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Tan›m
Türkiye Bilimler Akademisi’nin (TÜBA) yay›n organ› olan Yüksekö¤retim Dergisi /
TÜBA Higher Education Research/Review (TÜBA-HER), y›lda üç kez (Nisan, A¤us-
tos, Aral›k) yay›mlanan, disiplinleraras›, hakemli, bilimsel bir dergidir. Her y›l bir
cilt tamamlan›r. Düzenli say›lar gere¤inde birden fazla bölüm halinde yay›nlana-
bilir. Dergi ayr›ca düzenli say›lara ek say›lar ya da özel konulu say›lar yay›nlaya-
bilir. Yay›n dili Türkçe ve ‹ngilizce olan ve hem bas›l› (p-ISSN 2146-796X) hem de
elektronik (e-ISSN 2146-7978) sürümleri bulunan derginin içeri¤ini yüksekö¤re-
tim ile ilgili konular oluflturur. Derginin elektronik sürümü, çevrimiçi (online) aç›k
eriflim (open access) dergi olarak www.yuksekogretim.org adresinde ve ayn› za-
manda TÜB‹TAK ULAKB‹M DergiPark platformunda yay›mlanmaktad›r. 

Amaç ve Hedef
Derginin amac› Türkiye ve dünyada yüksekö¤retime iliflkin temel yap›sal özel-
liklerin de¤erlendirildi¤i, uygulamalar aç›s›ndan ülkeler aras›ndaki benzerlik ve
farkl›l›klar›n irdelendi¤i, karfl›lafl›lan temel sorunlar›n incelendi¤i ve çözümleri-
ne yönelik önerilerin ortaya kondu¤u bilimsel bir platform oluflturmakt›r. Der-
gi böylelikle yüksekö¤retimde uygulanabilir, sürdürülebilir, yenilikçi (inovatif),
giriflimci ve stratejik yaklafl›mlar›n gelifltirilmesine katk› sa¤layarak akademik
bir arfliv yaratmay› hedeflemektedir.

Dizinler/Veritabanlar›
Dergi TÜB‹TAK ULAKB‹M TR Dizin, ESCI (Emerging Sources Citation Index), EBSCO
Education Full Text (H. W. Wilson) Database Coverage List ve Google Scholar ta-
raf›ndan dizinlenmektedir.

Telif Haklar›
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-HER),
bünyesinde yay›nlanan yaz›lar›n fikirlerine resmen kat›lmaz, bas›l› ve çevrimiçi
sürümlerinde yay›nlad›¤› hiçbir ürün veya servis reklam› için güvence vermez.
Yay›nlanan yaz›lar›n bilimsel ve yasal sorumluluklar› yazarlar›na aittir. Yaz›larla
birlikte gönderilen resim, flekil, tablo vb. unsurlar›n özgün olmas› ya da daha
önce yay›nlanm›fl iseler derginin hem bas›l› hem de elektronik sürümünde ya-
y›nlanabilmesi için telif hakk› sahibinin yaz›l› onay›n›n bulunmas› gerekir. Yazar-
lar yaz›lar›n›n bütün yay›n haklar›n› derginin yay›nc›s› TÜBA’ya devrettiklerini
kabul ederler. Yay›nlanan içeri¤in (yaz› ve görsel unsurlar) telif haklar› dergiye
ait olur. Dergide yay›nlanmas› uygun görülen yaz›lar için telif ya da baflka adlar
alt›nda hiçbir ücret ödenmez ve bask› masraf› al›nmaz; ancak ayr› bask› talep-
leri ücret karfl›l›¤› yerine getirilir. TÜBA, yazarlardan devrald›¤› ve derginin çev-
rimiçi (online) sürümünde yay›mlad›¤› içerikle ilgili telif haklar›ndan, bilimsel içe-
ri¤e evrensel aç›k eriflimin (open access) desteklenmesi ve gelifltirilmesine kat-
k›da bulunmak amac›yla, bilinen standartlarda kaynak olarak gösterilmesi ko-
fluluyla, ticari kullan›m amac› ve içerik de¤iflikli¤i d›fl›nda kalan tüm kullan›m
haklar›n› (ilgili içerikte tersi belirtilmedi¤i sürece) CC BY-NC-ND 4.0 Lisans›
(www.creativecommons.org/licenses/by-nc-nd/4.0) arac›l›¤›yla bedelsiz kullan›-
ma sunmaktad›r. ‹çeri¤in ticari amaçl› kullan›m› için yay›nevinden yaz›l› izin al›n-
mas› gereklidir.

Yay›n Eti¤i
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-HER),
yay›n eti¤ini en yüksek standartlarda uygulamay› ve Yay›n Eti¤i ve Kötüye Kulla-
n›m Bildirgesinin ilkelerine uymay› taahhüt eder. Yay›n süreçleri ile ilgili olarak ya-
zarlar, hakemler ve editörlerin sorumluluklar›n›n tan›mland›¤› bu bildirge Yükse-
kö¤retim Dergisi Editör Kurulu taraf›ndan, Committee on Publication Ethics (CO-
PE), Council of Science Editors (CSE), Directory of Open Access Journals (DOAJ)
ve Open Access Scholarly Publishers Association (OASPA) adl› inisiyatiflerin, der-
gi editörleri ve yay›nc›lar için gelifltirdikleri öneri ve k›lavuzlar temel al›narak ha-
z›rlanm›flt›r. Yüksekö¤retim Dergisi Yay›n Eti¤i ve Kötüye Kullan›m Bildirgesi ile
ilgili ayr›nt›l› bilgi için www.yuksekogretim.org adresini ziyaret edebilirsiniz.
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26 Haziran 2004 tarih ve 5187 say›l› Bas›n Kanunu gere¤ince yerel süreli yay›n tü-
ründe s›n›flanan Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review
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Description
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-HER),
the official journal of the Turkish Academy of Sciences (TÜBA), is an interdiscipli-
nary, peer-reviewed scientific journal on higher education studies. One volume is
completed every year. The regular issues may be published in multiple parts if
deemed necessary. The journal may also publish supplements or special issues on
specific topics. It is published triannualy (April, August, December) in both print-
ed (p-ISSN 2146-796X) and electronic (e-ISSN 2146-7978) versions and wel-
comes manuscripts in Turkish or English. Electronic version is published as an
open access journal at www.yuksekogretim.org and on the JournalPark platform
by TÜB‹TAK ULAKB‹M synchronously.

Aim and Scope
The aim of the journal is to establish a scientific platform to evaluate the essen-
tial functional characteristics of higher education in Türkiye and the world, to
address similarities and differences among countries’ higher education systems
in terms of practice, and to examine common problems and to suggest solutions
for these problems. In this way, the journal aims to establish an academic archive
that will contribute to the development of applicable, sustainable, innovative,
entrepreneurial and strategic approaches in higher education.

Abstracted/Indexed
The journal is currently indexed in the following indexing services: TUBITAK
ULAKBIM TR Index, ESCI (Emerging Sources Citation Index), EBSCO Education
Full Text (H. W. Wilson) Database Coverage List, and Google Scholar.  

Copyright
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-HER),
does not officially agree with the ideas of manuscripts published in the journal
and does not guarantee for any product or service advertisements on both print-
ed and online versions of TÜBA, the publisher of the journal. Scientific and legal
responsibilities of published manuscripts belong to their authors. Materials such
as picture, figure, table etc. sent with manuscripts should be original or written
approval of copyright holder should be sent with manuscript for publishing in
both printed and electronic versions if they were published before. Authors agree
that they transfer all publishing rights to TÜBA. Copyrights of all published con-
tents (written and visual elements) belong to the journal. No payment is done for
manuscripts under the name of copyright or others approved for publishing in the
journal and no publication cost is charged; however, reprints are at authors’ cost.
To promote the development of global open access to scientific information and
research, TÜBA provides copyrights of all online published papers (except where
otherwise noted) for free use of readers, scientists, and institutions (such as link
to the content or permission for its download, distribution, printing, copying, and
reproduction in any medium, without any changing and except the commercial
purpose), under the terms of CC BY-NC-ND 4.0 License (www.creativecom-
mons.org/licenses/by-nc-nd/4.0), provided the original work is cited. To get per-
mission for commercial purpose please contact the publisher.

Publication Ethics
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-HER), is
committed to upholding the highest standards of publication ethics and observes
the following principles of Publication Ethics and Malpractice Statement which
contains author responsibilities, responsibility for the reviewers and editorial
responsibilities, and is based on the recommendations and guidelines for journal
editors and publishers developed by the Committee on Publication Ethics
(COPE), the Council of Science Editors (CSE), the Directory of Open Access
Journals (DOAJ) and the Open Access Scholarly Publishers Association (OASPA).
Detailed information about the Publication Ethics and Malpractice Statement of
the journal is available online (www.yuksekogretim.org). 
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Yaz› De¤erlendirme Süreci
Yay›nlanmak üzere dergiye gönderilen yaz›lar daha önce baflka bir dergide yay›nlanma-
m›fl veya yay›nlanmak üzere eflzamanl› olarak herhangi bir dergiye gönderilmemifl ol-
mal›d›r. Bilimsel toplant›larda sunulmufl bildirilerden haz›rlanan yaz›lar, tamam› yay›n-
lanmam›fl olmak kofluluyla dergiye gönderilebilir. Gelen yaz›lar Editör Kurulu taraf›ndan
ön incelemeden geçirilir. Derginin yay›n amac›na uygun olmayan yaz›lar do¤rudan red-
dedilebilir ya da hakem de¤erlendirmesine al›nmadan yay›n amac›na ve yay›n kurallar›-
na uygun hale getirilmesi amac›yla yazara geri gönderilir. Dergi kapsam›na uygun gö-
rülen yaz›lar çift kör (double-blind) hakem de¤erlendirme (efl de¤erlendirme/peer revi-
ew) sürecine al›n›r. Editör Kurulu, hakem yorum ve önerileri do¤rultusunda dergiye
gönderilen yaz›lar›n yay›na haz›rlanmas› aflamalar›nda gerekli gördü¤ü düzeltme ve de-
¤ifliklikleri önermeye ya da herhangi bir aflamada yaz›y› reddetmeye yetkilidir. Efl de¤er-
lendirme sürecinde gerekli düzelti aflamalar›n› geçtikten sonra yay›na kabul edilen yaz›,
sayfa düzeni haz›rlanmak üzere yay›nevine iletilir. Sayfa düzeni aflamas› tamamlanan
yaz›lar›n provas›, son bask› onay› için ilgili (yaz›flmalar›n yap›ld›¤›) yazara gönderilir. Bu
aflamalar› geçen yaz›lar, yazar onay›n›n ard›ndan, daha sonra sayfa numaras› verilerek
dergi periyoduna uygun say›da yer almak üzere DOI kodu tan›mlanarak çevrimiçi (on-
line) yay›nlan›r. Tüm bu süreçler ile ilgili olarak yazarlar, hakemler ve editörlerin sorum-
luluklar›n›n tan›mland›¤› Yüksekö¤retim Dergisi Yay›n Eti¤i ve Kötüye Kullan›m Bildir-
gesi ile ilgili ayr›nt›l› bilgi için www.yuksekogretim.org adresini ziyaret edebilirsiniz.

Kapsam
Yüksekö¤retim Dergisinde bafll›ca, yüksekö¤retim alan›na giren konular› disiplinlerara-
s› bir yaklafl›mla, her aç›dan derinlemesine inceleyen özgün ampirik ve kavramsal arafl-
t›rma yaz›lar›, derlemeler, örnek olay çal›flmalar›, görüfl yaz›lar›, geçmifl deneyimlere ba-
k›fl sunan tarihsel yaz›lar ve editöre mektuplar yay›nlan›r. Bu s›n›f yaz›lardan editöre
mektup d›fl›nda kalanlar için yay›n karar›, Editör Kurulu ön incelemesi sonras›, hakem
de¤erlendirme (efl de¤erlendirme/peer review) süreci sonucunda verilir. Hakem de¤er-
lendirmesine girecek tüm yaz› türlerinin özetler, anahtar sözcükler ve kaynak(lar) içer-
mesi zorunludur. 

Dergide bunlar›n d›fl›nda, efl de¤erlendirme sürecine girmeyen ve yay›nlanma karar›
yetkisinin Editör Kuruluna ait oldu¤u, bir bölümü davet üzerine haz›rlanan, k›sa rapor,
uygulama k›lavuzu niteli¤indeki yaz›lar ve anma yaz›lar›, kitap de¤erlendirmeleri, kongre
ve literatür özetleri, yüksekö¤retim faaliyetleri ile ilgili haber ve duyurular yer alabilir.

Dergide yer alan bölümler afla¤›daki gibi s›n›flanmaktad›r:
• Ampirik Araflt›rma
• Kavramsal Araflt›rma
• Örnek Olay Çal›flmas›
• Derleme
• Görüfl
• Geçmifle Bak›fl
• Editöre Mektup
• K›sa Rapor
• K›lavuz
• Anma Yaz›s›
• Kitap De¤erlendirmesi
• Özetler
• Haberler
• Duyurular

Yüksekö¤retim Dergisinin kapsam› genel olarak afla¤›daki konulardan oluflmaktad›r:
• Yüksekö¤retim Yönetimi
• Yüksekö¤retim Politikalar› ve Stratejileri
• Yüksekö¤retimde E¤itim-Ö¤retim (ulusal veya uluslararas› ölçekte genel e¤itim

konular›: e¤itim politikalar›, e¤itim yeterlilikleri, müfredatlar, e¤itim programlar›, 
e¤itim teknolojileri, ölçme-de¤erlendirme vb.)

• Yüksekö¤retimde Üniversitelerin Yap›land›r›lmas›
• Yüksekö¤retimde Kalite ve Akreditasyon
• Yüksekö¤retimde Bilim Adam› Yetifltirme, ‹nsan Kaynaklar› ve Yetenek Keflfi
• Yüksekö¤retimde Finansman
• Yüksekö¤retimde Uluslararas›laflma
• Yüksekö¤retimde Çeflitlilik
• Yüksekö¤retimde S›ralama Sistemleri
• Yüksekö¤retimde Yenilikçilik, Giriflimcilik ve ARGE Stratejileri
• Yüksekö¤retimde Sanayi ve Toplum ‹liflkileri
• Yüksekö¤retimde Kampüs Yaflam›
• Yüksekö¤retimde Yeni E¤ilimler
• Yüksekö¤retime Geçifl

Yaz›lar›n Haz›rlanmas›
Yüksekö¤retim Dergisinde yay›nlanacak yaz›lar›n haz›rlanmas›nda, afla¤›daki kural-
lar d›fl›nda, sosyal bilimler alan›nda yayg›n kullan›lan Amerikan Psikologlar Birli-
¤i’nin (APA) önerdi¤i ortak kurallar (APA, 2009) geçerlidir (www.apastyle.org).

Yaz›lar 21x29.7 cm (A4) boyutundaki sayfaya, Word program›n›n güncel bir sürü-
münde, kenarlardan 2.5 cm boflluk b›rakacak flekilde, 11 punto Times New Roman
karakteriyle, çift aral›kl›, sola blok fleklinde olarak yaz›lmal›d›r. Haz›rlanacak metin-
lerin (bafll›k sayfas› hariç), kaynak listesi ile tablo ve flekil/resim alt› yaz›lar› dahil 25
sayfay› geçmemesine özen gösterilmelidir.

Yaz›larda bulunmas› gereken bölümler s›ras› ile flunlard›r:
Sayfa 1 - Bafll›k sayfas›
Sayfa 2 - Türkçe Bafll›k, Özet ve Anahtar Sözcükler
Sayfa 3 - ‹ngilizce Bafll›k (Title), Özet (Abstract) ve Anahtar Sözcükler (Keywords)
Sayfa 4 ve sonras› - Temel Metin
Sonraki Sayfa - Kaynaklar
Sonraki Sayfa - Tablo Yaz›s› ve Tablo (her tablo ayr› sayfada belirtilmelidir)
Sonraki Sayfa - fiekil/Resim Alt› Yaz›s› ve fiekil/Resimler (her flekil/resim ayr› sayfa-
da belirtilmelidir)
Son Sayfa - Ekler (dipnotlar, anket formlar› vb.)

Bafll›k sayfas›
Bütün yaz›larda birinci sayfaya yaz›n›n bafll›¤›, bunun alt›na da yazar(lar)›n aç›k ad
ve soyad(lar)›, unvan(lar)› ile birlikte ayn› sat›rda s›ralanarak yaz›lmal›d›r. Bir sat›r alt-
ta, çal›flman›n yap›ld›¤› ya da yazar(lar)›n ba¤l› bulundu¤u kurumun ad› ve flehir
(farkl› bölüm ya da kurumlardan olan yazarlar belirtilecek flekilde) yer almal›d›r. Bu-
nun da alt›nda, uzun bafll›kl› yaz›lar›n, dergide yay›nland›¤›nda devam sayfalar›n›n
üst taraf›nda görünmesi arzu edilen ve 80 karakteri geçmeyen k›salt›lm›fl bafll›¤› be-
lirtilmelidir. Bafll›k sayfas›nda ayr›ca yaz›flmalar›n yap›labilece¤i yazar›n ad› ile birlik-
te iletiflim adresi ve telefon, varsa faks numaras› ile e-posta adresi belirtilmelidir. Bu
sayfan›n en alt›na varsa çal›flmay› destekleyen fon ya da kuruluflun ad› yaz›lmal›, ça-
l›flma daha önce bir kongre ya da benzeri bir bilimsel toplant›da sunulmufl ise (sa-
dece özetinin ya da bir bölümünün yay›nlanm›fl olmas› kofluluyla) bu durum ayn›
bölümde ayr› bir sat›r olarak belirtilmelidir. ‹sim ve kurum kimli¤i gibi bilgiler, do¤-
rudan ya da dolayl› olarak bafll›k sayfas› d›fl›nda hiçbir sayfada belirtilmemelidir.

Özet sayfalar›
Türkçe ve ‹ngilizce özetler bafll›¤› izleyen en az 150, fazla 250 sözcükten oluflacak
flekilde ard›fl›k iki ayr› sayfaya yaz›lmal›d›r. ‹ngilizce özet (Abstract) sayfas›nda, ‹ngi-
lizce bafll›k (Title) bulunmal›d›r. Özetleri takiben her bir özet sayfas›na, aralar›nda
virgül olacak flekilde alfabetik s›rayla dizilmifl ve küçük harfle yaz›lm›fl, Türkçe ve ‹n-
gilizce olmak üzere en az 3’er anahtar sözcük eklenmelidir.

Temel metin
Ampirik araflt›rma yaz›lar› dört ana bölümde sunulmal›d›r. ‹lk bölüm bafll›kland›r›l-
maks›z›n girifl bilgilerinin sunuldu¤u bölümdür. ‹zleyen bölümlerin bafll›klar› Yöntem,
Bulgular ve Tart›flma (gerekti¤inde ek olarak Sonuç, Öneriler ve/veya Teflekkür bölü-
mü) s›ras›yla yaz›lmal›d›r. Di¤er yaz› tiplerinde bu standart aranmaz fakat metin (gi-
rifl bölümü hariç) ara bafll›klara bölünmüfl flekilde sunulmal›d›r. Her bir ara bafll›¤›n
varsa alt ve daha alt bafll›klar› kategorileri ay›rt edilecek biçimde yaz›lmal›d›r.

Kaynaklar
Kaynaklar, bafllar›na s›ra numaras› konmaks›z›n alfabetik s›rayla listelenmelidir. Tüm
kaynaklara metin içinde gönderme (at›f) yap›lm›fl olmal›d›r. 

Metin içinde gönderme 
Metinde kaynak göstermek için parantez aç›larak yazar›n soyad›, eserin yay›m tarihi
verilir. Befl yazara kadar olan kaynaklarda bütün yazarlar›n soyadlar› verilmelidir. ‹ki ya-
zarl› kaynaklarda daima her iki yazar›n soyad› da verilir. Üç ila befl yazarl› kaynaklarda,
metindeki ilk göndermede bütün yazarlar›n soyadlar› verilirken, varsa ayn› kayna¤›n
ikinci ve sonraki at›flar›nda sadece ilk yazar›n soyad› yaz›l›p sonda “vd.” ifadesi ile bir-
likte sunulmal›d›r. Alt› ve daha fazla say›da yazarl› kaynaklara yap›lan göndermelerde
ise ilk at›f dahil sadece ilk yazar›n soyad› yaz›l›p sonda “vd.” ifadesi ile birlikte verilir.
Yazar ad› cümle bafl› ya da içinde kullan›larak gönderme yap›lacaksa bu durumda
“vd.” k›saltmas› yerine “ve di¤erleri” yaz›lmal›d›r.
— Örnek: (Uyan›k ve Kand›r, 2010) ya da (Meyer, Ramirez, Rubinson ve Boli-
Bennet, 1977) ya da (Gottfredson vd., 2008)
Yazar ad› cümle bafl› ya da içinde kullan›larak gönderme yap›lacaksa parantez için-
de ilgili kayna¤›n yay›n y›l› verilir.
— Örnek: Uyan›k ve Kand›r (2010) bu konuda farkl› düflünmektedirler… ya da
Gottfredson ve di¤erlerine (2008) göre…
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Do¤rudan al›nt› ifadeler kullan›ld›¤›nda ek olarak sayfa numaras› belirtilmelidir.
— Örnek: (Uyan›k ve Kand›r, 2010, s. 119)
Metin içinde ayn› yerde birden fazla kaynak gösterilmesi istendi¤inde, kaynaklar
parantez içinde ilk yazarlar›n›n soyad› alfabeti¤ine göre dizilerek ve aralar› noktal›
virgül ile ayr›larak belirtilir. 
— Örnek: (Gottfredson vd., 2008; Uyan›k ve Kand›r, 2010)

Kaynak listesi
Afla¤›da verilen genel örneklere uygun flekilde haz›rlanmal›d›r. Birden fazla yazarl› ya-
y›nlarda, son yazardan önce, Türkçe kaynak ise “ve”, yabanc› dilde kaynak ise “and”
ba¤lac› konmal›d›r. Yazar say›s› yediden fazla ise ilk alt› yazardan sonra “…” (üç
nokta) konup son yazar›n ad› verilir. Kaynak künyelerinde yediden fazla yazar ad›
sunulmaz. Süreli yay›n adlar›, k›saltma yap›lmaks›z›n aç›k olarak, italik yaz›lmal›d›r. Bir-
den fazla bask› yapm›fl kitaplarda bask› say›s› ve DOI (digital object identifier) kodu
bulunmayan kitaplar›n künyelerinde bas›m yeri (flehir) ve yay›nevi mutlaka belirtilme-
lidir. Kaynak künyelerinde DOI kodu, küçük harfle doi ibaresi yaz›ld›ktan sonra iki
nokta üst üste konup ara verilmeksizin yaz›l›r.

Cilt ve say› numaras› bulunan Türkçe süreli yay›n makalesi örne¤i:
Uyan›k, Ö., & Kand›r, A. (2010). Okul öncesi dönemde erken akademik beceriler.
Kuramsal E¤itimbilim, 3(2), 118–134.

Yabanc› dilde süreli yay›n makalesi örne¤i:
Gottfredson, N. C., Panter, A. T., Daye, C. E., Allen, W. A., Wightman, L. F., & Deo,
M. E. (2008). Does diversity at undergraduate institutions influence student outco-
mes? Journal of Diversity in Higher Education, 1(2), 80–94. 

Dergi say› numaras› süreklilik gösteren ve say›lar aras›nda sayfa numarala-
r› devaml›l›k göstermeyen süreli yay›n makalesi örne¤i:
M›z›kac›, F. (2010). Isomorphic and diverse institutions among Turkish Foundation
Universities. E¤itim ve Bilim, (157), 128–139.

Henüz bas›l› say› ve sayfa numaras› almam›fl, çevrimiçi (online) yay›nlan-
m›fl, DOI kodu içeren yabanc› dilde süreli yay›n makalesi örne¤i:
Meer, J., & Rosen, H. S. (2010). Family bonding with universities. Research in Higher
Education. doi:10.1007/s11162-010-9174-3

Türkçe kitap örne¤i:
Kurbano¤lu, S. S. (2004). Kaynak gösterme el kitab›. Ankara: ÜNAK Yay›nlar›.

‹ki yazarl› Türkçe kitap örne¤i:
Küçükcan, T., & Gür B. S. (2009). Türkiye’de yüksekö¤retim: Karfl›laflt›rmal› bir ana-
liz. Ankara: SETA Yay›nlar›.

Editörlü Türkçe kitap örne¤i:
Var›fl, F. (Ed.) (1994). E¤itim bilimine girifl. Ankara: Ankara Üniversitesi Bas›mevi.

Türkçe kitap bölümü örne¤i:
Acan, F. (1996). Türkiye’de kad›n akademisyenler: Tarihsel evrim ve bugünkü
durum. H. Çoflkun (Ed.), Akademik yaflamda kad›n içinde (s. 75–87). Ankara: Türk-
Alman Kültür ‹flleri Kurulu Yay›n›.

Çeviri kitap örne¤i:
Ströker, E. (1995). Bilim kuram›na girifl (D. Özlem, Çev.). Ankara: Gündo¤an Yay›n-
lar›. (1973)

Türkçe tez örne¤i:
Köprülü, D. (1994). Üniversite kütüphanelerinde kitap koleksiyonunun kullan›m›
üzerine bir araflt›rma. Yay›mlanmam›fl doktora tezi, Hacettepe Üniversitesi, Ankara.

Yabanc› dilde kitap örne¤i:
Witt, S. L. (1990). The pursuit of race and gender equity in American academe.
New York: Praeger.

Birden fazla bask› yapm›fl yabanc› dilde kitap örne¤i:
Raudenbush, S. W., & Bryk, A. S. (2002). Hierarchical linear models (2nd ed.).
Thousand Oaks, CA: Sage.

Editörlü yabanc› dilde kitap örne¤i:
Brown, O. G., Hinton, K. G., & Howard-Hamilton, M. (Eds.). (2007). Unleashing
suppressed voices on college campuses: Diversity issues in higher education. New
York, NY: Peter Lang.

Yabanc› dilde kitap bölümü örne¤i:
Niemann, Y. F. (2003). The psychology of tokenism: Psychosocial realities of faculty of
color. In G. Bernal., J. E. Trimble, A. K. Burlew, & F. T. L. Leong (Eds.). Handbook of
racial and ethnic minority psychology (pp. 100–118). Thousand Oaks, CA: Sage.

Yabanc› dilde kitap serisi içinde bölüm örne¤i:
Paulsen, M. B., & Toutkoushian, R. K. (2008). Economic models and policy analysis
in higher education: A diagrammatic exposition. In Smart, J. C. (Ed.), Higher education:
Handbook of theory and research (Vol. 23, pp. 1–48). New York: Springer.
Yabanc› dilde tez örne¤i:
Cowan, L. Y. (2006). An examination of policies and programs used to increase
ethnic and racial diversity among faculty at research universities. Unpublished doc-
toral dissertation, University of Illinois at Urbana-Champaign.

Elektronik kaynak örnekleri:
World Wide Web (www) arac›l›¤›yla elde edilen elektronik dokümanlar afla¤›daki
gibi listelenir:
— Örnek 1: ÖSYM (2009). Yüksek ö¤renim istatistikleri. Eriflim adresi http://www.
osym.gov.tr (15 Mart 2010).
— Örnek 2: The Economist (2004, Jan 8). The curse of nepotism. Eriflim adresi
http://www.economist.com/world/unitedstates/displaystory.cfm?story_id=2333345
(15 Mart 2010).

fiekil, Resim ve Tablolar
Metin içinde ayr› kategorilerde numaraland›r›lmal›, numaraland›rmada Romen say›-
lar› kullan›lmamal›d›r. Tablo yaz›lar› tablolar›n üst taraf›nda yer almal›d›r. fiekil/resim
alt yaz›lar› s›ras›na göre ayr› bir sayfada sunulmal›d›r. Vektöryel yaz›l›mlarda haz›r-
lanm›fl flekiller (çizim ve grafikler) TIF ya da EPS format›nda kaydedilebilir. Renkli fle-
killer RGB (8 bits) olarak TIF format›nda, siyah/beyaz çizimler ise EPS format›nda
kaydedilmifl olmal›d›r. Resimler 300 dpi çözünürlükte, TIF ya da JPG format›nda ha-
z›rlanmal›d›r. fiekil, tablo ya da resimlerde gerekti¤inde standart d›fl› k›saltmalar kul-
lan›labilir. Bu durumda kullan›lan k›saltma ilgili bafll›k ya da flekil/resim alt› yaz›s›n-
da aç›klanmal›d›r. Daha önce yay›nlanm›fl flekil, tablo ya da resimler, yaln›z kesin ge-
rekti¤i durumlarda karfl›laflt›rma amac›yla, yazar ya da yay›nc›s›ndan (telif hakk› sa-
hibinden) yaz›l› izin al›narak, kaynak gösterilmek kofluluyla kullan›labilir.

