in Africa and Asia-Pacific, respectively. In Europe, it
is the United Kingdom that lost the largest percentage of its PhD students to the USA. It was followed

80

by Greece and Germany. This situation also partly explains the strength of both the push and pull
factors and the competitive labor market.
Figure 3. 15. Potential and Effective Loss of PhD Students who finished their study in the United States 11 in
2000.

(Source: US National Science Board, 2000, p. 96)

Figure 3.16 reveals the rate of returnees of Chinese students staying in destination countries as the
workforce of the host country for the years from 1978 to 1999. This rate may have increased as a
result of the prospective emerging economy of China.
Figure 3. 16. Return Rate of Chinese Students by Destination, 1978 to 1999
Destination
% of Return Rate
Australia
44.9
Canada
37.4
France
47.6
Germany
37.4
Japan
37.4
United Kingdom
46.8
United States
14.1
Others
11.5
Total
33.3
(Source: Zhang and Li, 2001)

11

Percentage of total foreign students (all fields of study) by country of origin (Plans (1) and Firm plans (2) represents: proportion of foreign
doctoral students who intend to stay in the United States on completion of their studies and proportion of foreign doctoral students who
received an offer of work from an American employer on completion of their study respectively.
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Virtual Internationalization
“Virtual Mobility” or internationalization is technology-driven non-physical communication of
international students, or it is an online academic and intercultural exchange (OIE). It is a model of an
implicit mobility of higher education students and academic scholars. “Virtual mobility” is defined as
“a set of ICT (Information and Communication Technology) supported activities, organized at the
institutional level, that realize or facilitate international, collaborative experiences in a context of
teaching and/or learning” (Boaretto and Volungevičienė, 2013, p. 7).
Virtual internationalization is an powerful instrument to induce immobile higher education students
into the international environment. European ministers have planned that at least 20% of the European
higher education students should study abroad by 2020. This target has raised the question of the fate
of the remaining 80% of the students, who may not be engaged in some kind of physical mobility in
terms of internationalization. Hence, higher education institutions are encouraged to apply the strategy
of virtual internationalization to support immobile students (Boaretto and Volungevičienė, 2013). The
desire to expose the maximum number of immobile students to the academic and cultural benefits of
the internationalization of higher education has obliged many educators and higher education
institutions to engage their students in telecollaborative or online intercultural exchange projects with
partner students in other parts of the world. Two or more languages are usually involved in
collaborative and exchange project works (Boaretto and Volungevičienė, 2013). For instance,
telecollaboration may connect students learning the German language at an Irish university with
students learning English at a German partner institution, via Skype. Moreover, business study classes
in Spain, Singapore, South Africa, Poland, or France may use English as a lingua franca and
technology-driven communication facilities to work on collaborative projects. Telecollaborative
academic exchange programs could be carried out by individual students in which they maintain
virtual contact with their partners outside of class. However, classroom-based setups predominate in
virtual internationalization.
It is important, however, to note that telecollaboration cannot be effective in isolation of physical
mobility programs (Boaretto and Volungevičienė, 2013). Virtual and physical program mobility, for
example, has been combined in the Spanish-American Cultural Program virtual exchange project.
Since 2007, every summer semester, a class of Spanish students of English as a Foreign Language at
the University of León (Spain), has engaged in a three-month intense virtual contact with a class of
Spanish Language students at Barnard College, New York, using an online platform. In the three
months, students in both classes make multimedia presentations, hold intensive discussions, and carry
out various online tasks collaboratively including the analysis of documents from both cultures.
Depending on the availability of resources, each of the group also spends two weeks on exchange at
each other’s institution to enrich their virtual communications and intercultural understanding.
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Students then update their virtually organized projects with the reports of ethnographic projects carried
out in the target culture and other materials (ODowd, 2014).
Virtual mobility engagement can be quite demanding to institute and run successfully and to integrate
into existing course curricula. Actors or educators, who organize and engage in virtual exchange
programs often encounter practical barriers such as difficulty in finding partners, corresponding
academic calendars, differing assessment procedures and divergent attitudes toward online
technologies, and others (ODowd, 2014). Furthermore, telecollaboration is often viewed as an “addon” activity to at internationalization home and abroad internationalization that depends on the
willingness and motivation of teachers and students, who are ready to invest extra time working online
with their partners. The technological knowledge of academics and institutional capacity and facilities
also determine the efficiency and effectiveness of virtual internationalization. Other reasons for the
lack of feasibility of virtual academic mobility may include lack of pedagogical training for educators,
lack of support, resources, and the unsustainability of the program, lack of efficient ICT infrastructure,
and so on (ODowd, 2014).

3.5. Summary
The historical essence and connotation of the internationalization of higher education refer to the interinstitutional and inter-nation academic mobility of students and teachers and the process of academic
interaction to enhance their quality of knowledge, teaching, learning, and research through academic
collaboration between or among different academic cultures, institutions, and nation states.
The internationalization of higher education has undergone dynamic transformation since the second
half of the 20th century. One of the change aspects of higher education is the dynamic transformation
of internationalization in scope, role, actors, concept, activities, aims, and rationales. The
internationalization of higher education denotes the mobility of people, programs, and providers across
institutions, departments, sectors, nations, regions and the globe. The mobility of people, programs,
and providers involves students, teachers, academic programs, institutions, governments,
organizations, and agencies as either providers or actors. Nowadays, the internationalization of higher
education has become a more organized and planned process and strategy. It has become a broader
socio-cultural, economic and academic collaboration and competition between or among nation states,
institutions, and regions that involve multiple and diverse actors, objectives, and mechanisms. It has
become a process and strategy that is not a “one size fits all” in terms of definition, impacts, benefits,
risks, goals, objectives, roles, mechanism and models. Internationalization of higher education has
been considered as a response to both globalization and the knowledge economy. It has become a
policy-driven strategy of higher education, a response to the uncontrolled challenges of globalization,
and a strategic mechanism to train global citizens for the global knowledge economy.
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The internationalization of higher education assumes three phases or dimensions of engagements.
These are at home, abroad, and virtual internationalization. Internationalization at home refers to the
induction and integration of international academic-cultures, experiences, and aspects into the home
campus. This may include the inclusion of such academic aspects as international comparative
perspectives in the curriculum, recruiting international students and academic staff on the home
campus. Internationalization abroad, in contrast, manifests such academic activities as institutional the
transnational mobility of people, programs, and providers. Academic programs and institutions could
be provided in the form of opening branch campuses, franchising, twinning, and distance education,
including Massive Open Online Courses (MOOCs). Virtual internationalization is a transnational
technology-driven collaboration and partnership for international and intercultural academic
engagement. Moreover, the international use of the language of English as the lingua franca of
teaching, research, and conference media, increasing transnational collaborative research, and
interculturality of curriculum and teaching and learning methodology describe internationalization.
Hence, it is better to understand the concept of institutional internationalization, in the 21st century, as
a policy approach process and strategy that denotes a broader and diversified dimensions, rationales,
actors, aspects, approaches, and activities of higher education. The current definition and connotation
attached to it does not explain and denote all the functions and features comprehensively.
Internationalization no longer stands solely for inter-state collaboration or only the mobility of
students and teachers. It denotes broader local, national, regional, international, and global dimensions,
features, and contexts.
Actors are institutional and organizational practitioners and influential persons and entities in the
process of the internationalization of higher education. They formulate, influence and engage in the
process of internationalization at different levels and for varies reasons. They formulate and influence
policies, approaches, and mechanisms. Some of them are active participants in the practices of
internationalization.
Even though student and academic mobility has continued to be the most defining activity of
internationalization, two shifting trends have extended the scope of at home, abroad and virtual
internationalization of higher education. The first trend is the vertical shift from a mere mobility of
people (students, teachers, and staff) to the mobility of program and provider. The other trend is the
shift from development cooperation (aid) to competition (trade). These trends are mainly
characteristics of the global North and have far-reaching effects on emerging and developing countries
of the world. There are growing academic and business interests in providing cross-border education.
This is the result of the growing global demand for higher education, the lack of capacity of most
higher education institutions, particularly in developing and emerging countries, to accommodate and
meet the mass demand and interest for higher education, and the increasing positive student perception

84

for foreign higher education. The mobility of students and teachers could not satisfy both the supply
and demand side. Hence, providers have become involved in delivering cross-border academic
courses, programs, and institutions in foreign countries in the form of twinning, franchising, branch
campuses, or in distance for such as Massive Open Online Courses (MOOCs). These cross-border
activities of higher education include the movement of academic people, programs, and institutions.
This scenario has opened the door for fake providers and programs. The policy shift to recruit feepaying students also leads to equity problems because it allows access to foreign higher education to
only the well-to-do students and parents. The idea of retaining PhD completed students through
different mechanisms may lead to increased brain drain as well. All these developments accentuate the
debate over the idea and rationales for internationalization.
The following chapter deals with the other part of the academic mobility of people and a key actor of
the internationalization of higher education, i.e. the academic profession. The chapter analyzes the
internationalization of the academic profession in terms of transformation and mobility. It is treated
separately to underline the significance of the academic profession in the process of
internationalization. It is also to contribute to the research endeavors of the internationalization of the
academic profession, which is insufficiently addressed and subordinated to other studies of higher
education and internationalization.
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CHAPTER-4
Internationalization of the Academic Profession
4.1. Introduction
The Merriam-Webster dictionary defined an academic as a person, who is a teacher in a college or
university; a member of an institution of learning that has acquired formal education especially at a
college or university. The academic profession, according to Kehm and Teichler (2013), is an altruistic
occupation that has a strong intellectual content, often leading to distinctive outcomes. Moreover,
knowledge specialties with high academic qualifications that are acquired through high levels of
practical and intellectual skills coupled with a high standard of ethical behavior are key characteristics
of the academic profession. Historically, academics were independent intellectual members of the
ancient academies. Gradually, the life and duties of the academics were connected more and more to
higher education institutions. The traditional (or epithet) professional has become not only an
occupational class but also a valued and accepted self-identity that implies both commitment and skills
(Teichler et al. 2013). Vabo (2007) has defined the modern academic profession as scientific
employees at universities and university colleges.
Higher education has undergone immense changes, particularly since the 1990s. The organizational,
structural, managerial, enrollment, and policy changes in the higher education since the 20 th century
have changed the role, composition, responsibilities and obligations of the academic profession in
general. The work of academics (responsibilities, roles, obligations) increased, managed, or impacted
and controlled under the principle of the New Public Management. Higher education institutions have
experienced the intrusion of the principles of “managerialism” at the expense of traditional collegial
governance because bureaucratic hierarchies and organizational cultures that defy change and
accountability have superseded academic communities.
The academic labor process (teaching, research, and services) has been intensified with the emergence
of mass higher education. Teaching function increased because of worsening staff-student ratios.
Teachers in higher education institutions were also pressurized to increase scientific and scholarly
productivity for the knowledge-based economy. The research function underwent changes in mode
and funding. The impetus has come from the massification of higher education, quality and relevance
movements, and internationalization (Henkel, 2007). “Just as elite universities have been swallowed
up in, and even swamped by, sprawling systems of not only higher education, but also post-secondary
or tertiary education, so a proud professoriate has been swallowed up in, or swamped by, a burgeoning
academic proletariat” (Scott, 2006, p. 19). Altbach (2006a) argues that universities are in the process
of marketization, privatization, and differentiation globally; and these processes have had a profoundly
negative impact on the academic profession. “Working conditions and career paths for the academic
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profession are deteriorating. Universities often cannot attract the ‘best and brightest’ and may even
have problems luring the reasonably intelligent and above average” (Altbach, 2006a, p. 135).
Moreover, the academic profession has been transformed, according to Scott (2006), into a new class
of “knowledge worker.” In literal and symbolic senses, these “knowledge workers” embody the
“academic production” and “graduate culture” of mass higher education, that marked the
characteristics of advanced and some less advanced societies (Scott, 2006). They tend to dominate and
reduce the status and importance of older and more traditional elites (Scott, 2006). In a massified
higher education, quality is the major concern of many, emphasis is paid to information rather than to
knowledge for itself, and merit-based research is subsumed by the problem-solving research style. One
may also emphasize the “decline and fall” of the academic profession because students are no longer
selected on academic potential and merit (Altbach, 2006b). Peter Scott (2006) has observed that the
new higher education environment has resulted in the “leveling-down” of traditional higher education
institutions and universities because new institutions have been able to challenge the hegemony of
elite universities with some success.
Generally, massification, the intrusion of new management principles in the higher education; new,
diversified, and specialized academic tasks, diverse control mechanisms and audit systems, and the
transformation of the higher education institutions into organizations have transfigured the academic
activities into academic work and the scholars into knowledge workers and experts (Musselin, 2007).
Henkel (2007) has explained boundaries of the teaching and learning arena in terms of the role
academics have in determining the purposes of their work.
Crucially, academics now recognize that they have no monopoly on determining the purposes
or definitions of academic work. Governments, businesses and other interest groups play a
strong part in shaping these and ensuring that the outputs are of value to them, rather than to
the academic profession alone (Henkel, 2007, p. 202).
Moreover, globalization and the knowledge-based economy have called for, in addition to national
interdisciplinary and vocationally relevant degree programs, global cultural orientations that
subsequently necessitated the internationalization of higher education in the form of “at home,”
“abroad,” and virtual internationalization. The pace of change affecting the higher education and
academic profession, sometimes in contradictory ways, has been accelerated by the emergence of the
knowledge economy, knowledge society, and the phenomenon of the internationalization of higher
education and the academic profession (Kehm and Teichler, 2013). These changes have fragmented
the academic workplace, increased differences between academic individuals with respect to status
and autonomy. Consequently, they imposed a profound effect on the role of university teachers and on
their sense of professional identity (Nixon, 1996, p. 5). As a result, according to Kehm and Teichler,
(2013), the academic working environment has changed and “new settings for the tasks and the
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functions of the academic role have emerged, career patterns as well as employment and working
conditions are changing” (Kehm and Teichler, 2013, pp. 1-2).
These developments have challenged the traditional values attached to exchanges and partnerships (de
Wit, 2009). As a result, many higher education institutions have put increasing emphasis and priorities
on internationalization, particularly since the 1990s. It has become more pronounced both on the
policy level and as research subject (Altbach, 2006b). Internationalization of higher education has
grown from spatial and individually induced activities into more strategically managed, driven, and
more inclusive and comprehensive processes. The pulling and pushing factors for the
internationalization of higher education and the academic profession include economic, political,
academic, social, and personal rationales. Higher education management and academics are working
to cultivate international exposure for their institutions. They have developed and established strategic
international alliances through cross-border partnerships in both teaching and research (Chan, 2004)
and have even established international branches and offshore campuses to enhance their global reach
(Altbach & Knight, 2007). The 2010 International Association of Universities (IAU) Survey indicates
that 87% of the participating higher education institutions have included internationalization in their
institutional mission statements and/or overall strategic plan. 85% of the respondents have indicated
that they have a relevant office to manage the implementation of the policy of internationalization. “At
the same time, 78% of respondents reported that internationalization had either increased in
importance, or substantially increased in importance over the past three years” (IAU, 2010, pp. 20-21).
The internationalization of higher education played a role in affecting the role, function, responsibility,
and status of the academic profession. The process of academic and educational internationalization
has resulted in increased mobility of the academically skilled workforce across national, system, sector
and discipline borders (Pherali, 2012). Moreover, the intensification of the internationalization of
higher education has increased the responsibilities and roles of the academic profession (Winter,
2009). The academic profession not only affects the internationalization of higher education, but the
process of the internationalization of the higher education also affects it. The mobility of the academic
profession, which is the main aspect of the internationalization of higher education, could take place
between nations, systems, sectors, and disciplines. It could take place in the form of either at home,
abroad or virtual internationalization. This chapter, however, focuses on the transnational mobility of
the academic profession.
Internationalization has produced some opportunities and challenges for the academic profession. The
changing landscape of the process of internationalization over recent years has increased academic
mobility, competition, academic commercialization, and forms of cross-border delivery of higher
education. In addition, the internationalization of higher education has reshaped the academic
profession in a way that differs from the past. In addition to the overall routine activities in the
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process, programs, and projects, the internationalization of higher education has called for quality and
accentuated accountability by students, faculty, deans, the management of higher education
institutions, national governments, regional organizations and other stakeholders (de Wit, 2009).
Gaining international experiences and acquiring new cultural, academic, and pedagogical knowledge
and skills is also important. It is believed that academics, who are engaged in the process of
internationalization, acquire changes in personal and professional attitudes, learn about different
student learning styles and behavior, and broaden their international and global perspectives. This will
contribute to the process of transformative learning experiences (Hamza, 2010).
The internationalization of the academic profession can also be seen in terms of academic career
development and knowledge production of the academic profession. In particular, the
commercialization/marketization and competitive nature of higher education have pressured the
academic profession to work more for global visibility in terms of facilitating collaborative research
abroad, fostering faculty exchanges, winning the competition in research projects, research funds, and
promoting quality education. Many stakeholders involve and intensify the pressure upon the academic
profession. Accreditation and quality control entities often shape what institutions are supposed to do
and increasingly focus on outcomes. Industries and other stakeholders, for example, directly and
indirectly determine what students actually learn, what jobs they get, and the reputation and
applications of research. Ranking institutions increase what is required of the academic profession.
They have broadened the international scale of assessment of internationalization. Moreover, the
general public, students, parents, and international clientele such as employers of graduates, other
funding bodies, and many other forces such as institutional politics, policies and rules and regulations
have become actively engaged in demanding “value for the money” at the expense of many of the
traditional values, norms, and attitudes of the academic profession (Hudzik and Stohl, 2009).
In spite of all these developments in the higher education environment and particularly the academic
profession, the research status on the internationalization of the academic profession is
inconsequential. The discussion of the internationalization of the academic profession or the
“academic man” (Goastelle et al., 2013), which has been and continues to be the most pivotal actor of
the internationalization of higher education, lacks sufficient and comprehensive coverage in the
literature. In the research of higher education, the academic profession “is either part of a broader
thematic area [...] or a theme of secondary frequency” (Klemencic et al., 2015, p. 93). The combined
impacts of expansion and globalization on higher education are usually discussed primarily in relation
to students and their mobility, funding, higher education institutions as organizations, research and
knowledge flows and graduate labor markets. Little attention has thus far been paid to the
internationalization of the academic profession, which is central to many of these developments,
which is perhaps equally affected by them, and which is also considered as the more international than
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other professions due to the fact that academic work is more international in character (Potts, 2014).
The mobility of academic staff is an important and yet under-researched subject area.
The research status on the internationalization of the academic profession is fragmented and
subordinated to other higher education issues. The study of higher education internationalization often
overlooks the role of the academic profession as a driver and initiator or as the critically imperative
“academic heartland” that supports and implements the process on a daily basis (Cummings et al.,
2013). Despite an intrinsically strong emphasis on mobility in relation to contemporary higher
education policy and research, there has been no systematic analysis of patterns and rationales of the
internationalization of the academic profession. Regarding the academic profession, studies focus on
the values and collective identities of the academic faculty, their role in higher education governance,
faculty norms, socialization processes, and the impact of change in higher education on their roles
(Rhoades, 2007). Most literature emphasizes the mobility of early stage researchers, i.e. doctoral
candidates, as the highly mobile category of researchers. Their contribution to the internationalization
of higher education is crucial because they unite both training and research with irregular teaching in
some countries (Pherali, 2012; Krstic, 2012).
Bedenlier and Zawacki-Richter (2015) observed that different micro-level exploration into the
academic profession could be found as early as 1977 in the special issue of the Journal of Higher
Education. The first comparative survey of the academic profession, in which academics from 14
countries participated, was carried out between 1991 and 1993. The Changing Academic Profession
(CAP) survey (2007-2008), in contrast, also provides imperative data for the study of the
internationalization of the academic profession. The CAP survey collected data from 19 countries12 on
the nature of academic work and the trajectory of academic career change, external and internal
drivers of the changes, variation of changes between countries and types of higher education
institutions, and on the responses of the academic profession to the changes (Rostan et al., 2014).
Fragmented literature continued to be produced here and there at the beginning of the new millennium.
Sandgren et al. (1999) trace the relationship between faculty study abroad and its impact on teaching
practice and global perspectives in their courses. Hamza (2010) explores personal and professional
changes of female American scholars. The book entitled “The Internationalisation of the Academy”
edited by Huang, Finkelstein and Rostan (2014), better explored and addressed the internationalization

12

The sample countries are Argentina, Australia, Brazil, Canada, China, Hong Kong, Finland, Germany, Italy,
Japan, Malaysia, Mexico, the Netherlands, Norway, Portugal, South Africa, South Korea, the United Kingdom,
and the United States of America.
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of the academic profession in twelve chapters. “Academic Mobility”, a book edited by Maadad and
Tight (2014), offers a contemporary perspective on the nature and experience of academic mobility. It
focuses on the academic profession rather than students across the globe. In addition to the
introductory chapter, the book contains 12 chapters by different authors based in Australia, Germany,
Ireland, Israel, South Africa, Spain, Turkey, the United Arab Emirates, the United Kingdom, and the
United States. In this book entitled “Academic Mobility,” Maadad and Tight (2014), for example,
have categorized the literature on the academic mobility as “more generic,” “more popular,” and
“others”. Research works considered to be “more generic” make a general description of the “big
concepts” of internationalization, regionalization, and globalization and related trends in higher
education. At the same time, such literature provides a general overview of academic mobility. The
“more popular” category focuses on aspects of academic mobility that constitute both student and
academic staff mobility. The third type of literature, which is categorized as “others” generally deals
with the academic work, for which the academic mobility is a subordinate part. Such research works
of Philip Altbach, Jane Knight, Barbara M. Kehm and Ulrich Teichler, Peter Scott, van der Wende,
Hans de Wit, and others mentioned in the reference list are prominent in all the categories. However,
the international and transnational mobility of university academics in a period in which higher
education is increasingly becoming global “is under-researched” and “little is known about
international academics’ lived experiences” (Kim and Locke, 2010, p. 32). This situation has made
data on the international mobility of scholars continue to be scant, incomplete, and incoherent (Rostan
and Hohle, 2014).
This chapter draws on an explanatory study of this gray area through phenomenological and
idiographic data collection from the fragmented available sources. It analyzes the internationalization
of the academic profession in terms of academic profession mobility, mobility patterns, and rationales
for the internationalization of the academic profession.

4.2. Academic Profession Mobility
This section focuses on analyzing issues of the mobility of the academic profession in terms of
patterns and rationales for academic mobility.
The universality of knowledge production and dissemination, massification and the consequent
deterioration of public funds to finance the higher education, the challenges of globalization, and the
emergence

of

the

knowledge

society

and

knowledge

economy

have

necessitated

the

internationalization of higher education and the academic profession (Altbach et al., 2010). The
internationalization of the academic profession refers to the mobility of the academic staff (teaching
and research staff) and PhD students, who cross borders generally for academic reasons either
permanently or temporarily.
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It is important to note that academic mobility in higher education is not a new phenomenon. Scholars
have been internationally mobile for centuries, and this has generally been considered to have positive
effects for the teacher, researcher, and the knowledge environment (Van Bouwel, 2010). It is an old
phenomenon because “the idea of a university is of a place of teaching and learning open to all,
whatever their provenance, provided that they could benefit themselves and others; and universities
date back hundreds of years” (Byram and Dervin, 2008, p. 1). In spite of its age, there are no accurate
statistical data concerning global flows of the academic profession.
Either government or institutional policy or individual career plan could drive academic mobility.
Mobility is a condition that is expressed in the processes of the movement of people, commodities,
cultures, and technologies. The condition of transnational mobility and the position of mobile
academics have been structured by political and economic forces determining the boundaries and
direction of flows and involve personal choices and professional networks. Transnational academic
mobility and migration are more often shaped by the intellectual center/periphery relationships rather
than merely directed by pure economic incentives (Kim and Brooks, 2012).
Academic mobility includes student and academic staff mobility, and it may take the form of
academics traveling across borders of states, institutions, systems, and disciplines. International
mobility of research students (Master students, PhD, and postdoc students) and academic staff
(research and teaching) has grown following the wide spread of new technologies that connect
scholarly communities around the world in new ways, and the internationality of English as the new
lingua franca of the international communities. Moreover, the international academic labor market,
new regulations concerning the comparability of degrees and mutual recognition (like in the European
Union) as well as the growth of virtual universities, off-campus providers, and internationally active
study programs foster the internationalization of teaching and learning (Teichler, 1999; Van der
Wende, 2001). All these developments have heightened and necessitated the mobility of the academic
profession. However, the mobility of the academic profession is smaller compared to the mobility of
the student body in general (Teichler, 2011).
According to Probst and Goastellec (2013), the major emphasis and available data that characterize the
internationalization of the academic profession is about PhD students, who are probably the main
mobile academics that most higher education academic markets share and experience. Among the
OECD countries, for example, the internationalization of the academic profession was high in
Switzerland, New Zealand, and the United Kingdom, while it was lower in countries like Turkey,
Greece, Mexico, Chile and Slovakia in 2006 (Probst and Goastellec, 2013).
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4.2.1. Mobility Patterns
Forms of Academic Profession Mobility
Since the formation of an institution called “university”, there has been a certain degree of
international and inter-institutional mobility of scholars (Welch, 2008). This has contributed to the
process of modern internationalization (Enders, 2007). According to Borchgrevink and Scholz (2013),
modern academic professional mobility may take the form of international, intersectoral,
interdisciplinary, and virtual mobility. International mobility is the physical mobility of academics
across countries. The physical mobility of academics across state borders is not at all a new
phenomenon. International academic professional mobility is expressed in terms of cross-border
movement of academics (teachers and researchers) and PhD students. Intersectoral mobility is a form
of mobility across academia, industry, and public sectors. Interdisciplinary mobility is the mobility of
academics across research fields and academic disciplines; and virtual mobility refers to international,
interdisciplinary, and intersectoral research and teaching collaboration acknowledged by outcome
parameters such as co-publication, co-authorship, co-patenting, information technology facility-based
teaching, etc. Virtual mobility does not involve physical mobility (Borchgrevink and Scholz, 2013).
Academic professional mobility could be explained in terms of migration from one country to another
on a permanent basis, as visiting scholars or postdoctoral fellows, or temporary work assignments
abroad.
This project, however, focuses on the temporal and permanent transnational or physical mobility of the
academic profession. The modern notion of academics moving between territorial boundaries is
known as transnational academic mobility. Transnational academic mobility refers to the idea of
academics travelling ’between’ or ’above’ territorial boundaries. It is merely about individuals and
movements in the transnational space; it is not about the official interaction between or among nations
(Kim, 2009). With changing patterns, academic mobility has continued until this period of
modern/new internationalization of higher education.

Geographic and Historical Overview of Mobility
Academic mobility can also be seen as part of what is often referred to as “civilizational attraction”
(Cremonini and Antonwicz, 2009), which is a pattern of social contacts or a flow of people that
explains why students and researchers tend to travel to certain centers or countries that are recognized
as attractive. A zone of civilizational attraction is also known as a “zone of prestige” (Cremonini &
Antonwicz, 2009). Academic attraction can be understood in terms of the concept and effect of centerperiphery and the knowledge disparity. Specific places around the world, known as centers in the
academic space, construct many of the educational possibilities and consequently attract prospective
students and researchers from the less educational prospects or the peripheries. The periphery is faced
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with the challenges of brain drain, while the centers or zones of civilizational attraction or the
“academic powerhouse” are blessed and benefit from brain gain (Stiglitz, 2006).
Collins (2001) argues that, throughout history, zones of civilizational attraction send out missionaries
or teachers who make their career carrying civilizational culture to the eager recipient in the periphery.
The center(s) does not stand by itself. Ideas, social, economic, and political structures flow through the
network from the center to the periphery. Then, peripheries opt to send their best and brightest
scholars to the centers for training and research. Peripheries send scholars to centers expecting that the
scholars return and support the research, training, and teaching endeavors at home. The very nature of
cultural dependence is that intellectuals from a peripheral zone travel to prestigious civilizational
center to become pupils and followers, sojourners who carry those lineages back to their homes
(Collins, 2001).
For example, the ancient Sino-Japanese relations illustrate what Collins (2001) has considered to be
the dynamics of zones of civilizational prestige. According to Collins (2001), Chinese missionaries
and teachers migrated to Japan, and Japanese students visiting China shaped Japanese early
institutional civilizations. Between the 7th and 9th centuries CE, Japanese society acquired a national
religion, a writing system, the institution of monasteries, religious ceremonials, and traditional
philosophical texts, non-Buddhist, Confucian, and neo-Confucian Chinese culture that may include
political structures and so on. All these shaped Japanese culture.
In Africa, it was during the colonial period that the colonial educational network between Africa and
Europe was established. Colonial Africa received many aspects of the European socio-economic and
political structures, ideas, or systems. European colonial academics brought with them European
structures, systems, and curriculum and so on, and African students went to Europe to study in the
European system (Collins, 2001). However, zones of prestige are mutable, either geographically or in
content. According to Collins (2001), a mixed brand of a new zone of civilizational attraction emerged
over time out of the blend of the imported and domestic elements that will lead to a deliberate
breaking off ties.
The contemporary situations in Asia-Pacific and Africa reveal and explain Collins’ “built on” and
“break off” paradigm from the hegemonic Western zones of civilizational prestige or the core or center
hegemony. In Japan, in the 18th and 19th centuries, during the Tokugawa period, the Japanese National
Learning Movement advocated breaking cultural ties with China in favor of indigenous Japanese
culture. Such situations may lead to a cultural ideology that may cause the shift from, for example,
European/Western-oriented modernizers to postcolonial, anticolonial attitudes attacking cultural
imperialism. The change dynamics are based on the social network of intellectuals and the material
organizations, which provide a base for cultural production.
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The patterns of transnational academic mobility are also conditional and discontinuous. The pattern of
academic mobility depends on the shift of barriers of ethnicity, nationality, race, gender, religion and
culture and the boundaries of inclusion and exclusion (Kim and Brooks, 2012). Particularly between
the fifth and seventh centuries Common Era (CE), India, for example, had been the most attractive
civilizational zone in Asia. During the period of high prestige of Buddhist civilization in India,
Chinese philosophers travelled to India to acquire Buddhist texts and the philosophies that were being
taught at great cultural centers of monastery-university at Nalanda (Collins, 2001). During the
European medieval period, teachers and students were travelling between higher education institutions
for better knowledge and diverse cultural exposure. During the extreme politics of Nazism, academics
were travelling for academic and political liberty, while later (1992-2012), when there was
comparative mass academic mobility, academic mobility was shaped by the extreme politics of neoliberalism and for the pragmatic of optimization in terms of marketability (Kim and Brooks, 2012;
Kim, 2010).
In the modern period of the knowledge economy, global labor migration has become one of the
features of mobility. It is outweighed by the migration from the less-developed countries of the world
to the developed corners of the world. Wealthier nations constitute 16% of the workers of the world
and 60% of them are global migrants (Spring, 2008). In modern times, international student and
professional mobility has predominantly been vertical or, predominantly mobility has been from the
poorer to the richer countries or from places with a lower quality of learning and work to more
demanding, better organized, and furnished places. In the 1980s and 1990s, horizontal educational and
professional mobility became more widespread between countries with similar qualities of education
systems and with similar levels of economic development (Jahr & Teichler, 2007). Academics from
developing countries travel to North America, Western Europe, and Australia. There are also
significant flows from sub-Saharan Africa to South Africa; from South Asia to the Middle East and
Africa; from Egypt to the wealthier Arab countries; and from the United Kingdom to Canada and the
United States (Altbach et al., 2010).
Particularly, following the widespread practice of internationalization and the trends of globalization,
which intensified mobility from the periphery to the center, brain drain has evolved into a much more
complex phenomenon. Statistics are difficult to obtain, but, for example, some 80,000 visiting scholars
were at American universities in the year 2000 (Altbach, 2007). The number of international
researchers, instructors, and professors in the US has grown to 86,000 in 2001 and grew to 116,917 in
2011/2012 (Balasooriya et al., 2014). In the United Kingdom, 41,765 academic staff representing 24%
of the total number of academics employed at various UK higher education institutions in 2009/2010
was non-UK nationals (Higher Education Statistics Agency, 2011). The number of Chinese academic
staff working across the European Union in 2008/2009 is estimated to be 6,697 (GHK Consulting,
2011). (For African examples of brain drain see Chapter Seven).
96

Collaborative and Competitive Mobility
The internationalization of the academic profession has been significantly increased under the new13
internationalization scenario. The international academic community practice of new information and
communication technology facilities, the growing scope of internationalization, and the use of English
as the lingua franca of the international communities have made international mobility of students and
academic staff intensive and extensive. The mobility of the academic profession is smaller compared
to the mobility of the student body, however (Teichler, 2011). Furthermore, new regulations
concerning the comparability of degrees and mutual recognition (like in the European Union) as well
as the growth of virtual universities, off-campus providers, and internationally market-oriented
programs foster the internationalization of research, teaching, and learning (Teichler, 1999; Van der
Wende, 2001). These developments have heightened and improved the mobility of the academic
profession.
The internationalization of the academic profession exhibits two explicit patterns of transnational
academic mobility: internationalization for business. and academic migration (Pherali, 2012). The
former is concerned with academic expansion, mainly with business motives, and generally requires
temporary relocation of the academics with their offshore teaching assignments. This requires new and
sometimes “unusual” sets of generic skills from the international academics, who are involved in the
transnational educational delivery. The second pattern of mobility is generally the choice of the
individual academics to relocate themselves permanently as academic migrants (Pherali, 2012). Kim
(2010) has explained the new pattern of the internationalization of the academic profession in relation
to the emergence of entrepreneurial university.
Although academics have always been mobile as they moved among universities in various
historical periods, what we may be seeing here are new patterns of mobility which overlap
with, and are constructed by, the characteristics of contemporary entrepreneurial research
universities: (1) a new division of academic labor – research versus teaching versus
management; (2)severe competition for external research funding and international
recruitment of research staff (and students); (3) casualization of academic labor in short-term,
fixed-term contract-based staffing;(4) implementation of immigration policies favorable to
international students and highly skilled foreign knowledge workers; and (5) changing styles
of university leadership in governance and management (Kim, 2010, p. 579).

13

Old internationalization is “typically initiated and managed by academic staff on the individual basis” (Vebo, 2007, p.99),
while new internationalization happens at the collective, institutional level and is more formal and more competitive in
character (Probst and Goastellec, 2013).
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These characteristics are observed today in many neoliberal economies around the world. They are
particularly strongly visible among the English-speaking higher education export countries of the UK,
Australia, New Zealand, Canada, and the USA. Transnational academic mobility is also significantly
increasing among non-English-speaking countries as an outcome of changes in the higher education
and the academic profession, and the intensification of international competition between universities
for skilled researchers, and the accompanying process of regionalization (Lepori et al., 2015). In this
case, the Bologna process is an important example for the systematic and coordinated transnational
mobility of academics.
The mobility of human resources, particularly the mobility of scholars is considered to be one of the
most important and, at the same time, the most complex priorities of the European Research Area
(ERA) and the European Higher Education Area (EHEA). The mobility of students, academics and
administrative staff, which contributes to professional development, advances human resources, and
benefits higher education institutions, is at the heart of the Bologna process as well. The mobility of
the academic profession and students has been strongly supported by governments and the European
Commission. This is the reason behind the frequent emphasis and analysis by governments of such
related issues as “removing the obstacles to mobility, the diversity in mobility, the benefits related to
social, economic and cultural dimension of mobility” (Krstic, 2012, p. 511). Academic mobility,
particularly in Europe, has changed from sporadic, thin, limited and international academic links and
mobility to a more systematic, dense, multiple and transnational academic mobility and networks
(Kim and Brooks, 2012).
Employability, mobility, and competitiveness are the key driving forces behind the Bologna policy of
transparency, coordination, and quality assurance among Europe’s higher education systems. As a
policy paradigm, the Bologna Process, in addition to bringing 47 countries together by 2010, “has
gone beyond Europe to affect other regional movements towards the creation of transnational higher
education systems in North America, Latin America, Africa and the Asia-Pacific” (Kim, 2010, p. 578).
The implication of these policy borrowings and the inspiration of the Bologna Process in the reforms
of higher education systems at different levels demonstrates that the European Higher Education Area
(EHEA) is becoming an instrumental global model “useful” not only for the global higher education
market competition but also for transnational academic collaboration and knowledge transfer (Clark,
2007a). However, flows of researchers from Europe and more specifically from the European Union to
the Anglo-Saxon countries, with the US at the top of the list, has increased the concerns about the risk
of brain drain and its negative implications for national research systems (Lepori et al., 2015; Van
Bouwel, 2010). Varying by discipline and source country, on average, the US retains 66% of the
foreign doctorate graduates; and the European Union receives a considerable number of doctoral
students and researchers from Asia and Africa (Van Bouwel, 2010).
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However, it is imperative to note, on one side, there is a tense situation between competitive and
collaborative internationalization; and heterogeneous objectives of mobility policies that emphasize
either free academic movement or the international orientation. In contrast, there is a significant need,
among many countries of the world, to strengthen the academic capacity of the national higher
education systems by focusing on national markets, funding, the role of the university, the training of
national functionaries and the like (Probst & Goastellec, 2013). A recent investigation in Norway, for
example, reveals that arguments for internationalization of the academic profession are embedded in
academic rationales whilst in the public policy for higher education and research, economic and
strategic justifications are more noticeable (Frølich 2006). Academic staff and doctoral students are
expected to have shorter or longer sojourns abroad, particularly during research training, as part of
doctoral training, as post-doctoral fellows, to participate in international conferences and workshops.
Norwegian academics, from 1991 to 2000, made all types of professional journeys (conferences, guest
lectures, study and research visits, peer reviews, research co-operation), although they are mostly
related to conferences and research collaboration (Kyvik and Smeby, 2004).

Social pattern
Both academic recruiting processes and careers are quite different according to gender, age, and
academic status or rank (Rostan and Ceravolo, 2014). Socially, young researchers are more mobile
than old researchers are because, according to human capital theory predictions, people are less likely
to make human capital investments, as they get older, because the time horizon over which the
investment will yield payoffs shortens (Van Bouwel, 2010). Researchers who have been
internationally mobile during their higher education years acquire general “international” human
capital. Amongst other things, their previous international experience may affect their language skills,
their openness to others and knowledge of other cultures and their international social network.
According to Teichler et al. (2013), women have much more difficulties in gaining access to academic
positions particularly in research contexts while gaining access to teaching contexts is less difficult.
According to a study conducted in the US, however, stating that even though women are few in
number compared to men, skilled women are more likely to emigrate than highly skilled men.
However, naturally, and despite the great leaps forward in terms of gender equality over the past
decades in democratic countries, it remains difficult for women to achieve the highest positions in a
research career and in international academic mobility (Van Bouwel, 2010). The international
academic imbalance could also be attributed to different styles of socialization, inequalities within
organizations, differences in life courses, and family responsibilities like maternity for married ones
(Rostan and Ceravolo, 2014). These and other factors influence women's opportunity to experience
international mobility or force them to opt for short-term mobility rather than long-term or stable
experiences. International academic mobility could also be influenced by academic rank. Lower
academic positions, naturally, constrain international academic mobility while higher positions in the
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academic hierarchy, due to wider networks, greater visibility, and more resources, better open
opportunities for international mobility (Musselin, 2004).

Teaching versus Research
Teaching activities appear to be less internationalized than research. Mobile academics favor research
to teaching and are inclined to participate in international activities such as international conferences
and collaborations, a forum that enables them to establish a network, which eventually leads them to
better research productivity and co-publishing than teaching. The whole process enhances
collaboration between the higher education institutions at home and abroad (Probst & Goastellec,
2013) but not always positively. Though not always and consistently, academic discipline broadly
characterizes the internationalization of the academic profession along the soft and hard dimensions
14

(Probst and Goastellec, 2013; Rostan et al., 2014). Teaching is the only international activity, in

which academics in the soft disciplines are more internationalized than their colleagues in the hard
sciences. In the research activities, in contrast, academics in hard disciplines appear to be more
internationalized than academics in the soft ones (Rostan et al., 2014). According to Rostan and
Ceravolo (2014), it is supposed that involvement in basic research more frequently implies some
international dimensions than involvement in applied research does.
Based on their major role in the academic environment, Kim (2010) has labeled mobile academics as
academic intellectuals, academic experts, and manager-academics. Academic intellectuals are those
academics who are engaged as creative “legislators” and “interpreters,” in the “creative destruction”
and reconstruction of the paradigm of academic work (Kim, 2010). Those who consider and define
themselves as researchers with transferable methodological research skills are categorized as academic
experts. Manager-academics assume their role as general managers with transferable management
skills rather than traditional academic leadership. The academic labor division and competition,
especially the breaking of the class of professors into specialist cohorts of researchers, contractresearchers, consultants, visiting fellows, post-doctoral fellows and so on and the need to extract
surplus to support the expanded managerial cohorts has encouraged academic mobility in search of
better opportunities (Kim, 2010). This may be the reason behind the predominance of the
internationalization of the research wing of the academic function and the focus of the existing
research on the mobility of researchers.
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Soft disciplines include teacher training and education science, humanities and arts, social and behavioral
sciences, business and administration, economics, and Law; while hard sciences include life sciences, physical
sciences, mathematics, computer sciences, engineering, manufacturing and construction, architecture,
agriculture, and medical sciences, health-related sciences, and social services.
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4.2.2. Mobility Approaches
The academic world is hierarchical, and the research universities in the industrialized countries set the
standards and the increasing flow of academics around the world. This is dominated by a South-toNorth pattern, while there is significant movement between the industrialized countries as well as
some South-to-South movement as well. A country's economic and political power, its size and
geographic location, its dominant culture, the quality of its higher education system, and the role its
language plays in the international setting must be taken into consideration when examining its
inclusion or exclusion in the international academic community (Enders, 2007). In analyzing the
international features of the mobility of the academic profession, it is imperative to look into four
approaches of internationalization: “would-be internationalization” or “wish-to-be internationalized,”
“must-be internationalization,” national and international orientation or “two arena” countries; and
“armchair internationalization” or internationalization by importing (Teichler, 1999; Enders and
Musselin, 2008).
First, “would-be internationalization” or “wish-to-be internationalized” are mostly scholars of
developing countries, who wish to be considered as partners in the international academic community;
however, for a number of reasons, they are not seen as equal partners. In other words, this is a
condition in which academics want to be allies in international communication and cooperation, but
face problems because they tend not to be considered partners on equal terms (Teichler, 1999). This is
certainly a central problem for many academics and higher education institutions in relatively less
developed and developing countries or peripheries.
The marginalization and the disregard obligate them to opt for inbreeding. According to Cremonini
and Antonwicz (2009), lack of opportunities for involvement in the international community is visible
in parts of Africa, Asia, Latin America and Central and Eastern Europe. In these regions, many
academics spend their professional life in the same institutions in which they graduated. Socioeconomic factors may cause “institutional inbreeding,” a phenomenon which is unlikely to improve
quality standards and knowledge transfer. Many countries in Africa and Asia and such European
countries as Poland, Slovakia, Slovenia, Hungary, and Romania are less capable of attracting
international academic staff. The development of circumstances of academic attraction depends on
economic resources and the technological advancement of a country. The competitive market has also
made difficult or impossible for some countries to attract and recruit international academics, even
from the less developed countries (Cremonini and Antonwicz, 2009). Therefore, some countries (for
example Japan, South Africa, Slovenia, Argentina, China, Russia, Spain, and Ukraine, and many
African countries) and institutions are forced to use the model of academic institutional and system
inbreeding, which means hiring and promoting one’s own graduates. The practice of inbreeding is
widespread across the globe and is considered to be unhealthy for higher education institutions (Horta,
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2013). The concept of academic inbreeding can have narrower or broader definitions, but all are
grounded in the principle of institutional immobility. Immobility is the fundamental pillar of the
concept of academic institutional inbreeding (Horta, 2013).
Even though countries such as Argentina, China, Japan, Russia, Slovenia 15 , Spain, South Africa,
Ukraine and others have considered academic inbreeding as a “point of pride,” inbreeding is
problematic for an institution because it limits the scope of hiring the best possible candidates for
academic development and appointment nationally and internationally (Horta, 2013). Moreover,
inbreeding tends to preserve the existing institutional academic culture and make change and reform
more difficult. It further solidifies hierarchical relationships within the departments and faculties and
consolidates the power of senior professors. Departments, faculties, and the entire higher education
institution or the university will be less innovative and open. Particularly in the 21st century, when
knowledge, ideas and transformation are rapidly changing and increasingly globalized, inbreeding may
stimulate traditionalism that limits institutional excellence and innovation (Altbach et al., 2015).
Altbach et al. (2015) have observed that inbreeding will affect research. In general, faculty with local
orientation are less focused on research and less involved with the wider academic community. Most
of the time, such academic staff participate in noticeable and rewarding activities, such as teaching and
administrative duties, which are less appreciated by the international academic market and community
(Altbach et al., 2015). Compared to those non-inbred academics, inbred academics lack connectivity
and creativity. As a result, inbred academics engagement in research will be minimal, and they publish
on average fewer research outputs than the non-inbred academics. Inbred academic research outputs in
the Mexican and Portuguese higher education systems cover only 15% and 11% of the total research
outputs, respectively (Horta, 2013). The inbred academics’ research productivity and impact of the
published work are 89% lower than non-inbred academics in the Turkish universities (Horta, 2012).
However, it is essential to note that mobile inbred academics could have collaboration patterns and
have better research productivity than those who do not travel inbred academics (Horta, 2013).
Therefore, the internationalization of the academic profession is an imperative aspect of research,
innovation, excellence and the general development of the higher education institutions. However,
inbreeding can benefit some higher education systems and institutions, particularly developing
countries like in Africa, in fostering organizational identity and stability; and in capacity building. The

15

The percentage of inbreeding is highest in the two older universities of Ljubljana and Maribor and the causes
are more of structural and legal factors of higher education in Slovenia than social factors. This include such
factors as the number and vertical differentiation of universities and the relative closed nature of the academic
labor market for foreign academics (Klemencic et al., 2015).
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most important thing is to balance staffing and updating the status of the higher education institution.
Hampering universities, particularly in developing countries, from recruiting their own graduates in a
transparent and meritocratic way could lead them to lose resources that may be required to develop
key scientific areas in the higher education institution (Horta, 2013). In terms of the process of
inbreeding and non-inbreeding, Horta (2012) has categorized academics into five career categories.
On the other hand, developing countries send their scholars for training and study purposes to the
developed countries. The situation of inbreeding higher education institutions could possibly be
improved through the international flow of students and staff from these regions, countries, and
institutions. Foreign-returned or committed emigrant academics certainly contributes to improving the
international orientation of their home institution. Nevertheless, brain drain remains the major
obstacle. There is still a long and protracted way to solve the problem of inequality of opportunities
and dependency on the main centers of academic life even in countries, like China and India, who are
considered as the upcoming giants (Enders and Musselin, 2008). According to Goastellee et al. (2013),
in comparative perspective, a certain decline of academic inbreeding can be observed as a result of the
increasing dynamics of the academic markets. One hypothesis is that the tendency towards inbreeding
is not only linked to national or local rules regarding recruitment or to the increasing
internationalization of higher education systems that tend to affirm mobility as a criterion to measure
academic excellence. It is also strongly linked to the increasing or decreasing in size of the national
dynamics of academic markets and the ratio between the number of applicants and number of
positions. It is when the pressure at the entrance of the academic market reaches a certain level that
academic departments tend to hire their former students more easily. However, when the academic
market increases, academic institutions will have the opportunity to recruit international academics
(Goastellee et al., 2013).
Second, in some countries, “must-be internationalization” or international communication,
cooperation, and recognition are considered indispensable. In some higher education institutions,
academics imagine that their due respect depends on their international activities and visibility. This is
the case especially for Sweden, the Netherlands, Hong Kong, and Israel (Teichler, 1999). In spite of
the small size of the national systems or being limited to serve the national demand, academics from
such countries find access to international networks without major difficulties. The traditional
background of international orientation of a given academic community supports a strong international
commitment of the faculty. This group includes very few developed countries of the world, but there
are some “must-be internationalization” hubs in the different regions of the world with varying and
relatively better degrees of internationalization. In the Asia-Pacific region countries like Singapore,
Japan and others have relatively better regional attraction for international scholars, while South
Africa attracts better than the rest of Africa in sub-Saharan Africa (Enders and Musselin, 2008).
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Third, countries with national and international orientations are known as “two-arena” countries in the
internationalization environment. These countries have given high value to both national contribution
and international visibility. The larger section of the world belongs to this approach (Teichler, 1999).
Some countries, such as Germany and Japan, could be characterized as “two-arena” countries.
Academics in many fields can either strive for more national or more international visibility.
International cooperation and communication are highly valued by most academics. However, they are
also strong and active within the home scientific community networks and academic traditions,
communication and publication in the countries’ language(s) (Teicher, 1999; Enders and Musselin,
2008). Fourth, the “armchair internationalization” or internationalization by importing mainly
describes the features of internationalization in the United States and the United Kingdom (Enders and
Musselin, 2008). These are countries where internationalization is mostly visible through the presence
of international students and researchers. In the past, internationalization has been explained in terms
of accommodating foreign students and academics as well as international research and publications
only in English (Teichler, 1999). Faculty feels that their system and language are central to attract the
international academic community. “Being at the center of the world academic system places them in
a powerful and comfortable position when it comes to international contacts and recognition that
supports, however, a remarkably insular approach that will probably only last as long as this
dominance is not endangered” (Enders, 2007, pp. 16-17).
In addition, based on the academic environment of countries, Kim and Locke (2010) classify academic
flows between (and within) national higher education systems as study abroad, magnetic and selfcontained. Study abroad describes the mobility of individuals to undertake doctoral training abroad
before re-entering the system for post-doctoral study and/or employment. “Magnetic” implies the flow
of academics to a national higher education system for study, work or both. “Self-contained” portrays
the internal movement of academic staff from study to employment within a national higher education
system or even within a single institution. It appears that countries can display one or more of these
characteristics. For example, the United States and the United Kingdom higher education systems
attract individuals to study and work. Both countries also demonstrate a strong, self-contained
domestic labor market. Higher education institutions in these countries are open and flexible, provide
generous scholarships and salaries, use English as the medium of instruction and thus they are global
attractors of talent (Enders, 2007). US research relies on foreign doctoral assistants, and the country is
the main destination for short-term academic visits as well as for later career migration. Nevertheless,
there is also a large majority of US academics, who complete their training and remain employed
within the national system for their entire academic careers (Teichler, 1999). For example, in the UK,
27% of full-time academic staff appointed in 2007/2008 came from outside the country. In some of the
major research universities, the proportion is much higher. For instance, at the University of Oxford,
over 60% of academic appointments in 2011 went to non-UK nationals; 41% of UK university
professors have foreign citizenship (Kim and Brooks, 2012).
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In other countries, one characteristic trend may predominate. Cases in Africa and Asia are
instrumental examples in this trend. It appears that a significant proportion of African academics study
for their doctorates outside their home countries. Moreover, most of them never return home. In the
case of Korea and Mexico, for example, “study abroad” predominates. Korean and Mexican
academics also take their doctorate degrees from foreign higher education systems. Most of them go to
the USA and return to take up academic employment at home and, in the case of Korea, academics
take post-doctoral study at home (Kim and Locke, 2010). In this trend are also such countries as
Norway, Sweden, Western European and Scandinavian countries (Probst and Goastellec, 2013). This
situation has been driven by the limited educational choices and a strong public demand for the best
education possible, which has not been satisfied domestically. In Mexico, barely 1,000 students were
enrolled in Mexico’s own PhD programs in 2001 compared with 45,000 in the US (Casanova-Cardiel,
2005).
Hong Kong is a major importer of international staff, and the dominant academic flow can be
characterized as “magnetic.” The majority of Hong Kong academics who originated in mainland
China obtained their doctorates in the US or elsewhere. Lastly, Japan16, China, Italy, Spain, and France
are examples of “self-contained” systems with the majority of academics completing their studies in
the country where they are now working. Academic staff makes internal movement from study to
employment within a national higher education system or even within a single institution (Kim and
Locke, 2010). These countries do not use English as a language of instruction. They are more
ethnically homogeneous and/or have a relatively small range of other countries that speak their
language to draw upon (Kim and Locke, 2010; Probst and Goastellec, 2013).
Probst and Goastellec (2013) have added a fourth category to the typology discussed above, calling it
as brain drain countries. These are countries whose academics tend to leave their home institutions for
good. Academic brain drain is significantly a feature of developing countries, but it is not limited to
them. Economically developed nations of the Western world also suffer from brain drain with less
effect compared to economically less developed countries, because they have already established a
robust academic and economic foundation. They also compensate through brain gain from less
developed countries. Academics flow from the countries with fewer career prospects for research to
countries with better research infrastructure. For instance, academics travel from Southeastern Europe
to Western Europe; and from Western Europe to the United States. However, there are some small

16

Probst and Goastellec (2013), however, describe Japan as exercising both study-abroad and magnetic type of
the flow of the academic profession; hence, it is excluded from the list of self-contained typology of the
academic flow.
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signs of change. Following the economic improvement, more Chinese scholars, after sojourns
elsewhere, are deciding to return home. Moreover, universities in Singapore, Hong Kong, China, and
some Arab countries are attracting Western academics with high salaries and favorable working
conditions (Altbach, et al., 2010). For further information on salaries see Figure 4.1 below. In 2008,
Saudi Arabia paid the most attractive salaries, followed by Canada. China is at the bottom, followed
by India.
Figure 4. 1. Average academic salaries, selected countries, USD, 2008

(Source: CERI, 2009, p. 194)

According to Rostan and Ceravolo (2014), from a temporal point of view, international academic
mobility is not a homogeneous phenomenon. Accordingly, five categories of international mobile
academics are identified: international brain circulation for study, international mobility for short
period work, internationally circulating for long-term work, international late migrants for work, and
international early migrants for study (Teichler et al., 2013). Internationally circulating for study
academics are academics born in their country of current employment, but who earned one of their
higher education degree abroad. These academics have started their international experience early in
their career and spent short periods abroad. Academics who are working in the home country and
earned their higher education degree at home, nevertheless who worked abroad for a short period
during their career are categorized as internationally circulating for short periods. Internationally
circulating for work spending long periods abroad international academics share the features of the
second category, but overall they may stay abroad for more than two years. International late migrants
for work are academics working in a country different from where they are born. They earn all their
higher education degrees abroad. These academics are fully employed in the country where they are
working, and their experience abroad started late in life. The process is known as international
academic job migration (Rostan and Ceravolo, 2014). The fifth type of international academic
mobility pattern, international early migrant for study, includes academics that are born in a different
country from the country of their employment. They moved to the country where they are working as
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a student to earn a degree, and later find a job in the higher education. Their experience abroad started
early in their academic career. This is a one-way movement from the country of origin to the country
of destination, and the process is known as educational early migration (Teichler et al., 2013).

4.3. Rationales: Pull and Push Factors
4.3.1. General Issues
Without overlooking the general rationales and driving forces of internationalization discussed in
Chapter Four, the most important and general factors in the mobility of the academic profession are
the institutional academic environment and academic disciplines. International academic mobility
could also be influenced, at its early stage, by family and education opportunities; in its later stage,
mobility could be affected by career, work and economic fortunes (Hoffman, 2009).
Language, size, wealth, academic culture, and the political and organizational tradition of a country
also play a significant role in pushing or pulling the academic profession (Rostan and Ceravolo, 2014).
Countries where English is the only main or official language and countries where English is one of
the official languages better attract international academics than countries where English is not the
official language. On an individual level, English proficiency can increase the probability of
international relations and mobility while not being able to use English can restrain mobility (Rostan
and Ceravolo, 2014). In short, individual competence in using English is increasingly determining
mobility opportunities. Compared to small countries, large countries with better wealth and capacity to
pool more resources to finance the circulation and internationalization of their students and researchers
promote increased academic mobility. On the other hand, large countries with vast higher education
systems can offer their academic population attractive assets such as a broader range of study
opportunities, especially at the post-graduate level, better chances to find an academic position, larger
scientific communities in all the disciplines, and a greater endowment of equipment and research
facilities. In this case, such countries promote more internal academic mobility than international
academic mobility (Teichler et al., 2013). Hence, large countries with better resources, better and vast
higher education systems both contains their academics and attract others from other countries.
Some academic disciplines are more international and more market oriented, and favor enhanced
academic mobility than others do (Van Bouwel, 2010). In 2008, in Germany, international academic
professionals in Sport account 1.7%, while it was 13.3% for Mathematics and Sciences (Probst and
Goastellec, 2013). In addition to academic disciplines, international academic profession mobility is
also linked to the level of institutional prestige. For example, international scholars in France
accounted for less than 10% of all French academics in 2004, and French universities hired 7% of the
foreign academics while the relatively prestigious Grandes Ecoles employed 12% in the same year
(Probst and Goastellec, 2013).
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Van Bouwel (2013) identifies three levels on which academic mobility rationales can be situated: the
international economy, the national social structure and individual influences and orientations. The
transnational movement of academics in recent years is attributed to both the educational expansion of
Western universities internationally and more recently the “magnetic” nature of higher education
systems or individual universities that attract international staff to enhance their academic strengths
(Pherali, 2012). Although the international economy plays its role, the majority of the empirical
literature appears to focus on national (and sometimes regional) social structures and individual factors
as major and visible situations for mobility rationales.
Motivating or pull factors for the mobility of the academic profession include better income (salary)
and improved working conditions, such as research infrastructure, opportunities for career
advancement, academic and personal freedom, and others (Altbach et al., 2010). Higher education
institutions with better salaries, infrastructure and academic freedom attract academics, while higher
education institutions with lower salaries, poor infrastructures, and academic freedom lose academics
(Van Bouwel, 2010). In principle, the international migration of skilled persons contributes to building
the recipient countries’ skill endowment, while it causes a loss of human capital in the country of
origin. Those two processes are commonly termed as “brain gain” and “brain drain” respectively. Kim
and Brooks (2012), support this observation. According to them, in addition to the English language,
national/institutional political and economic forces, personal choices, and the center-periphery power
relations seems to determine the boundaries and directions of the flows of the academic profession.
First, the condition of transnational mobility and the position of mobile academics have been
structured by political and economic forces determining the boundaries and direction of flows,
and also involve personal choices and professional networks. The transnational flows of
academic mobility and migration are more often shaped by the intellectual center/periphery
relationship rather than merely directed by pure economic incentives. There are unequal power
relations in forming and shaping new knowledge and identity capital – which are made visible
in the life history of mobile academics and also in the structure of knowledge (re)production in
higher education. Given the geometries of global-local power and knowledge, interculturality is
enmeshed with de-coloniality and re-coloniality simultaneously (Kim and Brooks, 2012, pp. 1314).

4.3.2. Institutional Factors
Krstic (2012) has divided the factors that influence the mobility of researchers or academics in general
into pull (factors that attract) and push (factors that force researchers to leave their home institutions
and countries) dynamics. The major pulling factors, particularly for doctoral students, include better
research infrastructure and better financial conditions. According to Lepori et al., (2015), there is a
close relationship between the mobility of academics and quality at the individual, organizational, and
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country level. The reputation of host higher education institutions, the research resources available,
and the match between the job position and their research interests, national wealth and wages,
opportunities for highly skilled workers and so on are largely the driving factors behind the mobility
decisions of academics. Accordingly, North America (USA and Canada), Western Europe, Australia,
Latin America, and South and East Asia are considered to be the most attractive regions of the world
for the academic profession (Van Bouwel, 2010). Probably because of the economic benefits and
better infrastructure, it is emphasized that pulling factors can have a stronger effect on mobility than
pushing factors (Brandi and Cerbara 2005). However, this depends on the socio-economic and
political conditions of the country of origin. There are many academics who are forced to leave their
home country and institution for reasons of unemployment, underemployment, political maltreatment,
war and frustration in career development. Such academics or researchers are ready to go to any other
country that has no better and attractive pulling conditions. It is observable, for example, that
academics are pushed from countries of high unemployment and underemployment to places where
there are jobs. India and Africa are the best examples of the significant increase in participation. Many
African universities, including Ethiopian universities, hire many Indian scholars on a contractual basis.
For example, in 2015, there were 115 expatriate scholars, mainly Indian, at Mekelle University, in
Ethiopia (Mekelle University Human Resource). War and instability also significantly push academics
to leave their home country.
According to Cremonini and Antonwicz (2009), some of the de facto preconditions for academic
attraction include such factors as forging better infrastructure, the effective creation of exportable idea
and ensuring knowledge markets through the support of the flow of foreign students and researchers
and establishing branch campuses and international academic cooperation abroad. Adopting customerfriendly approach to foreign students, teachers and researchers such as developing good student
information tools and easing immigration and visa requirements, supporting the free development of
contrasting schools of thought and establishing fertile ground for intellectual debate are also important
attractions. Moreover, expanding the horizon of academic recruitment beyond historical boundaries
such as colonial ties or other forms of hegemony could possibly increases the visibility of an
institution.
Over the last two decades, the internationalization of the academic profession or (more specifically)
the transnational mobility of academic staff has steadily grown due to a number of other reasons.
Globalization, followed by the affordability and ease of international travel and improved
communication methods, are major influential factors. Academics can also be pulled to a particular
country or institution by the attractiveness of the country’s advertising for international academic
recruitment. Advances in technology, particularly the internet, have made the task of advertising and
searching for academic positions overseas much more accessible and achievable. For instance, in the
year between 2007 and 2008, the UK had the highest number of advertised appointments in higher
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education institutions, followed by Germany and the United States. In addition to advertisement in
international and prestigious presses, the UK also uses the website www.jobs.ac.uk to announce for
recruitment. Among other European countries, higher education institutions in Germany, the
Netherlands, Switzerland, and Austria are the most active in using the British website for recruiting
purposes (Cremonini and Antonwicz, 2009).
The promotion of strategies of staff policy regarding their academic position, institutional capacity,
and organizational goals will also significantly increase the international visibility and competitiveness
of a country and institution interested in recruiting international academics (Cremonini and
Antonwicz, 2009).
For instance, in the immediate post-colonial period, independent governments in Africa, Asia, and the
Middle East decided to establish national universities as symbols of sovereignty and to produce skilled
civil servants for their new governments (Mukherjee and Wong, 2011). The new nations expected
these flagship universities17 to train the cadre of professionals and leaders required for nation building.
However, the outcome was discouraging. The top public universities in many parts of the developing
world, with a few exceptions, such the National University of Singapore (NUS) 18 , proved to be
incapable of meeting these auspicious public expectations (Gibson and McKenzie, 2011). Frustrating
push factors coupled with external attracting pull factors seduced many academics to leave their home
for greener pastures, as explained by Salmi (2012) in the following excerpt:
Persuaded by a combination of push factors (low salaries, lack of meritocracy, political
instability) and pull elements (attractive remuneration, favorable visa policies, active
recruitment), thousands of professionals continue to leave their home countries every year.
Some of the countries that can least afford it have suffered tremendous loss of local capacity in
fields critical to development, with debilitating effects on national governing structures,
management capacities, productive sectors, and tertiary institutions. At the receiving end,
migrants from the developing world contribute significantly to the economic and social
progress of industrial nations (Salmi, 2012, no page).

17

The aim of flagship universities is to train highly sought graduates, making leading-edge research, and producing dynamic and
transferable knowledge; and their success is principally attributed to a high concentration of talent, abundant resources for quality learning,
teaching and research; and good governance that supports strategic vision, innovation and flexibility (Salmi, 2012).
18
NUS has rapidly ascended in the major global rankings partly due to the contribution of its foreign staff that represents 80% of its research
population and the corresponding use of the English language in teaching and research (Mukherjee & Wong, 2011).
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4.3.3. Individual Career plan as a Rationale
Academic mobility for reasons of study, particularly, PhD and postdoc, appears to be the ubiquitous
motive for academics' international mobility. Doctoral or post-doctoral mobility is often used to
enhance one's academic career possibility in the home country (Rostan et al., 2014). Probst and
Goastellec (2013) have combined CV data with the literature to analyze the individual career plan as a
rationale for academic mobility; and to understand the pattern of mobility, collaboration and their
impact on academic career. Accordingly, academics are motivated for mobility as a result of the
“desire to travel,” to change one's life situation, for financial incentives, and for family-related reasons,
such as giving children a chance to grow in a different and better academic and economic
environment. Academics tend to be mobile to increase their international employability or to be more
“marketable.” Probst and Goastellec (2013) have witnessed that there are clear academic and career
differences and marketability between mobile (peripatetic) and non-mobile (indigenous) academics.
Mobile academics tend to be employed with full-time contracts than their non-mobile counterparts are.
Balasooriya et al. (2014) have reported personal reflections of three international academics in the
Australian academia that moved to Australia for their postgraduate studies and have acquired
employment and residency in the process. One of these, who had a stable academic position and a
family at home, described his motivation to move because of personal career plans. His reflection
reads:
I had chosen to specialize in a relatively new and emerging field, in which local expertise was
scarce. My first academic appointment required me to undertake formal postgraduate education
in this field. While a local pathway to a postgraduate qualification was available, there was
much concern about the value of such a qualification, due to the scarcity of local supervisory
expertise at the time. I had to make a difficult choice between the path of least resistance (a
local qualification) and study overseas. Which I felt would be more valuable, but far more
complicated. I was convinced that overseas exposure would be highly beneficial in my field, so I
opted to move overseas for postgraduate study (Balasooriya et al., 2014, p. 124).
The mobility narrative of another academic interviewee is also similar. He entered the Australian
academic workforce through postgraduate studies. He further described that his mobility had been
motivated by a “very low” salary, and the need for self-development and to improve the value of labor
and “future earning capacity.” The third person narrates differently, however. Her reasons to undertake
postgraduate study and to join Australian academia are combinations of getting away from undesirable
political and personal issues, and a desire to maintain an already successful career. Family ties,
economic reasons, and personal connections respectively had motivated their choice of Australia as a
destination country (Balasooriya et al., 2014, p. 124). Despite the fact that three of the academics had
the initial intention of career development to serve their home country, none of them returned home
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for a number of reasons, such as a Australian family, children education, and some more personal
expectations.