Ekler 
Metin içinde yer kaplamamas› amac›yla ayr› bir yerde (dipnot olarak) verilmek iste-
nen aç›klamalar bu bölümde s›ralanabilir. Metin içinde gerekli yerlerde, köfleli pa-
rantez içinde üst karakter fleklinde s›ra numaras› verilen ilgili dipnotlar bu bölümde
(endnotes) s›ralanarak sunulmal›d›r. Yazarlar›n zorunlu olmad›kça dinot kullanma-
malar› önerilir. Bunun d›fl›nda anket formu, harita, plan vb. di¤er ö¤eler de ekler
bölümünde verilebilir. Bunlarla ilgili aç›klama yaz›lar› da bu bölümde yer almal›d›r.
Birden fazla ek malzeme sunulmas› gereklili¤inde her bir ek için Romen rakamlar›
ile ayr› s›ra numaras› verilmelidir.

Kontrol Listesi
1. Yaz›n›n uzunlu¤u (en fazla 25 sayfa)
2. Genel biçim (iki aral›kl› sat›r; 11 punto Times New Roman karakteri; kesme 

iflareti d›fl›ndaki noktalama iflaretlerinden sonra tek aral›k)
3. Bafll›k sayfas› (yazar ve kurum adlar›; k›sa bafll›k; iletiflim adresi)
4. Özetler (Türkçe ve ‹ngilizce; en az 150, en fazla 250 sözcük)
5. Anahtar sözcükler (en az 3’er adet)
6. Temel metin (bafll›klar) 
7. Kaynaklar (APA kriterlerine uygunluk)
8. fiekil, tablo ve resimler (numaraland›rma; alt yaz›lar; özgünlük/izin yaz›s›)
9. Ekler (Romen rakam› ile numaraland›rma ve aç›klama yaz›lar›)
10. Baflvuru mektubu (iletiflimden sorumlu yazar; ç›kar çak›flmas› beyan›)
11. Görsel malzeme (flekil, resim vb.) izin yaz›s› (daha önce yay›nlanm›fl ise)

Yaz›lar›n Gönderilmesi
De¤erlendirilmek üzere dergiye gönderilecek yaz›lar›n gönderim ve hakem de¤erlendir-
me süreci (peer review) izlemi sadece www.dergipark.gov.tr/yuksekogretim adresinde,
Makale Gönder sekmesi alt›nda yer alan çevrimiçi (online) sistem arac›l›¤›yla yap›labil-
mektedir. Dergimiz fiubat 2019 itibariyle elektronik ya da geleneksel posta yoluyla ya-
z› kabul etmemektedir. Gönderilecek yaz›lar›n hem Word hem de PDF format›nda do-
kümanlar olarak güncel sürüm bir yaz›l›mla haz›rlanm›fl olmas›na dikkat edilmelidir. 

Editöryal iletiflim:
Doç. Dr. Haydar Yalç›n
Editör Yard›mc›s› 
Türkiye Bilimler Akademisi (TÜBA), Baflkan Dan›flman›
Vedat Dalokay Cad., No: 112, Çankaya 06670 Ankara
Tel: 0312 442 29 03
E-posta: tuba@tuba.gov.tr
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Editorial to the Special Issue on Internationalization
in Higher Education 

The cross-border dimension of higher education dates back to ancient
times. In Medieval Europe, in the early stages of the Islamic civilization and
the Confucian Far East, scholars at universities visited other countries both
to disseminate their ideas and learn from their colleagues (Perkin, 2007).
This cross-border mobility continued with the colonial movements, the
expansion of the nation-state and the cold war period, with the interconti-
nental transfer of higher education models and activities for international
political, technical and academic cooperation (Kim, 2009).

Cross-border mobility in higher education has become more compre-
hensive and multidimensional, especially since the 1990s, and the use of inter-
nationalization as an inclusive concept on the subject has become widespread.
In this period, factors such as the change brought about by globalization, the
rapid increase in the international demand for higher education and the
expansion of the cross-border diffusion of knowledge have led states and
higher education institutions to implement various strategies and take actions
in internationalization in academic, political, socio-cultural and economic
fields (de Wit & Altbach, 2021). As a result, besides the international student
and academic mobility, a wide range of subjects such as the internationaliza-
tion of the curriculum, international higher education cooperation, being a
regional center of attraction in higher education, and international universi-
ty rankings have become a part of the internationalization agenda. So much
so that internationalization can be said to be enjoying its golden age today.
For example, the number of international students, which was around 2 mil-
lion in 2000, exceeded 6.3 million in 2021 (UIS, 2022). Similarly, the efforts
to create the European Higher Education Area (EHEA), embodied in the
Bologna declaration in 1999, have turned into a broad program covering the
fields of mobility, credit, recognition and recruitment, in which 49 countries
participate today (EHEA, 2022). The Asian University Network (AUN),
established by 13 universities in 1995, has become a higher education net-
work with 200 universities from 10 countries today (AUN, 2022).

With all these developments, there is still a great need for academic
research on how internationalization in higher education is implemented in
different countries because internationalization as a strategic field in higher
education is interpreted and applied according to different priorities in dif-
ferent regions, countries and institutions. Moreover, since internationaliza-
tion and priorities and expectations vary in terms of higher education admin-
istrators and policy makers, academics and students, it is clear that the con-
cept should be examined from the perspective of different stakeholders. At
this point, studies on the attitudes and behaviors of academics, who are
important practitioners of internationalization in higher education, are
expected to enlighten the discussions on the current state of international-
ization. Moreover, in addition to what happened after the Covid-19 pan-
demic, political developments, isolation and polarization in various parts of
the world in the recent past make us think about whether the golden age of
internationalization will continue or in which direction its future will evolve.
At this point, it is highly likely that studies that reveal the practices related
to internationalization in different parts of the world through the lens of aca-
demics will guide decision makers and researchers on the subject.

This special issue of Yüksekö¤retim Dergisi / TÜBA Higher Education
Research/Review (TÜBA-HER) is the product of a long-term collaboration
that emerged from the above efforts. The data of the first six articles in the

special issue have been compiled within the scope of the Academic
Profession in the Knowledge-based Society-APIKS project, an internation-
al comparative project with the participation of academics from many coun-
tries, and the authors of these articles published the previous versions of their
work within the scope of the project on 7–9 December 2020 at APIKS. They
presented at the e-conference (4th APIKS e-conference: Internationalization
in Higher Education) hosted by the Turkish team. Based on the APIKS
project, after the peer-review process, in the first of six articles in this special
issue, Marquina and Reznik examine the position of academics regarding
internationalization in Argentina’s higher education, and in the second,
Stephenson, Jones, Begin-Caouette and Metcalfe examine the perceptions of
academics in Canada regarding internationalization. In the third article,
Aarrevaara, Tulppo, Vasari and Tenhunen reveal the reasons and motiva-
tions for participation in internationalization in Finnish higher education,
and in the fourth article, Kuzhabekova, Bilyalov and Mussabayeva reveal the
views of faculty members in Kazakhstan on internationalization. In the fifth
article, Abdullah, Azman, Da Wan and Abdullah examine the participation
of academics in Malaysia in internationalization, and in the sixth article,
Çal›ko¤lu, Kondakç› and Seggie examine international research collabora-
tions in Turkish higher education. In the seventh article, Kaçmaz, Do¤an
and Ceyhan Sürme report on the international mobility utilized in strength-
ening nursing programs in Türkiye. Özcan, Kalayc› and Li analyze the insti-
tutional quality assessment processes applied in Turkish, European and
American higher education systems in the eighth article. Finally,
Hamuto¤lu, Ünveren-Bilgiç and Elmas focus on higher education evalua-
tion and quality assurance in the context of Türkiye and England.

We hope that all the studies in the special issue will be useful in inter-
nationalization in higher education and related academic and practical dis-
cussions and studies. We would like to express our sincere gratitude to all
the authors who contributed to this special issue, to the editors of
Yüksekö¤retim Dergisi / TÜBA Higher Education Research/Review (TÜBA-
HER), to the members of the APIKS project Türkiye team that hosted the
4th APIKS conference, and to the Turkish Academy of Sciences (TÜBA),
the publisher of the journal. 

Issue Editors
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II nternationalization, as part of a public policy agenda for
universities, is relatively new in Argentina. Until the
beginning of the twenty-first century, being “internation-

al” was subject to the missions, histories, and interests of insti-
tutions and academics. The emergence of internationalization
as a quality or institutional modernization parameter coincided
with the development of global processes, with the subsequent

financial opportunities that allowed for the creation of net-
works with institutions or academics from developed countries,
for whom internationalization was high in their agendas.

Since then, policies oriented toward internationalization
have been scarce and have depended on those processes.
Nevertheless, internationalization has been incorporated
gradually to the national agenda and to that of universities,

Üniversiteler için kamu politikas› gündeminin bir parças› olarak uluslara-
ras›laflma, Arjantin'de nispeten yenidir. Uluslararas›laflmaya yönelik poli-
tikalar flimdiye kadar k›tt› ve geliflmifl ülkelerden gelen finansal f›rsatlara
ba¤l› idi. Akademisyenler uluslararas›laflman›n gelifliminde kilit aktörler
oldu¤undan ve Arjantin'deki akademik meslek heterojen ve parçal› oldu-
¤undan, yüksekö¤retime iliflkin son zamanlardaki uluslararas›laflt›rma po-
litikalar›n›n Arjantin akademik faaliyetlerinin uluslararas› düzeyini ne öl-
çüde etkileyece¤i hala bilinmemektedir. Bu makale Arjantinli akademis-
yenler için uluslararas› olman›n bir seçenek mi yoksa bir ayr›cal›k m› ol-
du¤u ve bu durumun üniversitedeki merkezi rolleri göz önüne al›nd›¤›n-
da çal›flt›klar› kurumlarda uluslararas›laflman›n de¤erine iliflkin alg›lar›n›
nas›l belirledi¤i sorular›n› araflt›rmaktad›r. Bunu yapmak için, kiflisel ve
profesyonel niteliklerle ilgili olarak Arjantin’deki akademik uluslararas›-
laflma düzeyini analiz etmek için 2018 Bilgiye Dayal› Toplumda Akade-
mik Meslek (APIKS) anketinden yararlan›ld› ve kurumsal uluslararas›lafl-
ma için uygun akademik ortamlar›n nas›l yarat›labilece¤i sorular› yan›t-
lanmaya çal›fl›ld›. Bulgular›n, kurumsal uluslararas›laflma ve kurumsal ka-
litenin art›r›lmas› yönündeki kapsaml› de¤iflikliklere katk› sunmas› bek-
lenmektedir. 

Anahtar sözcükler: Akademik uluslararas›laflma, APIKS, Arjantin, yük-
sekö¤retimde uluslararas›laflma.

Internationalization, as part of a public policy agenda for universities, is
relatively new in Argentina. Policies oriented toward internationalization
have been scarce and have depended on financial opportunities from
developed countries. Since academics are key actors in the development
of internationalization, and the academic profession in Argentina is het-
erogeneous and fragmented, the extent to which recent internationaliza-
tion policies on higher education might impact on the international level
of Argentine academic activity is still unknown. This article delves into
the questions of whether being international today is either an option or
a privilege for Argentine academics, and how this condition determines
their perception of the value of internationalization at the institutions
where they work, given their central role at the university. To do this, we
have relied on the 2018 Academic Profession in the Knowledge-based
Society (APIKS) survey to analyze the level of academic internationaliza-
tion in Argentina in relation to personal and professional qualities. We,
therefore, examine our questions aiming toward the creation of favorable
academic environments for institutional internationalization. Our find-
ings could be helpful in thinking up a comprehensive change for institu-
tional internationalization and, therefore, institutional quality. 

Keywords: Academic internationalization, Argentina, APIKS, internation-
alization in higher education.
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although the extent to which these efforts are a staple of
Argentine university life is still unclear.

Academics are key actors in the development of interna-
tionalization, both as a driving force and as recipients of those
policies. During the first decade of this century, studies have
demonstrated that internationalization is generally driven by
academics’ individual motivations and their networks of rela-
tionships with colleagues from abroad (Finkelstein, Walker, &
Chen, 2009; Huang, 2007; Schwietz, 2008). In later decades,
being international was dependent on individual interests, the
framework of the discipline chosen for practice (Finkelstein et
al., 2009), and institutional missions with the concept of
“internationalization at home” (de Wit, Hunter, Howard, &
Egron-Polak, 2015). Recently, a new phase showing a coun-
terreaction of nationalist–populist movements, anti-globalist
protests, and anti-integration trends might have negative
implications for the internationalization of higher education
(de Wit & Altbach, 2021). The extent to which recent inter-
nationalization policies on higher education have impacted on
the international level of Argentine academic activity is still
unknown. 

The high level of heterogeneity of the Argentine academ-
ic profession may help explain the current scenario. The ques-
tions this article attempts to resolve are whether being inter-
national today is either an option or a privilege for Argentine
academics and how this status influences the way in which aca-
demics institutionally perceive internationalization, given
their central role at the university. 

In this sense, the aim of this work is to study the level of
academic internationalization in Argentina in relation to per-
sonal and professional qualities and how this condition deter-
mines academics’ perception of the value of internationaliza-
tion at the institutions where they work. We have relied on
the 2018 Academic Profession in the Knowledge-based
Society (APIKS) survey to delve into these questions. We
examine the concepts and issues related to the literature con-
sulted for this study in regard to internationalization and the
academic profession, and its relation to the Argentine case in
terms of policies and characteristics of the profession. Next,
we describe and justify our sample, outlining data and meth-
ods, and describing the variables used for this study. Finally,
we present and discuss our results and provide conclusions.

Theorizing Internationalization and the Academic
Profession 

During the early the twenty-first century, internationalization
was mostly understood as a measure enabling collaboration
between institutions and governments to reduce the uncon-

trollable effects of globalization (Enders, 2004; Knight, 2005;
Teichler, 2004). Since then, many researchers have studied
internationalization as actions undertaken, under different
forms, by a country, an institution, an academic department,
or an individual professor to understand or manage global
realities (Altbach, Reisberg, & Rumbley, 2009).

Internationalization has, throughout the years, changed
from being a reactive question to a proactive one, from being
an added value to becoming a generalized feature. Its focus,
scope, and contents have significantly evolved as well (de Wit
& Altbach, 2021). Thus, the concept of internationalization
has increasingly taken on an essential role as a dimension of
institutional quality. In recent years, de Wit et al. (2015, p. 29)
defined internationalization of higher education as “the inten-
tional process of integrating an international, intercultural or
global dimension into the purpose, functions and delivery of
post-secondary education, in order to enhance the quality of
education and research for all students and staff, and to make
a meaningful contribution to society.”

The universities’ efforts to incorporate internationaliza-
tion often originate from individual, institutional, and local
factors, and lead to a number of strategies and outcomes for
different areas, such as teaching and research. These efforts
also vary according to region, country, type of institution, and
discipline. Other factors are also influential in prioritizing the
motivations, strategies, and outcomes of internationalization
(Rumbley, 2010). Therefore, internationalization may coun-
teract or contribute to greater dependence, academic concen-
tration, a hegemonic thought, and a deepening of inequalities
(Didou Aupetit, 2006; Knight, 2020).

The study of the impact of internationalization processes on
the academic profession is relatively new. The traditional dis-
tinction made by Clark (1980, 1987) between “cosmopolitans”
and “locals,” as part of the variations of academic cultures around
the world, was deepened by Altbach (2004) in his study of the
impact of globalization on academic work on faculties of indus-
trialized and emergent countries. The interest for this subject
lies in the analysis of the individual, professional, and local fac-
tors (e.g., gender, academic position, discipline, research/teach-
ing preference, research and teaching activities, language,
national economy, etc.) that may influence the internationaliza-
tion of the academic profession (Ackers, 2008; Finkelstein &
Sethi, 2014; Li & Tu, 2016; Nokkala, Bataille, Siekkinen, &
Goastellec, 2020; Teichler, Arimoto, & Cummings, 2013;
Rostan, Finkelstein, & Huang, 2013; Teichler & Cummings,
2015).

Additionally, other studies have considered different indi-
cators to identify internationalized academics, who can be
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grouped in either individual, institutional, or system based:
international travel for research and study; research published
in another country; conducting research or publishing with
colleagues from abroad; campus climate for international per-
spectives and actions; or policy implications, among others
(Finkelstein et al., 2009; Huang, 2007, Schwietz, 2008). These
studies focus on the way international perspectives shape the
academic activity and how national boundaries restrict faculty
professional networks (Finkelstein & Sethi, 2014).

Contextualizing Internationalization and the
Academic Profession in Argentina 

Since its emergence in the 1990s, especially after the passing of
the Higher Education Act of 1995 and in a context of a neolib-
eral government that included the idea of opening the country’s
economy to the world (Marquina & Luchilo, 2021), the inter-
nationalization of higher education has remained high on the
agenda of Argentine policies. Several programs from the
Ministry of Education began to foster internationalization at
universities, such as the Programa de Promoción de la
Universidad Argentina of 2008 (Argentine University
Promotion Program), which funded the constitution of net-
works for research with academics from different countries. A
new unit was also established in 2003 at the Secretary of
University Policies, called Programa de Internacionalización de
la Educación Superior y la Cooperación Internacional (Higher
Education and International Cooperation Internationalization
Program), promoting internationalization with a focus on stu-
dent and academic mobility. Nevertheless, policies for the
internationalization of higher education in Argentina have been
scarce, poorly funded, and mostly motivated by external proj-
ects (e.g., ERASMUS+Latin America projects).

Universities have responded to policies or external funding
opportunities related to the internationalization of higher edu-
cation in different ways. Although changing and dynamic proj-
ects were put forth at their core, some of these institutions have
organized proactively in regard to these incentives and as part of
their institutional mission, showing interest in internationaliz-
ing their own processes, whereas others have responded in a
reactive way (Ramírez, 2017). We should underscore, however,
the increasing level of development of internationalization
offices at these institutions, with the professionalization of staff
(Marquina, 2020) and the introduction of an international
dimension in their evaluation processes, such as in the case of
the external institutional evaluation carried out by the Comisión
Nacional de Evaluación y Acreditación Universitaria (National
University Evaluation and Accreditation Commission).
Moreover, international indicators have been included in the
national statistics system of universities (SPU, 2020). In sum, it

could be argued that internationalization in Argentina is an
incipient and developing process that still depends on external
funding from governmental and international agencies and pro-
grams.

By 2018, foreign higher education students in Argentina
represented 3.6% of the total vocational and undergraduate
enrollment and 9.4% of postgraduate enrollment. The public
sector had a concentration of foreign students of 75.2%,
whereas the private sector had only 24.8%. Students from
other Latin American countries represented 95%, and only
4% came from Europe. Yet, it is worth mentioning that bare-
ly 0.42% of the total number of enrolled students were con-
sidered international mobility students; that is, they conduct-
ed academic activities different from a full course as a result of
internationalization efforts (SPU, 2020). 

Many international efforts at Argentine universities, still
motivated by individual interests, stem from researchers who
have established networks with different colleagues around
the world, promoting or even taking advantage of national or
international opportunities (Ramírez, 2017). Considering the
characteristics of the Argentine academic profession is crucial
to understand the internationalization of higher education in
the country. 

The academic profession in Argentina is heterogeneous
and fragmented, with characteristics that are related to a mas-
sive higher education system (free tuition and open admis-
sion), with professional training as its main objective
(Marquina & Luchilo, 2021). There is a high presence of part-
time faculty at both private and public institutions. In the pub-
lic university sector, close to two-thirds of academics are part-
time teachers (10 hrs. per week), with a tendency toward
growth in recent years. The other third is distributed among
full-time teachers, who oversee research, academic, and man-
agement activities (SPU, 2020). In the private sector, the pres-
ence of part-time faculty is even higher. The percentages of
women and men have evened out at 50% each. While women
concentrate more in full-time positions than their male coun-
terparts (54.7% vs. 45.3%) (SPU, 2020), men comprise the
highest-ranking positions (38.5% for women and 61.5% for
men in full professor positions) (SPU, 2020). This is critical
since the Argentine academic profession is strongly hierarchi-
cal. The chair system is the most common type of organiza-
tion of academic work, especially in more traditional institu-
tions, which also have the largest number of students
(Marquina, Pérez Centeno, & Reznik, 2021). 

The differences among faculty are not distributed by type
of institutions (e.g., research oriented) but rather within their
own academic structure. Therefore, each institution may



gather full-time faculty, involved in institutional life, and a
vast majority of part-time faculty whose main activity is teach-
ing. The composition of these groups in Argentina may vary
according to each institution, but it is common to identify a
selected group or “elite” (Marquina & Rebello, 2013) that is
more satisfied with their work and shares specific features
among its members, such as full-time dedication to academic
work, access to funding that guarantees a higher level of
equipment and resources for research, and the possibility of
being “international,” given that they have a closer involve-
ment with colleagues from abroad than their local peers. In
this sense, the analogy between this group and an elite coin-
cides with other research conducted in the European context
(Kwiek, 2016; Wagner, 2008).

Questions, Analytical Model, and Hypotheses 

As discussed above, the role of academics in internationaliza-
tion processes around the world is crucial for institutional
development. We assume that internationalized academics do
not constitute a large group in Argentina, given the character-
istics of the academic profession in this country (Marquina &
Rebello, 2013). Thus, we will study the level of international-
ization in Argentina according to the personal and profession-
al attributes of academics, as well as to how this status deter-
mines their perceptions of the value of internationalization at
the institutions where they work. Since academics are impor-
tant drivers of beliefs and values at the institutions (Clark,
1980, 1987), and personal and professional conditions may
influence the status of internationalized faculty (Finkelstein &
Sethi, 2014; Li & Tu, 2016; Teichler et al., 2013; Teichler &
Cummings, 2015), it would be possible to predict whether
academics’ opportunities of being more or less international-
ized are conditions for perceiving internationalization as a key
dimension at the institutions where they work. Consequently,
the main questions in this study are:

Is being international an option for any academic, or do
personal and professional factors limit or enhance the
international profile of academics in Argentina? 
How does the value given to internationalization by aca-
demics at the institutions where they work vary according
to their international profile? 
Is the value given to internationalization by academics at
the institutions where they work a result of their interna-
tional profile?

Since we are paying special attention to how the personal
and professional characteristics of academics determine their
profile as “internationalized,” for the purposes of this study,
we will define the following factors as main personal charac-
teristics: (a) gender (Abramo, D’Angelo, & Murgia, 2013;

Ackers, 2008; Fox, Realff, Rueda, & Morn, 2016; Vabo,
Padilla González, Waagene, & Naes, 2013), and (b) family
composition (Finkelstein & Sethi, 2014; Nokkala et al., 2020).
These studies have shown that many of the traditional gender
differences in academic work are reproduced through interna-
tional academic activities; that is, the influence of personal fac-
tors such as gender and family composition become barriers or
facilitators of academic internationalization. For instance,
Ackers (2008) argues that, in the European Research Area,
these personal factors shape scientific mobility and influence
the relationship between mobility, internationalization, and
excellence. Likewise, Nokkala et al. (2020) find differences in
academic policies in Finland and Switzerland, in particular
those referred to the importance of international mobility,
which are more noticeable in Switzerland and place women at
a greater disadvantage. Based on these results, we set out to
analyze the impact of gender and family composition of
Argentine academics on their academic internationalization,
given that we also have variables related to these factors in the
survey. Although other factors could have been considered
–such as having lived abroad, the international character of
parental composition, or language– we found no variables in
that regard in the survey. 

We will also define the following factors as main profes-
sional characteristics: (a) generation (Kyvik & Aksnes, 2015;
Stephan & Levin, 1992); (b) highest degree (Kwiek, 2020); (c)
employment status (Kwiek, 2020); (d) rank (Kwiek, 2020); and
(e) discipline (Kwiek, 2020). These studies have demonstrated
that, in the European context, the level of internationalization
increases along with a greater progress in the academic career
–such as academic experience and age, as well as position– and
certain disciplines such as physics, mathematics, or life sci-
ences. 

As other studies have demonstrated, the personal and pro-
fessional characteristics of the Argentine academic profession
are determinants of its fragmentation and heterogeneity
(Marquina et al., 2021; Marquina, Yuni, & Ferreiro, 2017).
These results are important because of their implications on
the level of internationalization of the academic activity.

��� Table 1 shows how these characteristics are manifested
in our sample.

In order to determine the level of internationalization of
Argentine academics, we will consider four conditions accord-
ing to specific studies and how many of these conditions are
met: (a) country of degree (El-Khawas, 2002; Rostan & Höle,
2013; Welch, 1997); (b) collaboration with international col-
leagues in research (Kyvik & Larsen, 1994; Wagner, 2008); (c)
publications published in a foreign country; (d) publications

Yüksekö¤retim Dergisi | TÜBA Higher Education Research/Review (TÜBA-HER)

Mónica Marquina & Nicolás Reznik

S4



Cilt / Volume 12 | Ek Say› / Supplement | Kas›m / November 2022

Internationalized Academics in Argentina: A Privilege or an Option?

S5

coauthored with colleagues located in foreign countries
(Kwiek, 2020). Although we attempted to include academic
internationalization on teaching, learning, or curriculum
(Coates, Dobson, & Goedegebuure, 2013) in the current
study, we found a low level of positive responses in the three
questions related to this factor in our questionnaire. The pres-
ence of international subjects in teaching, as well as the
increase in international students, did not produce significant
results (neutral responses based on a Likert scale). Neither did
the language used for teaching, whereby in 98.5% of the cases
it was Spanish. This is the reason why we considered those
professional factors mostly related to research to be more
influential on the level of internationalization, as the literature
on the matter demonstrates, which is a limitation of the study.

Finally, to measure the value given by academics to insti-
tutional internationalization, we will consider the perceptions
of academics on different “outcomes” of internationalization:
(a) enhances prestige; (b) enhances academic quality; (c)
increases revenue; (d) enhances research networks; (e) increas-
es mobility of students; (f) increases mobility of faculty; (g)
weakens cultural identity; (h) increases brain gain; (i) increas-
es costs associated with internationalization.[1]

We relied on an analytical model that sustains the hypothe-
ses of this work and the methodological proposal (��� Figure 1).

We worked with three main hypotheses and an introduc-
tory hypothesis based on this model that aim at confirming
previous studies (Marquina & Rebello, 2013):

H0- A low level of internationalization predominates
among Argentine academics.
H1- Academics’ personal characteristics, such as gender
and family composition, influence the level of academic
internationalization.
H2- Academics’ professional conditions—such as employ-
ment status, rank, discipline, highest degree, and genera-
tion—are factors that determine the level of academic
internationalization.
H3- The level of academic internationalization influences
academics’ perception of institutional international out-
comes (the higher the level, the better perception of inter-
national outcomes).
H3a- More internationalized academics tend to place a
higher value on the positive institutional effects of inter-
nalization, whereas less internationalized academics tend
to place a higher value on negative institutional effects.

Method 
The Argentine APIKS survey was carried out in 2018, with an
overall number of 1450 responses obtained from academics
from all public universities of the country. The resulting data-

��� Table 1. Personal and professional characteristics of the Argentine academic profession.

Personal characteristics Gender Male 50.5%

Female 49.5%

Family composition Dependents 57.8%

Nondependents 42.2%

Professional characteristics Generation (according to year of first position) Young (2008–2019) 45.4%

Intermediate (1995–2007) 30.8%

Old (before 1995) 23.8%

Highest degree Undergraduate 35.5%

Specialization 20.1%

Master 17.0%

Doctoral 18.5%

Postdoctoral 9.0%

Employment status Full time (40 hrs/week) 15.2%

Part time (less than 40 hrs/week) 84.8%

Rank Junior 62.3%

Senior 37.7%

Discipline STEM 34.3%

No STEM 65.7%

[1] These nine “outcomes” correspond to question F5 in the APIKS survey.



base was screened, and 362 incomplete responses and 63
invalid ones were eliminated. The overall total of valid
responses amounted to 1025. The database was then weighed
to balance the responses obtained in terms of dedication, gen-
der, and position for the results to be representative. 