4.4.4. Policy Initiatives
Academic mobility is increasingly becoming the subject of institutional, national, and regional policy
initiatives. The increasing importance of the internationalization of higher education policies and
practices, the growing Western policy-driven demand for the best and brightest scholars and students,
and the accompanying changes in immigration policies in countries such as the United Kingdom, the
United States, Canada, and Australia often encourages highly skilled academic workers and students
to travel overseas. The relaxation of trade policies in many countries further eased academic mobility
(Kim, 2009; Hopkins, 2013). Australia, whose academic sector is highly globalized, has facilitated the
rapid internationalization of the academic workforce, partly by the liberalization of trade and
immigration policies (Balasooriya et al., 2014). The growing need for capacity building from source
countries also contributed to the increasing transnational academic mobility.
From policy perspectives, for Krstic (2012), the objective of internationalization, for example, for
Europe’s higher education institutions is to attract the brightest and augment income, and it is a means
to gain long-term influence over well-educated people in other countries. It is also to enhance the
capacity to respond to global challenges through collaborative and interactive research outside national
borders. In this respect, the role of agencies is paramount in formulating and extending policy
paradigms. Two major developments have strengthened these objectives and the related mobility of
the academic profession. First, the rapid changes in political spaces such as the creation of regional
spaces within which transnational academic mobility occurs easily and, second, the involvement of
international and supranational agencies such as the OECD and European Commission and so on in
preparing and enhancing mobility-related policies. Such policies, prepared by academic experts and
ex-academics, play a key role for neoliberal market-oriented internationalization (Kim and Brooks,
2012). In this case, the European Union and the Bologna process are good examples. The Green Paper
of the European Research Council stresses the significance of transnational academic mobility for the
European Research Area and underlines the necessity for realizing a single regional labor market for
researchers (CEC, 2007). The Green Paper partly reads as follows:
A key challenge for Europe is to train, retain, and attract more competent researchers.
Moreover, the seamless mobility of researchers across institutions, sectors, and countries is
even more important than for other professions: it [transnational academic mobility] constitutes
one of the most efficient vehicles for the transmission of knowledge (CEC, 2007, pp. 10-11).
Hence, the international mobility of students and staff has been a priority of the European higher
education agenda since the initiation of the Bologna Process. The Bologna Mobility Strategy
reaffirmed the mobility target formulated at Leuven/Louvain-la-Neuve in 2009 and outlined key
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actions required by European Higher Education Area (EHEA) countries to move towards more highquality exchanges and to remove obstacles to mobility across the continent and globally (EACEA,
2012).
After many centuries of colonial imposition, a new “Euromodel” emerged as an influence on higher
education systems around the world through cross-border “cooperation” (Clark, 2007a). Even though
the founding signatories of the Bologna Declaration, in 1999, committed to a “Europeanization” of
their higher education systems through greater compatibility and comparability of degree structures,
credit systems, and quality assurance procedures, the Bologna Process has an extended impact on
higher education reform in countries and regions as far away as Asia-Pacific, Latin America, and
Africa. The Bologna Process is emerging not only as a recognition and mobility vehicle within and
between EHEA member states but also as a model for change in other countries and regions of the
world from which lessons can be learned, templates borrowed, and ideas exchanged (Scott, 2012). For
a broader priority of the European higher education policy agenda, European ministers raised
awareness by introducing internationalization in the Bucharest Communiqué in 2012 (EACEA, 2015).
Accordingly, countries may have specific foreign affairs or economic priorities, while institutions can
choose partners based on factors such as their academic and research profiles or personal connections
(EACEA, 2012; EACEA, 2015) beyond Europe. This is the “external dimension” agenda of the
Bologna Process. To this end, terms such as “competitiveness” and “attraction” from early
declarations have been replaced in more recent communiqués with terminology such as “cooperation,”
“partnership” and “exchange” (Clark, 2007a). The pattern of the Bologna process impacting reform
beyond Europe has taken place in two distinct ways. Some countries piloted aspects of the Bologna
tools such as the Diploma Supplement and the harmonization of quality assessment procedures on an
“à la carte” basis, while others adopted it wholesale in restructuring their higher education in terms of
the three-cycle Bologna model (Clark, 2007a). The key transmitters of such “model for change” are
regional bodies and academics. In addition to promoting the idea of Bologna as a model for regional
cooperation and reform, the external dimension of the Bologna process is also triggered to increase the
appeal of Europe for foreign students and researchers. To these ends, the Bologna communiqué at the
Berlin Summit decided to make open future Bologna meeting to representatives from non-European
countries. It also advocated the need to expand cooperation, exchange, and scholarship programs for
administrators, faculty, and students from non-Bologna countries. To broaden its international impact,
the Bologna Process Working Group has stated that Bologna countries should cooperate transparently
with regions and countries in other parts of the world by promoting the idea and practice of regional
cooperation and through practical cooperation and dissemination of experiences (EACEA, 2012;
EACEA, 2015).
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Since the early 1990s, for example, the Trans-European Mobility Scheme for University Studies
(TEMPUS) has been successful in promoting cooperation between the higher education sectors in the
European Union and its “partner countries,” of Central and East Europe. Many of these countries are
now members of the expanded European Union (Pommersbach and Wozniak, 1991). With its focus on
cooperation projects in the areas of curriculum development, teacher training, university management,
and structural reforms in higher education, the TEMPUS program offers an ideal vehicle for the
promotion and exchange of Bologna ideas to interested neighboring countries (Crosier and Parveva,
2013). Today, the program promotes exchange with non-EU countries in the Western Balkans, East
Europe, Central Asia, North Africa, and the Middle East. Although many of the participating nations
in the TEMPUS Program are not signatories to the Bologna Process, much of the work they are doing
through the program is aimed at incorporating Bologna principles as part of an overall higher
education reform effort. In Algeria, Morocco and Tunisia, for example, the latest round of TEMPUS
exchanges are focused on developing curricula for new bachelor/master/doctoral programs in a range
of academic disciplines (Crosier and Parveva, 2013). Similar attempts to use the Bologna model as a
benchmark are also underway in the rest of Africa. In East Africa, for example, Ethiopia is adopting a
credit transfer system and modularization in the undergraduate program.
Africa is one of the major participants, particularly in contributing students. The French-speaking
countries of the Maghreb, particularly, Algeria, Morocco and Tunisia, are perhaps the clearest
examples of the impact of the Bologna process beyond the borders of the European Higher Education
Area (EHEA). With higher education traditions modeled after the French system during the colonial
era, all the three former French colonies are currently in the process of realigning their higher
education systems along similar lines to the new Bologna-inspired French qualifications framework
(Crosier and Parveva, 2013). The three North African countries are readjusting the Licence, Master,
Doctorat (LMD) style of the French higher education landscape as a model to promote their higher
education reform (Clark, 2007a). Moreover, institutions and government departments engaged in
preparing and implementing the LMD reforms have been working in a spirit of international
cooperation with the TEMPUS initiatives.
Much of this regional cooperation has been carried out with the intention of incorporating the three
countries of the Maghreb region into the “Euro-Mediterranean Area of Higher Education and
Research” (EMAHER). The founding document for EMAHER was signed in January 2006 and is
known as the Catania Declaration (Gavin, 2005). Its major objective is
[…] to contribute to the promotion of a knowledge society, to encourage collaboration and
dialogue among educational institutions, to increase the efficiency of the institutions and the
quality of teaching and research, to provide even greater nondiscriminatory education and to
further involve civil society in a knowledge society (Tarragona Declaration, 2005, pp. 3).
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In addition to the Euro-Mediterranean and Maghreb countries, Egypt and Jordan are also signatories to
the Declaration. The institution-based Mediterranean University Forum, within the 35 Euro-Med
countries, is organizing and promoting discussion on how best to describe the role of the university
within the Mediterranean area. At the beginning of June 2005, the Mediterranean University Forum
was held in Tarragona. To discuss the perspectives of the Euro-Mediterranean area and the role of
universities, teachers and university leaders gathered together at Tarragona (Spain) on 2-3 June 2005.
Almost 140 universities from 30 countries are signatories to the founding Tarragona Declaration
(Tarragona Declaration, 2005).
Much of the language in the declaration covers action lines similar to those in the Bologna Declaration
and other supporting documents in Europe. This includes such terminologies as comparability and
readability of higher education systems; transferable credits; easily readable qualifications, the labor
market, shared quality assurance, goals to promote the mobility of students and faculty (Clark, 2007a).
In a bid to reach beyond the 26 partner countries involved in the TEMPUS program, the European
Commission launched, in 2004, the Erasmus Mundus program with an aim of “enhancing the quality
of European higher education by fostering cooperation with third countries” (EACEA, 2015). Unlike
the TEMPUS program, Erasmus Mundus is focused more on academic exchange at the graduate level
and the promotion of Europe as a destination for highly talented students and scholars. By 2008,
Europe had mobilized almost 9,000 graduate students and 2,000 academics to and from Europe on
Erasmus Mundus grants (Clark, 2007a).
While the impact of the Bologna Process is less apparent in sub-Saharan Africa, it does appear that the
European experience is beginning to emerge on the radars of education reformers in the region as a
potential model for reform and increased regional cooperation. In July 2007, a conference was
convened to discuss the future of African Universities in the Democratic Republic of Congo. The
conference finally decided to adopt the Bologna Process. The conference discussed ways in which
African universities can use lessons learned from the Bologna process to build cooperative
international relationships across four main themes (Clark, 2007a):


decisions to bring African universities or African countries to opt for the Bologna
model;



directly or indirectly to adopt the Bologna model in terms of curriculum reform, quality
assurance and accreditation, mobility, recognition and joint degrees, professional
master’s/research master’s degrees and doctoral schools;



the current evolution of the emerging countries’ universities, and their place in
globalization;



the role of international and/or financial organizations in the promotion of the Bologna
model.
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As the conference suggests, under the “European Higher Education in a Global Setting” strategy
(EACEA, 2015), Bologna does appear to be emerging as a possible model for reform in African higher
education. Even though there are efforts to forge intra-African collaboration in higher education in
East Africa, West Africa or North Africa, African higher education institutions are most commonly
intertwined with similar linguistic, colonial ties and similar education systems. The academic
profession mainly follows similar trend (Clark, 2007a, no page). However, unlike the Bologna
experience, which embraces diversity within the region, most cooperation and collaborative reform
efforts on the African continent are based on shared linguistic, historical, and cultural traditions:
international cooperation of African universities currently seems to be more focused on North-South
linkages (EACEA, 2012).
There is, however, a general hope that the Bologna model could offer a number of different pathways
and experiences for the regional collaboration and mobility efforts of African higher education
institutions. Of particular interest is the development of the African Institute of Science and
Technology. This is a multi-country initiative with the development of several campuses and smaller
affiliated regional centers of excellence in countries throughout the continent. With that in mind,
Bologna also presents a number of challenges to regional cooperation, the gravest of which is the
appeal of Europe, through the Bologna policy, as a study destination for African students. There is
also the possibility that European universities might choose to focus collaborative efforts within the
EHEA and Asia-Pacific Rim rather than with Africa or elsewhere in the less developing world (Clark,
2007a). In this case, the general objective of the project called Universities in the Knowledge
Economy (UNIKE) is a good example. Its launching document states that “The principal objective of
the network is to develop a critical mass of research capacity which examines how processes of
creating regional and global knowledge economies are redefining the nature and scope of universities
in Europe and the Asia Pacific Rim.”19
Concerning the relationship between Europe and Asia, the Bologna process has made a difference to
the traditional setup. Continental European countries’ adaptation of the Bologna model has enabled
them to attract Asian students, whose traditional destination had been the United Kingdom. They make
themselves more compatible with the Anglo-American models familiar to India, Pakistan, the
Philippines, and much of Asia. Following the Bologna Process, the intensification of

19

http://unike.au.dk/fileadmin/www.unike.au.dk/April14_Project_Description_for_Management_Purposes_newf
rontpage.pdf, (accessed on 23 August 2014)
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internationalization, the use of English as instructional media and so on has made European degrees
accessible to many foreign students. Clark, 2007 explains this as follows:
[…] a growing number of Continental universities are using English in the classroom;
European governments and institutions are more aggressively marketing their education
overseas; universities are setting up more partnerships with foreign institutions to create
pipelines for prospective students; and virtually all European nations are synchronizing their
degree programs so that what was once a hodgepodge of degrees is now more accessible to
foreign students (Clark, 2007b, no page).
In recent years, the one-way academic flow has begun to change. Because of their improved economic
development, such Asian countries as China, Japan, and South Korea have become major destination
countries for international students and academics, particularly from Asia and Africa. Concerning the
impact of the Bologna process; however, it was young and relatively unknown to Asian constituents
(Clark (2007b). Through the external dimension of the Bologna Process, Europe's higher education
sector cross-border compatibility and cooperation has attracted attention in the other part of the world,
including Russia, Australia, the United States, and Africa.
The Asia-Pacific has felt the influences of the Bologna Process in “baby steps.” Even though no
common higher education area has been created in Asia-Pacific, student mobility and credit transfer
schemes are robust. The most attractive ones are more likely those universities with contacts and
resources to offer English language classes (Marklein, 2015). Impressive transfers of the Bologna
elements are visible through the more Westernized Asian countries such as Australia and New
Zealand. The three-year undergraduate programs in the Australian higher education sector, particularly
the university sector, have attracted large numbers of Asian students (Crosier and Parveva, 2013).
Australia has started to consider the European style and see the Bologna strategy as a model to attract
Asian and other international students to its market-oriented higher education institutions.
Accordingly, Australia has attempted to function similar to the Bologna Process for the Asia-Pacific
region. This Asia-Pacific process is known as the Brisbane Process. The Asia-Pacific education
ministers and senior officials, from 27 countries of the region, signed the founding Brisbane
Communiqué on 3-4 April 2006 in Brisbane, Australia. The ministers and education experts agreed to
enhance regional academic mobility and exchange, to ease barriers, to establish common quality
assurance standards and cooperation for enhanced recognition in the region of Asia-Pacific (AsiaPacific Education Ministers’ Meeting, 2006). Moreover, Thailand hosted, in 2011, the South-East
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Asian Ministers of Education Organization's Regional Centre for Higher Education and Development
(SEAMEO 20 RIHED 21 ) to raise awareness and take actions to create a South-East Asian Higher
Education space among the ten member countries. The meeting prioritized four major activities:
student mobility, quality assurance, credit transfer system, and the formation of the Association of
Southeast Asian Nations’ Research Clusters (Crosier and Parveva, 2013).
National policy frameworks can sometimes assist and redirect transnational academic flows. The
intensification of competition for research funding, academic recruitment, the academic and economic
importance of mobility has forced national and regional entities to develop and ease policies that
facilitate mobility. The changes have created both greater job insecurity and market opportunity,
including significant numbers of short-term employment contracts among research-only academic
staff (Kim and Locke, 2010). For example, the Canadian Minister of International Trade, in his
inaugural address to members of the Advisory Panel for Canada's International Education Strategy,
has emphasized the importance of “inviting international students and researchers into Canada's
classrooms and laboratories” and “providing the funding necessary to maintain reasonable timelines
for processing temporary-resident visas” (Canada, 2014, no page). The Advisory Panel and the
Government of Canada recognize that much of the demand for international education will come from
developing and emerging economies. Based on this reality, and to align with markets identified as a
priority under the Global Markets Action Plan, the Strategy focuses on Brazil, China, India, Mexico,
North Africa and the Middle East, and Vietnam. At the same time, Canada has decided to maintain its
economic and language advantages for attracting students and scholars it currently enjoys in countries
such as France, the UK, Germany, Japan, Korea and the US (Canada, 2014).
The government of Norway also decided to redirect mobility funds into two-way institutional and
research collaborations with BRICS countries of Brazil, Russia, India, China and South Africa plus
Japan. The famous Norwegian Quota program, which had been operating as international mobility
scheme since 1994, was phased out in favor of a grant program with collaborative institutions in the
South and BRICS countries. Sixty percent of the Quota budget was channeled to the collaborative
program in the South, while forty percent of it is allocated to fund a cooperative research and higher
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A regional intergovernmental organisation established in 1965 among governments of Southeast Asian
countries, to promote cooperation in education, science and culture in the region.
(http://www.rihed.seameo.org/about-us/history/), (accessed on 24 November 2014)
21
Originally founded as the Regional Institute of Higher Education and Development in Singapore in 1959.
RIHED was reorganised and established in Thailand in 1993, as a regional centre of SEAMEO. RIHED plays a
crucial role in the capability building of SEAMEO member countries in the field of higher education. It responds
to a variety of needs with activities on policy, planning, administration and management of higher education.
(http://www.rihed.seameo.org/about-us/history/)
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education program with the BRICS countries and Japan (Myklebust, 2015). The Norwegian Minister
of Education and Research, Torbjørn Røe Isaksen, has explained the reasons for the change of policy,
including the fact that the BRICS countries are investing heavily in education and research. China will
soon be spending more on research than the US, and Indian authorities are planning to double the
country’s student population by 2025. In addition, these countries are important markets for
Norwegian industry. One effect of the quota phase out will be the dropping of scholarships for 300
students from the Western Balkans, Eastern Europe, and Central Asia. Norwegian universities also
fear that there will be a significant reduction in the current number of 800 scholarships for students
from developing countries (Myklebust, 2015). This policy redirect has changed the nature and
direction of academic mobility. The rector of the University of Oslo, Professor Ole Petter Ottersen, has
commented on the change of policy, stating that it would lead to a significant reduction in the number
of students from the South studying at Norwegian institutions. He added, “In today’s world, with
increasing inequality and a growing need to open the borders for exchanges of scientists, students,
experts, and talent, it seems discordant that the Quota Scheme is phased out without a public debate”
(Myklebust, 2015, no page).
The interlocking relations of the spontaneity of individual mobility, everlasting national and
supranational policy frameworks and institutional networks in the global cyberspace of knowledge
flows makes contemporary patterns of academic mobility different from past trends (Kim and Locke,
2010). For example, as a step towards this goal, the European Strategic Forum on Research
Infrastructures (ESFRI) established a new European “roadmap” to encourage European researchers to
create new “networks of excellence” through the research Framework Program and to collaborate
effectively with business and other stakeholders, both within and across borders in the most costeffective approach (Kim and Locke, 2010).
Generally, according to Kim (2010), political and economic forces; and personal choices and
professional networks determine the boundaries, direction, and structure of the mobility of academics.
The universality of knowledge and knowledge production and its shifting goals from emancipation to
entrepreneurialism and the globalization of research could also influence academic mobility. In the
UK, competition for the international recruitment of the best and the brightest students and scholars,
and the intensification of competition for research funding is strongly linked to the global
marketization of higher education and research industry. For instance, the economy of the United
Kingdom has benefited from 11 billion GBP directly and 12 billion GBP indirectly from educational
related-exports annually (Universities UK, 2006). Universities contributed 73 billion GBP to the UK
economy in 2011-2012, accounting for 2.8% of the GDP. Higher education exports generated 10.7
billion GBP for the UK in 2011-2012 (Universities UK, 2014).
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The increasing corporatist norms and practices in university research and knowledge production have
facilitated and increased transnational academic mobility into the UK. The proportion of foreign and
migrant academic staff in UK universities has increased significantly in recent years: 27% of full-time
academic staff appointed in 2007/08 came from outside the UK (Kim and Locke, 2009). In 2007, 46%
of the academic staff in the UK were international (Kim, 2010). By 2010, in the UK higher education
market, foreign academics are considered to be “good value for money,” and the majority of the
academics with non-UK nationality were employed in research-only jobs. In some of the major
research universities, the proportion is much higher. For example, in the 21st century, at the University
of Oxford, fifty percent of academic appointments went to non-UK nationals. The same university
employed over 60% non-UK national academics in 2011 (Kim and Brooks, 2012). The proportion
seems to be higher at the professorial level. According to Teichler (2010), 41% of United Kingdom
university professors have foreign citizenship. Within the United Kingdom, the highest numbers of
new appointments from the European Union are Germans (4200), Irish (2895), Italians (2695), French
(2340), Greeks (1905), and Spanish (1570). Outside the European Union, the highest numbers of
appointees are from the United States (2950: 2380 academic staff + 570 researchers), China (3730:
2280 academic staff + 1450 researchers), and India (1900: 1330 academic staff + 570 researchers).
Based on current trends, it has been estimated that the overall proportion of international academics
employed in British universities will increase to 50% in 20 years (Universities UK, 2007, p. 10).
Language and the intellectual center and periphery relationships rather than pure economic incentives
more often shape transnational flows of academic mobility and migration. In other words, “the
geography of academic mobility is not so much determined by the economic strength of a global
metropolitan space as by the strength of particular institutions identified as a center of excellence for
knowledge creation” (Kim, 2010, p. 588). Moreover, the mobility of the academic profession is
enhanced through the policies of national, regional, or international agencies. The following Figure 4.2
displays short-term academic staff mobility in the Erasmus Mundus program in five European
countries between 2006 and 2007.
Figure 4. 2. Short-term Mobility in Five Countries of Europe, 2006 and 2007
Countries

Academic staff in
Incoming Erasmus
tertiary education
Teachers
France
109,975
2,447
Germany
287,744
2,762
Italy
99,595
2,157
Netherlands
44,414
646
UK
125,585
1,286
(Source: Cremonini and Antonwicz, 2009, p. 68)
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4.5. Summary
The academic profession is a profession of scholars in higher education institutions, whose primary
tasks focus on teaching, research, and community services. Higher education academic staff or
teachers and researchers acquired formal higher education. The phrase “academic profession” refers to
a specialized content of knowledge and intellectual skills that combines a high standard of ethical
values and behavior. The academic profession is like a holding company of different academic
disciplines or a community of academic tribes that share a set of common values, such as academic
freedom, scrutiny of accepted wisdom, truth seeking, collegiality and self-regulatory governance,
perceived individual autonomy, and altruistic wisdom. These features are not static, however. They are
open to change and transformation as a result of institutional, national and global socio-economic,
cultural and political changes.
The emergence and induction of neoliberal principles and market orientations in the higher education
environment have significantly affected the academic profession. Particularly, the massification of
higher education, internationalization, and commodification of knowledge has transformed the
academic profession into a knowledge worker and into an expert. The pride of professoriate academics
in elite universities has been eroded as a result of the sprawling systems of the higher education and
the academic profession that has been swamped by a burgeoning academic proletariat. Scholars
observed this development as a crisis, decline, and fall, as the “golden age” past in which higher
education researchers and teachers suffer from lower social esteem, lower salaries, diminishing
autonomy and prestige, and overloads. The increasing development of the “audit society” and the
quasi-market imperatives inducted by the “knowledge society” and the resultant assessment and
accountability systems have reduced the individual freedom and autonomy of the academic scholars.
The academic working conditions have become significantly difficult. Massification and the
unprecedented student participation increase in higher education have made the teacher-student ratio
incompatible. The social and academic diversity in student profiles necessitated new teaching skills. In
response to the growing student population in higher education, a class of non-professional teachers,
who are excluded from regular academic staff structures, emerged. This is a class of contractual and
part-time teaching and research staff. Most governments opted to hire academic staff on a contractual
basis and gradually eliminate the tenure system. All these developments have weakened the traditional
societal and academic status of the academic community and thus holding an academic position is no
longer rare, prestigious, and respected. Yet, traditional values and norms did not wither away totally.
The academic profession is also struggling to retain some of its traditional values of autonomy,
collegiality, and altruistic knowledge production. Hence, in this changing environment, the academic
profession has been squeezed in between traditions and modern changes. Due to its nature of
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adjustment and conformity to new environments, the academic profession has continued to survive in
internal continuity and change or external responsiveness.
The internationalization of the academic profession is an internal continuity because it is as old as the
university. It is a change because the scope and level of internationalization have significantly
diversified to be more responsive to global challenges. Academic scholars have taken on the primary
task of realizing the internationalization of higher education, which has become an imperative
instrument and strategy for the global visibility of higher education and competition. In an
environment of dwindling higher education public fund, the role of internationalization is paramount.
This is also a manifestation of the struggle for continuity.
The internationalization of the academic profession entails the cross-border mobility of the teaching
and research (including PhD students) academic staff either temporarily or permanently. Academic
mobility may take place between countries, institutions, systems, and disciplines. The
internationalization of the academic profession is not merely cross-border activity or geographic
independence, but it also constitutes the interactions academics make with their counterparts.
Academic mobility is not an end or a goal in itself, but it is rather a means to collaborative and
competitive research and teaching across countries, fields, and sectors.
The patterns of academic mobility partly depend on the center-periphery contrast of the higher
education spaces and could be international, intersectoral, interdisciplinary, or virtual. Most of the
time, “civilizational attraction,” or “zone of prestige” determine the direction of academic mobility.
Traditionally and currently, academics are travelling from the peripheral higher education spaces to
the central, better, and prestigious higher education zones. Academic scholars cross national, system,
sector, or discipline borders permanently as academic employees or temporarily as visiting scholars,
PhD and Postdoc students, conference participants and so on. Most of the time, the temporal academic
relocation, or internationalization for business is concerned with academic expansion, while the
permanent one is an individual academic choice to change place for him/herself permanently as an
academic migrant. When academics move permanently, they cause brain drain for the source country
and become brain gain for the destination country. In this respect, developing countries suffer from
brain drain, whereas developed economies enjoy brain gain. The number of Chinese academic staff
working across the European Union in 2008/2009 is estimated to be 6,697 (GHK Consulting, 2011)
and 12 million Africans with tertiary education and aged 25 or over were living in the OECD countries
in 1990. This number has grown to over 20 million in 2000 (UNESCO, 2008).
Consequently, five approaches of the internationalization of the academic profession are recognized.
These are “would-be,” “must-be,” “two-arena,” “armchair,” and “brain drain.” “Would-be
internationalization” academics are located mainly in developing regions like Africa, Asia, Latin
America, Central and Eastern Europe. They wish to join the international academic community, but
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academics in the developed countries do not perceive them to be equal partners. This situation forces
them to stay home initiating system-level and institutional inbreeding. Academics in few countries like
Sweden, the Netherlands, Hong Kong, and Israel consider international communication, cooperation,
and recognition to be indispensable, and they belong to the category of “must-be internationalization.”
Other academics have “two-arena” features. German academics try to perform and focus on both
national and international contributions. Academics of “armchair internationalization” are mainly
found in the United States of America and the United Kingdom. As long as they continue recruiting
international students and researchers, they are comfortable with the process of internationalization.
Because of the English language they use and the relatively better economic conditions they have, they
attract academics much more easily than others do. Other countries, mainly developing ones, are
regarded as brain drain countries in the internationalization arena, because, in most cases, their
international academics do not return home.
Age, gender, academic performances and rank, and academic disciplines are also factors that define
the internationalization of the academic profession. Both academic recruitment and personal
international careers are quite different according to age and gender. Young researchers are more
mobile than older scholars are, and women are fewer in number in international scholastic mobility.
Mobile academics could be labeled as academic intellectuals, academic experts, and manageracademics depending on the academic task they perform. Academically, research is more international
than teaching, because mobile academics favor research to teaching in the process of
internationalization. Teaching is more international in soft academic disciplines, while academics in
the hard sciences appear to be more international in research.
The rationales and motives for the internationalization of the academic profession depend on the
institutional academic environment and academic discipline. Personal academic career, institutional,
national, and regional policies could initiate academic mobility. Institutional, national, and regional
policies are also important instruments to initiate and encourage the brightest and best scholars for
mobility and to determine the direction of mobility. In this case, the Bologna Process is a significant
example. Academic institutions that use English as the official language, and have better academic
infrastructure and facilities attract scholars better than others do. More market-oriented disciplines
open the opportunity for academic mobility. Moreover, size, wealth, academic culture, and the
political and organizational tradition of a country also play a significant role in the mobility of the
academic profession. A country’s higher education institution or university visibility through
advertising, branding, and global ranking also influence the direction of academic mobility. Individual
academic careers, particularly PhD and postdoc studies and professional networks also facilitate
international academic mobility.
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The process of internationalization affects the academic profession, which is its key driver. The
internationalization of the academic profession impacts the academic and cultural experiences of the
academics, influences the process of the research paradigm or knowledge production and publication,
makes possible knowledge transfer, and causes brain drain, brain gain, and brain circulation.
Particularly, the brain drain and brain gain impact has provoked debates on the unfairness of the
process of the internationalization of the academic profession. Brain drain debilitates the academic
environment of periphery higher education systems and institutions, while brain gain benefits the
higher education systems and institutions of the developed economy.
In the research paradigm, scholars that are more mobile are highly exposed to different schools of
thought that may lead them to innovation, paradigm shifts in knowledge production, and the pursuit of
new and unexplored research areas. Therefore, they transfer knowledge to both the source and
destination countries. The issue of knowledge production may trigger the question of the utility and
priority of particular knowledge to a particular country. Whose knowledge is transferred where? How
does this knowledge benefit a particular country? In the process of internationalization, publication in
foreign language mainly in English, co-authorship, and research undertaking outside the premises of
one’s own institution seem to be common practices. This situation, in turn, affects the relationship
between each academic scholar and his/her institution. It erodes the institutional affiliation of
academics and progressively transforms the relationship into a work relationship. This may affect the
original idea of the university as a place of a learning community of scholars devoted to the altruistic
pursuit of intellectual truth.
The internationalization of the academic profession also results in the attainment of some personal
non-pecuniary benefits, such as enhanced access to professional development, international
networking, and a range of benefits collectively known as “transnational identity capital.” These are
additional professional skills in teaching and research that enable academics to engage with others in
the process of “legitimate peripheral participation.” Academics’ exposure to different academic and
socio-cultural traditions may result in intercultural learning and sensitivity. The consequent results
may include changes and experiences in personal and professional attitudes, understanding
international students’ learning styles and behavior, and broadening global perspectives. Perceived
impacts of internationalization on the academic profession could take place at individual, institutional,
or global levels.
Perceived impacts could be both positive and negative. The positive ones include such impacts as the
expansion of perceptions, perspectives, and opportunities that are important for personal, academic,
and professional developments. Some aspects such as hegemonic perspectives and structures, and
academic competition and incompatible interconnectedness, cooperation and spread of knowledge
seem contradictory to the initial concept, rationales, and practices of internationalization. Such impacts
as increased workload, separation from family, marginalization, and stress are negative impacts on the
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academics and their work of teaching, learning and research. Challenging situations may include
cultural shock that may affect academic performance. The long and protracted process of integration
may consume the time of academics. It is often difficult to integrate with new social and academic
community and “foreigners remain foreign” on a foreign land. Unprepared mobile academics may
perform poorly and fail to accomplish their overseas academic duties properly because of the
challenges of different academic cultures and environments. The use of international language at the
expense of one’s own language is another cultural challenge. The presence of international academics
with better privileges could have a psychological impact on the academics of the destination country.
It may force them to feel inferior and unprivileged. All these impacts certainly harm the academic
performance in general and show the imbalanced features of internationalization.
The following chapter deals with the modus operandi or explains the why and how internationalization
of higher education happens. It analyzes and discusses the major rationales and the different
approaches, mechanisms and models for internationalization of higher education.
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CHAPTER-5
Internationalization of Higher Education: Rationales and Approaches,
Mechanisms, Strategies, and Models
This chapter presents the why and how of internationalization. It discusses and analyzes the rationales
or the motives that drive actors to be engaged and to invest in the internationalization of higher
education. The literature has identified and categorized rationales into generic, regional, national,
institutional, and individual factors. Rationales emanate from the historical, socio-economic,
academic, and political context of a country or an institution. Actors also apply different modus
operandi or methods of engagement in the internationalization of higher education. These include
approaches, mechanisms, strategies, and models of internationalization. In the approach aspect, this
study emphasizes the policy approach, which is a growing aspect of approach among many countries
worldwide. The discussion and analysis of these aspects and dimensions of internationalization will
certainly aid in understanding the concept of internationalization better.

5.1. Rationales for Internationalization of Higher Education
In the 2009 IAU Survey (IAU, 2010), 87% of the 745 respondent institutions have indicated that their
institutional mission statements incorporate aspects of internationalization, and 65% of them have
reported that institutional leadership assigns a high level of importance to it. The incorporation and
importance of internationalization depend on the prioritized rationales for it. Rationales are the reasons
for higher education institutions and actors to address, engage, and invest in the internationalization of
higher education. Countries and institutions reflect the driving forces and their motives in their
internationalization policy and program documents. These rationales are developed and eventually
implemented accordingly. According to Knight (2012), rationales dictate the kind of benefits or
expected outcomes of internationalization of higher education. “Without a clear set of rationales,
accompanied by a set of objectives or policy statements, a plan, and a monitoring/evaluation system,
the process of internationalization is often an ad hoc, reactive and fragmented response to the
overwhelming number of new international opportunities available” (Knight, 2012, p. 32).
Rationales address the why of internationalization. Rationales respond to such questions as why higher
education

institutions

engage

in

international

education

and

why

institutions

consider

internationalization as an imperative instrument to the future. The responses may range from
furthering research to strengthening institutional reputation, launching new revenue streams, and
preparing “globally-ready” graduates in the 21st century, who will be able to address global challenges
and live in an increasingly interconnected society (Deardorff and Jones, 2012, p. 283). Some specific
rationales for internationalization also include enhancing employability on the international labor
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market, orientation to the future, and developing specific skills such as language skills and knowledge
(e.g. knowledge about other cultures) pertinent to work in an international context (Kalvemark and van
der Wende, 1997).
The role and viewpoint of stakeholders are largely diverse and influence the construct of rationales and
incentives for internationalization. In spite of the diversification and the distinctive perception of
stakeholders and sets of priorities with respect to the internationalization of higher education,
rationales have substantial overlaps and contradictions. Correspondingly, different motivations end
differently to the internationalization of higher education. The aims of internationalization also depend
on the historical, socio-economic, academic, and political circumstances of a nation and a higher
education institution. For instance, in the early 1970s, the general goals of the Swedish Commission
on Internationalization of higher education included awareness of global interdependence and the
importance of international understanding, the building of cooperation and assistance to developing
countries, and acceptance of the Western pluralistic value orientation and tolerance towards ambiguity.
Currently, competition, commercialization, marketization, and commodification override most
internationalization agendas. (Kalvemark and van der Wende, 1997).
The development and implementation of rationales sometimes depend on the institutional type, status,
or historical level of internationalization. The internationalization level and intention of institutions, as
depicted in the typology of Teichler (1999), “would-be internationalization,” “life or death
internationalization,” “two arena internationalization,” and “internationalization by import,” also
influence the construction of rationales.
In addition to academic and institutional traditions, socio-economic priorities, resources, and
experiences, the type, level or status and geographic location of higher education institutions
determine rationales for the internationalization of higher education. The type of higher education
institution, whether it is a university and college, also influences rationales. Universities desire
internationalization more than colleges do. Higher education institutions located in urban centers strive
for more internationalization than institutions in small towns and suburb areas. Stensaker et al. (2008),
in their case studies of 12 Scandinavian universities and colleges, identified that the geographic
location of an institution and institutional status are important basic framework conditions affecting
any institution attempting to internationalize its activities and formulating its rationales. Central and
peripheral higher education institutions perceive, practice, and rationalize internationalization
differently. According to their study, the more urban the location of a certain institution is, the more
ambitious its strategies for internationalization will be. In the Nordic region, there is a noted difference
between a university and a college in their ambition for internationalization. Hence, motives for
internationalization also vary depending on geographic location and status of higher education
institution. As a result, the researchers have identified four categories of institutional
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internationalization scenarios to determine their rationales and strategies. This is shown in Figure 5.1
below.
Figure 5. 1. Institutional, Geographic Location, and Status Affecting Internationalization

Institutional
Status
University

Geographic Location




College





Urban
High internationalization ambitions in
education and research
Heavy central institutional infrastructure
for internationalization
Formal cooperation partners all over the
world
High internationalization ambitions in
education
Moderate central institutional
infrastructure for internationalization
Formal cooperation partners mainly in
Europe and developing countries








Rural
Moderate to high internationalization
in education and/or teaching
Moderate central institutional
infrastructure for internationalization
Formal cooperation partners mainly in
Europe and developing countries
Low to moderate internationalization
ambitions in education
Weak to moderate central institutional
infrastructure for internationalization
Formal cooperation partners mainly in
the region and developing countries

(Source: Stensaker et al., 2008, p. 8)

Because of many untold motives, the major reasons for institutional engagement in the process of
internationalization are not clearly known; however, it is envisaged that rationales interact with
national policies. Many studies have grouped rationales as generic, national, institutional and
individual. Generic rationales are categorized into academic, socio-cultural, political and economic.
The first two rationales (academic and social or cultural) are institution-specific and internal in nature.
They are generally identified as “old” forms of rationales for internationalization. The latter two
rationales (political and economic) demand an adaptation of the institutions to external forces and are
considered to be “new” forms of rationales for internationalization of higher education (Stensaker et
al., 2008). However, old forms of internationalization persist in spite of the emergence of new forms
of it.
In spite of the emerging strong advocacy and diversity of new forms of the internationalization of
higher education, the crucial role of the academic profession has retained and sustained the traditional
rationales for engagement in internationalization (Stensaker et al., 2008). According to Stensaker et al.
(2008), such countries as the USA, Australia, New Zealand, and the UK have taken the lead in the new
forms of internationalization, while others have prioritized the old forms of it, and still others combine
the old and new rationales. At an institutional level, for example, most Nordic higher education
institutions have considered the internationalization of higher education “as a normative obligation
that formed an important part of the development of disciplinary knowledge” and “as part of an
institutional tradition in the area of development cooperation” (Stensaker et al., 2008, p. 6). In the
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Nordic countries, old forms of rationales may be understood as an interplay between three factors
namely, established general research traditions in various disciplines, an institutional tradition for
global North-South cooperation in higher education, and traditional cooperation between Nordic
higher education institutions and individual scholars. However, it is important to note that new forms
of rationales have emerged during the new millennium in the Nordic countries along with the old
forms (Stensaker et al., 2008). The following Figure 5.2. presents the descriptions of old and new
rationales for internationalization.
Figure 5. 2. Manifestation of “Old” and “New” Forms of Internationalization of Higher Education
“Old” forms of internationalization (academic,
“New” forms of Internationalization
Social, and Cultural)
(Political and Economic)
Internationalization as a responsibility for the
Internationalization as responsibility of the
individual student and teacher
department or institution
Internationalization as a “bottom-up” activity
Internationalization as a “top-down” activity
Internationalization related to diversity
internationalization related to standardization
Internationalization as a physical activity of
internationalization as a more technological
mobility
enhanced activity
Internationalization as an informal and ad-hoc
Internationalization as a formal and routine
activity
activity
(Source: Stensaker et al., 2008, p. 4)

Moreover, the four rationales for internationalization might be condensed into the dimensions of
educational philosophy and economic marketization (Lumby and Foskett, 2015). The educational
philosophy dimension sees the growth of internationalization in terms of academic and socio-cultural
values. The economic and market dimension utilizes the internationalization of higher education as an
important strategy of augmenting institutional income.
Other scholars, such as Wachter et al. (1999), have categorized the rationales into educational
objectives (referring to educational quality), economic (referring specifically to fees from international
students); foreign cultural policy; and promotion of peace and global responsibility, regional
integration and development. Even though presented differently, the rationales given by the different
scholars could be grouped into four categories: economic, political, socio-cultural, and academic (de
Wit, 2002). Political rationales for internationalization may be related to such aspects as foreign
policy, national security, technical assistance, peace and mutual understanding, national identity, and
regional identity. Such attributes as economic growth, competitiveness, the labor market, national
educational demand, and financial incentives for institutions and government make up the economic
rationale for internationalization. Academic and social-cultural rationales may include an international
dimension to research and teaching, an extension of the academic horizon, institution-building, statusprofile, enhancement of quality, and international academic standards. Figure 3.5. below shows the
different approaches by different authors to rationales for internationalization. The authors have
emphasized either the “old” or “new” or both rationales. It is also important to note the time difference
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in their emphasis. Platt (1977) and Goodwin and Nacht (1988) have focused on the educational and
social objectives, while the rest included economic rationales for the internationalization of higher
education. In addition to the generic rationales, Knight (2008b) has identified some evolving rationales
at national and institutional levels. Nationally, such rationales as human resource development,
strategic alliances, income generation/commercial trade, nation building, social/cultural development,
and mutual understanding are some of the examples. International branding and profile, quality
enhancement or international standards, income generation, student and staff development, strategic
alliances and knowledge production are examples of institutional level rationales. These rationales are
not mutually exclusive, they may vary in priority by country and region, and their dominance may
change over time. The International Association of Universities (IAU) (2010) also provided regional
rationales for internationalization. International students and academic scholars also have their own
individual rationales for academic mobility and study abroad. Figure 5.3. presents the rationales for
the internationalization of higher education by different authors. Most of the rationales evolve around
academic, social, cultural, economic and political objectives.
Figure 5. 3. Rationales of Internationalization of Higher Education by different authors
Platt (1977)

Goodwin
and Nacht
(1988)

De Wit
(1992)

Aigner and
Stimpfl
(1992)

Robert Scott
(1992)

Knight and
de Wit
(1995)

Blumenthal
et al. (1996)

Educational,
cultural,
prestige,
assistance and
cooperation
with developing
countries,
foreign policy

Education
al and
social
goals

Social,
academic
and
economic

Security,
economic
competitivene
ss, and
international
understanding

Economic
competitive,
labor market,
national
security, mutual
understanding

Economic,
political,
cultural and
educational

Economic,
political,
sociocultural,
academic,

Knight
(1997
and
1999)
Political,
economi
c, socialcultural,
and
academic

Source: (compiled from Platt, 1977; Goodwin and Nacht, 1988; de Wit, 1992; Aigner and Stimpfl, 1992; Scott,
1992; Knight and de Wit, 1995; Blumenthal et al., 1996; Knight, 1997 and 1999).

5.1.1. Driving Forces of Rationales for Internationalization
The changing dynamics in higher education have reflections on the rationales of the
internationalization of higher education (de Wit, 2011). Particularly, the increasing development of
globalization, the application of the neoliberal ideology, the international dimension of higher
education, and the accompanying diversity and proliferation of cross-border activities, mainly in the
global North, have shaped the rationales for internationalization of higher education. Generally, the
new driving forces in the internationalization of higher education are strengthening the formal
organization and institutionalization of international activities in the higher education institutions.
Issues of internationalization are increasingly professionalized at the level of higher education
institutions. The skilled and trained specialists have replaced the autodidactic internationalization
officer

in

both

research

and

education

cooperation.

The

institutional

organization

of

internationalization has eventually made rationales the core institutional policy issues. However,
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Stensaker et al. (2008) have commented that the developments are symbolic modifications and are in
conformity to protect core functions of higher education institutions.
However, one can argue that the changes noted are more technical than substantial, and that
they as such represent only a modest challenge to the existing modus operandi of institutions.
One may even argue that such “structured adaptation” is a rather typical institutional response
to higher education policy-making emphasizing the capacity higher education institutions have
to make a symbolic adjustment while protecting their core activities (Stensaker et al., 2008, p.
7).
The rapid evolution of internationalization has further given way to the emergence of new terms that
shaped rationales for the internationalization of higher education. These new terms are closely related
to the cross-border academic provision and activities of higher education. Some of these terms are
borderless education, education across borders, global education, offshore education, and international
trade in education services (de Wit, 2011). These terms clearly manifest that both the educational
philosophy and market perspectives drive the internationalization of higher education and its
rationales. Even though the purpose and the nature of education is increasingly debated, the
educational philosophy dimension sees the process of internationalization in terms of the value it adds
to the educational experience of both home and international students and the contribution it makes to
addressing global needs and global issues. The second is the economic and market dimension that
considers internationalization as a commercial opportunity and strategy to increase institutional
revenue and a way of expanding an educational institution (Lumby and Foskett, 2015). Cross-border
education engagement opens up huge global markets for both student numbers and for research
funding (Rivers, 2010). The educational and market drivers of internationalization of higher education
inevitably lead to a range of possible responses and outcomes that could widen institutional
differences and affect academic values.
The role and viewpoint of the various stakeholders such as international, national, and regional
governments, private sectors, institutions, faculty, and students largely influence the construct of
rationales for internationalization. These actors are behind either the core mission of higher education,
or customers’ expectations, or phenomenon of globalization and social responsibilities that possibly
shape rationales for the internationalization of higher education (Hudzik, 2012). The major business or
core mission of higher education is the innovation of ideas through knowledge creation, transmission,
and translation into action for the benefit of society. The phenomenon of globalization impels higher
education institutions to conduct their major core mission across borders in a collaborative perspective
and in competitive global market spaces. To perform these expectations, higher education should build
its research and instructional capacity, involve in trade, and encourage organizational and institutional
reform. Customers for higher education includes students, communities, businesses, and employers,
who have different expectations from the internationalization of higher education. Therefore, it has to
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meet the expectations of these customers, who are domestic and international, or at home and/or
abroad. Students expect to win the global competition for employability as a result of their study
abroad or foreign education, businesses and employers expect culturally integrated and globally
competent graduates and applicable and problem-solving research or knowledge. Therefore, the
education system should adjust itself to meet both national and international, and institutional
expectations in relation to the core mission, customers, challenges of globalization, and social
responsibilities. Moreover, the internationalization of higher education has the responsibility of
fostering local and global relationships, peace, and justice through the improvement of cross-cultural
understanding.
According to Cremonini and Antonowicz (2009), national and institutional policy approaches also
shape rationales for the internationalization of higher education. Such approaches include the mutual
understanding approach, the skilled migration approach, the revenue-generating approach, and the
capacity approach. The mutual understanding approach constitutes political, cultural, academic and
development aid goals. The skilled migration approach is a policy paradigm to attract talented students
and scholars to work for the knowledge economy of the host country or to strengthen the competitive
power of its higher education and knowledge production. Accordingly, many countries in the global
North, such as Germany, France, and Canada have either issued clear policies to recruit best and
brightest scholars and students or eased their immigration regulations. “The revenue-generating
approach offers higher education services on a full-fee basis without public subsidies. Hence,
compared to domestic students, foreign students generate additional income for institutions that are
encouraged to become entrepreneurial in the international education market” (Cremonini and
Antonowicz, 2009, p. 54). The UK is an instrumental example of this approach in Europe. Academic
capacity-building policy approach encourages the use of higher education internationalization as a
quick way to build a country’s academic, socio-economic, and cultural capacity. This is an approach
of most countries of developing economies.
In an increasingly competitive global educational market, transnational education has become a
significant strategy to enhance global visibility, branding, and competitiveness. Furthermore, in many
countries of the West, economic motives play imperative roles to pursue cross-border education
opportunities. In a survey study conducted in 2001, in Australia, 40% of the universities surveyed
approved that the augmentation of additional revenue was a primary motive in cross-border education
endeavors. The accelerating decline in public funding of higher education has obliged many American,
Canadian, and English universities to include transnational initiatives as an important recruitment
strategy for fee-paying international students around the world. They recruit fee-paying international
students particularly from developing and emerging countries (Burgess and Berquist, 2012).
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Edelstein and Douglass (2012) raise many questions as to why higher education institutions embark on
new projects and activities on an international level. Then, they explain that these trends (new projects,
activities, student recruitment, and other aspects of internationalization) undoubtedly have multiple
and complex causes. They identified the causes as logics and rationales as the driving forces. Their list
of logics and rationales includes pedagogical and curricular; research, data access and expertise;
network development; competition; market access and regional integration; institution building,
technology transfer, and development; augmenting revenue/resource; social responsibility; and
national security. In contrast, Hawawini (2011) offers additional or optional categories of logics and
motives for the internationalization of higher education. The list includes academic motives (fulfilling
the institutional educational mission, to remain academically relevant in the realm of globalization,
attracting the best students and faculty worldwide), economic benefits (augmenting revenue to fund
higher education at home and reducing risks through geographic diversification), and learning from
the world. The ultimate benefit of internationalization is to learn and gain from the world.
Conclusively, in spite of the multiple motives and driving forces, the contemporary
internationalization of higher education has shown a trend of shifting to narrower economic rationales.
This is increasingly supported and enhanced by representatives of the neoliberal ideology (World
Bank, World Trade Organization, OECD, etc.). As long as the neoliberal policies of governments and
organizations continue to be economically oriented, profit will be the major driver and motivation
leading to an increasing commercialization, commodification and marketization of higher education.
The General Agreement on Trade and Services (GATS) has legitimized the commodification and
commercialization of higher education. These two trends and developments have inspired higher
education institutions in the industrialized countries to focus highly on generating revenue from
exporting education in different forms and through different mechanisms (Jiang, 2008). This trend
increasingly affects the internationalization process of the emerging and developing countries.

5.1.2. Generic Rationales for Internationalization
According to several studies, there are four generic rationales that drive the activities and policies of
the internationalization of higher education. This generic rationale does not distinguish between
national level or institution level rationales. The four rationales are political, economic, academic, and
socio-cultural (Knight, 2012). In contrast, Maringe et al. (2013) have proposed such generic rationales
as economic, political, sociocultural, technological, educational, and pedagogical. Rationales are
dynamically and contextually changing depending on the tradition, priority, and the development of
the academic capacity of higher education. Depending on national and institutional priority agendas
and temporal and changing contexts, the importance and priority of rationales vary among countries.
Nevertheless, the four generic categories remain useful to analyze the changes and priorities of
rationales for the internationalization of higher education.
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Political Rationales
In the foreign policy of states, education occupies an important place in image building and improving
diplomatic relations through providing scholarships to future diplomats and leaders (Alladin, 1992).
Japan, for example, used internationalization of higher education as an important strategy to change
the pre-WWII militarist image and to build Japanese nationalism in the 20th century.
Internationalization has served “Japan’s ambition to rise to a position of singular importance and
power in the twenty-first century. The promotion of internationalization seems to aim to re-educate
Japanese citizens to reassert their collective identity as Japanese” (Rivers, 2010, pp. 447-448). In
Japan, internationalization also seems to represent a tension between the policy of teaching English as
a foreign language and promoting Japanese tradition. However, this has been changed following the
global and national contexts and dynamics. For instance, economic and diplomatic rationales were
priorities and traditional in the UK internationalization policy until the years before fee and revenue
have become the dominant incentive behind internationalization of higher education (de Wit, 2002).
Educational cooperation has been serving as a mechanism of regional and international reconciliations,
cooperation, and integrations. Germany and France have used educational alliances to reconcile (first
world war enmity) and cooperate on many socio-economic aspects (Knight and de Wit, 1995). The
extension of educational and research programs into the European Free Trade Association (EFTA)
countries22 and later to Central and Eastern Europe, by the European Commission, seems to prepare
fertile grounds for the future integration of these countries into the European Union (de Wit, 2002).
Moreover, from a political point of view, particularly the Americans, the Soviets, and some other
countries that had been engaged in Cold War diplomacy, mainly in the years from the 1960s and
1980s, had used educational cooperation or the internationalization of higher education for national
security matters by extending political spheres of influence, particularly directed to developing
countries (de Wit, 2002). After WWII, development cooperation schemes triggered by industrialized
countries in the form of technical assistance, decolonization, and the intensification of the Cold War
diplomacy that had been focusing on developing countries were promoted through higher education.
National governments, international organizations (World Bank, IMF, OECD and others), private
foundations, and higher education institutions have funded institution-building projects, were sending
experts, launch training programs, and offer scholarships to establish cooperation and to extend their

22

Norway and Switzerland were among the founding Member States of EFTA (European Free Trade
Association) in 1960. Iceland joined EFTA in 1970, followed by Liechtenstein in 1991. Norway, Iceland (from
1994) and Liechtenstein (from 1995) are also parties to the European Economic Area (EEA) and have some
agreements with the European Union, while Switzerland has signed a set of bilateral agreements with the EU (de
Wit, 2002).
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spheres of influence. In other words, eventually “education aid,” had become “educational trade” that
had stepped-down internationalization of higher education to technical assistance. The aspiration for
peace building and mutual understanding had been also taken as one of the political rationales for
internationalization of higher education (de Wit, 2002).
With other socio-economic and cultural rationales, this aspiration for world peace and mutual
understanding could be an important aspect of the objectives of the internationalization of higher
education. Because of decolonization and the emergence of new countries in the different regions of
the world; and in response to colonialism and Western cultural dominance, some countries in AsiaPacific, Africa, and Europe have adopted national identity as one of the political rationales of the
internationalization of higher education. They intend to build academic and research capacity to carry
out research on colonialism and Western cultural hegemony. This was an inward political reason for
educational cooperation. The regional form of internationalization of higher education has enhanced
and supported the process of regionalization in Europe (the European Union), Asia-Pacific (ASEAN),
and Africa (African Union) (de Wit, 2002).

Economic Rationales
Economically, the internationalization of higher education brings economic benefits to involved
institutions, students, the states, and societies. Some higher education institutions augment revenue by
recruiting international fee-paying student and exporting cross-border education, and benefit their
society through other international students’ living expenses. It may have a positive effect on
technological development that brings about economic growth to society. Moreover, the economic
rationale for the internationalization of higher education is also closely related to the issue of the
global labor market. The more global the labor market becomes, the more competitive it will be. Even
though there are few studies on the effect of the internationalization on the global labor market, it is
generally considered that international students increase their potential employability capacity and
competence after graduation in the global labor market competition than immobile students (Knight &
de Wit, 1995). Economically oriented internationalization of higher education has been encouraged as
a result of the discrepancy between national demand and supply for higher education. Lack of
sufficient higher education provision or countries with fewer academic facilities and infrastructure at
home encourage their students to study abroad. Such countries also facilitate conditions to host foreign
programs and institutions. Some European and Asian countries, either through a conscious strategy to
encourage overseas mobility (Norway, Singapore) or due to lack of economic capacity and academic
infrastructure to absorb national higher education seekers (Greece, Portugal, developing and emerging
countries) have caused and facilitated transnational mobility. Norway was deliberately stimulating
study abroad instead of creating new academic facilities at home (Knight and de Wit, 1995; de Wit,
2002).
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Some countries use the internationalization of higher education to satisfy home economic and political
interests and to establishment strategic partnerships and alliances. The overlapping of political and
economic rationales of internationalization of higher education have been manifested in Norway. The
Norwegian Centre for International Cooperation in Education (SIU) organized the third annual
“internationalization conference,” in collaboration with the Norwegian University of Science and
Technology (NTNU), on 5-6 March 2014 in Trondheim (Norway), with a focus on strategic
partnerships and alliances. The conference underscored that the internationalization of higher
education is increasingly becoming a priority strategy and process for many higher education
institutions and organizations worldwide (Olson, 2014). According to Olson (2014), the focus of the
conference, to communicate the notion of strategic partnerships and alliances, indicates a new and an
extended purpose for internationalization. The new direction for internationalization requires more
specific, active, and particular programs and countries organized at an institutional (rather than
individual faculty or department) level. Accordingly, Torbjorn Røe Isaksen, the Norwegian Minister
of Education, highlighted the importance of strategic internationalization and emphasized Europe,
North America and the BRICS (Brazil, Russia, India, China, and South Africa) as key partner
countries.
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BRICS

countries

demonstrates

well

that

internationalization of higher education is contextual and follows national interests. Indeed, Isaksen
stated that there is a global power shift in which the BRICS countries are becoming increasingly
important, and Norway needs to keep close to these trends. Moreover, a comparative study carried out
in 2013 emphasized how Sweden, Denmark, Finland, Germany, and the Netherlands organize their
cooperation with the BRICS countries. National economic and political interests are the primary
targets (Olson, 2014).
Some countries engage and invest in the internationalization of higher education for technological
development, to become competitive leaders in the field, to accelerate their economic development,
and to create access, social justice, and equity in the higher education sector (Maringe et al., 2013).
Economic growth and development is partly the result of technological advancement and the
accompanying competitiveness. The predominant Cold War foreign policy rationale has been reshaped
into a global knowledge economy. Since the end of the Cold War, to win the global competition, both
public and private sectors have been engaging in a competitive scenario of investment in international
cooperation in higher education. For instance, for many countries in Europe and North America, the
economic rationales of internationalization of higher education have been important for international
competence and competitiveness (Johnston and Edelstein, 1993; Lyman, 1995; van der Wende, 1997).
de Wit (2002) has witnessed that the planning and implementation of scholarship for foreign students
by many national governments have both economic and diplomatic rationales.
The focus on the economic benefits of internationalization has grown significantly and impressively in
the last thirty-five years. It has become a big business through the recruitment of brains than helping
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developing countries build human capital as previously done (Knight, 2013) Since the 1990s, many
countries have outlined new or amended existing motivations to attract international students. For
example, in 2010, the Anglo-Saxon countries, acknowledging the economic contributions of
international students, have revised their legal rules and regulation to motivate and attract fee-paying
international students. Consequently, they managed to increase the number of fee-paying international
students that have made significant contributions to the institutional and national economy. According
to the European Commission (2013), the US economy earned 22.7 billion USD from international
students through tuition fee and living expenses, while Canada made 8 billion CDN from international
students, primarily from tuition, accommodation, and discretionary spending. Canada has generated
more than 455 million CDN in government revenue. In the UK, international students channel more
than 8 billion GBP to the UK economy every year; and international students’ financial contribution in
New Zealand had reached 2 billion NZD and supported over 32,000 jobs (European Commission,
2013).
In addition to its financial contribution through the recruitment of fee-paying international students,
the internationalization of higher education has economic incentives and contributions via the
commodification, commercialization, and marketization of higher education. For some higher
education institutions and countries, income generation, through the provision of cross-border
education programs and institutions, contract education, and international education advisory services,
could be an important reason for internationalization. In a scenario where public funding for higher
education institutions is dwindling, the recruitment of fee-paying foreign students will bring high
economic returns that will eventually relieve government fiscal austerity in funding higher education.
This could be supplemented by the cross-border provision of academic programs and institutions. At
present, this situation is explicitly pronounced in the higher education system of the United Kingdom.
In 1979, the UK government adopted a full-fee payment policy with regard to students from outside
the European community. Consequently, the internationalization of higher education in the UK has
focused on attracting and recruiting high tuition-paying foreign degree students (Callan, 1993).
“Indeed many administrators in the British higher education institutions have seen the exchange of
institutions, where there is no net income gain, as an expensive burden rather than something to
stimulate” (de Wit, 2002, p. 91). Australia also has made higher education a big business market.
Many other countries have tried to make money out of the export of education, academics, and
educational facilities. The enrollment of high numbers of tuition-paying students means relief for the
government for higher education from the financing of higher education from the local public resource
(Callan, 1993). The following Figure 3.10 represents the economic benefit Australia has earned from
the market-oriented internationalization of higher education. As Figure 5.4 depicts, the amount
Australia has earned from the commercialization and marketization of international higher education
grew from 9.6 billion in 2005 to 18.6 billion AUD in 2009.
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Figure 5. 4. Export Income from Education Services in Australia, in Billion AUD (2005-2009)
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(Source: UNESCO, 2013, p. 11)

Other countries, however, in continental Europe, particularly destination countries for international
students, have preferred prestige/reputation and status and the appreciation for talent as the major
rationale for the internationalization of higher education. In many other European countries, such
economic motives and benefits have not been valued in the same way; however, they have not gone
unnoticed. According to the Commission (2013), European higher education institutions are required
to plan and direct the strategies of internationalization to place themselves in a global competition for
talent and national economy.
Some Scandinavian countries and countries from continental Europe, like Germany, have valued for
talent, prosperity of the country and prioritized prestige or institutional visibility than augmenting
direct revenue from the internationalization of higher education (Rooijen, 1998; and Knight, 2000).
However, de Wit (2002) has commented that “internationalisation of higher education is more linked
with financial reduction, the rise of academic entrepreneurialism and genuine philosophical
commitment to close cultural perspectives in the advancement and dissemination of knowledge” (de
Wit, 2002, p. 92). Culture and social imperatives are the other generic rationales that motivate
institutional, personal, and organizational actors of the internationalization of higher education as
analyzed below.

Cultural and Social Rationales
According to Knight (1995), as a process, internationalization has an aspect of “intercultural
integration.” However, such situations as whose culture is integrated into whose primary functions of
higher education and how cultures diffuse or integrate are not clearly enunciated. In addition, how can
single university entertain multidimensional culture in a short period? These are some important
inquiries, complexities, and difficulties in the discussion of the concept of cultural integration in the
internationalization of higher education.
According to Knight and de Wit (1995), the internationalization of higher education has the “cultural
function.” In some countries, the policy of the international dimension of higher education,
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particularly the French and American policy, emphasizes the export of national, cultural, and moral
values through the internationalization of higher education. The cultural rationale just like the other
rationales is included in cultural and scientific agreements and programs between governments. The
British Council and the German Academic Exchange Service (Deutscher Akademischer
Austauschdienst - DAAD) and Goethe Institute, and the French Maison Descartes are expressions of
the cultural aspect of internationalization of higher education. Language schools and country study
centers also follow educational cooperation. This trend seems to promote nationalist cultural aspects,
which may contradict with the general intention of harmonization and interdependence.
Cultural aspects of internationalization overlap with the political or foreign policy rationale of the
internationalization of higher education. However, the cultural role of the internationalization of
higher education should not be a nationalist impingement; it is rather a situation “in which the
production, transmission, and reproduction of culture meet harmoniously and in which the latter are
completed by reflection on the role and the function of culture in the life of nations and individuals”.
The cultural function of the internationalization of higher education is also “to develop an awareness
of the interdependence of peoples and societies in today’s world” (Mayor, 1989, pp. 5 and 7).
Moreover, the primary reason to internationalize higher education institutions was to increase the
international and intercultural knowledge and skills of students and to promote research that addresses
cultural, economic, environmental, and political interdependence among nations (Knight, 1995). The
social dimension of the rationale for the internationalization of higher education emphasizes the
importance of the individual development of students and academics through debate and engagement
with other cultures. It is often argued, in the US, that international academic exchange, which may
lessen the parochial orientations of students, is more important for the development of the individual
than for academic or social reasons. The issue of developing global awareness is more important in the
USA than in Europe. In Europe, the educational advantage of internationalization has priority over the
development of the individual, which is considered to be an added value (Knight, 1995). According to
de Wit (2002), today, it is not well articulated whether social learning and global awareness are still
less important rationales in the internationalization of higher education in Europe (de Wit, 2002).
The rhetoric and reality of cultural exchange in the process of the internationalization of higher
education vary across nations and institutions. Society or the global higher education community
demands and expects institutions to become more international in their perspective or outlook. The
internationalization of higher education may also be considered as a process of intercultural exchange
in both the social and academic senses. The combination of the external cultural demands and
expectations and internal cultural changes, on one hand, the educational philosophy and economic and
market drivers of internationalization, on the other, will inevitably lead to “a range of possible
responses and outcomes within institutions” (Lumby and Foskett, 2015, p. 3). However, the
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internationalization of higher education may be superficial or embedded within an organization, and
the superficial signs may not necessarily manifest embedded cultural integration. Knight (2010)
identifies five myths or superficial signs of internationalization that may not necessarily bring about
cultural integration or exchange. This includes the enrollment of foreign students, international
reputation, concluding international institutional agreements, institutional accreditations, and global
branding.
According to Lumby and Foskett (2015), this is well envisaged in the analysis of internationalization
and strategies across some UK and Southeast Asian universities. Some universities have strong
alignments between explicit strategy and embedded cultural change. Others have made limited
progress in adjusting their processes and behaviors within and across their own university. They have
strong market-driven engagement with internationalization. Maringe and Foskett (2012) have
described institutions embedded with cultural change as “internationally engaged” or “internationally
focused”; and the market-driven institutions as “imperialist” because of their commercial orientation
of internationalization of higher education. In spite of all these, the issue of “intercultural integration”
as a rationale for the internationalization of higher education seems to be increasingly challenging and
rhetoric because few “internationalized” higher education institutions claim it.
Lumby and Foskett (2015) argue that, even though many writers assume contextually that there is a
relationship between internationalization and institutional cultural change, the reflection of high value
in global, international, or cross-cultural elements implies a lower value rendered to ideas associated
with national, regional, and local cultural implications. This means institutions with a strong regional
and local mission are typically regarded as lower-status universities within the national comparative
scene. This eventually affects the national, regional, or local socio-economic roles of universities or
higher education institutions in general (Deem et al., 2008).
Bamford (2008) quoted one of her interviewees in a UK case study, who confirmed, in one of the
module discussions, that “nobody speaks because we do not know the others and they do not know us
[...] we are all separates. We are sitting here and the others are sitting there” (Bamford, 2008, p. 7).
Cultural integration, without unreserved institutional effort, is not an easy process within a semester, a
year, two, or three. The research clearly demonstrated the difficulties that international students face to
adjust to a new academic environment and to improve their experiences. Bamford (2008) finally
recommended that institutions should consider the impact of recruiting non-native speakers of English.
Therefore, sometimes, the internationalization of higher education is a challenge not only culturally
and socially, but also seriously impacts learning and quality. Volet and Ang (1998) have concluded
that “one of the most disturbing aspects of the internationalization of Australian university campuses is
a lack of interaction between Australian and international students from Asian background” (Volet and
Ang, 1998, p. 5).
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The idea of intercultural integration (as pointed out in the generic definition of Knight) could be
understood as the existence of a relation based on mutual understanding and interaction between the
people who belong to various cultural groups. However, it is not as simple as that. It goes beyond
tolerance of others. It is true that international students and outbound mobility do enhance the
opportunities for deep engagement with other cultures and worldviews; however, international
exposure alone is insufficient to develop such cultural attitudes (Whitsed and Green, 2015). Kim
(2009) argues that intercultural integration needs active involvement and creative abilities.
[…] requires engagement and can involve creative abilities that convert challenges and insights
into innovation processes and into new forms of expression. Interculturality leads us to rethink
simple categorizations that have been linked to identity and belonging in order to reflect reallife complexities and processes and to frustrate attempts of those powerful people who benefit
from absolute identities, ethnic, religious, national or otherwise (Kim, 2009, pp. 395-396).
In addition, the notions of both internationalization and cultural change are linked to contestations of
power, sometimes presented as benevolent (Lumby and Foskett, 2015, p. 2) and sometimes as
intimately linked to “structures of domination and subordination” (Cantwell and MaldonadoMaldonado, 2009, p. 290). Sometimes, rather than reflecting significant change, internationalization
risks extending the perennial role of education in sustaining unequal power structures between center
and periphery. Therefore, it will be imperative to have sufficient critical analysis of some key cultural
and ethical implications when hastening internationalization, which is evident in many higher
education missions. internationalization in higher education is often perceived by leaders as ’win-win’
for students, for destination and source countries and institutions. However, this is not the case on the
ground (Lumby and Foskett, 2015).
For the purpose of this study, culture is understood as the patterns of values, beliefs, behaviors and
symbolic artifacts that characterize a group as unique from another within a society and an
organization. In this sense, culture is adopted as a heuristic tool for its utility both in differentiating an
organization from the other and in enabling relative judgment about the merit of one culture compared
to another. Culture is also part of a long tradition and tool that distinguish patterns in human behavior.
Culture is constantly evolving, being performed, mutating, and both subject to and exerting pressure. It
is also both inert and permeable. In spite of attempts to resist cultural intrusion, the increasing degree
of diversity among international students in itself creates pressure towards change. From this
perspective, higher education institutions engage with culture as “identifiable zones of sameness and
differences” (Brightman, 1995, p. 519) as multi-culture and as a single academic culture across the
world (Lumby and Foskett, 2015).
According to Deem et al. (2008), The relationship between internationalization and culture provides
two ways of understanding. One dimension considers the relationship as a common value that unites
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the global academic community or a universal set of perspectives that a university must possess. This
gives the impression of creating a high cultural homogeneity as a goal. On the other hand, to become
international could also mean engaging and challenging differences that operate in different contexts.
From this dimension, the cultural aspect of internationalization of higher education is about university
staff and students understanding of diversity and difference to enrich their own global outlook and
personal academic development. In this approach, the heterogeneity and distinctiveness of cultures
prevail. In both perspectives of homogeneous and heterogeneous cultural experiences, an initial
cultural position leads to the cultural development and dominance of the academic and governance of
the higher education institution or direct part of the tradition of the institution in a particular new
direction (Rivers, 2010). From these perspectives, higher education institutions could adopt four
positions in relation to the cultural rationale for the internationalization of higher education.


Internationalization of higher education is about recruiting foreign students to come to the
destination country to experience the culture of the host country, with the assumption of better
or high value and status of that culture (Jiang, 2008).



Internationalization is about cultural exchange between home and foreign students and staff, in
which cultural differences are emphasized and valued (Teichler, 2009).



Internationalization also means the participation of all in a homogenized global culture
(Lumby and Foskett, 2015).



Internationalization is about a group of equals working together, which includes only those
who match perceived world-class criteria of having similar culture, status, value, and
usefulness as other members of the group. In this case, the processes and principles involve
selection and exclusion (Deem et al., 2008). The academic culture of the “best traditions” and
»world-class standards« or the culture of institutions with “the culture of greatest value” is
inclusive across nations (Lumby and Foskett, 2015).

The term “world-class university” manifests Western cultural values, both in relation to academic
work and in managing higher education (Altbach, 2004). Nowadays, the English language has largely
dominated academic discourse, and this is a clear sign of the provenance and domination of
Anglophone culture in the academic world. The majority of higher education institutions and
universities that ranked in the top 100 in the global rankings are those that have adopted key aspects of
the American research university model (Deem et al., 2008). Abundant resources are invested in
winning global competition. China, for example, has embarked on economy-driven academic culture.
It has made selective investments in a few Chinese universities that have aspired to achieve worldclass status (Lumby and Foskett, 2015). Countries with scarce resources are also striving to use their
limited resource to adopt the Western world-class university academic cultural standards to compete
efficiently in the unequal and imbalanced global process of internationalization. Nevertheless, they are
unable to compete with world-class universities of the developed countries of the global North. In this
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sense, internationalization is threatening because it implies the aggrandizement of one culture and the
disintegration of another or the adoption of a “supra-culture” that subsumes all others. A consequence
of such cultural pressure may be the emergence of cultural diversity and distinctiveness, which is the
very basis of the cultural rationale component of internationalization. According to Lumby and Foskett
(2015), the process of internationalization may consequently erode the cultural rationale component
and allow the dominance of the financial and economic rationales. In fact, this is not a strong
argument to reduce the commitment of the process of internationalization. The internationalization of
higher education operates in a world of the academic community that could forge such goals as
knowledge production, securing basic resources for survival, accumulating material wealth for
security, increasing social standing, promoting privilege and prestige, establishing alliances with other
autonomous academic tribes, expanding their resource base, and wealth. Moreover, it exposes
international students to the globally diverse and different environments and offers them opportunities
for international employability, where they can integrate eventually. Academic staff also benefit from
internationalization in research collaboration from where they can learn different approaches and
orientations.
In some situations, the cultural dimension of the internationalization of higher education will forge a
scenario of “us-them,” in which international students or staff are recruited by a foreign higher
education institution but who are not closely and enthusiastically welcomed and integrated into the
culture of the host institution. Rivers (2010) has observed such experiences in Japan. Many of the
students coming to Japan are non-native English speakers, who are forced to insist on English-only
language courses and communication. This situation ultimately allowed the Japanese to maintain the
“us-them” distinction, in which foreigners speak English and Japanese speak Japanese. Cultural
interaction and cultural retention are not bad, however. Students who preserve their own culture,
should also recognize others, either by studying exchange or by working alongside different students
and staff. In spite of attempts to resist cultural intrusion, Lumby and Foskett (2015) argue that the
growing degree of diversity among international students will eventually create pressure towards
change.
In ecological terms, the arrival of a new and dominant culture will have a number of possible
effects on pre-existing culture. It may lead to the complete loss or destruction of existing
cultures and their replacement with the new culture. Alternatively, it may lead to some form of
dilution or mutation of existing cultures by the interaction and merging of elements from both
’old’ and ’new’ cultures. We might also consider the project of internationalization in HE as
being essentially one in which the nature of a cultural ecosystem is changed by direct
intervention. The parallels with human intervention in ecosystems are strong; although many of
the outcomes may be predictable and desirable, others may be less obvious, and, once processes

144

of change have begun, there will be both negative feedback and positive feedback effects that
may be irreversible (Lumby and Foskett, 2015, p. 9).
The issue of cultural integration in internationalization in Japanese higher education had a different
image. In the process of the Japanese internationalization, the “us-them mentality” of ethnolinguistic
segregation seems to be strong because Japanese students were denied entry into the Global 30
program. The project was reserved only for foreign students, who are supposed to learn the Japanese
language. Foreign teachers imported for English courses are also segregated from the native
academics. The Japanese Global 30 project form of internationalization was less about surpassing
cultural difficulties and more about protecting Japanese culture (Rivers, 2010). Rivers (2010) has
commented that many of the Japanese higher education institutions are involved in national
discriminatory practices towards their full-time educators “on the basis of extra nationality, or for
other reasons unrelated to professionalism” (River, 2010, p. 449).
One assumption for the inadequacy of language education in Japan is the significant prevalence of
anti-international elements and xenophobia within Japanese society, which was the result of fear of
losing cultural identity. Anti-foreign student sentiments and actions increased particularly during the
“the international student 100,000 plan” of the 1980s. Foreign students were accused of being
involved in illegal acts such as crimes, anti-social behavior, and using student visa for illegal
employment within Japan. Consequently, signs of “No More Foreign Students” began to appear in
campuses and among the Japanese communities (Ninomiya, 2009, p. 121). The major rationales for
the internationalization of the Japanese higher education were nationalistic and economic. The idea of
Japaneseness was strong (Rivers, 2010).
Moreover, even though many have considered the internationalization of higher education as a process
and strategy to create global citizens with diverse cultural exposures, a recent meeting in South Africa
has exposed the growing of xenophobic “neo-racism,” discrimination, on grounds of race, religion,
culture, and gender. Grave consequences have posed threats to the safety, dignity and security of
international students. This is not limited to “some countries” but may be happening worldwide. This
should be recognized as a global challenge and an issue that needs to be addressed by the
internationalization community in its entirety (Aas, 2014).
The relationship between the concepts of the internationalization of higher education and culture has
been strongly challenged on multiple grounds. Nevertheless, internationalization persists because of
the usefulness of its “differential and relativist function” (Lumby and Foskett, 2015, p. 1). The cultural
rationale of internationalization of higher education could best be observed in the promotion,
development, and transmission of such cultural values as the culture of learning, research, social
debate, and the universalism of knowledge and its institutions. The internationalization of higher
education should not be a forum for the promotion of national cultural values but of the academic and
145

the universal institutional culture. It is also to promote “social learning” or “personal development” or
“individual development” of international student and academic scholars, which would be an
important aspect of intercultural exchange, an important aspect of peace, and develop global
awareness (de Wit, 2002).
The cultural or social rationale for the internationalization of higher education is to develop
intercultural competence. Intercultural competence is “effective and appropriate behavior and
communication in intercultural situations” (Deardorff and Jones, 2012, pp. 286-287). This embraces
attitudes, skills, and knowledge. “Attitude” refers to cultural respect, openness, curiosity, and
discovery. Intercultural knowledge competence is about cultural self-awareness, culture-specific
knowledge, and sociolinguistic awareness. Skills in the intercultural competence are the acquisition
and processing of knowledge in the form of observation, listening, evaluating, analyzing, interpreting,
and relating. Skill is not only acquiring knowledge but also making meaning of the knowledge and
then applying that knowledge in specific ways to solve concrete problems. The individual outcomes of
intercultural competence (skills, attitudes, and knowledge) may be internal and external. Internally, it
consists of flexibility, adaptability, an ethno relative perspective, and empathy. The summation of
attitude, knowledge, skills, and the internal outcomes is manifested through the external behavior and
communication of the individual. The success of individual internal and external outcomes depends on
the internalization and application of the attitudes, knowledge, and skills (Deardorff and Jones, 2012).

Academic Rationales
The premise of academic or educational rationale depends on the assumption that the
internationalization of higher education is often a positive change agent for institutional academic
capacity building and central to the mission of the higher education institutions (Qiang, 2003).
Apparently, the academic or educational rationale for internationalization may include the
international dimension of education to research, teaching and learning, institution building, and
improvement of the quality of education (Knight, 1995). According to Qiang (2003), the academic
rationale for internationalization is closely related to the primary functions of higher education. One of
the leading objectives cited for internationalizing the higher education sector is to achieve international
academic and educational standards for teaching, research, and service. It is to add value to the quality
of a higher education system and mission. Moreover, internationalization of higher education is
imperative to advance knowledge, global understanding, and to stimulate critical thinking through the
international dimension of research, teaching, and learning forums. It also develops the capacity of the
academic community to have the ability to understand, appreciate, and articulate the reality of
interdependence among nations (environmental, economic, cultural, and social) and to prepare faculty,
staff, and students to function in an international and intercultural context and environment (de Wit,
2002). The academic rationale for the internationalization of higher education involves the
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improvement of such aspects of higher education as research and teaching, institution building, and the
internationalization of the curriculum.



Research and Teaching

The production of knowledge is naturally an international involvement that has no border. Therefore,
it is imperative that a thoughtful approach is taken to why and how higher education institutions are
providing more importance and priority to integrating an international dimension into their teaching,
learning, research, and services. The internationalization of higher education is important to avoid
parochialism in scholarship and research, to stimulate critical thinking and inquiry and to
accommodate different thoughts, orientations, and approaches to complex issues and interests. The
academic rationale for internationalization of higher education also introduces and emphasizes the
international and intercultural academic aspects that lead to more interdisciplinary cross-border
cooperation in research activities (Knight, 1995). It increases the ability of higher education
institutions to understand, appreciate, and articulate the reality and importance of interdependence
among nations. The academic rationale for internationalization of higher education also prepares
faculty, staff, and students to function in a global and interculturally oriented context. Even students,
through “at home” internationalization, could be affected by the impact of the globalized society and
economy. Higher education institutions have the opportunity and responsibility through teaching and
research to increase awareness and understanding of the new and changing phenomena that affect the
socio-economic and political development of the world. In addition to its own importance, the studies
on the research aspect of internationalization include training of researchers in the production of
knowledge. In this case, the strategies of the internationalization of higher education such as
curriculum innovation, study abroad, program mobility, faculty and student exchanges, area studies
and centers, foreign language study, joint international research initiatives, and cross-cultural training
are important aspects as strategies for academic or educational rationale for internationalization
(Knight, 1995).



Institution Building

The internationalization of higher education is also intended for better academic and institutional
profile and status. Improved profile and status develops competency in the global competition and
participation in international research, teaching, community services, and international networks. This
will increase educational market attraction, which will subsequently increase institutional revenue. It is
argued that the internationalization of higher education can also strengthen the core structure and
activities, and enhance and enrich the resource and expertise of an institution. This can happen,
however, in competitive and cooperative approaches and at the expense of others. No one single
higher education institution is self-sufficient in the pursuit of knowledge in the modern world. It
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requires vast resources and international cooperation. Mutual and interdependent cooperation in
equipping institutions with the necessary academic facilities and resources will certainly advance the
academic profile of higher education institutions. This institution-building rationale also includes not
only the material resource but also the human resource exchange. North American institutions were
sufficiently active in staffing their research programs by graduate students from abroad. Some
countries in Europe also extended their recruitment catchment area to the international level. African
and Asian faculty and students have joined science faculties in the USA and in some countries of
Europe. The danger of this situation is brain drain, which should be mutually reversed through braingain for mutual benefits (de Wit, 2002).
Quality enhancement is also another academic rationale for the internationalization of higher
education. The international dimension of higher education inherently assumes competition and
collaboration. This invites further improvement of facilities that may improve the quality of research,
teaching, and services. This, in turn, improves the academic standards of institutions at an international
level. This is mainly true for the winners in the international competition and for those involved the
economic rationale for internationalization. In any competition, there are also losers.



Internationalization of the curricula

Higher education curricula can be internationalized through the internationalization of the institutions,
academics or by student mobility. According to Brewer and Leask (2012), the internationalization of
the higher education curriculum is a response to the historical and contemporary context of higher
education institutions and their local, national, regional, and global demands.
Driven by both institutional and national agendas, motivations to internationalise the
curriculum have included promoting national political and economic competitiveness,
preserving linguistic and cultural heritage, and facilitating critical and comparative thinking
for life in multicultural environments as well as intercultural competency for personal,
professional, and citizenship development (Brewer and Leask, 2012, p. 245)
The internationalization of higher education curricula is the arrangement of international content, such
as area studies, language studies, and the international classroom setting, to develop global
perspectives and skills at home; and a strong emphasis on interactive and collaborative learning
processes through virtual mobility. Moreover, it encourages students at home and abroad to explore
how knowledge is produced, distributed, and utilized globally. Internationalized curricula optimally
enable the acquisition of a wide range of skills, which are essential for work and life in an international
and intercultural context. In addition, internationalized curricula help students to develop an
understanding of the global socio-economic, scientific, political, and cultural exchange (van der
Wende, 2000; Webb, 2005). It is “aimed at preparing students (professionally/socially) for performing
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in an international and multicultural context and designed for domestic and/or foreign students”
(OECD, 1996, p. 9). For instance, according to Whitsed and Green (2015), the draft strategy of the
Australian universities intended to support all students in developing self-reliance, academic skills,
enhance employability; to be better prepared to participate in the global knowledge economy, and to
build up personal networking skills that provide career benefits and promote the culture of
friendliness.
Whose curriculum is internationalized, however? Whose academic horizon has been extended,
anyway? The problem with this rationale is the dominance of the centers over the peripheries, such as
with the cultural rationales. Domination or hegemony comes mainly from the center, presumably the
global Northern/Western world because most of the benchmarks for global higher education standards
come from the higher education institutions. Therefore, the extension of the academic horizon is not a
balanced but a lopsided one where the curriculum of the West will extend over the rest of the world.
This will increase a situation of dependency, unequal competition, and imbalance internationalization.
The global south will continue to depend on the global North for most of its academic activities, which
may result in inequalities that trigger insecurity.
Moreover, the neoliberal assumption of commodifying and commercializing international higher
education has undermined the academic significance in the process of internationalization. While
higher education institutions espouse internationalization at the policy level, the translation into
teaching practices, learning environments and curriculum is less than evident. This is true across most
regions and institutional internationalization policies in the global North. According to Whitsed and
Green (2013), curriculum internationalization is vital for staying competitive in the international
environment, but its potential to build a better and more united country is not well recognized. The
strategy, therefore, represents another missed opportunity to recognize the wide-ranging benefits of
curriculum innovation, as well as the challenges inherent in “moving from rhetoric into practice,
policy into classroom and heads into hearts” (Whitsed and Green, 2013, no page). For example, the
Australian strategy of 2015 for international education has addressed the internationalization of the
curriculum superficially. This is probably because the policy and practice to internationalize the
curriculum are not undertaken by academics. Importantly, not policy makers, but the academic staff in
every discipline must participate in the process of curriculum internationalization because they are
ultimately responsible for developing, teaching and prepare their students for the increasingly
interconnected and interdependent world (Whitsed and Green, 2015). Those who are directly
responsible for internationalizing the curriculum are increasingly ignored in many countries. In the
strategy, academics are first recognized with research capability, mobility, and collaboration. “Then
their role in mobility is recognized. Yet their role in the development of an internationalised
curriculum is not explicitly recognized, nor the importance of supporting them in this process”
(Whitsed and Green, 2015, no page).
149

Generally, the rationales of internationalization of higher education are diversified depending on the
socio-economic and political interests of the actors and/or stakeholders. Priorities may also shift under
the influence of the global socio-economic and political environment. The objectives of multinational
companies are certainly different from national enterprises. Institutional interests may not be similar to
faculty or department objectives of internationalization of higher education. Faculties, staff, and
students may not even consider internationalization of higher education similarly. Based on the idea of
the higher education/university and the principles and philosophy of education, the common and basic
element of internationalization should be the provision of education in the form of training, teaching,
learning, research, and services. All other rationales should be subsidiary to this fundamental
objective, performance and task. Without providing education and conducting research, there will not
be income from tuition fees, the capability to compete in the international market, multiculturalism,
and mutual understanding and so on.
Conclusively, “international educational exchange is, almost by definition, a partnership that involves
at least two parties, the student applicant and the admitting institution, and often a third, the
government or private agency or organization that is providing all or part of the funds for the
educational program” (Jenkins, 1997, p. 1513). Each of them has different interest and sometimes
conflicting purposes that are not clearly visible, however. The rationale for one stakeholder does not
necessarily coincide with the rationales of another. Without the participation of the basic stakeholders
(the student, institution, academics/staff, the permission of the national government and so on), the
internationalization of higher education may not take place. The objectives of stakeholders are
mutually inclusive and interdependent, and their interests often overlap. Institutionally, the goal of
internationalization of higher education is considered to prepare students for the twenty-first century
global knowledge economy. However, higher education institutions are doing the poor job of this
(Deardorff and Jones, 2012, p. 283).
All this is the result of the complexity, diversity, and the unlimited stretch of the scope of the concept
of the internationalization of higher education. The following Figure 5.5. summarizes rationales for the
internationalization of higher education, and provides key strategies and remarks or comments.
Moreover, rationales are also categorized as institutional and national as the following paragraphs
elucidate. Figure 5.5. maps rationales for the internationalization of higher education according to the
typology of Maringe et al. (2013).
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Figure 5. 5. Mapping Rationales of Internationalization
Rationale
Educational/
academic

Explanation
educational quality; Motives
for learning and scholarship
communities; Development of
partnerships, forging progress
and development links

Pedagogical

Based on the idea of
internationalizing the
university curriculum, in
terms of content, teaching
principles and approaches,
assessment, student learning
support
Based on the ambition to forge
greater understanding between
nations and cultures and
enriching the learning
experience
Based on the idea of creating
world understanding,
leadership, peace and
development

Sociocultural

Political

Economic

Based on ambitions of
becoming economically
competitive, independent and
increasing institutional
financial revenue streams

Technological

Development of a heightened
responsiveness to current
technological development

Key strategies
Developing
internationalization audit
frameworks; Partnership for
research, teaching, and the
commercialization of
education
Development of guidelines
for preparing international
curricula through workshop,
preparedness of staff

Remark
Partnership tends to be
led by universities in the
west and so reproduce
Western models of
wisdom

Student and academic staff
exchange programs; second
language learning and
teaching; and cultural
exchange programs
Development of global
problem-focused curricula
and research and teaching
centers for poverty reduction,
climate change, world
conflict/peace studies and
global terrorism etc.
Overseas student recruitment
bringing foreign exchange
and student labor

Increasing dominance of
English as a medium for
learning, teaching,
research and publishing

Massive investment; use of
technology to create and
widen access to education
through distance/e-learning

There is a varied and
highly limited view of
the curriculum in
different universities

Universities generally do
not claim to have
political ambitions but
through research they
support to solve global
problems
This notion of increasing
financial streams is often
left unstated; it is a
hidden agenda in many
universities; national and
regional policies for
internationalization
The Global Digital
Divide constrains the
equity motive behind
internationalization

(Source: Maringe et al., 2013, pp. 14-15)

5.1.3. Institutional and National Rationales
Knight (2008b) also added some emerging rationales at the national and institutional levels.
Nationally, such rationales include human resource development, strategic alliances, income
generation/commercial trade, nation building, social/cultural development, and mutual understanding.
International branding and profile, quality enhancement or international standards, income generation,
student and staff development, strategic alliances and knowledge production are examples of
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institutional level rationales. These rationales are not mutually exclusive, they may vary in priority by
country and region, and their dominance may change over time.

National-level Rationales
The importance of knowledge in the era of globalization, knowledge-driven economy, and increased
commercialization and marketization is particularly vital for the developed economies of the world. In
developing countries, knowledge is also vital to enhance the socio-economic development as well.
These contextual reasons drive nations to place more emphasis on developing and recruiting human
capital or brainpower through international education initiatives. Developing nations send their
students abroad for further education; while developed countries heightened pressure and interest to
recruit the brightest students and scholars to increase their national scientific, technological, and
economic competitiveness. They also provide attention to enhancing the international dimension of
teaching and research so that domestic students and academics can be better equipped to contribute to
their country’s effectiveness and competitiveness on the global arena. Attention is also paid to further
intercultural understanding and skills for personal, professional, and citizenship development. (Knight,
2004).
Nations also use the internationalization of higher education particularly the international mobility of
students and academics and collaborative research and education initiatives to develop closer
geopolitical ties and economic relationships. Over time, there has been a definite shift from cultural
alliance to economic initiatives. This is especially clear where countries are trying to achieve stronger
economic and political alliances with neighboring countries through the process of the regional form
of internationalization. Moreover, countries use the internationalization of higher education to build
the image of the nation. Some countries (developing countries especially) are interested in importing
education programs and institutions to develop knowledge and to educate and train their citizens.
These are key components for nation building agenda (Knight, 2004). The fact that the General
Agreement on Trade and Services (GATS) has made education one of the 12 service sectors indicates
that importing and exporting education and training programs and education services is a potentially
lucrative area of business. Countries, particularly developed countries, have strived to export education
programs and institutions for economic benefits. The four emerging rationales discussed above
(human resource development, the establishment of a strategic alliance between or among nations, the
commercialization/marketization of education, and internationalization for nation building) are closely
linked to the academic, economic and political categories of the generic rationales. Nations also
emphasize on the development of academic intercultural understanding as part of the social and
cultural rationales of the internationalization of higher education. Figure 5.6 shows the national
rationales for internationalization of higher education in some European countries.
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Figure 5. 6. National Rationales for Internationalization of Higher Education in some European countries in the 1990s
Countries in Europe
Finland
Denmark
Austria

Germany

Greece
The Netherlands

Sweden

United Kingdom

Major rationale(s) for internationalization of higher education
Preparation for and adaptation to ever intensifying international interaction
Academic, linguistic, and intercultural competence-building for the
international labor market
Improving competitive capacity, innovation, and quality; enhancing social,
political, and cultural participation; and developing the ability to act in a
multinational setting.
Foreign affairs policy: (open door policy for foreign students, South-North
mobility) to strengthen the international repute of the state after the Second
World War (1950-1975), International Educational experience: The liberal
strategy of “open doors” was given up in favor of a more regulative and
differentiated approach. Studying abroad by German students was given more
importance (North-South Mobility) than receiving foreign students (19751987). European Commission-driven international mobility-ERASMUS
Program (1987-1992), professionalization of structures, performance and
international competitiveness in teaching and research (1992-)
Free mobility of persons on the internal market, the sense of European
citizenship, and the recognition of foreign studies and degrees
Bilateral Cultural Cooperation (until mid-1980s), Competitiveness of the
Dutch national economy, strengthen and improving the quality of education
and research, better preparation for the future professions of the students,
export of knowledge, importing of excellent students.
Educational and cultural, economic 23 (the competitiveness of Swedish industry
abroad) and political (seeking membership of the European Union) rationales
grew in importance over the 1990s.
British universities, legally, are autonomous institutions with varying
commitments to international activity in their mission statements: Civilization;
developing, storing and transmitting knowledge; meeting the needs of the
economy and industry; meeting the aspirations and needs of students; serving
local and regional communities, and higher education as a tradable activity
(Source: Kalvemark, and van der Wende, 1997)

Figure 5.8 below presents the national tendency and weight of rationales for the internationalization of
higher education in some European countries, namely Sweden, Denmark, Austria, the Netherlands,
Greece, the United Kingdom, Central and Eastern Europe, and Russia in the 1990s. Figure 5.7 below
also summarizes the national policy priorities of rationales of some European countries.

23

Earnings from export of education is hardly ever advanced as a motive for internationalization.
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Figure 5. 7. The National Weight of Rationales for some European Countries, 1990s



Central, Estern Europe and Russia

(Source: Kalvemark and van der Wende, 1997)
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The figures (5.7) above present the national direction of emphasis of rationales for the
internationalization of higher education over time. With the exception of the United Kingdom, Central
and Eastern Europe, and Russia, others have made significant emphasis on educational rationales.
Almost all countries, however, have moved to the economic and political rationales since the 1990s.
For example, Sweden and Denmark moved toward the political and economic rationales in 2000, as
opposed to 1985. The Netherlands, the United Kingdom, Central and Eastern Europe and Russia have
significantly moved to the economic rationale. Figure 5.8 below presents priorities in the national
policies and major activities for internationalization in some European countries.
Figure 5. 8. Priorities in the National Policies: Type of activities

(Source: Kalvemark and van der Wende, 1997, p. 236)

Institution-level Rationales
Mission, student population, faculty profile, institution type, geographic location, funding sources,
levels of resources, and orientation to local, national, and international interests influence institutional
rationales. These factors make institutional rationales different from one institution to another. Some
institutions emphasize internationalization to build an internationally competitive profile and
reputation as a main concern. Still others are increasingly looking for income generation via being
engaged in the process of internationalization of higher education. For others, student and staff
academic development are more important. The latter group engages in the internationalization of
higher education to enhance the international and intercultural understanding, to enrich academic
knowledge and skills, and to develop professional and personal competences. Student and staff
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development is also the other institutional rationale for the internationalization of higher education. To
solve some global issues and national challenges, institutions require cooperation and interdisciplinary
collaboration. Hence, many institutions and governments are making the international dimension of
research and knowledge production a primary rationale for internationalization of higher education
(Knight, 2004). Institutional rationales could be found in the generic rationales as described in the
following Figure 5.9 that summarizes the generic, institutional, and national rationales for
internationalization.
Figure 5. 9. General, National, and Institutional Rationales for Internationalization of Higher Education
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5.1.4. Regional Rationales
Rationales could also be seen from the perspectives of regions or center-periphery dichotomy. Centers
and peripheries in the higher education spaces engage in the internationalization of higher education to
attain different purposes and goals. Nevertheless, because, in most cases, the interests and mechanisms
of centers drive and govern the process of the internationalization of higher education, the outcomes of
rationales for internationalization in the peripheries are often risky or challenging.
The International Association of Universities (IAU) made worldwide surveys on the rationales of
internationalization in 2003, 2005, and 2009. The majority of respondents, mainly leaders of higher
education institutions, in the 2009 survey, for example, have indicated that the four major, common, and
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global rationales for internationalization of higher education were to improve student preparedness,
internationalize curriculum, enhance international profile, and strengthen research and knowledge
production. However, 76% of the institutions in the survey have offered the opportunity of improving
student preparedness for global awareness (the top prior rationale) to less than 5% of the international
undergraduate students, of which 48% offer such opportunity to less than 1% of the undergraduates
(IAU, 2010, p. 63). This shows a certain discrepancy. Since an international experience is perhaps one
of the best ways to “improve student preparedness” for a globalized world, there seems to be a
significant difference between the reasons for higher education institutions to engage and invest in
internationalization and the reality on the ground. The number of students, who have the opportunity of
international education study, is very low. Moreover, despite the fact that there is strong competition
among higher education institutions from some countries in recruiting fee paying international students
the financial rationale appears at the bottom of institutional priority of rationales across both the 2005
and 2009 IAU surveys. According to Knight (2012), this could be explained in terms of the fact that
international fee paying student recruitment applies to few importing countries that have been involved
in the survey.
[…] international student fee applies only to higher education institutions in 8 or 10 countries
(i.e., Australia, United Kingdom, New Zealand) and not to the majority of institutions in the 95
countries that responded to the survey in 2005 and 115 countries in 2009. It is a potent
reminder that economic rationales are the top drivers in only a handful of countries around the
world, although the impact of these countries is significant as they are the most active and
aggressive in terms of international education (Knight, 2012, pp. 33-34).
In comparison, in 2005, the two top prioritized rationales for increased internationalization of higher
education at the institutional level include to increase student and faculty international knowledge and
intercultural understanding and to strengthen research and knowledge capacity and production.
However, as shown in Figure 5.10, in the 2009 IAU survey, to strengthen research and knowledge
production has dropped to fourth place among rationales for internationalization of higher education.
Perhaps the reason behind the sliding of the rationale to increase faculty international knowledge, in
the perspective of the knowledge society, could be explained in terms of the inclusion of an alternative
questionnaire in the survey. In this case, enhancing international profile may explain the importance of
research (knowledge production) and faculty international knowledge, which is third in the priority of
rationales for internationalization.
Regionally, the 2009 IAU worldwide survey revealed that apart from Africa (a periphery), the
rationale to improve student preparedness was ranked first by higher education institutions in Europe,
North America, and Latin America and the Caribbean. Higher education institutions in Africa and the
Middle East prioritized strengthening research and knowledge capacity and production as the most
imperative rationale for the internationalization of higher education. For higher education institutions
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in Europe, enhancing international profile and reputation was recognized as the second most important
rationale for internationalization (IAU, 2010). The following Figure 5.10 shows the IAU survey result
in of the global rationale priority for the internationalization of higher education.
Figure 5. 10. Most Important Global Rationales for Internationalization, 2009
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(Source: IAU, 2010, p. 62)

Figure 5.12 shows that different regions pursue and invest in the internationalization of higher
education for different rationales. For instance, due to the need to recuperate and expand the economy,
the three prior rationales for internationalization for the region of Africa are strengthening research
and knowledge production, improving student preparedness, and internationalizing curriculum. AsiaPacific, on the other hand, has focused on improving student preparedness, internationalizing
curriculum, and strengthening research and knowledge production. Probably because of the
developing economy, regions like Africa, Asia-Pacific, and the Middle East have manifested common
interests from internationalization. They need supportive curriculum, require development in research,
knowledge, and human resources for their developing economy. Europe, on the other hand, has been
motivated for internationalization to improve student preparedness, enhance international profile, and
internationalize curriculum. In addition, in Europe “academic mobility has been identified as essential
to the growth of the EHEA and producing effects that range from enhancing the quality of programs to
creating excellence in research, and strengthening the academic and cultural internationalization of
European Higher Education” (Hallett and Eryaman, 2014, p. 63). Interestingly, for the Western world,
Europe and North America, the rationale to strengthen research and knowledge production ranked
fourth (IAU, 2010).
Even though higher education institutions, particularly in the Western world, are not willing or
sufficiently dare to explain their real motive for internationalization. According to Kehm and Last
(1997), academic mobility or the idea of internationalization has transformed from humanitarian goals
to cultural understanding and now it has become a competitive economic target:
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[…] mobility has changed its meaning from being originally a measure serving humanitarian
aims and aims of improving the understanding among peoples to a concept and policy of
educational advantages serving the individual and finally to a concept and policy of
economically determined competitive advantages on the market (Kehm & Last, 1997, p. 96).
As presented in the figure below (5.11), all regions of the world, however, recognized the importance
of improving student preparedness and internationalizing curriculum.
Figure 5. 11. Regional most Important Rationales for Internationalization
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5.1.5. Individual Rationales
In addition to the generic, institutional, national, and regional rationales, it will be helpful to consider
briefly individual rationales for internationalization from the perspectives of scholars and students.
Students and professors (scholars) are the key actors in the process of internationalization. The
rationales for mobile students or students of internationalization abroad are academic, socio-cultural,
and hobby. Academically, the inability of domestic institutions to meet the rising international demand
for higher education, especially in developing countries in Asia-Pacific and Africa, is one of the
factors that have increased the number of international students crossing national borders. They
become international students to get courses that are not offered at home. Students of
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internationalization abroad need to enhance their English language, which is becoming globally
important, not only through courses that are offered in English but also through their day-to-day
communication with other international and domestic students and the communities of the country of
destination (OECD, 2006). Almost all international student interviewees24 (eight) at the University of
Ljubljana, Faculty of Education, have confirmed, inter alia, that they became international students to
improve their English language through courses offered in English and communicating with other
international students.
Students also perceive and assume particular advantages from studying abroad and attending and
graduating from a foreign institution and programs at home. International students believe that the
cultural enrichment, the language skills, and the “high-status qualifications” they attained will enable
them to access better jobs at home and internationally (OECD, 2006). Particularly, students assume
that foreign degree (joint, double, or otherwise) will help them win the national and global competition
for employability. International students need to know how other institutions are teaching; other
students are learning, and other peoples are behaving (Bamford, 2008). According to most of the
international student interviewees at the University of Ljubljana, Faculty of education, they wanted to
become international students because they love travelling as well; they are “academic tourists.”
International students are eager to explore different academic traditions and systems, socio-cultural,
historical, and geographical scenery. This is generally known as “scholarly tourism” (Hallett and
Eryaman, 2014, p. 65).
The importance of internationalization for the academic profession and researchers is mainly related to
diverse academic rationales. In some cases, there are gender-based emphases of rationales for
mobility. Women emphasize benefits from the process of the academic exposure, whereas men focus
on outcomes (Suarez-Ortega and Risquez, 2014). Women highlight personal development (to learn
more about other contexts, people, and other languages and so on) while men are concerned with the
professional benefits such as publishing in collaboration, meeting other professionals, teaching
assignments and so on. Suarez-Ortega and Risquez (2014) have concluded, from their interviews, that
increased learning and enjoying new and enriching experiences are common rationales for academic
mobility to both women and men scholars. They also underscored that there are gender differences in
motivation and career aspiration for academic mobility.

24

This was interview recorded between 16-20 April 2015. The interviewees were both master and doctoral
students from countries that include Kosovo, Sweden, Spain, and Africa. Two males and six females are
included.
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Men especially include motivations for promotion and even economic reasons. On the other
hand, women are more likely to emphasize the value of the learning experience itself, to
improve their professionalism, apply knowledge to their home institutions, or share information
about the organizational model and college curriculum (Suarez-Ortega & Risquez, 2014, p. 88).
Generally, cross-border mobility is assumed to be a key instrument for career success in academia
(Netz and Jaksztat, 2014) and is “becoming a kind of professional standard in some disciplines”
(Musselin, 2004, p. 73). Academic scholars and researchers want to develop their professional career,
to teach in branch or partner institutions abroad, to establish a partnership, to diversify personal
income, to fulfill institutional obligations, and for employment in a foreign university (OECD, 2006;
Hallett and Eryaman, 2014). The principal driver for most junior international academics is the search
for a permanent academic position where there is a good fit with their research interests. Some young
academics also search for some exotic, enjoyable, or culturally attractive place to live. Still other
international academics want to improve their English language, which may broaden the horizon of
their international communication. Academic tourism or getting academic experience and exposure is
also the other rationale behind the internationalization of the academic profession (Kreber and
Hounsell, 2014). Netz and Jaksztat (2014) argue that academic mobility, particularly for young
researchers, functions as a catalyst for future professional success.
Temporary research and teaching stays abroad help to establish professional networks,
improve foreign language competence and acquire knowledge about other higher education
systems. These qualities, in turn, enable academics to better fulfill the expectation of mobility
and international cooperation, which they will be confronted with in their future career (Netz
and Jaksztat, 2014, p. 36)
Conclusively, according to Cantwell (2011), globalization has caused knowledge and knowledge
workers to be mobile; however, countries and institutions that capture knowledge generating mobile
workers enjoy the rewards of this knowledge. In this case, core higher education systems and
institutions that attract more scholars from developing economies benefit more than periphery higher
education systems and institutions that are sources of mobile workers. However, today the most
dominant form of global engagement is networking, which increasingly frames conferences and
forums and enables the academic scholar constantly moving between various international conferences
and global forums. Compared with Cantwell’s argument, in terms of the features of globalization, it is
debatably suggested that the networked short-term academic scholar or staff mobility can become
“fetishized mediated interaction and scholarly tourism, rather than substantial integration with fellow
researchers in other places” (Hallett and Eryaman, 2014, p. 65). Nonetheless, academic mobility opens
mental and physical borders, makes useful contacts, inspires doing something new and different,
generates reflection on the way we work, enables us to compare, and offers the opportunity to improve
home or personal practices, outlook and global understanding (Suarez-Ortega and Risquez, 2014). It
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provides academic scholars and students insights and understandings into the different genres,
disciplines, social and academic cultures, traditions, and values of academic scholars of other countries
(Hallett and Eryaman, 2014).
The rationales for internationalization of higher education produce different outcomes that have
regional, national, institutional, and personal impacts. Rationales and motives also influence and shape
the approaches, mechanisms, and models by which the internationalization of higher education could
be executed. As the following section presents, the “why” (rationales) and “how” (approaches and
strategies) of internationalization are closely interconnected in the process of the internationalization
of higher education.

5.2. Approaches, Mechanisms, Strategies, and Models
The purpose of this section is to discuss and analyze some of the key and operational approaches,
mechanisms, and models behind the concept of the internationalization of higher education.
Approaches, mechanisms, models, and strategies inform us the modus operandi or the “how,” or
method of engagement in the internationalization. Approaches, mechanisms, and models are shaped
by institutional background, goals, objectives or motives or rationales.
From a sociological perspective, the university can be viewed as a social organization with distinct
histories, structures, values, norms, traditions, and symbols embedded in the culture that can shape
organizational behavior over time. According to Burton Clark (1983), one of the key “truths” about
the university is that it is inherently more decentralized and “bottom heavy” than other organizations,
such as business firms and most government enterprises. Both formal and informal authority and
academic function significantly rest with individual faculty members and with departments, schools,
and colleges. Largely, institutional change in higher education is dependent on the capacity of
leadership to congregate support from the ranks of faculty, who are the practitioners of teaching,
learning, scholarship and scientific research. Accordingly, higher education institutions have to use the
organizational setup and mobilize the faculty to develop and frame mechanisms, approaches, and
models to make the process of internationalization a success.
In spite of the inclusion of mechanisms, approaches, and models in institutional mission statements or
policy papers, the success of international engagement of higher education institutions variously
depends on the geographic location, status, historical background, level of study, institutional
hierarchy and prestige, and type of academic discipline. According to Krucken et al. (2013), in spite of
the emergence of the new public management and hierarchy, historically embedded institutional
patterns, traditions, and modes of governance resist fundamental change and often adjust and conform
themselves to the emerging and changing global trends and norms. The context of individual
disciplines or fields significantly affects the level of the international engagement of an institution and
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the benefits it could reap (Edelstein and Douglass, 2012). The scholarly work, research methods, and
organizational culture, for example, of the natural sciences or physics department are quite distinct
from what is found in the social sciences or department of economics, the law school or the
department of classics (Becher, 1994). Regarding hierarchy and prestige, more prestigious and center
institutions, large or small, public or private, have certain advantages in advancing their mission and
objectives than others do. Not all colleges and universities are created equal and similarly. Like most
social institutions, they compete with each other to achieve a high status or social value in society. For
this purpose, higher education institutions develop and apply different modus operandi for a successful
international engagement (Edelstein and Douglass, 2012).

5.2.1. Approaches
In the context of internationalization, approaches are explained as referring to the perspectives adopted
by an institutional governing body towards the promotion and implementation of programs aimed at
internationalization. Because of priorities, culture, history, politics, and resources, higher education
institutions may apply different approaches to address and succeed in the internationalization of higher
education. An approach to internationalization reflects or characterizes the values, priorities, and
actions that are exhibited during the planning and implementing of internationalization. An approach
is not fixed, right or wrong (Knight, 2004); approaches change during different periods of
development. With overlapping scenarios, scholars have identified four different approaches or
perspectives

through

which

higher

education

institutions

could

pursue

and

invest

in

internationalization. These are the activity approach, competency approach, ethos approach, and
process approach (Knight and de Wit, 1995; de Wit, 2002; Qiang, 2003). The IAU (2010) has also
introduced a fifth approach and named it “Management Approach” to describe whether the
management of internationalization is decentralized, centralized, ad hoc or a combination of
centralized and decentralized. It is also important to note that internationalization of higher education
is shifting from a mere student- and teacher-oriented activity-based approach toward the one that is
more strategic and planned. Internationalization has become part of the institutional vision, mission,
and values that are increasingly embedded into policies, structures, and processes (Nolan and Hunter,
2012). According to Knight (2004), approaches could be seen from the national, sector or institutional
dimension.
The activity approach promotes such activities as curriculum, student and faculty exchange, technical
assistance, and international student mobility, area study, intercultural training, joint research and so
on. This approach has been synonymous with the terms of the international dimension in the 1970s
and early 1980s because the major activity of internationalization had been student and staff mobility.
It is the most widely applied approach to the description of internationalization (Qiang, 2003).
According to Knight and de Wit (1995), the activity approach focuses exclusively on academic
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activities and does not necessarily include any of the organizational issues needed to initiate, develop,
and sustain activities of internationalization.
The competency approach focuses on the dimension of human mind development. It describes
internationalization in terms of developing new skills, attitudes, knowledge in students, faculty, and
staff. The central function of this approach is to enrich the different skills and knowledge
competencies of the individual. It is an approach through which the individual will be ready to work
and contribute nationally and internationally (Qiang, 2003).
The following Figure 5.12 presents the four basic approaches to internationalization as described by
two authors.
Figure 5. 12. Approaches and their Description
Approach
Activity

Competency

Ethos
(Knight, 1999a)
Process26

Rationale
(De Wit, 2002)

Description
Include such academic, curricular, and extra-curricular activities25
as curriculum development and innovation, scholar, student, and
faculty exchange, area studies, technical assistance, intercultural
training, student mobility, and joint research ventures, and other
related activities
Emphasizes the Human Dimension and outcomes: Capacity
Building, development of new skills, knowledge, attitudes, and
values in students, faculty, and staff. Increasing interest in
identifying and defining global/international competencies.
Emphasis is on creating an institutional (on campus) intercultural
environment that promotes and supports international and
intercultural initiatives.
Integration or infusion of an international or intercultural dimension
into teaching, research, and service through a combination of a
wide range of activities. Process approach shows change and
continuity dynamism of internationalization of higher education. As
a process, it also manifests the course and paths or progression of
the various activities, objectives, and outcomes of
internationalization of higher education. Process approach also
includes program and organizational strategies, the process of
integration and incorporation of policies and procedures.
Refers to the four generic rationales (Economic, Political, Cultural
and social, and academic) for internationalization of higher
education. It refers to purposes of internationalization. Rationale

25

These activities are the most widely used and most related to the description of the internationalization of
higher education and frequently mentioned in the literature of the internationalization of higher education.
26
Organizational and procedural policies and strategies to accomplish the purpose are considered as part of this
approach
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approach also refers to peace education, education for
international/global understanding, development education, and
technical assistance and others
(Source: compiled from de Wit, 2002; Knight, 1999a)

The emphasis of the ethos approach is creating an institutional intercultural environment that values
and supports international perspectives and initiatives. Such an environment is considered to be an
important aspect of the concept of internationalization. This approach relates more to the process
approach and particularly to its organizational development aspect that focuses on the creation of a
culture within an organization to support a particular set of principles and goals (Knight and de Wit,
1995).
The process approach frames internationalization as a process that integrates an international
dimension or perspective into the primary functions (teaching, learning, research, and services) of the
higher education institution. This may take place through a wide range of activities, policies,
procedures, and strategies. This approach, according to Knight and de Wit (1995), is the most
comprehensive approach to describing and defining internationalization. It also manifests and
addresses the dynamics of change and continuity, or the sustainability of the international dimension
of higher education institutions.
Knight (1999a) and De Wit (2002) have identified four approaches, and both mentioned three
common approaches, namely activity, competence and process approaches, and they differ in the
fourth approach. The former mentions the ethos approach whereas the latter emphasizes the rationale
approach. Considering the time of publication, the typology of de Wit (2002) is more recent than
Knight (1999a). Figure 5.13 presents a congregation of different approaches by different authors.
Figure 5. 13. Compiled Approaches for Internationalization
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Moreover, higher education institutions apply an ambassadorial approach of enhancing activities of
internationalization by opening an international office or center abroad. This office or center offers
services for faculty and students doing research, for institutional relations, for study abroad
programming, and alumni outreach activities. The facility might also support some short courses,
executive education programs, and other non-degree educational programming. In addition, the office
or center can initiate marketing or public relations efforts to raise the visibility of the university in
local markets for international student recruitment. Some universities, for example, Ohio State
University, have opened such offices or “gateways” in multiple strategic locations including China,
Europe, Singapore, Hong Kong, South America, India, and the Middle East (Edelstein and Douglass,
2012). Meek (2007) also added two more approaches to the internationalization of higher education.
These are the business approach (student fee emphasis for income) and the market approach (stresses
on competition, commercialization, market orientation, and deregulation of higher education). Knight
(2004) has revised the generic approaches into institutional and national levels and listed six
approaches for institutional and five approaches for national level as discussed below.

Institutional Approach
Institutional approaches, according to Knight (2004), are developed based on her previous (Knight,
1999b and 1999a) generic approaches. The new one is more extended and includes two approaches
that are newer, and two previous approaches are replaced by new terms to show the wider dimension
of the conceptual understanding and interpretation of the approaches in the internationalization of
higher education. Accordingly, competence is replaced by an outcomes approach to emphasize the
strong and growing accountability and results in the higher education sector. The ethos approach is
broadened to the “at home” approach to demonstrate the sustainability of institutional concentration on
the campus intercultural dimension of internationalization. It is important to note that the process
approach and at home approach focus on the primary functions (teaching/learning, research) of a
higher education institution including curricular, extracurricular, and organizational aspects.
The new approach typology added two new approaches: the rationale approach and the abroad
approach. The rationale approach is becoming more explicit and changing because of the motives of
actors and stakeholder that drive internationalization. Rationales are included in the typology of
approaches for internationalization to reflect the change in policy statements at both the country and
institutional level, which are explaining why there are increasing efforts to internationalize higher
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education. The rationales and outcome approaches attach more weight to the motivations and expected
results of internationalization than the activities or strategies themselves. The activity approach, which
is still probably the most common one, highlights the actual program initiatives that form part of the
internationalization efforts (Knight, 2004). The other new category, cross-border or abroad approach,
describes the academic mobility of programs and institutional providers, who concentrate on the
transnational delivery of educational programs. In this approach, higher education institutions and
actors or providers are most interested in expanding the geographic reach of the functions of higher
education in the form of franchising, twinning, opening branch campuses, traditional and modern
distance education or a combination of the modes of delivery. The abroad or cross-border approach
accentuates the linkages with other countries and focuses on the mobility of education across borders
(Knight, 2004). The following Figure 5.14 describes institutional approaches.

National Approach
Knight (2004), just like the rationales, has categorized approaches into national and institutional
levels. At the sector or national level, five different categories of approaches are listed. These
approaches are not mutually exclusive and hierarchical in their order. Programs, rationales, ad hoc,
policy, and strategic approaches are mainly descriptions of the dominant features of the general
approaches or perspectives through which a country or a higher education sector can engage in the
process of internationalization.
Figure 5. 14. Institutional Level Approaches

Approach

Description

Activity

Activity approach describes internationalization of higher education in terms
of academic activities such as study abroad, curriculum and academic
programs, institutional linkages and networks, development projects, and
branch campuses.

Outcomes

Internationalization is presented in the form of desired outcomes such as

(competence)

student competencies, increased profile, more international agreements, and
partners or collaborative projects.

Rationales

Internationalization is described with respect to the primary motivations or

(newly added)

rationales driving it. This can include academic standards, income generation,
cultural diversity, and academic development of student, teachers, and staff.

Process

Process approach considers internationalization as a process that integrates an
international dimension into teaching, learning, and service functions of the
institution.

At home

Internationalization is required to create an academic and social culture or

(Ethos)

environment on campus that promotes and supports international and
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intercultural understanding through various campus-based activities.
Abroad (cross-border)

Sees internationalization as the cross-border delivery of education to other

(newly added)

countries through a variety of delivery modes (face to face, distance, elearning) and through different administrative arrangements (franchising,
twinning, branch campuses, etc.).
(Source: adapted from Knight, 2004, p. 20)

Policy Approach
Considering that some of the points (rationales, program or strategy, abroad, at home) in the approach
perspectives of internationalization have been discussed, in one way or another, elsewhere in this
study, I found it significantly important to focus on the policy approach of internationalization of
higher education. Moreover, it has become imperative, because, nowadays many higher education
institutions worldwide have been engaged in policy-driven internationalization. This issue emphasizes
the institutional level of policy that may emanate from the national policy for the international
dimension of higher education. Figure 5.15 below presents the national approaches for higher
education internationalization with their descriptions.
Figure 5. 15. Approaches to Internationalization at the National or Sector Level
Approach
Programs

Rationales

Ad hoc

Strategic
Policy

Description
Refers to the provision of funded programs that facilitate institutions and individuals to
have opportunities to engage in international activities, such as academic mobility,
research, and networks for collaborations.
Describes why internationalization is imperative for a national higher education sector.
Rationales vary enormously and can include human resources development, strategic
alliances, commercial trade, nation building, and social/cultural development.
Internationalization of higher education can be treated as an ad hoc or as a temporary
reactive response to the many global challenges and new opportunities such as
international delivery of program and institutions, mobility, and cooperation in higher
education.
Internationalization of higher education is considered to be a key element of a national
strategy to achieve a country’s goals and priorities both domestically and internationally.
Internationalization of higher education could be launched and described in terms of
policies that address or emphasize the importance of the international or intercultural
dimension in higher education. The framing of policies may invite the participation of a
variety of sectors, for example, education, foreign affairs, science and technology, culture,
or trade.

(Source: Knight, 2004, p. 19)
Luijten-lub et al. (2005) consider internationalization to be more of cooperation than competition
because it refers to the increasing interconnectedness of national education systems and is perceived as
a steerable policy process. However, it still embodies competition in many aspects. Some national and
institutional policies for internationalization aim at improving the competitiveness of the national
higher education systems and institutions in the global higher education space and in attracting fee168

paying students and outstanding scholars (see the examples below). For instance, the 2014
internationalization policy of Canada openly stipulated the need to attracting and recruiting fee paying
and outstanding students mainly from developing and emerging countries of the world. The January
2014 policy framework included Canadian higher education into a traded commodity measured in
terms of its contribution to gross domestic product or GDP, exports, investments, tuition fees and as
solutions to demographic, labor market and innovation issues (Jr Chao, 2015).
In terms of contexts, approaches, and objectives, policies of the international dimension of higher
education could be formulated at the national, sector and institutional levels. A internationalization
policy should extend beyond the traditional education policy, and beyond the scope of ministries of
education and higher education institutions. At the national/sector level, policy for internationalization
of higher education is implicated in the general sector or system policies. It may include some aspects
of the policies of many other ministries that may have a stake in the overall process of international
education. It may include all national policymakers that affect or are affected by an international
dimension of higher education. This may include such aspects as foreign relations, development
assistance, trade, immigration, employment/labor, science and technology, culture and heritage, social
development, industry and commerce, and others. A policy for internationalization requires a coherent
formulation at the inter-ministerial level that involves all actors concerned, rather than by those in
charge of education policy alone. Many non-education policy makers and actors affect policy design
for internationalization.
Policy for internationalization can also be framed and designed at the supranational and regional levels
(European Union, ASEAN, African). Policy making for internationalization may require the role of
other partner countries as well. Internationalization abroad will not necessarily be a concern for an
individual country. Hence, it is imperative for countries to be conscious of the opportunities and
challenges in the formulation of effective and coherent policy for the internationalization of higher
education. The most important internationalization policy instruments may include mobility grants for
both domestic and foreign students, tuition fee for foreign students, access to higher education,
promotion abroad, encouraging academic partnerships, and participation in regional programs,
institutional autonomy, and quality assurance. In addition, an internationalization of higher education
policy should consider such aspects as immigration policy (visa issues), trade policy, other economic,
social, and international aid policies (OECD, 2007). At a sector level, such aspects as purpose,
licensing, accreditation, funding, curriculum, teaching, research, and regulation of tertiary education
may be included in policies for internationalization (Knight, 2004).
Policy initiation/plan, implementation, and program priorities of internationalization of higher
education require concerted and institution-wide approaches. The first step, towards the planning and
implementation of a policy or strategy at the institutional level, is to set out and articulate the goals
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and objectives of the process (Kalvemark & van der Wende, 1997). At the institutional level, policies
can be interpreted in different ways. A narrow explanation of institutional policies for
internationalization would include those statements and directives that refer to priorities and plans of
institutional mission, purpose, values, and functions. This could include the institutional mission
statement or policies on study abroad, student recruitment, international linkages and partnerships,
cross-border delivery, international sabbaticals, and so on. A broader interpretation of institutional
policies for the internationalization of higher education could include those statements, directives, or
planning documents that address implications for and from internationalization. A more integrated
institutional policy for the internationalization of higher education would range from statements on
study abroad to the consideration of implications and to quality assurance, planning, finances, staffing,
faculty development, admission, research, curriculum, student support, contract and project work and
so on (Knight, 2004).
In the 1980s and early 1990s, little or no reference was made regarding internationalization as an area
of governmental policy making on higher education (Kalvemark and van der Wende, 1997). In the
2000s, policy for the internationalization of higher education has assumed a global scale. This
development could be explained in terms of the growing importance and role of knowledge and higher
education in the global economic development and interconnectedness and the competitive
environment it has created.
In the traditional internationalization, countries often saw student and staff mobility as a way of
reaching out to the world, hoping thereby to create elite international networks. However, while
universities welcomed international students, they rarely went out of their way to recruit them. Since
the new millennium, agency and policy driven cross-border education, often perceived as a driver for
economic development, has grew tremendously. For instance, between 1998 and 2004, the number of
students in the OECD area rose by 70% to reach 2.3 million students. Increased competition between
countries and between institutions to attract foreign students and academics, as well as the emergence
of new forms of cross-border education, represent a new context for policy in internationalization
(OECD, 2007).
In many respects, nowadays knowledge is closely linked to economic development, public prosperity,
and global competitiveness. Within this Zeitgeist, the role of higher education, particularly universities
as “custodians of knowledge” institutions, which is central to national and regional innovation
agendas, has increased particularly through internationalization. Under neoliberal principles, clusters
of human capital, generated by the assemblage of talent, have extended geographically through the
commercialization and marketization of higher education institutions (Marginson and

Rhoades,

2000). The interconnection and mutual influence between knowledge, development, and prosperity,
and global competition are activated and shaped by the human capital that is produced and established
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in higher education institutions’/universities’ international policy discourse. Policy documents
published by numerous individual nation states, the European Union (EU), and coordinating agencies
such as the Organization for Economic Cooperation and Development (OECD) make the claim that
knowledge and knowledge workers are necessary for economic competitiveness and eventual
development. The rewards of this knowledge, however, are enjoyed by the nation-states that attract
and capture knowledge generating mobile workers. Hence, two dimensions of competition are
reflected in the policy for internationalization: the competition to generate new knowledge for
innovation and the competition to attract and retain the workers who generate knowledge (Cantwell,
2011).
Furthermore, in the traditional internationalization, countries often saw student and staff mobility as a
way of reaching out to the world, hoping thereby to create elite international networks. However,
universities welcomed international students but rarely went out of their way to recruit them. Since the
new millennium, however, agency and policy driven cross-border education, often perceived as a
driver for economic development, has grew tremendously. For instance, between 1998 and 2004, the
number of students in the OECD area rose by 70% to reach 2.3 million students (OECD, 2007).
Increased competition between countries and between institutions to attract foreign students and
academics, as well as the emergence of new forms of cross-border education, represent a new context
for policy in internationalization (OECD, 2007). Therefore, the need for policy-driven
internationalization has been further shaped by the changing contexts of the development of increased
competition among countries and institutions to attract fee-paying international students and
academics, by the emergence of new forms of cross-border education, and the benefits all these
accrues (OECD, 2007). All these factors of competition for new knowledge, the talented scholar, and
revenue have pushed many higher education institutions worldwide to engage in internationalization
on the basis of clearly stated policy approaches. The following Figure 5.16 portrays this fact.
Figure 5. 16. Percentage of Internationalization Policy of Regional Higher Education Institutions, 2009

(Source: Adopted from IAU, 2010, p. 86)
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The above Figure 5.16. presents that at a global level 67% of the higher education institutions have
policies for the internationalization of higher education. From North America, 62% of the responding
institutions indicate that they have a specific internationalization policy; this is five percentage points
lower than the average for the whole world in aggregate. Furthermore, in the aggregate, more than
70% of the responding higher education institutions reveal having a specific internationalization policy
in Europe and Asia-Pacific, which is above the world average. Likewise, more than 50% of
responding institutions confirmed framing a specific policy for internationalization in the regions of
Africa, the Middle East and Latin America and the Caribbean. Figure 5.16. above shows that almost
all regions have internationalization policy. Asia-Pacific ranks first to be followed by Europe and
North America. Africa ranks fourth, and most of the higher education institutional policies for
internationalization have been formulated recently (IAU, 2010). Figure 5.17. below shows that
institutional budget, monitoring framework, and office for the internationalization of higher education
have been increasingly growing between 2003 and 2009. Particularly, such trend of growth is clearly
visible in 2009. However, policy framing decreased from 82% in 2005 to 67% in 2009.
Figure 5.17. Percentage of Global Policy, Budget, Monitoring Framework, and Office for the
Internationalization of Higher Education Institutions (2003, 2005, and 2009)
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(Source: Adopted from IAU, 2010)

According to the above Figure 5.17, higher education institutions that have reported having
internationalization policy statements in their strategic plan scored 63% in the 2003 Global Survey
Report, and it was 82% in the Second Global Survey Report of 2005. Among the participant higher
education institutions (745) in the Third Global Survey, in 2009, 67% have indicated that they have an
internationalization policy in place. In spite of a slight decrease in the number of higher education
institutions that report having had a strategic plan for internationalization since 2005, the numbers of
higher education institutions with a dedicated budget, an office, and a monitoring framework to track
the progress of internationalization increased in the Third Global Survey. The decrease in the policy
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issue between 2005 and 2009 may be because, for many higher education institutions,
“internationalization has become an integral part of overall institutional development. Thus, rather
than developing a specific policy for internationalization, it is integrated into the overall strategic plan
for the institutions” (IAU, 2010, p. 85).
Despite the fact that not all countries have an explicit policy on the internationalization of higher
education, four mutually inclusive approaches are identified that may reflect the rationales and policy
instruments with varying outcomes. These are mutual understanding, skilled migration, revenue
generation, and capacity building (Hahn, 2004; OECD, 2007; OECD, 2006; McBurnie and Ziguras,
2001). Mutual understanding is the traditional approach, and the other three have emerged since the
1990s. Revenue-generating and skilled migration approaches are geared to export education services
while the capacity-building approach is aimed at importing education services (OECD, 2007) and
sending of students and academics for study, training, and experience sharing.
Political, cultural, academic and development assistance goals are the most outstanding concerns of
the mutual understanding approach. This approach, through grant and academic exchange programs,
encourages the international mobility of domestic and foreign students and staff and supports
academic partnerships between higher education institutions, mainly in developed and developing
countries. The mutual understanding approach does not involve any vigorous campaign to recruit
international students but concentrates on a small elite student group. Development assistance and
national geopolitical strategy are the major coordination efforts of this approach. Example countries of
this approach include Japan, Mexico, Korea, and Spain (OECD, 2007).
The skilled migration approach includes all the objectives and goals of the mutual understanding
approach. In order to promote the knowledge economy, it also involves a more active and targeted
approach to the recruitment of talented foreign students and academics to work for the economy of the
host country. This approach attracts talented foreign students and academic scholars by easing the
relevant visa or immigration regulations and offering courses in the English language in non-Englishspeaking countries. The co-ordination of this policy with a country’s economic, immigration and
development assistance policies is a particularly important aspect. Germany, Canada (some
provinces), France, the United Kingdom (for EU students), and the United States (for post-graduate
students) are instrumental examples of this approach. The Bologna process, initiated in 1999, marked
a shift in internationalization policy at the European level, and it is orienting the EU Socrates-Erasmus
program towards this approach of skilled migration (OECD, 2007). Under the Bologna Process,
student and academic mobility is triggered to create an environment of European higher education and
research areas, to make European higher education more attractive to the outside world, competitive,
and helping in transforming the economies of European countries into knowledge-based economies
(OECD, 2007).
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The revenue generating approach has economic objectives. It also encompasses the goals of the mutual
understanding and skilled migration approaches. Under this approach, foreign students pay the full
cost of their education. Following the reduction of public funding for higher education, this approach
has encouraged the emergence and development of entrepreneurial and for-profit providers and
programs. This policy approach also includes active trade negotiations aimed at lowering the barriers
to cross-border education provisions, for example through bi-lateral agreements or trade negotiations
in education services under the General Agreement on Trade and Services (GATS). Countries
applying this approach include Australia, the United Kingdom (non-EU students), New Zealand, the
United States (for undergraduates), the Netherlands, Canada (some provinces), and Ireland (OECD,
2006).
A relatively quick way to build an emerging country’s capacity through imported higher education
programs or institutions and sending students abroad is the perspective of capacity building approach.
It is presumed that cross-border education helps a country to meet domestic demands and improve the
quality of its system. Twinning or franchising arrangements and partnerships with local providers
could be used to export-import either programs or institutions. Malaysia, Hong Kong, China,
Singapore, Indonesia, Vietnam, Dubai, the United Arab Emirates, and some African countries have
adopted this approach. No OECD country appears to have adopted this approach (OECD, 2007).

5.2.2. Mechanisms
Higher education institutions worldwide are interested in reaching across global spaces to establish
links and deliver academic programs and providers to other higher education institutions, societies,
and economies in a wide range of ways. These ways are known as mechanisms or “modes of
engagement” (Edelstein and Douglass, 2012). Mechanisms or strategies are institutional initiatives and
schemes to integrate an international dimension into research, teaching, and services and the
management policies and systems (Knight and de Wit, 1995). Mechanisms may include such
commitments as international collaborative degrees (dual and joint degrees), study abroad, branch
campuses, MOOCs, joint advising, joint programs, memorandums of understanding, joint publishing
across higher education institutions, and so on (Edelstein and Douglass, 2012). Edelstein and Douglass
(2012) have bundled these modes of engagement into seven clusters: individual faculty initiatives,
managing institutional demography, mobility initiatives, curricular and pedagogical change,
transnational engagement, network building, and campus culture, ethos and symbolic action. The
following Figure 5.18 describes each of the clusters.
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Figure 5. 18. Clusters of Modes of Engagement
Clusters
Individual faculty initiatives

Description or Modes of Engagement
Research collaboration, teaching and curriculum development,
academic program leadership, and authorization
Managing institutional demography
International student recruitment, recruitment of foreign academics
and administrative staff, visiting scholars and lecturers, short
courses, conferences, and visiting delegations, summer sessions,
extension programs, and language acquisition programs and so on.
Mobility initiatives
Exchange and mobility program, study abroad programs,
internships, service learning, research projects and practicum
Curricular and pedagogical change
Incremental curricular change, foreign language and culture, crosscultural communication and intercultural competence, new
pedagogies and learning technologies, extra-curricular and other
student-initiated activities
Transnational engagement
Collaboration and partnerships with foreign institutions, dual, double
and joint degrees, multi-site joint degrees, articulation agreements,
twinning, franchising, research-intensive partnerships, strategic
alliances, branch campuses, satellite offices and gateways
Network building
Academic and scholarly networks, consortia, alumni networks
Campus culture, ethos, and symbolic An international ethos (campus interculturality) and leadership
action
engagement
(Source: Edelstein and Douglass, 2012, p. 3)

5.2.3. Strategies
There are many ways to describe methodological instruments leading to the realization of
internationalization. Even though there are such terms as activities, elements, components, procedures
or strategies to explain tactics or planned directions for internationalization, the term “strategy” is the
most preferred. This is because of the inherent notion of planned direction and the fact that strategy
can be applied to academic types of activities and organizational types of procedures and policies
(Knight and de Wit, 1999). Strategically, the different activities identified in the process approach as
key components of internationalization are divided into two major categories: program strategies and
organizational strategies (Knight and de Wit, 1995; de Wit, 2002). However, these strategies are not
exhaustive and commonly applied to the global community that has been engaged in the
internationalization of higher education. Strategies could be formulated on the basis of institutional
context such as tradition, human and financial capacity, the purpose of internationalization of higher
education and so on (de Wit, 2002).
The program strategies are directions and tactics through which institutions are trying to integrate the
academic, extracurricular, and institutional service activities into the international dimension of the
primary functions of the higher education institutions (de Wit, 2002). Four categories of program
strategies have been identified: academic programs, research and scholarly collaborative activities,
extracurricular activities, and external relations and services for at home, abroad, and virtual forms of
internationalization activities (Knight and de Wit, 1995). Academic program strategy mainly deals
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with the approach of integrating international and intercultural dimension into the content of a
curriculum and the teaching and learning processes. The research and scholarly collaboration strategy
focus on research, research methodology, research collaboration, and the dissemination of knowledge.
External relations and services traditionally have been oriented to international development activities
and bilateral cooperation agreements between higher education institutions and countries. It has
progressively shifted to concentrate more on the commercialization and marketization of higher
education than aid and cooperation. The extracurricular activity is a strategy to internationalize the
educational experiences of both domestic and international students and staff that supports bringing a
comparative perspective to the classroom situation (Knight and de Wit, 1995).
Organizational strategies, on the other hand, include such applications or directions as developing
feasible and relevant policies and administrative systems to ensure the institutionalization and
sustainability of the internationalization of higher education institutions. Organizational strategies may
include planning, policies, and operational organizational structures. According to de Wit (2002),
organizational strategies require the commitment and support of the management body at all levels, an
equipped international office and professional officers, adequate funding and budget, policy;
incentives and rewards for faculty and staff, formal communication channels, and planning, and
review process. Knight (1999b) has categorized the above elements of organizational strategies into
governance, operations, support services, and human resource development. Figure 5.19 describes the
major program strategies and activities pertinent to the internationalization of higher education.
Figure 5. 19. Program Strategies and Descriptive Activities
Program Strategies
Academic programs

Major Activities, commitments, and concerns


Research and scholarly
collaboration



External relations and
services (domestic and
abroad)



Extra-curricular activities



Student exchange programs, Foreign language study, Internationalized
curricula, Area of thematic studies, Work/study abroad, International students,
Teaching/learning process, Joint and double degree programs, Cross-cultural
training, Faculty/staff mobility programs, Visiting lecturers and scholars, Link
between academic programs and research, training and development assistance
Area and theme centers, Joint research projects, International conferences and
seminars, Published articles and papers, International research agreements,
Researcher and graduate student exchange programs, International research
partners in academic and other sectors, Link between research, curriculum and
teaching
Community-based partnerships and projects with non-government groups or
private sector companies, International development assistance projects,
Customized/contract training programs off-shore, Link between development
projects and training activities with teaching and research, Community service
and intercultural project work, Off-shore teaching sites and distance education,
Participation in international networks, Alumni development programs abroad
Student clubs and associations, International and intercultural campus events,
Liaison with community-based cultural groups, Peer groups, and programs,
Social, cultural and academic support systems

(Source: Adopted from Knight and de Wit, 1995)
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The organizational structural strategy should also take into account the hierarchical level and the
system level of the higher education institutions. Destination/center/ and source/periphery/ countries or
the policy-driven (Europe), demand-driven (Asia-Pacific), and attractive destination (North America)
countries and regions may not apply similar strategies for organizational models of the
internationalization of higher education.