After this screening process, we worked with a total of 954
valid cases, a sample that complied with the parameters to
ensure representativeness established by APIKS for databases
from all participant countries. We considered the whole sample
and classified academics into “levels of internationalization”
according to a grouping criterion. The analysis of H0, H1, H2,
and H3 was based on an analytical model, which allowed us to
relate dependent variables to independent ones (��� Appendix 1).

Four key variables[2] were taken as grouping criterion to
establish the level of internationalization of academics: (a)
country in which you obtained your degree; (b) collaboration
with international colleagues in research; (c) publications in
the last three years published in a foreign country; and (d)
publications in the last three years coauthored with colleagues
located in other (foreign) countries. The first two are Yes/No
questions, whereas the last ones are assessed from a percent-
age greater than zero. Therefore, the “levels” of internation-

alization were defined according to how many of these condi-
tions were applicable, being “level 0=none condition=null or
low level” and “level 4=four conditions=high level.” 

This grouping allowed us to analyze H0, whereby we meas-
ured the level of internationalization of Argentine academics.
After the analysis of this hypothesis, we addressed the level of
internationalization as dependent variable to analyze variations
by personal (H1) and professional (H2) characteristics. In H1,
our intention was to distinguish differences according to gen-
der and family composition as independent variables. In H2, we
examined professional characteristics that may influence the
level of academic internationalization by considering the differ-
ences between generation, highest degree, employment status,
rank, and discipline, as explained in the Annex. 

Finally, in H3 the main variables of interest are represen-
tative of a set of assessments that reveal academics’ perceptions
of the importance of nine outcomes of internationalization at
their institutions. The outcomes were measured on a 5-point
Likert scale (from “Not at all” to “Very much”). First, we car-
ried out a descriptive analysis based on the means of the
responses according to the level of internationalization. Then,
to test H3, we ran multivariate regression models for each of
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��� Figure 1. Analytical model for the study of internationalization of academics in Argentina. Source: APIKS Argentina, 2018.

Level of internationalization
(0=none; 4=all)

• Country of degree
• Collaboration with international colleagues in research
• Publications published in a foreign country
• Publications coauthored with colleagues located in

foreign countries

Personal characteristics

• Gender
• Family composition

Professional characteristics

• Generation
• Highest degree
• Employment status
• Rank
• Discipline

Perceptions on internationalization
outcomes at the institution

• Enhanced prestige
• Enhanced academic quality
• Increased revenue
• Enhanced research networks
• Increased mobility of students
• Increased mobility of faculty
• Weakening cultural identity
• Increased brain gain
• Increased costs associated with internationalization

[2] ��� Appendix 1 shows the number of questions in the questionnaire and the way they are formulated.



the nine outcome variables because we assumed that these
assessments might be expected to be related to additional fac-
tors beyond differences on the level of internationalization
alone (��� Appendix 2).

It is worth noting that, in our last analysis, we decided to
move forward with the creation of multiple regression models
despite the results not showing high values of significance, as we
shall see below. This is because we considered it important and
complementary to the descriptive analysis to be able to under-
score some interesting findings about the incidence of the fac-
tors considered, which could be further deepened with future
studies with different approaches to the subject. As can be
observed in ��� Appendices 1 and 2, we relied on statistical indi-
cators and measures—the percentage distribution and the
mean—for conducting a descriptive analysis, and we employed
chi-square whenever the variables allowed it to evaluate the
association between these variables. For the regression analysis,
we applied the variables mentioned above. All the analyses were
performed in IBM SPSS Statistics v.25 (��� Appendices 1 and 2).

Results
Descriptive Results 

��� Table 2 shows that more than 70% of academics have a level
of internationalization equal to 0 or 1, a group that can be iden-
tified clearly as “locals” (Kwiek, 2020). On the other hand,
11.3% have some level of internationalization in their academ-
ic activity (level 2), and only 15.1% can be considered to have a
level of internationalization equal to 3 or 4, a group that can

undoubtedly be considered “internationalized.” Thus, these
figures allow us to confirm that a low level of internationaliza-
tion is predominant among Argentine academics.

��� Table 3 registers how gender and family composition of
academics varies among the different levels of academic inter-
nationalization. No significant variations exist in the different
levels of internationalization as regards gender or family com-
position. There is a slight predominance of internationalized
women but having family dependents does not affect the
results. However, ��� Table 3 also shows that these personal
factors are not statistically associated with the level of interna-
tionalization. In consequence, the results indicate that person-
al characteristics do not influence academics’ level of interna-
tionalization, and therefore, H1 is not confirmed.

��� Table 4 shows the level of internationalization of
Argentine academics according to professional characteristics.
The older the generation, the higher the rank and the better
the employment status; and the better the qualifications, the
higher the level of internationalization. Considering that level
3 and 4 of internationalization represent only 15.1% of the
total, we observe that the categories of old generation
(26.8%), doctoral degree (32.0%), postdoctoral certification
(64.7%), full-time status (29.6%), and senior rank (23.4%) are
more represented in this group. This table also shows that the
level of internationalization is statistically associated with the
abovementioned professional factors. The same relationship is
observed when we focus on the disciplines, with results in
favor of STEM (18.0%) but with no statistical association. 
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��� Table 2. Level of internationalization.

Level of internationalization

0 1 2 3 4 Total

n % n % n % n % n % n %

510 53.5 192 20.1 108 11.3 105 11.0 39 4.1 954 100

Source: APIKS Argentina, 2018. XA5_C/D1_5/D4_2/D4_4

��� Table 3. Personal characteristics.

Level of internationalization

0 1 2 3 4 Total

n % n % n % n % n % n %

Gender Male 272 56.5 90 18.6 46 9.5 54 11.2 20 4.2 482 50.5

Female 238 50.4 103 21.7 62 13.2 51 10.7 18 4.0 472 49.5

Family composition Dependents 297 53.8 112 20.4 58 10.5 57 10.4 27 4.9 551 57.8

Nondependents 214 53.0 80 19.8 50 12.5 47 11.8 12 2.9 403 42.2

Source: APIKS Argentina, 2018. LI by H1 & XH3.



As other studies reveal (Marquina et al., 2021), these pro-
fessional conditions are far from depending on academic
choices alone. On the contrary, these factors are subject to
institutional and local opportunities, and they determine the
level of belonging to an elite that, among other features, is
more internationalized. Thus, H2 is confirmed: professional
factors effectively determine the level of internationalization
of academics.

Finally, ��� Table 5 shows an association between the per-
ception of internationalization of institutional outcomes and

the actual level of academic internationalization. The com-
parison of results shows that the positive outcomes of inter-
nationalization are more highly valued by more internation-
alized academics than less internationalized ones. The only
two assessments that reinforce the negative effects of institu-
tional internationalization—“weakening cultural identity”
and “increased costs associated with internationalization”—
are the most highly valued among less internationalized aca-
demics. This reinforces our hypothesis, since a direct relation
between the types of judgments about internationalization
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��� Table 4. Professional characteristics.

Level of internationalization

0 1 2 3 4 Total

n % n % n % n % n % n %

Generation Young 267* 61.7 80 18.5 45 10.4 38 8.8 3 0.7 433 45.4

Intermediate 153 52.0 60 20.4 38 12.9 28 9.5 15* 5.1 294 30.8

Old 86 37.9 50 22.0 30 13.2 38 16.7 23* 10.1 227 23.8

Highest degree† Undergraduate 258* 76.8 47 14.0 14 4.2 17 5.1 0 0 336 35.5

Specialization 136* 71.6 32 16.8 17 8.9 4 2.1 1 0.5 190 20.1

Master 70* 43.5 50 31.1 25 15.5 12 7.5 4 2.5 161 17.0

Doctoral 23 13.1 53 30.3 43 24.6 46 26.3 10* 5.7 175 18.5

Postdoctoral 7 8.2 13 15.3 10 11.8 29 34.1 26* 30.6 85 9.0

Employment status Part time 470* 58.1 157 19.4 81 10.0 77 9.5 24 3.0 809 84.8

Full time 40 27.6 35 24.1 27 18.6 28 19.3 15* 10.3 145 15.2

Rank Junior 356* 60.0 121 20.3 57 9.6 54 9.1 6 0.9 594 62.3

Senior 154 42.7 71 19.8 51 14.1 51 14.1 33* 9.3 360 37.7

Discipline STEM 171 52.3 62 19.0 35 10.7 42 12.8 17 5.2 327 34.3

NO STEM 338 53.9 130 20.7 73 11.6 64 10.2 22 3.5 627 65.7

Source: APIKS Argentina, 2018. LI by XA8, XA5, XA3, XA1 & XA2. *p<0.001; †Seven records without data.

��� Table 5. Perceptions on outcomes of internationalization.

Level of internationalization

Mean 0 1 2 3 4

Outcomes of internationalization Enhanced prestige 3.78 3.94 4.08 4.13 4.10*

Enhanced academic quality 3.52 3.6 3.9 3.87 3.83†

Increased revenue 2.79 2.93 2.87 3.33‡ 2.78

Enhanced research networks 3.65 4.05 4.1 4.31 4.36‡

Increased mobility of students 3.51 3.83 3.79 3.81 3.99*

Increased mobility of faculty 3.30 3.71 3.56 3.59 3.82*

Weakening cultural identity 2.01‡ 1.61 1.66 1.74 1.57

Increased brain gain 2.76 2.64 2.82 2.91 2.65

Increased costs associated with internationalization 2.79 2.61 2.46 2.7 2.56

Source: APIKS Argentina, 2018. F5 by LI. *p<0.01; †p<0.05; ‡p<0.001.



and academic level of internationalization, be they negative
or positive, do not necessarily need to be present. We also
found a statistical association between these variables, except
for “increased brain gain” and “increased costs associated
with internationalization.”

Results of Multivariate Analysis 

Based on the information presented in the descriptive analy-
sis, we sought to provide an answer to the question of
whether the value given to internationalization by academics
at the institutions where they work is a result of their interna-
tional profile. We have already demonstrated that the percep-
tions of the importance of internationalization outcomes tend
to vary according to the academic level of internationaliza-
tion. But this result might not be related to this aspect alone;
rather, other factors might be at play. Therefore, we ran a
multivariate analysis that, in addition to the “level of interna-
tionalization,” included other levels related to professional
characteristics. We essentially sought to find out how these
additional variables impact the abovementioned perceptions
to conclude whether the level of internationalization is a
determinant factor.

��� Table 6 shows that, in almost all the cases, the “level of
internationalization” is the only variable that best explains the
way in which academics perceive the outcomes of internation-
alization at their institutions. We also observe a positive rela-
tion between the level of internationalization and the per-
ceived importance of internationalization outcomes. Positive
outcomes are perceived as more important when the level of
academic internationalization is higher. In contrast, the possi-

ble negative outcomes of internationalization are only evaluat-
ed when the level of internationalization is lower. Therefore,
H3 is confirmed. 

In relation to the rest of the variables included in the
analysis, ��� Table 6 shows that there is certainly an incidence
in the perception of the outcomes, but in almost every case
this incidence is lower than the “internationalization level”
variable for the same cases. More significant exceptions are the
incidences of the “generation” variable for a greater assess-
ment of “increased revenue” and “increased mobility of stu-
dents” for the younger generations. The “discipline” variable
also influences the assessment of internationalization as
“increased costs associated with internationalization,” with a
greater impact on academics in the STEM disciplines. Finally,
the “increased brain gain” outcome does not reflect any level
of incidence on the internationalization level, as neither do the
rest of the variables.

Discussion and Conclusion
Most academics in Argentina are not internationalized. By
“internationalized,” we refer to academics who have at least
three of the following characteristics: they were educated
abroad, have collaborated with international colleagues in
research, published articles abroad, or published articles coau-
thored with colleagues located in foreign countries. This issue
has been addressed by several scholars, who consider these
characteristics to be indicators of internationalization, such as
Welch (1997), El-Khawas (2002), Rostan & Höle (2013),
Kyvik & Larsen (1994), Wagner (2008), and Kwiek (2020).
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��� Table 6. Results of multivariate analysis. 

Enhanced Enhanced Increased Increased Weakening Increased costs 
Enhanced academic Increased research mobility of mobility of cultural Increased associated with
prestige quality revenue networks students faculty identity brain gain internationalization 

(Constant) 3.602 3.431 2.675 3.200 3.244 2.786 2.154 3.199 2.971

Level of internationalization 0.11* 0.09† 0.06 0.19‡ 0.09† 0.10† -0.08† 0.01 -0.08†

Generation 0.03 0.02 -0.08† 0.02 -0.10† -0.06 0.01 -0.04 0.07

Highest degree -0.03 0.01 0.07 0.04 0.05 0.01 -0.04 0.07 -0.01

Employment status -0.03 -0.02 -0.02 0.04 0.04 0.08† -0.02 -0.02 0.05

Rank 0.07 0.08† 0.01 -0.02 0.07 0.06 -0.08† -0.08 -0.06

Discipline 0.02 -0.04 0.02 0.07† 0.02 0.05 0.03 -0.05 -0.09*

R2 (Adjusted) 0.013 0.015 0.007 0.050 0.019 0.020 0.021 0.007 0.012

F 2.978† 3.366† 2.121† 9.022‡ 4.022* 4.093‡ 4.195‡ 2.135† 2.854*

N 915 915 915 915 915 915 915 915 915

Source: APIKS Argentina, 2018. *p<0.01; †p<0.05; ‡p<0.001.



Unlike many of these studies, which have demonstrated a rise
in the level of internationalization in the context of significant
reforms as a result of the Bologna Process, our findings seem
to reject the idea that the introduction of internationalization
policies for higher education has led to the implementation of
an international profile among scholars in Argentina. It is like-
ly that the sporadic character of external funding for academics
to carry out internationalization efforts may help explain these
very findings. The degree of being international today seems to
depend on additional factors rather than merely on system-
based or institutional aspects (Finkelstein et al., 2009; Huang,
2007; Schwietz, 2008).

We have analyzed how personal and professional factors
limit or enhance the international profile of academics in
Argentina. Further, we have reviewed different studies that
have demonstrated the incidence of gender or family composi-
tion as limiting or facilitating factors of internationalization;
more specifically, showing the reproduction of gender differ-
ences in academic activities related to internationalization
(Abramo et al., 2013; Ackers, 2008; Finkelstein & Sethi, 2014;
Fox et al., 2016; Nokkala et al., 2020; Vabo et al., 2013).
Interestingly, our data suggest that unlike in the European
context, personal characteristics such as gender or family com-
position are not factors that enhance or limit the international
profile of Argentine academics. We understand that the strong
presence of women in the academic profession in Argentina
explains, to a certain extent, the advancement of academic tra-
jectories unaffected by gender. Although glass ceilings do
exist—for instance, in hierarchic positions—this phenomenon
does not appear to be a limiting element in the international
profile of academics in the country, contrary to what other
studies have found (Abramo et al., 2013; Ackers, 2008; Fox et
al., 2016;). Gender’s not being a differentiating factor of inter-
nationalization could also be explained by the overall low level
of internationalization of Argentine academics. However, a
new line of research is opened to continue studying the relation
between gender and the academic profession, a type of research
that is still incipient in Argentina.

Our results demonstrate instead a significant effect of pro-
fessional factors. Academics of older generations, higher posi-
tions, full-time employment status, and higher qualifications
are more internationalized than colleagues who lack these
characteristics, following a similar tendency as observed by
Kwiek (2020). Nevertheless, our data do not support the view
that academics in some disciplines are more internationalized
than others, unlike, for instance, in STEM disciplines, as also
evinced by Kwiek (2020). Our findings show that there are pro-
fessional conditioning factors that influence the level of inter-
nationalization. Thus, to be internationalized means belonging

to an elite group of academics that occupy high positions, hav-
ing a quite advanced academic career, good working condi-
tions, and access to resources, etc., as has been demonstrated by
research in other countries or regions (Altbach, 2004; Kwiek,
2016; Marquina & Rebello, 2013; Wagner, 2008). 

In this study, we have investigated how the level of academ-
ic internationalization influences academics’ perception of cer-
tain institutional and international outcomes. We thus found
an association between both aspects. Yet we went a step further
and demonstrated that the value given to internationalization
by academics at the institutions where they work is, primarily,
a consequence of the academics’ international profile. This
means that internationalized academics tend to see the positive
outcomes of internationalization as important, while the possi-
ble negative outcomes are mostly evaluated by less internation-
alized academics. This does not necessarily have to be so.
Further studies are needed with regard to the reason why less
internationalized academics tend to underscore the negative
effects of internationalization for their institution, for these
types of judgments may be related to the fact that, in
Argentina, having a more international character in academia
is seen as a privilege for a few. This hypothesis can only be con-
firmed with further in-depth research. 

Even though the level of internationalization emerged as
the variable that best explains these perceptions of the out-
comes of internationalization, these may also be slightly influ-
enced by other variables. The youngest generation tends to
value student mobility and higher incomes associated with
internationalization, perhaps because these aspects better rep-
resent their best interests. Notably, regardless of the discipline
they work in, academics do not show a positive appraisal of
internationalization. In sum, there is an obvious effect of the
level of academic internationalization on the assessment of its
impact on the university. This effect should also be further
studied along with other qualitative factors, which would allow
to both confirm these associations and gain a deeper under-
standing the underlying reasons.

Our study also shows that the concentration of internation-
alization in a small group of academics coupled with external
funding opportunities could be a sign of a more responsive,
rather than proactive, internationalization process in
Argentina. Also, internationalization in Argentina seems to
reproduce the differences stemming from an academic profes-
sion of the periphery (Altbach, 2004), where an elite follows
the global trends of academia, and the majority develops the
profession locally. As such, being international is more a privi-
lege than an option, and that these differences define the aca-
demics’ assessment of internationalization for their institution.
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If we think of institutional internationalization as a key
qualitative element (de Wit & Altbach, 2021; de Wit et al.,
2015), the results of this study then show the importance for
institutions of strengthening the internationalization of faculty
along the factors deemed determinant of internationalization.
In this sense, it is necessary to delve into other aspects of aca-
demic internationalization not included in this study, such as
those linked to international curriculum or experience in
teaching foreign students—aspects that could not be addressed
due to the lack of available relevant information on the subject
in the sources consulted.

Our findings demonstrate that, as long as the internation-
alization of the academic profession continues to be limited
to a small cluster of academics, it will be difficult to create a
favorable academic environment for institutional internation-
alization. In this respect, institutional policies oriented
toward quality improvement may actively include lines of
action directed to “internationalization at home” (de Wit et
al., 2015), such as the communication of experiences by inter-
nationalized academics at their institutions after their return
from abroad and the participation of foreign colleagues in
local activities to report on research results and their coun-
tries’ experiences. Thus, the factors influencing the level of
internationalization of some academics, mainly those linked
to research practices, may expand their effects not only
toward the main beneficiaries but also to the institution as a
whole. These factors could also be valued by those academics
who are not internationalized. In this regard, our findings are
essential for developing comprehensive institutional interna-
tionalization towards higher institutional quality.
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��� Appendix 1. Descriptive analysis.

APIKS survey Category Measure Association measure

Dependent variable

Level of internationalization A5_C/D1_5/D4_2/D4_4 0 (level 0)–4 (level 4)

Independent variables

Personal characteristics

Gender H1 Male; Female % Chi2

Family composition XH3 Dependents; Nondependents % Chi2

Professional characteristics

Generation XA8 Young; Intermediate; Old % Chi2

Highest degree XA5 Undergraduate; Specialization; Master; Doctoral; Postdoctoral % Chi2

Employment status XA3 Full time; Part time % Chi2

Rank XA1 Senior; Junior % Chi2

Discipline XA2 STEM; NO STEM % Chi2

Perceptions

To what extent do you observe the 
following outcomes of internationalization F5 1 (Not at all) – 5 (Very much) Mean Chi2
at your institution?

��� Appendix 2. Variables used in regression analysis.

Name Description Range

Dependent variable

Enhanced prestige

Enhanced academic quality

Increased revenue

Enhanced research networks

Increased mobility of students

Increased mobility of faculty

Weakening cultural identity

Increased brain gain

Increased costs associated with internationalization

Independent variables

Level of internationalization 0 (level 0)–4 (level 4)

Generation Young (2008–2019) 1 = Young

Intermediate (1995–2007) 2 = Intermediate

Old (before 1995) 3 = Old

Highest degree 1 = Undergraduate

2 = Specialization

3 = Master

4 = Doctoral

5 = Postdoctoral

Employment status Full time (40 hrs./week) 1 = Part time

Part time (less than 40 hrs./week) 2 = Full time

Rank 1 = Junior

2 = Senior

Discipline 1 = STEM

2 = NO STEM

To what extent do you observe the following 
outcomes of internationalization at 

your institution? (F5)
1 (Not at all) – 5 (Very much)



SS cholarship and programming related to the internation-
alization of higher education has grown exponentially
in the past 25 years. Universities have rushed to recruit

foreign students, fund international partnerships, set up cam-
puses abroad, and increase the global content of curriculum at
home (Altbach, 1996; Knight, 2011; Tamtik, Trilokekar, &
Jones, 2020). These key features of internationalization are
often the unit of analysis when institutions and countries are
studied. Several common debates are present in discussions of
these practices, examining whether initiatives are for-profit,
non-profit, governed transparently or subject to elite strategies
of institutional prestige (Friesen, 2013; Karram Stephenson,

2013). Conceptually, the most frequent theories examine the
notion of internationalization as a financial or cultural process.
Do international students, research partnerships and curricu-
lum reforms contribute to revenue for institutions and nations
or new forms of inter-cultural understanding? At the faculty
level in Canada, such analyses fail to identify the main fault line
in conceptions and practices of internationalization. While
institutions and nations are pursuing profits or broadening
their cultural cache, professors’ experiences with international-
ization are shaped most strongly by one key factor: the academ-
ic discipline.

Bu çal›flma, Akademik Meslekte Bilgiye Dayal› Toplum (APIKS) anketi-
nin bulgular›n› kullanarak profesörlerin Kanada üniversitelerindeki ulus-
lararas›laflma faaliyetlerine iliflkin alg›lar›n› incelemektedir. Bulgular, aka-
demik disiplinlerin ayn› üniversitelerdeki farkl› uluslararas›laflma biçimle-
ri için düzenleyici mant›k oldu¤unu göstermektedir. Pozitif bilimlerdeki
profesörlerin uluslararas› yay›n yapma olas›l›¤› daha yüksek iken, sanat
dallar› ve befleri bilimlerdeki profesörlerin ders içeriklerini uluslararas›-
laflt›rma olas›l›¤› daha yüksektir. Ba¤lamsal analiz bulgular›, Kanada yük-
sekö¤reniminin ademi merkeziyetçili¤inin yan› s›ra bu disiplin ayr›mlar›-
n› fliddetlendiren, ancak nadiren tan›nan üniversite yönetiflimine iflaret et-
mektedir. Bunlara dayal› olarak, disiplin ayr›mlar›n› dikkate alan yeni
uluslararas›laflma anlay›fllar› önerilmektedir. 

Anahtar sözcükler: Akademik meslek, araflt›rma, e¤itim-ö¤retim, Kana-
da yüksekö¤retimi, ö¤renci hareketlili¤i, profesörlük, uluslararas›laflma.

This paper examines professors’ perceptions of internationalization activ-
ities at Canadian universities using the findings of the Academic
Profession in the Knowledge-based Society (APIKS) survey. The find-
ings suggest academic disciplines are the organizing logic for diverse
manifestations of internationalization within the same universities.
Professors in the hard sciences are more likely to publish internationally
while those in the arts and humanities are more likely to internationalize
their curriculum. The findings are analysed contextually, pointing to the
decentralization of Canadian higher education as well as university gov-
ernance which has exacerbated, yet rarely recognized, these disciplinary
divides. The paper calls for new conceptual understandings of interna-
tionalization that take into account disciplinary divides. 

Keywords: Academic profession, Canadian higher education, internation-
alization, professoriate, research, student mobility, teaching.
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Scholarship has confirmed that professors play a central
role in internationalization programming as they conduct the
research, teaching and partnerships that elevate their institu-
tional and national prestige in the knowledge economy (Bond,
2003; Friesen, 2013; Odgers & Giroux, 2009). Yet professors
themselves are a disparate group, sculpted by what Rostan and
Antonio Ceravolo (2015) called, “disciplinary effects”. This
paper draws on data from the Academic Profession in the
Knowledge-based Society (APIKS) survey to argue that profes-
sors’ engagement in internationalization is predominantly
shaped, or at least heavily influenced, by the boundaries and
nature of their academic disciplines, leading to disparate
modes of internationalization.

This paper has three aims. First, it seeks to locate
Canadian internationalization of higher education within the
broader global trends and policies commonly associated with
the phenomenon. Second, it presents findings from the 2018
APIKS survey, supplemented by comparisons from the 2007
Changing Academic Profession (CAP) survey, to show the disci-
plinary divides that shape professors’ engagement in interna-
tionalization activities. Finally, this paper contributes to the-
oretical debates on the nature of internationalization by call-
ing for new understandings of internationalization as concep-
tualized by professors in diverse disciplines. 

Internationalization in Canada 

Canadian Governance Context
Canada is a geographically large country (9.9 Million Sq km)
which borders the United States. The country’s population is
approximately 38 Million and 66% live in the south within
100 km of the American border (StatsCan, 2020). Political
power is divided between the federal government, 10 provin-
cial and three territories governments. Education is the exclu-
sive jurisdiction of each provincial or territorial government
including the funding and regulation of higher education.
Each province is home to at least one large, public university
and a technical-vocation system of colleges. There are also a
small number of religious or private institutions. Public uni-
versities in Canada were established as autonomous, self-gov-
erning institutions, contributing to the distinct, decentralized
nature of higher education in Canada. There is no real sense
of a co-ordinated national “system” but rather 10 distinct
provincial systems (Jones, 1997).

In terms of internationalization, provincial discourses most
often define the phenomenon as the recruitment of inbound
international students, predominantly for revenue, but also as
a source of potential immigration. However, Tamtik et al.

(2020) suggest that, while provinces share the target of
recruiting students, each province embarks on international-
ization with very different motivations and policy discourses.
Internationalization, where it impacts higher education, has
led to “…a convergence, overlap, or collision of policy sec-
tors” (Trilokekar, Jones, & Tamtik, 2020, p. 8). Multiple
stakeholders in education, government and business have an
interest in shaping internationalization policy at the provincial
level and policy is often a “temporal compromise” responding
to these interests.

The federal government, prior to 2014, had no Canada-
wide international education strategy. Instead, the federal gov-
ernment’s Department of Foreign Affairs and International
Trade engaged in a few programs of “cultural relations”
through funding of the Canadian Studies Program Abroad and
furthering Canada’s “brand” (Karram Stephenson, 2018;
Trilokekar, Jones, & Shubert, 2009). Scholars critiqued this
gap stating “the absence of a national policy in Canada has led
to a piecemeal and largely uncoordinated approach, and
Canada has only a small share of the global market for higher
education,” (Trilokekar & Jones, 2013). When the first
International Education Strategy (2014–2019) was finally
launched, it set specific targets such as doubling the number of
international students coming to Canada, accessing high-yield
country markets for recruitment, creating 86,500 new jobs sus-
tained by international education, and improving pathways for
international students to remain in Canada as citizens (Global
Affairs Canada, 2019).