5.2.4. Models
Models are modalities through which higher education institutions execute their internationalization
programs or strategies. “Every successfully internationalised university will succeed in its own
particular way; universities that fail to internationalise will fail in remarkably similar ways” (Nolan
and Hunter, 2012, p. 132). This quotation clearly explains that there is no single and common model
for successful internationalization, even though failure is similar. The model of each institution will
depend on the objectives or rationales, missions, human and material resource capacities,
organizational culture, agency and the power of imagination, experiences, level and type of higher
education institution, and so on for internationalization (Nolan and Hunter, 2012).
De Meyer et al. (2004) have categorized models for internationalization into four patterns: import
model, export model, partnership model, and network model. Hawawini (2011) identified five models
of international reach: the importer model, the exporter model, the academic joint-venture model, the
partnership model, and the foreign campus model. Strategic models are not mutually exclusive and
sequential. Most higher education institutions can be both importers and exporters, and also establish
partnerships and/or networks across the world. Figure 5.20 below presents common categories and
areas of organizational strategies of the internationalization of higher education.
Figure 5. 20. Organizational Strategies and Descriptors
Categories of
Organizational
Strategies
Governance

Descriptors


Operations



Support services



Human resource
development



Expressed commitment by senior leaders, Active involvement of faculty and staff,
Articulated rationale and goals for internationalization, Recognition of an international
dimension in mission statement and other policy documents
Integrated into institution-wide and department planning, budgeting and quality review
systems, Appropriate organizational structures, Communication systems (formal and
informal) for liaison and coordinator, Balance between centralized and decentralized
promotion and management of internationalization, Adequate financial support and
resource allocation systems
Support from institution-wide service units, i.e. student housing, registrar, counseling,
fund-raising, etc., Involvement of academic support units i.e. language training,
curriculum development, library, Student support services for international students
studying on campus and domestic students going abroad, i.e. orientation programs,
counseling, cross-cultural training, student advisors, etc.
Recruitment and selection procedures which reorganize international and intercultural
expertise, Reward and promotion policies to reinforce faculty and staff contribution to
internationalization, Faculty and staff professional development activities, Support for
international assignments and sabbaticals

(Source: Adopted from Knight and de Wit, 1995)
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At the same time, an institution may open a branch campus abroad without having engaged in
academic joint ventures or partnerships. The import model is considered to be the classic approach to
the internationalization of higher education, particularly in Europe; it characterized most medieval
European universities. Today, many center higher education institutions in the developed countries
have adopted and work with this model. According to Hawawini (2011), importers aim at bringing the
world talent on their campus. It is more of an at home internationalization model. They attract
brightest students, faculty, and staff from around the world with the largest possible number of
nationalities represented in their student population, programs, and faculty. In doing so, importers
maximize their revenue and at the same time capitalize on the chance of direct interaction and crosscultural learning. However, the experience could not be the same as that of abroad internationalization
that mobile students and faculty attain in another countries and cultures (Hawawini, 2011). The export
model is an activity where faculty members from a core higher education institution generate and
disseminate knowledge via research, teaching practices, export of courses, programs, and so on.
Moreover, faculty members could travel overseas to teach, undertake collaborative research, or
participate in international conferences. Exporters also provide institutions across borders, either in the
form of franchising, twinning, or opening branch campuses. The exporter model also includes such
aspects as employing local or foreign teachers to teach a significant proportion of course materials in
cross-border provided programs, courses, and institutions. It includes the transnational mobility of
students as well. The major advantage of this model is that it exposes students and faculty to other
academic and social culture in other countries and enriches their knowledge, experience, and world
outlook (De Meyer et al., 2004). It is also believed that international faculty and students accelerate the
movement of ideas, experiences, and cultures between the destination and source countries. The
exporter model has the risk of making management, the consistency of courses and monitoring
standards across participating institutions complex. The following consecutive figures (Figure 5.21.
and Figure 5.22.) depict the four (De Meyer et al., 2004) and five (Hawawini, 2011) generic models of
internationalization of higher education.
Figure 5. 21. Models of Internationalization of Higher Education (Version One)

(Source: De Meyer et al., 2004)
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Figure 5. 22. Models of Internationalization of Higher Education (Version Two)

(Source: Hawawini, 2011)

More or less, the two models (Models 5.21 and 5.22) and their descriptions are similar. Hawawini has
treated the foreign campus model separately, with two modalities operating in the form of a central
campus opening a foreign branch campus without and with networking pattern. However, the branch
campus without networking pattern could be dealt with in the export model, and the networked one
could be included in the partnership alliance and consortia model. Generally, both figures show that
the import model always attracts, the export one engages in out bounding, the partnership model has a
kind of exchange and mutual support pattern, while the network model interconnects many higher
education institutions in a form of network for various academic activities and commitments.
From their description of the models, both authors, however, perceived particularly the import and
export models only from a center position of higher education. This is another aspect of the global
North perspective conception of the internationalization of higher education. In the import model,
depending what is imported, both center and periphery higher education institutions are part of this
model. Central higher education institutions particularly import talent and through it knowledge and
finance while others pull programs, courses and institutions to meet the growing higher education
demand and to build their academic capacity. In the same way, in the export model, the exporter need
not be only a central campus. The difference depends on what is exported. Higher education
institutions in the center export knowledge, ideas, programs, and institutions, while others, including
those in the periphery, export academics (mainly students) for knowledge and skill. Based on the
above assumption and maintaining the other modalities as they are, I propose a new descriptive variant
of the import and export model of internationalization.
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Figure 5. 23. Proposed Export and Import Models

The case of the University of Wisconsin and the Nazarbayev University (Kazakhstan) effectively
explain the partnership model of internationalization. The two universities have established a
partnership alliance project to establish and develop a new school of Humanities and Social Sciences
in Astana, Kazakhstan.
The newly established Nazarbayev University (NU) in Astana, Kazakhstan is an ambitious effort
to create a world-class, English-language, research university. The mission of NU is to
integrate the best of international research and education practice into the Kazakhstani
educational system. To achieve this objective, NU has chosen a unique model — to offer its own
degrees from NU’s schools and colleges — which are being developed with assistance from
leading universities from around the world. The University of Wisconsin-Madison is among
seven international partners working to develop and/or administer NU’s schools and colleges.
All degrees are conferred solely by Nazarbayev University. Much of UW-Madison’s work on
this project involves development of NU’s School of Humanities and Social Sciences (SHSS)28 .
A partnership model is a negotiable and agreed mechanism of students and faculty exchange, joint and
collaborative teaching and research programs, provision of leadership experience sharing and
consultancy in the establishment or restructuring of research and teaching programs, departments,
schools or entire institution (Hawawini, 2011). This model has relatively low risk because the
partnership will be shaped on the basis of negotiations and agreements between the partner higher
education institutions (De Meyer et al., 2004). The network model is the least frequently applied
model, though it is increasingly evident in the cities of the gulf, and East and South East Asia
(Edelstein and Douglass, 2012). This model could operate via the fusion of geographically separate
institutions, or else the establishment of branch campuses in other countries that calls for a strong

28

http://international.wisc.edu/nuproject/, (accessed on 09 Januray 2016)
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functional integration and intense sharing of resources. The network model is the riskiest of all of the
models if it is not managed vigilantly (Hawawini, 2011). One obvious example or strategy in the
network models is the opening of branch campuses. in doing so, higher education institutions have
extended their international reach through a physical presence abroad. The number of branch
campuses has risen steadily over the last decade and stood at 183 in March 2011 (Hawawini, 2011),
and it grew to around 200 by 2012 (Edelstein and Douglass, 2012). Of these abroad branch higher
education institutions, American higher education institutions have established around 80 branch
campuses while Australia established 13, the UK 18, France 12, and India 8. In the 1980s and 1990s,
most branch campuses were located in Europe and Japan. During the past decade, however, branch
campuses have not been distributed across a wide range of countries but are concentrated in the
Middle East and Asia, in places such as the United Arab Emirates, Qatar, Singapore 29 , Malaysia,
South Korea, and China (Edelstein and Douglass, 2012). The decision to open a campus abroad is
driven by both supply and demand factors. The supply comes from a core home institution that wants
to provide its programs and institution to foreign students who could not and do not want to go abroad
to study. The demand originates from a host country that wants to attract higher education institutions
to its territory in order to educate the local population and/or to become an international education hub
or because it is unable to meet the domestic education and program demand. In some cases, if the
offered program is unique and unavailable in the region of the host country, foreign branch campus
could attract students from the home campus and from outside the host country as well (Hawawini,
2011). However, there is a significant number of failures stories connected particularly with such
problems as insufficient student numbers because of the high tuition fee charge, high cost of
operations, and/or the difficulty of obtaining qualified faculty ready to live and work for significantly
longer periods abroad. In a cross-border branch campus operation, such concerns as academic
freedom, freedom of expression, cultural and religious differences, equity of access for women and
minority populations have also been problematic (Edelstein and Douglass, 2012). One clear example
related to cultural and quality problems with branch campus was the one in the Kingdom of Saudi
Arabia. In 2015, the Saudi Shoura council rejected, on grounds of cultural gender segregation, quality
issues, and breaching Saudi cultural traditions a proposal of opening a foreign higher education

29

The Singapore-MIT Alliance has been the first large-scale institutional collaboration and was launched in
1997. Since then MIT and Singapore have engaged in on-going collaborations in research, education and
innovation. The relationship has yielded hundreds of joint research publications, scores of joint research
collaborations and curricular and research innovation at MIT and in Singapore (Edelstein and Douglass, 2012).
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institution branch campus in the kingdom of Saudi Arabia.30 Figure 5.24 below describes the five
models of internationalization in terms of curriculum and program, student body, and faculty and
research.
Figure 5. 24. Models of Internationalization and Descriptions
Models
Importers

Exporters

Academic Joint
Ventures

Academic
Partnerships,
Alliances and
Consortia

Corresponding initiatives and descriptions
Curriculum and programs
Student body
Faculty and research
 Offer special and
 Enroll foreign
 Invite visiting
relevant courses on the
students
foreign faculty, Host
international dimension
international
seminars and
 Infuse an international
conferences, Recruit
dimension in all the
foreign faculty and
courses
local faculty trained
abroad
 support foreign
 Offer study-abroad,
 Encourage
institutions and deliver
work-abroad, and
sabbaticals abroad
program to students
exchange programs
 Train foreign faculty
 Offer online and
 Involve students in
 Involve faculty in
distance mode courses
international
international
and programs to
consultancy and
consultancy and
students around the
development
development
world (virtual
assistance projects
assistance projects
exporters)
 Send students and
 Set-up research
academics abroad for
centers abroad
study and training
 Offer dual and/or joint
 Each institution
 Set-up joint research
degree programs with a
recruits students
projects
foreign institution
separately but on a
 Join international
common admission
research agreements
process

Set-up joint research
centers
 Offer partner’s students  Students admitted by  Faculty can teach
access to home courses
one institution are
their load in either of
and programs
automatically qualify
the institutions
to attend courses in
 Award home degrees
 Faculty has access to
the partner’s
for partner’s students
common research
institution with
budget
credit mutually
 Set up partnership
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https://en-maktoob.news.yahoo.com/shoura-says-no-foreign-universities-kingdom-060219621.html, (accessed
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Campuses Abroad







Offer the same
curricula, programs and
degrees on the foreign
and home campuses
Offer different
curricula, programs and
degrees on the foreign
and home campuses
Students allowed to
move freely between
campuses to benefit
from integrated
curricula and programs







transferred and
recognized
The admission
process depends
either on the home or
host campus or
different from both
Students are
recruited locally or
regionally with little
mobility
Students are
recruited
internationally and
can move between
campuses

research centers






faculty travel
between the home
campus and the
branch campus
Use permanent or
temporary faculty
recruited to work
exclusively on the
foreign campus
Use permanent or
temporary faculty
that originates from
the home and host
campus

(Source: adapted from Hawawini, 2011, p. 39)

5.3. Summary
Rationales are the reason for engagement in the process of the internationalization of higher education.
Rationales indicate why actors and stakeholders pursue and invest in internationalization. Rationales
that motivate actors and stakeholders for internationalization vary from institution to institution and
from country to country and from region to region and from individual to individual.
Various stakeholders and global phenomena such as globalization, massification, global knowledge
economy, and the neoliberal principles influence and shape the construction of motives and rationales
for the internationalization of higher education. Core mission, expectations of customers, and the
social responsibilities of higher education are also drivers of rationales for internationalization.
Moreover, institutional historical tradition, experience, resources, and sometimes political
circumstances frame institutional motives and rationales. For instance, in the 1970s, the goals for
internationalization

among

most

Scandinavian

countries

included

awareness

of

global

interdependence, the importance of international understanding, the building of cooperation and
assistance to developing countries, and acceptance of the Western pluralistic value orientation, and
tolerance towards ambiguity. However, today, the objectives for engagement in internationalization
has changed in favor of economic motive and competition. The rationales for periphery and center
higher education institutions are not the same either. The formulation of rationales and motives also
depends on the type, status and geographic location of institutions. Higher education institutions,
located in more developed countries and more urban centers, are more ambitious in their objectives for
internationalization than institutions located in developing countries and less urban centers. The desire
for internationalization of universities and colleges also vary. Universities are more ambitious for
internationalization than colleges are.
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Considering the different factors that influence rationales for internationalization, five clusters of
rationales for internationalization have been identified. These are generic, national, institutional,
regional and individual rationales. Generic rationales are general and broadly applicable ones. These
are grouped into four: academic, socio-cultural, economic and political rationales.
Except for specific details, national and institutional rationales for internationalization are not different
from the generic rationales. In some ways, national and institutional rationales are the basis for the
construction the generic rationales. National level rationales include such objectives as human
resource development, strategic alliance, income generation, nation building, socio-cultural
development, and mutual understanding. International branding and profile, quality enhancement or
international standards, income generation, student and staff development, strategic alliances and
knowledge production are examples of institutional level rationales.
Rationales for internationalization also vary regionally and between centers and peripheries. The 2009
IAU global survey indicated that the four, in descending order, globally ranked rationales are
improving student preparedness for the global knowledge economy, internationalization of higher
education curriculum, enhancing international profile, and strengthening research and knowledge
production. Even though the proportion of international students is very low, the rationale to prepare
students for international employability scored first globally. Regionally, however, the survey reveals
different rationales. For the African region, for example, the priority rationale for internationalization
is strengthening research and knowledge production.
Individually, different pull and push factors drive academics to travel for higher education abroad.
Individual rationales for internationalization have the objectives of academic, socio-cultural, economic
and recreational factors. Academically, the failure of domestic institutions to meet the rising national
demand for higher education, especially in Asia-Pacific and Africa, is one of the reasons for academic
mobility abroad. Students travel to get courses and programs that are not offered at home.
International students also need to enhance their socio-academic cultural exposures and English
language skill. Moreover, students have developed the perception that studying in another country will
have particular national and global advantages over immobile students. International students believe
that the cultural enrichment, the language skills, joint or double foreign degree, and the “high-status
qualifications” they attain will enable them to access better jobs at home and internationally. Others
are “academic tourists”; they love academic travel.
Approaches and mechanisms indicate how actors realize their rationales and practices of
internationalization. Institutional background, goals, and objectives or rationales shape approaches and
mechanisms for the internationalization of higher education. Thus, the what, why and how of
internationalization are closely interconnected.
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Approach refers to the perspectives and methods in which actors and stakeholders engage in
internationalization. The approach reflects the value, priorities, and actions that are required to
implement the process of internationalization. There is no fixed and right or wrong approach because
the approach is a context-based changing strategy. Scholars have identified five generic approaches:
the activity approach, competency approach, ethos approach, process approach, business approach,
market approach, ambassadorial approach, and management approach. There are also national and
institutional approaches. The national approach may include such approaches as program, rationale, ad
hoc, policy, and strategic approaches. National approaches are mutually inclusive and hierarchical.
Institutional approaches are based on the generic approaches and include such approaches as an
activity, outcomes/competence, rationale, process, at home, and abroad approaches.
Since the 2000s, higher education institutions are increasingly following policy-driven approaches and
strategies for internationalization. Globally, in 2009, 67% of higher education institutions have
developed policies for internationalization. In the regions, 59% of the higher education institutions in
Africa, 73% in Asia-Pacific, and 71% in Europe have policies for internationalization. The policy for
internationalization could be prepared at the level of system, sector or institution. The policy to drive
the internationalization of higher education originates from the national education policy of each
country, but it has become not only the concern of an individual country and individual ministry, or
ministry of education. It has to be modified according to the global scenarios. The development of
increased competition among countries and institutions to attract fee-paying foreign students and
international academics and the emergence of new forms of cross-border education have shaped
policies for internationalization. From the side of the developed countries, it is increasingly driven by
the principle of benefits or can be seen mainly from the perspectives of revenue generation.
Other strategic means that characterize institutional internationalization initiatives or engagement in
the process of internationalization are known as mechanism, which are major instruments to realize
approaches, rationales, and policies. Mechanisms are modes of engagement in internationalization.
Mechanisms involve such modes of engagement as international collaborative degrees (dual and joint
degrees), study abroad, branch campuses, MOOCs, joint advising, joint programs, memoranda of
understanding, joint publishing across higher education institutions, and so on. The various modes of
engagement could be bundled into seven self-descriptive clusters, namely individual faculty
initiatives, managing institutional demography, mobility initiatives, curricular and pedagogical
changes, transnational engagement, network building, and campus culture, and other related activities.
Models are strategies through which higher education institutions execute their internationalization
goals. Models could be designed or framed on the basis of institutional context. There is no one single
and commonly applicable model of internationalization. Models are not exclusive and sequential.
Higher education institutions could apply one or a combination of models to realize their
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internationalization goals. Moreover, higher education institutions could move from one model to the
other depending on their academic development, experience, and rationale. Models are reflections of
institutional rationales, missions, objectives, human and material resource capacities, organizational
culture, agency and the power of imagination, experiences, and so on. Accordingly, four models of
internationalization have been identified: the import model, the export model, the partnership model,
and the network model. The achievement of policies, rationales, approaches, mechanisms, and models
also depends on such strategic components as program and organizational structures that could be
formulated on the basis of institutional contexts.
The next chapter explores the regional perspectives of the internationalization of higher education and
the academic profession. Africa, Asia-Pacific, and Europe are the focuses of the chapter. It attempt to
discuss why and how these regions drive, practice and conceptualize internationalization in terms of
the higher education and the academic profession.
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CHAPTER-6
Internationalization in Regional Perspectives: Africa, Asia-Pacific,
and Europe
6.1. Introduction
Even though the period since the 20th century was an era of academic globalization and
internationalization, the national and regional dimensions of the internationalization of higher
education continued to be imperative. Higher education institutions are more entrenched in the
national system for their reform, funding, and management. As a response to the challenges of the
globalization of higher education, many countries in the world have reviewed their higher education
systems and launched reforms along neoliberal lines of marketization, privatization and
corporatization with the intention of improving their visibility, funding, governance, and management
(Deem et al., 2008). Higher education systems in Africa, Asia-Pacific, and Europe have been applying
different strategies to enhance their institutional visibility in the national, regional, and globally
competitive and hierarchical space since the second half of the 20th century (Deem et al., 2008).
Nowadays, higher education institutions are exposed to all sorts of challenges and opportunities of
globalization. The massification of higher education has been one of the challenges and opportunities.
Particularly the unbridled challenges of globalization and the resultant fierce competition have forced
higher education institutions to find a strategic means to curb the problems. Internationalization and
regionalization are the two strategic responses to the difficulties imposed by globalization. This does
not mean, however, that internationalization and regionalization will completely solve every problem
higher education institutions face because of globalization. Internationalization and regionalization
minimize and forge a controlled relationship. Both strengthen relationships and increase the capacity
to compete (Sehoole and de Wit, 2014).
Figure 6.1 presents a six-year (1970-2013) tertiary gross enrollment ratio of the eight regions of the
Arab States, East Asia and the Pacific, Central Asia, Central and Eastern Europe, Latin America and
the Caribbean, North America and Western Europe, South and West Asia, and sub-Saharan Africa.
With the exception of sub-Saharan Africa, other regions entered into mass higher education enrollment
by 2000. North America and Western Europe had already reached universal higher education by 2000.
All regions present a general trend of increasing percentage. The table shows that sub-Saharan Africa
enrolls the lowest percentage, (but it is increasing), while the Western world (North America and
Western Europe) has shared the highest percentage of world higher education enrollment. East Asia
and the Pacific has shown a significant increasing trend. Particularly, the increasing trend in the
developing and emerging economies shows that these regions and countries are also contributing the
larger proportion of the international students. Mass enrollment could be an opportunity for those

187

countries and regions with the necessary infrastructure and resources; otherwise, it could be a
challenge.
Figure 6. 1. Tertiary Gross Enrollment Ratio by Region, 1970-2013
Regions
Sub-Saharan Africa
Arab States
South and West
Asia
East Asia and the
Pacific
Latin America and
the Caribbean
Central Asia
Central and Eastern
Europe
North America and
Western Europe
World

1970
1

1980
2

1990
3

2007
6
23
11

2013
9

6

2000
4
20
9

4

4

3

5

7

15

26

30

6

13

17

23

34

38

23
41

31
62

30

37

49

64

71

74

9

12

13

19

26

33

(Source: UNESCO Institute of Statistics, 2009, Global Education Digest, page 14 and for 2013, World Bank, 2015)

In the 20th century, many developing countries experienced “growth” in the educational facilities
available to them due to the entry of institutions from the West. Some believe that this is an invaluable
opportunity for the people of the developing nations to build their skills and educational standards.
Others fear that a modern type of colonial and cultural imperialism is building that will ultimately lead
to the predominance of Western society and culture at the expense of others (Chinnammal, 2005). In
addition to academic mobility, Altbach (2011a) has explained the relationship between the West as a
center/core and the rest of the world as periphery in terms of program franchising and twinning. The
West provides many things including curriculum, system, and academic staff, in which host
institutions fail under “neocolonialism” that marginalize local academic dimensions (Altbach, 2006a).
Massification has made the mobility of academic people the main manifestation of the
internationalization of higher education. Developing and emerging economies constitute a growing
proportion of the world’s postsecondary students, and the rate of expansion of higher education is the
greatest in this part of the world. There were more than 150 million postsecondary students worldwide
in 2010, and at least half of them were studying in developing or middle-income countries (Altbach et
al., 2009). The largest and most populous nations outside the Western world, China, India, Brazil,
Indonesia, and Pakistan, are educating the larger skilled workforces of the world. Malaysia, the Gulf
States, Singapore are increasingly supporting the development of regional institutions while
establishing themselves as major hubs for new waves of globalized higher education (Deem et al.,
2008). Considering the growth rate in developing countries, in the coming 30 years, they will represent
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the most expanded enrollment. For instance, in 2012, China and India are becoming the largest
academic systems in the world. Further, many developing countries are building up large and complex
academic systems, including research universities. There are an estimated 3,500,000 full-time
academics in developing and middle-income countries, with perhaps an equal number of part-time
teachers (Altbach, 2011b). In the developing world, the conditions of the academic profession and of
academic work are not positive. Academic conditions of work and levels of remuneration are
insufficient, involvement in institutional governance often limited, and academic career and academic
program autonomy in the university is often hampered (Altbach, 2011a). Hence, the incapacity of the
home higher education and many other internal and external factors push and pull students and the
academic profession to become academically mobile.
With regard to academic mobility, almost every country in the three regions has been involved in the
internationalization of higher education as either a source or destination of academics. International
outbound student mobility grew from 1.3 million in 1990 to 2.1 million in 2000 and to 5.0 million in
2014.31 The upper-middle-income economies of the region of Asia-Pacific are driving the growth of
outbound student mobility. The total number of outgoing international students from upper-middleincome countries increased 161 percent between 2000 and 2012, while it was only 29 percent for the
OECD countries.32 The source of 53% of all international mobile students is Asia-Pacific.33 Outbound
student mobility is also on the rise in fast-growing African economies like Nigeria. In 2013, over
52,000 Nigerian students attend higher education abroad.34
However, the developed countries especially the large English-speaking nations and the developed and
larger European Union countries offer most services of internationalization. Hence, they attract more
international students than others do. For instance, one-third of all international students studies in
either the United States or the United Kingdom.35 There is significantly a large number of student
flows from Asia-Pacific and the continent of Africa to study in the United States, Great Britain,
Canada, Australia, and some other European countries. Asian students account for much of the recent
growth in enrollments at universities and colleges in Europe and North America. For instance, the
United States enrolls 70 percent of its international student body from Asia, the UK 50.5 percent, New
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http://monitor.icef.com/2015/11/the-state-of-international-student-mobility-in-2015/, (accessed on 11
December 2016)
32
http://wenr.wes.org/2015/02/international-student-mobility-trends-2015-an-economic-perspective/,(accessed
on 12 November 2015)
33
http://monitor.icef.com/2015/11/the-state-of-international-student-mobility-in-2015/
34
http://monitor.icef.com/2015/11/the-state-of-international-student-mobility-in-2015/
35
http://wenr.wes.org/2015/02/international-student-mobility-trends-2015-an-economic-perspective/
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Zealand 64.7 percent, Germany 33.1 percent, Canada 54.6 percent, France 21.8 percent, and Australia
79.8 percent (Clark, 2012). Africa and Asia have shown steady increases from 2000 to 2012.
Particularly, the global percentage increase for Africa is impressively great (see Figure 6.3) below.
Figure 6.2 below presents the top ten destination for international students, where the USA ranks first,
and China is placed ninth in hosting international students.
36

Figure 6. 2. Top 10 Destination Countries for International Students in 2013
Destination Countries
United States
United Kingdom
Australia
France
Germany
Russian Federation
Japan
Canada
China
Italy

Percentage share
19%
10%
6%
6%
5%
3%
3%
3%
2%
2%

Academic mobility has also become a trend in many developing and emerging countries. It is true that
there has been significant growth in academic mobility within Asia-Pacific, where student mobility
has grown from 39 percent in 2009 to 41 percent in 2012 (Clark, 2012). Korea and Japan, for example,
enroll respectively 94.5 and 93.2 percent of all international students from the region of Asia-Pacific
(Clark, 2012). Some emerging economies host a significant number of international students. These
countries seek to attract foreign students to their universities to improve the quality and cultural
composition of the student body, gain prestige, and earn income. India and the Philippines, for
example, are significant host countries for students from other developing countries. In 2005, India
hosted more than 8,000 students from abroad, 95% from developing countries (Bhalla, 2005). China
hosted around 330,000 international students in 2012 and is projected to reach half a million by 2020.
By 2020, Japan also has a target to host 300,000 international students.37 China, Malaysia, and India
are developing strategies to attract students and to export educational programs and institutions
(Altbach and Knight, 2007; Siaya and Hayward, 2003). The following Figure 6.3 reveals that Africa
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http://www.uis.unesco.org/Education/Pages/international-student-flow-viz.aspx (accessed on 19 January

2015)
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http://monitor.icef.com/2015/11/the-state-of-international-student-mobility-in-2015/
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presents the highest percentage increase international student. Africa sends its academics outside the
region whereas academic mobility in Europe is within the region of Europe itself.
Figure 6.3 presents eight years (2005-2012) of outbound percentage increase of student mobility of the
four regions of Africa, Asia, Europe, and Oceania. The graph demostrates that the highest outbound
percentage increase of international students is in Africa. This does not mean that Africa sends more
students to the outside world than others, but it presents a high percentage increase.
Both supply pressures in home countries and demand forces in destination countries drive
international mobility of skilled persons. Profit-making and global visibility rationales are increasingly
driving Western institutions for internationalization. Institutions need the profit to make up budget
shortfalls at home. The goals are to meet market demand and to create a market niche for an
“educational product” (Altbach, 2006a).
Figure 6. 3. Outbound Mobility Percentage Increase of Four Regions (2005-2012)

(Source: UNESCO Institute for Statistics data, 2014)

Hence, the main financial benefits go to the pockets of the countries that controlled most activities of
internationalization such as flows of international students, franchising of academic programs to
foreign providers, international accreditation or granting of quality, or controlling partners in
“twinning” arrangements (Altbach and Knight, 2007). The internationalization of higher education
also happens through higher education providers and programs that cross borders and began to
establish branch campuses and export programs from the home country to a host emerging and
developing country. Increasingly, foreign education providers are setting up shop in Asia, Africa, and
Eastern Europe. A business firm or entrepreneur often invests resources in starting an educational
institution in collaboration or in contract with a Western higher education institution to provide
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academic services and to award degrees. In some cases, a foreign institution will simply open a
program. Again, there are few controls concerning quality, financial arrangements, or other details
(Altbach, 2006b).
The most common motivations for students to study abroad are to attend courses that are not offered at
home and to make their academic credentials more competitive in the international market. In
countries of origin, the main reasons for academic mobility may include such factors as lack of
employment possibilities, poor working conditions, and/or weak career paths. It can also be slow
economic growth and political instability, as well as the low level of pay and the huge and widening
gap between earnings in developing countries and those developed countries for the same career.
Furthermore, particularly since the 1990s, due to globalization and aging working force, opportunities
for work in the developed countries have increased and attracted peoples of all sorts. Developing
countries have low skill endowments. These days, a fundamental determinant of any economy’s longterm growth performance, its absorptive capacity, and its performance in technological learning
depends on the human talent. Therefore, the international academic mobility from and to these
countries can have a strong impact on their human capital endowment. In principle, international
academic mobility plays an imperative role in building the human capital of destination countries,
while it causes a loss in the human capital stock of the country of origin. These two processes are
commonly termed “brain gain” and “brain drain”, respectively (UN, 2007).
These phenomena of international mobility of people and programs (internationalization abroad) have
many positive advantages. The whole process serves the rapidly growing demand for access to higher
education. It encourages cross-border and collaborative educational innovation. Internationalization
abroad enhances the global employability of students. Furthermore, the internationalization of higher
education creates many challenges. One of these challenges is the marketization and commodification
of the function of higher education. Cross-border higher education also implies the dominant use of
the English language, the declining status of local studies, brain drain, the emergence of an academic
culture that is based on research performance, and the negative impact of role differentiation and
marginalization. From this point of view, for developing countries, the strategies of
internationalization mean a sort of corruption of academic tradition and culture (Deem et al., 2008; Yat
Wai Lo, 2009). Moreover, the transnational internationalization of higher education causes
complication regarding such issues as quality control, information, priority and fitness of program to
host interest, and costs and benefits (Altbach, 2006a; Yat Wai Lo, 2009). These issues may raise
concerns of regulation and quality of the offshore provider. Who can decide the programs to be
offered? Do the programs meet host priority and interest? Are the programs fake or real? Who is
involved in the process? What is the major aim of engaging in the process of such internationalization?
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The involvement of many actors and different interests in the process of internationalization has
complicated the situation. Generally, in addition to institutional actors, the processes and activities of
internationalization are mediated through and involve such major sets of actors as international actors,
bilateral actors, interregional actors, regional actors, sub-regional actors, and national actors. Each
category can be further subdivided, and the composition and relative power of the various actors vary
among regions and countries (Zeleza, 2012).
Although the driving factors, priorities, impacts, and benefits vary among and within regions, the
internationalization of higher education has been accelerated in all world regions. The dynamics and
implications of internationalization vary quite considerably among different regions and countries
depending on the history and structure of their higher education systems, national and institutional
resources, and their respective geopolitical locations and aspirations. Various regional programs and
associations exist throughout the different regions that seek to promote internal and external
collaboration. There is a need to develop systems that are more comprehensive, integrated, and robust.
This would necessitate greater regional cooperation by creating regional standards, benchmarks,
policies, and regulations. Based on regional priorities, the development of coordinated, proactive, and
explicit strategic and systematic policies on internationalization is imperative. The key issues and
initiatives in higher education regionalization include the creation of credit transfer systems, the
institutionalization of reforms, coordination of national and regional accreditation and quality control
mechanisms, and the promotion of regional research consortia and networks. In addition, the
mobilization of different funding sources such as industry and the philanthropic sectors is important to
support funding. To increase equity in higher education participation and development, to invest in
research, to strengthen of academic staff development and graduate programs are imperative
preconditions. The improvement of facilities and working conditions for academics are also
imperative aspects in organizing regional higher education space (Zeleza, 2012).
Moreover, higher education systems and institutions around the world reap opportunities and face
challenges posed by globalization. Increased academic mobility offers new opportunities for
international academic collaboration and cultural exchange; transnational programs and providers fill
gaps in higher education provision; advancements in information and communication technology
facilitate exchanges of knowledge and creation of joint study programs. Nevertheless, all countries and
higher education systems and institutions are not equally exposed to the opportunities and challenges
of globalization. Some countries exploit more opportunities and face less challenge, while others are
exposed to more challenges than opportunities.
A trend of regionalization of higher education is continuing and growing as a response to challenges.
Higher education regionalization is the process of creating closer interconnectedness among the
various higher education actors, institutions, and systems within a prescribed area called a “region” for
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more collaboration, interdependence, and integration (Knight, 2013). Higher education regionalization
intentionally brings higher education actors, systems, and structures within a regional space together.
It is a regional form of internationalization. The level and magnitude of regional interconnectedness
and relationship range from cooperation to integration. Accordingly, grouping the terms used to
indicate the level of regionalization, Knight (2013) identified four levels of regionalization:
cooperation (collaboration and partnership), coordination (coherence and alignment), convergence
(harmonization), and integration (community and interdependence). The regionalization of higher
education is about the program, strategy, and related institution building that enable the empirical
process and patterns of cooperation, integration, complementarity, and convergence within a particular
cross-national geographical space (Hettne, 2005).
The end of the Cold War witnessed a surge in regional interconnectedness. Such long-lasting regional
organizations as the Association of Southeast Asian Nations (ASEAN), the European Union (EU), the
African Union (AU), the Economic Community of West Africa (ECOWAS), and the North American
Free Trade Agreement (NAFTA) are some of the regional and sub-regional integrations with varying
objectives of allowing either the flows of trade, capital and/or people. In relation to higher education
and research, regionalism is also evident as the European University Association, the Association of
Commonwealth Universities, the Association of Universities of the Francophone, the Association for
African Universities, the Council for the Development of Social Science Research in Africa, the
Southern African Regional Universities Association, and the Inter-University Council for East Africa,
and others. Higher education is a key tool in initiating socio-economic and political regionalization,
and regionalization plays a proactive role and agency to promote the regional internationalization of
higher education (Knight, 2013).
Even though the regions of Africa, Asia-Pacific, and Europe induce different levels of regionalization,
the process of internationalization has interconnected three of them. Moreover, they are interrelated
and interconnected through either the mobility of people, programs, and institutions or the travel of
policy, systems, and curriculum and so on. In other words, the countries in these regions possess some
common features of internationalization of higher education based on history, culture, economy, or
politics. Given the shared features, it is imperative to compare and contrast the three regions for the
better understanding of the concept of internationalization. The comparison is not to reach a certain
generalization, but it is to indicate the regional overall trend and features of internationalization. The
comparison could be made through regional internationalization strategies such as the Bologna
Process for Europe, ASEAN for Asia-Pacific and AU and sub-regional scenarios for Africa. These
strategies enable us to understand the regional concept of internationalization from different contexts.
The comparison also indicates center-periphery power relations among the regions.
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The concern of this chapter is to analyze, compare, and contrast the regional features of
internationalization of higher education. It focuses on the three regions of Europe, Asia-Pacific, and
Africa. The literature insufficiently addresses such a comparative analysis of internationalization. In
most cases, comparisons are made between Western Europe and North America. The inclusion of
Africa and Asia-Pacific into the comparative study pushes the knowledge of internationalization a
little further.

6.2. Internationalization of Higher Education in Europe
6.2.1. Higher Education in Europe: Brief Account
There has been a general understanding that the center of power, in terms of higher education, after
WWII, has been Europe. Western Europe particularly northern Italy, France, and the British Isles have
experienced a good deal of higher education. The European idea of the university first developed in
Bologna, Paris, and Oxford. This and subsequent developments have provided the Western part of
Europe central status in the international dimension of the higher education space. “Western Europe”
refers to all countries whose higher education system and higher education institutions are in a leading
position because they have better human and material resources and better research and teaching
infrastructure. Europe is not, however, uniform. The development of higher education in Southeastern
and Western Europe is uneven due to some different historical circumstances through which the two
regions have undergone. For instance, by the end of 18th century, much of Eastern Europe was not
reached by the academic teaching network because it was
filled by mountains (the Massive Central, the Alps and the Carpathians), or in lower Germany,
Hungary and Transylvania (were accessed) by a network of teaching academies. Other spaces
are empty because the area is under-populated (as in Scandinavia) or under Turkish occupation
(countries south of the Danube). There are also spaces deliberately left empty, as in Portugal
after Pombal’s sweeping reforms, or in England and Poland because of university monopolies
jealously defended by the medieval institutions holding them (Frijhoff, 1997, p. 77).
The Western Balkan region was devoid of universities in the Medieval period and passed through
different socio-economic and political scenarios after WWII that had affected the higher education of
the region. In the end, for instance, of the 19 universities in Yugoslavia in 1991, three were established
in the late 19th and early 20th centuries. Two were formed immediately after World War II. The others
were formations of the socialist period in the 1960s and 1970s. Albania got its first university in 1957.
The region had 47 public universities and 250 private higher education institutions by 2011 (Zgaga et
al., 2013).
In the latter period, with some exceptions, much of Eastern Europe was exposed to the Soviets'
ideological influence and national form of socialism or independent socialist principles. After the
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collapse of the socialist bloc, the region was forced to undertake educational reforms. The new states,
including Albania, have embarked on the harmonization processes of the European Higher Education
Area under the Bologna Process; recently, all have been struggling to integrate themselves into global
higher education trends. These countries of the Western Balkans engaged in the regional
internationalization of higher education primarily to support the national higher education reform
agenda and to enhance institutional capacity building. They have also retained their peculiar aspects
and dynamics of higher education. They are to compete against the Western higher education systems,
which have a deep-rooted tradition of teaching, learning, research, and international dimensions. The
competition or the process of integration is not an easy task for the new states. This is because their
higher education system and academics are different, inter alia, in their geopolitical positions, socioeconomic levels, and historical trajectories. Therefore, most of the higher education institutions of the
region have shifted to an intraregional cooperation: the Western Balkans (Zgaga et al., 2013). These
higher education systems occupy a peripheral status in the regional higher education space. Hence, a
center-periphery dichotomy also prevails within Europe as well.

6.2.2. Features of Regional Internationalization
In June 1999, ministers of education from 29 countries gathered in Bologna, the birthplace of Europe’s
oldest university, to sign a declaration with the objective of harmonizing degree structures and quality
assurance procedures across their diverse higher education systems by 2010. The Bologna Process was
born and began to reshapes the European higher education landscape in enhancing and supporting
member countries to build a common higher education space, which eventually creates the European
Higher Education Area (EHEA) by 2020 (Ferencz, 2015). The ministers that signed the Bologna
Declaration in 1999 committed to the idea of the “Europeanization” of their higher education systems
through greater compatibility and comparability of degree structures, credit systems, and quality
assurance procedures. In doing so, greater intra-European academic mobility would be encouraged and
the attractiveness of Europe as a study destination for non-Europeans greatly enhanced.38
Europe, through the Bologna Declaration and the Lisbon Strategy and the accompanying European
Higher Education Area and European Research Area (Europeanization) agendas, has launched a
regional version of internationalization to make Europe the most competitive knowledge economy in
the world. From the beginning, the Bologna Process was conceived in the context of European and
international cooperation through student mobility and strengthened competitiveness and
attractiveness of the international dimension of higher education. The first step, according to de Wit et

38

http://www.magna-charta.org/resources/files/text-of-the-bologna-declaration, (accessed on 24 March 2016)

196

al. (2015), to this end was made at the ministerial conference held in London, in May 2007. At this
conference, the ministers adopted the strategy “The European Higher Education Area in a Global
Setting.” The strategy prioritized improving information on the EHEA, enhancing European Higher
education attractiveness, and competitiveness, intensifying policy dialogue, strengthening partnershipbased cooperation, and furthering the recognition of qualification. Then, in 2009, Europe planned that
at least 20% of European Higher Education Area graduates should study and train abroad in 2020.
Europe adopted “mobility better for learning”39 strategy in the regional process of internationalization.
Under this strategy, all member states of the Bologna Process, to contribute to the achievement of the
EHEA objectives, are supposed to develop and implement “their own internationalisation and mobility
strategies with concrete aims and measureable mobility targets” (de Wit et al., 2015).
The EU is a regionalizing strategic process, and Europe is internationalized through such policies as
the Bologna Declaration of 1999, the Lisbon Strategy of 2000, and other regional-plus mobility
programs. European Union authorities have pursued, for more than two decades, academic
internationalization to enhance the economic and political integration of Europe. At first, the primary
goal was to provide university students academic and cultural experiences outside their home country
within the European Union. To this end, the European Union has funded and promoted such programs
as ERASMUS. Large numbers of European students participated in a regional mobility study within
the EU (Huisman & van der Wende, 2005). The scope of European regional integration has expanded
over the years. Now, the Bologna Process is harmonizing academic systems so that degree structures
will be compatible, credits transferable and academic qualifications equal throughout the EU. Students
are still encouraged to study abroad within the EU. Although several non-EU member states take part,
Bologna Process-driven internationalization focuses mainly on the countries of the EU.
The European experiences have shown that European higher education institutions, particularly
European universities, have become the concern of not only national states but also the European
Union and the European Council. Accordingly, the Bologna Process has introduced the European
Higher Education Area (EHEA) and the European Research Area (ERA). To develop, improve, and
raise the visibility of higher education and research performance, the regional “government” focused
on two particular areas of activity. The first of these is mainly concerned with the quality of research
undertaken in European universities through the Lisbon Strategy and the establishment of a European
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Institute of Technology in 2006 (Deem et al., 2008). The European Commission (2006b) comments
that even though Europe possesses around 4,000 higher education institutions and over 435,000
researchers, this potential is not fully harnessed and effectively utilized for more European growth.
The Commission also suggests making EHEA and ERA open to the world and that Europe become
globally competitive.
With 4,000 institutions, over 17 million students and some 1.5 million staff – of whom 435,000 are
researchers – European universities have enormous potential, but this potential is not fully
harnessed and put to work effectively to underpin Europe’s drive for more growth and more jobs.
(European Commission, 2006b, pp. 3, 9, 11).
The other area of focus of the European Union is teaching-learning activity. The EU has put efforts to
enhance the global visibility of the regional higher education institutions and universities through the
Bologna Process with the aim of achieving some degree of harmonization of higher education across
all European countries (van der Wende, 2000). Harmonization is a manifestation of regionalization. To
play the national, cultural, and economic roles, higher education institutions had better adjust their
(structures and functions) activities to the requirements of national, regional, and international
environments. Regional cooperation on teaching, learning, and research among member states
demonstrates the internationalization of European higher education; this is the Bologna model of
internationalization. Mobility has been one of its success stories (Huisman and van der Wende, 2004).
The EU launches all these strategies and other financial and governance adjustments to make the
European Higher Education Area and the European Research Area more international, visible,
attractive, and competitive.
One clear challenge, however, to create a European higher education system is the unequal stages of
higher education developments and the prevalence of a wide range of reform stages among the
Bologna member countries (Deem et al., 2008). Western Europe and the rest of Europe are at different
stages of higher education tradition and development. Some higher education institutions are well
equipped with human and material resources. These institutions have established rich research and
teaching-learning infrastructure and experiences. Hence, they are benchmarks and models for others
less equipped, developed, and experienced. The latter form the European periphery in the higher
education space. Kwiek (2005) argues that partly because of the considerable under-funding of public
universities in the peripheries and the changing status of universities, Bologna, and other EU higher
education reform such as the development of a unified European Research Area may not succeed in
central Europe.
An additional aspect of European internationalization involves efforts by the EU, through the Bologna
Process and many other mechanisms, to expand Europe’s international programs beyond Europe. This
has taken place in two ways: allowing new member states to join the Bologna Process and the Bologna
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Process serving as a model and benchmark for others. Gradually, membership has grown to include 48
nations.40 In many ways, Bologna is centered at the center of the general influx of academics and
outflow of academic programs and providers. The Bologna Process is emerging not only as a
recognition and mobility vehicle within and between EHEA member states but also as a model for
change and reform in other countries and regions of the world from which lessons can be learnt,
templates borrowed and ideas exchanged. These efforts are particularly active in North Africa, AsiaPacific, and Latin American regions through regional and institutional linkages, scholarship programs,
and other initiatives (Altbach, 2007).
The initial European inward-looking focus has transformed in recent years and today the EHEA is
looking to share its experiences beyond the borders of Europe while also seeking to understand its
impact and relevance in a global setting. Evidence of this can be seen in the change of terms. Such
catchwords as “cooperation,” “partnership,” and “exchange,” in the more recent communiqués, have
replaced “competitiveness” and “attraction” in the official Bologna communications and documents.
As Bologna looks to expand its horizons, so higher education systems in other parts of the world are
beginning to explore the features of Bologna as a potential model for educational reform. In some
countries, Bologna instruments and action areas, such as the Diploma Supplement and the
harmonization of quality assessment procedures, are being piloted on an “à la carte” basis, while in
other countries, more wholesale efforts are being adopted as countries launch higher education reform
in the direction of the three-cycle Bologna model (Clark, 2007a). Clark (2007a) argues that after many
centuries of the European colonial and American influences, a new global “Euro Model” is emerging.
Many centuries after European nations imposed their systems of education on foreign shores
through imperial conquest, and half a century after the US model was adopted in parts of Asia,
it might be argued that a new ‘Euro model’ is beginning to emerge as an influence on education
systems around the world via the more collaborative means of cross-border cooperation (Clark,
2007a, no page).
As a result, every country on the Eurasian landmass west of the Caspian Sea, with the exception of
Monaco and San Marino, has now become member the Bologna Process. The EHEA literally stretches
from the Pacific to the Atlantic following the admission of Russia into the European Higher Education
Area in 2003 (Clark, 2007a). Cooperation and competition have become the major dimensions of both
the Bologna Process and the Lisbon Strategy. Cooperation is “A Europe of Knowledge,” and refers to
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the internal harmonization and collaboration for European Higher Education Area and European
Research Area. The partnership is with less developed regions and countries of the world. In contrast,
cooperation is imperative to challenge the competition coming from the US, Japan, China, and other
emerging countries of the world. “European Higher Education in the World,” the European
Commission strategy, also manifests these issues of cooperation and competition in its three pillars of
internationalization strategy: mobility, internationalization at home, and cooperation and partnership
(de Wit et al., 2015; EU Communication 2013).
For example, Russia’s major economic reforms, since the 1990s, have important implications for the
higher education sector. Bulgaria, for example, hosts many Russian higher education institutions
including, the Moscow International Slavonic Institute and the Moscow State University of Industry.
Russia is also a place where joint and double degree programs, twinning, and franchise arrangements
take place. The Russian Higher School of Economics has arranged a double degree program with the
London School of Economics. In Moscow, the University of Oslo has located its Centre for Medical
Studies. The Stockholm School of Economics operates in St. Petersburg. The British Open University
has 80 business training centers across Russia. The University of Southern Queensland is delivering an
academic program in Vladivostok, in collaboration with Far Eastern National University (Altbach and
Knight, 2007).
From India, International Institute of Information Technology arranges to offer master and PhD
courses through the Russian-Indian Centre for Advanced Computer Research in Moscow (Altbach,
2007). From the US, the University of Indianapolis also appeared on the soil of Greece. The initial
arrangement, whereby students would start their studies in Athens and complete the program in the
United States, evolved into a campus called the University of Indianapolis, in Athens (Altbach, 2007).
A private company called Laureate Education (formerly Sylvan) possesses part or all of the
Universidad Europa de Madrid in Spain, Les Roches and Glion Hotel School in Switzerland, and the
L’ecole Superieur du Commerce Exterieur de Paris in France. Apollo International offers its courses in
the Netherlands and from Singapore Raffles La Salle arranged an agreement with Middlesex
University of North West London to offer fashion and design programs on the bachelor and master
levels (Altbach and Knight, 2007).
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6.3. Internationalization of Higher Education in Asia-Pacific
6.3.1. The Region of Asia-Pacific
The region of Asia-Pacific constitutes the “Confucian Zone” that includes South East Asia (Myanmar,
Indonesia, the Philippines, etc.), East Asia (China, Taiwan, Singapore, Korea, and Japan, etc.), and
Oceania41 (Australia, New Zealand, and Islands on the Pacific). Other countries/regions in the area of
Asia are India, where higher education is growing slowly in comparison to the Confucian zone;
Bangladesh, Pakistan, and Nepal are further behind. The Middle East is observed to have modern
higher education but with low societal spirit for it (Marginson, et al., 2011). National history,
geographic location, language and economy, politics and religion, and their relations with each other
shaped the countries of the region of Asia-Pacific. The region is best understood in terms of several
sub-regions that are interconnected with distinct characteristics. The OECD (2004b) document has
categorized Asia-Pacific into six sub-regions:
1. China, Japan, Korea and Chinese Taipei make up the East Asian group with dynamic
export economies, strong national identities, and some common cultural attributes
2. Southeast Asia includes eight countries, including Indonesia, Malaysia, Myanmar,
Indochina. They have different potentials for funding national educational provision,
educational participation and adult literacy, and cross-border engagement.
3. Two city-states of Singapore and Hong Kong, China. These cities are partly Sinophone
and partly Anglophone. These global hub cities play a key role in the world and regional
economies, linking large Asian markets with the Anglophone and European countries, and
they are active in the reciprocal knowledge economy and cross-border education flows.
4. The South Asia sub-region includes eight countries of the region that include the very
large populations of India, Pakistan, and Bangladesh. This sub-region is characterized by
the common Indian cultural heritage and with uneven distribution of education provision
and literacy
5.

Asia-Pacific also includes Papua New Guinea

6. Australia and New Zealand are economically integrated with East and Southeast Asia
through trade in education and other commercial sectors. They are also linked to the
Atlantic zone and use English as their national language. These are advantages and
opportunities to benefit better than others from the internationalization of higher education
in the region.

41

Australia and New Zealand and many Pacific Islands are different from the rest of Asia in that they are characterized by the BritishEuropean heritage of government, economic, civic, and public forms.
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6.3.2. Higher Education in Asia-Pacific: Brief Review
Most of the countries in the region of Asia-Pacific are at the level of higher education massification.
Although there is a relatively high private investment in higher education, their public investment in
tertiary education is below the OECD average. Private higher education institutions in Asia-Pacific
enroll the largest number of students next to Latin America. Private higher education institutions cover
57.3 percent of the regional higher education institutions (OECD, 2006b). According to the
observation of OECD (2006b), the higher education system in the region of Asia-Pacific constitutes
poor, solid, not large enough, and highly supported by private investment.
Public investment is very low in Indonesia and Myanmar, so that the infrastructure is poor,
professional salaries are low, school hours are fragmented and coverage of the rural
population is poor. It is also low in Laos, Cambodia, Papua New Guinea and all of South Asia.
In Indonesia, education constitutes just 5.2% of all public spending, less than half the OECD
mean and a quarter of spending in Thailand, Malaysia and the Philippines. Public investment is
not high in China and Chinese Taipei but there is significant private investment. Though the
public education budgets in Singapore; Korea and Hong Kong, China are solid rather than
large, education absorbs a high proportion of total public spending and is buttressed by private
investment. Public outlays on education as a proportion of GDP are higher in the small Pacific
nations with limited private capacity, and very high in wealthier Malaysia, which spent 7.5% of
GDP on the government funding of education (in 2000), 1.3% on tertiary education institutions
(in 1999), which is higher than many OECD countries, and a remarkable 0.6% of GDP on
subsidies to families for tertiary education (OECD, 2006b, pp. 144-145).
Private investment in tertiary education plays a significant role in the region of Asia-Pacific than it
does in Western Europe. For instance, in 1995, the total Korean expenditure on higher education was
13.3% of the GDP, 4.4% public and 8.9% private, which is the highest of any developed nations.
Private higher education investment, in 1999, covers 56% in Japan, 49% in Indonesia, 16% in
Thailand, 7% in Malaysia, 21 % in China (OECD, 2006b).
Australia, New Zealand, South Korea, and Japan are members of the OECD and share robust export
profile and sophisticated financial systems, and high-quality information and communication
technology. In addition, these countries have an extensive education system that is above the OECD
average and well above the rest of the Asia-Pacific region domestic participation levels. Singapore,
Hong Kong, China and Chinese Taipei are strong economies and have a modern society with high
levels of information and communication technology and strong research and development activity.
Their domestic education systems are good quality but have insufficient capacity to meet local
demands, and many people in these relatively globalized nations are aware of the advantage of foreign
education (OECD, 2004b). Moreover, South East Asia challenged the unequal relations, characterized
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as “peripheries,” with the Western world by developing ambitious reforms in university systems, by
forging regionalization, and establishing intra-regional and inter-regional cooperation of higher
education as a challenge to the unequal center-periphery framework (Quy, 2010).

6.3.3. Regional Reform Agenda
The Asia-Pacific nations have been engaged in a comprehensive restructuring of their higher education
systems in the search for visibility through a series of internal and benchmarking exercises in order to
strengthen their global position (Deem et al., 2008). This trend together with other phenomena, like
increasing international competition, pursuing higher ranking in global university league tables, and
the quest for creating world-class universities, have generated significant impacts on the higher
education systems in Asia-Pacific. Universities in Asia-Pacific are seriously concerned with global
competition.

Association of South-Eastern Asian Nations (ASEAN)
In general, higher education reform and internationalization policies and efforts are observed not only
in Australia and in Singapore that have already established strong international network, but also in the
most populated Asian countries of India, the Chinese mainland, Indonesia, Malaysia, Hong Kong,
Thailand, Vietnam, and South Korea that started to emphasize internationalization. Particularly,
Australia, Singapore, Hong Kong, and Malaysia have tried to become the regional hubs by exporting
higher education services to India, Indonesia, Taiwan, Thailand, Vietnam, and South Korea (Wing
NG, 2010).
The countries of the region have developed regional forums for cooperation. One of these is the
Association of Southeast Asian Nations (ASEAN). Indonesia, Malaysia, the Philippines, Singapore,
and Thailand established ASEAN in 1967 in Bangkok. The seat of the association is Jakarta,
Indonesia. The objective was to promote political and economic cooperation and to ensure regional
stability. Then, other countries joined ASEAN, and by 1999 member states had grown to ten.
Moreover, in 1996, ASEAN forged an institutional multilateral dialogue forum known as the AsiaEurope Meeting (ASEM). In 2008, ASEAN established an EU-style community through the signing of
a charter that makes the region a legal entity. Its charter entered into force on 15 December 2008, and
its community comprised three major pillars: the Political-security Community, Economic
Community, and Socio-Cultural Community. ASEAN has exerted greater influence on Asia-Pacific
socio-economic, political, and cultural dynamics. As a result, China, South Korea, Japan, India,
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Australia, and New Zealand joined the 2005 ASEAN meeting for the first time. In 1978, the first
ASEAN-European Economic Community ministerial meeting held in Brussels 42 . In 2010, at the
Bandar Seri Begawan plan of action to strengthen the ASEAN-EU enhanced partnership, the action
plan aimed at raising the partnership to a higher level in the years between 2013 and 2017. One
important area of the action plan was to enhance cooperation in education, health, and people-topeople contacts. The two regions agreed to “continue to promote mobility of students and academics
between ASEAN and EU higher education institutions,” to “support the initiatives of the ASEAN
University Network and promote mutual recognition and student mobility in ASEAN,” and
“promoting cooperation in Science and Technology.”43
According to Dang (2015), ASEAN and ASEAN+3 (China, Japan, and South Korea) were observed
the development of the Bologna Process, the European Higher Education Area and the European
Research Area as useful models for their regional higher education reforms. From the European side,
different mechanisms have been devised through which the European higher education policies are
diffused to the region of Asia-Pacific. The Bologna Follow-Up Group (BFUG) prepared a draft report
on the three pillars of the external dimension of the Bologna Process, “attractiveness, openness, and
cooperation” in 2002 with the intention of reaching the rest of the world (BFUG, 2002). Since the
2000s, the European Commission has also rendered financial support to a number of ASEAN projects
such as the ASEAN-EU University Network Program, the Asia-Link program, Asia Windows, the
EU-Asian Higher Education Platform (Dang, 2015). “The Bologna Process has inspired the ASEAN
ministers to set an ambitious plan in 2008 with an aim to achieve greater regional harmonization
involving 6500 higher education institutions and 12 million post-secondary students - about the same
size as the EHEA” (Dang, 2015, p. 763). ASEAN received support from the European Union, and one
of the major areas of support has been education. Through policy diffusion across policy making sites
and policy mutation processes, some Bologna and related policy ideas are transferred from Europe to
Asia-Pacific. Acharya (2009) argues that these policy ideas are not direct replicas but transformed into
regional contexts or “cognitive priors” by “localizers,” or local policy actors. For Dang (2015)
“ASEAN actively constructs a nascent “ASEANess” higher education region and can potentially
change the nature of engagement with the European counterpart. From being a collection of “third
countries,” ASEAN becomes a strategic partner in inter-regional cooperation with the Bologna
countries” (Dang, 2015, p. 764). In 2009, the 15th ASEAN Summit in Thailand gave new force and
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features to the issue of Education. The focus of ASEAN has shifted from regional solidarity to
cooperation for competitiveness. At this summit, participants agreed to advance mutual understanding
among ASEAN people and enhance the global competitiveness of the ASEAN Community (ASEAN,
2009).
“The Asia-Europe Meeting (ASEM) was conceived in Singapore as an informal meeting between
Asian and European leaders to enable the EU to engage dynamic Asian economies in a wider-ranging
dialogue” (Hwee and Hofmeister, 2010, p. 5). The initial aims were to build and strengthen real ties
between Asia and Europe. The Asia-Europe Meeting (ASEM) was established in Bangkok in 1996. It
was the result of a summit meeting of leaders from 15 EU countries, president of the European
Commission, heads of states and governments from ASEAN states plus China, Japan, and South
Korea. The “concept of closing the triangle – balancing the relations and creating strong links among
the three engines of economic growth in the world – North America, Europe, and East Asia” was the
strategic rationale behind the establishment of ASEM (Hwee and Hofmeister, 2010, p. 6). ASEM is
not a mere educational forum but a multilateral forum dealing with various political, economic, and
socio-cultural dialogues between Asia and Europe. The issue of education is part of the socio-cultural
pillar of ASEM. It has, however, facilitated and promoted academic mobility between the two regions
of Asia and Europe. Particularly, the duties of the Asia-Europe Foundation (ASEF) established in
1997 has played an imperative role to facilitate ASEM’s outreach to civil society, academia, and the
broader public. As Asia rises and Europe expands to assert a global role, ASEM plays an imperative
role in shaping the global political economy (Hwee and Hofmeister, 2010). ASEM seems to forge an
ideal and new Euro-Asian region or inter-regionalization for higher education. At the same time, the
rising of Asia-Pacific has created an alternative opportunity for Africa, which, for long, had been
closely attached to the Western world.
Moreover, from around 2008, through ASEM and other regional partnerships, Asia-Pacific countries
were considering ASEAN common space for higher education. Unlike the Bologna Process, which
requires high standardization and drastic changes to national higher education systems and therefore
known as “melting spot harmonization,” the ASEAN common space for higher education
harmonization seeks collaborative links within differences. Student mobility is a basic aspect that
unites Asia-Pacific countries. It is known as “mosaic harmonization” (Kuroda, 2009). Inspired by the
European Erasmus, ASEAN+3 has launched a credit mobility program known as Collective Action for
Mobility Program of University Students in Asia (CAMPUS Asia) and ASEAN International Mobility
for Students (AIMS). Japan conceived and led CAMPUS Asia as one of the five-year strategic project
known as “Re-Inventing Japan,” China and Korea supported it at the China-Korea-Japan summit of
Heads of State in 2009. The Japanese Ministry of Education, Culture, Sports, Science, and Technology
(MEXT) launched CAMPUS Asia in 2011. The major aim of Japan in developing CAMPUS was to
extend and promote the international reach of its higher education institutions particularly universities
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through built-in connections with higher education institutions throughout Asia-Pacific, the United
States, and other Western countries. Unlike the conventional internationalization, in which Japan
accommodates increasing number of incoming and outgoing international students and provides more
taught courses in English, the CAMPUS mobility strategy has focused more on transnational
collaboration, setting up joint programs and research projects (Yamada, 2013).

Internationalization for the Formation of World-Class Universities
Asia-Pacific countries have focused on research as the major yardstick in measuring university
performances and the university-ranking exercise as a benchmark for standards. This has forced them
to observe the Anglo-Saxon and the Western experiences. The impression of internationalization of
higher education is to transplant the Anglo-American standards and practices in the region of AsiaPacific.
For instance, Hong Kong higher education has gone through several research assessment exercises,
modeling the UK approach to monitoring research productivity (Yat Wai Lo, 2009, p. 734).
Universities in Hong Kong have gone through major review exercises, and they were required to
differentiate themselves in terms of roles and missions, identifying major strengths and developing
their centers of excellence. The Hong Kong government demands academics working in Hong Kong
to engage in international research, command a high quality of teaching, and contribute to professional
and community services. As Hong Kong universities try to benchmark top universities in the world,
they are struggling very hard to compete for limited resources (Kwiek, 2004).
Taiwan also worked hard to make at least one university in Taiwan to be one of the top 100
universities in the world and at least 15 key departments or cross-university research centers will
become the top in Asia-Pacific in the next five years. To this end, the Ministry of Education and the
National Science Council have jointly launched the “Program for Promoting Academic Excellence of
Universities” that aimed at improving university infrastructure and invigorating research (Deem et al.,
2008). Scholars in Taiwan agree that, even though their pedagogical and academic freedom is
protected, the value of local studies is shrinking and threatened. Taiwanese academics complained
about the overuse of English for quality research and called for respecting the value of local
researchers (Yat Wai Lo, 2009, p. 739).
The Chinese government launched some projects such as the “211 Project” and the “985 Program” to
internationalize and increase the visibility of some of its universities. For the former project, “the
government has attempted to develop 100 key universities and key disciplines in the 21 st century with
additional funding allocated to institutions of higher education to improve their teaching and research
facilities” through the internationalization of higher education (Yat Wai Lo, 2009, p. 739). The “985
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program” is about transforming Tsinghua University and Beijing University (Peking University) to be
world-class universities in 2011 and 2015, respectively (Deem et al., 2008).
Japan launched the Flagship Universities project in which it has identified a few major Japanese
universities that could develop into world-class universities through the strategy of internationalization
(Deem et al., 2008). A strong national initiative has driven the Japanese higher education system since
the late 19th century. However, the Japanese attempt to internationalize their student population is
challenged as a predominantly self-serving nationalistic agenda. During the Meiji era, Japan, to gather
information concerning the world beyond it and to introduce Western culture, had sent Japanese elite
and invited international students around the world. In 1871, there were 281 Japanese students
studying abroad. Japan had sent its students to the UK (107), USA (98), Prussia (41), France (14), and
other countries in Asia. There were around 185 foreign teachers in Japan in 1872. They were recruited
from the UK (119), France (50), and the US (16) (Rivers, 2010, p. 442). The Meiji government was
more interested in the material integration than the human integration. Until Japanese returnees
replaced them, foreign teachers were kept separately at bay through various forms of exclusionary
employment practices. In the post-war period, the major rationale of internationalization in Japan was
political. Inter alia, it was to obliterate the pre-war militaristic image of the country (Ninomiya et al.,
2009).
In 1983, the Japanese government launched the “International Student 100,000 Plan”, the aim of
which was to increase the number of foreign students in the higher education institutions of Japan
from 10,000 in 1983 to 100,000 by 2000. The goal was achieved in 2003 when the number of
international students reached to 110,000 (Rivers, 2010). The number increased to 117,302 in 2004
and to 120,000 by 2005. At this period, the Japanese Association of Student Services Organization
was recruiting most of the international students from other Asian countries. In 2004, 93.4% of the
international students in Japan were from other Asian countries. Moreover, 66.3% were Chinese
(Rivers, 2010). Japan had enrolled 184,133 foreign students on 1 May 2014 (The Japan Times, 2016).
Due to the increasing importance of ASEAN in the region of Asia-Pacific as a market for Japanese
companies, Japan has planned to increase the number of foreign students from the region. The
Japanese Ministry of Education, Culture, Sports, Science, and Technology aims to increase the
number of international students studying in Japan from 200,000 in 2016 to 300,000 by 2020 (The
Japan Times, 2016). The notion of kokusaika (internationalization) was popular at this time through
the mission to create an international Japan (Kokusia kokka nihon). The “Asian Gateway Initiative”
has made Japan a bridge between Asia and the rest of the world in the flow of people, goods, money,
culture, and information. The competition from the European higher education institutions for Asian
students, however, has forced Japan to look for international students beyond Asia (Rivers, 2010).
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In 2008 and 2009, the Japanese government, to make Japan more open-minded, to maintain the
development of the society, and to internationalize academics and Japanese higher education
institutions, drafted two large-scale strategies. In 2008, the Japanese government announced the
“300,000 international students plan” and in 2009, it declared the “Global 30” project. 44 Both
strategies for internationalization aim to enable 30 selected Japanese universities to recruit and attract
300,000 international students from around the world by 2020 (Rivers, 2010). The 30 Japanese
universities were endowed with government funding of between 200 million and 400 million Yen
primarily to improve domestic campus conditions and facilities for hosting international students and
for the establishment of overseas recruitment branches (Rivers, 2010). Japanese academics have
shouldered the majority of the responsibility of creating the Japanese world-class universities.
Consequentially, with high investment, Japanese universities were highly visible in the Asian Ranking
Table; but shortly they declined in both regional and global leagues. Then, the Japanese government,
recognizing the position of Japanese universities in the fast-changing global environment, has
channeled additional resources to promote internationalization and encouraged students and academics
to engage in international collaborations and exchanges (Yonezawa, 2006). In addition to the need for
global visibility and competition, the driving forces behind the internationalization of higher education
in Japan have been Shoshika (the declining birth rate) and koreika (the aging population). In the years
between 2004 and 2007, the number of higher education institutions in Japan has increased from 709
to 756 despite the fact that the number of 18-years old Japanese youngsters dropped from 1.4 million
to 1.29 million (Rivers, 2010, p. 442). Similar measures have been taken in other Southeast Asian
societies like in Singapore and Malaysia through benchmarking and internationalization with overseas
institutions. States supported overseas international collaborations in research and teaching
(Yonezawa, 2006).

6.3.4. Regional Internationalization in Asia-Pacific
In the Asia-Pacific region, globalization driven economic imperatives that emphasize the importance
of productivity have exerted huge pressure on the state to restructure higher education in line with the
process and activities of internationalization (Wing NG, 2005). The internationalization of higher
education has been taken seriously within Asia-Pacific: “all the East Asian governments have placed
internationalisation of higher education at the top of their education reform agenda” (Mok 2007, p.
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It core objectives include the expansion of English-only courses (33 undergraduate and 124 graduate courses until 2014),
enhancement of systems for receiving and hosting international students, provide international students the opportunity to
learn Japanese language and culture, and promote strategic international cooperation (Rivers, 2010).
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435). The principles of Western New Public Management and neoliberal ideologies and practices have
significantly influenced the Asia-Pacific higher education reform agenda. Higher education
marketization, in the Asia-Pacific region, has two patterns. First, except Japan, Korea, Australia, and
New Zealand, the region is relatively underprovided with good quality education to meet domestic
demand. Hence, governments are encouraged to facilitate foreign education to supplement national
capacity. Second, most Asia-Pacific countries have developed middle-class students and families with
the tradition of private investment in education. Hence, they are ready and capable of paying for better
higher education at home and abroad (OECD, 2006a). Moreover, East and Southeast Asia has believed
that a foreign English-speaking higher education can provide positional advantages and perhaps
superior education quality and competence. Internationalization of the curricula and student learning is
pursued through the expansion of student exchange programs, the introduction of English as a medium
of instruction, and adoption of curricula and importation of textbooks from the United States and other
developed English-speaking countries (Huang 2003, 2006). All these factors and the need for the
acquisition of cultural attributes have encouraged high demand for cross-border education on a feepaying basis and a continuing increase in cross-border movement, thereby enabling the growing global
market in international education that have affected the characters and distribution of transnational
education. Governments also encouraged transnational higher education for nation building, global
relations, and national socio-economic developments (OECD, 2006b).
There are variations in the processes and patterns of internationalization in Asia-Pacific. Huang (2007)
identifies three types of internationalization models in the region of Asia-Pacific. These are the importoriented type, an import and export type, and transitional type. The first includes countries like
Vietnam and Indonesia that import educational programs and institutions from other countries, mostly
from the West. The second applies to Singapore and Hong Kong that import higher education
activities from Western countries and at the same time export their higher education activities to other
Asia-Pacific countries. The final type refers to such countries as China and Japan that tend to import
more educational services than they export, but are keen to export their own higher education services.
Chinese universities have worked hard to attract foreign students to China, and the numbers of foreign
students in China rose from 44,711 from 164 countries in 2000 to 265,090 from 194 countries in 2010
(Huang, 2008). Several branch campuses were established abroad, and many more provide Chinese
language and medicine and increasingly professional programs. Confucius Institutes have proliferated
in many parts of Asia-Pacific. These differences in the model of internationalization have resulted in
the adoption of distinct government-regulated, market-oriented, and transitional approaches of
governance as manifested in China, Hong Kong, and Taiwan, respectively.
The legal status of transnational higher educational activities also varies. Foreign institutions operating
in Malaysia and Korea are regarded as part of the private sector, in Japan incoming programs and
institutions only received official recognition in 2005. At that point, their legal status in China
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remained undefined, but they tended to operate as separate programs in national universities. In some
countries, foreign higher educational services, even though considered separate, are incorporated into
national systems of higher educational provision and subject to national regulation.
Transnational higher education provisions also vary in form. The variations in the forms of imported
educational services range from branch campuses to joint programs (Huang, 2007). For instance, in
China, joint programs exploded from two in 1995 to 745 by 2004. In the Arabian Gulf region, branch
campuses of major Western, especially American universities are flourishing and often concentrated in
so-called university cities (Huang, 2007). Vietnam is an emerging center of providers’ activity. RMIT
from Australia owns 100% of a branch campus, whereas Troy State University from the United States
established a branch of the International College of IT and Management. The number of active
partnerships between local and foreign institutions is steadily expanding. For instance, the University
of Hue in Vietnam recently developed a franchised and joint degree bachelor’s program in tourism
with the University of Hawaii. The Hanoi University of Technology is currently offering master’s and
bachelor’s degrees with higher education institutions from Belgium (1), France (8), Germany (1),
Singapore (2), and the United States (1) (Altbach, 2007, p. 122). The Vietnamese government recently
announced the development of the International University in Vietnam. This was another initiative to
increase national capacity for higher education. Half the university teaching staff will be Vietnamese,
and the other half will be from foreign universities. The involvement of foreign institutions will build
on and expand from the current links of Ho Chi Minh City National University (Altbach, 2007).
Australia, China, Egypt, and the United States are increasing cross-border education in Thailand. The
Egyptian Al-Azhar University and Jinan University from China plan to open a branch campus,
whereas Swinburne University of Technology (Australia) has operated a branch campus since 1998.
Troy State University has a teaching site in Bangkok for its MBA program; students can transfer to the
United States depending on funds and visa requirements. The Thai-German Graduate School of
Engineering, 13 Australian universities, and 9 UK universities also operate in Thailand (OBHE, 2004).
The University of New South Wales (Australia) planned to establish the first 100% foreign-owned
higher education institution in Singapore after receiving government approval. The university plans to
offer undergraduate and graduate programs and to develop a strong research capacity. Other foreign
institutions offer education and training programs in Singapore through joint ventures, exchanges, and
branch campuses, including the University of Chicago Graduate School of Business, Shanghai Jiao
Tong University, Stanford University, the German Technische Universität München, and the
Technische Universiteit Eindhoven (the Netherlands) (OBHE, 2004).
Singaporean institutions, in turn, are important exporters. The National University of Singapore and
Fudan University of China developed a joint MBA, aimed at Chinese and Singaporean students. The
National University is also embarking on a new graduate school initiative for Chinese students to be
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located in Suzhou Graduate Town, part of the Suzhou Industrial Park. Raffles LaSalle Limited is a
publicly traded Singapore company that provides programs in fashion and design in many Asian
countries. It is described as a significant example of international partnership. The company was
connected with higher education branches in Australia, China, Malaysia, and Thailand and a number
of in-county universities and colleges are partners. An Australian state and a Canadian province offer
the accreditation, while universities from Australia and the UK issue degrees (OBHE, 2004). The
Indian higher education sector imports and exports programs and services. For instance, the Caparo
Group, a United Kingdom steel, engineering, and hotels firm and Carnegie Mellon University, from
the United States, set up a new campus in India (Altbach and Knight, 2007). In relation to
transnational education, though there is some overlap in more than one group, the OECD has grouped
the countries of Asia-Pacific region into five groups (OECD, 2006b).
1. Developed exporter nations with strong domestic capacity and a minor role as importers of
education: The English-speaking nations of the region, Australia and New Zealand, belong to this
group. These nations have developed a predominantly entrepreneurial policy approach and provide
cheaper access to higher education to Southeast Asian countries and China than the United States
and the United Kingdom. National governments have supported the individual higher education
institutions’ initiation.
2. Developed nations with a strong domestic capacity but active as importers include Japan, Korea,
and Taiwan. Japan also exports in a large scale, particularly to China and Korea. Moreover,
internationalization abroad in Japan is intended to achieve foreign aid and international relations
purposes within the region of Asia-Pacific and to encourage the internationalization of Japanese
universities.
3. Developed or intermediate nations with inadequate domestic capacity, active as both importers
and exporters are Singapore, Hong Kong, China, Chinese Taipei and Malaysia, and India. Some of
these countries also straddle groups 3 and 4 and have only an export role. All these nations of the
region of Asia-Pacific have strong purchasing power and thus constitute important markets for
cross-border provision. Relatively, all of these nations, particularly Singapore and Hong Kong and
China, are competent in English. This position has helped them to be active players in the
internationalization abroad of higher education in the region and globally. Chinese Taipei mainly
focuses on domestic capacity and export English teaching to China. The education systems of
these countries also attract students from the region. For example, students from Malaysia study in
Singapore and others travel to South Asian countries like India.
4. Intermediate nations with inadequate domestic capacity are globally active as importers while
relatively undeveloped as exporters. This group makes up the largest single bloc in the AsiaPacific region in terms of both the number of nations and number of students. It constitutes China,
Vietnam, the Philippines, Thailand, Indonesia, Sri Lanka, Bangladesh, and Pakistan. Even though
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it is poor in per capita income, Bangladesh has long been importing English-language courses for
its elites. The fulfillment of the unmet domestic demands and markets are the major driving forces
for providers of cross-border education. For instance, China and Thailand have a shortage of
places for tertiary education, while the Philippines needs cross-border education mainly for
domestic capacity building. Even though transnational education has the possibility of threatening
national cultural identities and increasingly cause brain drain, governments of the region have
considered transnational education and international research as having the potential to help
national socio-economic development.
5. Relatively undeveloped nations are characterized by both low domestic participation and weak
demand for cross-border education. This group includes countries like Laos, Cambodia, Myanmar,
Papua New Guinea and such small islands in the Pacific and Indian Oceans as the Maldives, the
Solomon Islands, Tonga, Tahiti and so on.
Generally, the region of Asia-Pacific is becoming a “third pole” in the higher education space next to
Western Europe and North America (Sharma, 2015). However, such a development has caused
debates and controversies in several Asian academic communities (Wai Lo, W.Y., 2009). Higher
education reforms in Asia-Pacific are under strong regional criticism that many of them follow global
practices and ideologies without proper modifications and contextualization and without “developing
their own unique systems and honoring the rich traditions and cultures of their own countries” (Wing
NG, 2010, p. 3). Deem et al., (2008) have commented that developing regions like Asia and Africa
were not learning policies, but they copied policies and created “dependency culture.” Countries that
do not learn but copy policy practices without proper adjustment and careful contextualization might
face problems of re-colonization and results in reproducing inappropriate cultural and political
environments that eventually harms the higher education (Deem et al., 2008). Some Thai scholars, for
example, argue that the Western way of internationalizing higher education has resulted in the
marginalization of local scholarship and studies. “The hegemony of the English-speaking systems in
the academic world gives a forceful reason for academics from non-English speaking countries to
abandon writing and publishing in indigenous language” (Yat Wai Lo, 2009, p. 734). The emphasis of
internationalization on research has also threatened the teaching role of the university. Mok, (2006)
has observed that Asian communities have considered internationalization to be “westernization” and
“modernization” or “Americanization” since the 19th century. Even though most countries in AsiaPacific and Africa were freed from colonialism after the Second World War, “many of them were not
really decolonized in practice, since most of them have been influenced strongly by Anglo-Saxon
standards or ideologies. A number of Asian countries have just followed the academic practices
dominated by the Anglo-Saxon paradigms” (Deem et al., 2008, p. 93). The English language and
world-class standards of universities are the two major Anglo-Saxon hegemonic influences over the
rest of the world. As a strategy of internationalization, English has been used as the medium of
instruction, and many English courses have been introduced from Australia, the UK, and the USA.
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Academics were forced to learn English or English-speaking academics were imported. As
international exchanges, home students were sent overseas, and academics were implicitly forced to
internationalize for exposure and to copy research and teaching practices of the West. In doing so, they
have reinforced the Western hegemony (Deem et al., 2008). Moreover, this may be counterproductive
in terms of public sector reforms. Deem et al. (2008) commented that Asia should not understand
internationalization in the way the Western world had understood it.
We should not simply understand “internationalisation” in Asia as following the American or
Anglo-Saxon standards and practices. Although the academic communities in Europe and the
United States have been regarded as more “advanced” than the Asian counterparts, higher
education institutions in general and academics in particular must critically reflect on to what
extent and in what way the so-called “good practices” identified from the West can really
integrate well with non-Western education systems (Deem et al., 2008, p. 93).
These and other challenges have forced scholars to explore other possible ways of integrating the
international dimension with local dimensions, particularly in the developing world (Yat Wai Lo,
2009, p. 734). To harmonize the global situation with the local dimension, scholars suggested a threedimensional approach of internationalization. They called this framework the “glonacal agency
heuristic” to connect the global versions, national policies, and local practices (Marginson and
Rhoades, 2002). Internationalization at home, abroad and virtual internationalization may balance the
global with the national and local requirements. This is not, however, an easy task.

6.4. Internationalization of Higher Education in Africa
6.4.1. The Region of Africa
The continent of Africa constitutes more than 54 independent countries. The population of Africa was
estimated at 1.033 billion people in 2013. In 2025 and 2050, it is projected to 1.2 billion and 2 billion
respectively (AFIDEP, 2012). Economically, it is highly dependent on agriculture, which employs
60% of the region’s workforce (Teklu, 2008). Currently, the continent has more than half of the 20
fastest-growing economies in the world, which has contributed to what has been called the era of
“Africa rising” or a “New Africa” (Cloete et al., 2015).
However, Africa has entered the 21st century with huge unresolved issues, such as poverty, rapid
urbanization, the national question, regional integration, gender inequality, food insecurity, violent
conflict, political fragmentation, and the fact of occupying a subaltern position in the global
community and in global governance (CODESRIA, 2011). The legacy of colonialism with all its
facets is still a major problem for Africa. The effects of neo-colonialism are eminent. Consequently,
suppression of freedoms, the violation of human rights and dignity of the peoples, as well as the
looting of human, natural, and intellectual resources and underdevelopment have become the major
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features of the region of Africa. Moreover, low level of education, lack of modern techniques of
production and communication, volatile political environment, and frail economic conditions represent
the region of Africa. Substantially, therefore, the higher education institutions and cultures of the elites
are strongly marked, not by an African philosophy and development strategies guided by the interests
of African peoples, but by influences coming from the North, influences that are more alienating than
liberating and empowering (CODESRIA, 2011).
Decolonization did little to dismantle Euro-American economic and epistemic hegemonies. After
independence, partly, the Structural Adjustment Programs devastated both African economies and the
higher education institutions. African higher education also suffered under “the best practice”
catchphrase of policy copying practices. Internal socio-economic, cultural, and political problems are
also strong enough to undermine higher education development. External and internal problems forced
African scholars to succumb to brain hemorrhage or the brain drain of migration to greener sectors at
home or abroad. Euro-American academic paradigms overwhelmingly continue to shape African
scholarships, preoccupations, and perspectives. A foreign paradigm tends to derive its impetus not
from deep engagement with the real local and regional perspectives, but from ritual respect to the
theoretical and methodological fashions of Western scholarship (Zeleza, 2012).

6.4.2. Brief Background to African Higher Education
By 2004, higher education institutions that fulfill the criteria of a university on the African continent
were no more than 300 (Damtew and Altbach, 2004, Teklu, 2008). Africa had nearly 2,000 public and
private higher education institutions by 2015 (MacGregor, 2015). These institutions exhibit divergent
missions, visions and values, patterns of access, enrollment and equity, systems of management,
governance, and accountability, financing and budgeting models, quality of teaching and learning
pedagogies and infrastructures, levels of training for academic staff and research productivity, and
forms of national, regional, and international collaborations and partnerships.45 For instance, higher
education in North Africa, Botswana, Namibia, and South Africa, as well as some institutions in
Uganda, such as Makerere University, do better than the rest of Africa. In spite of having the oldest
university, the Al-Azhar Islamic institution in Egypt, and claiming ancient academic higher learning
traditions, almost all African universities have adopted the Western model of the modern university.
Colonialism has aborted and influenced African traditional higher learning academic organizational
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structure and instructional media. African higher education institutions/universities are establishments
of the universities of the colonial masters.
African higher education institutions, with varying degree and intensity, share common and
interconnected challenges. The common challenges include financial austerity and lack of capacity to
diversify funding sources, shortage of qualified faculty and poor faculty development, poor and
unsteady governance, and problems of quality and relevance in the curriculum. Frail research
productivity, innovation, facilities, and brain drain are other common features. Low access and equity,
and poor physical facilities and infrastructure further complicated the problems (Sy Habib, 2003;
Damtew and Altbach, 2004; Sichone, 2006; Teichler, 2004; Knight, 2013). The unequal competitive
playground of globalization and internationalization has further complicated the difficulties of higher
education in Africa (Sy Habib, 2003; Altbach, 2004a). Moreover, from the outset, the internal
developments of African higher education institutions have been exposed directly to the influences of
the policies of European institutions and donors (Altbach, 2004b; Mohamedbhai, 2008; Brock-Utne,
2003). Thus, modern higher education institutions in sub-Saharan Africa particularly have copied the
Western higher education models as Mohamedbhai (2008) has reflected in the following excerpt:
The history of the modern African University, as it is now known, can be traced back to the
period between 1930 and 1960, when the few African western-educated elite, who saw
European education as a strong tool to fight against colonialism, demanded the creation of
European systems of education in Africa firmly believing that anything that was good for the
Europeans was also good for the Africans. Most of the countries in sub-Saharan Africa
eventually had universities created but, in the majority of cases, it was after they had attained
independence from their colonial masters. Most of these African universities were, however,
modeled on specific institutions of the colonial powers and during the period spanning the
beginning of the 20th century and the 1950s, all higher education programs in Africa reflected
the major trends in philosophical discourse and policy debate among the major western powers
i.e. the colonial powers and the USA (Mohamedbhai, 2008, p. 2).
African higher education institutions were considered as specific campuses of a certain university in
the colonial country. Initially, most of them bore the names of the European higher education
institutions. For instance, the University of London had strong influence on Fourah Bay College in
Sierra Leone, (which was known as College of the University of Durham previously), University of
Ibadan, University of Ghana, and Harare University (previously University of Salisbury), and College
of Zimbabwe (previously College of Rhodesia). Universities of Dakar, Yaoundé, Abidjan, and
Brazzaville were under the strong influences of the French Universities (Mohamedbhai, 2008).
Universities, the only knowledge-producing institutions in Africa, were declared as “development
universities” in the immediate post-independence period. Newly established African governments
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expected that universities play an important role in the socio-economic, cultural, and political
developments of the continent (Cloete et al., 2015). The financial share of higher education was higher
and significant during the 1960s and 1970s. Supported by their ex-colonial masters, African
governments allocated reasonable fund to universities. Cote d’Ivoire increased education fund from
7.4% of the GNP (Gross National Product) in 1965, to 31.7% in 1973, and to 45.0 % in 1981. Other
countries also spent between 25% and 30% of the GDP on education (Assié-Lumumba, 2005;
Mohamedbhai, 2008). However, African universities did not fulfill their development role. In their
function of knowledge production, African universities are generally lagging behind the rest of the
world because partly, African governments did not support them to realize/discharge this major
function. African governments did little to promote the development role of the higher education
institutions partly because:
Many of these governments had not developed a coherent development model, with notions of
what the role of the universities would be. Instead, many had become increasingly embroiled in
the internal power struggles, as well as the external politics of the Cold War and the politics of
funding agencies such as the World Bank. Instead, “not leaving the universities alone” became
interference by government, rather than steering (Cloete et al., 2015, p. 7).
In addition, based on the infamous principle of the rate of return on investment in education,
international agencies, particularly the World Bank, persuaded African governments to emphasize
basic education rather than the higher education sector (Woodhall, 2003). The World Bank’s “policy
advice” through the so-called Structural Adjustment Program has incapacitated African governments
from supporting their institutions. As a result, in the 1980s and 1990s, higher education in Africa faced
serious financial austerity (Cloete et al., 2015). Higher education institutions perform poorly in
teaching, research, and services. They are detached from their society. The problems, in addition to the
legacy of colonialism and the post-colonial pressures, could be found in the poor socio-economic,
cultural, and political background of the African society in which the higher education institutions are
operating. The result is that, in the international division of intellectual labor, the position of Africa as
a center of study and knowledge production remains precarious. Research expenditures and
productivity across Africa are low and below world standards. In fact, 80% of research output in
Africa comes from three countries namely, Egypt, South Africa, and Nigeria. Above all, the region of
Africa as a whole and the higher education institutions in particular suffered from endless brain drain
(Zeleza, 2012).
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6.4.3. Features of Internationalization in Africa
Historically, the internationalization of African higher education is closely related to colonialism. The
emergence of the new information and communication technology, globalization, and the importance
of the knowledge society for the knowledge economy further dragged Africa into the global
internationalization. The building of human skill and knowledge capacity has become not an option
but a necessary precondition for development. Considering the low circumstances under which it is
operating, the rationale for African higher education internationalization has been academic capacity
building. However, the global situation and the internal situation did not allow this. Moreover, the
brain gain, policy-driven interest of the rest of the world has triggered brain drain for Africa. Uneven
exposure to globalization and internationalization also complicated the problems. African higher
education institutions, even though connected to the outside world through the colonial establishments
and post-colonial linkage or the so-called interconnectedness, are highly marginalized. African higher
education institutions are not well prepared to play the global competition of internationalization
efficiently. Outbound academic mobility characterizes the inter-regional internationalization of
African higher education. Thus, the borrowing of institutional and intellectual models from and the
flows of students and academics to the North have dominated the historical patterns of
internationalization for African higher education institutions.
According to the UNESCO Institute of Statistics (2006), students from sub-Saharan Africa were the
most mobile in the world. One out of every 16 or 5.6% of global mobile students is from Africa,
particularly from sub-Saharan Africa. In fact, some African countries such as Cape Verde have more
students abroad than in institutions within the country. Kenya, in 2001, had the highest number of
students studying abroad, and it was the only African country among the top 20 sending students to the
USA in 2005 (Mulumba et al., 2008). At the other end, only one out of 250 of the international
students originated from North America. African, Arab, and Chinese students are the driving forces
behind the internationalization of higher education (UNESCO, 2006).
As in other regions, the patterns of internationalization among African countries and institutions vary
according to history, resources, geopolitical position, and leadership, at national and institutional
levels. Africa, with the partial exception of South Africa and Egypt, shows the fewest international and
cross-border initiatives. South Africa and Egypt are two strong international higher education
providers on the continent of Africa. The University of South Africa (UNISA) has opened many
branch campuses in many countries of the region of Africa. It also offers postgraduate courses in an
open distance mode. In 2008, the ancient Al-Azhar Islamic University of Egypt became one of the
very few African universities to open an overseas branch campus in Malaysia, and it has announced
plans to open branches in Thailand and China (Altbach and Knight, 2007; Singh, 2008). Al-Azhar is
considering opening branch campuses in other countries including in the United States, Bangladesh,
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Belgium, Denmark, Germany, Iran, Iraq, Israel, Madagascar, Sudan, and Tanzania. Alexandria
University, and Mansoura University, and Cairo University of Egypt are opening cross-border branch
campuses within Africa (Sawahel, 2015).
In recent years, there are some trends from which intra-African or regional internationalization is
emerging in Africa. Even though the IAU (2010) has revealed that most African higher education
institutions preferred to have regional cooperation in the process of internationalization, practically
this is not that robust. Concerning inbound mobility, except for Egypt and South Africa, no subSaharan African country has significantly attracted international students from outside the region
(Jowi, 2009). The two countries are the leading continental destinations of foreign students as well.
The numbers of international students in South Africa grew from about 12,600 in 1994 to 64,784 in
2010, which is equal to 7.25% of the total South African student body (Kishun, 2007). In 2010, the
majority of the foreign students, which is about 46,496 or 77.8%, came from other Southern African
Development Community (SADC) countries.46 This underlines the fact that intra-regional flows are
stronger than inter-regional flows in the African continent (Varghese, 2008).
Internationalization at home, in Africa, is a campus-based international activity such as seminars,
workshops, extra-curricular activities, summer school programs, and guest lectures. An important
aspect of internationalization at home is the recruitment of students and staff from abroad. This has not
been vibrant in African universities, inter alia, due to the perceived low quality of academic programs,
poor marketing of academic programs, rising local demand, lack of credit transfer modalities and weak
institutional support structures (Jowi, 2009).
Some African and Africa-based international actors are (regional governmental organizations,
international research organizations, university associations and international foundations or agencies)
trying to activate the regional internationalization endeavors including promoting interactions,
exchanges, and collaborations among African higher education institutions. These include the African
Union (AU), the Association for African Universities (AAU), the Southern African Development
Community (SADC), the International University Council for East Africa (IUCEA), the Organization
for Social Science Research in Eastern and Southern Africa (OSSRESA), to mention a few. Locally
based international research organizations also include such partners as UNESCO, UNDP, the World
Bank, the European union, the Ford Foundation, the Association of Commonwealth Universities, the
Netherlands Organization for International Cooperation in Higher Education, the German Academic
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Exchange service, the Norwegian Agency for Development Cooperation and many others (Jowi,
2009). The African Network for the Internationalization of Education (ANIE) is a non-governmental
organization aiming at “promoting greater understanding of how internationalization can strengthen
higher education and ultimately higher education’s contribution to the community and society at
large” (Sehoole and Knight, 2013, p. 2).
The number of providers outside the region of Africa has been growing in many African countries.
The new information and communication technologies, as elsewhere in the world, have increasingly
facilitated and structured the processes and prospects of internationalization across the continent
(Zeleza, 2012). The growth of transnational education through the establishment of European and
American branch campuses, joint degrees, and collaborative programs has reinforced these trends.
Traditional western universities, professional associations, global and multilateral agencies,
international financial institutions, philanthropic foundations, and increasingly commercial companies
constitute the major higher education providers in Africa. For instance, Egypt accommodates private
foreign universities from Germany, the US, the UK, Canada, China, France, and Japan (Sawahel,
2015). In partnership with the African Leadership Forum, the private Universiteit Nienrode
(Netherlands Business School) recently opened a branch campus in Nigeria. Kenya hosted two private
nonprofit universities from Pakistan and the US. In 2002, from Pakistan, the Aga Khan University that
specializes in nursing education opened a branch university campus in Kenya. The Alliant
International University from the United States provides education in social sciences and the
humanities in Kenya (Altbach, 2007). Bond and Monash from Australia, De Montfort from the United
Kingdom, and the Netherlands Business School are operating in South Africa. Mauritius is trying to
establish itself as a “cyber island” by attracting foreign information technology firms from the West
and India. A key aspect of its plans is to establish “Hubs of Excellence,” integrated education and
training “knowledge centers.” More than 50 foreign universities and professional bodies offer local
programs, mostly at the diploma or certificate level and in specialized fields. “Attracting foreign
education providers to support the education and training needs of a new ‘cyber island’ may stem the
brain drain or even stimulate brain gain, but local education institutions may pay a price” (Altbach and
Knight, 2007, pp. 297-298).
African higher education is also making efforts to internationalize via sub-regional initiatives. East
Africa is arranging to harmonize higher education through the East African Community, the
coordination of the Inter-University Council for East Africa (IUCEA), and the influence of the
Bologna Process. North Africa has joined the Euro-Mediterranean Higher Education and Research
Area and considered the Bologna model of Licence, Master, and Doctorat through the French higher
education system (Clark, 2014). West Africa is considering the importance of reforming higher
education structures to facilitate intra-regional mobility. Portuguese-speaking African countries are
also deliberating establishing a Lusophone Higher Education Area. Attempts to regionalize Southern
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Africa higher education through political and economic mechanisms have been started since the time
of Apartheid. However, following independence, states of the regions conceptualized regionalization
in the formation of the Southern African Development Coordination Committee (SADCC), which
later on developed into the Southern African Development Community (SADC), a regional economic
community. The Southern African Region Universities Association (SARUA) facilitates higher
education internationalization of the sub-region, however (Clark, 2014).
While the impact of the Bologna Process is less apparent in sub-Saharan Africa, it does appear that the
European experience is beginning to emerge on the radars of education reformers in the region as a
potential model for reform and increased regional cooperation. In July 2007, a conference was
convened in the Democratic Republic of Congo to discuss African Universities’ adaptation to the
Bologna Process. This meeting was a succession to two conferences in Dakar, Senegal (July 2005) and
El Jadida, Morocco (May 2006). According to Clark (2014), the 2007 conference aims to discuss ways
in which African higher education institutions can learn lessons from the Bologna process to build
international cooperative relationships across four main themes (Clark, 2012):


the decision process that has brought African higher education institutions, particularly
universities or countries to opt for the Bologna model;



the direct or indirect effects of the decision to adopt the Bologna model: curriculum reform,
quality assurance and accreditation, mobility, recognition and joint degrees, professional
master’s/research master’s degrees and doctoral schools;



the current evolution of the emerging countries’ universities, and their place in globalization;



The role of international and/or financial organizations in the promotion of the Bologna model

The external dimension of the Bologna process and the various mobility programs also shaped and
influenced the features of internationalization in Africa. In 2007, the African Union reported that its
strategy should be the harmonization of higher education programs in Africa in the European model
(AU, 2007). This strategy emphasized establishing interconnectedness among higher education
institutions, networks, national systems, regional university associations and other key higher
education actors. The objective of this strategy had been to create Pan-African higher education and
research area through which the capacity and role of regional university associations will be
strengthened. The regionalization of higher education on the African continent includes such
initiatives as African Quality Rating Mechanism, the Nyerere African Scholarship Scheme, AfriQANnetwork of quality assurance agencies, regional centers of excellence, updated Regional UNESCO
Arusha Convention on the Recognition of Qualifications, a Pan-African University, and the new Open
Education Africa project (AU, 2007). The following are brief discussions on sub-regional
internationalization under the influences of the Bologna Process.
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East Africa
Among the East African Community (EAC) partners (Burundi, Kenya, Rwanda, Tanzania, and
Uganda), Kenya, Uganda, and Tanzania have established a similar arrangement to harmonize higher
education systems in East Africa after a memorandum of understanding was signed between the three
countries in 2006. The three countries have established a common quality assurance and mechanisms.
The key objective of establishing common quality assurance mechanisms, coordinated by the InterUniversity Council for East Africa (IUCEA), is to forge a credit transfer system that will allow the
movement of students and credits across borders and between institutions (Clark, 2014). Some
important progress has been made among the three member states. Among other members of the east
African Community, Uganda, Tanzania, and Kenya have been working together in the area of their
quality assurance and accreditation systems. They have more or less harmonized their higher
education systems and accreditation mechanisms. For instance, Kampala International University,
which is registered and accredited in Uganda, has been allowed to operate in the other East African
countries. Similarly, Jomo Kenyatta University of Agriculture and Technology (JKUAT), in Kenya,
has been allowed to open a campus in Tanzania without being required to undergo another
accreditation and chartering process in Tanzania.47
The East African Community, as a sub-region, has been working towards harmonizing higher
education, with the aim of forging regional credit transfer systems and initiating and enhancing
academic mobility, in the sub-region since 2010 (Nganga, 2010). Since 2010, the five East African
Community member states have crept closer to harmonizing and standardizing their university
education systems, which will enhance student access and academic mobility (Nganga, 2014).
Even though the sub-region has taken several important steps towards regional harmonization and
accreditation, still it could not reach a conclusion. This is because “controversy arising from
nationalistic interests, with partner countries unwilling to relinquish sovereignty for the sake of a
regional system. There are also large variations in quality and curricula, length of degrees and
inadequate financing of universities” (Nganga, 2014, no page).

North Africa
Perhaps the clearest example of the impact of Bologna on the African continent is seen in the Frenchspeaking countries of the Maghreb. All three former French colonies (Tunisia, Morocco, and Algeria)
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have shown great interest in following the model of the French higher education system for their
higher-education traditions. Currently, these countries are in the process of realigning their higher
education systems along similar lines to the new Bologna-inspired French qualifications framework of
Licence, Master, and Doctorat (LMD) (Clark, 2012). With the support of the French government, the
European Union and the World Bank, both Algeria and Morocco introduced, at a pilot group of
faculties, the Licence-Master-Doctorat degree system in the 2003-2004 academic year. By 2007,
Tunisia was examining the advantages and disadvantages of implementing a Bologna-inspired higher
education model (Clark, 2012).
Moreover, there was a bigger deliberation, through the TEMPUS initiatives, to incorporate the three
countries of the Maghreb in what has been known as the “Euro-Mediterranean Higher Education and
Research Area.” 48 This Euro-Mediterranean partnership became a reality at the Barcelona Conference
in November 1995, which brought together the Ministers for Foreign Affairs of the EU Member States
and the Mediterranean non-member countries. In January 2006, member states signed the founding
document, known as the Catania Declaration, for the proposed education area. In addition to EuroMediterranean and Maghreb countries, Egypt and Jordan joined the area. The language used in the
Declaration covers action lines similar to those in the Bologna Declaration and other supporting
documents such as comparability and readability of higher education systems; transferable credits;
easily readable qualifications relevant to academia and the labor market; and shared quality assurance
goals to promote the mobility of students and faculty. The Mediterranean University Forum
established at the university level is spearheading an initiative among universities within the 35 EuroMed countries to promote discussion on how best to define the role of the university within the
Mediterranean area (Clark, 2012).

West Africa
There were preliminary discussions in the countries of the West African Monetary and Economic
Union (WAMEU) aiming at the importance of reforming higher education structures. There are also
considerations on the importance of introducing the LMD structure on a sub-regional basis that may
benefit intra-regional academic mobility and overall university performance. Since 2002, the Agence
Universitaire de la Francophone (AUF) has been sponsoring regional seminars on university reform.
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The debate at these seminars has largely centered on the introduction of LMD-style structures. In the
recent years, attention has also been paid to issues such as improving quality assurance structures,
introducing joint degrees, improving research capacity, institutional management, and building centers
of excellence. Finally, WAMEU countries adopted a declaration to facilitate academic mobility by
guaranteeing citizens of the WAMEU equal access to studies at any member country’s public
universities. The African Development Bank has emphasized the introduction of LMD systems in
WAMEU countries as an effective way of enhancing the “quality and relevance of training programs”
and has provided economic assistance in order to do so (Clark, 2012).

Portuguese-Speaking Africa
Two organizations, the Associacao das Universidades de Lingua Portugues (AULP)49 Association of
the Portuguese Speaking Universities and the Community of Portuguese Speaking Communities
(CPLP), are active forums for universities and policymakers from Portuguese-speaking or Lusophone
countries to cooperate. For more than 20 years, the AULP has been working towards gaining
international recognition with the objectives of promoting cooperation between higher education and
research institutions through the exchange of students, professors and researchers, and of participation
in research projects and sharing information (Langa, 2013). The AULP, even though it has its long
tradition of cooperation, it started to discuss the possibility of establishing the Lusophone Higher
Education Area (LHEA) in 2002, at its annual meeting in Luanda, Angola. Discussions focused on
cooperating under the proposed LHEA in four main areas that include quality assurance, mutual
recognition of qualifications, and student mobility and exchange through recognition of study periods
and double degrees. Finally, in collaboration with CPLP, the AULP produced a policy document
known as the Fortaleza Declaration in 2004. The signatories agreed to work towards building the
CPLP Higher Education Area under four main action areas, which include working to build mutually
acceptable and internationally recognized quality assurance structures, promoting students and faculty
mobility, harmonization of degree structures, building solid relationships between the CPLP Higher
Education Area and regional higher education areas (Clark, 2012; Langa, 2013). The countries focused
under this sub-region are Angola, Cape Verde, Guinea-Bissau, Mozambique, Sao Tome and Principe
(Langa, 2013).
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Southern Africa
Regionalization of the sub-region of Southern Africa as a political project of integrating the region
into a wider Southern African economy has been started since the time of Apartheid. However,
independent states of the region conceptualized regionalization in the formation of the Southern
African Development Coordination Committee (SADCC). This sub-regional entity was a regional
diplomatic alliance of independent Southern African States consisting of Angola, Botswana,
Mozambique, Tanzania, Zambia, and Zimbabwe. These Front-line States were committed to render
the necessary support to the people of South Africa in their struggle against Apartheid. The Southern
African Development Community (SADC) emerged in the 1960s and 1970s with the intention of
coordinating the political, diplomatic, and military struggles of the national liberation movements of
the sub-region of Southern Africa against colonialism and white minority rule (Sehoole and de Wit,
2014). According to Sehoole and de Wit (2014, p. 224), the major objectives of the SADC “were not
economic; rather, they took the form of diplomatic alliances, security concerns, the quest to end
colonialism, and the pursuit of national liberation.” Following the liberation of all SADC countries
from colonialism, since the new millennium, the aims of SADC were extended to include socioeconomic, political and security cooperation and integration among the 15 member states of the subregion. In 2000, the SADC Free Trade Area was initiated to facilitate trade cooperation and in 2008,
SADC joined the Common Market for Eastern and Southern Africa (COMESA) and in East African
Community to enhance the efforts to create the African Free Trade Zone (Sehoole and de Wit, 2014).
Following these regional political and economic developments, regional higher education bodies have
emerged to initiate sub-regional collaboration of higher education. For example, in 2005, the 15
countries of the Southern African Development Community member states launched the Southern
African Regional Universities Association (SARUA). The aims of the association are to enhance,
strengthen, and increase higher education, research and innovation using expanded inter-institutional
collaboration and capacity building initiatives throughout the region (Kotecha, 2012). Because the
region of Southern Africa constitutes diverse languages, cultures and levels of development, the target
of SARUA is not to establish homogeneity but to acknowledge diversity and collaboration. The subregion of Southern Africa consists of three linguistic groups of Anglophone (South Africa, Zimbabwe,
Botswana, Lesotho, Swaziland, Malawi, Tanzania, and Zambia), Francophone (Democratic Republic
of Congo, Mauritius, Seychelles, and Madagascar), and Lusophone (Angola, Mozambique other small
Islands). Namibia uses Afrikaans and German. SADC uses the three languages of English, French, and
Portuguese as the official languages. By 2014, SARUA constituted 63 universities of the region
(Sehoole and de Wit, 2014). Moreover, SARUA has been used as a forum to discuss issues related to
partnership and internationalization. For instance, in June 2012, in collaboration with the International
Association of Universities, a SARUA Vice-Chancellors Dialogue was held in Mozambique. At this
Dialogue, among others, included such issues as how to restructure the North-South collaborative
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relationships and partnerships on a mutual basis. Participants also questioned what intellectual space
internationalization could open up for scholars in, for and of the South (SARUA, 2012).
However, SADC does not have clear internationalization policy to address the process and strategy of
higher education internationalization and the development of higher education systems in a systematic
and strategic way. According to Kotecha (2012), internationalization of higher education takes place
on the initiatives of individual higher education institutions and governments on ad hoc opportunities
considered by partner countries and institutions in the North. The result of this is that:
Leaders and decision-makers in higher education institutions and in government are not
adequately shaping the internationalisation agenda according to the priorities of Southern
Africa. This weakens participation in critical debates around global co-operation in higher
education and contributes to the dominance of the European Union on key issues (Kotecha,
2012, p. 3).
In spite of the above endeavors and many other regional and sub-regional efforts to make African
higher education a vibrant participant in the global and regional process of internationalization, the
region of Africa still occupies a peripheral position. Africa has lost many of its academics, been unable
to develop its higher education performance, and at the same time, it has been alienated from its
society. Hence, it is not efficient and beneficial from internationalization as would be expected.
Kotecha (2012), for example, comments that even though it has intended to formalize higher education
cooperation following the 1967 Arusha Declaration, a declaration issued prior to the Bologna Process
in 1999, Africa failed to implement it. This meant then that Africa has lost a greater opportunity of
launching an African model of higher education internationalization. As a result, “higher education on
the continent has continued to fall further behind its Northern counterparts” (Kotecha, 2012, p. 1).

6.4.4. Regional Reform Initiatives
Profoundly, the major problems Africans are facing have intellectual nature that Africans have to face,
the current cul-de-sac. 50 Africans agree that something is fundamentally wrong with a number of
institutions of higher learning in Africa. African higher education institutions are replicas of Western
institutions but do not demonstrate the same public support and productivity as the original institutions
they imitated. Hence, Africans frequently try to make their higher education institutions more efficient
and competitive in their academic functions and to enhance their role in the national and regional
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socio-economic, political, and cultural development. Two major aspects of reform agendas are on the
table: To decolonize, de-internationalize, and indigenize on; and to make reforming African higher
education through modeling the global north. These two contradicting reform agendas are also part of
the problems African higher education are facing. The process of leading African institutions to
liberating perspectives, through the politics of decolonization that embraces African languages and
African interests, is one of the discourses behind the problem. Decolonization is a nonstop process of
“seeing ourselves clearly,” getting out of a state of either blindness or dizziness.51 This is a perspective
that allows Africans see inside and in relationships to others in the universe. It is not possible to lose
sight of the political economy of knowledge production in the contemporary world of higher education
and pretend to decolonize either the university or knowledge itself for that matter. It is imperative to
move towards a denationalized higher education space that would enhance:
the availability of a skilled labor force and foster the transferability and compatibility of skills
across boundaries while helping to set up intensive research collaborations between
universities and transnational corporations. Within this paradigm, the new mission assigned to
universities is to produce innovations that are necessary for the interests of transnationally
mobile capital. To this effect, a small number of élite universities must train tomorrow’s
creative classes.52
According to Zeleza (2012), five broad sets of issues are at the center of most reform agendas of
Africa. First, there are strong debates concerning the philosophical foundations of African universities
in terms of the principles reinforcing public higher education in an era of privatization, the conception,
content, and consequences of the reforms currently being undertaken across the continent. The second
set of issues is related to the management of quality control, funding, governance, massification,
access, equity, academic freedom and student and faculty politics in the face of democratization in the
wider society. The third element in the reform agenda constitutes pedagogical and research issues that
range from languages of instruction, educational systems, quality, and relevance of knowledge
production, to dissemination and consumption of knowledge. The fourth identifies the roles of higher
education institutions in supporting the historical project of African nationalism that may include
decolonization, development, democratization, nation-building, and regional integration. Issues of the
relationships between universities and the state, civil society and industry were also included in the
fourth set of reforms. This set also includes the role of universities in assisting in managing and

51

http://wiser.wits.ac.za/system/files/Achille%20Mbembe%20%20Decolonizing%20Knowledge%20and%20the%20Question%20of%20the%20Archive.pdf
52
http://wiser.wits.ac.za/system/files/Achille%20Mbembe%20%20Decolonizing%20Knowledge%20and%20the%20Question%20of%20the%20Archive.pdf

226

resolving the various political, social, and economic crises such as civil conflicts, disease epidemics
and environmental threats the African continent confronts. The role universities can play in the future
to promote the project of Pan-Africanism was also included in this section (Zeleza, 2012).
The fifth set of the issue of reform is closely related to the changing role of external donors from
philanthropic foundations to the World Bank and other international financial institutions and
multilateral agencies. This part includes such issues as the question of globalization, the impact of the
new information and communication technologies, the expansion of transnational provision of higher
education, and trade in educational services under the GATS regime. This part advocates such issues
as the possibilities of South-South interconnectedness and the role of African Academic Diasporas as
possible supporters of African higher education internationalization, as critical mediators in the
globalization of African knowledge and the Africanization of global knowledge (Zeleza, 2012).
From the point of view of internationalization, the 2015 Dakar summit, for example, embraced
“pursuing mutually-beneficial internationalization initiatives,” as one of its guiding principles and to
“mobilize the Diaspora to be engaged in transforming Africa’s higher education sector”53 as part of its
priority areas. Some 500 participants consisting of some 50 Vice Chancellors from across Africa,
students and academics, policymakers, business leaders, scholars, civil society leaders and other
stakeholders, who recognize the centrality of higher education to national development met in Dakar,
Senegal in March 2015.54 The aims of the summit include such issues as building a constituency for
transformation and investment, creating a shared vision for the future, coupling and highlighting
commendable efforts and initiatives, making feasible efforts and interventions, and spurring and
sustaining innovation in African higher education. At the Dakar summit, 55 on 10-12 March 2015,
participants have declared to identify and develop 200 African universities that constitute hubs
excellence in terms of knowledge, citizenship, and relevance to key African development needs by
2063. Every African country shall create one hub of excellence for every three million inhabitants. 56
Moreover, the summit called for an enabling of regional academic mobility by minimizing visa
requirements or by making visa issuance better and easier. Among the various measurement and
monitoring instruments was the establishment of a regional ranking agency. Participants have
recognized the instrumentality of establishing a partnership. Partnership, according to the participants,
enables African higher education institutions to share good practices, improve academic quality,
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employ and exchange academic staff with PhDs, increase funding for research, provide adequate and
modern research facilities and reward research excellence. Importantly, participants acknowledged
that Africa cannot remain poor forever, and the declarations should not be “just a talk shop, but a
clarion call for action” (MacGregor, 2015, no page). The Dakar summit has called for a DiasporaInternationalization Strategy. This is a strategy to turn Africa’s chronic brain drain problem to brain
circulation. There are more than 25,000 African academics working at universities in the United States
alone. By 2010, the African-born Diaspora worldwide represented more than 30 million people. Africa
considers the Diaspora to be the sixth (in addition to East, West, Central, North, and South African
regions) region. It also planned to launch a “10/10” initiative (10 thousand Diaspora scholars in 10
years). In this strategy, Africa sponsors 1,000 Diaspora scholars annually for ten years to continental
universities and colleges for collaboration in research, curriculum development, and graduate student
teaching and monitoring (MacGregor, 2015). This initiative needs a cautious approach because what
Africa needs should not be best experiences but best fits. The policy-driven inductive program is
necessary to acquaint the Diaspora with the current situation in the region. It is imperative to have rich
knowledge about the socio-economic, cultural, and political features of the continent to develop the
best fitting program and strategy.
The Dakar summit also decided to achieve a gross enrolment ratio of 50% within 50 years and urged,
inter alia, a significantly increased investment in higher education research and harmonization. It also
called for the creation of 200 “Hubs of Excellence” research universities (MacGregor, 2015).
Moreover, Jongsma (2015, no page) informs us that African Rectors, Vice Chancellors and Presidents
of Universities, at the 2015 conference in Kigali, Rwanda agreed that “forging ahead with the
internationalization of higher education is a matter of urgency.” Optimism is increasingly developing
to forge intra-African mobility of students to curb the brain drain, which has been synonymously
connected with internationalization. For instance, in the 2010/2011 academic year, 2.9 million
academics with tertiary education have left sub-Saharan Africa for the OECD countries alone. It is
estimated that more than half never return home. 57 For this and other related factors, the
internationalization of higher education has become a dominant issue at most regional gatherings. For
example, internationalization was the major theme of the 2015 conference of the Association of
African Universities (AAU) because Africans need to cooperate against major common challenges,
such as global competition and brain drain (Jongsma, 2015).
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Moreover, at the 26th African Union Summit, held in Addis Ababa (Ethiopia), in January 2016,
African Heads of State called for strengthening universities, research, and cooperation in the new
Continental Education Strategy for Africa 2016-2025 (CESA 16-25). The aim of the strategy includes
improving and enhancing postgraduate and postdoctoral education and increasing “competitive awards
to nurture young academics, more international research cooperation and expanding centers of
excellence and institutional links” (MacGregor, 2016, no page). Moreover, the need to attain a quality
education and training that provides the continent with “efficient human resources adapted to African
core values and therefore able to achieve the vision and ambitions of the African Union” has driven
CESA 16-25.58 In addition, CESA 16-25 underlines the significance of harmonization and national,
sub-regional, and regional qualification frameworks to establish alternative and multiple pathways to
education and training and facilitating regional integration to allow sectoral and continental mobility
of academics.59
However, the deep-rooted intramural socio-economic, cultural, and political complications inherent in
the continent did not allow implementing reforms as planned. On the ground, some internal problems
such as complex visa requirements, inter-state conflicts, insecurity, economic differences, financial
austerity, travel logistics, poor information and communication technology, all have made difficult to
forge intra-African higher education collaboration a reality. In addition, the external influence is still
strong. Even though Africa continued to be the top target region for internationalization cooperation
for African higher education institutions, it is the only region, according to the IAU (2014, p. 10)
survey, where the “dominance of a Western epistemological approach” is the top risk of
internationalization. Moreover, partly, because foreign actors, through financial support and aid, hijack
the reform agendas, Africa is obliged to remain in a vicious circle of predicament. Kotecha, (2012), in
the following excerpt, comments that the North-South academic imbalance emanates from the unfair
relationship created between the scholars in developed and developing countries. He also questions
whether it is possible to forge relationships on different terms for mutual benefits.
Power imbalances between Northern and Southern countries lie at the heart of relationships
between scholars in developed and developing countries. These imbalances affect the focus and
design of collaborative work, the resources available for such work and the roles played by
academic partners in different parts of the world. This presents an intellectual challenge to
Southern scholars. Advancing the knowledge project from a Southern perspective involves
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grasping the opportunities arising from globalization whilst simultaneously breaking new
conceptual ground. But can working relationships be forged within and between Southern
regions and between South and North, on different terms? Is it possible to take advantage of the
opportunities presented by internationalization to deepen research capacity and collaboration
across Southern African universities? (Kotecha, 2012, p. 2)

6.5. A Comparative Analysis
6.5.1. Regional Interaction
The interaction of the three regions is based on two main scenarios. First, the colonial legacies did not
disappear yet among the regions of Africa, Asia-Pacific, and Europe. Second, globalization and
internationalization have enhanced higher education policy travel between Europe and the other two
regions. Policy borrowing, copying, or learning is one characteristic of internationalization. A number
of higher education institutions in developing countries particularly are wrestling with the Western
paradigm of standards, systems, methods, ideologies, assessments, and language of publication and
teaching and learning. One of these aspects is the language for teaching, learning, and publication. For
instance, by 2016, there are around 8,000 courses offered in English in leading universities in nonEnglish speaking countries. The projection reveals that these countries promote teaching in English
rather than their own local language (Mitchell, 2016). Some countries have given little attention and
importance to using local language for publication. All most all African higher education institutions
use the colonial languages for instructional media, research, and publication. For instance, almost all
Ethiopian universities teach and publish in English. In 2005, a street riot took place in Malaysia
because of the government’s adoption of English as a medium of instruction (Wing Ng, 2005).
The other aspect of interconnectedness arises from the international strategic partnership60 as an ideal
mechanism for regional internationalization. Often higher education institutions consider the
establishment of formal partnership important and advantageous for internationalization. Contrary to
globalization, in establishing a partnership, higher education institutions, states, and regions have the
advantage of selecting their partners and identifying their purposes (Deardorff et al., 2012). For
example, Spain, Portugal, and Sweden, from Europe rank from one to three consecutively in the
establishment of international partnership. At the bottom are Albania, Belgium, and Finland.

60

International strategic partnerships are a mechanism of establishing durable collaboration between institutions
and organizations through the building of sustainable academic networks, strengthening academic exchanges,
and enhancing exchange of knowledge and practices (Sandstrom and Weimer, 2015)

230

Geographically, European countries chose to establish a strategic partnership with the European
Union-28 (89%), and it is followed by Asia (56%) and North America (44%). The least chosen region
for partnership is Oceania (2%), and Africa follows (10%). Consecutively, the major international
activities in the strategic partnership include student exchange, academic staff exchange, and research
projects (Sandstrom and Wiemer, 2015).
The concept of internationalization is the other aspect. In spite of the assumption that the
internationalization of higher education is increasingly growing in importance in terms of transnational
programs, collaborative research, faculty and student mobility, and institutional environment, there is
little agreement about what internationalization means and what strategies are most effective for its
implementation (Cross et al., 2011). The current concept of internationalization of higher education
unproblematically has been accepted as a globally established and universalizing truth. However, it
tends to reveal more the context, interest, and privilege of the West. Internationalization has become
increasingly challenging for emerging and developing countries of Asia-Pacific and Africa, where the
legacy of colonialism and Eurocentrism in academic practice have been reflected with a degree of
skepticism. Moreover, the effort to find creative and flexible approaches that benefit specific
contextual imperatives of a country or a region, until now, seems frustrating.
The three regions engage in the internationalization of higher education for different reasons and
rationales. On the ground, the purposes, priorities, perceptions, and rationales of the
internationalization of higher education are different in the West, the emerging economies, and the
developing countries. Regarding driving forces, according to the IAU survey (2010), the most
important rationale for African and the Middle East higher education institutions is capacity building
in research and knowledge production. For most European higher education institutions, the number
one rationale for internationalization is improving student professional capacity for the global
knowledge economy and market. For higher education institutions in Europe, “enhanced international
profile and reputation was seen as the second most important rationale for internationalisation” (IAU,
2010, p. 21). Hence, Africa and some other regions conceptualize internationalization as the
“foundation for a balanced and integrated university experience at the interface of global and local
exposure” (Cross et al., 2011, p. 76). However, this is not the reality on the ground. Other regions of
the world, apart from Africa and the Middle East, do not bring “strengthening research and knowledge
production capacity” to the top ranking rationale. In contrast, Asia-Pacific, whose higher education
institutions are actively emerging, becoming prominent and globally visible, attracts high numbers of
international students and academic staff and accommodates programs offered by foreign higher
education providers. To “improve student preparedness” ranks first for both Asia-Pacific (31%) and
Europe (27%). Specifically, for Asia-Pacific higher education institutions “international student
exchanges and attracting international students” is identified as the highest priority activity and
“marketing and recruiting fee paying international undergraduate students” comes second highest for
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higher education institutions in Australia and New Zealand (IAU. 2010, pp. 166-167).
Internationalization in Europe is synonymous with academic mobility. However, international student
recruitment has become an increasingly important aspect of internationalization, for instance, in higher
education institutions in the United Kingdom. In Europe, there is an increasing government interest
“on skilled migration and the recruitment of full-degree students from both within Europe and beyond
particularly at master’s and doctoral levels” (IAU, 2010, p. 176). This strategy has enabled Europe,
comparatively, to develop better research and knowledge production infrastructure.
The 2014 survey presents almost similar results. According to the 4th International Association of
Universities (IAU) survey (2014), there still are regional differences in the internationalization of
higher education. The major rationale behind the internationalization of higher education in AsiaPacific and North America is to increase the international awareness of students. The top-ranked
benefit of internationalization in Europe and the Middle East is to improve the quality of teaching and
learning. Strengthening of knowledge production capacity is the number one rationale for engaging in
internationalization for African respondents. For Latin America and the Caribbean institutions, the
major reason for internationalization is increased networking of faculty and researchers.
For the West, the internationalization of higher education means brain gain and brain circulation,
which is a virtuous circle as a source of knowledge production, funding, higher education
commercialization, and marketization. Partly, because of brain circulation and brain gain, Western
countries have tended to dominate research, the flow of academics, and the discussion on the
internationalization of higher education. The common strategy Europe uses to recruit students outside
Europe, according to the 2009 survey findings, is that “more European institutions than those in other
regions have specific courses for international students, and they also have a higher proportion of
scholarships available to international students” (IAU, 2010, p. 177). Nevertheless, others need the
internationalization of higher education for academic capacity building to support national and
regional development endeavors and to defy some unintended outcomes of globalization. The pushing
factor also enhances the pulling factor.

6.5.2. Regional Internationalization
Europe: Bologna Process Converging Influences
The Bologna Process is becoming a global converging instrument. In spite of some claims that Europe
has exerted less influence on Asia-Pacific and Africa, academic discourses emanating there confirm
the importance of decolonizing African and Asian universities. Europe has also continued to enhance
regional mobility through various programs and at the same time persisted in expanding its influence
into the rest of the world through the principles of the Bologna Process and its external dimension
strategy. Bologna does appear to be emerging as a possible model for reform in Africa and Asia232

Pacific. Bologna suggests a number of different pathways and lessons to promote regional and subregional collaboration and mobility for universities and countries in Africa and Asia-Pacific. There are
indications that region-wide cooperation can prosper in Africa and Asia-Pacific in similar ways that
happened in Europe.
Bologna presents a number of challenges to regional cooperation as well. Inter alia, Europe has
continued to be a study destination for African and Asia-Pacific students. In addition, with few
exceptions, European universities prefer collaboration within the European Higher Education Area and
emerging countries in Asia-Pacific rather than collaborating with the less developing world like
Africa. Furthermore, through the strategy of the external dimension, the Bologna Process is greatly
influencing institutions and policymakers in these regions to continue looking for possible
collaborative partners in Europe rather than working toward developing regional collaboration. This
situation is evident in Africa. Most cooperation and collaborative reform efforts on the continent of
Africa are based on colonial ties and shared linguistic, historical, and cultural traditions. Unlike the
Bologna model, which embraces diversity as a cornerstone for regional cooperation, currently, African
higher education international cooperation is looking outside the region. Western Europe and North
America are the most sought regions in the global North (Clark, 2012).
A consequence of the imbalanced denationalization, internationalization, and the uninterrupted
hegemonic domination of the West has intensified the unequal competition among higher education
institutions throughout the world. The side effect of this competition is that it has opened a new era of
global Apartheid in higher education. Winners, in the global competition, will step up to the status of
“world class” universities and “losers will be relegated and confined to the category of global bush
colleges.”61
The overall situations, particularly for the African region, do not reflect either the values or the
knowledge base required by the citizens of a sustainable future socioeconomic and political
development, and future global peace. Hence, the redefinition of the purposes and missions of the
process, strategy, and activities of internationalization is seriously required. Wing Ng (2005) proposes
the need to:
[…] initiate negotiations between governments and between HEIs at the international level so
as to define the humanistic and civic missions in the process of internationalisation where
democratic values, social justice and inter- and multi-cultural respect and understanding
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should be embedded in the higher education curriculum so that our future leaders could be
equipped with civic courage and values of global citizenship62 (Wing Ng, 2005, p. 14).
African and Asia-Pacific academics consider the decolonization paradigm to be the emerging quest for
non-Eurocentrism. For instance, the theme of the international conference, held on 27-29 June 2011, in
Penang, Malaysia, was “Decolonizing Our University.” Participants of the conference were mainly
from Asia and Africa. The conference published a book entitled “Decolonizing the University: The
Emerging Quest for Non-Eurocentric Paradigms.” The opening paragraph of the foreword states, “The
book is an attempt at the long overdue task of freeing our learning institutions from the Eurocentric
frameworks and assumptions that they are modeled upon, and hopefully will pave the way for us to
discover our authentic selves and become people who are truly liberated” (Idris, 2012, xi). Idris
continues commenting on colonialism as “it was an insidious force that permeated all aspects of our
lives to take total control of us” (Idris, 2012, p. xi). In the preface of the book, it is stated “at the
conference, speaker after speaker pointed out that education in Asia and Africa is overly West-centric.
It blindly apes European universities, European curricula, and European paradigms” (Alvares &
Faruqi, 2012, p. xvii).The book also cautiously remarks that it does not:
[…] mean to be a tirade against the West. Its aim is not to ask Asian and African universities to
shut out Europe and North America or to be insular or to wear blinds. Its aim is positive – to
make Asian and African tertiary education truly global and at the same time socially relevant.
This cannot be done unless the intellectual monopoly of the West is broken and European
knowledge is made to make way for the review, teaching, and expansion of the vast knowledge
of other societies and cultures. European knowledge may supplement, but never replace, other
valid knowledge systems and traditions (Alvares and Faruqi, 2012, p. xvii).

Asia-Pacific
Regionalization seems to be an important strategy to curb the unintended challenges of globalization
and imbalanced internationalization until such an international negotiation forum will come to create a
mutually beneficial process of internationalization. Starting from the end of the Cold War, there has
been a general hope and confidence that “The East is Rising,” represented by some economically
emerging countries. Higher education has played a significant role as the main driving force behind
the economic miracle in Asia (Quy, 2010). Higher education development has begun to challenge the
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central position of the Western world. For instance, Chinese share of the top 500 universities, in the
ranking ladder, rose from 3% to 6% in 2006. In addition, China’s Research and Development
investment ranks second in the world following the USA. Higher education participation in Korea,
Taiwan, and Singapore also increased impressively (Marginson et al., 2011; Agawa, 2011). Partly,
through ASEAN and ASEM, Asia-Pacific has emerged as a strong and competent region of the world.
The political symbolism of the new partnership forged between the two regions of Europe and Asia
demonstrates the strongly emerging status of Asia in the world scene. Through ASEM, Europe seems
to recognize the growing global status of Asia-Pacific. The relationship between Asia and Europe is a
logical one because of the rising importance of Asian powers such as China and India (Hwee and
Hofmeister, 2010). The West is no longer the center of the world because Asia-Pacific is developing
pluralistic and more complex mechanisms and strategies to strengthen sub-regional, regional, and
inter-regional internationalization.
Economic development and higher education have mutually supported one another to strengthen
regional collaboration and integration. Unlike the region of Africa that still borrows and copies
policies, models, and systems, the emerging economy in the region of Asia-Pacific seems to support
higher education to produce the necessary intellectual force, a force that has given confidence to the
region to avoid any dependency on foreign knowledge, system, or model but to localize and
contextualize. Dang (2015) has argued that:
Although it seems that the Bologna Process provides points of reference for ASEAN, the active
construction of an ASEAN regional higher education space in its flexible institutional design
can arguably become a model in its own right and potentially provide a useful source for
reflecting on European Bologna practices (Dang, 2015, p. 779).
Unlike Africa, Asia-Pacific has demonstrated self-contained capacity and strength by forging regional
collaboration through ASEAN and many other regional strategic mechanisms. For instance, Japan has
demonstrated the “Asian Gateway Initiative,” which makes it a gateway between Asia and the rest of
the world in the flow of people, goods, money, culture, and information through internationalization.
However, European higher education has challenged the position of Japan. Many higher education
institutions have established partnerships with China by opening branch campuses. In 2006, nearly
half of the UK higher education institutions were involved in some way in providing higher education
opportunities in China. This had forced Japan to extend from where it recruits international students. It
has started to look for international students beyond Asia through more expansive and ambitious
initiatives (Rivers, 2010).
Nowadays, more and more emerging economies particularly in the region of Asia-Pacific are
becoming destinations and sources of international academic mobility and open up to
internationalization. In the past few years, Asia-Pacific, particularly, East Asia and Southeast Asia
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have attracted large numbers of academics in the region. Malaysia, Singapore, Thailand, China, Japan,
Korea, India, Brazil, South Africa, and the Middle East have already declared that they are
international education hubs (de Wit et al., 2015). Global internationalization has opened the way to an
unprecedented era of student mobility and educational migration. In 2008, China alone had 419,000
students looking for international higher education outside the country. 70% of the international
students of the 7.2 million forecast international students in 2025 will be Asia-Pacific students. AsiaPacific “will dominate the global demand for international higher education for the next two decades”
(Wing Ng, 2010, p. 4). This development may change the present face of internationalization in the
near future. Hence, according to the Asia-Pacific Association for International Education (APAIE)
(2014), Asia is trying to reconsider internationalization in terms of the regional collaboration.
With its population strength and entrepreneurial disposition, Asia is emerging as the dynamic
centre of the globe in the 21st century. In this period of rapid transformational development in
the Pacific – where relationships will be key to mutual growth, prosperity and security – it is
timely to consider internationalisation strategies in the form of student mobility and research
collaboration across the region (APAIE, 2014, p. 6).
Figure 6. 4. Percentage of International Students within the OECD Countries in 2007-2008 Academic

Year
Countries
China
Korea
Japan
Greece
Germany
France
India
Turkey
Malaysia
Italy
Morocco
Hong Kong China
USA
Indonesia

Percentage of total global students within the
OECD area, 2007-2008
7%
5%
4%
4%
4%
3%
3%
3%
3%
3%
3%
2%
2%
2%
(Source: Wing Ng, 2010, p.5)

Figure 6.4 above shows the percentage of foreign students by source countries. Accordingly, the top
three with majority international students in the OECD countries are from Asia-Pacific. China
contributed 7%, Korea 5%, and Japan 4%. The list contribution came from Hong Kong, USA, and
Indonesia.
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Africa
Even though it appreciated the challenges and problems of applying the Western concept of
internationalization of higher education, Africa did not forge an African model or mutually benefitting
internationalization of higher education. At the same time, they are not capable of competing with the
rest of the world in attracting the best minds and knowledge production. To build their academic
capacity, African higher education institutions continued to send students and academic staff to the
rest of the world. Paradoxically, however, they end up in brain drain. It is a vicious circle.
Nevertheless, in the perspectives of the complexity of the current global and international phenomena,
brain drain has become a fait accompli because academics are increasingly de-territorialized. The best
way to compensate brain drain seems to be to promote and enhance brain circulation using the
Diaspora. This is not also an easy task. Hence, African higher education has to find a feasible strategy
to avoid this vicious circle. For Africa, decolonization and regionalization, without rupturing ties with
the international academic community, seem to be a mechanism to escape the vicious circle of brain
drain.
The issue of education is never missing from the agenda list of a number of African conferences and
summits. Many calls, strategies, principles, objectives are percolating to change the situation of
education and particularly higher education, but it not proceeding as expected and the demands of the
time. Recently, in 2016, at the 26th African union (AU) summit of African Heads of State, held in
Addis Ababa, Ethiopia, the seat of the Headquarter of the AU, participants formulated the Continental
Education Strategy for Africa 2016-2025 (CESA 16-25) (Custer, 2016). This strategy aimed at
qualifying education and education training to produce sufficient skilled human resources on the basis
of the core values of the African society. It is also to reorient Africa’s education and education training
to meet the necessary skill. Knowledge, competencies, innovation, and creativity required to nurture
Africa and to promote socio-economic, cultural, and political development at the national, subregional, and regional levels. The overall intention is that:
Africa is well poised to shape its own destiny. The promise of the African Renaissance whereby
the continent will achieve social cohesion, democracy, economic growth, and become a key
player in global affairs within a non-distant future is now more than ever within reach in spite
of the bumpy road ahead.63
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Consolidating strategically oriented alternative partnerships could also help Africa to develop its
higher education and to benefit better from internationalization. Today, outward student mobility is
increasing faster from Africa than from any other continent of the world (Custer, 2016). Destinations
for African academics are no longer limited to North America and Western Europe. The Asia-Pacific
region has attracted impressive numbers of African students. Today, Africans constitute 7% of the
international student body in Chinese universities, for instance. African students attending higher
education in China has increased from 10,000 in 2007 to more than 35,000 in 2013. 64 China has been
considered as an alternative partner for Africa. African students are attracted to China, partly because
of its moderate tuition fees, low living costs, improved visa policies as compared to most Western
destinations and some African countries, such as South Africa. The other attraction is related to the
possibility of combining studies with business activities like trade (Custer, 2016). According to Custer
(2016), the Chinese Ministry of Public Security, as of 1 March 2016, has “permitted […] short term
internships and international students studying in Beijing universities can take part-time jobs or
become entrepreneurs in the area dubbed China’s Silicon Valley.” Optimistically and for the time
being it is confirmed that international students “often return home upon completing studies” (Custer,
2016, no page).
On the other hand, Europe is also attempting to reconsider its strategic position regarding Africa.
Africa and its higher education have long been perceived to be the “problem child”65 of the world. In
recent years, however, important changes are occurring. On 13 December 2014, more than 80
participants from Africa and Europe held under an umbrella conference theme entitled “For Mutual
gain – Euro-African Cooperation in Higher Education.” 66 Such major themes as the recent overall
trends and developments in African higher education, internationalization of African higher education,
cooperation in higher education between Africa and Europe, quality assurance in Africa, and higher
education investment and funding initiatives in Africa are discussed at the conference67. Participants
have recognized that “cooperation with Africa is indeed no longer simply a matter of development aid,
but rather a strategic opportunity for higher education internationalisation.” Panelists also
acknowledged, “that Africa as a region with fast economic growth and wealth of resources and
knowledge, must be on the strategic radar of European universities if their teaching and research are to

64
65

http://wenr.wes.Chinaorg/2014/07/wenr-julyaugust-2012%4-africa/
http://www.aca-secretariat.be/index.php?id=700, (accessed on 11 April 2015)

66

http://www.eua.be/activities-services/news/newsitem/14-0109/ACA_EUA_DAAD_and_EAIE_join_forces_to_explore_mutual_gain_in_EuropeAfrica_higher_education_partnership.aspx, (accessed on 12 January 2016)
67
http://www.aca-secretariat.be/index.php?id=700

238

be truly globally responsive.” The seminar also recognized that emerging countries and economies
such as China are developing strong partnership in Africa and “this is having a trickle-down effect on
higher education; in this regard, Europe is in a strategic position to reinforce and enhance its long-term
collaborative models that are mutually beneficial, and support capacity building of African universities
in their own context.” 68
With some exceptions of such countries like the Democratic Republic of Congo, Finland, New
Zealand, Russian Federation, the USA, the UK, and Slovenia other countries showed increasing ratio
in higher education enrolment. For the Democratic Republic of Congo, the reason behind reduction
seems to emanate from problems of internal insecurity, while the low birth rate is considered as the
reason for other countries, mainly European countries.