Inbound Student Mobility: Recruiting International
Students
The long-awaited internationalization strategy largely con-
ceptualized internationalization as synonymous with student
mobility and there was little exploration of faculty-related
activities (Anderson, 2015). This is perhaps not surprising
given Canada’s largest and most visible area of international-
ization is the recruitment of full-fee paying international stu-
dents (Chen, 2008; Sá & Sabzalieva, 2018; Scott, Safdar,
Trilokekar, & El Masri, 2015). International students and
their related activities contribute more than $17 billion USD
to the Canadian economy each year (Coulton, 2020). Between
2010 and 2019, Canada saw an increase of 185% in the num-
ber of inbound international students, with a total of 642,480
international students studying in Canada’s universities and
colleges in December 2019 (CBIE, 2020). These numbers are
expected to change in response to the Covid-19 pandemic of
2020–2021; and government forecasts anticipate Canadian
universities will lose almost $300 Million USD if internation-
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al student enrolment decreases by even 13% (Government of
Canada, 2020). However, ongoing government intervention
and institutional efforts have supported a swift in-person
return to campus. The scholarly research on inbound student
mobility critiques the financial dependence of institutions on
international student fees (Garson, 2016; Guo & Guo, 2017;
Karram Stephenson, 2013); assesses the nature of transition
programs (McCartney & Metcalfe, 2018); examines academic
supports (da Silva, Zakzanis, Henderson, & Ravindran, 2017;
Li, 2004), socialization (Ngobia, 2011; Zhou & Zhang, 2014),
and language acquisition (Cheng & Fox, 2005). 

Internationalization and Canada’s Professoriate
Understanding the decentralization of Canadian federalism is
essential to explaining the forces which shape international
higher education in Canada. Federal and provincial policies
have largely been driven from the bottom-up, with institutions
and the professoriate taking the lead in most internationaliza-
tion initiatives (Tamtik et al., 2020). Governments have
responded by positioning student recruitment as a national
industry, but also a pathway to immigration, and while there
is some acknowledgement of broader objectives and benefits,
governments have largely left decisions related to other forms
of internationalization to the discretion of the sector. Putting
aside policies that largely support institutional initiatives,
internationalization continues to be largely defined and oper-
ationalized by the activities of individual professors, depart-
ments and institutions (Shubert, Jones, & Trilokekar, 2009;
Tamtik et al., 2020; Tamtik & Sa, 2020). 

Although the current scholarship on professors’ interna-
tional activities is quite small in Canada, the most frequently
studied theme within this literature explores internationaliza-
tion where it intersects with teaching. This scholarship defines
internationalization as adding a global component to teaching
curricula. Professors in Canada have been identified as the
driving agents for internationalizing “at home,” (Bond, 2003;
Friesen, 2013; Odgers & Giroux, 2009), particularly in the
area of curriculum reform. Faculty are positioned as the cre-
ators and disseminators of classroom material and thus their
commitment or resistance to internationalization has far-
reaching results. Friesen (2013) argues, “faculty members
within higher education institutions are key agents in the insti-
tutional internationalization process,” (p. 210). 

Scholarship confirms international research collabora-
tions increase professors’ publication rates (Kwiek, 2019) and
citations rates (Li, Liao & Yen, 2013), and are hailed as evi-
dence of research excellence within departmental units and
higher education systems (Ulnicane, 2014). The rapid

advances in information and communication technologies,
associated with globalization, facilitate communication across
borders, the sharing of resources (financial, documentary and
software), use of laboratories and the control of remote scien-
tific instruments. In Canada, Larivière, Gingras and
Archambault (2006) show international joint publications
increased in both the natural and the social sciences when
international collaborations were undertaken although there
were significant differences between fields and mediums of
knowledge dissemination. The internationalization of
research also takes the form of recruiting research-productive
graduate students and faculty members from abroad (França
& Padilla, 2017), which contributes to institutions’ and coun-
tries’ improved reputation.

Disciplinary Divides
The above literature on professors’ internationalization activ-
ities in Canada examines the motivations, partnerships and
policy context that fuels their work. Missing from this schol-
arship on internationalization activities is a discussion of the
prominent division among academic disciplines which has
been well documented in the broader academic literature.
Early research by Biglan (Biglan, 1973b) analysed the clear
epistemological and methodological divides between disci-
plines, linking these to different modes of research produc-
tion. Biglan distinguished between the Hard and Soft disci-
plines on one axis and the Applied and Pure on another. This
approach is frequently displayed in quadrants and has been
used to categorize the differences between disciplines in grad-
uate socialization (Tierney & Bensimon, 1996), approaches to
teaching (Marsh, 1987) and divisions in institutional depart-
ments (Biglan, 1973a).

Building on Biglan’s foundation, the work of Becher
(1989) and subsequent theorists (Becher & Trowler, 2001;
Colavizza, Franssen, & van Leeuwen, 2019; Gibbons et al.,
1994; Kezar, 2014) describes how collectives of professors,
affiliated by disciplines, have related to university power and
eras of change in different ways. Becher argues disciplinary
divides are the central organizing logic at universities and key
to understanding university’s complex governance dilemmas.
He argues that members of the same institution may have lit-
tle in common with each other while disciplinary affiliations
closely connect them to scholars across the world. With the
growth of the global knowledge economy, Gibbons et al.
(1994) challenged Becher’s original work, claiming traditional
modes of discipline-bound knowledge production were on the
decline and “mode 2” was on the rise defined by trans-disci-
plinary and translocational research endeavors often conduct-
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ed outside the university with a high emphasis on applicabili-
ty. This focus on emergence which claims knowledge produc-
tion has fundamentally altered within (and without) tradition-
al institutions is mirrored by epistemological shifts in the
social sciences. Frameworks like Social Network Analysis call
into question, “departments, schools/colleges, or state systems
as the natural unit or target for change processes,” (Kezar,
2014) arguing instead that decision-making and the impetus
for change are sparked by cross-sectoral, personal networks
that transcend the formal institution. These theoretical per-
spectives offer three gradations of influence: Becher points to
institutionalized disciplinary divides within the university;
Gibbons et al. (1994) argue for partnerships between formal
agents (institutions and industry) outside the university; and
social network theory brings to light informal, personal net-
works between a range of actors within and outside formal
institutions.

These perspectives inform the following presentation of
the Canadian APIKS data with their clear divisions in the
internationalization activities undertaken by professors in dif-
ferent disciplines. There is already evidence from the
Canadian context that disciplinary boundaries shape the work
experiences of professors, particularly in their research pro-
duction. In 2006, research revealed over 90% of the articles in
the natural sciences were jointly published compared to 66%
in the social sciences and 10% in the humanities (Lariviere et
al., 2006). These findings point to an important divide among
disciplines that is likely impacting internationalization activi-
ties as well. This paper seeks to understand whether these dis-
tinctions, as they relate to internationalization, are confirma-
tory of Becher’s original thesis on the strength of disciplines
or imply a new, global network of knowledge producers across
sectors and institutions.

Method 
In light of the key role played by Canadian professors in the
internationalization of higher education, research is needed to
understand their experiences and perceptions of this dynamic
process as well as how these experiences are shaped by their
disciplinary affiliations. This paper presents the findings of the
2018 APIKS where they relate to internationalization. 

The APIKS survey instrument was developed by the glob-
al project’s international executive team which tested its relia-
bility. Canada was not part of the survey development but was
one of 31 countries who distributed the survey. The Canadian
sample included professors from 64 publicly-funded universi-
ties in all 10 Canadian provinces. After obtaining ethical per-

mission from the 64 sample universities, two main methods of
recruitment were used. First, at 49 universities, email invita-
tions to the survey were distributed by the offices of the Vice-
President Academic/Research. At a further 15 institutions,
where email addresses were publicly available, professors
received a direct invitation from the research team. A total of
three invitation emails were sent to potential participants. 

The APIKS survey was distributed over a nine-month
period from October 2017 to July 2018. Following data col-
lection, the research team worked for six months to clean the
data for analysis. This involved a four-step process of valida-
tion. First, only data from full-time professors was included in
the final sample. Since academic librarians are often part of
faculty lists in Canada, many librarians received the invitation.
These responses were removed from the sample due to the
distinct nature of their employment. Next, the French and
English responses were harmonized and coded into numeric
responses. Third, two questions were removed from the sur-
vey in which the formatting was corrupt. Finally, significant
outliers and straightliners were removed to ensure all data was
valid. When data cleaning was complete, 2968 valid responses
were collected in English and French for a response rate of
9.35% ��� Table 1.

The APIKS study is the 10-year follow up to the CAP
study conducted in 2007. The Canadian component of the
CAP study used a two-tier cluster sample from 18 publicly-
funded institutions in each of the 10 provinces. The bi-lingual
(French-English) survey resulted in 1112 valid responses, and
spawned numerous publications on the academic profession in
Canada as well as comparisons around the world. (Gopaul et
al., 2016; Jones et al., 2012; Jones et al., 2014; Metcalfe, 2008;
Padilla-Gonzalez Metcalfe, Galaz-Fontes, Fisher, & Snee,
2011). In the following sections, the findings from the APIKS
study will be presented, augmented where appropriate by the
CAP findings. 

Ethical permission for the 2018 study was obtained from
the University of Toronto, as the primary institutional over-
sight, as well as 63 participating institutions where data was
collected. Each institution gave permission for the survey to be
distributed to their faculty.

Total Valid

Email address 45,437 31,728

Completed surveys 3798 2968

Response rate 9.35%

��� Table 1. Valid response rate for Canadian APIKS 2018 survey.  
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Results
General Trends 

Doctoral training is a key area where many professors form
the international connections which are shown to benefit their
future careers, particularly in research productivity. The find-
ings from the APIKS study confirms 75.3% of professors
working in Canada received their bachelor’s degree in Canada
but only 66% received their doctoral degree in Canada.
Within this group, professors who received their doctoral
training in the USA (28.6%) form the largest proportion fol-
lowed by the United Kingdom (9.3%) and France (5.2%).
Notably, the remaining 57% of faculty who received their
doctorate abroad represent more than 35 countries. These
data are interesting in light of related scholarship on full-time
faculty which indicates 40% of professors were born outside
Canada (CAUT, 2014). ��� Table 2 provides the full range of
internationalization-related items from the APIKS survey.

Teaching 

In the CAP and APIKS surveys professors were asked to what
extent they “emphasize international content or perspectives”
in their teaching. In the 2018 APIKS data, 58.4% of profes-
sors were internationalizing their curriculum. This number,
however, is not the same across disciplines. Only one third of

professors in the hard sciences (Chemistry 32.4%, Physics
37.2%) selected agree or strongly agree, compared with
76.1% in the Humanities and Arts. There was little difference
between 2007 (61%) and 2018 (58.4%) in the number of pro-
fessors who teach with international perspectives or content
overall, and similar divisions between disciplines.

Research 

Professors who conducted research in the three years prior to
2018 were asked whether their research was international in
scope or orientation. When the responses were compared
across disciplines, professors in the Arts and Humanities were
found to perceive their research to be international in
scope/orientation (64.1%) while 20% fewer do so in
Chemistry (44.6%), Education (45.1%), and Medical
Sciences (46.5%).

When asked if they collaborate with international col-
leagues in their research, the number of respondents increased
by 7% from 63% in 2007 to 70% in 2018. There is an impor-
tant distinction in the level of international collaboration
between professors in different academic disciplines. ��� Table
2 shows that only 63.9% of professors in the Humanities and
Arts collaborate with international colleagues compared with
85% in Agriculture, Physical Sciences and Mathematics. 

��� Table 2. APIKS general. 

Trends % of  % of % of % professors 
% of who professors who  professors whose  professors who % of whose external 
perceive incorporate  research is had research professors who % research activities 

increase in international  international collaborations co-authored funding from contribute 
international teaching in scope or with int’l with int’l international to society 

Discipline students* content* content* colleagues† colleagues† sources at global level*

Agriculture/forestry 79% 58% 49% 88% 63% 0.3% 28%

Business admin/economics 67% 60% 54% 68% 46% 0.9% 30%

Chemistry 71% 32% 45% 66% 69% 2.0% 32%

Computer science 64% 43% 61% 80% 64% 1.6% 38%

Engineering/manufacturing 61% 45% 53% 73% 58% 3.4% 35%

Humanities/arts 62% 76% 64% 64% 31% 2.7% 37%

Law 49% 55% 48% 77% 39% 1.6% 45%

Life sciences 52% 56% 59% 81% 68% 2.4% 30%

Medical health science 48% 49% 47% 68% 62% 2.7% 34%

Physics/maths 60% 37% 53% 86% 76% 2.9% 26%

Social and behavioral sciences 50% 62% 54% 68% 44% 2.7% 39%

Social work 43% 62% 53% 72% 48% 1.0% 40%

Teacher training and education sciences 51% 59% 45% 66% 47% 1.8% 32%

Mean 58% 53% 53% 74% 55% 2.0% 34%

N=2680. *Professors who answered “strongly agree” and “agree”. †Professors who answered “yes”. 
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Furthermore, professors’ 2018 responses indicate 50.4%
of Canada’s professors had co-authored a publication with
international colleague in the past year and 16.9% of their
overall publications were co-authored with international col-
leagues. Again, the difference between academic disciplines is
significant with Humanities and Art professors indicating 7%
of their overall publications were co-authored with interna-
tional colleagues while those in physical sciences and mathe-
matics were 38%.

Professors in Canada receive research funding from a
number of sources including institutional, provincial, and fed-
eral granting councils as well as industry partners. When asked
how much of this funding is provided by international funding
organizations, professors suggested a larger percentage in 2007
(6.6%) than 2018 (2.39%). In the Canadian context, federal
and provincial funding for research increased over the past
decade which may have rendered international funding sources
less important. When the 2018 data is cross-tabulated by disci-
plines, the earlier trends are not seen. Instead, Arts and
Humanities are much closer to the hard sciences in receiving
international funding than in questions of research collabora-
tion or curriculum and internationalization.

External Activities 

In the 2018 survey, the fifth section was designed to under-
stand professors’ activities outside the university, or their
“external” activities, as well as the partners and funding that
support these initiatives. When respondents were asked to

what extent their external activities influence society at the
international level, the average number of respondents who
selected agree or strongly agree was 37.1%. However, when
this item is cross-tabulated by academic discipline, those in
Law, Social Work and Services, Social and Behavioral
Sciences are the top three disciplines. ��� Table 3 presents a
summary of these findings.

Summary 

The findings of the 2018 APIKS study confirm there are sig-
nificant differences among professors in Canada based on dis-
ciplinary affiliations with regard to how internationalization is
perceived and engaged. In developing their curriculum, more
professors in the Humanities and Arts, Social Work and
Services, and Social and Behavioural Sciences perceive their
curriculum has a global orientation. Likewise, in research ori-
entation, more professors in Humanities and Arts disciplines,
compared with any other field, indicate their research is global
in scope or orientation. However, in these same subjects there
are fewer professors who collaborate with colleagues in other
countries, and only 30% of those in Humanities and Arts co-
authored publications with colleagues in other nations. In con-
trast, professors in the hard sciences (Mathematics, Physics,
Chemistry) identify their courses and research subject as hav-
ing less global content but are more likely to collaborate with
international colleagues and co-author publications.

Professors in both hard sciences and humanities/arts/
social sciences receive international funding at about the

��� Table 3. Internationalization funding and incentives.  

Funding for faculty  Funding faculty members  Encourages faculty members 
Discipline members research abroad international conferences to publish internationally

Teacher training and education science 26.1% 37.20% 49.8%

Humanities and arts 21.5% 39.90% 41.3%

Social and behavioural sciences 18.3% 36.10% 34.3%

Business and administration, economics 19.4% 52.60% 43.3%

Law 33.9% 37.70% 58.4%

Life sciences 19.9% 25.60% 34.8%

Physical sciences, mathematics 21.4% 26.00% 39.2%

Chemistry 20.3% 28.40% 33.8%

Computer science 18.7% 15.60% 42.2%

Engineering. manufacturing and construction, architecture 21.3% 16.20% 36.4%

Agriculture, forestry 35.9% 20.50% 67.5%

Medical sciences, health related sciences, social services 21.5% 27.60% 44.5%

Social work and services 12.9% 35.40% 29.0%
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same rate (2.8%). Likewise, professors’ perceptions on insti-
tutional incentives designed to support international research
collaborations such as funding faculty research abroad or
conference travel show an inverse trend. Ten percent more
professors in the Humanities and Arts and Social/Behavioural
Sciences, compared with their counterparts in the hard sci-
ences, perceive there to be funding for conference travel as a
result of internationalization. Funding for international col-
laborations are the same across these disciplines although
they are very low with only 18–20% of professors seeing this
as an outcome of internationalization. Despite the lack of co-
authorship in the realm of research 39% of those in the
Humanities and Arts and 39% of those in Social and
Behavioural Science consider their external activities to have
an international or global contribution. This compares with
only 26% of those in Physical Science and Mathematics.
Finally, more than half of the professors confirm they add
global components and perspectives in their teaching, yet
only 43% feel enhanced pedagogy is a visible outcome of
internationalization. Likewise, 70% of professors collaborate
with international colleagues and 45.3% perceive enhanced
research networks an outcome of internationalization at their
institutions.

Discussion 
When grouped together as one collective in the APIKS find-
ings, Canadian professors are shown to be very active in activ-
ities related to the internationalization of research. The large
majority of professors collaborate and publish with peers in
other countries and pursue research that is global in scope or
orientation. At the same time, their engagement in the interna-
tionalization of teaching is less pronounced. Professors have
been identified in the literature as the locus of change and nec-
essary instigators in internationalizing curriculum, yet only
58% indicate they teach with a global orientation. These
trends, while important to understanding the position of
Canadian professors as a whole, conceal stark contrasts
between the internationalization activities of professors in dif-
ferent academic disciplines. At their simplest, the divisions out-
lined above can be understood as a divide between the pragma-
tism of the hard sciences and the global imperative of the
humanities and arts. The former collaborates internationally
because their colleagues happen to live elsewhere while the lat-
ter approach the world as their sample. With this lens, the
trends above are clarified. Those in the Hard Sciences produce
and publish research collaboratively while their colleagues in
Humanities and Arts commit to teaching or researching sub-
jects with an international orientation.

Furthermore, this difference between disciplines in inter-
nationalizing their curriculum reflects an important difference
in the conceptualization of knowledge in each discipline.
Those in the hard sciences are likely to view knowledge as uni-
versal and thus, acontextual. With this foundation, they are less
likely to perceive a need in their curriculum for adding “inter-
national” elements since the context of the curriculum is the
same across contexts.

The decentralization of Canadian higher education, which
has allowed professors to be such important leaders in univer-
sities’ internationalization activities, also exacerbates the disci-
plinary divide when it comes to internationalization.
Governments have largely adopted a narrow focus, and there is
little of funding support or coordination that might, in other
systems, steer or leverage international activities. Both govern-
ments and institutions may, for example, support the develop-
ment of international research partnerships, but initiatives con-
tinue to be largely dependent on the entrepreneurial activities
of individual faculty or research teams (Tamtik & Sa, 2020).
Institutions may support initiatives related to the internation-
alization of curriculum, but the disciplines (operationalized
with department structures) continue to play a major role in
curriculum reforms. 

Merton’s (1973) work on the ethic of science adds some
clarity on the foundational presence of collaboration in scien-
tific research. In the sciences, the principle of “communalism”
is the recognition of the collective and collaborative nature of
science. It is also one of the four central norms that constitute
the ethics of science (Merton, 1973). With the specialization of
fields of study, the pools of potential collaborators within the
same country tend to shrink. This is particularly true in Canada
with its relatively small population and very low population
density. 

Becher and Internationalization 

As Canadian universities continue to internationalize, disci-
plinary divides are definitive of how different professors
engage with new global programs and research. Becher’s con-
tention that disciplines are the main organizing logic at uni-
versities still holds true in Canada. While the APIKS data
does not specifically explore the extent to which “mode 2,”
with its industry partnerships, is present in Canadian research
production, the divide between the disciplines can be charac-
terized as a pragmatism of research production and knowl-
edge conceptualization rather than of scope. This is particu-
larly true in Canada with its close proximity to the USA and
the strong American science research infrastructure. While
the survey did not inquiry as to where professors’ collabora-
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tors reside, future research should examine the strength and
prevalence of Canadian-American research collaborations.
Likewise, America claims the largest number of professors
who completed their doctoral work outside Canada. Doctoral
formation, and the professional networks it provides, likely
contributes to the frequency of Canada-US research collabo-
ration. This relationship raises questions about what types of
collaboration can be considered “international,” particularly
in instances where two countries have very close educational
ties. Similar to the European Union, a country’s “internation-
al” collaboration may appear high when in fact most collabo-
rations may occur with colleagues in countries where profes-
sors already have a strong relationship. 

Furthermore, research and innovation policies and strate-
gies –both institutional and governmental– encourage and
fund activities for the internationalization of research. This
creates a special environment where institutions and govern-
ments that compete with each other for the prestige of scien-
tific discoveries must at the same time collaborate with each
other to achieve these same discoveries. This is what Breton
(2011) called “coopetition” (a neologism formed from the
words ‘cooperation’ and ‘competition’). These contextual fac-
tors describe science production broadly, and the Canadian
context more specifically, and are helpful in understanding
the findings in the hard sciences.

The picture in the Humanities and Arts, is quite different.
The point of interest in what Biglan (1973) would call soft-
pure disciplines is the data’s discrepancy between collabora-
tion and publication. While 63% of professors in the
Humanities and Arts collaborate with international col-
leagues only 30% co-author with those in other countries.
This confirms Becher’s observation that a difference exists in
publication expectations between hard and soft sciences. A
greater value is placed sole-author publications in the arts and
humanities, while co-publications are expected in the hard
sciences. Since the APIKS findings confirm there is still the
presence of “collaboration” among arts and humanities pro-
fessors, this may indicate the importance of the personal,
social networks that guide and shape professional work for
academics, even in the absence of publications or outputs. 

Implications 

If the disciplinary divides of academia are central to under-
standing professors’ engagement with, and perceptions of,
internationalization in Canada, what does this mean for con-
ceptualizing and guiding internationalization practice at
Canadian universities? First, this study has added nuance to
Bond’s contention that “departments and disciplines have

been identified as the locus of curriculum development with
professors as the central figures in undertaking curriculum
design and communicating knowledge,” (2003, p. 9). It is cer-
tainly the case that professors are central and instigate most
cross-border collaborations in research and publication.
However, across disciplines those same professors may have
very different beliefs and rationales guiding their internation-
al activities. Thus, initiating a global curriculum event in the
hard sciences may take significantly more development work
than the same event in the humanities and arts. Likewise,
increasing targets for internationalization research collabora-
tions in the humanities and arts will require more supports
than in the hard sciences. Administrators who wish to
advance cohesive strategies of internationalization for their
universities need to be aware of these nuances. Their faculty
are defining and ascribing distinct value to different compo-
nents of internationalization. Taken together however, insti-
tutions should draw on the strengths of each disciplinary
approach which, when seen as parts of a whole, can build
globally-engaged institutions in both teaching and research. 

Conclusion 
This paper has presented the findings of the APIKS survey
related to internationalization. The ongoing divide between
disciplinary affiliations is shown to impact international activi-
ties and engagement in significant ways as professors from hard
sciences engage more in research collaborations and publishing
while their colleagues in the arts and humanities undertake
globally-focused research programs and incorporate global
perspectives in their teaching. These findings confirm that
internationalization of higher education in Canada is a het-
erogenous experience across institutions and between individ-
uals. Further research at the institution-level would be benefi-
cial to determine how institutions account for disciplinary
divides as they develop internationalization strategies to guide
very decentralized institutions. Finally, Canada’s unique rela-
tionship with the USA needs to be examined in studies on pro-
fessors’ international work since it is unclear whether profes-
sors account for all their American collaborations which are
axiomatic in discussions of internationalizations.
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DD uring the 2010s, Finland started to undergo a signif-
icant change in internationalisation, and this is due
to factors related to both teaching and research. It is

in the interest of universities and the growth in numbers of
international academic staff for there to be competition for
international research funding. The main academic domestic
funding channels are also evaluated by international scholars
and most of the extensive research programs are related to
international financial instruments. According to OECD sta-
tistics, there are about 40,000 full-time researchers in Finland
and 58% of them working in business enterprises and 34%
working in higher education, and 8% in diverse other organi-
sations, mostly in public research institutes (OECD, 2021). 

The scholarly reporting language indicated by the publica-
tions has become global in recent years. This is also support-
ed by the National publication forum practice under the
Federation of Finnish Learned Societies, and ranked scholar-
ly publications are mainly international and increasingly target
those in English (Mathies, Kivistö, & Birnbaum, 2020;
Pölönen, 2018). In teaching, international joint degrees and
changes in education funding practices have led to the devel-
opment of academic units which are more international, as the
construction and evaluation of research and teaching follow
international practices. The qualifications requirements also
take more account of international publications and interna-
tional research funding.

Bu çal›flmada, APIKS anketine dayal› olarak uluslararas›laflma motivas-
yonlar› ve yüksekö¤retim kurumlar›n›n rasyonaliteleri tart›fl›lmaktad›r.
Finlandiya’da iki yüksekö¤retim sektörü vard›r. Uygulamal› bilimler üni-
versiteleri ö¤retime önem verir ve bölgesel araflt›rma, gelifltirme ve yeni-
lik sistemi ile yak›n bir ba¤lant›ya sahiptir. Di¤er üniversiteler, araflt›rma
kaynaklar› için araflt›rma ve akademik rekabetin yan› s›ra araflt›rmaya da-
yal› ö¤retimi vurgular. Bu nedenle, bu iki yüksekö¤retim sektöründe ulus-
lararas›laflma koflullar› farkl› faktörlere dayanmaktad›r. Her iki sektördeki
bireysel kurumlar aras›nda da önemli farkl›l›klar vard›r. Bireylerin kariyer
yollar›, yüksekö¤retim sektörleri ve kurumsal stratejilerle ilgili faktörlere
ba¤l›d›r. Uluslararas› akademik faaliyetler, bu iki yüksekö¤retim sektö-
ründe kariyer yollar›n›n üzerine infla edildi¤i faktörleri belirlemektedir.
Bu iki kariyer yolunun her biri kurumlar›n farkl› flekillerde uluslararas›lafl-
mas›na zemin haz›rlamaktad›r. 

Anahtar sözcükler: Finlandiya, kurumsal ç›kt›lar, performans yönetimi,
uluslararas›laflma, yüksekö¤retim kurumlar›.

In this paper, we discuss motivations for internationalisation and the
rationalities of higher education institutions based on the APIKS survey.
There are two higher education sectors in Finland. Universities of applied
sciences emphasise teaching and have a close connection with regional
research, development, and the innovation system. Universities emphasise
research and academic competition for research resources, as well as teach-
ing based on research. Therefore, the conditions for internationalisation in
these two higher education sectors are based on different sets of factors.
There are also significant differences between individual institutions with-
in both sectors. Individuals’ career paths depend on factors related to high-
er education sectors and institutional strategies. International academic
activities determine the factors on which career paths are built in these two
higher education sectors. Both pathways lead to internationalising institu-
tions but in different ways. 

Keywords: Finland, higher education institutions, institutional outcomes,
internationalisation, performance management.
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This paper benefits from the Analytical Framework for the
Fourth Academic Profession in Knowledge-based Societies
(APIKS) Conference, which has become an important starting
point for the discussion on the changing academic profession.
This Analytical Framework supports the matching of diverse
questions in the APIKS questionnaire. During the APIKS
planning phase, internationalisation was a separate section at
first, but the issues related to the theme were eventually placed
in different sections. In this way, the variables analysed in this
presentation are related to the following core task sections:
teaching, research, and external activities.

We have selected four areas from which we have led the
analysis to the question of how Finland’s two higher education
sectors differ in terms of teaching, research, and external activities in
terms of internationalisation. Finland has a two-tiered higher
education system: universities and universities of applied sci-
ences. The closest reference higher education systems in
APIKS are Germany, Portugal and Switzerland, because they
also have dual systems of higher education with a universities
sector and universities of applied sciences sector or equivalent. 

Universities of applied sciences are there for teaching and
have a close connection with the regional research, develop-
ment, and innovation system. On the other hand, universities
emphasise the research task and academic competition for
research resources, as well as teaching based on research.
Therefore, the conditions for internationalisation in these two
higher education sectors are based on different sets of factors.

The Finnish universities and universities of applied sci-
ences have undergone significant changes in internationalisa-
tion over the last ten years. An important factor for these
changes is that domestic funding formulas for both higher
education sectors now emphasise international competitive
funding, change programs, attractivity for students, and pub-
lications. In recent years, the Government has emphasised
using resources to meet goals of scale, quality, and interna-
tionalisation as a core of funding formula for higher education
institutions in both sectors. These data are verified in the per-
formance agreement between higher education institutions
and Finnish Ministry of Education and Culture (Hansen,
Aarrevaara, Geschwind, & Stensaker, 2020).