6.6. Summary
In the process of internationalization, national and regional dimension remain imperative strategies to
enhance the academic capacity of higher education and to challenge globalization and imbalance
internationalization. Regionalization, which is the process of a socio-economic, cultural, and political
convergence of a particular cross-national geographical space, is an important element in the
internationalization of higher education.
Higher education regionalization may constitute the harmonization of the program, strategy, and the
building of relevant institutions that will enable the practical process and pattern of cooperation,
integration, complementarity, and convergence of a region. Since the second half of the 20 th century,
higher education systems in Africa, Asia-Pacific, and Europe have applied various strategies leading
to regionalization. Africa has forged the African Union and many other sub-regional organizations,
such as ECOWAS and EAC. Asia-Pacific witnesses the formation of ASEAN and ASEM, and Europe
established the European Union. Asia-Pacific launched a credit mobility program known as Collective
Action for Mobility Program of University Students in Asia (CAMPUS Asia) and ASEAN
International Mobility for Students (AIMS), whereas Europe organized such mobility programs and
strategies as ERASMUS and TEMPUS and the Bologna process as the major strategies of academic
development.
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Regionalization coupled with internationalization will minimize the unintended challenges of
globalization, one of which is the imbalanced academic mobility, which resulted in, for some, brain
drain. Even though every country of the world is involved in the process of internationalization and
regionalization, as a source or destination, the centers that afford better higher education
infrastructures and services, not the peripheries, especially the large English-speaking nations attracted
the brightest minds from the periphery. Moreover, higher education centers are major education
product providers to peripheries through such different mechanisms as franchising, twinning, and the
opening of branch campuses. Hence, the three regions of Africa, Asia-Pacific, and Europe tried to
develop regional higher education spaces for two major reasons: to respond to the uncontrolled
challenges of globalization, and to harness regional human and material capacity to enhance their
power of global competitiveness. In this case, Europe is performing better, and Asia-Pacific is
outpacing Africa.
Some European countries established the European Union (EU) in 1993 after the establishment of the
European Economic Community (EEC) in 1957. The EEC was incorporated into the EU as European
Community (EC); its institutions were absorbed into the EU, and the EC ceased to exist. Concerning
higher education academic mobility, Europe also forged the Erasmus (European Region Action
Scheme for the Mobility of University Students) program in 1987. Europe, as a region, launched the
Bologna Process in 1999 and the Lisbon Strategy in 2000, all aimed at establishing the European
Higher Education Area (EHEA) and the European Research Area (ERA). These developments are
intended, partly to promote academic mobility and harmonize European higher education systems and
to make Europe the most competitive, attractive, and most dynamic knowledge-based economy in the
world. Through the EU, the Bologna Process and many other programs and strategies, Europe
continued to be the outstanding and influencing region for the regionalization and internationalization
of academic mobility. According to Clark (2012), the regional student mobility reached 41% in 2012
as opposed to 39 in 2009. Countries of the European Union accommodated 76% of the international
enrolment in 2012.
Moreover, through the external dimension of the Bologna process, Europe is striving to exert its
influences on the rest of the world. In addition to reforming the European higher education, the reform
instrumentality of the Bologna Process has gone beyond the region of Europe. The Bologna Process
has become a model for change from which lessons can be learnt. Bologna ideals have travelled as far
as Latin America, North Africa, and Asia-Pacific regions.
The pressure of massification, globalization, and the need to enhance academic standards and to build
academic capacity are the rationales behind the processes of regionalization and internationalization in
Asia-Pacific, which contributes the most international students, and many of the higher education
institutions optimistically borrow foreign, especially American model of higher education. The region
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also considered the Bologna Process, the European Higher Education Area, and the European
Research Area as possible models for the regional higher education reforms, while dealing with the
regional operationalization of the Association of Southeast Asian Nations (ASEAN). Unlike Africa,
Asia-Pacific tries to contextualize models and policies. Concerning foreign policies, systems,
programs and strategies, two discourses are active in the region of Asia-Pacific. One of these considers
that Asian countries are copying policies and in doing so enhance dependency and foreign hegemony
and warns Asian states to identify the difference between policy learning and policy copying. Others
argue that the foreign ideas, systems, strategies and policies are not direct copies but transformed into
regional contexts or “cognitive prior” under the local actors known as “localizers.” For the latter
discourse, Asia-Pacific is not considered to be a collection of “third countries” but strategic partners in
inter-regional cooperation through ASEAN.
The Association of Southeast Asia Nations (ASEAN) was established in 1967 in Bangkok, the capital
of Thailand. Indonesia, Malaysia, the Philippines, Singapore, and Thailand are the founding members
of the association. Another five countries of the region joined the association, and membership
reached ten by 1999, the time when 29 European countries were forging the Bologna Declaration in
Europe. China, South Korea, Japan, India, Australia, and New Zealand are also adherents of ASEAN.
In 1996, ASEAN and the EU launched the Asia-Europe Meeting (ASEM) as an inter-regionalization
institutional multilateral dialogue forum in Singapore. Heads of states and governments from ASEAN
states plus China, Japan, and South Korea, 15 EU countries, and the president of the European
Commission founded ASEM. The strategic rationale of the formation of ASEM includes the intention
of connecting the three engines of the global economic growth: North America, Europe, and East Asia
triangle. Its aim was to strengthen real ties between the two regions of Asia and Europe. ASEM has
promoted and facilitated academic mobility between the two regions. Under the Bologna inspiration,
ASEAN ministers have drafted, in 2008, a plan aiming at a regional harmonization of the 6500 higher
education institutions in the region. ASEAN received financial and expertise support from the
European Union in the education sector. This is one of the major strategies of the West to influence
others. The promotion of political and economic cooperation to ensure regional solidarity, security,
and stability has been the initial objectives of ASEAN. Since 2009, after the 15th ASEAN summit, the
focus of the association shifted from regional solidarity to cooperation for global competitiveness in
the global market.
Different features characterize the internationalization of higher education in the region of AsiaPacific. Regionally, Asia-Pacific, with the exception of Japan, South Korea, Australia, and New
Zealand, is relatively underprovided with good quality of domestic demand for higher education.
Hence, governments facilitate foreign education to support national higher education capacity. Based
on their activities of transnational education, the OECD has grouped Asia-Pacific countries into five
categories: strong domestic capacity and major exporters, strong domestic capacity and active
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importers, importers and exporters, inadequate domestic capacity and active importers, and low
domestic capacity and participation and weak foreign education demand. Countries like Singapore and
Hong Kong import foreign higher education program and export their higher education services to
other Asia-Pacific countries. Countries like China and Japan are in transition.
Joint programs also proliferated from a mere two in 1995 to 745 in 2004. They tend to import more
education services but export less. The emerging economy in the region has created a large number of
middle-class families and students with the tradition of private investment in education. Nowadays
some countries of Asia-Pacific, such as China and India, are attracting foreign students. For instance,
China recruited 44,771 students from 164 countries in 2000 and in 2010, the number of source
countries rose to 194, and the number of students grew to 265,090.
This development and tradition coupled with the perception of the superiority of a foreign English
language higher education and its positional global advantage encouraged individual students to
pursue cross-border higher education study on payments. Governments also encourage this
transnational endeavor for the reasons of nation building, global relations, and national socioeconomic developments. Nevertheless, the transnational higher education study in English, the
predominance of English courses at home, the emphasis of internationalization on research, which has
threatened the teaching role of university, and the potential aspiration of transplanting the AngloAmerican standards in the formation of world-class universities, have generated debates and
controversies among several Asia-Pacific academic communities. Hence, the idea of decolonizing
universities is still there.
As a colonial establishment, the internationalization of African higher education dates back to the
colonial period. European higher education institutions, systems, programs, and curricula had shaped
African higher education and all their components. African elites travelled to Europe and North
America for higher education. Most African universities were established after political independence.
Considering the socio-economic and political instrumentality and importance of universities in the
post-independence period, Africans perceived them as “development universities.” However, this did
not happen for internal and external factors that resulted in financial austerity and academic starvation.
Academic infrastructures deteriorated and academic staff migrated. In most of the higher education
institutions, teaching and service are poor. Research expenditure and productivity are very low, and
below world standards. Paradoxically, demand for higher education significantly increased, resulting
in the rapid growth of private higher education institutions and the privatization of public higher
education institutions. Hence, African higher education joined the era of globalization with a fragile
background.
Since the 1990s, however, African governments, scholars, and external donors have struggled over the
challenges African higher education institutions are facing. In spite of the efforts and historical
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background of internationalization, African higher education manifested continued marginalization
and alienation from society. Hence, African higher education continued to occupy a periphery position
in the higher education space.
In the process of internationalization, the rationale for African higher education is to build academic
capacity and strengthen knowledge production. For this reason, African governments send scholars for
higher education study abroad. Individual scholars also travel abroad on their own initiative for higher
education. Attractive Western policies, courses, and programs also pull many African scholars.
However, most of these scholars never come back home. Brain drain created a vicious circle in the
internationalization process of the region.
Africa also attempted to invite and host foreign providers. Nevertheless, probably because of the weak
economic condition, only a few foreign providers have appeared on African soil. The establishment of
European and American branch campuses, joint degrees, and collaborative programs has reinforced
the growth of transnational education in Africa. Traditional Western universities, professional
associations, global and multilateral agencies, international financial institutions, philanthropic
foundations and, increasingly, commercial companies constitute the major higher education providers
in Africa. For example, Egypt accommodated private higher education institutions from Germany, the
US, the UK, Canada, China, France, and Japan. The Netherlands Business School opened branch
campuses in Nigeria and South Africa. Kenya hosted two private higher education institutions from
Pakistan and the US. South Africa also became a destination of branch campuses for universities from
Australia, the UK, and the Netherlands. Mauritius is trying to attract foreign information technology
firms from the West and India as a “cyber island.” With the partial exception of South Africa and
Egypt, Africa shows the fewest international and cross-border initiatives. South Africa and Egypt are
two strong international higher education providers. The Egyptian Al-Azhar Islamic University has
gone as far as Malaysia, and plans to reach Thailand and China. The University of South Africa
(UNISA) is also active within Africa and outside Africa in postgraduate distance higher education.
Egypt and South Africa are the major destinations for international students, mainly from African and
Middle East countries as well.
The Bologna process and other mobility programs also shaped the internationalization of sub-regional
African higher education. The French Bologna-inspired model of Licence, Master, and Doctorat
(LMD) inspires the French-speaking Maghreb countries of North Africa. Probably, North Africa is the
sub-region of Africa where the direct impact of the Bologna Process is most present. Even though the
impact of the Bologna Process is less apparent in the sub-Saharan Africa, higher education reformers
consider it to be a potential model for reform and increased regional cooperation. At a conference
convened in the Democratic Republic of Congo, in 2007, African Universities discussed how to adapt
the Bologna Process. The aims of the conference included discussions on ways in which African
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higher education institutions can learn lessons from the Bologna process to build international
cooperative relationships across the region of Africa. For example, in East Africa, the East African
Community, particularly Kenya, Uganda, and Tanzania, is trying to create similar arrangements to
harmonize sub-regional higher education. In West Africa, discussions and debates over the
reconsideration or adaptation of the LMD model of higher education qualification have been underway
since 2002. Portuguese-Speaking Africa is also considering the possibility of creating the Lusophone
Higher Education Area (LHEA). The southern Africa sub-region, to which South Africa belongs, is
trying to improve regional and sub-regional internationalization through sub-regional establishments
such as Southern African Development Community (SADC) and the Southern African Regional
Universities Association (SARUA). Even though SADC lacks a clear internationalization policy,
SARUA is becoming an imperative forum to discuss issues related to partnership and
internationalization.
In spite of all these efforts, Africa continues to be peripheral in the higher education space and
marginal in the process of the internationalization of higher education. Above all, it suffers under the
vicious circle of brain drain. Due to this fact, meetings after meetings and conferences after conference
are underway on the continent. Concurrently, two discourses are observed: One of these is advocating
reforms within the existing scenario, and the other calls for drastic change. The reform discourse does
not bring global internationalization to the forefront but intends to follow the reform processes
undertaken in Europe. Accordingly, the 2015 Dakar Summit of Africa adopted “Pursuing mutuallybeneficial internationalisation initiatives,” as its guiding principle in the engagement of the process of
internationalization. The other paradigm questions the philosophical foundations of African higher
education institutions and calls for decolonizing African higher education, cautiously and strategically
engaging in internationalization.
Comparatively, Africa, Asia-Pacific, and Europe are different geographical regions. However, they are
connected historically and through different mechanisms of internationalization. For one thing,
African and Asian higher education institutions are products of their colonial legacies. Policy copying,
borrowing, or learning ties them together as well. They did not rupture their relationship following the
collapse of political colonialism. In the post-colonial period, the relationship between higher education
institutions in Africa, Asia-Pacific and Europe continued through the process of globalization,
internationalization, and inter-regionalization.
Nevertheless, the internationalization of higher education benefitted the region with better and
attractive higher education infrastructure. The internationalization of higher education means different
thing to the different regions and has an unfair effect. To attain the ultimate goal of education and
knowledge, equality, prosperity and peace, initiating negotiation among governments, higher
education institutions, and all stakeholders on an international level is urgently required. At the same
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time, higher education institutions in developing countries should engage in the process of
internationalization cautiously and with beneficial strategies. Regional integration seems to be an
important aspect of the the regionalization of higher education, which is a regional form of
internationalization of higher education. This is an imperative strategy to minimize the imbalance of
internationalization.
It is well demonstrated that the colonial ties established between Europe and the two regions of AsiaPacific and Africa did not totally rupture following political independence. Particularly through the
Bologna Process, European hegemonic influence has continued to exert pressure on the higher
education spaces of Asia-Pacific and Africa. From the above regional perspective of
internationalization of higher education, it is possible to draw the following conclusions.
1. Due to hegemonic impacts, brain drain, and many other unintended impacts, benefits of
internationalization are lopsided or are in favor of the centers than the peripheries. Hence,
higher education internationalization is an imbalanced process that requires reconsiderations.
2. The different regions perceived internationalization differently and engaged in it for different
purposes. For Europe, it is important for global visibility and competitiveness, and for the
region of Asia-Pacific, it is both for capacity building and competitiveness, and for Africa, it is
a strategy for academic capacity building and the strengthening of knowledge production.
3. In the process of internationalization, the influential role of the West is still strong. The
external dimension of the Bologna process and other strategic programs are considered as
models for higher education reforms
4. Asia-Pacific, particularly Southeast Asia is demonstrating a rising power, challenging the
centrality of the West as a hegemonic power in the higher education space. Particularly China,
India, Japan, Singapore, and other states are succeeding in establishing strong and selfsufficient higher education space in their region and succeeded to attract not only Africa but
also other regions in many respects.
5. The establishment of ASEM between Europe and Asia is an important indication of mutual
attraction and recognition between the two regions.
6. Africa, in contrast, remains behind both in the quality of academic performance and in the
process of internationalization. It is suffering from endless and foreign-influenced reform
agendas and brain drain.
7. Regionalization, the harnessing of regional socio-economic, cultural and political power and
resources seems to be an important strategy to curb not only the unintended impacts of
globalization but also to minimize the imbalanced impact of internationalization and to
strengthen global competitiveness
8. Efforts of transplanting and shifting the socio-academic culture from one dominant society to
another seem to be unsuccessful, and countries with similar geopolitical and cultural traits are
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grouping themselves under regional collaboration and integration to harness power and
resources so that they can successfully resist alien imposition.
9. Africa also seems to be a battlefield for great powers of the world. Multidimensional and
massive interest is coming from China. As an alternative partner, Africa has shown significant
interest in China; Europe is not happy with this development. For instance, at the seminar
organized on 13 December 2014, more than 80 participants from Europe and Africa gathered.
The theme of the seminar was “For Mutual Gain - Euro-African Cooperation in Higher
Education.” At this seminar, Europe displayed its concern about the interest of China in
Africa. “Emerging economies, such as China, are taking a strong interest in Africa, and this is
having a trickle-down effect on higher education; in this regard, Europe is in a strategic
position to reinforce and enhance its long-term collaborative models that are mutually
beneficial, and support capacity building of the African universities in their own context.”69

Chapter Seven below deals with the impacts of the internationalization of higher education
and the academic profession. It analyzes the benefits and challenges of it from the viewpoint
of rationales, cross-border education, and the academic mobility of people.
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CHAPTER-7
Impacts of Internationalization of Higher Education: Benefits,
Challenges, and Prospects
7.1. Introduction
The internationalization of higher education is understood as an increasingly transformative
phenomenon, pushing institutions towards adjusting and improving standards and activities to increase
their national, regional, international, and global visibility in the creation of a knowledge
society/economy through cross-border research, innovation, teaching, and services. However, the
transformational features of the internationalization of higher education are not equally evident
everywhere. It affects peripheral and central higher education institutions differently. In some
instances, due to the asymmetrical academic, financial, facilities, and status of institutions, the
internationalization of higher education has posed serious challenges for some institutions. Historical
and cultural backgrounds and, above all, the brain gain policy of the West have exacerbated the
inequality. Nowadays, the internationalization of higher education has become the best strategy to
recruit the brightest minds, mainly from the developing regions of the world.
Even though scholars and policies have considered the cross-border mobility of researchers, academic
staff and students, curricula, systems to be important events, internationalization remains debatable.
Together with challenges, the internationalization of higher education has brought benefits for actors
and practitioners. It is also evidence that many students and staff do not experience internationalization
as being positive. It has a range of negative impacts and outcomes that are clearly discernible
(Brandenburg and de Wit, 2011). The internationalization of higher education may result in a “winlose” or a “lose-lose” effect. Some groups or stakeholders gain while others are negatively impacted. It
will be a lose-lose effect if, for example, higher education risks sacrificing the diversity of its national
and cultural vitality and limited resources to unrewarding standardization for internationalization
(Lumby and Foskett, 2015). An excessive emphasis on internationally recognized standards can give
way to standardization, which is often equated with Westernization. Standardization, particularly in
developing countries, requires a huge amount from limited resources and affects academic and social
culture through the process of convergence. The Romanian universities and colleges, for example,
entered into a dilemma of improving the standards of higher education while putting indigenous
knowledge and belief systems at risk (Chirea-Ungureanu and

Ionela, 2009). Kratochvil and

Stephenson (2015) observed that over the past decades, higher education internationalization has
become controversial.
Over the past decade university internationalization has been described, debated and
occasionally decried, with some scholars claiming its inevitability while others speaking of its
imminent demise. But while there may be little consensus among scholars on what
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internationalisation could or should entail at universities around the world, the ambition of
most universities is to engage in internationalisation on a strategic, comprehensive level. From
mission statements to business collaborations, institutions have expanded far beyond the
traditional approaches of physically sending and receiving students to and from foreign
countries (Kratochvil and Stephenson, 2015, No page).
Concepts, policies, practices, rationales, and models of the internationalization of higher education are
not operating smoothly around the world. It is true that internationalization of higher education has
benefits, challenges, and prospects. There are doubts and debates over the concept of
internationalization, the challenges it causes, and the benefits it accrues. In spite of all these, studies
analyzing the impacts of the internationalization of higher education are infrequent. This chapter
analyzes these issues in terms of impacts, particularly focusing on the benefits and challenges caused
by cross-border education and the mobility of academic people. Sub-Saharan Africa is considered as a
case in point to illuminate the issue of this chapter. It is chosen because it is the extreme periphery in
the regional perspective of this study.

7.2. Rationales and Cross-border Education
7.2.1. Rationales
Generally, rationales driving internationalization of higher education vary from institution to
institution, from sector to sector, from stakeholder to stakeholder, and from country to country. The
diverse and competing rationales for internationalization have made both the international dimension
of education and the substantial contributions of internationalization more complex and diverse.
Rationales for internationalization sometimes lead to radical changes. As a sign of this, universities
include internationalization in their mission statements. Furthermore, a number of community colleges
in Canada and the US, for example, have changed their mission because of a perceived need to adapt
to an increasingly globalized higher education market. Japanese universities have used
internationalization as a means to transform and enrich core activities in teaching and learning
structures. In South Africa, higher education institutions have used internationalization as a means to
confirm or create a unique organizational identity (Stensaker et al., 2008). In spite of the complexity of
the rationales and their complex effects, it is fundamentally important for actors (institutions,
providers, governments, and other agencies) to be very clear in articulating their motives for
internationalization because explicit and implicit rationales guide policies, programs, strategies, and
outcomes.

7.2.2. Cross Border Education
Cross-border education is not only about positive impacts; it has many risks as well. In addition to
brain drain, cross-border education has other drawbacks for developing countries and the aid policies
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of developed countries. The increasing development of commercial cross-border education has
replaced aid development in the poorest countries. Australia and the United Kingdom have adopted
the revenue-generating approach policy that has drastically reduced the aid to higher education in
developing countries between 1995 and 2001. While expanding their transnational education and
recruitment of the best and brightest talents, the UK aid to developing countries has dropped from 40
million USD to 4 million USD, and the Australian aid was reduced from 246 million USD to 13
million USD. However, the provision of higher education programs and institutions in poor countries
is very limited because few people can afford the fees (OECD, 2007).
The increasing development of academic mobility also affects the national policies in terms of equity,
access, quality, financing, and language policy. Students and their families pay the costs of living,
tuition fee, and travel expenses. Consequently, students from low-income backgrounds are unlikely to
travel abroad to study. In its gender aspect, in 2004, men were strongly overrepresented among
international students from Asia, who accounted for 45% of the international students in the OECD
area (OECD, 2007). Therefore, if the uncontrolled growth of cross-border education increases, it will
eventually lead to the replacement of domestic students by international students. This will disrupt the
national equity and access to higher education.
Non-regulated “fly by night” institutions also affect the credibility of the internationalization of higher
education abroad (Knight, 2012). Even though it has been the concern of both receiving and providing
countries, the quality of cross-border higher education programs and institutions has become a
common problem because few quality assurance systems cover cross-border higher education. Quality
has posed a challenge because the educational quality is not necessarily the same at home and abroad.
In addition, the global differentiation and complexity of higher education systems pave the way for
low quality and even bogus providers (diploma mills), accreditation and quality assurance agencies
(accreditation mills). Furthermore, such fake providers could also award worthless degrees and
facilitate such frauds as the selling and buying of forged degrees by students (OECD, 2007; Knight,
2012). Even though these practices are not widespread in scale, in effect, such attempts will eventually
lower the credibility of cross-border education and its degrees and quality in general. It is also
important to note the innovative developments by new authentic providers and traditional higher
education institutions, who are delivering high-quality programs and legitimate degrees through such
new types of administrative arrangements and partnerships as franchising, twinning, and branch
campus (Knight, 2012). Following are some examples of bogus cross-border education providers.
The New York Times, in its 18 May 2015 edition, exposed in detail the act of a fake provider known
as Axact, a Pakistan-based company that sells fake degrees, diplomas, and other related documents.
The report partly reads as follows:
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Axact, which has its headquarters in Karachi, Pakistan, ostensibly operates as a software
company. […] Seen from the Internet, it is a vast education empire: hundreds of universities
and high schools, with elegant names and smiling professors at sun-dappled American
campuses […]. Their websites, glossy and assured, offer online degrees in dozens of disciplines,
like nursing and civil engineering. There are glowing endorsements on the CNN iReport
website, enthusiastic video testimonials, and State Department authentication certificates
bearing the signature of Secretary of State John Kerry […]. “We host one of the most renowned
faculty in the world,” boasts a woman introduced in one promotional video as the head of a law
school. “Come be a part of Newford University to soar the sky of excellence.” Yet on closer
examination, this picture shimmers like a mirage. The news reports are fabricated. The
professors are paid actors. The university campuses exist only as stock photos on computer
servers. The degrees have no true accreditation. Axact makes tens of millions of dollars
annually by offering diplomas and degrees online through hundreds of fictitious schools. Fake
accreditation bodies and testimonials lend the schools an air of credibility. But when customers
call, they are talking to Axact sales clerks in Karachi.70
Moreover, Chinese fake colleges that bear names similar to top universities in China persuade and
fraudulently attract high school graduates using smart recruitment websites. According to reports from
Xinhua, sdaxue.com, a web page that helps students choose higher education institutions, has recently
exposed 60 Chinese “universities” or “colleges” as unaccredited diploma mills. In 2013, the website
published two similar lists of fake schools. According to sdaxue.com, the most recent list pushes the
total number of exposed bogus colleges in China to 210. Eighty-three or 44% of the listed colleges are
located in Beijing, where many of the top universities in China are located. Shanghai comes in second,
with 15 fake colleges. Leading to confusion among students and their parents are the names of the
institutions that hold, though slightly different, similar names to key Chinese universities and colleges.
Though their accreditation is usually fictitious or obsolete, the institutions have continued recruiting
students.71 The fake colleges target students with low test scores very easily. “Once they obtain the
money, the institutions either disappear or set up temporary school facilities before asking students to
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go home for a variety of reasons. The victims not only lose money: they miss the opportunity to go to
genuine universities.”72
In Africa, that fastest growing Kenyan private universities’ plans to become a regional higher
education hub have been frustrated when the Rwandan government ordered the closure of Mount
Kenya University or MKU, Kigali campus. The decision was made due to acts of xenophobia,
discrimination, and failure to adhere to quality assurance standards set by the host country (Waruru,
2015).

7.3. Mobility of Academic People: Students, Teachers, and Researchers
The mobility of teachers and researchers is a complex issue that can be considered from many
different aspects. With varying degrees of involvement, most nations experience both an inflow and/or
outflow of academics, and the debates of benefits of both inflows and outflows are extensive and
diverse. It is argued that researchers’ transnational migration particularly provides potential benefit for
both countries of origin and destination (Hugo, 2009). Scholars indicate many benefits that countries,
institutions, and individuals can experience from the transnational mobility of academics. One of these
is high knowledge production. They present drawbacks as well. These are often recognized to be a
consequence of the imbalances between outflows and inflows, and obstacles in terms of governance
and funding that may primarily target individual researchers (Power, 1994; Strathern, 2000; Sandgren
et al., 1999)
Bedenlier and Zawacki-Richter (2015), based on panelist 73 responses and literature review, have
categorized perceived impacts of internationalization on the academic profession into individual,
institutional and global levels or categories. Individual impacts are most closely related to the
immediate personal experiences and perceptions; institutional level refers to impacts related to
teaching, research, services, and organization. Institutional impacts are observed in the context of the
higher education institutions that affect faculty members in their professional life and determine their
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personal involvement and engagement in the international arena. Global level impacts are partly
abstract or globally obvious and affect academics either personally or the profession in a global and
structural dimension.
As seen in the Figure 7.1, impacts are multifaceted, overlapping and appear at different levels. They
cover a wide range of issues, some of which directly affect academics, others happen through the
institution, or in broader society and thus have an indirect influence on the academic profession.As
Figure 7.1 below reveals, each level has its own perceived impacts.
Figure 7. 1. Level-based Perceived Impacts
No
1

Levels
Individual Level

2

Institutional level

3

Global Level

Perceived impacts
Opportunity and need for personal development
Considering the situation of foreign-born colleagues
Foreign language acquisition
Opportunity and need for professional development
Increased workload and stress factors
International reputation, promotion and tenure
Establishing global academic networks/friendship (mine)
Presence of a more international student body
Teaching international students
Need for sensitive behavior towards international
students
Internationalization of the curriculum
International research teams and publications
International dissemination and visibility of research
results
Anglo-American hegemony of perspectives and
structures
Economic aspects and funding
Forms of engagement within and beyond one’s
institution
Institutional and individual impediments
English as Lingua-Franca
Cooperation, interconnectedness, and spread of
knowledge
International mobility of faculty
Policy context and global developments
Academic competition
Expansion of perception and perspective
Application of information and communication
technology
Heterogenization and pluralization
Responding to future challenges

Source: (Bedenlier and Zawacki-Richter, 2015, pp. 7-10)
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7.3.1. Culture: Academic and Social
Even though the flow and interaction of culture are not new, the internationalization of higher
education, particularly the mobility of academic people has accelerated the flow and spread of both
social and academic culture. It has been further accelerated, diversified, and widened by information
and communication technologies and the frequencies of the global movements of people, ideas, and
cultures. It is assumed that this has presented new opportunities for cultural promotion, fusion, and
hybridization. Others, however, argue that global cultural movement has an upsetting effect. The
situation favors the promotion of the culture of some developed societies and erodes national or
indigenous cultural identities of the developing societies. Critics argue that indigenous cultures, rather
than developing new hybrid cultures, “are being homogenized, which in most cases means
Westernized” (Knight, 2012, p. 40). The internationalization of higher education, particularly crossborder higher education, could influence the language and cultural policies of certain receiving
countries. The English language is increasingly becoming common and global communication and
instructional media, and research language as a result of internationalization. It is also becoming most
widely learned as a second language. This has provided the Anglo-Saxon countries an advantage over
others. It is no coincidence that the United States, the United Kingdom, Australia, New Zealand, and
Canada alone attract over half of the total international students in the OECD area. In 2004, 44% of
the international students, of which 70% were from the region of Asia-Pacific, study in these countries
(OECD, 2007). Other non-English speaking countries are increasingly offering programs in English
and English language courses with additional cost to strengthen their attractiveness and
competitiveness. To ask foreign providers to teach in the local language will be a barrier to entry for
foreign institutions and programs (OECD, 2007). This situation may produce the dominance of
English where English is not a native language or the Anglicization trend, or what some call
“linguistic imperialism.” (Phillipson, 2008). It can also develop the required proficiency level of
students and professors as a second language of instruction or research and training (Knight & Lee,
2012; Knight, 2012; Callan, 1993).
There is a general observation that publishing in English is rewarded at the expense of publication in
one’s own language. Some scholars argue that particularly in developing countries prestigious mobile
academics affect the research endeavors of local academics by intensifying competition and
redirecting the research paradigm to their own priority and language interests. The process of higher
education internationalization has resulted in the marginalization of local scholarships and studies
(Deem et al., 2008). The hegemony of the English-speaking systems in the academic world gives a
forceful reason for academics from non-English speaking countries to abandon writing and publishing
in indigenous languages. For instance, Taiwan has experienced such difficulties. Some also argue that
the emphasis on research has also threatened universities’ role in teaching (Deem et al. 2008). Lynch
(2006) has observed, for example, the situation in Norway. “Academics are given 1000 Norwegian
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kroner for publishing an article in a Norwegian journal (i.e. in Norwegian in Norway); they are given
7000 kroner for publishing an article in English outside Norway” (Lynch, 2006, p. 9).
It is evidenced that the internationalization of higher education has influenced individual actors in
widening the cultural knowledge and intercultural skills that will enhance practitioners’ own life skills
and prospects. Together with challenges, it has brought benefits for students and for higher education
institutions (Brandenburg and de Wit, 2011). International academics also face challenges of
integration. In spite of Knight’s “cultural integration” description in her definition of
internationalization, mobile academics, in spite of the different mechanisms applied to integrate them
into the new community, continue to be strangers, outsiders, a minority, and marginalized. They may
be faced with the development and maintenance of social networks in a new working environment and
society and the challenge of impermanence (Balasooriya et al., 2014). Based on studies in the United
Kingdom and Australia, Pherali (2012) highlighted that new workplace transition issues are connected
with knowledge of the workplace, language background, and cultural acceptance by others, and
broader settlement issues around isolation and lack of pre-existing social networks.
For some, to be a stranger is, however, naturally a very positive relation; it is a specific form of
interaction and enables them always to be reflexive about the place of mobile academics in the
academic environment. Nevertheless, that experience is often acute, given the existing boundaries of
cultural non-inclusion (Kim and Brooks, 2012). For instance, almost all the UNIKE vignette 74 on
mobility experiences informs that cultural integration is not only difficult but also challenging, and
seems impossible. One of the UNIKE partners, in her vignette of mobility experience as an
international scholar, has the observation and conclusion that “foreigners are forever foreign.” As an
international scholar, I have a similar feeling. In my experiences as an international student of both
Erasmus Mundus master and UNIKE PhD programs, I observed that a foreigner is really foreign
always and suffers from alienation, cultural shock, and language difficulties.

7.3.2. Brain: Drain, Gain, Circulation, and Train
Issues related to balanced and imbalanced mobility flows (recognized as brain drain, brain gain or
brain circulation) (Krstic, 2012) have been frequently addressed and analyzed in terms of the mobility
of people particularly from the East to the West, or from the South to the North, or from center to
periphery. The most noticeable aspect of globalization and internationalization is the emergence of a
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global market for academic talent. It is partly stimulated by the large numbers of students who study
abroad. It must be emphasized that the international labor market for scholars and scientists and most
of the flows of foreign students come from developing countries that are unable to accommodate the
demand for higher education and the different academic program interests of their student population
(Altbach, 2007). An imperative engine of these national initiatives is the internationalization of higher
education and the academic profession (Huang, 2013).
Nowadays, Europe and the rising Asia-Pacific are becoming strong, competent powers against the
traditional center of gravity in scientific research and human development of the United States of
America. Globally, both developed and developing countries are investing in their national higher
education systems as the key instruments of human training and ultimately their future economic
competitiveness (Cummings and Bain, 2009). Emerging countries are working towards reversing brain
drain that has continued to benefit the United States of America and other Western economies. They
are also seeking to create world-class universities of their own through an indigenous academic
profession that becomes part of the increasingly international community of research and scholarship.
Developing countries, like in Africa, send their students abroad, particularly outside the region, for
academic capacity building.
International students, who are the future scholars and scientists of the developing world, may never
return home. By doing so, they initiate brain drain. In the process of internationalization, the need to
develop, attract, and retain skilled human power in research is an important priority in many national
and regional strategies of the developed society (Krstic, 2012). Subsequently, a significant number of
students who obtain their degrees abroad do not return home, and those who do return and join the
academic profession at home bring with them the values and orientations of a foreign country, which
may not fit the home context. Imbalanced internationalization, particularly imbalanced academic
mobility, always threatens the developing and emerging countries because it denies them future
teachers, researchers, leaders, and other useful professionals. Eventually, this will have a profound
global effect of egocentric and amorphous development and growth paradigm that will affect global
prosperity, peace, and security.
The revenue generation and skilled migration approaches of internationalization of higher education
have positive outcomes for those globally receiving countries in augmenting revenue and attracting the
best minds. However, it may cause a devastating brain drain effect on the source countries. According
to the 2009 IAU Survey, the most significant risks of the internationalization of higher education
include the commodification and commercialization of education programs (12%), brain drain (10%),
increase in the number of foreign degree mills or low quality providers (9%), and uncontextualized
and over-emphasis on internationalization (8%) (IAU, 2010, pp. 73-75). These risks may affect
different regions differently. For instance, North America and Europe did not indicate any highest
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ranking risk factor because most of them are providers and beneficiaries. Commercialization and
commodification of higher education programs are considered to be highly risky especially with
higher education institutions in Asia-Pacific. Africa, Europe (Eastern and Southern), Latin America,
and the Caribbean considered brain drain to be the most damaging risk of internationalization. Brain
drain is the number one risk for Africa and Europe, while the commodification of education programs
is the highest risk for Asia-Pacific (IAU, 2010).
The internationalization of higher education is increasingly growing into a highly competitive business
of international student recruitment. Several countries, particularly countries of matured economies
with aging population and low birth rates, are increasingly investing to attract the best and brightest
talent to study and work in their institutions in order to supply brainpower for innovation and research
agendas (OECD, 2007). This motive happens at the expense of others, who lose their best and
brightest academic scholars. The original wisdom of helping students from developing countries to
study in another country and return home is fading fast as nations compete to retain needed human
resources (Knight, 2012). This is the source of the concepts of brain drain and brain gain. Developing
countries that sent their students for further education abroad loss and have face the challenges of
brain drain, while receivers enjoy brain gain. A new related term is also emerging, “brain train,” which
refers to international students taking a degree from Country A and another degree from Country B,
employment in Country C, and may finally return home after a long time (Knight, 2012). The
following Figure 7.2. shows the major regional risks caused by internationalization.
Figure 7. 2. Most Significant Risks of Internationalization in Africa, Asia-Pacific, and Europe
Region
Africa

First rank risk
Brain drain (16%)

Asia-Pacific75

Commodification
of education
programs (16%)

Europe

Brain drain (10%)

Second rank risk
Over emphasis on
internationalization (14%)
Increased number of foreign
degree mills (11%) and
Greater competition among
higher education institutions
(11%)
Commodification of
education programs (9%)

Third rank risk
Loss of cultural identity
(11%)
Loss of cultural identity
(9%)

Over emphasis on
internationalization (8%) and
Greater competition among
higher education institutions
(8%)

(Source: IAU, 2010)

75

The risks manifest the development of higher education and the competitive status of Asia-Pacific.
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Although abroad internationalization of higher education can help developing countries in building
their higher education and human resource capacities, it can also create problems. Cross-border higher
education can promote a brain drain rather than the circulation of skills between the host and the
sending countries, and this leads to a reduction in development assistance without building capacity in
the poorest countries (OECD, 2007). Some 75% of Chinese students who studied abroad between
1978 and 1999 have not returned home (Iguchi, 2003). Driven by strong demand in the OECD
countries for information technology and other skills in science and technology as well as the selective
immigration policies that favor skilled workers, during the 1990s, the outflow of professionals has
increased from Asia to the United States, Canada, Australia, and the United Kingdom. Since the early
1990s, some 900,000 highly skilled professionals, mainly Information Technology workers have
migrated to the United States from India, China, Russia, and a few OECD countries like Canada, the
United Kingdom, and Germany. In 1999, nearly 25% of the temporary emigrants to the United States
under the H-1B visa program had previously been enrolled in US universities. Around 40% of
American tertiary education level adult population is foreign-born (Cervantes and Guellec, 2002). In
2000, the US government announced the raising of the annual limit on the number of temporary work
visa grants to highly skilled professionals from 115,000 to 195,000, under its H-1B visa program, per
year. This was operational until 2003. The US is not the only pole of attraction. Even though it loses
people to the US, Canada also attracts talents. France and Germany launched policies to attract foreign
students, researchers, and Information Technology workers. In 2000, Germany launched the “greencard” scheme to recruit 20,000 foreign Information Technology specialists; by the end of the
following year, it had recruited around 10,000 mainly from Eastern Europe. Singapore is also working
hard to attract foreign professionals and specialists from Malaysia and China. Australia and New
Zealand have similar schemes of attraction from various regions including Africa (Cervantes and
Guellec, 2002). In 2004, international students accounted for more than 10% of the students in four
OECD countries and Australia hosted 17% of it (OECD, 2007).
Even though there are differing opinions over the issue of brain drain as an imperative source of brain
circulation or brain train that helps improving global knowledge flows and satisfying the demand for
skills, the situation in the developed and developing countries is different and in some ways
contradictory. Brain drain affects mainly African and Caribbean countries. Over 70% of Jamaican and
Guyanese nationals holding higher diplomas are expatriates in an OECD area (OECD, 2007). Selfreliance is not even an alternative for countries that are suffering from brain drain. The need to
participate in international exchanges in higher education remains an imperative option to build
national and institutional capacity. Cervantes and Guellec (2002) have made the following
comparative explanation of the risk of brain drain in developing and developed countries.
The risk of brain drain damaging rich countries is arguably lower, but it does exist. But skilled
migration between advanced countries is often temporary, there may be a double gain from the
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circulation of the highly skilled. [...] In sending countries in the developing world, the challenge
is greater. For these countries, capturing benefits mostly depends on attracting back skilled
emigrants and providing opportunities for them to use their new technological competencies
(Cervantes and Guellec, 2002, no page).
However, the problem of brain drain is not only a problem of developing countries. It is generally a
problem of center and periphery in its all aspects of relativity. For instance, in the 1950s and early
1960s, many British scientists and technologists migrated to the US and Canada. Skilled migration or
brain circulation and brain train within the OECD countries were increasing since the 1990s, but it was
a temporary flow of advanced students, researchers, managers, and information technology specialists.
It is more a pattern of brain circulation than draining of skills from one place to another (Cervantes
and Guellec, 2002).
In 2004, the OECD area hosted 85% of the international students worldwide, and 66% of them came
from non-OECD countries (OECD, 2007). In 2011, OECD countries were hosting some 77% of all
students enrolled outside their country of citizenship. The USA hosted 17%, followed by the UK
(13%), Australia (6%), Germany (6%), and France (6%) (OECD, 2013). It is estimated that some
300,000 professionals from the African continent live and work in Europe and North America. Up to
one-third of the professionals of research and development from the developing world are believed to
reside in the OECD area. The contemporary economic development in the developing world has
witnessed a trend of returning home, the use of such mechanisms as “scientific Diaspora” and
“immigrant entrepreneur networks” to capture benefits and know-how from emigrants overseas. For
instance, Indian and Chinese economies seem to transform brain drain to brain bank (Cervantes and
Guellec, 2002).
International academics sometimes bridge foreign and home institutions in some ways, and the effects
are both rewarding and challenging. Because of the good conditions, academics from the developing
and emerging countries often prefer, studying, living and working overseas. They regard gaining a
level of international experience as part of their career development. Being an international academic
is generally presented as something positive and associated with all kinds of benefits. It is widely
assumed that people will inevitably experience and learn new things as a result of their personal and
professional exposures to a different environment. Nevertheless, it is not always correct to think that
foreign experience and knowledge is useful for the home institutional context. Particularly, the
problem will be more complex when the transfer takes place without considering the context of the
home higher education. Because of the extreme different level of status and development of higher
education institutions, scholars suffer from the difficulties of reconciling and harmonizing the
experiences of foreign educated academics with the domestic context. This is further intensified by the
so-called Diaspora scholars, who studied and lived in the global North and represented a significant
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factor in complicating the academic culture in the developing world. The Diaspora may be considered
to be agents of brain circulation between centers and peripheries. If it is not properly managed,
exposed and inducted into the home setting, the Diaspora will pose challenges because it was trained,
worked, and lived in a different academic environment and socio-economic culture. Even though he
has some conflicting conclusions regarding the impacts of foreign-educated returnees, and the socalled Diaspora scholars, Altbach (2007) has unambiguously elucidated this as follows:
In many developing countries, academics with foreign degrees constitute a significant part of
the professoriate. Furthermore, these returnees are clustered at the top of the profession and
dominate the research-oriented universities. Scholars returning from abroad often wish to
employ the values they absorbed during their studies to upgrade local standards, whether or not
such replication is practical or desirable in local conditions. These academics follow the latest
international academic developments and seek to maintain links with the countries in which
they studied, often importing scientific equipment as well as ideas. Conflicts between foreignreturned academics and their locally educated colleagues are common (Altbach, 2007, p. 143).
Hence, the effect of sending academics abroad is twofold, particularly for the developing and
emerging countries. They are victims of both brain drain and the pressure of foreign culture.
Therefore, the internationalization of the academic profession, particularly for developing countries,
should not merely be a matter of being trending, but an important vigilantly and strategically planned
instrument for the development of the higher education.
There is also significant academic profession mobility among the industrialized countries, with less
problem of brain drain and harmonization of knowledge transfer and production. Academics move
from countries with relatively low salaries and poor working conditions to those with greater
resources. For example, large numbers of academics from the former Soviet Union have moved to
Western Europe and North America in recent years (Altbach, 2007). Smaller numbers have gone from
the United Kingdom to the United States and Canada because of deteriorating salaries and working
conditions in the United Kingdom. There has also been a modest South-South flow. Optionally, Indian
English taught courses attract English-speaking African academics. South Africa has attracted
academics from the rest of Africa. Better university salaries in the Gulf and Saudi Arabia attract
academics from around the world including Egyptian and Palestinian academics (Altbach, 2007).
Hence, the costs and benefits of this massive international migration of academics from the South to
the North and center-oriented knowledge production are considerable, with most of the benefits going
to the hegemonic and center academic systems than the developing or the periphery countries and
institutions.
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7.3.3. Research and Knowledge
Knowledge Production and Transfer
Academic mobility has facilitated collaborative knowledge production and publication. The mobility
of the academic profession also facilitates knowledge movement. However, the question is: whose
knowledge is transferred and where? How does that knowledge benefit the country of destination? In
doing so, mobile academics strengthen the predominance of a central academic culture and academic
knowledge through such conditions as attractiveness, competitiveness, and excellence, which are the
main premises and essentials of the internationalization of higher education institutions. One
significant impact of internationalization of higher education is the “broadening of participants” in the
global perspectives (Hamza, 2010). The following Figure 7.3 shows the Euro-Asian collaborative
research network between 2008 and 2012. The network shows some political trends where North
Korea was not included in the collaboration.
Huang (2013) has confirmed that higher education institutions and their academics are major actors in
the process of the production of knowledge and generational training in the “new globalized industry.”
In the contemporary neoliberal market-oriented higher education institution, there is a radical shift in
the mode of knowledge production. Since the mid-1980s, following the emergence of postmodernism
or the age of the knowledge society, the status of knowledge has altered (Meek, 2003). Because of the
transformation of the higher education management, funding, mass enrollment, and the
internationalization of higher education, academic epistemological boundaries are dissolved, shifted,
and expanded (Hopkins, 2013). The academic profession is not only influenced by the process and
requirement of the internationalization of higher education, but it is also affecting the paradigm of the
process of internationalization and knowledge production.
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Figure 7. 3. Co-authorships between Selected Asian and Western Countries, 2008-2012

(Source UNESCO, 2014, p. 89)

For some academics, mobility or displacement is an imperative experience that leads them to a new
breakthrough and paradigm shifting in knowledge creation (Altbach, 2007). It has been suggested that
researchers who show a high level of mobility have been exposed to different schools of thought and
could, therefore, be more likely to pursue new and unexplored research topics (Hopkins, 2013). The
European Charter for Researchers also recognizes the value of all forms of mobility as a means for
enhancing the production of scientific knowledge and professional development (European
Commission, 2005).
According to Plume (2012), the UK Department for Business, Innovation, and Skills commissioned
Elsevier to produce the International Comparative Performance of the UK Research Base. According
to the Elsevier report, one of the factors contributing to better research productivity, efficiency, and
quality is found to be international mobility and the researcher population is internationally mobile.
The report considered the performance of the UK’s research base in comparison with seven other
countries namely, Canada, China, France, Germany, Italy, Japan, and the US. It also focused on the
key areas such as research output, knowledge transfer, human capital, and productivity. In spite of
possessing far fewer researchers, compared to China and the US, the study found that the UK has a
leading research hub in terms of the usage and citation of articles and efficiency in terms of output per
researcher. In 2010, based on article output, among the top five research nations (US, China, UK,
Japan, Germany), UK researchers generated more articles per researcher, more citations per
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researcher, and more usage per article as measured by global downloads of UK articles. International
academic mobility is one key factor that contributes to such research efficiency. This includes both
researchers abroad and returnees (Plume, 2012).
Almost 63% of researchers that are or have been affiliated with UK institutions have also
published articles while working at institutions outside the UK. Researchers who have returned
to the UK after an extended time abroad are significantly more productive in terms of articles
published than those who have never left the UK. The UK’s leading position in terms of
research efficiency is therefore in part due to its effectiveness in attracting productive and
internationally mobile researchers to work in the UK (Plume, 2012, no page).
Knowledge production, transfer of knowledge, technology, and pedagogical experiences are not
unidirectional. The mobility of academics has also been considered to be an important instrument for
the scientific knowledge transfer, not only between different geographical points but also between
sectors. They are also two-way phenomena. Considering brain circulation between countries and
sectors, it has been found that most internationally mobile academic professionals are involved in
Knowledge and Technology Transfer (KTT) and pedagogical paradigms to the institutions of both the
host and home country (Edler et al. 2011). Kim and Brooks (2012) categorized a mode of knowledge
production by mobile academics as the “Mode-3” research type. The Mode-1 typology of knowledge
production of Gibbons et al. (1994) is discipline-based and basic knowledge production linked to the
characteristic of traditional university-based research. Mode-2 is more multidisciplinary; it is more of
a collaborative knowledge production, and it is linked to contextualized and problem-solving
professional research practice. It is the characteristic of networked population research paradigm. In
contrast, Mode-3 knowledge, according to Kim and Brooks (2012), is based on the biographic
narratives of mobile academics’ self-account of knowledge creation. It is produced because of the
mixture of transnational academic mobility and identity transformation. This sort of “knowledge” was
initially called “Transnational Identity Capital” (Kim, 2010). According to Kim (2010), Mode-1 is
based on knowledge capital, and the direction of knowledge movements and modality of knowledge
creation is hierarchical, whereas Mode-2 knowledge incorporates social capital. The direction of
knowledge movements is interactive, and it has multiple nodes of knowledge creation. Mode-3
knowledge is using identity capital. It has entwined circular movements of knowledge in the process
of new knowledge creation. In analyzing biographic narratives of transnational mobile academics,
Kim and Brooks (2012) argue that spatial transfer of knowledge, through academic mobility, is
followed by knowledge transformation into transnational identity capital. Mode-3 knowledge is
carried by mobile academics. It is embedded and travelled knowledge. It is not Wissenschaft (scientific
knowledge) but Weltanschauung (a view of the world). Moreover, in their consideration, Kim and
Brooks (2012) claim that the individual biographic narratives of “academic mobility are not a simple
zero-sum game of brain drain/brain gain; but that mobility leads to brain transfer and brain
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transformation” (Kim and Brooks, 2012, p. 5). It is suggested that, as a relocated academic in a new
working environment, mobile academics develop a new mode of thought, which subsequently enable
them to contribute a new mode of knowledge creation. In the following quotation, Kim and Brooks
(2012) state that transnational biographic narratives of mobile academics are entwined with epistemic
transformation.
The narratives of the biographies of distinctive mobile academics, whose knowledge have
become transnational, tell us that the whole set of mobility - related experiences - the initial act
of crossing territorial boundaries, settling in and adaptation to a new (academic) milieu - are
entangled with the process of epistemic transformation (Kim & Brooks, 2012, p. 5).
Knowledge transfer is recognized as having many positive effects on society, institutions and
individuals; however, the process has some drawbacks and challenges (Lola 2005). Knowledge
transferred to the rest of the world could be suppressive in the sense that the Western knowledge
distribution system is highly competitive and dominant, and largely unsympathetic to non-Western
concerns, priorities of research, development, and the mission of higher education. In the process of
internationalization, Western academic cultures are making the problem of, for example, publication
more complicated for those non-Western academics by intensifying the competition from abroad and
considering local or regional publications to be less prestigious (Lola, 2005). Emerging academic
centers of excellence, for instance, in Japan, Taiwan, and Singapore, are considered to be peripheral;
China has only recently emerged as a focus of concern. The most prestigious journals and publishers
are in the West. This makes non-Western academics look for the models and interest/priority of the
West, which may not be rewarding and benefitting to the socio-economic endeavors at home. Journals
in English exist in Taiwan, Japan, and of course in Hong Kong and Singapore. Even China now
publishes scientific journals in English (Altbach, 2006a).

Knowledge Commodification
The old notion that knowledge and pedagogy are closely linked has been replaced by a new view of
knowledge as a commodity that could be sold. Knowledge is becoming “exteriorized” from its
creators (Meek, 2003) or an essential difference developed between “science as a search for truth” and
“science as a search for a response to economic and political interests” (Oliveira, 2002, p. 1).
Knowledge has ceased to be an end in itself. It is produced not for its own sake but in order to be sold,
consumed, and to be priced or valorized in a new production system. Because of these new features,
knowledge has become a major stake in the global competition for power. Moreover, knowledge or
science and research are transforming the socio-economic structure of society through the creation of a
global knowledge-based economy and society. The significant worldwide expansion and spread of
knowledge has transformed the higher education institutions and opened broader access to the interests
of society. The importance of knowledge in the transformation of the global economy has become a
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global phenomenon. On a global scale, wealth and prosperity depend more on access to knowledge
than access to natural resources and human labor (Meek, 2004). According to Meek (2003), the
development of the knowledge society has permeated the intrusion of market relations into many
social institutions including higher education that entered into competition, commodification, and
commercialization.
The mobility of the academic profession, particularly teachers and researchers, who are active actors
in the process of internationalization, teaching, research, is the major and direct or indirect agent in the
commodification and transfer of knowledge that has affected the social and scientificity of the
academic community.

Institutional Affiliation
The diversification and specialization of tasks and the principle of responsibility have facilitated the
emergence of increased external control over academics and their task performances. Such peripheral
or secondary traditional tasks as writing research proposals, developing contracts, elaborating virtual
learning and marketable programs have been recognized as important aspects of the academic work to
gain scientific reward (Musselin, 2007). Since the 1990s, in addition to the primary functions, many
higher education institutions and countries have applied aspects of internationalization as part of the
criteria for promotion and performance evaluation of their academics. Slovenia presents a clear
example. The University of Ljubljana has included “international impact” as a major criterion for the
promotion to full professorship (since the 1990s), which was recently extended to associate
professorship (Klemencic et al., 2015). The Slovenian National Quality Assurance and Accreditation
Agency, since 2010, has also included this criterion in its national guidelines as the minimal criteria
for academic appointment applicable to both full professors and associate professors. The
internationalization aspects or international impact criteria include working abroad for at least three
months, knowledge of at least one widely used foreign language, conducting research in a foreign
higher education institution or research institution, and leadership of courses in international study
programs (Klemencic et al., 2015). For this purpose, the traditional central level management of
academic positions have often been transferred to the university level (Dill, 2002). In this case,
institutional autonomy, in terms of management, has been lifted up, and the relationship between
academics and higher education institutions appears closer. The internationalization of higher
education has also influenced the academic labor market. In Germany and the USA “the ability to raise
money and to manage research projects based on external funding is one of the criteria of judgment
when hiring professors” (Musselin, 2007, p. 177). The steady performance and productivity audit
system of the academics have reformatted academic professionals as units of resource. Ball (2012),
from his own experiences, has concluded that the neoliberal reform paradigm has required academics
to be calculable in terms of academic performances. These new developments, the multiplication of
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tasks, the audit system, specialization, the incentive systems, and so on, gradually affected the nature
of the relationship between academics and their institutions. The traditional autonomous academic
status has been fading out in favor of considering academics as knowledge workers. The
internationalization of higher education has further accentuated this process of transformation.
Furthermore, according to Hasegawa and Ogata (2009), institutional affiliation could be eroded
through the process of collaborative research. Research activities are often carried out outside the
premises of home institutions. International collaborative research has become a common practice
owing to the opportunity established via the process of internationalization. The “Carnegie study”,
undertaken in 1992, and the “Changing Academic Profession” (CAP) study of 2007, confirm the
decline of the sense of academics belonging to their respective institutions. For instance, in Japan,
institutional affiliation of academics, which had been high before, diminished further in the fifteen
years from 1992 to 2007 (Huang, 2013; Huang, 2009; Hasegawa and Ogata, 2009). Those who
answered, in the research questionnaire, that their institution was “very important” declined by nearly
10 percentage points from 31.2% in 1992 to 22.9% in 2007. It is also important to note that
institutional affiliation is better maintained in teaching than in research (Hasegawa and Ogata, 2009).
The collaborative research network within Asia-Pacific is depicted in Figure 7.4.
Figure 7. 4. Co-authorship Networks within Asia, 2008-2012

(Source: UNESCO, 2014, p. 88)

A further impact of internationalization on the relationship between the academic profession and
academic institutions is observed in language commitment in publication. The academic research
community, particularly the international one, has greatly engaged in joint research venture and
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publication in other than the language of the home institution. The following table, for example,
indicates the magnitude of the Japanese international faculty that has participated in the 1992 and 2007
survey studies. As Huang (2009) confirms, Japanese faculty members published more articles or
books abroad in 2007 than their colleagues in 1992. Their publication has grown from an average of
1.68 times to 2.28 times. They also had written more articles or books in a foreign language, with the
average rising from 3.89 to 5.93 times (Huang, 2009). In South Africa, international academics, who
responded to the survey questionnaire, had published articles and books in another country 3.75 times
during the three years from 1998-2000 and 3.67 times during the ten years (1991-2000). Publication
sharply dropped probably due to the exigencies of increasing managerialism, and the difficulty to
obtain funds for conferences and publications, however (Wolhuter and Higgs, 2004). Figure 7.5 below
presents a comparative account of Japanese researchers' publications in another country and language
in 1992 and 2007.
Figure 7. 5. Japanese Researchers' Publications in another Country and Language, 1992 and 2007
Publication

Mean

1992
Published articles or books in
1.68
another country
(4.59 SD)
Published articles or books in a
3.89
language other than the mother
(6.97 SD)
tongue
(Source: Huang, 2009, p. 103)

2007
2.28
(6.45 SD)
5.93
(9.61 SD)

The 1992 survey indicated that academics in many countries felt a strong commitment to their
academic discipline than to their academic institution. Though it is remaining positive on average,
academics’ sense of institutional (department and university) commitment was clearly lower in four
countries of Austria, Japan, UK, and the USA. Germany was the exception. In 1992, German
academics’ perception of a commitment to the department and to the university did not receive a
positive response on average even (Teichler, 2009).
Conclusively, because of the internal transformation of the higher education, the commodification of
knowledge, and the fading of institutional affiliation, the values of a university/higher education as a
place of learning and a configuration of a community of educated persons, who are altruistically
engaged in the pursuit of intellectual truth for itself remarkably faded. The devoted role of serving
society's central and ethical interests at large and the important attachment that holds academics and
institution together have deteriorated significantly (Coady, 2000). This new development of the
relationship between individual academic and the higher education institution is well enunciated by
Musselin (2007) as follows:
The university is no longer a place welcoming and sheltering academic activities, it has more
and more taken over the role of an employer. The affiliation (or sentiment of affiliation) to one’s
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institution is progressively transformed into work relationships. The responsibilities and duties
of each academic are not only defined by his/her professional group but also by his/her
institutional work arrangements. This often goes along with a transformation in the type of
employment contracts on which academics are recruited in order to allow a closer and more
direct work relation. In Austria or in Japan, for example, the newly hired professors no longer
have a status of civil servants but are recruited on private contracts: thus their employer no
longer is the abstract figure of the state but the concrete person of the university president
(Musselin, 2007, p. 180).

7.3.4. Learning Experiences
Socially and academically, academic mobility seems to result in intercultural learning and sensitivity
(Krstic, 2012). Academic professionals attain from mobility some non-pecuniary benefits such as
increased access to professional development and greater international connections, and a range of
personal benefits collectively known as “transnational identity capital,” and skills that enable
academics to engage with others (Balasooriya et al., 2014). Mobile academics need to be adequately
prepared for internationalization and for the different academic and cultural encounters such as diverse
student knowledge background and different learning styles because education today requires to “do
different things in different ways rather than the same things in different ways” (Dale, 2005, p. 117).
Academic staffs engaged in international teaching requires additional professional skills, “skills to
teach” in a global adaptability. Learning to teach in an international setting requires the notion of the
socio-academic cultural context of the host country and institution. This process is known as
“legitimate peripheral participation” in a situated learning environment (Pherali, 2012). Hamza (2010)
asserts that academics exposure to foreign universities and higher education institutions either as a
student or worker enable them to experience new things as they attempt to interact with the local staff
and classrooms. Academics, as adult learners abroad, incorporate new knowledge, perspectives, skill,
or practices into their world outlook as they engage in teaching and other social opportunities. The
result will be the emergence of transformative learning (Hamza, 2010). International students and
academic staff may acquire and bring back home the cultural insights and understandings of engaging
in an international environment. This may have short-term social and economic benefits. In the longterm, it may lead to the dilution or loss of the cultural characteristics of the indigenous culture, with
the extension of “globalized” cultures and an increasing challenge to domestic cultures. Moreover, this
process may result in the erosion of cultural distance or distinctiveness for future generations of
potential international students and staff from the home culture (Lumby and Foskett, 2015). However,
it should be transferred carefully.
Hamza (2010) has identified three main themes of changes and experiences as a result of the
internationalization of the academic profession. It could result in changes in personal and professional
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attitudes, understanding international students’ learning styles and behavior, and broadening global
perspective. Inevitably, people will experience change in different facets of their personal and
professional lives during their international acquaintances. These exposures and experiences also
cause personal and professional transformations. Professional transformative learning and experience
involve significant changes in understanding people and interpreting some significant aspect of the
world. Teaching and communicating with students from different cultures creates challenges for a
faculty in the classroom. At the same time, it develops the participants’ professional skills in teaching
in a diverse classroom and helps faculty attain the ability to deal more effectively with international
students and their expectations (Hamza, 2010). In addition, involvement in international academic
activities strengthens the skills of teaching in higher education institutions in global perspectives. It
also enables faculty and administrators to assess the extent to which students are involved in
understanding and responding to global issues. Most of the academics share their international
experiences among themselves. However, scarcity of resources limits them from making essential
transformative changes that these experiences can cause in their personal and professional lives. The
experiences of academics in foreign universities “hold promise for informing fellow academics
working at their home universities as they attempt to come to grips with the internationalisation of
their classroom” (Bodycott and Walker, 2000, p. 80).
International academics are exposed to national and international understanding. Academics, working
in a different academic and sociocultural environment, acquire cultural exposures to create
opportunities for learning about others. Academics’ new knowledge of local and global issues will
lead them to change their attitudes or enable them to develop openness and new perspectives toward
other people, culture, and global events (Hamza, 2010). This will contribute enormously to lessening
ethnocentric attitudes and to sustaining world peace. In this respect, internationalization is fulfilling
part of its socio-political rationales.
The philosophical or educational dimension of rationales sees the growth of internationalization in
terms of the value it adds to the educational experience of at home, abroad and virtual students and
academics (Jiang 2008; Knight, 1996). The contribution it makes could address the global needs and
global issues such as peace (Lumby and Foskett, 2015). From this point of view, it will be imperative
to quote some of the opinions of international academic staff interviewed by Hamza (2010). One of his
interviewees (Susan) said that mobility opens up new opportunity for learning, and her opinion reads
partly as follows:
As far as I am concerned, travel in general opened up a whole new possibility of learning, in a
way the books and research, and the internet really can’t do. To actually have contact with
people from other cultures, from other places, I think it is extraordinarily important [...] my
experience increased my tolerance. Knowledge of another people, another way of life, and
another culture provides greater understanding, thus greater tolerance. I believe if everyone
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could have an experience like mine, the world would be a more peaceful place (Hamza, 2010, p.
62).
International academics also transfer many international perspectives home and enlighten those
academic staff and students who never travel abroad. This is the other mechanism of enhancing the
internationalization of institution, students, and academics at home. Hamza (2010) again quoted his
two other interviewees, who have worked in some Arab countries, as follows:
Coming back to the U.S., I have a different view of the world, which I can bring to the table
here to help educate people about Arab countries and about international issues (Angela). I
prepared the curriculum, so I brought to the curriculum my experience of teaching overseas for
sure. I am encouraging my own three daughters who are in college now and whenever I have
the opportunity, I advise students, young people, and their friends to go abroad (Carol) (Hamza,
2010, p. 64).
The transformative learning experience is not always positive, however. Some academics may face
greater challenges, and their international experiences may result in difficulties. One aspect of the
policy-based response of internationalization to globalization has been the emergence of English as a
medium of research and instruction in many tertiary institutions around the world (Altbach and
Knight, 2007). Within Europe, for instance, Phillipson (2008) refers to the “Englishization” of
European higher education. In Asia and Africa, the use of the English language (and other European
languages) is seen as one of the most substantial factors influencing the internationalization of some
tertiary institutions (Yang, 2002). In an international scenario, scholars are supposed to learn and teach
in foreign languages. This is a challenge for non-English speaking international academics.
By linking globalization to a learner-centered teaching, Edwards and Usher (2008) highlight a
challenge to teacher-centered pedagogies. They also raise questions about what is taught and how
teaching is carried out in a more diversified classroom because internationalization has been associated
with the participation of wider groups and different academic practitioners into the higher education
ecology. This situation directly and indirectly affects the teaching-learning process and sometimes
complicates the role of international and local academics by introducing various and different
pedagogies of learning and teaching. According to Trent (2012), the International English–Language
Teaching Assistant (IELTA)76 program in Hong Kong, in addition to helping participants develop their
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“The IELTA program, which recruits up to a dozen teaching assistants per year from Western and Asian Countries, represents part of the
university's strategic plan for internationalisation by fostering a global perspective among staff and students through the provision of national
and international teaching and learning experiences” (Trent, 2012, pp. 54-55).
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cultural awareness and developing skills as teachers and learners, has caused unintended results. The
IELTAs were marginalized. This was manifested through students quitting the language classes and
through the emergence of the impression of “othering” or the “us-them” category. Students quit
IELTAs classes because the international scholars teach differently from the learning traditions and
experiences of Hong Kong students. Hong Kong students, according to one of the IELTAs, have
become more dependent on the teacher and burdened by exams.They
are really burdened by exams and are really dependent on the teacher. The classes have a huge
emphasis on students being passive, taking notes and memorization-based learning, not
questioning information, which I think is part of their background in schools; in Hong Kong I
understand schools are very teacher dominated. And this is very different than my experience in
New Zealand universities. Over there, there is definitely a lot more emphasis on independent
learning, class discussions and debates, and students’ critical responses to what they are taught
(Trent, 2012, p. 59).
It is likely that such challenges would harm the wisdom of institutional and academic
internationalization and significantly impede the international cooperation and collaboration among
international academics/IELTAs, local students, and other instructors. Even though this issue is
constructed out of the findings of a small sample size and from a single institution in Hong Kong, it
indicates that the internationalization of the academic profession may result in some unintended
outcomes such as this. The situation also indicates the importance of training international academic
staffs to conform with new environments. In contrast, the internationalization of higher education,
particularly the importation of foreign academics, in some countries, weakens the morale of the native
academics. In some countries, foreigners receive more pay and better privileges for similar
qualification, and this may affect the situation at home (Rivers, 2010).