Under these conditions, what is also common to both sec-
tors is that they implement core functions using the four Ms.
These are mission, motivation, mechanisms, and manage-
ment, which determine the performance of internationalisa-
tion in Finnish higher education. From this angle, another key
concept is formed, which is institutional engagement. By this
we mean the tacit understanding of the preconditions behind

internationalisation in higher education institutions, academic
staff, and other stakeholders (Götze, Carvalho, & Aarrevaara,
2020; Stilgoe, Lock, & Wilsdon, 2014).

For this paper, we established hypotheses based on the
premise that the internationalisation of the core functions of
teaching, research and external activities is dependent on
motivational factors. From this perspective, universities bring
about internationalisation performance and increase the num-
ber of international staff in teaching and research. The fund-
ing formula between the Ministry of Education and Culture
and higher education institutions directs internationalisation
in universities more than in universities of applied sciences.

The hypotheses are:

H1: The institutional type determines the practices of inter-
nationalisation. 
H2: The differences in the management of the two higher
education sectors make a difference in institutional funding. 

Institutional Engagement in Internationalisation 
The key aspect of higher education institutions’ institutional
engagement in internationalisation is resource dependence,
which provides guidance via a performance management sys-
tem mechanism and higher education policy. Internationality
is one of the key factors in determining the public resources of
higher education institutions, especially in terms of research
and teaching. As in the analytical framework for this confer-
ence, internationalisation is seen as a tension between compe-
tition and co-operation. Competitive funding is an important
factor in funding universities and universities of applied sci-
ences, but competitive funding is also a career-determining
factor. These are performance factors, and the APIKS survey
was also based on the professional factors that enabled the
results. These include international networking, international
publishing, and the number of international staff in universities
and universities of applied sciences.

The institutional factors presented here are separate as such,
but they form a whole by describing the functions of interna-
tionalisation in higher education institutions. As the results in
��� Table 1 indicate, institutional engagement for international-
isation is generally high, the attitude to internationalisation is
quite positive, and it sustains international activities.

All the data presented in this paper were drawn from
APIKS-IDB (2021). In the APIKS data, we assumed that the
factors that are directly in the Finnish higher education fund-
ing formula rose to the highest rates. This applies to two areas:
mobility in exchange programs and international publications.
International exchange programs are related to the funding for-
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mula in that they provide process elements for degrees and
admission to international degree programs. To publish in
international journals and books is a factor that is the focus of
higher education institutions.

The scale, quality and internationalisation of higher educa-
tion institutions are key drivers of higher education develop-
ment, but these factors materialise differently in the two high-
er education sectors. In this paper, we have also described the
conditions under which internationalisation takes place. In uni-
versities, collaboration with international colleagues is a key
prerequisite for international funding. Research groups often
operate as members of international consortia, in which case
publication forums have been built in an international context.
Universities of applied sciences are not detached from this
development, but they place a stronger emphasis on regional
factors than universities do. The needs and conditions for
internationalisation depend on these regional factors. Both sec-
tors have extensive international cooperation in teaching and

the number of international students has increased steadily
since 2008. In the ten-year period before the APIKS study, the
total number of international students in universities increased
from 6984 to 10698, and in universities of applied sciences
from 7113 to 9539 (Finnish National Agency for Education,
2021). In the university sector, 1069 foreigners completed a
degree, and at the time of the APIKS study in 2018, the num-
ber of degrees awarded was 2368 (Statistics Finland, 2019).

In the case of Finland, we interpret internationalisation as a
phenomenon in which national management and higher educa-
tion policy determine the quantitative and qualitative goals of
internationalisation. Institutional engagement can therefore be
read from this perspective, and internationalisation is a higher
education policy and innovation system issue. In practice, inter-
nationalisation is also determined by the internal practices of
higher education institutions, which may be different within
each national higher education sector. This is also the case in
Finland, where performance agreements between universities

��� Table 1. Respondents’ views on their international efforts in publications and proportion of all their publications. 

What percentage of your publications in the last three years...? University (UNI) University of applied sciences (UAS)

Solo authored n=495 n=121

Mean 23.1% 30.9%

Standard deviation 33.0% 32.3%

95% CI 20.1%, 26.0% 25.1%, 35.7%

t/p Effect size t=-2.35 p=.019 Cohen’s d=0.23

Published in a foreign country n=556 n=104

Mean 67.9% 27.0%

Standard deviation 39.0% 32.7%

95% CI 64.7%, 71.1% 20.6%, 33.4%

t/p Effect size t=11.4 p<.001 Cohen’s d=1.07 

Co-authored with colleagues located in the country of 
n=611 n=175your current employment

Mean 57.2% 52.0%

Standard deviation 39.2% 38.8%

95% CI 54.1%, 60.3% 46.2%, 57.8%

t/p Effect size t=1.56, p=.119 Cohen’s d=0.13

Co-authored with colleagues located in other (foreign) countries n=526 n=81

Mean 37.1% 12.8%

Standard deviation 35.7% 20.5%

95% CI 34.0%, 40.1% 8.3%, 17.3%

t/p Effect size t=8.81, p<.001 Cohen’s d=0.71

Peer-reviewed n=609 n=124

Mean 75.6% 34.7%

Standard deviation 36.3% 38.1%

95% CI 72.7%, 78.5% 27.9%, 41.4%

t/p Effect size t=11.3 p<.001 Cohen’s d=1.11

Source: APIKS-IDB, 2021.
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and the education ministry can be reflected in the institutions’
internal allocation models. However, these internal allocation
models are different and fall within the realm of institutional
autonomy. We can assume that it is these consequences of allo-
cation models to which survey responses are attached.

Internationalisation of Core Functions 
In ��� Table 1, the only result for scholarly publications for
which there is not a statistically significant difference (p>.05) is
“Co-authored with colleagues located in the country of your
current employment”. The strongest deviation concerns the
variable peer reviewed publications with Cohen’s d= 1.11. The
second strongest deviation concerns the peer reviewed publica-
tions published in a foreign country (Cohen’s d= 1.07). The
result regarding the answers of the respondents “co-authored
with colleagues located in other (foreign) countries” also shows
a strong difference (Cohen’s d= 0.71).

��� Table 2 indicates respondents’ co-operation with a range
of actors. It is essential for hypothesis H1 that most respon-
dents (92.7%, n=931) are involved in co-operation with some
actors, and in their own unit this is very common. Striking
aspects are cooperation outside one's own discipline and co-
operation with international colleagues. Results for both
answers of the respondents differ statistically significantly
according to type of higher education institution in the control

groups (p<.001), the latter being stronger in nature (Cramer’s
V= .21 vs. .11). These include cooperation with other domestic
institutions (Cramer’s V= .14). The difference in the results is
the cooperation with doctoral students (Cramer’s V= .49).

The contemporary academy pays attention to networking and
the impact of research outcomes, and these are global character-
istics of work in the academy. The academic profession works in
global labour markets, and there are increasing opportunities
to commute between higher education sectors and institutions
(Chroni, Ronkainen, Elbe, & Ryba, 2021; Paraskevopoulos,
Boldrini, Passarella, & Conti, 2021). Internationalisation has
become easier, but also more expected as part of an academic
career. 

There are scholars from Finland going abroad as well as
international scholars coming to Finland, for a period or per-
manently. Finland offers international career opportunities and
open calls for academic posts which are in most cases interna-
tional. Most of the teaching takes place in either Finnish or
Swedish, the official languages of Finland. However, based on
higher education regulations, language skills are not required
in the case of international candidates for academic posts, as
the administrative language is Finnish or Swedish (Universities
Act 35§). This is based on regulations, because international
and returnee Finnish academics promote the quality of teach-
ing and research by bringing the knowledge base, networks,
and capacity building in international research co-operation

��� Table 2. Respondents’ characteristics on their research collaboration. 

University of applied 
University sciences  All 

n=[701, 705] n=[228, 232] n= [931, 935]

Collaborators in any of your research projects Yes=651, 92.6% Yes=215, 93.1% Yes=866, 92.7% χ2(1)=0.057,
p=.811,

Cramer’s V= .01

Collaborating with doctoral students Yes=559, 79.5% Yes=59, 25.9 % Yes=618, 66.4% χ2(1)=221.96,
p<.001,

Cramer’s V= .49

Collaborating with scholars / researchers at Yes=665, 94.3% Yes=201, 87.4% Yes=866, 92.6% χ2(1)=12.20,
your institution p<.001,

Cramer’s V= .11

Collaborating with scholars / researchers at other Yes=491, 70.0% Yes=195, 84.1% Yes=686, 73.5% χ2(1)=17.57,
institutions in your country p<.001

Cramer’s V= .14

Collaborating with international colleagues Yes=574, 81.9% Yes=140, 60.9% Yes=714, 76.7% χ2(1)=42.78,
p<.001

Cramer’s V= .21

Collaborating with colleagues outside your discipline Yes=499, 71.1% Yes=191, 82.7% Yes=690, 74.0% χ2(1)=12.14,
p<.001

Cramer’s V= .11

Source: APIKS-IDB, 2021.
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(Melin & Janson, 2006; Teichler, 2006). In the Finnish APIKS
data, respondents in the youngest age cohort (<30 years of age)
are predominantly university respondents. This is because in
the universities of applied sciences, work experience in indus-
try, service or administration is required when filling teaching
positions.

As the universities are knowledge-based institutions (Clark,
1983), the management systems of Finnish higher education
institutions emphasise international knowledge and global
scholarly networks. In addition, knowledge-based expertise pro-
motes the indicators of funding formulae such as international
publishing and competitive academic funding for research.
Motivation for internationalisation is diverse, and the benefits of
internationalisation for higher education institutions legitimate
them as knowledge-based institutions, and funding opportuni-
ties. For scholars, the benefits are similar, such as avoiding geo-
graphical, cultural, and occupational isolation, and it is evident
that the scholars achieve academic freedom by taking advantage
of international publishing and funding opportunities (Gergen,
2009; Pulkkinen, 2021). The internationalisation of higher edu-
cation institutions also benefits the students by providing inter-
national scholarly knowledge, mobility programs, diversity of
learning and competencies for life in the work force. The 2018
APIKS data indicate clearly that internationalisation is valuable

for staff at all stages of their career and is a necessity for early-
stage scholars (see also Belkhir et al., 2019). 

Because internalisation is emphasised in Finnish acade-
mia, there is a motivation for teachers in higher education in
the academy to apply international aspects in their teaching.
The contemporary internationalisation of the Finnish aca-
demic profession is formed not only by the international
mobility, researchers’ joint efforts to achieve academic
results, scholars commuting to and from Finland but also
teachers including an international approach in their courses.
Half the respondents in the APIKS inquiry in Finland who
responded to the question “In your courses, do you empha-
sise international perspectives or content?” agreed with it.
International perspective or content is especially emphasised
in teaching at universities (��� Figure 1). 

Similar emphasis is evident in the language of teaching.
According to the APIKS survey results, most of the teaching at
universities and universities of applied sciences is in the official
languages of Finland, Finnish or Swedish, but English is an
essential language in teaching at Finnish universities. A third of
the university respondents in APIKS FIN-survey say they teach
primarily in English, and in universities of applied sciences the
corresponding figure is around 15%. The proportion of teach-
ing in English in the universities of applied sciences is 14%.

��� Figure 1. Respondents’ emphasis in international perspective or content in their courses (1= strongly disagree, 5= strongly agree). 
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Within the results, the teaching language may be permanent or
used only in certain periods, and the courses may be taught fully
or partly in a specific language. In addition, the results include
teaching in English, as well as teaching English to the students. 

As demonstrated earlier, universities encourage publishing
internationally and recruiting staff from foreign countries more
than universities of applied sciences do, and the findings relat-
ed to international perspectives or content as well as using
English as a teaching language are in line with considering the
upcoming career of students. Emphasising international per-
spectives or content in teaching and using English as a teaching
language especially at universities reduces cultural and lingual
hindrances between Finnish academics and the international
academic community by making the access to international
research and academic career easier for students in Finland,
who often are not native speakers of the English language. That
way, international aspects in teaching serve as a mechanism for
internationalisation. However, internationalisation is a compo-
nent of teaching at Finnish universities of applied sciences as
well, but not to the same intensity. 

The language in Finnish doctoral thesis and academic
research more broadly has also increasingly become English,
and that is one way to make the internationalisation of
Finnish academia easier. In Finnish society, there is a vivid
discussion going on about the role of the English language on
Finnish scholarship. The question has been raised as to
whether the Finnish language will shrink into a language of
everyday life that cannot discuss the content of science
because of the increasing usage of English instead of Finnish
in Finnish research. That would also complicate the utilisa-
tion of the Finnish research results in Finland, as English is
not the language of the Finnish majority. Nevertheless, hav-
ing an internationally common language is crucial in academ-
ic research, and that has been recognised in Finnish academia.

The capacity building of research, teaching and service is a
necessity for Finnish universities and universities of applied sci-
ences, and they do not differ from any other organisation in this
regard (Pfeffer & Salancik, 1978, p. 19). The environment of
the academy is international, and its legitimacy is based on
international recognition, international level of core tasks, fund-
ing opportunities, and review practices as defined in higher edu-
cation policy and regulations. The role of higher education in
the innovation system is regional and national, but also interna-
tional, because industry and higher education stakeholders are
international. From this perspective, the Ministry of Education
and Culture emphasises internationalisation in performance of
management system and annual performance negotiations
between higher education institutions and ministries. 

Funding is part of the mechanism supporting international-
isation of teaching and research. The performance funding for-
mula in Finland is different for universities and universities of
applied sciences, but internationalisation is an important part of
the funding formula for both, related to education, research
and development. In addition, higher education policy empha-
sises external funding (Ministry of Education and Culture,
2021). Universities and universities of applied sciences are
dependent on external, international funding, and it is typical
for international funding agencies to determine the direction of
core tasks by providing funding. For example, investment fund-
ing from the European Union is used to identify many areas
that fall within the institutional autonomy of higher education
institutions. This is a consequence of resource dependence and
the orientation of institutional strategies.

Institutional Outcomes 
Institutional outcomes in this paper refer to the factors by
which higher education institutions legitimise their opera-
tions. Regarding internationalisation, this will be achieved
through two main instruments. The first of these is the per-
formance agreement between the universities and the
Ministry of Education and Culture, which includes goals for
internationalisation. The key element in this regard is the
funding formula, and internationalisation substantially
increases the funding of higher education institutions.
Another instrument is the institutional strategy that defines
the boundaries of internationalisation.

��� Table 3 describes the relationship between the language
used in teaching and the variable measuring and summing the
variables of internationalisation. Excluding two variables (F5_7
and F5_9) is justified because they correlate only with each
other in the subcategories of language, institutional type, and
seniority. When a sum of variables in internationalisation is
formed, according to the Cronbach’s alpha, a measure of the
internal integrity of the sum always gets a value slightly above
0.80. When comparing languages in both groups, alpha=0.83.

When the teaching language is English, the value of the
language is clearly higher than when the language of instruc-
tion in teaching is Finnish. The Cohen’s d= 0.41 (small) meas-
uring the effect size, is the second largest of the variables con-
sidered. Only for the increased brain gains variable is the effect
size larger: 0.53 (medium). 

Internationalisation by type of higher education institution
can also be compared using the variables in ��� Table 4 accord-
ing to higher education institution type. As stated earlier, the
overall picture can be formed using sum variables. All but
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answers of the respondents about “weakening cultural identity”
and “increased costs associated with internationalisation” are
moderately strongly correlated with each other. They both
have a moderately strong connection, but not with others,
other than a very weak one. The other seven variables offer a
good opportunity to form a sum variable, with Cronbach’s
alpha being just over 0.80 in both the university and university
of applied sciences staff groups.

The mean of the sums by universities and universities of
applied sciences has a clear difference, giving Cohen’s d= 0.65
(medium). Except for the “Increased revenue” variable (mean of
all respondents= 2.93 and s=1.00) and the “Increased mobility of
students” variable (mean of all respondents= 3.76 and s=0.89),
the 95% confidence intervals do not intersect, and university
averages are higher than those of universities of applied sciences
staff. The most significant differences are in the variable

��� Table 3. Respondents’ view of the extent to which they observe the outcomes of internationalisation at their institution according to language. 

N (All, Eng, Fin) Mean Std. dev 95% CI

Enhanced prestige (Observe internationalisation) 886 3.32 1.05 3.25, 3.39
246 3.47 1.06 3.33, 3.60
640 3.26 1.04 3.18, 3.34

Cohen’s d= 0.20

Enhanced academic quality 884 3.06 1.07 2.99, 3.13
246 3.35 1.12 3.21, 3.49
638 2.94 1.02 2.86, 3.02

Cohen’s d= 0.39

Increased revenue 854 2.87 0.98 2.81, 2.94
235 2.98 1.10 2.84, 3.12
619 2.83 0.93 2.76, 2.90

Cohen’s d= 0.15

Enhanced research networks 881 3.52 1.01 3.45, 3.58
250 3.76 1.03 3.63, 3.89
631 3.42 0.99 3.34, 3.50

Cohen’s d= 0.34

Increased mobility of students 892 3.75 0.91 3.69, 3.81
246 3.87 0.87 3.76, 3.98
646 3.71 0.92 3.64, 3.78

Cohen’s d= 0.18

Increased mobility of academics 889 3.48 0.94 3.42, 3.54
250 3.64 0.96 3.52, 3.76
639 3.42 0.93 3.35, 3.49

Cohen’s d= 0.23

Weakening cultural identity 872 2.13 1.05 2.06, 2.20
248 2.23 1.12 2.09, 2.37
624 2.09 1.02 2.01, 2.17

Cohen’s d= 0.13

Increased brain gains 882 3.13 1.12 3.06, 3.21
242 3.55 1.06 3.42, 3.69
640 2.97 1.10 2.89, 3.06

Cohen’s d= 0.53

Increased costs associated with internationalisation 856 2.88 1.00 2.81, 2.95
All 237 2.84 1.09 2.70, 2.98
University 619 2.89 0.97 2.82, 2.97
UAS
Cohen’s d= 0.05

Sum F5 820 3.30 0.71 3.25, 3.35
Cronbach’s alpha 229 3.51 0.73 3.41, 3.60
All 0.83 591 3.22 0.69 3.16, 3.27
UNI 0.83
UAS 0.83
Cohen’s d= 0.41

Source: APIKS-IDB, 2021. 1= not at all, 5= very much. UAS: universities of applied sciences; UNI: universities.
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Increased brain gains (Cohen’s d= 1.10). Also, Enhanced aca-
demic quality (Cohen’s d= 0.83) and Enhanced research net-
works (Cohen’s d= 0.79) both indicate a clear difference for
higher education institutions.

It is also possible to form the sum of the variables on insti-
tutional aspects of internationalisation, particularly in the group
of both universities and universities of applied sciences, and in

the whole material, the Cronbach’s alpha is slightly higher than
0.80. The average of the sum is still higher among the universi-
ty staff than among the universities of applied sciences staff
(UNI=3.85, s=0.64, UAS=3.40, s=0.76), Cohen’s d= 0.65.

For the first four variables in ��� Table 5, the 95% confi-
dence intervals intersect, so there are no significant differences
between them. Instead, answers of the respondents to the state-

��� Table 4. Respondents’ view of the extent they observe the outcomes of internationalisation at their institution according to higher education institution. 

Question F5 N (All, UNI, UAS) Mean Std. dev 95% CI

Enhanced prestige (Observe internationalisation) 1230 3.40 1.04 3.34, 3.46
662 3.51 1.00 3.43, 3.59
568 3.29 1.07 3.19, 3.38

Cohen’s d= 0.21 

Enhanced academic quality 1230 3.18 1.07 3.12, 3.24
662 3.56 0.99 3.48, 3.63
568 2.74 0.98 2.66, 2.82

Cohen’s d= 0.83

Increased revenue 1181 2.93 1.00 2.88, 2.99
619 2.88 0.96 2.81, 2.96
562 2.99 1.04 2.90, 3.08

Cohen’s d= 0.11

Enhanced research networks 1231 3.61 0.98 3.55, 3.66
672 3.93 0.85 3.87, 4.00
559 3.21 0.99 3.13, 3.29

Cohen’s d= 0.79

Increased mobility of students 1239 3.76 0.89 3.71, 3.81
659 3.79 0.86 3.73, 3.86
580 3.73 0.92 3.65, 3.80

Cohen’s d= 0.07

Increased mobility of faculty 1236 3.49 0.94 3.43, 3.54
664 3.58 0.90 3.51, 3.65
572 3.37 0.97 3.28,  3.45

Cohen’s d= 0.23

Weakening cultural identity 1211 2.15 1.05 2.09, 2.21
653 2.28 1.10 2.19, 2.36
558 2.00 0.96 1.92, 2.08

Cohen’s d= 0.27

Increased brain gains 1282 3.21 1.13 3.15, 3.27
663 3.71 0.96 3.64, 3.79
562 2.62 1.02 2.53, 2.70

Cohen’s d= 1.10

Increased costs associated with internationalisation 1191 2.86 1.00 2.81, 2.92
All 635 2.82 1.02 2.74, 2.90
University 556 2.92 0.96 2.84, 3.00 
UAS
Cohen’s d= 0.10

Sum F5 1134 3.36 0.71 3.32, 3.40
Cronbach’s alpha 595 3.56 0.65 3.51, 3.61
All 0.84 539 3.13 0.72 3.07, 3.19
UNI 0.82
UAS 0.85
Cohen’s d= 0.63

Source: APIKS-IDB, 2021. 1= not at all, 5= very much. UAS: universities of applied sciences; UNI: universities.
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ments in the questionnaire “Your institution encourages aca-
demic staff to publish internationally,” “Your institution
encourages the recruitment of academic staff from foreign
countries” together with “Your institution provides various
opportunities / funding for academic staff to attend internation-
al conferences abroad” strongly differentiate universities from
universities of applied sciences.

Discussion 

The research question we set was how the two higher education
sectors differ in terms of teaching, research, and external activi-

ties in terms of internationalisation in Finland. We refined the
research question with two hypotheses, the first concerning the
practices of internationalisation and the second, differences in
the management of the two higher education sectors.

Especially universities encourage scholars to publish inter-
nationally and for institutions to recruit staff from foreign
countries, and one mechanism for making that easier is to
include international aspects into teaching the students.
Motivation for teaching in English as well as including interna-
tional aspects and content into courses is evident considering
that careers as academic scholars graduated from universities
are often internationally oriented. However, internationalisa-

��� Table 5. Respondents’ views of internationalisation according to higher education institution type. 

N (All, UNI, UAS) Mean Std. dev 95% CI

Your institution has a clear strategy for 1279 3.39 1.05 3.33, 3.44
internationalisation 686 3.42 1.02 3.34, 3.50
(Views on management) 593 3.35 1.09 3.26, 3.43
Cohen’s d= 0.07

Your institution provides various 1281 4.09 0.85 4.05, 4.14
international exchange programs 690 4.05 0.84 3.98, 4.11
for students 591 4.15 0.85 4.08, 4.22
Cohen’s d= 0.12

Your institution provides various 1283 3.64 1.05 3.58, 3.69
opportunities/funding for faculty 693 3.71 1.01 3.64, 3.79
members to undertake research abroad 590 3.55 1.09 3.46, 3.63
Cohen’s d= 0.15

Your institution provides various 1260 3.91 0.92 3.86, 3.96
opportunities/funding for visiting 677 3.80 0.95 3.73, 3.87
international students 583 4.04 0.87 3.97, 4.11
Cohen’s d= 0.26

Your institution provides various 1271 3.69 1.03 3.64, 3.75
opportunities/funding for visiting 690 3.86 0.93 3.79, 3.93
international scholars 581 3.49 1.10 3.40, 3.58
Cohen’s d= 0.37

Your institution encourages the 1250 3.04 1.20 2.97, 3.10
recruitment of faculty members 673 3.65 0.99 3.57, 3.72
from foreign countries 577 2.33 1.01 2.24,  2.41
Cohen’s d= 1.32

Your institution provides various 1286 3.34 1.19 3.27, 3.40
opportunities/funding for faculty members 695 3.62 1.16 3.54, 3.71
to attend international conferences abroad 591 3.00 1.13 2.91, 3.09
Cohen’s d= 0.54

Your institution encourages 1282 4.04 1.15 3.98, 4.11
faculty members to publish 700 4.64 0.68 4.59, 4.69
internationally 582 3.33 1.18 3.23, 3.42
Cohen’s d= 1.39

Sum F6 1209 3.64 0.73 3.60, 3.68
Cronbach’s alpha 654 3.85 0.64 3.80, 3.90
All 0.84 555 3.40 0.76 3.33, 3.46
UNI 0.82
UAS 0.87
Cohen’s d= 0.65

1= not at all, 5= very much. UAS: universities of applied sciences; UNI: universities.
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tion is part of teaching at the universities of applied sciences,
but it is not as large as at the universities. This is clearly reflect-
ed in the fact that two-thirds of university academics are pub-
lished in countries other than the one they are located in, while
at universities of applied sciences, this proportion is less than
one-third. In co-authoring in an international context, the dif-
ference is smaller because more than half of the academics in
vacant senior posts in both sectors have published through
international cooperation.

Regarding the first hypothesis, we found that the interna-
tional performance of institutions supports internationalisa-
tion. Underlying this is a policy in the university sector with
most of the vacancies for posts being advertised internation-
ally. This is also supported by the fact that international
applicants are not subject to the same language skill require-
ments as domestic applicants. Through institutional action,
the number of international staff has almost doubled in the
last ten years. Although the instincts for internationalisation
are stronger in universities than in universities of applied sci-
ences, the institutions do not have significant differences
based on the mechanisms and management questions in the
APIKS data. Instead of the type of institution, the more sig-
nificant factor is the field in which the respondent operates.
In universities, a language other than the national languages
is used more often as a language of teaching and research than
in universities of applied sciences. This may be because there
are more international degree programs and internationally
funded projects at universities than at universities of applied
sciences. However, this form of funding determines this trend,
and internationalisation is intense in the research, develop-
ment, and innovation (RDI) and teaching functions of univer-
sities of applied sciences. The funding model clearly motivates
universities of applied sciences to internationalisation less than
universities. Internationalisation is part of strategic funding,
which is 5% of total government funding. At universities, the
share of strategic funding is clearly higher (15%), and interna-
tionalisation is part of competitive research funding (6%) as
well as international corporate funding. Of these incentives,
the government emphasises internationalisation as part of the
funding formula for funding.

In response to the actual research question, the differences
between the higher education sectors are clear in terms of the
scope of their activities. The Ministry of Education and
Culture guides the performance of higher education institu-
tions in terms of quality and scope, and universities have a
longer tradition in international operations of core functions
than universities of applied sciences. They benefit from exten-
sive networks that support their internationalisation. In terms

of quality, it is obvious in both higher education sectors that
internationalisation is part of the activity and not a separate
function. Almost all Finnish APIKS respondents included at
least some of the international variables among their tasks.
Internationalisation is a mission in Finnish higher education.
There are several motivations for internationalisation, one of
which is mobility of academics aiming to promote the quality
of teaching and research by extending the knowledge base and
networks (Melin & Janson, 2006; Teichler, 2006). The 2018
APIKS data indicate that internationalisation is valuable for
staff at all stages of their career and for early-stage scholars it is
a necessity (APIKS-IDB, 2018; Belkhir et al., 2019). 

Therefore, all Finnish higher education institutions seem
to have internationalisation as part of their mission. This is
supported by the motivation that is built into the performance
process of the ministry and the higher education institutions.
However, the motivation of the institution is not as such
reflected in internal mechanisms such as allocation models in
higher education institutions. Internationalisation in terms of
the academic unit is explained by management, which directs
internationalisation to become part of everyone’s work. Taking
this into account, these results clearly show that international-
isation is no longer a separate function in universities and uni-
versities of applied sciences. 
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GG lobalization has been one of the main drivers of the
profound changes occurring in higher education
worldwide (Altbach, Reisberg, & Rumbley, 2009;

Knight, 2006; Stromquist, 2007). One of the main responses of
higher education institutions to the increasing pressures of
globalization has been the process of internationalization

(Altbach et al., 2009). Most commonly defined as “the process
of integrating an international, intercultural, or global dimen-
sion into the purpose, functions or delivery of postsecondary
education” (Knight, 2003, p. 2), internationalization has
attracted much attention from researchers of higher education
around the world (Kehm & Teichler, 2007). However, due to

Uluslararas›laflma, Kazakistan’da yüksekö¤retimin modernizasyonu için
ana mekanizma olarak görülmektedir. Uluslararas›laflma için güçlü politika
bask›s›na ra¤men, kurumlar taraf›ndan uluslararas›laflma giriflimlerinin uy-
gulanma süreci ve ayr›ca bireysel ö¤retim üyelerinin, ö¤rencilerin ve yöne-
ticilerin uluslararas›laflmas›yla ilgili deneyimleri üzerine yap›lm›fl araflt›rma
say›s› çok azd›r. Bu çal›flma, ö¤retim üyelerinin uluslararas›laflma konusun-
daki görüfllerini belirlemek için Bilgi Toplumunda Uluslararas› Akademik
Meslek (APIKS) anketinden elde edilen verileri kullanarak mevcut araflt›r-
malardaki bofllu¤u doldurmaktad›r. Çal›flma afla¤›daki araflt›rma sorular›n›
ele almaktad›r: (1) Ö¤retim üyelerinin uluslararas›laflma konusundaki gö-
rüflleri nelerdir? (2) Farkl› demografik ve mesleki özelliklere (örne¤in cin-
siyet, unvan, disiplin, yafl, deneyim) sahip ö¤retim üyeleri aras›nda görüfller
nas›l farkl›l›k göstermektedir? (3) Ö¤retim üyelerinin dil yetene¤i ile ulus-
lararas›laflma konusundaki görüflleri aras›ndaki iliflki nedir? (4) Bu görüfller
ile ö¤retim üyelerinin uluslararas› deneyimlere kat›l›m› aras›ndaki iliflki ne-
dir? Araflt›rma sorular›n› yan›tlamak için hem tan›mlay›c› hem de ç›kar›m-
sal istatistikler kullan›lm›flt›r. Çal›flma, uluslararas›laflma giriflimlerinin be-
yin göçü ve kültürel kimlik kayb› üzerindeki etkisinden endifle duymalar›na
ra¤men, ö¤retim üyelerinin genel olarak uluslararas›laflma konusunda
olumlu bir görüfle sahip olduklar›n› ortaya koymaktad›r. Ayr›ca, ö¤rencile-
re k›yasla kendilerine sunulan uluslararas› hareketlilik ve araflt›rma iflbirli¤i
f›rsatlar›ndan daha az memnun görünmektedirler. Bulgular, uluslararas›lafl-
ma giriflimlerinin gelifltirilmesi ve uygulanmas› hakk›nda ö¤retim üyeleri-
nin görüfllerinin toplanmas›n›n yan› s›ra uluslararas›laflt›rma programlar›na
eriflimlerinin art›r›lmas›n›n önemine iflaret etmektedir. 

Anahtar sözcükler: Dil yetene¤i, Kazakistan, ö¤retim üyesi hareketlili-
¤i, SSCB sonras›, uluslararas›laflma, yüksekö¤retim.

Internationalization is viewed as the main mechanism for the moderniza-
tion of higher education in Kazakhstan. Despite the strong policy push for
internationalization, research on the process of implementation of inter-
nationalization initiatives by institutions, as well as on the experiences with
the internationalization of individual faculty members, students, and
administrators remains rather scarce. This paper fills the gap in existing
research by using the data from the international Academic Profession in
the Knowledge Society (APIKS) survey to explore faculty views on inter-
nationalization. The study addresses the following research questions: (1)
What are faculty views on internationalization? (2) How do the views vary
among the faculty of different demographic and professional characteris-
tics (e.g. gender, rank, discipline, age, experience)? (3) What is the rela-
tionship between the views on internationalization and faculty language
ability? (4) What is the relationship between the views and the extent of
faculty engagement in international experiences? To answer the research
questions, we use both descriptive and inferential statistics. The study
reveals that faculty generally hold a positive view of internationalization,
although remain concerned about the effect of internationalization initia-
tives on brain drain and loss of cultural identity. In addition, they seem to
be less satisfied with the number of opportunities for international mobil-
ity and research collaboration, which are available for them as compared
to students. The study points to the importance of gathering faculty input
on the development and approaches to implementation of international-
ization initiatives, as well as of expanding faculty access to internalization
programs.

Keywords: Faculty mobility, higher education, internationalization,
Kazakhstan, language ability, post-Soviet.
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the complexity, the multifaceted nature, and the variability of
its manifestations, internationalization has become “a term that
means different things to different people” (Knight, 2004, p.
5). Moreover, these diverse understandings of internationaliza-
tion have produced a range of various attitudes and views about
its costs and benefits among various actors involved. 

Most existing research on internationalization has focused
on the national and institutional levels (Knight, 2014), as well
as at the student level (Teichler, 2017). There is even more
limited understanding of how faculty members view interna-
tionalization (Dewey & Duff, 2009; Friesen, 2013; Sanderson,
2008). Meanwhile, understanding the views of faculty is very
important since they play a key role in internationalization
(Dewey & Duff, 2009). They can resist and even compromise
internationalization efforts if they view internationalization as
having high costs and being associated with large negative
effects. They may also serve as the main agents of internation-
alization, engaging in the process via their teaching, research,
and service (Friesen, 2013). 

The main purpose of this paper was to address the gap in
the existing research on internationalization. We wanted to
explore faculty attitudes towards internationalization focusing
on the context of Kazakhstan.

Internationalization of Higher Education in
Kazakhstan 

Higher education in Kazakhstan has been undergoing the
process of radical reconceptualization and modernization
since the country became independent after the dissolution of
the Soviet Union in 1991. Internationalization has become a
key mechanism of this reform process (Li & Ashirbekov,
2014). Uniquely for the context of the post-Soviet country,
internationalization has been implemented in a top-down
fashion, with the majority of internationalization initiatives
pushed by the government rather than originating at universi-
ties (Kuzhabekova, 2020). National authorities frequently
turned to best international practices when they were in
search of new solutions and approaches in higher education
(Azimbayeva, 2017).

For example, to address the problem of inadequate skill
level and the shortage of faculty members and researchers in
higher education during the early days of independence, the
government instituted a competitive scholarship for study in
top universities overseas (Perna, Orosz, & Jumakulov, 2015).
In addition, in search of a new model of higher education, the
government turned to the Bologna process in Europe becom-
ing one of the unofficial members of the European higher edu-
cation space (Tampayeva, 2015). The adoption of the Bologna

standards became the driving force for modification of the
degree structure, introduction of a new system of academic
hours accounting (the credit system), reforms in the system of
quality assurance, and integration of the previously isolated
higher educational system into the global system of postsec-
ondary training and research (Tampayeva, 2015). The aspira-
tions to make Kazakhstan one of the successful Asian
economies in transition has motivated the government to fund
the establishment of several quasi-private international univer-
sities, which became dependent on a steady influx of interna-
tional or internationally trained faculty (Kuzhabekova, 2020). 

International research collaboration has been viewed as one
of the main instruments for strengthening research capacity in
the country with incentives or straightforward expectations for
international research collaboration being integrated into the
parameters of state-funded research grants (Zhumakulov et al.,
2019). More recently, internationalization has been identified
as the main instrument facilitating the expansion of universities’
autonomy and self-governance. Universities are now encour-
aged to engage in long-term partnerships with international
partner institutions, which are expected to serve as consultants
in the process of readjustment of the higher education institu-
tions (HEIs) to independent decision-making (Bilyalov, 2016).

Internationalization has been also viewed as an important
mechanism for modernization of the state in general and of
higher education in particular by external development funders,
such as Soros Foundation, the World Bank, Asian
Development Bank, DAAD, USAID, and others (Silova &
Steiner-Khamsi, 2008). These agencies have also offered schol-
arships for study and professional development abroad, as well
as grants encouraging individual and institutional collaboration
between Kazakhstani HEIs/faculty and their international part-
ners either in research or in academic reorganization
(Kuzhabekova, 2020). Kazakhstani universities have actively
participated in the European Union student and faculty
exchange programs such as Tempus (before 2013) and
Erasmus+ (starting 2014) (Perna et al., 2014). These programs
facilitated academic mobility and the development of joint
Masters’ programs through collaboration with European part-
ner universities (European Commission, 2018). As such from
2015 to 2020, under the Erasmus+ program, Kazakhstani indi-
viduals received funding for 3000 research proposals, 74 uni-
versities across the country participated in various partnership
arrangements, by far dominating other Central Asian countries
in the participation in the program (National Erasmus+ Office
in Kazakhstan, n. d.).

Although HEIs themselves played a much less pronounced
role in initiating internationalization activities, some universi-
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ties have nevertheless recognized the profit-making potential
of enrolling international students, as well as the possible ben-
efits of engaging in funded international collaborations
(Kuzhabekova, 2020). These universities have developed an
aggressive strategy for attracting overseas students and exter-
nally funded grants. Some have managed to build lasting col-
laborations with HEIs from abroad (Kuzhabekova, 2020).

Faculty have been shown to play an important role in the
country’s internationalization initiatives (Jumakulov &
Ashirbekov, 2016). They have frequently been the initiators
and the principal investigators on funded collaborative research
projects. They have been responsible for introducing courses in
the process of curriculum internationalization and the adoption
of new standards as a result of Kazakhstan’s joining in the
Bologna process. They have been providing letters of recom-
mendation for students applying for study abroad. Their active
role in internationalization and educational reform, in general,
has been accompanied by increased teaching, research, and
service loads, while also facilitating the faculty’s professional
development as teachers, scholars, and administrators (Bilyalov,
2018). Despite the growing recognition of the important role of
faculty internationalization in Kazakhstan, little is known about
the extent and the ways in which the faculty have been affected
by internationalization and their views about the pace, the
costs, and the benefits of the process. 

Prior Research on Internationalization in Kazakhstan 

Few recent studies have been conducted on the topic of inter-
nationalization in Kazakhstan. Most of the existing papers
provide an overview of internationalization policy and initia-
tives (Kuzhabekova, 2020; Orosz & Perna, 2016; Tazhibayeva,
2017; Zhumakulov & Ashirbekov, 2016). Several studies
focused on understanding the experiences of international stu-
dents (Ibragimova, 2019; Kim, 2020; Kuzhabekova, Sparks, &
Temerbayeva, 2019; Mukhamejanova, 2019; Sagintayeva &
Jumakulov, 2017) or international faculty (Kuzhabekova, &
Lee, 2017; Lee & Kuzhabekova, 2018). Two studies explored
initiatives aimed at the internationalization of curriculum
(Parmenter, et al., 2017; Tazabek, 2016). In addition, several
papers looked at the internationalization of research
(Jumakulov, Ashirbekov, Sparks, & Sagintayeva, 2019;
Kuzhabekova & Lee, 2020). The majority of these papers pre-
sented the results of the analysis of the existing scholarly liter-
ature and policy documents. Some of the papers used a quali-
tative, mostly interview-based approach to data collection and
analysis. Very few papers used a survey approach to collect the
data and analyzed the data using statistical methods. Most pre-
vious research was based on institutional case studies and
small-scale qualitative data collection and analysis. 

To summarize, research on internationalization in
Kazakhstan continues to be in the nascent stages of develop-
ment. None of the studies, which we were able to locate, had
taken a careful look at local faculty members’ experiences with
or their views about the process of internationalization. In
addition, very few previous studies used quantitative approach-
es to collect data from larger multi-institutional samples.
Meanwhile, a better understanding of faculty perceptions of
internationalization could be useful for HEI administrators
and higher education policymakers. Hence, this study aimed to
fill the gap in the available scholarship, as well as to obtain
novel insights about existing theories by using a survey of fac-
ulty members representing a wide range of institutional types
in various regions of Kazakhstan. Four research questions were
posed at the start of the study:

What are the faculty’s views on the internationalization
process at their institution?
How do the views vary among the faculty based on differ-
ent demographic characteristics (rank, discipline, age,
experience)?
What is the relationship between the views and faculty
members’ English language proficiency? 
To what extent do views differ between faculty members
who engage and those who do not engage in international
experiences?

Method 
This study used a quantitative survey design as the main
research strategy. In particular, answers to research questions
were obtained from APIKS (Academic Profession in the
Knowledge Society) survey. APIKS is the third major interna-
tional initiative to study the academic profession after the
Changing Academic Profession for 2007/08 and the Carnegie
Survey of the International Academic Profession in 1992.
Currently, the comparative study involves around 20 countries,
including Argentina, Canada, Chile, Croatia, Estonia, Finland,
Germany, Kazakhstan, Japan, Korea, Lithuania, Malaysia,
Mexico, Portugal, Russia, Slovenia, Sweden, Switzerland, USA,
Taiwan, and Türkiye. 

For the study of academics in Kazakhstan, our team used the
standard internationally developed APIKS survey instrument,
which was modified to include several additional questions per-
tinent to the national context. The original instrument was
developed in the English language and included six sections: (1)
career and professional situations, (2) teaching activities, (3)
research activities, (4) external activities, (5) governance and
management, as well as (6) academics in the formative career
stages. The Kazakhstani version of the survey was translated



into Russian and Kazakh and was administered in both lan-
guages with the participants having a choice of which language
to use.

Before administration, the Kazakhstani versions of the
instrument were piloted on 30 individuals to ensure compre-
hensibility and consistency of the Russian and Kazakh versions
of the international instrument. Cronbach’s alpha reliability
for the Russian-language instrument was +0.83. For the
Kazakh instrument, the Cronbach’s alpha was +0.87. There is
general agreement that +0.75 or above indicates appropriate
instrument internal consistency. The test-retest/stability reli-
ability coefficient measured on the 30 participants was +0.84
and +0.77 for the Russian and Kazakh instrument respective-
ly, which was again an appropriate figure. 

To ensure the validity of the instrument, the pilot survey
was administered verbally. The participants were asked to read
the questions and instructions out loud, whereas the member
of the research team administering the survey took notes cap-
turing any parts of the questionnaire, which were not proper-
ly understood or were misunderstood by the respondent.
Subsequently, the phrasing of the instructions and questions
was modified until proper clarity was achieved. 

In selecting the sampling strategy for the survey, we took
into account the characteristics and size of the total population
of academics in Kazakhstan, hoping to obtain a representative
sample. The population is comprised of 38,470 individuals, 64%
of whom are female faculty. By educational level, 33.8% have a
Master’s degree, 33% are Candidates of Sciences, 6.8% - hold a
Ph.D. degree, and 8.5% are Doctors of Science (Ministry of
Education and Science, 2018). More than one-third of the fac-
ulty are located in Almaty, and about as many - in Nur-Sultan,
South Kazakhstan, and Karaganda region combined. These
individuals are also spread across public and private institutions
of different levels of importance/funding (national, regional,
city) - the two main types of HEIs in Kazakhstan.

To obtain a representative sample, a multistage stratified
random sampling strategy was used. First, 48 higher education
institutions were chosen purposefully in 17 different regions
(14 regions plus the present and the former capital cities,
where the greatest number of universities is located). The
sample included private and public, as well as the institutions
of different status including national (six out of eleven existing
institutions), regional, state, and private institutions (the latter
three types totaling 42 institutions). Second, we used cluster
sampling, whereas in each university we obtained a list of clus-
ters - schools, departments, and labs comprising organization-
al units. In each university, we randomly selected a set of such
units and within each unit. 

The data was collected via a survey instrument by a profes-
sional data collection company, which was hired for the task in
Kazakhstan. The data collection team of the hired data collec-
tion company approached each of the faculty, researchers, and
administrators within the selected organizational units and
requested them to complete the survey. Trained data collec-
tors of a specialized data collection company interviewed indi-
vidual faculty using the Computer Assistant Personal
Interviewing (CAPI) method. The use of the CAPI method
effectively decreases both interviewer and response error. The
data was cleaned and analyzed using SPSS statistical software.

To assess the faculty views on internationalization at their
institution, we used a composite latent variable operational-
ized by a set of questions in the survey about internationaliza-
tion. The views on the internationalization scale included
answers on such perceived effects on internationalization as
enhanced prestige, enhanced academic quality, increased rev-
enue, widening research networks, increased mobility of stu-
dents and faculty. Faculty reacted to a series of statements
about the pace of internationalization at their institution (var-
ious aspects of internationalization) and about their views on
costs and benefits of internationalization on a five-point
Likert scale ranging from “not at all” to “very much”.
Mathematically, the scale was the average responses of faculty
to the abovementioned survey statements. The scale was
found to be internally consistent (Cronbach alpha coefficient=
0.88). Unless mentioned otherwise, the inferential tests and
correlational analyses are based on this scale.

Results
After applying the multi-stage approach to the selection of
participants, 1024 individuals filled out the survey. Out of
them, 73 were academic administrators that were taken out
from the analysis. The findings of this study are thus based on
valid survey responses from 946 full-time faculty members.
The following statistics describe the demographic and profes-
sional characteristics of the faculty respondents. Twenty-
seven percent of the participants were male. The median age
of the participants was 43 (age ranging from 21 to 62 years
old). In terms of ethnic composition, 84% of the participants
were Kazakh, 10% were Russians, and 6% - representatives of
other ethnicities. With respect to employment affiliation,
43% of the participants were employed at the hiring universi-
ty for 10 years or less. About a third of the respondents (32%)
worked at the institution for 11–20 years, 17% for 21–30
years; and the rest - for over 30 years. Most of the participants
worked at the university either full-time (47% of the respon-
dents) or more than full-time (44%). The majority of the
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respondents were hired on a fixed-term non-permanent con-
tract (65%) and were junior-level faculty (63%). In terms of
disciplinary specialization, 32% of the participants came from
natural, biomedical, and engineering backgrounds, whereas
20% came from education, another 20% from social sciences,
and 15% from humanities and art. 

RQ1: What Are Faculty Views on the
Internationalization Process at their Institutions? 

Two groups of questions in the survey instrument collected
responses pertinent to the first research question. The faculty
were asked to express their views about the benefits and costs
of internationalization, as well as their views about the pace of
internationalization at their institution. 

The results of the survey presented in ��� Table 1 summa-
rize faculty views on the benefits of internationalization. The
table clearly shows that faculty in Kazakhstan tend to have a
positive view of internationalization as a process. In particular,
the absolute majority of the faculty members (over 80% on
average) believe that internationalization contributes to an

institution’s enhanced prestige, enhanced academic quality,
enhanced research networks, increased student and faculty
mobility. The views were somewhat less optimistic about the
ability of internationalization to contribute to increased insti-
tutional revenue. Only 60% of the faculty thought that inter-
nationalization increases revenue to some or considerable
extent. 

��� Table 2 presents a summary of the faculty views about
the costs of internationalization. Based on the summary, many
faculty members acknowledge that despite some benefits,
internationalization is also associated with some costs. For
example, 78% of the respondents believe that international-
ization leads to weakened cultural identity. In addition, almost
70% of academics think that internationalization leads to
increased brain drain. 

Another set of questions in the survey asked the faculty
about their views on the pace internationalization is conduct-
ed at their institution. Based on the responses summarized in
��� Table 3, most faculty have positive views of their institution’s
internationalization initiatives. About 85% of the participants

��� Table 1. Faculty views about benefits of internationalization. 

Aspects No/little extent Neutral Some/considerable extent

Enhanced prestige 28 71 847

3.0% 7.5% 89.5%

Enhanced academic quality 39 101 806

4.1% 10.7% 85.2%

Enhanced research networks 30 93 823

3.2% 9.8% 87.0%

Increased mobility of students 28 96 822

3.0% 10.1% 86.9%

Increased mobility of faculty 61 125 760

6.4% 13.2% 80.3%

Increased revenue 147 224 575

15.5% 23.7% 60.8%

��� Table 2. Faculty views about costs of internationalization. 

Aspects No/little extent Neutral Some/considerable extent

Weakening cultural identity 77 132 737

8.1% 14.0% 77.9%

Increased brain gain 122 184 640

12.9% 19.5% 67.7%

Note: A five-point response scale was used in the original survey. For the purposes of this study, we collapsed the data from the responses “No” and “To a little extent”
and data from the responses “To some extent” and “To a considerable extent.”



felt that their institution had a clear internationalization strategy
and provided opportunities for students’ participation in
exchange programs. The respondents were in a strong, but
somewhat weaker agreement with the statements that their insti-
tutions provided funding for short-term visiting or long-term
contracted international faculty, as well as encouraged its faculty
members to publish abroad. Only slightly above 50% of the fac-
ulty agreed that their institutions provided funding for research
and conference presentations abroad and that institutions were
not particularly keen on supporting international students.

RQ2: How Do the Views Vary among the Faculty
Based on Different Demographic Characteristics
(Rank, Discipline, Age, Experience)? 

To explore whether faculty varied in their views about interna-
tionalization depending on a set of demographic characteristics
we used either a t-test or a test of significance of the correlation,

depending on the scale of the corresponding independent vari-
able. In particular, we looked at the influence of such variables
as rank, age, experience, and disciplinary specialization. The
results of the tests are summarized in ��� Table 4. Based on the
results, it is clear that there was no difference between groups
of faculty members based on the selected characteristics.

RQ3: What Is the Relationship between the Views
and Faculty’s English Language Proficiency? 

One of the hypotheses that we pursued in the study is that bet-
ter knowledge of the English language is associated with more
favorable views of internationalization. Only about 38% of the
participants indicated that they were fluent in English or flu-
ent enough for professional communication (��� Table 5). The
majority of the participants could hardly speak English or did
not have any skills in the language at all. We assessed the sta-
tistical significance of the difference between the fluent and
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��� Table 3. Faculty views about the pace of internationalization at their institution. 

Statement Strongly disagree/disagree Neutral Strongly agree/agree

Your institution has a clear strategy for 51 93 802
internationalization 5.4% 9.8% 84.8%

Your institution provides various international 42 96 808
exchange programs for students 4.4% 10.1% 85.4%

Your institution provides various opportunities/ 121 161 664
funding for visiting international scholars 12.8% 17.0% 70.2%

Your institution encourages the recruitment 92 164 690
of faculty members from foreign countries 9.7% 17.3% 72.9%

Your institution encourages faculty members to 123 128 695
publish internationally 13.0% 13.5% 73.5%

Your institution provides various opportunities/funding 201 188 557
for faculty members to undertake research abroad 21.2% 19.9% 58.9%

Your institution provides various opportunities/ 145 196 605
funding for visiting international students 15.3% 20.7% 64.0%

Your institution provides various opportunities/
225 163 558

funding for faculty members to attend international
conferences abroad

23.8% 17.2% 59.0%

��� Table 4. Faculty backgrounds and positive views on internationalization. 

Variable Results

1. Rank Junior faculty look similarly at internationalization (M=4.40) as senior (M=4.32), p=0.07, t(652)=-1.80

2. Age No association between age and favorable internationalization scale, r=-0.44, n=946, p=.172 

3. Discipline Non-STEM faculty look similarly at internationalization (M=4.40) as STEM (M=4.31), p=0.086, t(737)=-1.72

4. Experience in academia No meaningful association between experience and favorable internationalization scale, r=-0.74, n=946, p=.023



non-fluent speakers of English using a t-test. Fluent speakers
look more favorably at internationalization (M=4.50) com-
pared with those, who speak less fluently (M=4.35), p=0.008,
t(241)=-2.66 albeit with a small effect size (Cohen’s D= 0.218).

RQ4: To What Extent Do Views Differ between
Faculty Who Engage and Those Who Do Not
Engage in International Experiences? 

Another hypothesis that we pursued in the study is that having
some international experiences is associated with more favor-
able views of internationalization. Only about 48% of the par-
ticipants indicated that they engaged in some form of collab-
oration with international colleagues (��� Table 6). We
assessed the statistical significance of the difference between
those who had international experiences and those who did
not have any using the t-test. However, we found no signifi-
cant difference between those who engaged and did not
engage actively in internationalization. There was no differ-
ence in the attitude towards internationalization between
those who engaged with foreign colleagues and those who did
not (Menagged=4.39, Munengaged=4.33, p=0.323, t(728)=0.99). 

Discussion 
Several important findings emerge from the study. First, at the
face value, faculty in Kazakhstan seem to have positive views of
internationalization in general and internationalization efforts

in their institutions in particular. The absence of association
between the perception of internationalization and age, experi-
ence, and discipline, is consistent with the finding that the
majority of faculty view internationalization positively. 

If the uniformly positive views of the faculty accurately
reflect the reality of internationalization in Kazakhstani institu-
tions, then this may point to the positive effects that the
process has on opportunities for international mobility created
by international mobility, internationalization of the curricu-
lum, and research collaboration. Most institutions might truly
be actively pursuing various internationalization initiatives and
faculty members seem to be satisfied with the pace of their
implementation.

However, the lack of variation in faculty perceptions could
be the consequence of the faculty members’ minor role in
institutional decision-making and educational policy. Until
recently, as a legacy of the Soviet-era centralized decision-
making in all spheres of life (Burkhanov, 2018), higher educa-
tion policy and organizational decision-making remain large-
ly top-down (Bilyalov, 2016). The views of faculty are rarely
considered, and the academic staff is rarely consulted when
internationalization policies are adopted and when university
administration decides to take a particular course of action in
that direction (Sarinzhipov, 2013). We believe that as a result
of little engagement in organizational governance, lack of
opportunities to be heard and engaged in deciding the direc-
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��� Table 5. English language proficiency of the participants. 

English language proficiency Frequency Valid percent Cumulative percent

Fluent 145 15.3 15.3

Fluent enough for professional communication, reading special literature 219 23.2 38.5

Hardly can speak and understand 377 39.9 78.3

Do not speak and understand 205 21.7 100.0

Total 946 100.0

��� Table 6. Engagement in internationalization experiences. 

Do you collaborate with international colleagues? Frequency Valid percent

Yes 350 47.9

No 380 52.1

Total 730 100.0

Missing 216

Total 946 



tions of internationalization, and absence of any feedback
gathering mechanisms within the decision-making system at
universities, many faculty members might uncritically adopt
the view of those in power, including the view of the benefits
and costs of internationalization. 

As mentioned in the introductory part of the paper, inter-
nationalization is centrally considered as the main instrument
of higher education modernization and many internationaliza-
tion activities are pushed to universities from the government,
which is also responsible for providing a policy rationale about
its advantages and disadvantages (Jumakulov et al., 2019;
Kuzhabekova, 2020). In addition, the main responsibility for
the implementation of government directives falls on the uni-
versity administration, and internationalization initiatives are
carried on in a centralized fashion at the institutional level (Li
& Ashirbekov, 2014). The uniform view of the faculty mem-
bers in our study could be just a symptom of their lack of
agency and limited influence over institutional decisions about
internationalization. 

If the uniform views on the pace of internationalization are
the result of lacking faculty engagement, the finding is problem-
atic. Internationalization can be costly and can be wasteful for
institutions of its benefits are not fully capitalized upon in the
process of teaching, research, and advising, which are within the
realm of the direct responsibility of faculty members. The facul-
ty members’ concerns that internationalization may contribute
to the loss of cultural identity and increased brain drain are also
consistent with the official views about the negative side-effects
of internationalization (Tazhibayeva, 2017). For example, the
fears that students sent abroad on government scholarships
might not return to Kazakhstan or might return with significant-
ly modified national identities are some of the key concerns
expressed by critics of such government scholarships (Bokayev,
Torebekova, & Davletbayeva, 2020). Moreover, there are grow-
ing concerns of brain drain in the country as more young citizens
decide to immigrate and/or pursue higher education abroad.
This issue is especially poignant in regions bordering Russia
(Central Asian Bureau for Analytical Reporting, 2019). The fact
that faculty are concerned about the loss of intellectual capital
and cultural identity is important. University faculty members
are among the best-educated individuals in the country, who are
empowered to inculcate cultural values in the next generation of
Kazakhstanis. University administrators and policymakers in
Kazakhstan should take a greater effort to investigate the reasons
for these concerns, as well as faculty ideas on how the problems
aggravated by internationalization could be addressed. 

The only difference in views among faculty emerges under
the influence of such a factor as the knowledge of the English

language. Those fluent in English have more positive views on
internationalization, potentially because they benefit more
from it. For example, they are more likely to receive fellow-
ships for professional development abroad, grants for collabo-
rative research, as well as are more likely to be involved in uni-
versity teams responsible for managing partnerships with uni-
versities abroad, thus benefitting in terms of exposure to best
international practices. 