7.3.5. Academic Status and Profile
In addition to the overall transformational benefits and challenges, according to Kogan and Teichler
(2007), currently, the academic profession is faced with three key challenges namely, curricular
relevance, the New Public Management, and internationalization. Concerning relevance, the ultimate
goal of the academy has transformed from the traditional and fundamental knowledge creation
(“scholarship of discovery”) to the new emphasis on knowledge as information (”scholarship of
application”) (Kogan and Teichler, 2007). Scholarship of application often involves several disciplines
and tends to focus on problem-solving that has an impact on everyday life. One consequence is that
many future scholars, trained in applied fields, will have a wider opportunity of employability outside
of academia. This provides new opportunities for wider forms of academic career and knowledge
transfer while it may also create recruitment difficulties in some places, and especially in fields such as
science, technology, and engineering (Kogan and Teichler, 2007). Regarding management, academics
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sometimes received efforts to introduce the New Public Management in academic teaching and
research, with skepticism and opposition. This is because traditional professional values are strongly
connected to the very fabric of self-regulated knowledge production and dissemination. At the same
time, a greater professionalization of higher education management is regarded as necessary to enable
higher education to perform effectively and efficiently in a rapidly changing internal and external
environment. The control and management of academic work could define the nature of academic
roles. This may include such definition of roles as the division of labor and a possible divorce of the
nexus between traditional teaching and research. The management, to change traditional academic
power distributions and values and to force changes in academic practice, has introduced new systemic
and institutional instruments such as quality assurance and audit systems (Kogan and Teichler, 2007).
In part, internationalization is considered to be a response to challenges of globalization. At the same
time, it promotes globalization. Nowadays, internationalization has become an imperative instrument
and strategy for higher education global cooperation and competition. It is also intended to train global
professionals. Higher education institutions focus on collaborative knowledge production, publication,
and dissemination. Furthermore, internationalization enhances higher education economic, social, and
political features. The key actor, in the socio-economic, political, and cultural processes of the
internationalization of higher education is the academic profession. Hence, the role of
internationalization in affecting the academic profession is significant. National traditions and socioeconomic circumstances continue to play an important role in shaping academic life and have a major
impact on the attractiveness of the profession. Moreover, the increasing growth of the international
mobility of students and staff, technology-based connection of the global scholarly communities, and
the use of English as the lingua franca of the international community have influenced the academic
profession and the life of academics (Enders, 2004). The economic and political power of a country,
its size and geographic location, its dominant culture, the quality of its higher education system and
the language it uses for academic discourse and publications are factors that affect the approaches of
higher education and academic staff to internationalization (Kogan and Teichler, 2007).
The economic rationale of internationalization, particularly through cross-border providers, programs,
and the opening of branch campuses, has transformed the nature of knowledge, its dissemination and
the mission and role of the academic profession in the process. Academics have lost their academic
autonomy and professional power and generally turn into “skilled entrepreneurs” (Olssen, 2002).
Academics are expected to compete in the “academic marketplace” by deliberately designing
competitive courses that attract students away from fellow academics. As a result, the intellectual
merit of the program is pitted against the need to dumb down standards and the appeal of the course to
the requirements of the market (Olssen, 2002). The emergence of fake cross-border branch campuses,
forged higher education institutions, and unqualified programs are the products of such a trend of
dumb down academic and professional standards. This trend challenges and questions the qualities of
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professional and academic programs and that of the academic profession, the key actor of the
internationalization of higher education. Subsequently, the traditional societal respect, academic
values, and prestige of the academic profession have deteriorated. Consequently, academics are
increasingly being commodified (Stilwell, 2003). This altered role of the academic profession makes
academics victims of change rather than making them change agents (Doring, 2002). Moreover, the
new role and work transform academics and their profession into “hegemonic tools,” that reproduce
dominant ideologies, rather than making them “counter-hegemonic agents,” who may challenge
dominant ideologies and promote diversity (Morley, 2003). Paradoxically, however, academic
conservatism and the changed role of the academic profession coexist in some ways. Tradition and
change are in conflict (Kehm and Teichler, 2013).
The general transformation of higher education has also impacted the academic profession.
Traditionally, in most matured economies and in many developing countries such as India, China,
Nigeria and others, academia was an honorable profession that, even if ill paid, provided high social
status and job security. However, it was negatively affected as a result of the market-oriented
transformation of higher education. The traditional employment security of the academic profession is
being weakened by moving academics from the civil service and the increasing practice of contractual
employment of part-timers and casual academics. For example, the United Kingdom, as part of a
major university reform, abolished academic tenure to make the entire academic system more
competitive and international. In Germany, many academics are forced to compete for new positions
at other universities because most new academic appointments do not allow promotion (Kim and
Brooks, 2012). In Central Europe and the countries of the former Soviet Union, the traditional
academic profession has been greatly weakened by changes in working conditions, deteriorating
salaries, competitiveness, and the resultant loss of status. It is common in developing countries for
academic salaries to be so poor that even full-time professors must hold more than one job and
become international. The emergence of an effective professoriate has become impossible, in Latin
America, due to the traditional reliance on part-time teachers (Altbach, 2006a). Moreover, in Japan,
the habit of estranging outsiders either spatially (in separate international villages, lodges, houses,
dormitories and so on) or temporally (through limited contracts or visas) makes it difficult to avoid
cultural differences in the process of internationalization (Kim and Brooks, 2012).
Higher education transformational changes and turbulences, including internationalization, have
forced scholars to redefine the academic profession, its role, domains, and boundaries in relation to the
new working environment and internationalization. Higher education institutions/universities, to
respond to societal pressures at all levels, have changed the nature of the academic work. The
traditional academic autonomy, freedom, value, curriculum control, and professional prestige have
been eroded because of the massification, commodification, commercialization, marketization of
higher education. The internationalization of higher education has hastened this process. Diverse
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market-oriented mechanisms, principles, rationales and models were inducted into the process of
internationalization of higher education. These developments have affected the teaching and research
tasks at home and abroad, which in turn affects the status and profile of the academic profession
(Naidoo, 2005). Generally, the transnational academic profession has been functioning under such
situations, where the academic labor market, mobility, and autonomy are defined and redefined in
terms of the neoliberal market orientation and entrepreneurial management. Henkel (2007) has
explained the situation of the academic profession in the era of the knowledge economy as follows:
Some boundaries have been more clearly defined within the academic profession, notably by a
changing and more dynamic academic labour market. This has significantly multiplied and
sharpened differences in the status, power, reward and working horizons of individual
academics. The employment contracts and conditions under which academics work reflect
major inequalities, most notably between permanent and temporary appointments, and major
differences in the definitions of work. Definitions of the work of academics with permanent
contracts have often become more complex combinations of research, teaching, “knowledge
transfer”, administration and management (Henkel, 2007, p. 199).
According to Kim and Brooks (2012), the features of entrepreneurial higher education institutions,
which are constructs of contemporary neoliberal and market-oriented principles, shape the boundaries
of academic mobility. Inter alia, the neoliberal market framed higher education institutions and
internationalization to include such characteristics as a new division of academic labor, severe
competition for external research funding and international recruitment of research staff. They also
manifest such practices as the casualization of academic labor, end of tenure, and the need for new
forms of governance and management. Entrepreneurial management skills are increasingly becoming
“transnational” and “transferable.” Some of the most prestigious universities in the UK such as
Oxford, Cambridge, London School of Economics, St. Andrews, and The Open University have
recruited Vice-Chancellors from abroad notably from New Zealand, Australia, the USA, and South
Africa. In short, manager-academics are emerging as new types of mobile academics in
entrepreneurial research universities. This is especially visible in the English-speaking and neoliberal
market-driven economies. It is becoming a global phenomenon as well (Kim and Brooks, 2012).
Musselin (2007) has commented that the traditionally over-autonomous nature of the academic
profession and scientists have caused inefficiency and subsequently put collegial leadership in
question. Consequently, this has resulted in the introduction of non-professional instruments for
evaluation.
Diversified academic work, increased control, loss of professional power and autonomy, and increased
managerialism in the nature of teaching and research have changed the role and prestige of the
academic profession. Moreover, these change forces have imposed a range of subjectivities that
compel and persuade individuals to behave in the best interests of the institution than focusing on the
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individual professional career. Moreover, the general transformation of higher education and changed
roles have affected the quality of higher education and the academic profession (Altbach, 2006a).
Enders (2007) has described, in the following excerpt, why and how the size and profile of the
academic profession seem to have lost some of its political standing and bargaining power within
society.
More and more faculty face the fact that the “old standards” that were once characteristic for
the few are not to be taken for granted for the many. Growth and diversification of higher
education have meant growth and diversification of the academic profession as well. In a global
perspective, the academic profession in the 21st century is mainly a teaching profession and the
main role of research is its contribution to the instruction of a growing and diversifying body of
students (Enders, 2007, pp. 7-8).
Such challenges have gone far beyond criticism. Professional practice is more or less restructured
partly by government intervention and partly by the indirect effects of marketization. All this has had
profound consequences for the academic professionals, particularly with regard to their relationship to
knowledge, to stakeholders, and to the institutional structures where they are working in. Many
academics who teach and research in universities have experienced similar challenges and changes.
The imposition of an “audit culture” demand academics to demonstrate the relevance and suitability of
their academic and profession work to the new institutional mission statements (Power, 1994). These
are producing a mixture of “anomie and alienation” for those absorbed in the change processes
(Strathern, 2000). For some, both within the higher education institutions and in many of the
professions, a generation of practitioners has experienced a sense of crisis and loss. Prestigious
identities and commitments have been weakened. This has been considered to be an assault on the
academic profession (Freidson, 2007). According to Freidson (2007), such key strategic features of
managerialism as copyrighting, patenting, and casting knowledge as “intellectual property” damage
the basis of professionalism as an enterprise that advances the common good. In defense of the
autonomy of professions against vested market and managerial interests, Freidson (2007) argues that
these managerial strategies should be resisted because they impoverish the public domain of
knowledge and skill that has been available for free. The British sociologist, Basil Bernstein (1996), in
the following quotation has observed the perception of the academic crisis in terms of the development
of a new and secular concept of knowledge in which knowledge has been divorced from its creators.
There is a new concept of knowledge and of its relation to those who create and use it. This new
concept is truly secular concept. Knowledge should flow like money to wherever it can create
advantage and profit. Indeed knowledge is not like money, it is money. Knowledge is divorced
from persons, their commitments, their personal dedications. [...] Knowledge, after nearly a
thousand years, is divorced from inwardness and literally dehumanized [...] what is at stake is
the very concept of education itself (Bernstein, 1996, pp. 87-88).
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All the above and other consequential transformative factors have changed the context of higher
education and the academic profession. They have challenged and affected the professional identity,
specialization, expectations, and work roles and commitment of academics as explained above.
Societal expectations increased and notably the perception of knowledge as the most vital resource of
contemporary societies and economy have both expanded the role of the academy and affected the
coherence and viability of the traditional academic role (Kogan and Teichler, 2007).
Generally, the global and local, and the internal and external change trends in higher education and
internationalization highlighted above have placed new professional demands and contexts on the
academic profession. According to UNESCO (2006), academic accountability has become the norm
for the new academic environment. It requires academics to increase productivity with less financial
expenditure. Academic accountability also includes such issues as academic governmentality by rules,
regulations, and meticulous assessment procedures. It also pressures academic staff to raise funds and
commercialize their research outputs in different ways. The development of market-oriented principles
and practices into higher education institutions have compelled academics to behave like
entrepreneurs, who market their expertise, services, and research findings locally and overseas.
Higher education has become an industry that attracts the attention of many actors. Higher education
has become the concerns of not only ministries of education of countries but also such ministries as
ministry of commerce and human resource development (Deccan Herald News, 2015). De Wit and
Altbach (2015) have observed this feature of higher education, particularly at one of the prominent
international higher education conference, the conference of the Association of International Educators
(NAFSA) held in Boston, USA, on 24-29 May 2015. Over 11,000 participants from almost 100
countries attended this annual conference. They demonstrated the increasing importance of
international education. According to de Wit and Altbach (2015), in addition to discussing the
traditional issues of study abroad and international student services, the NAFSA conference exhibited
“an increasing number of workshops and sessions emphasized the increased commercialization that
characterizes international higher education today.” The conference, unlike any other time before,
constituted various agents including recruitment agents, information technology services, insurance
companies, marketing companies, security risk management, telecommunications, testing services,
travel companies, visa expediters, language learning programs, credential evaluators (de Wit and
Altbach, 2015, no page).
Neoliberal pressures coupled with internationalization have also limited the academic freedom of the
academic profession. Some countries have made restrictions on what can be researched and what the
academic community can relay to the public (Deccan Herald News, 2015). This has limited the
academic freedom for research and community services. In the process of internationalization,
international academics from democratic countries have suffered from the undemocratic practices in
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countries where democratic practices and principles are at low levels. This situation has resulted in the
“nationalization of internationalization” (de Wit and Altbach, 2015). For example, without going very
far from the home campus (10 miles from Berkeley main campus at Richmond Bay), the University of
California at Berkeley plans to open a global campus. It is an unusual plan in an era in which many
higher education institutions from the US, UK, Australia, Singapore, South Africa, and the like are
establishing branch campuses abroad. This new campus will offer a “global citizenship” curriculum.
The intention of the University of California, in opening such global campus nearby the home campus
is “to establish partnerships with universities from around the world while preserving full academic
freedom for its faculty” (Will, 2015). Moreover, governments are delinking academics from the civil
service. In the past, academics in the Asian region have had both tenure and civil service status, but
with the restructuring of higher education, governments have dissociated them from the civil service,
for instance, in Thailand, Indonesia, and Singapore (UNESCO, 2006).

7.4. A Case in Point: Sub-Saharan Africa
7.4.1. Internationalization of Higher Education in Sub-Saharan Africa
According to MacGregory (2015), Africa possessed nearly 2,000 public and private higher education
institutions in 2015. With national differences, African higher education institutions share common
features and challenges. Most of them suffer from shortages of qualified faculty, poor faculty
development, and poor and unstable management. Problems of quality and curriculum relevance, weak
and poor research productivity, innovation capacities, and facilities, brain drain, financial austerity and
lack of capacity to diversify funding resources, poor physical facilities and infrastructure, and low
access and equity are other challenges in the region (Sy Habib, 2003; Damtew and Altbach, 2004a;
Sichone, 2006; Teichler, 2004; Knight, 2013).
Partly, these problems are related to the historical foundation of the higher education institutions,
whose internal developments have been directly exposed to the influences of European institutions and
donors’ policies (Altbach, 2004b; Mohamedbhai, 2008; Brock-Utne, 2003). The modern higher
education institutions of Africa, in adopting the Western model, have been divorced from their society.
Mohamedbhai (2008) has observed that Western-educated African elites have the conviction that the
Western higher education model could be good for Africa because it has been good for Western
society.
The history of the modern African University, as it is now known, can be traced back to the
period between 1930 and 1960. This was the time when the few African Western-educated elite
saw European education as a strong tool to fight against colonialism and demanded the
creation of European systems of education in Africa. They have firmly believed that anything
that was good for the Europeans was also good for the Africans. Most of the countries in SubSaharan Africa eventually had universities created, in the majority of cases after they had
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attained independence from their colonial masters. Most of these African universities were
modeled on specific institutions of the colonial powers (Mohamedbhai, 2008, p. 2).
During the colonial period, African institutions of higher learning were considered to be specific
campuses of a certain university in the colonial country (Mohamedbhai, 2008). Many modern national
higher education institutions and universities appeared in Africa after the political independence of
each country. In their immediate establishment, higher education institutions, particularly universities,
were considered to be “development universities” (Meek et al., 2009; Vessuri, 2007; Ogachi, 2011;

Cloete et al., 2015).
During the 1960s and 1970s, the Gross Domestic Product (GDP) share of African higher education
was significantly higher (Assié-Lumumba, 2005). Cote d’Ivoire, for instance, has allocated 7.4% of
the GNP (Gross National Product) in 1965, which grew to 31.7% in 1973, and 45.0 % in 1981
(Woodhall, 2003). Other countries also spent between 25% and 30% of their GDP on education. The
major sources of financial support for African development universities were the ex-colonial countries
of Europe (Mohamedbhai, 2008). In the 1980s and 1990s, however, as a result of the policy advice of
the World Bank to emphasize on basic and secondary education, higher education institutions in subSaharan Africa suffered seriously from lack of government and donors’ attention, and drastic
reduction of funding and financial support (Woodhall, 2003; Ogachi, 2011; Barrett, et al., 2014).
Consequently, even though African higher education institutions are engaged in the global process of
internationalization, their participation has been limited, and they have been ostracized. African higher
education institutions are not active participants in global knowledge production. Because of the poor
academic capacity in teaching and research and the limited resource prevailed in Africa, the external
need to establish partnerships with African higher education institutions is very poor. For instance, the
3rd Global Survey Report of the International Association of Universities (2010) confirmed that
Africa was the region that was least focused, for partnership, for other higher education institutions
outside the region. In contrast, Africa contributes the second largest amount international students,
next to Asia-Pacific, for those who are major importers of talent (Ferdjani, 2012).
Damtew and Greljn have analyzed the challenges and scenario under which higher education
institutions of developing countries have joined the phenomena of global internationalization.
With a host of poorly developed knowledge systems, Africa is having to deal with globalization
not from a position of strength, but from one enmeshed in weaknesses that have arisen from the
confluence of many factors–historical, economic, educational, financial and paradigmatic. That
makes it all the more difficult and more complicated for African countries to address the
challenges of globalization (Damtew and Greljn, 2010, p. 2).
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African governments, acknowledging the internal and external challenges, have tried to solve them.
For instance, representatives of more than half of the African higher education systems came together
in the capital of Senegal, Dakar,77 on 10-12 March 2015 to “revitalize the African higher education for
Africa’s future” and to build a movement of like-minded institutions to transform the African higher
education sector. This is a clear manifestation of the growing attention given to the regional form of
internationalization. The African higher education sector has faced serious challenges of “poor quality,
inadequate infrastructures, outdated pedagogies, low level of funding, scholarly productivity and
global competitiveness” (MacGregor, 2015, no page). Conclusively, the summit unanimously
declared, “to develop a high quality, massive, vibrant, diverse, differentiated, innovative, autonomous
and socially responsible higher education sector that will be a driving force to achieving the vision
outlined in Agenda 2063 by the African Union” (MacGregor, 2015, no page). In addition to the legacy
of colonialism and post-colonial pressures, the reasons behind these problems, could also be found in
the socio-economic, cultural, and political background of the society in which they are operating
(Ogachi, 2011; Barrett et al., 2014; Sawyerr, 2004; Vessuri, 2007 ).
Even though internationalization has some rewarding elements (Muche, 2006), they are unequal for
centers and peripheries. The disproportionate exposure to globalization and internationalization are
part of the challenges and setbacks. Internationalization has posed more challenges than rewards for
peripheries or for developing countries and regions like Africa. The mobility dimension of
internationalization has, for example, resulted in devastating brain drain, which further weakens
knowledge productivity and enhances dependency. The internationalization of higher education
deceives some higher education institutions of developing countries by dragging them into
inappropriate and expensive standardization processes for unequal competition. It is interesting and
relevant to analyze the challenges of internationalization from the dimension of research and academic
mobility in sub-Saharan Africa.

7.4.2. Research and Publication in Sub-Saharan Africa
Research
In spite of the fact that research is an imperative dimension of higher education and
internationalization of higher education, it is challenging and frustrating in Africa. In most African
universities, the dependency mentality and the subsequent loss of self-esteem among local academic
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scholars, the unequal collaboration and competition, brain drain, non-sustainable foreign financial
support and the subsequent financial austerity, and lack of research facilities are the major challenges
for research. Moreover, publication and international conference participation are discouraging.
Regarding publication, African researchers must publish in the predominantly Northern “Impact
Factor” titles, because regional journals are rare in Africa. Relatively few pieces of research works
from developing countries appear in Western journals. This represents a relatively low proportion of
the global research productivity. The problems of publication in reputable Western journals are related
to the complex requirements of the major international journals and the research priority and
disciplinary trends. Acknowledged by the management of many African higher education institutions,
many reputable international journals, established by northern academics and institutions, give less
attention to the research agendas addressing African problems.
Higher education institutions in developing countries measure researchers’ competence and research
quality in terms of the Western parameters. This eventually forces researchers to lose self-esteem for
independent research endeavors. Subsequently, they become highly dependent on the Western
approach, method, and training. According to Papoutsaki (2008), researchers in developing countries
are in a dilemma between becoming locally relevant and internationally standing.
With the increasing internationalisation of higher education, developing countries are illprepared to absorb and appropriate yet more foreign influences and demands of international
organizations […] The needs of institutions to develop within a global academic and research
community and thereby adopt the predominant Western models of higher education and the
development needs of these countries are often clashing, posing a dilemma between satisfying
market forces and the need to nurture education within socio-cultural specificities of the
country. The challenge of how to be locally relevant and at the same time with international
standing is a big challenge for these higher education institutions. The internationalization of
higher education is making it more difficult for local knowledge to prevail (Papoutsaki, 2008, p.
246).
The problem with research is connected with African scholars, who are always ready to move to any
higher education institution in any industrialized country and work with comparative ease
(Mkandawire, 1995). For Adams et al. (2010), the major challenges for the African higher education
research emanate from brain drain and lack of investment.
A problem for Africa as a whole, as it has been for China and India, is the hemorrhage of
talent. Many of its best students take their higher degrees at universities in Europe, Asia and
North America. Too few Africans return. The African Diaspora provides powerful intellectual
input to the research achievements of other countries but returns less benefit to the countries of
birth. That is at least in part because of a chronic lack of investment in facilities for research
and teaching, a deficit that must be remedied (Adams et al., 2010, introduction).
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Even though African researchers have been networked with the international community, the pattern
of linkage or partnership is unequal. Presumably, African higher education institutions have to
collaborate with other higher education institutions via the process of internationalization to learn from
others. This will enable them not only to learn policies, strategies, and build their academic capacity
but also allows them to evaluate the status and competence of their institutions in comparison to others
(Salazar-Clemena et al., 2007; UNESCO, 2008). The tendency of the uncritical imitation of policy
paradigms and approaches from elsewhere has severe consequences on national potentials, however.
Such emulation is unsuitable because of the incompatible development levels and varying contexts of
the countries and higher education institutions (UNESCO, 2008).
Furthermore, until recently, both national governments of developing countries and external
international and national funding agencies were in favor of doing appropriate and significant research
on an international level and “that low-income countries should rely on research findings produced
elsewhere rather than invest in local research” (Meek et al., p. 29). International aid agencies and
organizations such as the IMF and the World Bank are strongly impacting the national policy
directions of developing countries. Due to low economic performance, in the sub-Sahara African
countries, there was a tendency of de-legitimizing African universities and their efforts to establish
research infrastructure. Consequently, the World Bank, considering African universities to be a luxury,
had proposed the closure of African universities and sending African students overseas for academic
training. However, because it was politically untenable to do so, the World Bank modified its proposal
to calling African universities to focus only on skills that the market demands (Brock-Utne, 2003).
In the 1980s and 1990s, based on World Bank policy advice, the basic education share of the GDP had
increased from 11% to 27% and the higher education share was reduced from 40% to 30% (BrockUtne, 2003). Foreign financial aid per student in higher education dropped from USD 6,800 per year,
in 1980, to USD 1,200 in 2002, and later to USD 981 in 33 low-income sub-Saharan African countries
(Cloete et al., 2011). This has seriously threatened the academic performance of African higher
education institutions. It has also divorced the universities from serving their society and delinked
from development. The situation was further complicated by the increasing expansion of higher
education institutions and enrollment. Consequently, the financial austerity has sanctioned the
emergence of private higher education institutions and the introduction of cost-sharing in many
countries of Africa (Sintayehu, 2011).
A solution suggested to overcome financial and academic problems was to find and establish a link
with the developed North. Academics, in the African universities, were forced to seek donor support
for their departments, faculty, and research institutes, through link building with more pertinent
universities in the industrialized world. Link or collaboration paradigm, in Africa, takes the shape of
project fund support, where researchers from the funder country take the principal researcher position,

280

and developing country researchers occupy the position of invited collaborators (Meek et al., 2009).
The link with foreign universities has been for money, for research, publishing their findings, keeping
journals going, and training their junior staff (Brock-Utne, 2003). Donor-recipient relations and
exchanges were established that eroded academic equality and mutual respect, and disempowered the
African research potential. The February 1990 issue of the Newsletter of the “Academic Staff
Assembly” at the University of Dar es Salaam has commented on the link pretense as follows:
The situation at the University of Dar es Salaam is a microcosm of that in the nation as a whole.
Here, in the midst of filthy toilets and classrooms with broken windows and furniture, thrives
the LINK phenomenon. Virtually every department, under the threat of material and intellectual
starvation, has been forced to establish links with one or more institutions, mostly from the
West. We depend on the links for the training of our junior staff, for teaching material and
equipment, and a host of other things. The link agreements are, almost without exception, as
unequal as would be expected. This is despite some efforts to include clauses suggesting
reciprocity [...] What is primarily at stake is that as we lose confidence in our own ability to
sustain our education system, we shall also have to abandon the pretense of determining our
educational future (UDASA, l990, p. l).
A staff member of the University of Dar es Salaam, Hirji (1990) correlated the link phenomena with
the 19th-century colonial partition. “As one goes around the Faculty of Medicine, one wonders
whether, after a hundred years after Karl Peters landed here, a second partition of Africa is in progress
or not. The Dental School seems to be run by the Finnish, the AIDS research program by the Swedes,
community health programs by the Germans, with the British, Italian, Danish all having their own
corners” (Hirji, 1990, p. 23).
The importance of academic collaboration is undeniable. It plays an imperative role, particularly in
knowledge productivity and capacity building for developing countries. The management determines
the effectiveness of the link or the collaborative partnership. Currently, project driven funding unit is
replaced by programs and networks. External support, most of the time, arrives with conditions and
follow the pattern of Program-Based Approach (PBA). This is referred to as “basket funding” (Meek
et al. 2009, p. 32). Segrera et al. (2007) are convinced that there are many cases where an insufficient
balance is noted in the establishment of partnership and collaboration. North-South collaboration is not
only unequal, but the South is also a fighting ground for the big research centers of the US and EU,
and now China, where new and foreign policies and new instruments replace and undermine
traditional and local models (Meek et al., 2009). Papoutsaki (2008) explains the lopsided power
relation between the global North and the South as follows:
Research into donor-based programs of cooperation between institutions from the North and
South has indicated an inequality in the relationship. Because the Northern donors provides the
funding, […] knowledge, […] often decides on the model and activities to be chosen, despite the
281

fact that the Southern institution is obviously being better placed to determine the needs and
priorities […] The Northern institutions benefit from these programs in terms of the
internationalization of courses, attracting researchers, establishing collaborations with partner
institutions in the South, and getting access to research grounds in developing countries
(Papoutsaki, 2008, p. 247).
Cross-border education has also affected research in developing countries. The internationalization of
higher education also means the opening of branch foreign universities that share staff members and
resources of existing overloaded local public universities. This also affects the potential research time
and human resources. All the above challenges have resulted in a weak national research community
and poor research production in developing countries, like those in Africa. Local research community
building and doing locally prior research are preconditions in shaping the national socio-economic
policy. A locally based research priority and research community motivates and takes part in
innovation that can contribute to national socio-economic changes (Meek et al. 2009).

Publication
Sub-Saharan Africa occupies a minor position in the production of research and publication. In
addition to the above challenges, research and publication in sub-Saharan Africa has been constrained
due to the usage of foreign languages. No university in sub-Saharan Africa, today, has an indigenous
instructional language in higher education. The languages of research and instruction at most subSahara African universities are European languages, including English, French, Portuguese, Dutch,
and Italian (Brock-Utne, 2003; Damtew, 2008). Some efforts are on the way to minimize the colonial
influences. Sudan has been considering Arabic as the main medium of higher learning. The Afrikaans
and Zulu languages are already in use in South African higher education institutions. Zimbabwe,
surprisingly, is making efforts to introduce the teaching of Chinese in all its higher education
institutions (Damtew, 2008).
Internal communication and collaboration have been limited by language diversity (Mamela, 2014).
African universities have lost the link with their ordinary people due to language differences.
Considering all the challenges African higher education institutions have faced, Gorostiaga (1993)
questions the merits of the African university and labels it as taking part in the production of the
inequalities.
What, then does it mean to train “successful” professionals in this sea of poverty? Does an
institution that does not confront the injustice surrounding it that does not question the crisis of
a civilization that is ever less universalizable to the great majorities of the world, merit the
name “university”? Would not such an institution be simply one more element that reproduces
this unequal system? (Gorostiaga, 1993, p. 29)
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Under the support of international and regional organizations and foreign higher education institutions,
some countries of Africa initiated a good deal of publications and journals. With few exceptions,
however, most journals disappeared, and publications dropped. UNESCO (2008) reports that subSaharan Africa has been dropped behind with no sign of revival in the 1990s.
Sub-Saharan Africa has fallen behind quite dramatically from 1% in 1987 to 0.7% in 1996 with
no sign of recovery. These diminishing shares of African science overall do not reflect a
decrease in an absolute sense, but rather an increase in publication output less than the
worldwide growth rate. Africa has lost 11% of its share in global science since its peak in 1987;
Sub-Saharan science has lost almost a third (31%). The countries in Northern Africa; Egypt
and the Maghreb countries (Algeria, Mauritania, Libya, Morocco and Tunisia) accounted for
the modest growth of the African share of the worldwide output during the years 1998-2002.
Part of this decline of Sub-Saharan science can be attributed to discarding African journals
from the Citation Indexes. Notably, the number of South African journals dropped from 35 to 19
during the years 1993-2004 (UNESCO 2008, p. 34).
Figure 7.6. below presents the continuous declining trend of publication in sub-Saharan Africa from
the 1980s to the first half of the new millennium. North Africa, on the other hand, performs, relatively
better. The overall regional trend also reveals a deteriorating trend in publication in the years between
1980 and 2004.

Figure 7. 6. Trends in African Research Article output in the International Journal Literature (19802004)


(Source: Tijssen, 2007, p. 308)

According to Damtew and Altbach (2004), many factors, including small numbers of researchers and
editors, lack of time, fund, support, shortage of sustainable journals and publishable materials,
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restrictive freedom of speech and opinion, lack of commitment from both academics and
administrators have complicated the paucity of local publications. Poor remuneration, heavy teaching
load resulting from massification, inability to support young faculty, inadequate research
infrastructure, and the inadequacy of research systems and policies, which is both cause and effect of
the region's knowledge poverty, and serious material deprivation have hampered research and
publications in Africa. Moreover, African governments and external agencies fund most universities
and their research. According to the World Bank (2002), most research activities, from 70 to 90
percent, in Africa are funded by external agencies, and the ramification of such a research environment
is perilous.
Damtew and Altbach (2004) have generalized that the major challenges to the African research
endeavor are a lack of infrastructure and brain drain.
By all measures, research and publishing activities in Africa are in critical condition. The
general state of research in Africa is extremely poor, and its research infrastructure is
inadequate. Scarcity of laboratory equipment, chemicals, and other scientific paraphernalia; a
small number of high-level experts; poor and dilapidated libraries; alarmingly low and
declining salaries of academic and research staff; a massive brain drain out of the academic
institutions; the “expansion” of undergraduate education; poor oversight of research
applicability; and declining, nonexistent, and unreliable sources of research funds all remain
major hurdles to the development of research capacity across the continent (Damtew and
Altbach, 2004, p. 38).
Figure 7. 7. Comparison of Scientific Publications and Patent Applications by Region in 2007
Regions
East Asia and the Pacific
Europe and central Asia
Latin America and the Caribbean
South Asia
Middle East and North Africa
Sub-Saharan Africa

Scientific Publications
14,817
34,905
10,093
8,896
3,123
3,499
(Damtew and Greljn, 2010)

Patent Applications
65,506
32,728
40,003
2,143
926
101

Figure 7.7 above presents that sub-Saharan Africa had produced the least scientific research and
fewest patent applications in 2007. The leading position has been taken by Europe and Central Asia in
publication, while East Asia and the Pacific region is the frontrunner in patent applications.
Even though the research endeavor in Africa varies enormously across countries, between 1999 and
2008, African research production is mainly dominated by three countries, namely Egypt (30,000),
Nigeria (10,000), and South Africa (47,000). In the same period, Central Africa, had produced 7,100
research papers per year. In 2008, Northern Africa (Egypt, Tunisia, Morocco, Algeria and Sudan) had

284

generated more than 10,500 research papers. More than 10,000 papers were produced in the Southern
region of Africa that constituted South Africa and more than ten other countries. On average, about
27,000 research papers were produced per year in the continent of Africa (Adams et al. 2010). The
following Figure 7.8 depicts the regional research output share in the years between 1999 and 2008.
Figure 7. 8. The Regional Research Production, 1999-2008
;0

South Africa
10,000

North Africa
10,500

Central Africa
7,100

(Source: Adopted from Adams et al., 2010)

According to Dell (2014), most of the scientific papers generated in Africa are collaborative. In Africa,
collaborative research covered 66% of the continent's research in a five-year period (2004-2008) while
single author articles, by contrast, appear to be “on the verge of extinction” (Dell, 2014). The USA,
UK, France, Germany, Italy, Spain, Australia, Belgium, the Netherlands, China, Japan, and Saudi
Arabia are major research collaborators in Africa. The predominance of collaborative knowledge
production gradually subdues research individualism and affects the research evolution and priorities
of the continent. Moreover, external collaborators select most of the research issues that concentrate
on health and agricultural programs. For instance, the UK Medical Research Council and the
Wellcome Foundation use Gambia and Uganda as the long-term research sites for tropical diseases.
Similar and major research investments were taking place in Kenya and Malawi (Adams et al. 2010).
Important intellectual and academic benefits occurred outside Africa.
Figure 7. 9. Percentage of Collaborative Scientific Paper Production
Six Key African
Research Countries
Algeria
Egypt
Kenya
Nigeria

Foreign Collaborators and % of collaboration
USA,
2.6%
USA,
9.6%
USA,
32.0%
USA,
7.4%

UK,
2.3%
UK,
4.0%
UK,
23,6%
UK,
5.9%

France,
42.0%
Germany,
5.2%
Germany,
6.8%
Germany,
2.9%
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Italy,
2.6%
Saudi Arabia,
6.0%
Netherlands,
5.8%
Italy,
1.8%

Spain,
2.6%
Japan,
3.7%
Belgium,
4.8%
China,
1.5%

South Africa
Tunisia

USA,
UK,
Germany,
Australia,
15.1%
11.7%
5.7%
4.5%
USA,
UK,
France,
Italy,
2.8%
2.1%
32.6%
2.7%
(Source: composed from Adams et al., 2010)

France,
3.9%
Spain,
2.5%

Figure 7.9 above shows that the United Kingdom and the United States are frequent research partners
of the six key African research countries, namely Algeria, Tunisia, Egypt, Kenya, Nigeria, and South
Africa.
In most cases, African academics need research and publications for academic promotion; otherwise,
research papers are left on the shelf. The poor economic situation, low quality, and low relevance have
limited the local utility of research outputs. The consequence is a vicious circle: weak research
competence and productivity, knowledge poverty, and gross underdevelopment of the region. All
these problems have fallen on the inadequately trained, supported, and exposed “third generation” of
the African scholars (Sawyerr, 2004).

7.4.3. Mobility and Brain Drain
Worldwide labor migration is one of the major features of the global knowledge economy. Global
labor migration trend manifests migration from the less developing countries of the world to the
developed area of the world. According to Spring (2008), industrialized nations constitute 16% of the
workers of the world, and 60% of them are global migrants. The internationalization of higher
education has hastened particularly global academic mobility. Increased academic and technological
opportunities,

declining national

control,

and

the

promotion

of

global

socio-economic

interconnectedness have increased or accelerated the mobility of students, scholars, graduates, and
possibly administrators, which is mainly directed from the global South to the global North. The
south-north mobility has been further facilitated by the brain gain policy of the developed countries.
For example, the focus of Canada’s International Education Strategy document, for talent recruitment,
has been on developing and emerging economies (Canada, 2014). Academic mobility in higher
education and research presumably increases knowledge productivity, improvement, transfer, and
movement. It also qualifies teaching, learning, and improve standards of higher education institutions.
For others, mobility is a source of augmenting institutional revenue. In 2012, 265,400 international
students spent a total of 8.4 billion dollars across Canada, and this has supported around 86,570
Canadian jobs. Additionally, international students’ financial activities have generated more than 455
million dollars in federal and provincial tax revenues in Canada (Canada, 2014, p. 7). The message of
Canada’s Minister of International Trade, during the preparation of Canada’s International Education
Strategy policy, issued in 2014, clearly manifests the importance and commodification or trade-ability
of higher education. The message partly reads as follows:
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International education is critical to Canada’s success. In a highly competitive, knowledgebased global economy, ideas and innovation go hand in hand with job creation and economic
growth. In short, international education is at the very heart of our current and future
prosperity […]. Canada’s International Education Strategy, a key element of the Global
Markets Action Plan, is our blueprint to attract talent and prepare our country for the 21st
century. ... Setting ambitious yet achievable targets to attract international students is another
important element of the strategy (Canada, 2014, p. 4).
Other developed countries that are involved in the recruitment of internationally competent talent
include Australia, United Kingdom, and the United States, Germany, Japan, etc. These countries
improved their immigration policies to facilitate mobility and attract the brightest minds. They are
recruiting talents to boost their competitiveness and to fill skill gaps at home (Meek et al., 2009).
In contrast, from a peripheral or source countries’ points of view, academic mobility features a striking
challenge of the internationalization of higher education. It results in brain drain, which has a
significant effect on the research paradigm and socio-economic development. Some scholars have the
conviction that studying abroad has the advantage of exposure to better resources and experiences and
the subsequent brain circulation. From the developing countries’ side, brain gain or brain circulation is
an important aspect of internationalization, but it requires innovative approaches. The mobilization of
the Diaspora from Africa and the Arab States and the Silicon Valley Information Technology expertise
returning to India is an important example of brain circulation. Increasing cooperative arrangements
such as joint professorship and joint ventures in research are some mechanisms in promoting brain
gain, circulation, and train (Meek et al., 2009). However, the facts on the ground are difficult
particularly for the developing countries in Africa. Many developing countries are suffering from the
international mobility of highly qualified labor and researchers, who never return home. Because of
this, calls are often made for receiving countries to compensate the enormous losses of the source or
brain-drained countries (Meek et al., 2009).
The deterioration of external financial support for African higher education has increased the
dependence of Africa on cross-border studies. Brain drain has continued increasingly. The need for aid
and expatriate academics increased. Once again, African institutions of higher learning are staffed with
expatriates. In three decades, from 1960 to 1990, sub-Sahara Africa had lost 30% of its highly skilled
workforce, largely to the countries of the European Union (Brock-Utne, 2003). Since the 1960s, more
than 50% of Africans, who pursued tertiary studies in chemistry and physics, went to the United States
and never returned home. On the other hand, more than 100,000 expatriates from industrialized
countries were employed in Africa (Brock-Utne, 2003). For example, Figure 7.10 below shows that
over 21,000 Africans were registered in the UK higher education institutions in one academic year. Of
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course, we have no data how many of them returned home. However, trends show that most of the
African scholars who studied abroad never return home.
Figure 7. 10. Numbers of students from 10 African countries supplying to UK HE institutions in

2003/2004
African
Countries

Postgraduate
Research

Postgraduate
Taught

First
Degree

Other
Undergraduate

Nigeria
Kenya
Ghana
Zimbabwe
Mauritius
South
Africa
Libya
Tanzania
Uganda
Egypt
Total

470
205
270
125
105
320

2,795
965
1,610
395
365
600

2,210
1,710
645
810
960
315

470
200
275
1,410
220
175

5,940
3,085
2,800
2,740
1,645
1,410

95
70
90
25
3,030

1,220
1,055
885
800
21,580

455
595
75
90
515
380
110
445
240
435
225
115
2,585
8,510
7,460
(Source: Universities UK, 2005, p. 31)

Total

Moreover, in addition to brain drain, the provision of bogus and unqualified cross-border programs
and institutions result in minds in drain at home and deny equity access to higher education of the host
countries of cross-border education. Such programs and institutions produce poor quality graduates,
who are incapable of undertaking quality research and teaching (Knight 2007; Bubtana 2007).
In 2000, more than one-third of the 150 million migrants in the world were from Africa. By 2005,
there were 191 million people living outside their home country and the share of Africa was 9%.
Africa lost 27,000 skilled people in fifteen years, from 1960 to 1975. Between 1975 and 1984, the
number of migrants has increased to 40,000. Since 1990, at least 20,000 qualified Africans have left
the continent every year. The number of Africans, with tertiary education and aged 25 or over, who are
living in the OECD countries has increased from 12 million in 1990 to 20 million in 2000. Africa has
lost around 30% of its scientists through brain drain (UNESCO, 2008). The World Bank (2002) also
estimated that some 70,000 highly qualified African professionals, experts, scholars and managers
with internationally marketable skills leave Africa every year. More than 40,000 African PhD holders
were working abroad in the 2000s (Teklu, 2008). In 2003, around 5880 health and medical personnel
from South Africa, 2825 from Zimbabwe, 1510 from Nigeria, and 850 from Ghana obtained work
permits in the United Kingdom alone. During the 1980s, it was estimated that about 60% of doctors
trained in Ghana have left the country. This grew to around 70% in the 1990s. In 2002, 200 Ghanaian
medical doctors left the country. Furthermore, it has been estimated that there are more African
scientists and engineers working in the USA than in the whole of Africa (UNESCO, 2008; Amazan,
2014). In Zimbabwe, from 3000 trained social workers, around 1,500 immigrated to the UK in 10
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years. In addition, 40% of the medical graduates (1995-1997) from the College of Medicine of the
University of Nigeria went abroad. India loses 100,000 professionals each year to take up jobs in the
US and other countries including African countries (UNESCO, 2008). In the 2003/04 academic year,
around 26,780 78 African students domiciled outside the EU (Universities UK, 2005). Of the 20
members of the physics faculty at Addis Ababa University (Ethiopia), who left for the US to undertake
their PhD studies, none have returned (Habtamu, 2003). The extent of brain drain from the Ethiopian
universities, with institutional and discipline variations, might be more than 50%, (Habtamu, 2003).
Amazan (2014) has estimated the human intellectual capital loss of Ethiopia, between 1980 and 1991,
to be about 74.6%. In order to cover the vacant positions, the Ethiopian government spends over USD
5.3 million every year in hiring expatriates (Amazan, 2014; Damtew, 2014).
Brain drain may include such financial impacts as the salaries of expatriate, the cost of training, and
national income in the form of tax revenue. Moreover, brain drain increases the worries and vacillation
of policy makers about subsidizing the education of students, who may go elsewhere. Meek and
Teichler (2009) have estimated that sub-Saharan Africa invests around 4 billion USD annually on the
salaries of approximately 100,000 Western expatriates to replace lost African professionals. In a
developing country, the cost of training for a non-specialized doctor is about 60,000 USD and for a
Para-medical specialist is about 12,000 USD. A study on the financial impact of brain drain has
revealed that it has cost South Africa 8.4 billion Rand in lost income tax and 285 billion Rand in
potential contributions to the GDP in three years between 1994 and 1997. It is also estimated that the
region of Africa has lost over 13 billion USD in brain drain (Damtew, 2008). Figure 7.11. presents the
compiled global data of sub-Sahara African brain drain explained above.
Conclusively, considering the relative common socio-economic, political and cultural traits African
countries are sharing, it is reasonable to consider sub-Saharan Africa as an integral configuration.
Even though Africa had historical experience of higher learning, the long colonial and related
pressures have subdued the evolution of the ancient African higher education institutions. Modern
higher education institutions in Africa are based on foreign systems, curriculum, research, governance,
funding, reform, and so on. They are also strongly dependent on foreign partners, expertise, and
international financial institutions.

78

3,315 post graduate, research, 10,415 post graduate, taught, 9,505 first degrees and 3,545 other undergraduate.
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Figure 7. 11. A Compiled Data on Brain Drain: Sub-Saharan Africa (SSA)
Year

Number

Source

Destination

Remark

1960-75

27,000

Africa

unspecified

Skilled working force

1975-84

40,000

Africa

unspecified

Since 1990

20,000/year

Africa

unspecified

Since 2000

70,000/year

Africa

unspecified

1990

12 million

Africa

OECD

2000

20 million

Africa

OECD

2000s

40,000

Africa

world

PhD Holders

2003

5,880

South Africa

UK

Medical personnel

2,825

Zimbabwe

UK

Medical

1,510

Nigeria

UK

Medical

850

Ghana

UK

Medical

1980s

60%

Ghana

unspecified

Physicians

1990s

70%

Ghana

unspecified

Physicians

2002

200

Ghana

unspecified

Physicians

2006

20

Ethiopia

US

Physics Department,
AAU

1980-1991

74.6%

Ethiopia

unspecified

Scholars from HEIs

2003/2004

26,780

Africa

Outside EU

students

??

150 million

world

Outside

50 million African

immigrants
2005

191 million

home
world

Outside

immigrants

9% Africans

home

More African scientists and engineers are working in the USA than the whole of Africa.
(Source: Compiled from UNESCO, 2008; World Bank, 2002; Teklu, 2008; Universities UK, 2005; Spring, 2008;
Amazan, 2014; Habtamu, 2003)

Moreover, the phenomena of globalization and internationalization have drastically affected African
higher education, ranging from massification, brain drain, policy shifts, to dependency. Moreover, the
research endeavors in Africa are considered not as innovation but a culture and inferior in quality that
is “located low down on the hierarchy, beneath the required level of recognition or scientificity”
(Foucault, 1980, p. 82). Internally, many African governments had no coherent development model.
Instead, they interfere in the management of higher education and make institutions sites of
contestation. States and academics became doubtful of the role of African higher education in
development (Cloete et al., 2011). Because of all these challenges, the academic performance of
African higher education has continued to remain at a lower level, where it cannot support national
and regional socio-economic developments, effectively serve its society, or compete efficiently in the
international arena.
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Furthermore, from a periphery perspective, generally, the internationalization of higher education is
asymmetrical and, according to Meek et al. (2009), it has created the following challenges. First,
developing countries, with the exception of Singapore, are unable to raise the level of higher education
and research production and capacity in developed countries because developing countries' financial
pool is too small to support competitive development. Second, African governments channel little
investment into research. In most African countries, research is essentially a donor-funded activity.
Donors’ support is conditional and characterized by international and national interests rather than
local priorities.
Many authors have acknowledged the risk for developing countries inherent in the increasingly
competitive dimension of international higher education. Wilson (2013), Secretary-General of the
European Universities Association (EUA), has indicated that brain drain will continue to be a major
challenge to the internationalization endeavor of higher education institutions in developing countries
and regions like Africa.
As the global pressure to develop knowledge societies accelerates, there is a risk that the gap
between the developed and the developing countries will continue to widen. Brain drain, the
large-scale emigration of highly skilled human capital, is a major concern to society at large,
and for the higher education and research community. In spite of attempts to promote “brain
circulation,” it will surely remain a major concern in the decades to come (Wilson, 2013, p.
33).
de Wit (2013) also states that “until recently ‘internationalisation’ like ‘international education’ was
predominantly a Western phenomenon, in which the developing countries played only a reactive role”
(de Wit, 2013, p. 6). De Wit (2013) has recommended that higher education in Africa needs to “deinternationalise” or it has to be free from the dominances of Western structures, concepts, and learning
models to develop its own style of internationalization. The 2012 action plan of the International
Association of Universities (IAU) states the need for new visions and strategies to challenge
traditional views on the internationalization of higher education (IAU, 2012). Moreover,
Mohamedbhai (2013) has called for the contextualization and prioritization of African higher
education institutions internationalization engagement on a regional strategic context.
The Network of African Science Academies (NASAC) (2009) submitted a statement to the G8 + 5
heads of state Summit in Italy, in July 2009. The statement has made clear that “One-third of all
African scientists lives and works in developed countries. This outflow represents a significant loss of
economic potential for the continent, especially in today’s global society where scientific and
technological knowledge drive development” (NASAC, 2009, no page). This challenging
phenomenon of brain drain has prevented the continent from having talented individuals with adequate
education and training opportunities and exposed it to brain drain. Consequently, Africa remains the
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world’s least scientifically proficient region and the world’s poorest continent, not by coincident but
because of the imbalanced engagement in which it is. Even though the future of Africa rests in Africa,
the NASAC (2009) statement called upon the G8+5 countries to take such measures as curbing the
challenges of brain drain through adequate investment to rebuild African universities and research
centers. Moreover, the statement has called for the extension of financial support to young African
scientists to pursue postgraduate and postdoctoral training in African universities and other developing
countries. The leaders were also asked to launch regional and international centers of excellence in
Africa and to widen endeavors to encourage the African Diaspora to participate in initiatives to
address critical science-based issues on the continent and to engage Africa’s scientists in joint projects
in Africa.
Assié-Lumumba (2005) has recommended reinvigorating sub-Saharan Universities on the ground of
an African education philosophy. Africans should possess, transform, and indigenize higher education
through the fusion of the international experiences with the local socio-historical, economic, and
cultural contexts. She suggests connecting African education, in its various disciplinary forms,
including philosophy, science, technology, and knowledge base, to African culture. The African
philosophy of education, botho or Ubuntu 79 , should provide the foundation for African education
(Assié-Lumumba, 2005).

7.5. Summary
The internationalization of higher education is a different thing for different people not only in
definition and meaning but also in its impacts. In terms of benefits and challenges, internationalization
impacts center and periphery countries and institutions differently. It rewards some countries and
institutions, while it challenges others.
Internationalization opens the market for cross-border education providers and presents the
opportunity for higher education study for those foreign higher education seekers. At the same time,
internationalization also problematizes the education system of host countries in terms of allowing
bogus providers and channeling uncontextualized aspects of education such as curriculum, system,
policy, standards, language, and so on. Argumentatively, internationalization presents a trend of
convergence in many aspects of higher education. It drives a particular socio-academic and
pedagogical culture. The wide spread of the English language and standards of the world class

79

Botho or Ubuntu is an African philosophical mode. It refers to communal relationships and emphasizes that an ‘I’ is always connected to
and always understood in relationship with others. The philosophy of botho or Ubuntu is defined as humanistic nature and can help re-center
African education around the collective well-being of the African people.
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university are practical examples of converging trends. Through cross-border education provision and
recruitment of fee-paying international students, internationalization facilitates, for some central
countries, the augmentation of institutional revenue. For others, particularly for periphery actors, it
causes unnecessary and unrewarding investment for the global standardization of excellence that
widens the gap within a higher education system and between higher education systems.
Internationalization hastens brain gain, circulation, and train for some center countries, while it causes
the challenge of drastic brain drain that has a far reaching repercussion and effect on academic
capacity and above all it affects research quality, productivity, and application. Through the mobility
of students, teachers and researchers, internationalization speeds up the circulation and production of
knowledge in the form of Mode-1 (basic research), Mode-2 (multidisciplinary problem-solving
research), and Mode-3 (biographic narrative).
For academics, internationalization has facilitated their exposure to a widely differentiated higher
education academic and pedagogical culture, which eventually broadens their socio-academic and
pedagogical cultural world outlook. In other words, it exposes academics to wider transferable
learning experiences.
Generally, the rewards, benefits and challenges internationalization causes are imbalanced and
lopsided for centers and peripheries. It favors centers and widens gaps and perpetuates differences.
Among the regions under study, Europe, particularly Western Europe, still performs better than the
other two regions. The rising Asia-Pacific region, however, exerts a strong competitive pressure on the
centrality of Europe. Asia-Pacific is overcoming Western influences and domination through the
emerging regional economic development and forging strong regional forms of internationalization.
The emerging economy also supports the efforts to minimize other challenges of internationalization.
For example, the emerging Chinese economy is attracting the Chinese Diaspora. On the other hand,
Africa, facing all forms of challenges of internationalization, is struggling fiercely. Particularly, brain
drain is affecting African higher education, academia, research and development in a vicious circle.
The next chapter is the final section of this dissertation and it deals with summary and conclusion of
the study.
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CHAPTER-8
Summary and Conclusion
8.1. Summary
The title of this research is “Conceptualizing the Internationalization of Higher Education and the
Academic Profession with a Comparative Analysis of Africa, Asia-Pacific, and Europe.” This issue is
part of the Marie Curie umbrella research project of Universities in the Knowledge Economy
(UNIKE). The title has been chosen for five major reasons. First, the internationalization of higher
education is not sufficiently studied as a subject. Previous studies have attached internationalization to
other aspects of higher education such as management, funding, and student mobility, among others.
Second, the three regions of Africa, Asia-Pacific, and Europe have not been comprehensively
compared in the study of internationalization. Third, for a number of reasons, the connotation of the
term internationalization currently does not explain the denotation of the word; this has to be
explained. Fourth, the commonly cited definition of the internationalization of higher education does
not clearly and comprehensively define what internationalization is. Different institutions engage in
the process of internationalization of higher education for different reasons. Hence, the
internationalization of higher education means different things to different people, institution, and
countries. Moreover, the key driver of the internationalization of higher education, the academic
profession, is not sufficiently addressed in relation to internationalization.
The need to understand a concept requires exploration of the different dimensions and aspects of the
term. It also demands the identification of the connotation and denotation of the term. Moreover, it is
important to analyze its dynamism. The concept of the internationalization of higher education
connotes and denotes differently, constitutes various dimensions and aspects, and it is a changing and
transforming process. Methodologically, such issues of conceptual understanding are best explored,
analyzed, and understood in a qualitative approach. Within the framework of a qualitative method,
discourse analysis, phenomenological and idiographic data collection, organization and analysis have
been applied to conceptualize internationalization of higher education. The three regions of Africa,
Asia-Pacific, and Europe are selected for a comprehensive comparative perspective.
To understand the modern concept of internationalization, the research focuses on such inquiries as the
what, why and how of internationalization. The what inquiry refers to the meaning and major features
or aspects of internationalization. It also briefly explains the impacts of internationalization. The why
issue investigates the reasons or rationales for engagement in internationalization. The how research
investigation refers to the strategically approaches, mechanisms, and models of internationalization of
higher education institutions. These issues are addressed, excluding this final chapter, in seven major
chapters.
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8.1.1. Brief Historical Account to Internationalization
Chapter one is a background. It addresses two main points of research design and a brief historical
background to the internationalization of higher education. In spite of the absence of political
boundaries, as we know today, the internationalization of higher education/university had been
experienced, in different parts of the world, in the form of inter-institutional and inter-regional
mobility of students and teachers. There were cross-border and cross-culture movements of
knowledge, academics, and students. The very fact that students and teachers travelled from one
university to the other and between countries/regions in the medieval period guaranteed a certain
degree of universality of university studies. From a European perspective, the internationalization of
higher education is as old as the medieval university. During the medieval period, internationalization
was understood in terms of inter-university and inter-region mobility of students and teachers.
Students and teachers travel between universities in their own individual interest and plans; it was not
organized. Similarities of courses and instructional media (the Latin language, which had been used
for centuries as the language of higher education in Europe) had made medieval mobility possible. In
the 19th century, with the introduction of the research university, vernacular languages developed in
addition to the German language. During these times, the major rationales behind mobility of students
and teachers were academic, cultural, and minor economic factor such as better pay. Students travel
for better teachers, courses, prestige, and accommodations. They also travel for cultural exposure.
Teachers need to visit colleagues for better interactive knowledge, better resources, and probably
better pay.
In the period between the 19th century and the end of the Second World War, many change forces have
the internationalization of higher education and the academic profession. These change forces include
religious schism, the emergence of nation-states, the advancement of the scientific revolution,
colonialism, and the outbreak of the two world wars. Different religious dioceses and nation states
constructed universities to contain their citizens within their own spheres of influence. These two
developments had made mobility more regional and local but did not stop it. Colonialism had
extended the European model of the university across the regions of Africa, Asia-Pacific, and Latin
America and the Caribbean. In this period, the rationales for the internationalization of higher
education were academic, cultural and political. Mobility crossed nations and regions. Students and
teachers were travelling from one region to the other. Mechanisms of internationalization include such
activities as the integration of such courses as foreign history, geography, area studies, politics and so
on in the home curriculum. Moreover, teachers were taking the responsibility of teaching abroad.
After the end of the Second World War, many changes took place that affected higher education as
well as internationalization of higher education and the academic profession. Among others, the Cold
War diplomacy, the “baby boom,” and higher education massification characterized this period.
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Academic, political and ideological factors drove the internationalization of higher education and the
academic profession. At this time, mobility was motivated individually and under the sponsorship of
governments as well. As part of the Cold War diplomacy, English- and Russian-taught programs
emerged here and there.
Following the end of the Cold War diplomacy, in the early 1990s, the world has been transformed
from a bipolar category into multipolar divisions. A number of global socio-economic, cultural, and
technological phenomena have considerably influenced the socio-economic, cultural, political, and
technological aspects of the world. Global security has been challenged as a result of the worldwide
mushrooming of terrorist organizations. Neo-liberal economic and social principles, policies, and
reforms have reduced public fund for public institutions, mainly higher education, in many countries.
This development has obliged higher education institutions to generate their own revenue from
diversified sources and through different market-driven mechanisms. Moreover, the economic
importance of higher education significantly increased the global higher education participation and
massification. Furthermore, the emergence of the notion of the value of knowledge for the
advancement of the economy (the knowledge economy) increasingly promoted the global economic
role of higher education. These developments accentuated marketization and competition.
One of the strategic responses to these developmental requirements was the intensification of higher
education and the academic profession. The internationalization of higher education and the academic
profession has become an imperative strategy and process for many higher education institutions
worldwide. Scholars developed more interest in the research of internationalization. At this time, the
policy and practice of the internationalization of higher education and the academic profession are not
only the concern of individual academics, governments, and countries, but they have also become the
interests of national, regional and global organizations, and many other stakeholders.
The central focus of this study is the latter phase of internationalization, i.e. the internationalization of
higher education and the academic profession since the early 1990s. To understand the concept of
internationalization in this period, it is eminent to frame the analysis in terms of explaining such
concepts and theories as higher education/university, knowledge economy/knowledge society,
regionalization and globalization, center and periphery, academic profession, and academic mobility.
These issues are the concern of chapter two: a conceptual framework.

8.1.2. Conceptual Framework
This study is about the internationalization of higher education/university, which is a tertiary or postsecondary education institution. However, considering differentiations, it is not an easy task to define
the meaning of higher education institutions/university without explaining the purpose, function or
idea of higher education/university. A wide range of tertiary education institutions including university
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come under the umbrella of higher education. Organizationally, higher education institutions could be
set up differently according to national traditions and purposes. Higher education institutions could be
established as separate universities, within universities, or as universities and other post-secondary
education institutions. A higher education institution/university is a degree awarding institution; it is a
center for knowledge production, repository and transmission through teaching, learning, research,
training, and community services. In addition to representing higher learning, teaching, and research
activities, a university is described as a community of scholars or persons that are altruistically
engaged in a high level of intellectual development.
Because the purpose of higher education/university is broad and sometimes ambiguous, it is difficult
to establish and state a comprehensive purpose as well. The purpose depends on the tradition and
socio-economic and cultural demand of the country where the higher education institution/university is
operating. However, it is possible to enunciate the common tasks of higher education
institution/university. All higher education institutions/universities have something to do with
education and scholarship through teaching, research, and public services. With varying philosophies,
education is at the center of higher learning institutions/universities. Advancing knowledge is the ideal
goal of higher education institutions. For the purpose of this specific research, the meaning of a
university/higher education is generally understood as a degree-awarding post-secondary or tertiary
learning institution, where a community of persons engaged in academic study (teaching and learning)
and research. It is also a center for professional training.
The period since the 1990s has witnessed the development of globalization and regionalization.
Globalization is derived from a Latin word, globus. In Latin, globus means a phenomenon that covers
the world. In its contemporary meaning, globalization has been used since the 1960s. Globalization is
a perceived social conceptual construct and changes that consider the socio-economic, cultural, and
technological interconnectedness and convergence of the world through the facilities of information
and communication technology and flow of people, values, information, capital, knowledge, trade,
culture, idea, and so on. It is supposed to establish a “global society.” Ideally, this interconnectedness
has given the economy of the world a global shape. Globalization enhances the use of a common
language. For example, the English language is becoming the lingua franca of the globalizing world. It
has also enhanced the global importance and role of higher education in the global economy.
Transnational education is the most visible and instrumental example of the globalization of higher
education. The globalization of higher education has the form of cross-border commodification,
marketization, and privatization trends and implications of higher education. These trends and
implications may include such aspects as student and academic staff markets, transnational higher
education programs and providers, internet-based technologies, the global knowledge economy, and
the massification and privatization of higher education. The situation has attracted many students, who
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are ready to buy higher education products and services at an international price. Higher education
providers are usually investors aiming at a profitable business in higher education. In this respect,
globalization has paved the way for internationalization. It has reinforced internationalization as a
global phenomenon.
However, globalization affects higher education systems and institutions differently in different
regions, and it causes some challenges and unintended impacts. The market orientation has
accentuated unequal competition. For instance, higher education institutions in the English-speaking
countries such as the UK and Australia and many others in the developed countries are highly engaged
in a more competitive marketization of higher education, while higher education institutions in
developing countries are struggling to develop academic capacity. Moreover, peripheral higher
education institutions consider a global dimension of higher education to be a means of cooperation to
advance academic standards and capacities. In this case, globalization has sustained prevailing
inequalities. The uncontrolled and unintended impacts and challenges imposed by globalization have
increased the need for both internationalization and regionalization. The internationalization of higher
education as a policy- and agreement-driven strategy and process may minimize the challenges of
globalization because higher education institutions choose their fitting partner and engage in
preselected activities of internationalization. At the same time, partners have the chance to quit their
engagement according to the agreement, if the partnership does not work properly and as agreed.
Furthermore, the internationalization of higher education has local, national, international and global
dimensions, which is also known as the “glonacal” dimension.
Regionalization, in contrast, is the process of establishing a region. In the process of regionalization,
states and institutions come together via geographic relationship and a degree of mutual
interdependence to share a common political, social, and economic project and develop a certain
degree of common identity. A region may constitute a group of states and institutions with some
common socio-economic and cultural traditions and historical ties. Regionalization, unlike
globalization, is a process to establish a legal entity called a “region.” It is often considered as a
process of strong connectedness than globalization. Regionalization is the process of regional
integration or collaboration of states and institutions under regional institutions and rules. Through
harnessing regional power and resources, regionalization strengthens regional capacity to global
competitiveness. It presents patterns of cooperation, integration, complementarity, convergence, and
harmonization within a particular cross-national geographical space. Regionalization may be
organized as a supranational institutional structure like the European Union (EU) or as an
intergovernmental decision-making organization of the African Union (AU) and the Association of
South East Asian Nations (ASEAN).
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In terms of higher education, regionalization builds and strengthens regional skills, knowledge,
competences, and academic culture required to advance regional socio-economic, cultural and political
development. It tries to converge and harmonize regional higher education systems to challenge the
unintended impacts of globalization and unequal competition. For instance, the European Union, to
make Europe a strong and competitive region, is trying to Europeanize higher education through the
Bologna process and other strategic principles. Asia-Pacific is also doing the same through ASEAN.
The continent of Africa, to strengthen academic capacity and productivity, is also attempting to
regionalize and to sub-regionalize higher education. Hence, regionalization is an important strategy to
make higher education best serve the national and regional socio-economic and cultural developments.
It is also an imperative process to enrich regional cooperation, strengthen global competitiveness and
minimize internal competitions.
The regionalization of higher education is a regional form of internationalization. It attempts to
minimize educational capacity and resource limitations of member states through framing and
structuring an in-house human, financial, and resources units. It smoothes down internal or regional
competition to protect the region from unequal influences from others. It strengths the competitive
power of the region. From this point of view, as a regional form of internationalization, regionalization
is both a promoter and counter-process of globalization. Regionalization, like globalization, affects
different higher education institutions differently. Because of the different resources, academic
tradition, experiences, purposes, and level of development they have, higher education systems and
institutions are exposed to the intentions of regionalization differently. Center and periphery higher
education institutions could not exercise the process of regionalization on equal status and capacity.
In the realm of competitive globalization, regionalization, and internationalization, higher education
institutions can be considered as centers or peripheries. In the last three decades, the concept of center
and periphery has widely been used to analyze the global relationships between higher education
institutions/universities in the developed, emerging, and developing countries. The concept center and
periphery in higher education implies that the “central” institutions are research-oriented, possess
better infrastructure, and are part of the international knowledge system, while peripheral institutions
command less resources and, therefore, they are more dependent on the center. In this unequal
relationship, higher education institutions/universities in rich countries with better academic traditions,
experiences and intellectual and financial resources, significantly dominate the function of higher
education institutions in the less developed parts of the world. Similarly, within national and regional
higher education systems, the best-established institutions dominate the rest in forms of centerperiphery power relationships. It is argued that the peripheries would seek to imitate the best
experiences and standards of higher education institutions in a kind of isomorphic relationship. The
greener situation in center higher education institutions, through the process of internationalization,
has attracted the academic force of periphery higher education institutions and triggered the chronic
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problem of brain drain. However, as experienced in Asia-Pacific, the center-periphery dichotomy is
not static. Nowadays, the region of Asia-Pacific occupies a semi-periphery position and has become a
strong competitive power that can challenge the hegemonic central position of Western higher
education systems and institutions.
Knowledge has always been the driver of production, economic and societal development. The 21 st
century particularly witnessed the emergence of the knowledge society and knowledge economy. The
Knowledge Society is a situation where knowledge, information, and knowledge production or
research have become important features and instruments of societies, organizations, industrial
production, and human lives in general. The use of ideas and the application of technology have
become imperative in the global economy at the expense of physical abilities and the transformation of
raw materials or the exploitation of cheap labor. The knowledge economy increasingly relies on
knowledge and professionally trained citizens. The emergence of global economy requires global
knowledge and international personnel. Thus, the role of higher education, in conducting research and
training professional personnel, has become increasingly significant. Higher education has become not
only the concern of higher education institutions, but also of individuals, families, national
governments, and different national, regional and international organizations. National level higher
education alone could not fulfill the demand of the global knowledge economy. As a process and
strategy, the internationalization of higher education has become an imperative strategy for knowledge
society and knowledge economy. Inter alia, the production of globally oriented and trained personnel
has necessitated the internationalization of higher education to produce mass skilled professional
personnel that fits the global knowledge economy. The responsibility of producing knowledge society
and the training of skilled professionals that is adequate to the global knowledge economy has been
considered to be the major goals of internationalization of higher education.
The commodification and marketization of services and products of higher education institutions have
been intensified and further enhanced by neoliberal policy and principles. Neoliberalism has reshaped
the global economic and social life. Typical neoliberal policies and principles include marketization,
entrepreneurism, competition, commodification, privatization, individualism, business-oriented
leadership and dominance, deregulation, user pays, global flows of capital, and so on.
In relation to education, neo-liberal philosophy has very serious implications for higher education. It
promotes the principle of users paying. Neo-liberal principle considers education as a commodity to be
delivered on market bases to those who can afford to buy it. This and other principles such as rate of
returns have inspired many governments in the world to be unable or unwilling to fund higher
education from the public fund as usual. Consequently, public funding for higher education in many
countries has deteriorated. The deterioration of the public fund and the massification of higher
education, inter alia, have forced higher education to commercialize products and services locally,
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nationally, regionally, and internationally. The internationalization of higher education has become
one of the key strategies to marketize and commercialize higher education through the recruitment of
paying international students and selling products of higher education. The commercial and
marketization trend in the internationalization of higher education is the result of neoliberal policies
and philosophy. External actors for internationalization and representatives of the neoliberal ideology
such as the World Bank, the World Trade Organization, and the Organization for Economic
Development have emphasized the economic objectives of the internationalization of higher
education.
Globalization, regionalization, the global knowledge economy and knowledge society, and neo-liberal
principles have shaped the features of the internationalization of higher education and the academic
profession. The work, career, and composition of the academic profession have been influenced and
reshaped. Academic staff engaged in internationalization, in addition to teaching, research, and
community services, are expected to learn new foreign language(s), presumably the English language,
to prepare courses in English, pursue crediting studies abroad, engage in student recruitment activities,
and so on. They are required to learn new technology facilities to enhance their international teaching
and research. International academics are supposed to acquaint themselves with new pedagogical
approaches to teaching academically and culturally diverse students. This may be considered as the
fourth mission and role of the academic profession.
In addition to the key driver of higher education, the academic profession, the general development
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internationalization of higher education. Moreover, activities and scope of internationalization
expanded. Unlike traditional “internationalization,” which had been confined to the mobility of
students and teachers, modern internationalization includes the mobility of people, program, providers,
and/or course materials across institutional, national, departmental, and sector jurisdictional borders.