An important finding from the survey is that faculty seem
to be less satisfied with the availability of funding for short-
term and conference trips abroad. This possibly happens
because: (1) internationalization policy in Kazakhstan focuses
predominantly on students (Jumakulov et al., 2019), (2) institu-
tionally funded mobility programs benefit predominantly stu-
dents and are used for marketing purposes (Kuzhabekova,
2020). We find this finding highly problematic. Faculty are the
main targets of internationalization-driven modernization. For
example, interaction with international experts and profession-
al development trips abroad could be prescribed within the
frames of reforms aimed at improvement of the quality of
teaching or transfer to credit-hour technology (Nessipbayeva,
2014). Similarly, faculty are expected to engage in internation-
al research collaborations within the government’s initiatives
to enhance university research capacity (Jumakulov et al.,
2019). Meanwhile, while being viewed as the main implemen-
tors of internationalization initiatives, faculty have few oppor-
tunities to benefit from internationalization themselves. This
could explain why faculty members, who have limited knowl-
edge of English, have less positive view of internationalization.
They might be excluded from whatever limited opportunities
are available. An important practical implication of this finding
is that universities and governments should stimulate better
access of faculty to international programs via subsidized lan-
guage training and expansion of mobility programs and inter-
national research collaboration funding.

Conclusion 
Several important implications arise from the findings of the
study. First, more funding should be provided for faculty
mobility programs, as well as for faculty language training, so
that more faculty could benefit from the mobility. Second, the
voice of faculty members should be included in international-
ization policy development, and they should be provided with
opportunities to express both positive and negative views, as
well as suggestions for changes in the course of actions. Third,
given the faculty concerns about the brain drain and the loss of
cultural identity, as well as the state’s interest in lowering the
rate of brain drain from the country, especially among the
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younger generation, faculty can be encouraged to engage in
critical conversations about internationalization with their stu-
dents. This is something, which may be difficult to achieve in
a post-Soviet state, where critical thinking was undermined by
years of centralized decision-making and ideological control
(Burkhanov, 2018). Recent initiatives aimed at the expansion of
university autonomy might create a window of opportunity for
both greater involvement of faculty in the determination of
internationalization policies, as well as in critical reflection and
conversations about societal impacts of internationalization
(Bilyalov, 2016). 
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II n 2019, slightly more than 48,000 academic staff, 7.2 per-
cent of them international, devoted their time and effort
nurturing over 1.01 million students across 20 public uni-

versities and 98 private universities and university colleges in
Malaysia. These lecturers/academic professionals strive to edu-

cate and train students who are mostly seeking better social
mobility and professional development opportunities to
improve not only their own lives but also those of their fami-
lies and communities. Even as the country’s higher education
system undergoes rapid privatisation, corporatisation, resource

Malezya’daki yüksekö¤retim akademisyenleri, kampüs d›fl›ndaki etkileflim-
ler yoluyla sosyal yard›mlar›n› ve uluslararas› deneyimlerini gelifltirmeye
teflvik edilmektedir. Bu tür faaliyetler, bir bütün olarak Malezya yüksekö¤-
retim sisteminin yeterlili¤ini, güvenilirli¤ini ve uygunlu¤unu gelifltirmede
çok önemli olarak kabul edilir. Bu çal›flma, Malezya yüksekö¤retim kurum-
lar›nda (2019–2020) akademisyenler (n=4368) ile ilgili Bilgi Tabanl› Top-
lumda Akademik Meslek (APIKS) küresel anketine dayal› uluslararas›laflma
deneyimlerini ve alg›lar›n› araflt›rmaktad›r. Birincil amaç, Malezyal› akade-
misyenlerin ö¤retim, araflt›rma ve yay›n faaliyetlerinde uluslararas›laflma al-
g›lar›n›n yan› s›ra kurumsal stratejileri ve uluslararas›laflma deste¤i de dahil
olmak üzere uluslararas›laflman›n sonuçlar›na iliflkin alg›lar›n› ortaya koy-
makt›r. Ayr›ca, uluslararas›laflma faaliyetlerinde aralar›ndaki farkl›l›klar›
görmek için e¤itim geçmifli, akademik unvan ve üniversite türleri bak›m›n-
dan çeflitli gruplar›n kesitsel analizleri yap›lm›flt›r. Bulgular, Malezyal› aka-
demisyenlerin ö¤retim ve araflt›rma yönelimlerinde oldukça uluslararas› ol-
malar›na ra¤men, uluslararas›laflman›n yay›nlar›nda daha az belirgin oldu-
¤unu göstermektedir. Uluslararas› sonuçlar, kurumsal itibar› ve akademik
kaliteyi art›rmaya güçlü bir flekilde e¤ilir. Kurumsal uluslararas›laflma stra-
tejileri konusundaki görüflleri olumlu olsa da kat›l›mc›lar bilimsel faaliyet-
leri desteklemede yeterli kurumsal finansman›n verilip verilmedi¤i konu-
sunda daha az emin görünmektedirler. Bulgular ayr›ca bireysel uluslararas›
araflt›rma ve yay›nlarda yafl gruplar›, kurum türleri ve unvanlar bak›m›ndan
farkl›l›klar bulundu¤unu do¤rulamaktad›r. Çal›flma, akademik hareketlilik,
araflt›rma deste¤i ve mesleki geliflim konusunda politika ve uygulamaya yö-
nelik önerilerle sona ermektedir. 

Anahtar sözcükler: Akademik hareketlilik, akademisyenler, Malezya,
uluslararas›laflma, yüksekö¤retim.

Higher education academics in Malaysia are encouraged to enhance their
outreach and international experience via engagement beyond the campus.
Such activities are considered paramount in fostering competence, credibil-
ity and relevance of the Malaysian higher education system as a whole. This
paper explores the experiences and perceptions of internationalisation
based on the Academic Profession in the Knowledge-Based Society
(APIKS) global survey on academics (n=4368) in Malaysian higher educa-
tion institutions (2019–2020). The primary purpose is to highlight
Malaysian academics’ perceptions of internationalisation in their teaching,
research and publication activities as well as their perceptions of the out-
comes of internationalisation, including their institutional strategies and
support for internationalisation. In addition, cross-sectional analyses of var-
ious groups (education background, rank and university types) were carried
out to see the differences between them in internationalisation activities.
The findings indicate that while Malaysian academics were quite interna-
tional in their teaching and research orientations, this was less pronounced
in their publications. International outcomes leaned strongly towards
enhancing institutional reputation and academic quality. While the respon-
dents had positive responses to institutional strategies for internationalisa-
tion, they seemed less assured of sufficient commitment, in terms of fund-
ing, to support scholarly activities. The findings also confirm the existence
of differences among age groups, institution types and ranks on individual
international research and publication practices. This paper concludes with
recommendations for policy and practice on academic mobility, research
support and professional development. 

Keywords: Academic mobility, academics, higher education, interna-
tionalisation, Malaysia.
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rationalisation, with increasing embedment of quality assur-
ance in all functions and operations (Lee, 2015), they remain
committed to their vocation, developing study programmes,
curricula, teaching policies, and conducting valuable research. 

Under the Code of Practice for Institutional Audit
(COPIA) and Code of Practice for Programme Audit
(COPPA) issued by the Malaysian Qualifications Agency
(MQA), one of the nine areas of evaluation in the provision of
quality higher education is academic staff. Academic staff are
expected to participate in “four interrelated academic activities”
(MQA, 2009, p. 40): teaching, research, consultancy, services
and community engagement. However, the degree of involve-
ment in these activities varies between academic ranks and
types of higher education institutions (HEIs). Institutions must
adhere to seven benchmarked standards for recruitment and
management, and five benchmarked standards for service and
development to support their academics in their productivity
and delivery of academic programmes. Institutions must also
ensure their staff receive systematic training throughout their
service, and that incentives to reward service excellence are put
in place, such as promotion, and attractive salary increments. 

The academic community is also instrumental in driving
transformation for Malaysia’s higher education system, which
has undergone numerous waves of change within the past 25
years. Sack and Jalloun (2017) recount a series of mergers and
demergers of the Ministry of Higher Education (MoHE) and
the Ministry of Education (MoE) which have taken place since
2013 which were mostly economically and politically driven.
Azman and Wan (2021), and Wan and Abdullah (2021)
describe a series of policy changes underlying internationalisa-
tion of the country’s higher education system since 2007. 

Policy Considerations for Internationalization 

Malaysia is committed to increasing the visibility and promi-
nence of its higher education system globally through interna-
tionalisation. This commitment can be traced through four
ministerial documents issued over the past fifteen years.

The first document is the National Higher Education
Strategic Plan (NHESP), launched in 2007. In this document,
Malaysia is envisioned as an international education hub,
becoming a country of choice for students to pursue quality
and affordable higher education. The government set a target
of 150,000 international student enrolment by 2015, and
200,000 international students by 2020. To achieve this goal,
four strategies were introduced: increase global network and
collaboration with international institutions; increase academ-
ic programme offerings to international students; increase
international student recruitment at private higher education
institutions; and enhance promotion and branding of

Malaysian higher education institutions at the international
level (MoHE, 2007). Action plans that were specific to academ-
ics included international attachment programmes at foreign
institutions as well as integration of comparative and interna-
tional elements in the curriculum. 

The second document is a complementary document to the
NHESP launched in 2011, titled “Malaysia’s Global Reach: A
New Dimension”. This document expresses Malaysia’s inten-
tion to increase its global reputation on the basis of soft power
in higher education, defined as “… capabilities and intentions of
institutions to capture the hearts and minds of local and interna-
tional stakeholders to collectively accept values, ideologies and
cultures of learning that can benefit communities…” (MoHE,
2011a, p. 18). Action plans specific to academic staff include
expert sharing, diplomatic bonding, community exchange, stu-
dent and institutional fellowship, as well as skills and technolo-
gy transfer among partner countries (Azman & Wan, 2021). 

The third document is the Internationalisation Policy for
Higher Education Malaysia, also launched in 2011. In this doc-
ument, a total of six strategic areas are identified for the acceler-
ation of internationalisation of higher education institutions, in
particular, the public institutions: student mobility, staff mobili-
ty, academic programmes, research and development, gover-
nance, as well as social integration and community engagement
(MoHE, 2011b). Action plans specific to academics include
recruitment of international academic staff, outbound mobility
of Malaysian academics, as well as professional development and
training for academic and non-academic staff to support and
enhance institutional internationalisation activities. 

The fourth and final document, the Malaysia Education
Blueprint (Higher Education) 2015–2025, attempts to situate
the Malaysian academic profession in higher education trans-
formation. Launched in 2015, the document outlines 10 trans-
formative shifts in Malaysian higher education for a 10-year
horizon. Shift 2 (Talent Excellence), Shift 7 (Innovative
Ecosystem), and Shift 8 (Global Prominence) are calls for the
academics to support Malaysia’s aspirations in becoming an
international education hub, through the provision of value-
driven and globally relevant education, as well as establishing
herself as a globally-connected player for academic and
research in niche areas (MoHE, 2015). Towards this end, each
academic staff is expected to take on one of the following four
“personas”: inspiring educator, accomplished researcher,
experienced practitioner, and institutional leader. They are
also expected to be solution providers to industries and com-
munities, and build Malaysia’s capacity in strategic areas that
are critical to national development. In other words, academ-
ic staff are even more obligated to teach, conduct research,
provide consultancy services, and engage with the internation-
al community, as contributions from these academic activities
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are considered instrumental to increasing the competitiveness
and prestige of the country in the global arena. 

As a result of the policies introduced, Malaysia became an
exporter of education services to the world. In 2008, the coun-
try hosted a total of 69,174 international students and 2895
international academic members. By 2018, the country
recorded 131,514 international student enrolment, a two-fold
increase within a span of 10 years with 4462 international aca-
demic members (Wan & Abdullah, 2021). These numbers
only constitute about 8.2 per cent of the academic staff in all
higher education institutions (54,508) in 2018. The private
higher education sector remained a major host throughout the
years, with seven out of 10 students pursuing their studies in
private higher education institutions across the country. 

Even though the State is deeply committed to internation-
alising its higher education system, it remains to be seen
whether its academic members are following the lead. In all the
ministerial documents mentioned above, academic staff are
expected to initiate, strengthen, and sustain cross-border col-
laboration in teaching, research, and services. Specific action
plans related to academic staff include expert sharing, diplo-
matic bonding, community exchange, student and institutional
fellowship, as well as skills and technology transfer among part-
ner countries (Azman & Wan, 2021). They are also expected to
increase the visibility of the Malaysian higher education system
abroad, through representation at conferences, meetings, and
other international academic and research events. However,
their perceptions of internationalisation, as well as the extent of
their involvement, have not been reviewed at large. A descrip-
tive review of academic staff involvement in internationalising
Malaysia’s higher education system is therefore critical and
necessary in order to inform policymakers on potential inter-
ventions to be introduced in the future. 

This paper focuses on a review of Malaysian academics’
involvement in internationalisation. Indicators derived from
the Academic Profession in the Knowledge-Based Society
(APIKS) global survey were used to assess international
engagements of academics in Malaysian higher education
institutions. In this survey, the internationalisation of the aca-
demic profession refers to the increasing permeability of
national boundaries in academic research, teaching and serv-
ice, and to the increasing mobility of students and academics
across borders (Finkelstein, Walker, & Chen, 2013). The con-
ceptual underpinning for this paper is built on previous works
contributed by Knight (2004, 2008) and Finkelstein et al.
(2013) relating to academics’ engagement in internationalisa-
tion at both individual and institutional levels. This paper also
builds on contributions from Finkelstein and Sethi (2014) as
well as Marquina and Ferreiro (2015), who highlighted that
international mobility, such as attachments and international

travel for scholarly purposes, is a strong conduit affecting
internationalisation in teaching and research of higher educa-
tion institutions. We hypothesised that academics are intrinsi-
cally and extrinsically motivated to partake in internationalisa-
tion activities. They align their efforts with institutional prior-
ities that are deemed both profitable as well as compatible
with the overall goals and values of the institution. Our con-
tribution in the continuing conversation is the financial agen-
da that is less discussed, particularly within the context of
Malaysian higher education. We argue that while the State is
highly invested in internationalising its higher education sys-
tem, significant financial investment is still required in
enabling these academics to pursue their cause. The academ-
ics can only fully benefit from internationalisation if the
biggest leveller - funding, is made available to them. 

The paper is structured as follows. First, we outline con-
ceptual considerations underlying the rationale and signifi-
cance of this paper. Next, we briefly introduce the APIKS
global survey, the indicators selected for analysis, and sam-
pling of the survey. We then present findings and discussion
on particular trends identified throughout our analysis before
highlighting implications for policy and practice. 

Literature Review 

An international dimension to the work of academics in high-
er education will always exist. Buckner and Stein (2020) note
an ingrained imaginary of the “internationalised” academic
professional that is pervasive across the global academic com-
munity. These include: international staff recruitment; inter-
national mobility; internationalisation of curriculum; interna-
tional research; collaboration with international researchers;
and participation in capacity development activities interna-
tionally, either as a transmitter of knowledge, or as recipient
of skills and competencies from an international partner. 

In order to carry out their responsibilities, academics need
to have a multicultural worldview, intercultural sensitivity, and
an international mindset to effectively educate students in
their socially diverse classrooms and prepare them for multi-
cultural workplaces (Donald, 2007; Sanderson, 2008). They
are also expected to advance and disseminate knowledge by
collaborating with their peers overseas (Finkelstein & Sethi,
2014; Teichler, Arimoto, & Cummings, 2013). Appe (2020)
found that academics have significant influence in determin-
ing institutional participation in study abroad activities. They
may be familiar with the country in which a collaborative part-
ner is located, have strong personal relationships with his/her
peers in university, government agency, or non-governmental
organisation (NGO) in the country, or have particular research
and/or travel interests in the country. 



Despite the various benefits for teaching, research, and net-
working, not all academics warm up to the idea of internation-
alisation (Dewey & Duff, 2009). This may be attributed to
their lack of: language skills, exposure, awareness of interna-
tional opportunities (Andreasen, 2003), or understanding of
internationalisation initiatives (Friesen, 2013). Those academ-
ics with international experience were found more likely to stay
internationally connected with colleagues from other countries
(Webber, 2012). In cases where institutional support is lacking,
international initiatives are often seen by academics as addi-
tional work with little or no benefit (LeBeau, 2010). Without
incentives for internationally oriented activities (Li & Tu,
2016), such as structural and financial resources (Finkelstein et
al., 2013; Teichler et al., 2013), academics may not be keen to
initiate or sustain their involvement in internationalisation. 

Additionally, internationalisation policies tend to be devel-
oped and monitored at the institutional level. Previous studies
have tended to focus on macro-level investigations, rather
than from the perspectives of individuals affected by the
process (Finkelstein et al., 2013; Li & Tu, 2016; Sanderson,
2008). Such a trend seems to run counter to claims by
Teichler et al. (2013), Finkelstein and Sethi (2014), and
Huang, Finkelstein and Rostan (2013), about the crucial role
that academics play in shaping internationalisation through
teaching, research, and service. It also contradicts studies that
demonstrate significant correlations between the quality of
scholarly production and institutional internationalisation
(Abramo, D’Angelo, & Di Costa, 2009).

Method 
Instrumentation and Sampling 

The research reported in this paper is based on a descriptive
study that utilised a survey for data collection. We report select-
ed findings from a global survey (APIKS) to ascertain the cur-
rent state of play for academic staff’s involvement in internation-
alisation. We are concerned with the following question: have
the policies and two-fold increase of international student enrol-
ment in the country piqued the interest of Malaysian academic
staff, and increased their participation in internationalisation?

APIKS is the most recent iteration of a survey entitled
“Changing Academic Profession” (CAP), a global initiative
held since 1992. Research teams work together across borders
to examine the changing nature in the world of academic work.
The survey uses both closed and open-ended items. The closed
items use single-answer multiple choice, rating and Likert scale
questions. The open-ended questions require respondents to
type their answer into a box. The questions are divided into
themes that describe the various facets of academic work, such

as current career and professional situations, teaching and
research, external activities, as well as governance and manage-
ment. A new theme on academics in formative career stages was
added to the current iteration of the global survey. With a com-
monly agreed upon protocol for data collection and analysis by
a community of practice, the validity and reliability of the sur-
vey is well-established. 

Data for APIKS-2019 was collected online between June
2019 to July 2020. The population sampled for this study com-
prised academics from public universities (31,626) and private
universities and university colleges (16,755), totalling 48,381.
Using cluster sampling (university types: public university, pri-
vate university, private university college) and stratified sam-
pling (discipline, academic rank, and gender), a total of 4368
academics responded to the survey, constituting about 9.0 per
cent of the total academic staff in Malaysia. ��� Table 1 provides
the demographic characteristics of the respondents. The major-
ity of the respondents were from public HEIs (92.1%). Of the
total number of respondents, 44.4 percent were male while 55.6
percent were female. The respondents were predominantly
Malaysians (4227 or 96.8%) who worked full time (4280 or
98%). Over 75 percent (3283 respondents) of them had a doc-
toral degree. 

The variables and items from the APIKS survey depicted in
��� Table 2 were chosen to shed light on the internationalisation
practices both at the individual and systemic levels. Teaching
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��� Table 1. Demographics of APIKS respondents (n=4368). 

Characteristics Profile

Higher education institutions Public: 4022 (92.1%)
Private: 346 (7.9%)

Gender Male: 1938 (44.4%)
Female: 2430 (55.6%)

Citizenship Malaysian: 4227 (96.8%)
Non-Malaysian: 141 (3.2%)

Academic rank Professor: 7.3%
Associate professor: 19.8%
Senior lecturer: 49.8%
Lecturer: 21.0%
Others: 2.1%

Tenure Full-time: 4280 (98.0%)
Part-time: 26 (0.6%)
Others: 62 (1.4%)

Doctoral degree Yes: 3283 (75.2%)
No: 1085 (24.8%)

Degrees outside Malaysia First degree: 869 (19.9%)
Second degree: 930 (21.3%)
Doctoral degree: 1306 (29.9%)
Postdoctoral: 127 (2.9%)
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variables included the presence or absence of international per-
spectives or content in their courses, whether their external
activities reinforced their teaching, and if there was perceived
increase in the number of international students since they
started teaching. Research variables included two items, name-
ly research collaboration with international colleagues, and the
international scope or orientation of their primary research.
Publication variables included three items: published in a “for-
eign” language; works were peer reviewed; and co-authored
with colleagues located in other countries. Information on all
three variables was used to determine the existence and scope of
the academics’ individual approaches to internationalisation. 

In order to examine the academics’ perceptions of the out-
comes of internationalisation activities, nine variables related to
rationale or motivation for internationalisation were used.
Demographic variables affecting internationalisation included
mobility across borders, i.e. whether they had received their
degrees abroad, academic rank, and type of university. The dif-
ference in perceptions of the connection between mobility of
scholars and the internationalisation of the academic profession
was analysed with the assumption that experiences abroad may
have had an impact on academic activities. International aca-

demic activities are likely to vary according to both structural
and institutional features within which academics are embed-
ded as well as according to their positions or academic charac-
teristics, i.e. ranks, and types of universities which were used for
the variables. These cross-sectional analyses of various cohorts
or groups enabled a clear comparison between the groups in
their internationalisation activities.

Results
The results section is divided into two levels of analysis: indi-
vidual and institutional orientation for internationalisation. 

International Orientation of Individual Academics

Overview of Teaching, Research and Publication
The respondents were prompted to characterise the “interna-
tional” orientation of their teaching and research activities. A
glance at ��� Figure 1 suggests that the internationalisation of
the contents of teaching is the most pervasive aspect of the
internationalisation with 69.9 percent of the respondents
reporting that their courses emphasised international perspec-
tives or content. More than half of the respondents (56.7%)
believed that their external activities reinforced their teaching.

Yüksekö¤retim Dergisi | TÜBA Higher Education Research/Review (TÜBA-HER)

Doria Abdullah, Norzaini Azman, Chang Da Wan, & Nik Sabrina Abdullah

S50

��� Figure 1. International orientation in teaching, research and publication (percentages responding to agree and strongly agree; Yes or No; a lot and
very much and open-ended statement).

Co-authored with foreign authors

Works were peer-reviewed

Published in foreign country

International in scope or orientatition

Collaborated with international colleagues

Number of international students has increased since
started teaching

External activities reinforced teaching

Courses emphasize international perspectives or content

Pu
b

lic
at

io
n

R
es

ea
rc

h
Te

ac
h

in
g

10.0 20.0 30.0 40.0 50.0 60.0 70.00.0 80.0

35.7

61.9

52.5

51.9

45.2

35.4

56.7

69.9

Percentage (%)



A small proportion of academics were exposed to, or were part
of, a growing global higher education market as only 35.4 per-
cent observed that the number of international students had
increased since they started teaching. 

The proportion of academics who were internationally
active in research varied, to a greater extent, among the respon-
dents than the respective proportion active internationally in
teaching. About 45 percent of the respondents collaborated
with international colleagues, while slightly over half (51.9%)
believed that their research was international in scope or orien-
tation. As for the international orientation for publication,
more than half of the respondents (52.5%) had published in a
foreign country. A slightly higher percentage (61.9%) of
respondents stated that their works had been peer-reviewed.
However, only 35.7 percent of the respondents claimed to have
co-authored publications with foreign/international authors. 

In the following sections, we discuss the internationalisation
of research by looking at two basic dimensions: a focus on the
international content of research, and international collabora-
tion in the research process and publication. Two demograph-

ic variables were selected for analysis: each academic’s educa-
tion background and academic rank. 

Education Background
Of the 4368 respondents, 127 respondents (2.9%) had experi-
enced post-doctoral stints abroad, while 1306 respondents
(29.9%) had completed their doctoral studies abroad. A slight-
ly lower proportion of respondents (21.3%) had obtained their
second degree abroad, and a yet smaller proportion (19.9%)
had received their first degree outside Malaysia. The largest
group of respondents who had earned a degree abroad consist-
ed of doctoral candidates (��� Figure 2).

Next, the level of degrees obtained abroad was cross tabu-
lated with the respondents’ involvement in internationalisation
activities. Differences in the ratings given for internationalisa-
tion of scholarly activities seemed to be related to education
background. In terms of collaborating with international col-
leagues in research, those with doctoral degrees from abroad
reported the most activities (39.9%). This group also reported
higher percentages in publication in foreign countries (21%)
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��� Figure 2. Degree outside Malaysia vs involvement in internationalisation activities (percentages responding to Yes or No; and to open-ended statements).
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and publications co-authored with international colleagues in
the last three years (29.8%) compared to those who had
received their master’s and undergraduate education abroad.
The most interesting results came from those respondents with
postdoctoral experience abroad who reported the highest rat-
ings on the two items. This group of academics seemed to be
more inclined to publish in foreign countries (30.5%) as they
reported that over 80.0 percent of their papers had been pub-
lished in a foreign country and with international colleagues
(34.4%). Thus, although the number of respondents who went
abroad for their post-doctoral training is notably small, it
seemed that their stints abroad enabled them to integrate and
reinforce the international orientation in their research activi-
ties more than was seen among their colleagues. 

��� Appendix 1 provides data on differences in teaching
activities by the groupings of academics with doctoral training
from abroad and those with doctoral training in Malaysia. The
t-test analyses showed no statistical difference between the two
clusters of academics’ doctoral training backgrounds (doctoral
degree from abroad and doctoral training from home) in all the
three teaching activities.

Academic Rank
The findings show that those Malaysian academics characteris-
ing their research as international in scope and collaborating
with international colleagues in their research projects were
unevenly distributed across academic ranks. ��� Figure 3 shows
stark differences between the respondents’ academic rank and
their involvement in internationalisation activities. Being in a
higher academic rank seems to facilitate academics in accessing
international opportunities in research and publication. The
professors, being at the top of the pecking order of the academ-
ic profession, seemed to have greatly benefited in this respect:
a higher proportion of the professors reported that they collab-
orated with international colleagues (82.9%), conducted
research that was international in scope or orientation (75.0%),
received funding from international agencies (17.3%), and
published with colleagues located in a foreign country (73.1%). 

The picture is bleak for senior lecturers and lecturers, who
made up approximately more than 70 percent of the study sam-
ple, and are located at the low pecking order of the academic
community. They reported lower levels of collaboration with
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��� Figure 3. Academic rank and involvement in internationalisation activities (percentages responding to a lot and very much; Yes or No; and open-en-
ded statements).
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international colleagues (44.1% for senior lectures and 21%
for lecturers), and conducted less research that is international
in scope or orientation (51.7% for senior lecturers and 37% for
lecturers). A much lower proportion of senior lecturers (6.4%)
and lecturers (1.8%) claimed to have received funding from
international agencies, and both groups had fewer opportuni-
ties to publish with colleagues located in a foreign country
(33.8% and 15%, respectively). 

��� Appendix 2 illustrates the results of the t-test showing
differences between two career stage groups - junior (early
career academics) and senior (late career academics) in their
teaching activities. The career stage was divided into four
ranks: lecturer, senior lecturer, associate professor, professor,
dichotomised into two subgroups of junior academics (lecturer
and senior lecturer) and senior academics (associate professor
and professor). The results indicate that differences exist in the
mean scores of only one of the three items: external activities
reinforced teaching (t=6.406, p<0.045). 

International Orientation and Outcomes of Institutions

Institutional Involvement in Internationalisation
The respondents were asked to rate their institution’s involve-
ment in internationalisation. A total of eight statements were

presented for rating under this item (��� Figure 4). In general,
the respondents believed that their respective institutions had a
clear strategy for internationalisation (62.5%). They observed
that their institutions encouraged the recruitment of academic
members from foreign countries (44.3%). They also believed
that their institutions provided various international exchange
programmes for students (67.5%). Only a small proportion of
the respondents (37%) indicated that their institutions provid-
ed opportunities for academic staff to attend international con-
ferences abroad. An overwhelmingly positive response was
given to the statement regarding international publications:
over 85.4 percent of them believed that their institutions
encouraged them to publish internationally. 