8.1.3. Internationalization of Higher Education: Meaning and Academic Mobility
Meaning and Definition
In spite of being historical and a catchword, used by many institutions and people, the attention given
to unpack the concept and meaning of internationalization is insufficient. The term internationalization
is constructed from prefixes and suffixes inter-, national and -ization. Inter stands for between/mutual,
nation (al) refers to an independent political and legal entity, and ization indicates process-making. In
its connotation, internationalization means a process of international mutuality, or it is the
enhancement of mutual cooperation and coexistence between or among national states on common
interests and agendas. One of these common interests that the period demands for collaboration has
been higher education. Hence, the internationalization of higher education is an international
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collaborative process between or among states to enable higher education to respond to the demands
of the time. Historically, however, such a process of collaboration has taken place in the form of interinstitutional mobility of students and teachers.
However, currently, this connotation does not explain what the internationalization of higher education
is; it denotes many other aspects and dimensions. One of the change aspects of higher education, since
the second half of the 20th century, is the dynamic transformation of internationalization in scope, role,
actors, concept, activities, aims, and rationales. The internationalization of higher education denotes
mobility of people, programs, and providers across institutions, departments, sectors, nations, regions
and the globe. The mobility of people, programs and providers involve students, teachers, institutions,
governments, organizations, and agencies as actors. Nowadays, the internationalization of higher
education is more organized and planned through mission statements and policy initiatives. The
rationales for engagement are also diversified across academic, social, cultural, economic and political
factors. Due to the fact that internationalization is predominantly initiated and driven by the
industrialized Western world and shaped by their neoliberal principles, the economic rationale is
increasingly overriding the other factors. Approaches, mechanisms, and models have become
different, rationale-oriented and context-based. Today, the internationalization of higher education is
not only about transnational academic mobility. It also denotes “at home” international academic
activities.
The most commonly cited definition is the one provided by Jane Knight, who defines
internationalization as “the process of integrating an international, intercultural or global dimension
into the purpose, functions or delivery of postsecondary education.” Despite the fact that
internationalization is not only an inward or intrinsic strategy and process, the current commonly cited
definition significantly considers it only as an inward or intrinsic concept and activity. However,
internationalization is both an inward and outward or intrinsic and extrinsic one. This means, higher
education institutions, in the process of internationalization, contribute to the rest of the world as they
need to learn from others. Moreover, internationalization is not only an institutional process. It is also
a strategy and non-institutional, i.e. students and teachers individually plan, travel, and study abroad.
Other organizations and agencies are also involved in the process and strategy setting of
internationalization. The cultural integrative power of internationalization is also debatable. In many
cases, foreigners are always foreign in foreign institutions. Scholars propose different meanings to
internationalization because of the diversity and complexity of its rationales, different benefits and
challenges, activities, stakeholders, and providers at the national, sector, and institutional levels. In
fact, many other terms are used interchangeably with internationalization, including transnational
education, borderless education, offshore education, cross-border education, the globalization of
higher education, and international studies, and so on. Other more related terms used in reference to
the internationalization of higher education also include such terms as academic mobility, international
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academic cooperation, study abroad, and international exchange. Different scholars use these terms to
denote different approaches in the process of internationalization of higher education. Generally, the
idea of internationalization of higher education has evolved through four or five conceptual steps.
Traditionally, it had been understood as only the mobility of students and teachers or as local-foreign
students
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internationalization

as

international
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internationalization as technical and academic support and development aid; and internationalization
as a strategy to train international citizens. Currently, however, the purpose of internationalization of
higher education is not only to train international professionals for the global knowledge economy, but
it is also for economic, academic, socio-cultural, and political benefits. In the 21st century, Even
though internationalization has become one of the ubiquitous terms and indispensable idea in higher
education systems and institutions discourse worldwide, the meanings, concept, and activities,
rationales that construct the notion of internationalization remain largely complex. Because of the
complexities and the challenges, it seems that regions and nations are trying to regionalize and
“nationalize” internationalization.
It is not an easy task to provide a commonly accepted and all-inclusive definition of the concept of
internationalization. This is because internationalization of higher education encompasses a multitude
of activities and attributes aimed at providing an educational experience within an environment that
tries to integrate global, regional, national, and local perspectives. Efforts will continue to produce an
operational definition of the concept of internationalization, however.

Academic Mobility
The role of higher education as an imperative center for professional training for the national, regional
and global knowledge economy has increased considerably. Higher education institutions have taken
internationalization of higher education as one of the imperative processes and strategies to
accomplish local, national, regional and global responsibilities. Based on their resources, tradition, and
experience, higher education institutions have engaged either in the “at home,” or abroad or virtual
internationalization dimensions. “At home” internationalization is a campus-based strategy of
providing local faculty, staff, and students with more international and intercultural oriented training at
home. It also includes the making of the local curriculum, teaching, research international and
intercultural and enable students to develop international and intercultural skills and outlooks by
inviting and accommodating international students and scholars. “Virtual” internationalization, in
contrast, is the technology-driven and non-physical communication of international students and
scholars. It is an online cultural exchange. Hence, its success depends on the technological capacity
and infrastructure facilities of a higher education institution.

304

Student Mobility
The concept of internationalization or cross-border or transnational education, which is not a new
phenomenon, refers to the cross-national mobility of students, teachers, researchers, programs,
providers/institutions, course materials, policies, knowledge, ideas, projects, and/or services. To
explain internationalization abroad, such terms as cross-border, transnational, offshore, and borderless
education are used interchangeably. This dimension of higher education is the major concern of this
study. Some countries, however, are unable to accommodate the growing number of students seeking
higher education and unable to provide them with all the courses and opportunities students are
looking for. Students also seek education abroad for the prestige of foreign qualifications which will
increase their competitive power for international employment in the increasingly globalizing
knowledge economy. Such demand eventually increases the supply side as well. In addition to the
transnational mobility of students and teachers, different providers have emerged and the mobility of
programs increased.
The academic mobility of people, program and providers have become the major dimension and
feature of the internationalization of higher education. It has become widely known in terms of the
academic mobility, particularly in terms of the mobility of students and teachers. The number of
international students and teachers has increased significantly in the last three decades. This section
emphasizes mainly on the mobility of students, program, and providers because the mobility of the
academic profession is treated in Chapter Five separately and in detail. In the global North, two
shifting trends have been observed in the academic mobility. The first one is a vertical shift downward
from student mobility to the mobility of program and providers. the second trend is the shift from
development cooperation and aid to competition and trade. These shifting trends have significantly
affected the global South in forging unequal competition and commodifying and providing rogue
higher education.
Initially, the academic mobility of people had been vertically oriented. Vertical mobility has been a
movement of academic people from developing countries to the more developed countries of the
world. The horizontal mobility of students and staff also became part of internationalization. Recently,
the academic mobility of people has been taking place between institutions and countries of similar
status. The number of students studying abroad has increased as a result of both push and pull factors.
Students may be pushed because of a shortage of higher education space and the absence of required
programs or courses. Moreover, students could be pushed by their interest to develop their
international image for employment or because of other socio-economic or political factors. The pull
factors may include policy-driven and media-enhanced brand or rank and the subsequent prestige of
higher education. As a result of both push and pull factors, the number of international students grew
from 1.2 million in 1990 to 4.3 in 2011, and this number has been projected to reach 5.8 million in
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2020 and 8 million by 2025. This number covers, however, an insignificant portion of the global
higher education enrollment. The global higher education enrollment in 1991 was 68 million, it was
178 million in 2010, and it has been projected to be 263 million in 2025 and 439 in 2030.
With few exceptions, the major destination countries for international students are generally the
English-speaking countries. For example, between 2002 and 2009, the first three destination list
includes the United States of America, the United Kingdom, and Australia. Regionally, North
America, Western Europe and East Asia and the Pacific host (77%) the largest number of mobile or
international students. The major source region for international students is Asia-Pacific, and it
produces 53% of the global mobile students. China, India, and Korea contribute a significant portion
of the region. Sub-Saharan Africa is second as a source of international students. Most of the African
students study in Western Europe and the United States of America. These days, the share of AsiaPacific, particularly China, India, Korea, Japan, Australia, and New Zealand in hosting African
students is also growing.

Mobility of Programs and Providers
Academic people mobility did not satisfy the objectives of either receiving and sending institutions.
The mobility of academic programs and providers, to reach immobile students and increase revenue,
has become a growing feature of abroad internationalization recently. The difference between the
mobility of programs and providers is scope and scale in terms of programs and services offered and
the local presence and investment by the foreign provider. In regard to a provider, the learner is not
necessarily located in a different country than the providing institutions. In the case of a program,
learners are located in a different country than the higher education institutions that offer the program
and awards the certificate. This takes place either in the form of twinning, franchises, opening branch
campuses, or in the form of traditional distance education or Massive Open Online Courses (MOOCs).
Over the last decade, the opening of branch campuses has risen steadily; there were around 183 in
2011, and it grew to around 200 by 2012. Of these campuses, 80 were American, and Australia
established 13, the UK 18, France 12, and India 8. In the 1980s and 1990s, most of the branch
campuses were located in Europe and Japan. During the past decade, however, branch campuses
concentrated in the Middle East and Asia and frequently in government-initiated higher education
zones or hubs in places like Singapore, the United Arab Emirates, Qatar, Malaysia, South Korea, and
China.
Actors
Actors or stakeholders of internationalization abroad are not only academic people and institutions.
Actors in the internationalization of higher education may include such stakeholders as governing
entities, administrators, employees, clienteles, suppliers, competitors, donors, communities,
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government, non-governmental agencies, financial intermediaries, joint venture partners, and others.
They can be grouped as internal and external stakeholders or government sector (different levels of
government - supra-national, national, regional, and local), education sector (different types of higher
education institutions: colleges, institutes, polytechnics, and universities; research groups, professional
and membership associations, students, teachers, researchers, and administrators) and private sector
(manufacturing, service, or trade companies, agencies). All these actors engage in internationalization
for different aims and targets that make internationalization more complex. Actors, especially internal
actors, are practitioners and are most influential in the process of the internationalization of the higher
education. External actors or stakeholder also play a crucial role in the process of internationalization.
They formulate and influence policies, models, and participate in the practices of the
internationalization of higher education at different levels and on the basis of different rationales.

8.1.4. Internationalization of the Academic Profession
Higher education can no longer be limited to strictly national contexts. The academic profession is one
of the change forces that has a significant role in the process of the transformation of higher education.
Furthermore, just like international and mobile students, the academic profession is the key driver and
element in the process of internationalization. Directly or indirectly, the academic profession is also
influenced and shaped by the change forces in higher education and internationalization. In spite of its
historical internationalization than other professions and the significant role it played in the process of
internationalization, little attention has been given to the academic profession. The study of
internationalization of higher education often overlooks the role of the academic profession in the
process of internationalization and the impact of the latter on the academic profession.
The academic person is defined as a teacher in a college or university. He or she is a member of a
higher learning institution that has acquired formal higher education at a college or university level.
For this study, an academic person refers to a person working in a higher education institution as a
teacher, researcher or who performs both and renders community services. The academic profession is
also an altruistic occupation of academics that has a strong intellectual content in terms of teaching,
research and academic consultancy. It is also a knowledge specialty with the high academic
qualification that is acquired through a high level of practical and intellectual skills coupled with a
high standard of ethical behavior. The academic profession is a holding company of academic
disciplines.
The identity of the academic profession is premised on ideological rewards such as the value of
discipline, scholarship, intellectual curiosity, a community of practice, accountability to peers and
professional autonomy. It also refers to the enduring beliefs, values, motives, and experiences that are
characteristic of individuals who enact the same professional role. Nowadays, the identity of the
academic profession is becoming a formation of the changing features of the individual academic
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person, discipline or field of study, and the higher education institution. In regard to the
internationalization of the academic profession, more attention has been given to the mobility of
doctoral student that unite training with research and irregular teaching in some countries. However,
this represents a small segment of the transnational mobility of academics that enhances
internationalization in the context of the mobility of researchers.
The immense changes that took place in the higher education institutions, after the end of the Second
World War, directly affected higher education. The phenomenon of massification has increased
significantly not only the gross enrollment ratio of students, but it also enlarged the number of the
academic staff globally. It also diversified the composition. Many different academics as part-time
academics or “gypsy scholars,” mobile or “peripatetic,” and non-mobile or “indigenous” scholars
emerged. This and other factors eventually eroded the collegial governance and affected academic
freedom, values, and identity of the academic profession. Globalization, the global knowledge
economy, and neoliberal ideology (higher education commodification, privatization, differentiation,
and marketization) have forced the academic profession to transform or conform itself into a
"knowledge worker" and to work in terms of international, interdisciplinary, vocational, and
multicultural orientations. The other change force is the internationalization of the academic
profession and all the impacts it posed. The internationalization of higher education has made the
academic profession borderless and more mobile across systems, sectors, and departments. It has also
affected the role, function, responsibility and status of academics in higher education at home and
abroad. In the process of “at home” internationalization, academics are expected to make the campus
and academic environment more international. They have to recruit students and invite international
academic scholars from abroad, search for partners, prepare internationally oriented curricula and
programs, devise interculturally oriented methods of teaching, and learn an international language
(primarily English) and learn technology to facilitate classroom learning. The peripatetic academic
staff, in the process of abroad internationalization, also does all the activities of the immobile
academic staff in addition to performing other responsibilities. Mobility, to teach, to conduct
collaborative research, or to participate in international conferences, is the major feature of
international academic staff. Academics also travel in search of jobs.
Nonetheless, there is little empirical evidence to show whether the new institutional and academic
environment and socio-economic context are sufficiently strong enough to change the status, values,
roles, attitudes, professional practices, and the “living autonomy” of the academic profession and
higher education. Academics, in some ways, resist changes. Among the paradoxes that abound in
academia, the most curious is the apparent coexistence of the radical style with entrenched
conservatism. This is a conflict between tradition and change. In many national higher education
systems, the academic profession has become more internationalized and more accountable.
Moreover, academics, traditional academics particularly, often resist the commercial imperatives and
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the consideration of students as customers, and courses as products. They feel that the higher
education institution, particularly the university is cynically attached to commercial imperatives. For
some, although there are inefficiencies and poor performances, the policies, mechanisms, rationales
applied to address the problems of higher education institutions are inappropriate. Others argue that
even though institutional accountability is acceptable, the transformational approach to repudiate
higher education as a public good will eventually destroy the very idea of the university.
However, the prevailing discourse shows that the changes have fragmented the academic workplace,
increased differences between academic individuals in respect to status and autonomy and profoundly
affected the role of university teachers and their sense of professional identity. Obviously, global
higher education has constituted, in addition to the academic professionals, other professionals like
managers. Career patterns, employment, and working conditions have been changed. The
internationalization of higher education has grown from spatial and individually induced activities into
more strategically managed and more inclusive and comprehensive processes. Hence, in collaboration
with higher education management, academics are working to cultivate international exposure for their
institutions. They have to develop and establish strategies and mechanisms for international alliances
through cross-border partnerships in both teaching and research. Academics have to establish an
international branch or offshore campuses and programs to enhance their global reach. They have to
plan for mobility. Mobile academics have been increasingly changing owing to the high expectation of
curriculum relevance, the evolving dynamics of higher education governance, and significantly
growing internationalization.

Mobility Patterns
The academic mobility of scholars has been historically rooted to the emergence of higher learning
institutions worldwide. This has contributed to the modern process of the internationalization of the
academic profession. The condition of transnational mobility and the position of mobile academics
have been structured by political and economic forces determining the boundaries and direction of
flows and involve personal choices and professional networks. Transnational academic mobility and
migration are more often shaped by the intellectual center/periphery relationships rather than merely
directed by pure economic incentives. The direction of academic mobility is significantly vertical; it is
from the less-developing countries to the developed corners of the world. Academics from developing
countries travel to North America, Western Europe, and Australia. Horizontal mobility has been
increasing since the 1990s as well. There are also significant flows within sub-Saharan Africa to South
Africa; from South Asia to the Middle East and Africa; from Egypt to the wealthier Arab countries;
and from the United Kingdom to Canada and the United States. Generally, the pull and push factors
for the internationalization of the academic profession could be academic, economic, political, social,
and personal. Institutional academic and infrastructural environment and academic disciplines coupled
with personal factors also shape the direction of the mobility of academics. Early stage academic
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mobility could be influenced by family and, in its later stage, could be motivated by career, work, and
economic fortune. Language, size, wealth, academic culture, the political and organizational tradition
of a country also play significant roles in pushing or pulling the academic profession. Pull factors for
the mobility of the academic profession include better income (salary) and improved working
conditions such as research infrastructures, opportunities for career advancement, academic and
personal freedom, and others. Higher education with lower salaries, poor infrastructure, and academic
freedom lose academics. In principle, the international migration of skilled persons contributes to
building the recipient countries’ skill endowment, while it causes a loss of human capital in the
country of origin. These two processes are commonly known as “brain gain” and “brain drain”
respectively. Institutional, national and regional policy initiatives for internationalization also play
significant roles in the mobility of the academic profession. Considering their aging community and
the deteriorating birth rate, Western countries are aggressively demanding the best and brightest
scholars and students through policy initiatives. For example, the attractive academic environment and
improvement and liberalization of immigration and trade policies in such countries as the United
Kingdom, United States, Canada, and Australia often encourage highly skilled academic workers and
students to travel to these countries. The growing need for capacity building from source countries
also contributes to increasing outbound academic mobility.

Mobility
Academic mobility includes student and academic staff mobility, and it may take the form of
academics traveling across borders of states, institutions, systems, and disciplines. The international
mobility of research students (Master students, PhD and postdoc students) and academic staff
(research and teaching) has grown following the widespread of new technologies that connect
scholarly communities around the world in new ways, and the internationality of English as the new
lingua franca of the international community. Moreover, the international academic labor market, new
regulations concerning the comparability of degrees and mutual recognition (like in the European
Union) as well as the growth of virtual universities, off-campus providers, and internationally active
study programs foster the internationalization of teaching and learning. The mobility of the academic
profession may take transnational, intersectoral, interdisciplinary, and virtual forms. Transnational or
international academic mobility refers to the physical mobility of academics across countries. mobility
across academia, industry, and other public sectors are described as intersectoral mobility.
Interdisciplinary mobility is the mobility of academics across research fields and academic disciplines,
and virtual mobility is technology driven international, interdisciplinary and/or intersectoral
partnership mainly for research and teaching purposes. Virtual mobility does not involve physical
mobility. Academic mobility could also be explained in terms of academic migration from one country
to another country on a permanent basis or temporary work assignments, such as conference
participation, visiting scholar, PhD or postdoctoral fellow. Moreover, based on country's academic
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environment, the characteristics of academic mobility could be classified as study abroad, magnetic,
and self-contained. Study abroad describes the mobility of individuals to undertake doctoral training
abroad before re-entering the national higher education system for post-doctoral study and/or
employment. “Magnetic” or importer implies the transnational flow of academics for study, work or
both. Self-contained portrays the internal movement of academic staff from study to employment
within a national higher education system or even within a single institution. It appears that countries
may display one or more of these characteristics. For example, the United States and the United
Kingdom higher education systems are magnetic and self-contained as well. The study abroad pattern
predominates in developing countries in Africa and Asia-Pacific. These countries could also be
categorized as brain drain countries. Comparatively, Norway, Sweden, Western European countries,
and most Scandinavian countries train their own academics at home, and they belong to a selfcontained category.
Considering their academic role, international academics could also be labeled as academic
intellectuals, academic experts, and manager-academics. Academic intellectuals are those academics,
who are engaged in the creation and interpretation of legislation and the reconstruction of the
paradigm of academic work. Those who consider and define themselves as researchers with
transferable methodological research skills are categorized as academic experts. Manager-academics
assume their role as general managers with transferable management skills rather than traditional
academic and collegial leadership.
The social pattern of the internationalization of the academic profession has differences in age, gender
and academic status. Young researchers are more mobile than older ones, and men are predominant in
the mobility of academics than women; it remains difficult for women to achieve the highest position
in a research career and in the international academic mobility because of the various maternal
responsibilities women shoulder. High ranking academics have better opportunities for mobility than
lower ranking academics do.
The most pervasive feature of the internationalization of the academic profession is the
internationalization of teaching and research. Most international academics integrate international
perspectives into their courses. Teaching foreign students in foreign languages in foreign lands and at
home; developing new international courses in international language; acquiring new teaching skills
and pedagogies; using new information technology facilities in teaching and communication have all
made the teaching task more global and international. Comparatively, however, teaching appears to be
less internationalized than research. Academics, however, naturally consider their primary research to
be international in scope and orientation. The other aspect of international academic activity is the
dissemination of knowledge through publication and conferences in a foreign country through a
language different than the language of instruction in the home higher education institution.
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Furthermore, academic internationalization refers to international research collaboration through
networking mechanisms. Research collaboration may include such academic activities as cooperation
with international colleagues in research, using the English language as a second language in the
research activity and co-authorship. Academic disciplines also characterize the internationalization of
the academic profession. Some academic disciplines are more market oriented and therefore more
international than others. Academics in the hard sciences are more internationalized than their
counterparts in the soft sciences. Academics in the soft sciences are more internationalized in teaching,
whereas academics in the hard science are engaged in international research (mainly in basic research
than applied).
Teaching and research are no longer sufficient competences for academics. New competences are
required to outreach and interact with society, for awareness of new standards of quality in teaching,
for competitiveness and success in attracting funding for research and to run the higher education
institution, for strategic thinking in terms of output and publication, for project management, and for
work in international and interdisciplinary teams and environments. Because of the new technologies
and the unbundling of the academic work, the lone teacher approach is fading from higher education
institutions. Policy-driven academic performance and collaborative or teamwork have become
imperative ways to build successful academic careers and institutional internationality. Nowadays,
academics are organized in regions, supposed to work on generic tasks, and expected to be active in
international education, experiences, and exposures. A distinctively new kind of knowledge structure
called “genericism” or “generic skills” has emerged following regionalization and internationalization.
Attempts to introduce “generic skills” can even be found in doctoral programs. Typically, they are
characterized by such terms as “key skills,” “core skills,” “thinking skills,” “problem solving” and
skills in “teamwork” and so on. They are assumed to be applicable to all academic disciplines, all
regions, all fields of practice, and at all levels.

8.1.5. Rationales, Approaches, Mechanisms, Strategies, and Models
The internationalization of higher education is increasingly becoming a policy-driven process and
strategy since the 2000s. Globally, in 2009, 67% of higher education institutions had developed
policies for internationalization. In the regions, 59% of the higher education institutions in Africa,
73% in Asia-Pacific, and 71% in Europe have policies for internationalization. The policy for
internationalization could be prepared at the level of system, sector or institution. The policy to drive
internationalization of higher education originates from the national education policy of each country,
but it has become not only the concern of an individual country or individual ministry (ministry of
education). It has to be modified according to the global scenarios. The development of increased
competition among countries and institutions to attract fee-paying foreign students and international
academics and the emergence of new forms of cross-border education have shaped policies for
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internationalization. From the side of the developed countries, it is driven by the principle of benefits
or can be seen from the perspectives of revenue generation. For instance, Canada's 2014 international
education strategy saw internationalization as part of its global market action plan and response to its
demographic and labor market challenges.
Policies for the internationalization of higher education has become more inclusive than traditional
education policy setting. In addition, policies for the internationalization of higher education should
consider such aspects as immigration (visa issues), trade, other economic, social, and international aid
issues. In addition to the ministry of education, the formulation of policy for internationalization of
higher education should include such concerned offices for foreign relations, development, trade,
immigration, employment/labor, science and technology, culture and heritage, social development,
industry, commerce, and others.
The most important internationalization policy instruments may include mobility grants for both
domestic and foreign students, tuition fees for foreign students, access to higher education, promotion
abroad, encouraging academic partnerships, and participation in regional internationalization
programs, institutional autonomy, and quality assurance. At a sector level, internationalization policy
may include the purpose, licensing, accreditation, funding, curriculum, teaching, research, and
regulation of tertiary education. At the institutional level, based on institutional traditions, priorities
and objectives, policies for internationalization of higher education may include statements and
directives that indicate priorities and plans of institutional mission, purpose, values, and functions.
This also indicates the need for study abroad, student recruitment, international linkages and
partnerships, transnational delivery and other relevant issues.
Even though all countries do not have an explicit policy for internationalization, four mutually
inclusive policy approaches have been identified. These approaches reflect or imply the rationales for
internationalization. These are mutual understanding, skilled migration, revenue generation, and
capacity building. Mutual understanding is the traditional approach, and the other three have emerged
since the end of the 1990s. While revenue generating and skilled migration approaches are geared to
export education services and the importation of fee-paying international students; capacity building
approach aims at importing education services and exporting students for academic capacity building.

Motives and Rationales
Motives and rationales for internationalization are mainly influenced, shaped, and constructed by
various stakeholders and global phenomena, such as globalization, massification, the global
knowledge economy, and neoliberal principles. Drivers of internationalization also include the core
mission of higher education, expectations of customers, and the social responsibilities of higher
education. Institutional policy approaches (mutual understanding, skilled migration, revenue
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generating and capacity building) also shape rationales for internationalization. Institutional motives
and rationales, however, are also influenced by the institutional, historical tradition, experience,
resources, and sometimes political circumstances. For instance, the general goals

for

internationalization among most Scandinavian countries in the 1970s include awareness of global
interdependence, the importance of international understanding, the building of cooperation and
assistance to developing countries, and acceptance of the Western pluralistic value orientation, and
tolerance towards ambiguity. Today, however, the objectives for engagement in internationalization
have changed. The rationales for periphery and center higher education institutions are not the same.
The formulation of rationales and motives also depends on the type, status and geographic location of
institutions. More urban-centered higher education institutions are more ambitious in their objectives
for internationalization than institutions located in less urban and suburb areas. The desire for
internationalization of universities and colleges also vary. Universities have more ambition and
rationales for internationalization than colleges.
Considering the different factors that influence rationales for internationalization, four types of
internationalization categories have been identified. Accordingly, higher education in the periphery
countries such as Southern and Eastern Europe, countries in Asia-Pacific and almost all countries of
Africa can be considered to have “would-be internationalization.” Institutions in this category have a
good deal of interest to be involved in the process of internationalization but face the challenge of
unequal consideration from the other side. In this case, higher education institutions should carefully
identify

their

priorities,

rationales,

and

potential

partners.

The

second

category

sees

internationalization as a “life and death” process and work for that objective. This group includes such
countries as Finland, Israel, and Cyprus. The third type also includes countries that need to build their
international image, need internationalization for the augmentation of income, and hence, focus on the
recruitment of students and academic staff. This group is known as “internationalization by import”
and include mainly the English-speaking countries. Others focus not only on the international
dimension alone but also have significant concern about the national role of higher education. These
are known as “two-arena” internationalization.
In consideration of the above factors, scholars have identified and categorized rationales for the
internationalization of higher education as generic, regional, national, institutional, and individual.
Generic rationales are general and broadly applicable ones. These are grouped into four, namely
academic, socio-cultural, economic and political rationales. Academic and socio-cultural rationales are
considered to be “old” forms of rationales because they are as old as internationalization and the other
two rationales are “new” forms of rationales for internationalization. The new ones emerged later with
the emergence and expansion of globalization, the massification of higher education, and the global
knowledge economy. The new forms of internationalization have strengthened and shaped the
organizational and institutional frameworks of international activities in higher education institutions.
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Activities and leadership of internationalization are increasingly professionalized at the institution
level. Skilled and trained specialists have replaced the autodidactic internationalization officers in both
research and education cooperation in many higher education institutions. Such countries as the USA,
Australia, New Zealand, and the UK have taken the lead in integrating and prioritizing the new forms
of rationales for internationalization, while others prioritized the old forms of rationales and still others
combine the two forms together. These rationales can also be grouped as education-oriented, marketoriented and politically-driven. The objective of academic rationales for internationalization is
intended to build academic capacity through collaborative and partnership training and experience
sharing. This may include research, teaching, curriculum development, training, institution building,
and others. The academic or educational dimension of rationales see the process of internationalization
in terms of the value it adds to the educational experience of both home and international students and
the contribution it makes to addressing global needs and global issues. The socio-cultural rationale of
internationalization refers to a mutual understanding of socio-cultural diversity and acquaintances to
other cultures and social constructs. Such attributes as economic growth, competitiveness, student
recruitment, the labor market, national educational demand, and financial incentives for institutions
and government make up the economic rationale for internationalization. Economic and market
dimensions of rationales consider internationalization as a business opportunity and strategy, a
potential income stream and a way of expanding academic infrastructures and national educational
institutions to accommodate the mass demand for higher education. Political rationales for
internationalization may be related to such aspects as foreign policy, national, regional and global
security, technical assistance, peace and mutual understanding, national and regional identity.
The significant increase in the global educational market has made transnational education more
imperative to enhance global visibility and branding to win the global competition. Furthermore, as a
result of the decline of public funding for higher education, financial motives play an important role in
any decision to pursue the cross-border internationalization of higher education opportunities. Hence,
in spite of the multiple motives and driving forces, the contemporary internationalization of higher
education that has been predominantly directed and shaped by the industrialized world has shown a
trend of shifting to narrower economic objectives, which is supported and enhanced by the global
representatives of neoliberal ideology such as the World Bank, World Trade Organization and others.
The national and institutional rationales for internationalization are not different from the generic
rationales, except that they are more specific. In some ways, generic rationales are derivatives from the
national and institutional rationales. National level rationales include such objectives as human
resource development, strategic alliance, income generation, nation building, socio-cultural
development, and mutual understanding. International branding and profile, quality enhancement or
international standards, income generation, student and staff development, strategic alliances and
knowledge production are examples of institutional level rationales.
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Rationales for internationalization also vary regionally and between centers and peripheries. The 2009
IAU global survey indicated that the four, in descending order, globally ranked rationales are
improving student preparedness for the global knowledge economy, the internationalization of higher
education curriculum, enhancing international profile, and strengthening research and knowledge
production. Even though the proportion of international students is very low, the rationale to prepare
students for international employability has scored first globally. Regionally, however, the survey
reveals different rationales. For the African region, for example, student preparation is not at all a
priority; the priority rationale for internationalization is strengthening research and knowledge
production. The rationale to prepare international students for global employability has ranked first for
all other regions of the world. However, it will be interesting to note that the ranking percentage did
not jump beyond 39. For Europe, mobility is described as an important instrument for the growth of
the European Higher Education Area (EHEA) and producing effects that range from enhancing the
quality of program to creating excellence in research and strengthening academic and cultural
internationalization. However, in the IAU survey, Europe’s priority for internationalization is to
prepare students for global or regional employability.
Individually, rationales for internationalization have the objectives of academic, socio-cultural,
economic and recreational factors. Different pull and push factors also drive academics to search for
higher education institutions abroad. Academically, the failure of domestic institutions to meet the
rising national demand for higher education, especially in Asia-Pacific and Africa, is one of the
reasons that has increased the number of international students crossing national borders. Students
travel to obtain courses and programs that are not offered at home. International students also need to
enhance their English language, which is becoming globally important, not only through Englishoffered courses but also through their day-to-day communication. Moreover, students have developed
the perception that studying in another country will have particular national and global advantage over
immobility. International students believe that the cultural enrichment, the language skills, joint or
double foreign degrees, and the “high-status qualifications” they attain will enable them to access
better jobs at home and internationally. Other academics desire to travel for both social and pedagogic
culture exposures. This is to learn how other academic institutions teach and how other people behave.
Others are “academic tourists”; they love academic travel.
Conclusively, rationales driving internationalization vary from institution to institution and from
country to country and from region to region and from individual to individual. But it is becoming
obvious, due to the fact that internationalization is shaped and driven by the Western world, that the
economic rationale is emerging significantly, which has shattered the balance of internationalization in
favor of few winners in the global competition.

Approaches, Mechanisms, Strategies, and Models
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Approaches

Approaches and mechanisms indicate how actors perform their policies and practices of
internationalization. Approaches and mechanisms are shaped by institutional background, goals, and
objectives or rationales. Thus, the what, why, and how of internationalization are closely
interconnected.
In the context of the internationalization of higher education, approach refers to the perspectives and
methods adopted by actors or persons in charge of the promotion and implementation of
internationalization. The approach reflects the value, priorities, and actions that are presented during
the work toward implementing the process of internationalization. There is no fixed and right or wrong
approach because the approach is a changing strategy. Scholars have identified five generic
approaches: the activity approach, competency approach, ethos approach, process approach, and
management approach.
Activity approach promotes such academic activities as curriculum, student and faculty exchange,
technical assistance, student mobility, area study, intercultural training, joint and collaborative
research and other. Focus on human mind development is the concern of the competency approach,
which is a strategy of internationalization to develop new skills, attitudes, knowledge of students,
faculty and other staff. It is an approach that is intended to achieve the rationale that focuses on student
preparedness. An approach that creates an institutional intercultural environment that values and
supports international perspectives and initiative is known as ethos approach/rationale. This
environment is considered as an important aspect of the concept of internationalization. The most
comprehensive approach that is also used to describe and define internationalization is the process
approach. The process approach in the internationalization of higher education is a process that
integrates an international dimension or perspective into the primary functions (teaching and research)
of higher education. This may take place through a wide range of activities, policies, procedures, and
strategies. The management approach describes whether the management of internationalization is
decentralized, centralized, ad hoc or a combination of centralized and decentralized.
There are also national and institutional approaches in the process of the internationalization of higher
education. National approaches are mutually inclusive and hierarchical; they may include such
approaches as program, rationale, ad hoc, policy, and strategic approaches. The program approach
provides funded programs that facilitate institutions and individuals to engage in internationalization
in the form of mobility, collaborative research, networking, and linkages. The rationale approach
defines the reasons a higher education system engages in the process of internationalization.
Sometimes, internationalization of higher education is treated as an ad hoc or reactive response to
many emerging opportunities and challenges that are being presented for the international delivery,
mobility, and cooperation in higher education. This strategy is known as ad hoc approach. The policy
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approach is a general guideline for engagement in the process of internationalization. It addresses the
importance of engagement in internationalization and could be prepared in collaboration with many
stakeholder ministries such as ministries of foreign affairs, commerce, culture, trade, science and
technology and others. The strategic approach is a methodological approach of how to achieve goals
and priorities. It is considered to be the key element in a national strategy to achieve a country’s goals
and priorities in the process of both at home and abroad internationalization.
Institutional approaches are based on the generic approaches and include such approaches as activity,
outcomes/competence, rationale, process, at home, and abroad approaches. The at home approach is
replacing ethos approach in the generic approach. It advocates a non-mobility strategy of
internationalizing campuses. It promotes and supports international/intercultural understanding and
focuses on campus-based activities. Newly added to the generic ones are the abroad and rationale
approaches. Abroad approach calls for the cross-border academic mobility of people, programs, and
providers. The rationale approach describes internationalization in terms of the driving motivations.
The institutional rationale approach includes such aspects as academic standards, income generation,
social and academic cultural diversity, and academic capacity building.
Moreover, higher education institutions apply the ambassadorial approach of enhancing activities of
internationalization by opening international offices or centers abroad. Such offices or centers offer
services for faculty and students doing research abroad, institutional relations, study abroad
programming, and alumni outreach activities. The offices might also support some short courses,
execute degree and other non-degree educational programs. In addition, the offices or centers can
initiate marketing or public relations efforts to raise the visibility of the home higher education
institution in local markets for international student recruitment.



Mechanisms

Mechanisms are also strategic means that characterize institutional internationalization initiatives or
engagement in the process of internationalization. They are also major instruments to realize
approaches, rationales, and policies. Mechanisms are modes of engagement in internationalization.
They involve such modes of engagement as international collaborative degrees (dual and joint
degrees), study abroad, branch campuses, MOOCs, joint advising, joint programs, memoranda of
understanding, joint publishing across higher education institutions, and so on. The various modes of
engagement could be bundled into seven self-descriptive clusters, namely individual faculty
initiatives, managing institutional demography, mobility initiatives, curricular and pedagogical
change, transnational engagement, network building, and campus culture, ethos, and symbolic action.
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Strategies

The achievement of policies, rationales, approaches, mechanisms, and models also depends on such
strategic components as program and organizational structures that could be formulated on the basis of
institutional contexts. Through program strategy, institutions try to integrate the academic,
extracurricular, and institutional service activities into an international dimension of the primary
functions. Program strategy emphasizes such categories of higher education activities as academic
programs, collaborative research, extracurricular activities, and external relations and services for both
at home and abroad internationalization activities. Organizational strategy is about such modalities as
developing pertinent policies and administrative systems to ensure the institutionalization and
sustainability of the internationalization of higher education. Organizational strategies may include
planning, policies, the adjustment of operational structures, supportive and committed leadership,
human and financial resources, formal communication channels, and reward and incentive systems.
Generally, organizational strategy refers to governance, institutional operation system, support
services, budget, and human resource development that enhance the organizational capacity of
institutional internationalization.



Models

Models are strategies through which higher education institutions execute their internationalization
goals. Models could be designed or framed on the basis of institutional context. There is no one single
and commonly applicable model of internationalization. Models are not exclusive and sequential.
Higher education institutions could apply one or a combination of models to realize their
internationalization goals. Moreover, higher education institutions could move from one model to the
other, depending on their academic development, experience, and rationale. Models are reflections of
institutional rationales, missions, objectives, human and material resource capacities, organizational
culture, agency and the power of imagination, experiences and so on.
Accordingly, four models of internationalization have been identified: the importer model, the
exporter model, the partnership model, and network model. The importer model is considered to be the
classic approach to the internationalization of higher education. It characterizes most medieval
universities, and the vast majority of higher education institutions that have adopted and work with
this model. Importer higher education institutions aim at bringing the world talent into their campus or
country. They perform many things to attract scholars and fee-paying and brightest students from
around the world. The main feature of this model in any higher education institution has the limitation
of providing local students and staff the equivalent of the international experience that mobile
academics attain in studying in another countries and cultures. The exporter model is an outbound
activity where periphery higher education institutions send academics abroad for capacity building.
Moreover, core faculty members from a core higher education institution generate and disseminate
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knowledge via collaborative research, teaching practices, export of courses, institutions, and so on
through mobility. The major advantage of this model is that it exposes students and faculty to other
academic cultures in other countries and enriches their knowledge and experience. At the same time,
international faculty members and students come home with their international experience and transfer
it to the home campus. A partnership model is a mechanism of exchange of students, and faculty, a
joint operation of teaching and research programs, provision of intellectual leadership or consultancy
in the establishment or restructuring of research and teaching programs, departments, schools or the
entire institution. In this model, partners could enter into academic joint ventures to create new joint
programs. Naturally, this model is relatively low risk because the partnership could be established
following negotiations between partner institutions. The network model operates by the merger of
geographically separate institutions, or it is the establishment of branch campuses in other countries.
Network model calls for a strong operational integration and intense sharing of resources. If it is not
managed carefully and vigilantly, the network model is the riskiest of all of the models.

8.1.6. Regional Perspectives: Africa, Asia-Pacific, and Europe
In spite of the dramatic growth of internationalization in scope and scale, since the 20 th century,
regional and national dimensions of internationalization of higher education are still important and
growing. As a response to the challenges of the globalization of higher education, many countries have
reviewed their higher education systems and launched reforms along neoliberal lines of marketization,
privatization and corporatization with the intention of improving their visibility, funding, governance,
and management. Accordingly, higher education systems in Africa, Asia-Pacific, and Europe, have
been applying different strategies, in the perspectives of their priorities, rationales, tradition, resource
capacities, and academic experiences, to enhance their institutional visibility in the national, regional,
and global competitive and hierarchical spaces. Among others, these strategies include the
internationalization of higher education and the academic profession as analyzed in the previous
chapters. Recently, countries are also engaged in the regional form of internationalization. Both global
and regional internationalization strategies are considered to be responses to challenges of
globalization. Regional internationalization is a response to challenges of both globalization and
imbalanced global internationalization.
In regard to mobility, almost all countries of the three regions have been engaged in the
internationalization of higher education and the academic profession either as a source or destination
of academic elements (people, programs, and/or providers). For instance, the upper-middle-income
economies of the region of Asia-Pacific are driving the growth of outbound student mobility. The total
number of outgoing international students from the region increased 161 percent between 2000 and
2012. The increase was 29% for the OECD countries for the same years. Outbound student mobility is
also on the rise in the fast-growing African economies like Nigeria and South Africa. In 2013, over

320

52,000 Nigerian students attended higher education outside Nigeria. However, the developed countries
especially the large English-speaking nations and the developed and larger European Union countries
afford most services of internationalization. They attract more international students than others do.
For instance, one-third of all international students studies in either the United States or the United
Kingdom. There is a significantly large number of student flows from Asia-Pacific and the continent
of Africa to study in the United States, Great Britain, Canada, Australia, and some other European
countries.
Recently, regional academic mobility also grew tremendously in Africa, Asia-Pacific, and Europe.
Countries seek to attract foreign students, particularly from within the region to their universities to
improve the quality and cultural composition of the student body, gain prestige, and earn income,
minimize global competition, and to challenge imbalanced internationalization. In the region of AsiaPacific, student mobility grew from 39 percent in 2009 to 41 percent in 2012. India and the
Philippines, for example, are significant host countries for students from other developing countries. In
2005, India hosted more than 8,000 students from abroad, 95% from developing countries. China
hosted around 330,000 international students in 2012 and has projected to reach half a million by
2020. By 2020, Japan also planned to host 300,000 international students. Foreign education providers
have also established shops in Asia-Pacific, Africa, and Southeastern Europe.
The regionalization of higher education is the process of forging closer interconnectedness among
higher education institutions, actors, and systems within a prescribed regional area. The importance of
the regional form of internationalization is to enhance regional and more equal collaboration,
interdependence, and integration. It is also to minimize internal competition and harness regional
academic power and resources to build academic capacity for more global competition. In the process
of a regional form of internationalization, various regional programs, strategies, actors, and
organizations play significant roles. Actors are supposed to develop regional systems that are more
comprehensive, integrated, and robust. The strategies, mechanisms, and systems depend on regional
priorities. In terms of a regional form of internationalization (regionalization), the key issues and
initiatives include the creation of credit transfer systems, the institutionalization of reforms,
coordination of national and regional accreditation and quality control mechanisms, the promotion of
regional research consortia and networks. Phases of higher education regionalization range from
cooperation to integration and could pass through such levels of regionalization as cooperation
(collaboration

and

partnership),

coordination

(coherence

and

alignment),

convergence

(harmonization), and integration (community formation and interdependence).
Regional organization has been started worldwide since the end of the Second World War. Such
regional organizations as the Association of Southeast Asian Nations (ASEAN), the European Union
(EU), the African Union (AU), and the North American Free Trade Agreement (NAFTA) are some of
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the regional arrangements with varying objectives of allowing the flow of trade, capital, and/or people.
In relation to higher education and research, regionalism is also evident as the European University
Association, European Higher Education Research Area, the Association of Commonwealth
Universities, the Association of Universities of the Francophone, the Association for African
Universities, the Council for the Development of Social Science Research in Africa, the Southern
African Regional Universities Association, and the Inter-University Council for East Africa, and
others. Higher education is a key tool in initiating socio-economic and political regionalization, and
regionalization plays a proactive role and agency to promote the regional internationalization of higher
education.
Europe continues to be the outstanding region for regional internationalization. In Europe, two
principal objectives inspired regional internationalization. These are the need to promote regional
student mobility and harmonization of the European higher education systems within Europe. These
objectives are geared in response to globalization and to increase European higher education
attractiveness and competitiveness. Various processes, programs, and arrangements are used to
implement these goals. The Bologna process and the Erasmus Mundus program are key strategies for
the European regional form of internationalization. The Erasmus Mundus program, launched in 1987,
is a student exchange program that seeks to train European-minded professionals and foster common
European identity and citizenship. The Bologna Process launched in 1999 and sought to create an open
European Higher Education Area to make higher education standards compatible and comparable
among the participating states and beyond Europe. In 2000, the European Union adopted the Lisbon
Declaration, which aimed at making Europe the most competitive and the most dynamic knowledgebased economy in the world by 2010.
The range of motivations varies among countries of Asian-Pacific and has shifted over time.
Nonetheless, pressures of massification and the need to improve academic standards lie behind much
of the impetus towards internationalization in terms of both importing educational services into the
region and exporting students abroad. The region of Asia-Pacific is the most active region in
transnational education. It contributes the largest numbers of students studying abroad, and many of its
universities are borrowing consciously and willingly foreign, especially American, models of higher
education. It is also considering, through the Association of Southeast Asian Nations (ASEAN), the
Bologna process, the European Higher Education Area (EHEA) and European Research Area (ERA)
as a possible model for the regional higher education reform. Critics argue that this modeling has
created a new dependency culture and reinforced hegemonic Euro-American dominance. Scholars
warn Asian states to be vigilant of the differences between policy learning and policy copying.
The internationalization of African higher education institutions dates back to the period of
colonialism. European universities have largely shaped African higher education institutions and
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African elites have made academic journeys to Europe and later the United States for undergraduate
and increasingly graduate education since the period of colonialism. While the vast majority of
African higher education institutions were established after the end of the colonial rule as driving
forces of national development and intellectual decolonization, they continued to display strong
tendencies of extroversion in their practices, programs, and paradigms. They remained trapped in the
institutional and epistemic economies of Euroamerican models and Eurocentrism. Surprisingly, the
political decolonization and the proliferation of national universities demolished the colonial regional
higher education, weakened intra-regional connections and collaborations, and reinforced linkages to
the North. In recent years, there are some trends through which intra-African or regional
internationalization is emerging in Africa. Even though it has been revealed that most African higher
education institutions preferred to have regional cooperation in the process of internationalization,
practically this is not robust. Concerning inbound mobility, except for Egypt and South Africa, no subSahara African country has significantly attracted international students outside the region.
African higher education is also making efforts to internationalize on sub-regional initiatives. East
Africa, modeling the Bologna process, is trying to harmonize higher education through the East
African Community, the coordination of the Inter-University Council for East Africa (IUCEA. North
Africa has joined the “Euro-Mediterranean Higher Education and Research Area,” which has
considered the Bologna model of Licence, Master, and Doctorat through the French higher education
system. West Africa is deliberating the importance of reforming higher education structures to
facilitate intra-regional mobility. Portuguese-speaking African countries are also putting effort to
establish a Lusophone Higher Education Area. Attempts to regionalize Southern Africa higher
education through political and economic mechanisms have been started since the time of Apartheid.
Regionalization of higher education is increasingly growing to respond to both challenges of
globalization and imbalanced global internationalization. This requires the harmonization of programs,
strategies, harnessing of power and resources, and the building of relevant regional governing
institutions to coordinate and manage the process of cooperation, integration, complementarity, and
convergence of regional higher education. Even though they are found at different stages of success
and development, Africa, Asia-Pacific and Europe are moving towards a regional form of
internationalization.

8.1.7. Impacts
The benefits, challenges, and consequences of internationalization are also controversial, diverse, and
complex. For many, particularly for the industrialized world, internationalization has opened new
opportunities, while it has posed serious challenges for others and created unequal divisions in the
political economy of global education. Moreover, it has caused intense pressures for global
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institutional competition and collaboration, convergence and fragmentation, and hierarchization and
homogenization within and across national higher education systems.
In addition to meeting the need of international higher education seekers and serving as a source of
institutional revenue, cross-border education also raises serious questions about quality control, the
development and enforcement of quality assurance mechanisms, and the transferability and
recognition of qualifications. However, not all programs and providers are necessarily of acceptable
quality, relevant, or genuine. Some of them may be fake providers and programs. Transnational
education may create “degree mills,” non-existent or rogue institutions, unfair competition with
regulated national higher education institutions and providers.
Furthermore, developing and emerging countries have suffered from the endless effects of brain drain.
For instance, 75% of Chinese students did not return home between 1978 and 1999. Due to the
progress of the Chinese economy, however, this trend has been changed for China. Some 900,000
information technology workers have migrated to the United States from India, China, Russia, and a
few OECD countries like Canada, the United Kingdom, and Germany since the early 1990s. The
situation is more dire for sub-Saharan Africa. The number of international students from sub-Saharan
Africa increased from 204,900 in 2003 to 288,200 in 2012 and most of them never go back home.
The impacts of internationalization forces higher education institutions to reconsider their mission and
organizational structure to fit the standards of best internationalization experiences, which may not fit
the prevailing context because of different rationales and targets. Higher education institutions in
South Africa engaged in the process of internationalization to create a unique organizational identity;
while it was considered as a means of transforming and enriching core higher education functions in
Japan. The increasing development of cross-border education also affects the national policies in terms
of equity, access, quality, financing, and language policy. Because the costs of living, higher education
fee, and travel expenses normally fall on students and their families, students from low-income
backgrounds are unlikely to travel abroad to study and consequently unable to compete with
international students for employment.
According to the 2009 IAU survey, the most daunting risks of internationalization include
commodification and commercialization of higher education, brain drain, an increase in the number of
foreign degree mills, low-quality providers, and, for some, over emphasis on internationalization
without concrete benefit from it. These challenges and risks impact different regions and countries
differently, however. Periphery higher education systems and institutions suffer more than centers.
Accordingly, the commercialization and commodification of higher education programs are
considered to be a high risk in Asia-Pacific. Africa, (Easter and Southern) Europe, Latin America, and
the Caribbean considered brain drain to be the most damaging risk of internationalization. Brain drain
is the number one risk for Africa and Europe.
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Internationalization has created some opportunities and challenges for the academic profession. It has
enhanced academic professional mobility, competition, commercialization of the products and services
of higher education, and transnational delivery of higher education institutions. It also erodes the close
institutional affiliation of the academics. These challenges and opportunities could be explained in
terms of their impact at the level of the individual scholar, the higher education institution, and others
(nationally, regionally and globally). Individual impacts are most closely related to immediate
personal experiences and perceptions; institutional level refers to impacts related to teaching, research,
services, and organization. Institutional impacts are observed in the context of the higher education
institutions that affect faculty members in their professional life and determine their personal
involvement and engagement in the international arena. National, regional and global level impacts are
partly abstract and obviously affect academics either personally or professionally in structural
dimensions.
Mobility offers academic staff some non-pecuniary benefits collectively known as “transnational
identity capital” and skills that enable them to engage with others. One major consideration of
academic mobility in academia is that academics gain international experiences and acquire new
cultural and academic knowledge and skills. International academics could increase their access to
professional development and establish greater international connections. It is believed that academics
who are engaged in the process of internationalization acquire changes in personal and professional
attitudes, learn about different student learning styles and behavior, and broaden their international and
global perspectives. They can bring home external academic and professional experiences and
contribute to the process of transformative learning.
From a research perspective, academic scholars enjoy working with other researchers in different
research scenarios, academic and social cultures, perspectives, and contexts. Moreover,
internationalization of the academic profession has facilitated knowledge production and knowledge
transfer. However. considered from a center-periphery dimension, the Western predominance of the
process of mobility, academic mobility reinforces the predominance of a central academic culture and
academic knowledge and subdues academic endeavors in the peripheries. Furthermore, international
academics could be considered as agents of the commodification and commercialization of
knowledge.
The internationalization of the academic profession also poses challenges to the life, academic career
development,

and

knowledge

production

of

the

academic

person.

Particularly

the

commercialization/marketization and competitive nature of the higher education have pressurized the
academic profession to work more for global visibility in terms of facilitating collaborative research
abroad, fostering faculty exchanges, winning the competition in research projects and research funds,
and promoting quality education. Internal and external stakeholders, involved in the process of
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internationalization, intensify the pressure upon the academic profession. At home and abroad, the
general public, students, parents, employers of graduates, funding bodies, industries, and many other
forces such as institutional politics, policies and rules and regulations have become actively engaged
in demanding “value for money” at the expense of many of the traditional values, norms and attitudes
of the academic profession. With strong intentions to enhance their global competitiveness,
governments, and universities in Europe, Asia-Pacific, and Africa, for instance, have taken
internationalization and university-ranking exercises or world-class status of universities very
seriously. This situation directly affects academics. The academic profession loses the traditional
freedom of work and research initiative and performance. For instance, countries like China, Australia,
Japan, Norway and South Africa, to enhance their international higher education competitiveness have
produced different policies and projects that directly concerns academics.
Moreover, the disparities between outflows and inflows have created imbalanced internationalization
of the academic profession. It has further aggravated brain drain, and the subsequent marginalization
has forced some higher education institutions to opt for inbreeding. Brain drain is the process of losing
academics. Inbreeding refers to immobility and the hiring of and promoting of one's own graduates.
Many periphery institutions in many developing and emerging countries have been involved in the
process of inbreeding. Those who return and join the academic profession at home bring with

them the values and orientations of a foreign country, which may not fit the home context.
Local and inbred scholars suffer from difficulties of reconciling/harmonizing the domestic
with the new foreign academic experiences, which eventually affect the overall academic
performance at home. Conflicts between foreign-educated and returned academics and their
locally educated and inbreed colleagues are common, particularly in developing countries.
Generally, the academic profession is working under situations of global academic labor
market, mobility, commodification and marketization of higher education, and eroded
academic autonomy, value, and freedom. Diversified academic work, increased control, and
loss of professional power, as well as increased managerialism in the nature of international
teaching and research, have changed the role and prestige of the academic profession. Some
of the change forces that affected the academic profession are products of the academic
profession itself. Furthermore, the change forces that have affected the academic profession
have presented a trend of defining, redefining, and evaluating the academic profession in
terms of neoliberal market orientation, the global knowledge economy, and entrepreneurial
management. The consequence of all these challenges, for some scholars, present a sense of
academic crisis, loss, weakening of prestigious academic identity and commitment, and
alienation of knowledge from its creator.
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Over recent decades, because of the above challenges and advantages, the internationalization of
higher education has been described, debated and decried as both an inevitable and demise paradox.
The process and strategy of internationalization manifest some sort of unequal power relations
between periphery and center higher education systems and institutions. There is a wider feeling that
the most powerful beneficiaries or winners in the international competition bless internationalization
unconditionally and with less care for the worries of the less influential. This group engages in
internationalization for profit motives, for national security reasons, and for global visibility. Others
consider internationalization as aggravating brain drain, inequality in higher education, promoting
Western academic, social, and cultural hegemony, further commodifying and commercializing higher
education, and perpetuating unequal power relations between countries. This group considers
internationalization to be a process of marginalization not by participation but by omission. Africa, as
the most peripheral region in the higher education space and performance, has shouldered the big
challenge of brain drain that affects African higher education, academia, research and development in
a vicious circle.
The debate over internationalization ranges from concept to practice and benefits in centers and
peripheries. An international conference on “A Global Dialogue in the Future of Higher Education
Internationalisation” held on 15-17 January 2014 in South Africa was attended by 24 global education
organizations from all over the world. This was the most recent manifestation of an urgent need to
redefine the internationalization of higher education at the global, regional, and national levels, and to
set an agenda for the future. The discussion and debate include the need to reconceptualize and
reconsider the practices of the internationalization of higher education; and how it equitably benefits
the developed, developing, and emerging countries.

8.2. Conclusion
The following conclusions are made based on the analysis of internationalization given above, in
terms of its conceptual connotation and denotation, meaning, dimension, rationales, approaches,
mechanisms, models, scope, challenges, and benefits.
1. The internationalization of higher education has historical roots because the idea of a
university, in terms of its purpose, is universal and medieval European universities were
formations of students and teachers gathered from different regions of contemporary Europe.
Higher education institutions/universities worldwide teach, produce, deposit and transmit
knowledge and serve the global community. By nature, the production of knowledge is
collaborative, and its transmission is broader. The very foundation of the medieval university
is attributed to the conglomeration of students and teachers of different regions of
Christendom Europe. In history, in different parts of the world, students and teachers of higher
education were making academic journeys to higher education institutions to learn and know

327

more about new things. Conceptually, the internationalization of higher education has a
historical basis ; it is not new. It has been in the process of change and continuity.
2. In the 20th century, the internationalization of higher education became an imperative
instrument of higher education to perform global responsibilities. The emergence of the
phenomena of globalization, which is characterized by global information and communication
technology-based interconnectedness and the global flow of people, idea, information,
knowledge, trade, finance and the resultant emergence of the global knowledge economy, has
increased the importance of higher education. Higher education has become an important
center to drive the global knowledge economy further under neoliberal principles and
ideology. Nationally confined and elitist type of higher education is no longer efficient enough
to perform the global responsibility of training mass and globally acquainted professionals.
Hence, worldwide, higher education has been massified and engaged in the process of
internationalization to respond to the demands of the global knowledge economy and
minimize the challenges of globalization.
3. The importance and activities of the internationalization of higher education have grown
significantly, and researchers have given more attention to it since the 1990s. The 21 st century
has witnessed that higher education has become more international. Governments worldwide
have enhanced the internationalization of higher education through policy-driven international
institutional cooperation, partnerships, and exchange programs. Institutions revised their
mission statements and objectives and developed their own strategies and mechanisms to
engage in the process of internationalization, not only in terms of teaching and research but
also in cross-border education provision. The activities of internationalization have grown in
scope, dimension and space. It has become a more global phenomenon and includes many
aspects. Internationalization has become one of the major defining issues of higher education
worldwide. In one sentence: the ancient fragmented and unorganized practices of interinstitutional mobility of students and teachers have developed into more organized and policybased national, regional and global form of internationalization of higher education that is
driven by various rationales, actors, and mechanisms that benefit and challenge different
countries differently. As a result, Even though often subordinated to other aspects of higher
education, a vast literature has grown as scholars debate the characteristics and challenges of
internationalization. They have been exploring its rationales, realities and implications for
higher education/universities and countries in various world regions that are found at different
levels of development. Scholastic views vary widely on the driving forces, the activities,
competencies, values, benefits, roles of internal and external actors, and the impacts of
internationalization on the core functions of higher education.
4. There is no one common and comprehensive definition and meaning for internationalization.

No comprehensive definition to the concept of internationalization has been developed
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yet. Scholars do not agree on the meaning of internationalization because of the diversity and
complexity of its rationales, activities, stakeholders, and providers at the national, sector, and
institutional levels. It is problematic to produce one common definition because of the

involvement of diverse rationales, actors, and perceptions of internationalization. Theorybuilding, conceptual frameworks, and research methodologies are largely constructed through
research undertaken in developed countries and are the products of the values and world view
contexts of the same societies. The concept of internationalization is not an exception.
Conceptually, it is shaped and framed according to a Northern theory construction. The

attempt of different scholars from different disciplines to define internationalization has
also further problematized the effort to develop comprehensive definitions. No less
controversial are the challenges and consequences of internationalization. For many,
internationalization has opened new opportunities. It has also served to reinforce and
reproduce unequal divisions in the political economy of global higher education. Moreover, it
has engendered intense pressures for institutional competition and collaboration, convergence
and fragmentation, and hierarchization and homogenization within and across national and
regional higher education systems. Equally problematic is its position as an agent of the
marketization and commodification of higher education products and services. The question

of understanding internationalization either as an inward or outward or both process has
also significantly problematized the endeavors to develop a comprehensive definition for
internationalization.

The

commonly

cited

definition

of

Knight

that

defines

internationalization as the “process of integrating an international, intercultural or global
dimension into the purpose, functions or delivery of postsecondary education” has the

connotation of considering internationalization as an inward or intrinsic concept, activity,
strategy and process only. However, internationalization is both an inward and outward or
intrinsic and extrinsic phenomenon. This definition has also been constructed in line with

the Northern theory dimension of universalizing concepts accepted as globally established and
feasible truths. Furthermore, internationalization is not only an institutional process. It is also a
strategy and non-institutional. Students, teachers, and sometimes private investors individually
plan

for

cross-border

academic

activities.

The

cultural

integrative

power

of

internationalization is also questionable because foreigners are always foreign in foreign
institutions. However, the search for the comprehensive definition of internationalization is

an ongoing process. Here is one proposal for the definition of internationalization to be
commented on and refined: The internationalization of higher education is an approachoriented strategic process of cross-border (departmental, sector, local, national, institutional,
regional, international) mobility, integrity, and interaction of academic people, programs,
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and/or institutions of tertiary education to achieve academic, cultural, economic, social
and/or political benefits.

5. Massification of higher education has made mobility the major feature and dimension of
internationalization. It has grown from a mere mobility of students and teachers into the
mobility of programs and providers. Providers of transnational education and the range of
activities have become more diverse than ever. Now, in the 21st century, academia is
increasingly international in scope and direction. Actors have increased in number and
diversity. In addition to internal actors, such as teachers, students, and higher education
institutions and management bodies, different external stakeholders, such as industries,
associations, and organizations, have emerged to initiate and shape internationalization in their
own interests. The rationales for engagement in the process of internationalization could be
categorized as generic, national, institutional and individual factors. All these, however, could
be summarized in the four generic rationales of academic, socio-cultural, economic, and
political factors. In the process of internationalization, countries and higher education
institutions have applied different approaches, mechanisms and models as well.

6. The internationalization of higher education has become an imbalanced process. Largely,
periphery and emerging countries export students and import academic programs and
providers, while center higher education import high caliber scholars and students and export
academic programs and providers. With the growing brain drain and the emergence of rogue
and fake providers and degree mills, global internationalization has proved to be an
imbalanced process and strategy that benefits the industrialized world. Even though countries
and institutions engage in global internationalization on the basis of their own objectives/goals
and rationales and devise their own mechanisms, the ultimate result, benefits, and efficiency
of internationalization depends on others, who managed to shape the process and won the
competition.
7. The internationalization of higher education has national, regional and global forms. From the
scope it covers, the internationalization of higher education no more denotes only inter-nation
collaboration and partnership. It denotes collaboration, competition, and mobility within a
system, between systems, sectors, and departments. The global internationalization of higher
education has become imbalanced. In fact, in many ways internationalization has reinforced
historic inequalities. The asymmetrical national and transnational higher education power
relations have been firmly cemented in which the developed countries have dominated the
provision of policies, models, mechanisms, services, and knowledge. Moreover, the
complexity and rapidly changing dynamics of global internationalization are now becoming
difficult for individual countries and institutions to maintain control of the process of
internationalization. To minimize imbalance global internationalization in which unequal
engagement prevails, national and regional forms of internationalization could be preferable
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strategies especially for higher education institutions and countries in the periphery. The
trends in Africa, Asia-Pacific, and Europe manifest the regional form of higher education
internationalization. Furthermore, to minimize inequality and advance better benefits,
countries, and higher education institutions should clearly define the goals of their engagement
in the process of internationalization. As higher education institutions engage in the process of
internationalization, they should also devise their strategies based on clear, transparent, and
feasible rationales and mechanisms. In doing so, countries and higher education institutions
should identify how their engagement benefits and values their institution and minimizes
possible negative consequences.
8. The long-term trends of internationalization seem to be pervasive, sound, and stable, but
several uncertainties may affect the pace of internationalization. These may include the role
and reaction of the academic profession, the national, regional, and global political-economy
realities and security, governmental and non-governmental policies, the status and role of
domestic capacity, the wide spread of the English language, the role of the private sector,
quality assurance, the future socio-economic and geopolitical position of Africa and AsiaPacific in the process of internationalization.
9. The academic profession is the key driver of internationalization. In terms of its engagement
in the process of internationalization, the academic profession, in addition to teaching,
research, and community services, seems to have been involved in a fourth mission of its role
of working towards benefitting higher education institutions in recruiting international
students, in harmonizing at home internationalization with academic duties abroad, and
performing other duties related to internationalization.
10. Europe is still dominant in shaping and framing internationalization in terms of policy,
strategy, process, and mechanisms. Asia-Pacific is rising and challenging the Western
hegemonic dominance, and Africa is still struggling with its peripheral position, from brain
drain, and poor higher education performances.
11. If the prevailing imbalanced scenario of global internationalization and the commodification
and marketization of higher education continue to persist without being checked and
inspected, contextualized or improved, I feel that the global political-economic role of higher
education in advancing global knowledge, prosperity, peace and security will be questionable
and diminishing.
Proposals for further Research agenda
In respect to internationalization of higher education, scholars could also make emphasis and further
investigation on the following research issues:
1. How could balanced internationalization of higher education be forged?
2. What is the ultimate goal of global internationalization? Is it doing that?
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3. How could global internationalization contribute to the advancement of the global knowledge
economy, prosperity and, above all, global peace?
4. How could global internationalization be measured? Can an institutional evaluation of
internationalization show the global role of internationalization?
5. How can developing countries benefit from global internationalization?
6. What are the positive and negative impacts of external actors in the process of
internationalization?
If these and other related issues are studied from an empirical point of view, our knowledge about the
role, benefits, challenges, role of external actors in the process of internationalization of higher
education will develop. Moreover, it helps policy makers to reconsider their understanding and
position and enables them to frame a more balanced internationalization that can contribute to world
peace and prosperity.
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