The remaining three statements had almost equal propor-
tions of positive (Likert scales 4 and 5), and neutral responses
(Likert scale 3), and should be interpreted with caution. First,
when asked whether their institutions provided opportunities
for academic staff to undertake research abroad, 39.2 percent
of the respondents agreed or strongly agreed to the statement,
in contrast with 32.7 percent of respondents who were ambiva-
lent on the subject. Next, when they were asked about oppor-
tunities for visiting international students, approximately one
third of the respondents (32.8%) believed that their institu-
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��� Figure 4. Institution’s involvement in internationalisation (percentages responding to agree and strongly agree).
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tions had made such opportunities available for prospective
international students, in contrast to 38.8 percent of respon-
dents who were unsure of their institution’s contribution in
this aspect. Finally, with regard to opportunities for having vis-
iting international scholars, 35.6 percent of respondents
believed that their institutions had made such opportunities
available for prospective international scholars; however, 38.6
percent of respondents were unsure of their institution’s con-
tribution in this aspect.

The t-tests were also performed to see the differences
between academic and career/stage groups with regard to insti-
tutional involvement in internationalisation. Results presented
in ��� Appendix 3 indicate that differences exist in the mean
scores of five out of nine items: (i) institution encourages the
recruitment of academic staff from foreign countries (t=0.511,
p<0.000); (ii) institution provides various opportunities for
academics to attend international conferences abroad
(t=0.945, p<0.049); (iii) institution encourages academics to
publish internationally (t=5.621, p<0.000); (iv) institution pro-
vides opportunities for visiting international students (t=-
1.916, p<0.033); and (v) institution provides opportunities for
visiting international scholars (t=-0.420, p<0.000). These

results indicate that differences between how the academics
perceived institutional support for internationalisation seem
to be dependent on the stage of their career and their academ-
ic experience. 

��� Appendix 4 also illustrates the results of the t-test for
differences in the respondents’ responses to institutional
involvement based on their doctoral education background.
Results of the t-test on the nine indices of internationalisation
involvement indicate significant differences in only two items
(p<0.05): (i) institution has clear strategy for internationalisa-
tion (t=7.021, p<0.000); and (ii) institution provides various
international exchange programmes for students (t=3.720,
p<0.000).

Internationalisation Outcomes for Institutions
The respondents were asked to rate the outcomes attained by
their institutions through internationalisation. The term ‘out-
come’ indicates an understanding of consequence, result, or
effect that occurs due to internationalisation activities. A total
of nine statements were presented for rating in response to this
question (��� Figure 5). Enhanced research network (76.1%),
enhanced prestige (72.9%), and increased student mobility
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��� Figure 5. Internationalisation outcomes (percentages responding to a lot and very much).
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(72.7%) were considered the most pervasive outcomes of inter-
nationalisation. The next most prevalent outcome of academic
internationalisation was the enhancement of academic quality
(69.5%). More than half perceived that internationalisation
had impacted staff mobility (57.9%), and had increased brain
gain for their respective institutions (57%). More than half of
the respondents (58.5%) also believed that internationalisation
had increased revenue for their institution as a result of the
incoming flow of international students. Slightly more than
half of the respondents (53.4%) remarked that despite the
intensity of internationalisation activities at their respective
institutions, it did not weaken the cultural identity of their uni-
versity community. However, there was still a price to pay for
internationalisation as 43.7 percent respondents believed that
their institutions had incurred an increase in operating costs
associated with internationalisation activities. 

Academics at different career stages/ranks (senior and jun-
ior), seemed to exhibit some patterns of differences in their
institutional orientation for internationalisation. The results in
��� Appendix 5 show evident differences in five out of nine
items: increased revenue; enhanced research networks;
increased mobility of students; increased mobility of academics
and increased brain gain (p<0.05). Academic members at differ-
ent career stages seemed to have different perceptions regard-
ing mobility activities. 

The t-test analyses were also conducted to see if differ-
ences existed between those who had received their doctoral
training from abroad and those who had received their doc-
toral training locally regarding outcomes of internationalisa-
tion (��� Appendix 6). The results indicate significant differ-
ences in seven out of nine items: (i) enhanced prestige (t=4.390,
p<0.002); (ii) enhanced academic quality (t=7.501, p<0.000);
(iii) increased revenue (t=5.132, p<0.004); (iv) increased mobil-
ity of students (t=4.039, p<0.001); (v) increased mobility of aca-
demics (t=6.048, p<0.000); (vi) does not weaken cultural iden-
tity (t=0.708, p<0.005); and (vii) increased brain gain (t=5.716,
p<0.000). This means that consistent patterns of differences on
aspects of internationalisation outcomes are evident between
those who had their PhD experience abroad and those who
experienced it locally. 

Type of Institution
To further examine the institutional dimension of internation-
alisation, this section explores types of universities and their
internationalisation outcomes and involvement. Seventeen cross
tabulations were conducted using nine items from the institu-
tional outcome variables and eight items from the institutional
support variable. Of these seventeen cross tabulations, five out-
comes variables and seven involvement variables respectively

were shown to be statistically significant using chi-square statis-
tics. Therefore, it appears that the institutional type is related to
some aspects of internationalisation involvement and outcomes.
��� Table 3 shows the items included (institutional involvement
and international outcomes) and whether the chi-square test
showed statistical significance (S) or statistical insignificance (I)
(at the 0.05 level; p=0.01) between the responses. 

Some conclusions can be made from the data: a high pro-
portion of academics from the research universities (RU) either
strongly agreed or agreed with all the statements on institution-
al involvement and international outcomes compared to aca-
demics from the other types of universities. Academics from
RUs demonstrated statistically agreement on the following
internationalisation outcomes: enhanced prestige, increased
revenue, enhanced research networks, increased mobility of
academics, and increased costs. Conversely, academics from the
technical universities (TU) seemed to show the least agreement
on all the items on outcomes. The chi-square results are statis-
tically significant for outcomes in enhancing prestige, research
networks, as well as increasing revenue, mobility of academics,
and costs. Other outcomes, although not statistically different
across types of institutions, have more than 50% agreement on
the opinion that these institutional outcomes are important. 

In terms of internationalisation involvement, seven of the
eight variables are statistically different across types of institu-
tions. Academics from RUs show stronger agreement that their
institutions have clear strategies for internationalisation
(68.2%) and encourage them to publish internationally
(90.8%), as compared to their peers in other types of institu-
tions. Those in TU share the opinion that their institutions
provide various international exchange programmes for stu-
dents (77.0%), while those in focused universities (FU) agree
that their institutions provide opportunities for academics to
undertake research abroad (42.6%), opportunities to receive
visiting international scholars (42.6%), and encourage the
recruitment of foreign academics (59.8%). The agreement that
their institutions provide opportunities for visiting internation-
al students has no statistical difference across different institu-
tions where the level of agreement is between 32.2 percent and
36.6 percent.

Discussion and Conclusion 
In the conceptual and policy considerations for this paper, we
put forward our observations with regard to academics’
involvement in internationalisation. First, that academics are
both intrinsically and extrinsically motivated to engage in
internationalisation activities, and international mobility is the
main activity undertaken by them. Second, there is strong
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legitimation of the role of academics in the Malaysian higher
education sphere to spearhead internationalisation through
international mobility, community engagement, and research
activities. We then used findings from the APIKS global sur-
vey to ascertain whether the two hypotheses are valid among
academics in Malaysian HEIs. The main conclusions on the
trends in the perceptions of Malaysian academics on interna-
tionalisation activities are summarised below. 

Firstly, it was found that the Malaysian academics were
rather international in their teaching and research orientations.
This is in line with the findings of CAP 2007 indicating that the
internationalisation of teaching is the most pervasive aspect of
the internationalisation of the academic profession at the glob-
al level (Rostan, 2015). Malaysian academics seemed to be able
to integrate an international dimension in the teaching content.
The findings on international research collaboration corrobo-
rated with findings from the 2011–2012 international survey of
university academics in five Asian countries (Cambodia, China,
Taiwan, Japan, Malaysia and Vietnam) showed that the propor-
tion of Malaysian academics collaborating with international

colleagues in research is higher compared to the average in
Asia, but lower compared to the average in Europe (Huang,
2015; Huang et al., 2013). 

Secondly, while international research collaboration was
quite widespread among Malaysian academics, international
publications were much less common. The data on co-authoring
publications with colleagues in other countries shows that
Malaysian academics reported higher percentages than those
from North America but lower than those in Europe (Huang et
al., 2013). Evidently, publishing with colleagues in other coun-
tries is most common for academics in mature systems, especial-
ly those in Western Europe, i.e. the Netherlands and Germany,
and is also notable in Hong Kong, and in Australia (Rostan,
Finkelstein, & Huang, 2014). As co-authorship is considered one
of the reliable indirect indicators of international collaboration
(Ductor, 2014; Slipersaeter & Aksens, 2010), it can be argued
that if co-authorship among Malaysian academic staff increases,
scientific collaboration across national borders will increase too. 

Thirdly, with regard to the outcomes for international activ-
ities, prestige for individual institutions and quality enhance-
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���Table 3. Type of institution vs institutional outcomes (percentages responding to a lot and very much) and involvement (percentages responding to agree
and strongly agree).

RU CU FU TU Chi -
Construct Item (n=1731) (n=878) (n=868) (n=421) square

Outcomes Enhanced prestige 78.1 72.3 75.2 72.2 S

Enhanced academic quality 72.4 70.5 73.7 70.1 I

Increased revenue 61.8 57.9 60.1 59.1 S

Enhanced research networks 80.5 77.0 78.8 76.5 S

Increased mobility of students 73.0 73.6 77.9 78.4 I

Increased mobility of faculty 60.7 57.9 62.7 56.5 S

Does not weaken cultural identity 54.7 55.2 58.8 54.2 I

Increased brain gain 59.7 57.1 60.3 59.6 I

Increased costs 45.7 41.0 49.1 44.2 S

Involvement Institution has clear strategy for internationalisation 68.2 62.5 65.3 59.4 S

Institution encourages the recruitment of faculty members from 
foreign countries

38.9 41.9 59.8 48.7 S

Institution provides various international exchange programmes for students 71.4 63.6 69.1 77.0 S

Institution provides various opportunities for faculty members to attend 
international conferences abroad

36.9 39.5 48.5 41.1 S

Institution encourages faculty members to publish internationally 90.8 86.0 89.9 83.4 S

Institution provides opportunities for faculty members to undertake 
research abroad

37.7 35.6 42.6 40.9 S

Institution provides opportunities for visiting international students 33.3 32.3 36.6 35.2 I

Institution provides opportunities for visiting international scholars 36.8 33.1 42.6 36.3 S

CU: comprehensive university; FU: focused university; I: statistical insignificance at 0.05 level, p=0.01; RU: research university; S: statistical significance at 0.05 level,
p=0.01; TU: technical university.



ment of academic programmes were perceived to be the most
important. These outcomes leaned strongly towards the aca-
demic dimension of outcomes (Knight, 2008, 2012; Seeber,
Cattaneo, Huisman, & Paleari, 2016), reflecting the institution-
ally organised efforts to achieve international recognition for
quality higher education, considered necessary in a highly com-
petitive higher education system and marketplace, as stated in
the Malaysian Higher Education Blueprint. The respondents
also reported that their institutions encouraged them to publish
internationally; however, they could be lacking in the know-
how and experience for pursuing publication activities with
international partners. They seemed to be aware of institution-
al strategies in internationalisation, but were not fully convinced
of sufficient commitment, in terms of funding to support the
in/outbound movement of scholars for academic experience
and research. They perceived internationalisation to be an
expensive affair, and were concerned with the hefty cost that
would be incurred with increased participation in international-
isation activities. 

Fourthly, academics with prior international mobility expe-
rience, in particular those who had completed their doctoral
and postdoctoral studies abroad, appeared to be more active in
internationalisation. International mobility in the form of
advanced degrees abroad appears to be strongly related to inter-
national research, and dissemination. The present finding
seems to suggest that study mobility at advanced levels is a key
factor in fostering international research activities among
Malaysian faculties. It also supports previous CAP findings indi-
cating that international mobility has a strong impact on inter-
national research activities (Hoffman, 2009; Rostan & Hohle,
2014). We observe that personal resources fostering interna-
tional research activities, such as international visibility and pro-
fessional expertise, or access to international research networks
and capacity to attract external funding, start to accumulate very
early in the careers of academics, mostly during their education.
Thus, those having earned an advanced degree abroad may be
more international because their experience abroad would have
provided them with international networks, better foreign lan-
guage proficiency, better intercultural competencies, and better
knowledge of international colleagues/experts (Rostan et al.,
2014; Rostan & Hohle, 2014). As a result, they might be more
productive in terms of research publication, with greater access
to international collaborators, as well as prior training and expo-
sure to publication opportunities and platforms. 

Such observations are perhaps the most important for poli-
cy makers, as they highlight aspects likely to affect institutional
research collaboration and productivity. Institutional leaders
cannot underestimate the significant role of international expe-
rience and socialization in their internationalisation efforts

(Festervand & Tillery, 2001; Finkelstein et al., 2013; Huang,
2007). Policies and programmes that enhance academics’
mobility and international networking capacity will likely foster
higher research productivity for those involved, particularly if
the opportunities occur early in the academics’ careers. Thus,
strategic research investments should be targeted at young aca-
demics without international experience, and also those whose
research niches have the greatest potential impact for society
both at the national and international levels. These types of
investments would require rethinking/reconstruction of the
academic mobility, study abroad and postdoctoral policies by
the Ministry of Higher Education and at the institutional level,
so that every academic benefits from international experience
and networking, subsequently building the social capital need-
ed for international academic and research collaboration. 

Fifthly, international involvement and outcomes seemed
strongest within RU, followed by FU, and the weakest in TU.
This is not surprising, as HEIs oriented towards research activ-
ity are more likely to adopt strategies for internationalisation as
they are embedded in a global context more frequently and
therefore tend to conceive of internationalisation as instrumen-
tal to prestige (Horta, 2009). 

Finally, higher-ranked academics (professors) tend to be
more involved in internationalisation, with the generalisation
that the higher up one stands in the academic hierarchy, the
greater is his/her engagement in internationalisation. In partic-
ular, Malaysian university professors report that they have an
international scope in their research and collaborate interna-
tionally more often than junior academics. Patterns of differ-
ences between seniors and juniors were evident in mobility and
networking-related institutional support as well as in providing
opportunities for visiting international students and scholars.
These findings confirm the existence of differences in age and
ranks regarding international collaboration practices, percep-
tions on international outcomes, and institutional support
(Rostan et al., 2014). Significant differences between academ-
ics with different doctoral training backgrounds (doctoral
degree from abroad versus a local doctoral degree) were also
evident in some aspects of institutional orientation to interna-
tionalisation and internationalisation outcomes. These findings
show that experiences during doctoral education may have had
an impact on the academics’ perceptions on the role or inclina-
tion of institutions towards internationalisation, and the out-
comes of internationalisation.

Findings of this study, although general in scope and
descriptive in its presentation, presents different realities
between what is envisioned by the State (represented by MoHE)
in internationalisation, what is carried out by the HEIs, and
what is actually implemented and experienced by the individual
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academic. Such a dichotomy is typical of policy implementa-
tion that fails to strike a balance between short- and long-term
goals in managing a multiplicity of stakeholders with compet-
ing interests and expectations (van Der Wal, 2017). The State’s
responsibility is in investing resources to HEIs, and in allocat-
ing resources to individual academics, in order to align nation-
al interests and political goals on internationalisation across all
levels (Amaral, 2008). In the Malaysian context, the intent and
commitment has been well ascertained through various minis-
terial documents; what is lacking at present is the effort to
incentivise and acknowledge academics’ involvement in inter-
nationalisation. 

At this juncture, it is also appropriate to review profession-
al development and training of academics across all academic
ranks. Tran and Nghia (2020) argue that higher education
leaders must develop new capacities, knowledge and skills
beyond their traditional expertise in order to effectively shape
the internationalisation agenda of their institutions. Although
their study focuses on senior leaders in Australian higher edu-
cation, we believe that their recommendation on the five
dimensions of professional development needs is also applica-
ble for the Malaysian academic profession. The five dimen-
sions are: awareness and skills to work across cultural differ-
ences, knowledge of policy changes and emergent trends with
expertise to respond, leadership and management skills target-
ed for internationalisation, networking and relationship man-
agement skills to work with increasingly diverse and non-tradi-
tional stakeholders, and research skills. Within the context of
this study, these dimensions are appropriate for inclusion in
professional development plans for academic staff, beyond the
conventional training in teaching and assessment methods. 

Reflecting on findings from previous iterations of APIKS,
of which Malaysia was a participating member country for 2007
and 2019, it was found that international mobility remains a
consistent feature in the internationalisation of Malaysian aca-
demics. This finding contributes to the growing research inter-
est in strategic approaches to internationalisation targeting
emerging higher education systems in developing countries.
However, as pointed out by de Wit and Altbach (2021), the
COVID-19 global pandemic has upended the notion of travel-
ling, both within and outside the country for academic confer-
ences, research attachments, and other forms of knowledge
sharing and international collaboration activities in all higher
education systems. It might be appropriate to look at
Mittelmeier, Rienties, Rogaten, Gunter and Raghuram’s (2019)
concept of Internationalisation at a Distance (IaD), defined as
“…all forms of education across borders where students, their
respective staff, and institutional provisions are separated by
geographical distance and supported by technology…” (p. 2).

Academics should leverage on the use of the Internet and video
conferencing facilities to continue their pursuit of collaboration
and excellence via the computer screen, and consequently
maintain, to an extent, the lustre and possibilities of interna-
tional mobility in such difficult times. 
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��� Appendix 1. Differences in internationalization of teaching activities based on doctoral degrees from home and abroad.

Construct Item p* t Mean diff.

Teaching Courses emphasize international perspectives or content 0.108 -4.117 -0.128

Number of international students has increased since started teaching 0.442 -2.679 -0.127

External activities reinforced teaching 0.219 -0.227 -0.009

*Significant at p<0.05; home (n=1719); abroad (n=1154).

��� Appendix 2. Differences in international orientation in teaching by academic career stage/rank: senior and junior.

Construct Item p t Mean diff.

Teaching Courses emphasize international perspectives or content 0.410 5.251 0.159

Number of international students has increased since started teaching 0.272 6.908 0.321

External activities reinforced teaching 0.045* 6.406 0.244

*Significant at p<0.05; senior (n=1034); junior (n=2604).

��� Appendix 3. Differences in perception on institutional involvement in internationalization by academic career stage/rank: senior and junior.

Construct Item p t Mean diff.

Involvement Institution has clear strategy for internationalisation 0.420 1.528 0.049

Institution encourages the recruitment of faculty members from 
foreign countries

0.000* 0.511 0.019

Institution provides various international exchange programmes for students 0.938 2.163 0.069

Institution provides various opportunities for faculty members to attend 
international conferences abroad

0.049* 0.945 0.041

Institution encourages faculty members to publish internationally 0.000* 5.621 0.146

Institution provides opportunities for faculty members to undertake 
research abroad

0.916 -2.129 -0.086

Institution provides opportunities for visiting international students 0.033* -1.916 -0.075

Institution provides opportunities for visiting international scholars 0.000* -0.420 -0.016

*Significant at p<0.05; senior (n=1034); junior (n=2604).

��� Appendix 4. Differences in perception on institutional involvement in internationalization by doctoral education background: doctoral training from 
abroad and doctoral training from home.

Construct Item p t Mean diff.

Involvement Institution has clear strategy for internationalisation 0.000* 7.021 0.240

Institution encourages the recruitment of faculty members from 
foreign countries

0.088 4.992 0.185

Institution provides various international exchange programmes for students 0.000* 3.720 0.123

Institution provides various opportunities for faculty members to attend 
international conferences abroad

0.531 6.714 0.302

Institution encourages faculty members to publish internationally 0.470 0.239 0.007

Institution provides opportunities for faculty members to undertake 
research abroad

0.343 6.934 0.294

Institution provides opportunities for visiting international students 0.547 7.376 0.294

Institution provides opportunities for visiting international scholars 0.619 7.843 0.303

*Significant at p<0.05; home (n=1816); abroad (n=1228).
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��� Appendix 5. Differences in perception on internalization outcomes by academic career stage/rank: senior and junior.

Construct Item p t Mean diff.

Outcomes Enhanced prestige 0.139 2.668 0.083

Enhanced academic quality 0.621 1.828 0.059

Increased revenue 0.001* -0.551 -0.020

Enhanced research networks 0.002* 0.653 0.020

Increased mobility of students 0.010* -0.066 -0.002

Increased mobility of faculty 0.010* 0.405 0.015

Does not weaken cultural identity 0.992 0.500 0.020

Increased brain gain 0.000* -3.193 -0.110

Increased costs 0.113 2.664 0.085

*Significant at p<0.05; senior (n=1102); junior (n=2796).

��� Appendix 6. Differences in perception on internalization outcomes by doctoral education background: doctoral training from abroad and doctoral trai-
ning from home.

Construct Item p t Mean diff.

Outcomes Enhanced prestige 0.002* 4.390 0.145

Enhanced academic quality 0.000* 7.501 0.257

Increased revenue 0.004* 5.132 0.191

Enhanced research networks 0.938 4.196 0.132

Increased mobility of students 0.001* 4.039 0.130

Increased mobility of faculty 0.000* 6.048 0.225

Does not weaken cultural identity 0.005* 0.708 0.029

Increased brain gain 0.000* 5.716 0.200

Increased costs 0.959 -1.427 -0.048

*Significant at p<0.05; home (n=1816); abroad (n=1228).
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HH igher education (HE) is considered an international
field of practice (Kerr, 1994), and the university has
always had an international dimension ever since its

emergence (Enders, 2004). However, internationalization in
HE has recently gained new meanings. Thus, new trends and
developments have been putting mounting pressure on HE
organizations to internationalize (Knight, 2004). As a result,

internationalization in HE has been adopted as a policy agenda
for governments (Mason, Merga, Canché, & Roni, 2021),
strategic orientation for universities, research field for scholars,
and a career option for administrative staff members at univer-
sities (Bulut fiahin, 2017). 

Internationalization in HE has been accepted as a norm
(Horvath, Weber, & Wicki, 2000). Specifically, the interna-

Küreselleflmenin yüksekö¤retimdeki etkisi, hem üniversiteleri hem de aka-
demisyenleri uluslararas› araflt›rma ifl birliklerine daha fazla kat›lmaya zor-
lamaktad›r. Türkiye’de de benzer flekilde, devletin ve üniversitelerin son
dönem stratejileri akademisyenlerin uluslararas› ifl birli¤i kurma konusun-
daki çabalar›n› güçlü flekilde teflvik etmektedir. Bu çal›flma, Türk yüksekö¤-
retiminde uluslararas› araflt›rma ifl birli¤ini etkileyen faktörleri, akademis-
yenlerin tutum ve davran›fllar›na göre incelemektedir. Çal›flmada survey de-
seni çerçevesinde, uluslararas› bir araflt›rma projesinin ilgili sorular›na da-
yal› olarak, uluslararas› araflt›rma ifl birli¤i kurma ile bireysel, mesleki ve ku-
rumsal faktörler aras›ndaki iliflkiler araflt›r›lm›fl›r. Bulgular›m›z, küresel
trendlere ra¤men, araflt›rmaya kat›lan akademisyenlerin, dikkate de¤er bir
k›sm›n›n uluslararas› araflt›rma ifl birli¤i kurmad›¤›n› göstermektedir. Ayr›-
ca, doktora derecesini yurtd›fl›ndan alma, yüksek akademik unvanlara sahip
olma, vak›f üniversitelerinde görev yap›yor olma ve multidisipliner ya da
uluslararas› oda¤› olan araflt›rma yöneliminin uluslararas› araflt›rma ifl birli-
¤i kurmada etkili oldu¤u görülmüfltür. Çal›flman›n sonunda bulgular, yük-
sekö¤retimde ulusal geliflmeler ve küresel e¤ilimler çerçevesinde tart›fl›larak
politika oluflturuculara ve yöneticilere önerilerde bulunmufltur. 

Anahtar sözcükler: Akademisyenlik mesle¤i, APIKS, Türk yüksekö¤re-
timi, uluslararas› araflt›rma ifl birlikleri, uluslararas›laflma.

Globalizing forces in higher education put growing pressure on both
institutions and academics worldwide to become engaged in internation-
al research collaboration (IRC). Similarly, in Türkiye, the recent govern-
mental and institutional strategies have been ambitiously promoting aca-
demics’ endeavors toward IRC. This study examines factors influencing
IRC in Turkish higher education based on academics’ attitudes and
behaviors. We utilized relevant questions of an international research
project and investigated the relationships between IRC and individual,
professional, and institutional factors through a survey design. Our find-
ings indicate that despite globalizing trends, a considerable proportion of
the participant Turkish academics tend not to establish IRC. We also
found that obtaining a doctoral degree abroad, holding higher academic
titles, being employed in foundation universities, and orientation towards
research that is multidisciplinary or international in scope are influential
in establishing IRC. Based on national (i.e., Türkiye) developments and
global trends in higher education and the academic profession, we discuss
our findings and suggest measures and actions for policymakers and
administrators. 

Keywords: Academic profession, APIKS, international research collabo-
ration, internationalization, Turkish higher education.
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tionalization of research has been considered an indicator of a
competitive knowledge economy (Kwiek, 2018). Different
scholars (e.g., Horvath et al., 2000; Kwiek, 2018) have indicat-
ed that small countries rely more on international input for
building their intellectual sources. The same argument is
equally valid in the transformative era of HE systems. In that
sense, international scholars play the same role in constructing
the HE system in Türkiye. Güvenç (1998) and Dölen (2013)
indicated the role of international scholars in gaining a mod-
ern teaching and research institution for Turkish HE organi-
zations. For example, German scientists escaping the Nazi
prosecution played a critical role in constructing several disci-
plines in Turkish universities (Güvenç, 1998). 

Kwiek (2016; 2018; 2020) distinguished between interna-
tional research orientation (IRO) and international research
collaboration (IRC), where collaboration refers to behavior, and
orientation refers to the precursors of this behavior (Kwiek,
2018). More specifically, IRO is defined as an academic attitude
empowering IRC (Kwiek, 2016). However, the existence of
IRO does not always guarantee IRC. Several economic, politi-
cal, social, and cultural barriers may impede the transfer of IRO
into actual behavior. The financial cost and structural flexibility
are essential to make IRC flourish in a particular context
(Kweik, 2018; 2020). Kwiek (2020, p. 57) also distinguished
between “internationalists” and “locals” in academic research
and defined the internationalists as “the scientists involved in
international research collaboration.” The first group is
“mobile, cosmopolitan, career-oriented academics (loyal to out-
side reference groups” while the latter is “immobile, and insti-
tution-oriented academics (loyal to inside reference groups)”
(Kwiek, 2020, p. 61). These orientations are formed based on
the norms of the academic profession (Kwiek, 2018).
Nevertheless, despite this general classification, scholars warned
that these orientations may not always be absolute. In addition
to local vs. international orientation, mixed-type researchers in
terms of cosmopolitan interest and local commitment can be
witnessed (Rhoades, Kiyama, McCormick, & Quiroz, 2008).

Several scholars indicated the pitfalls of monopolistic
research and stated the importance of IRC for countries, insti-
tutions, and individual academics. From a national and institu-
tional perspective, internationalization in research is a source of
legitimacy against power imbalances. These power imbalances
are often caused by publications originating from geographical
homogeneity (Arnett, 2016). Investments of different countries
in their research infrastructures and HE systems lead to
improvement in the capacities of their systems and growth in
the number of scholars; however, the research outputs are
majorly skewed towards Western societies (Jung & Horta,

2013; Tight, 2012). One of the major concerns over monopo-
lies in research results is that this monopolistic view often
reflects the needs and expectations of well-established and well-
resourced societies in knowledge production; however, it tends
to neglect the rest of the world (Jung & Horta, 2003; Collyer,
2008). Through this monopolistic view, the knowledge pro-
duced for well-established and well-resourced societies is
shared with other countries where the local dynamics would
lead to totally different research outcomes. Hence, although
HE systems claim to be international by their very nature, in
reality, the knowledge produced does not always reflect the
international community’s needs. As a result, contrary to the
expected claims, HE turns out to be a mechanism reproducing
the power imbalance across the center and periphery in the
global context (Khoo, 2011; Moseneaga & Agergaard, 2012).
Liu, Liu, Jiang, Lin, and Xu (2019) indicated that focusing too
much inward and being Western-oriented leads to a repetitive
focus on research themes serving the Western context. Mason
and others (2021) documented the Western hegemony in the
field of HE stating that “‘the west’, and the USA more specifi-
cally has become a ‘default’ context for research is illustrated
not only by its own dominance in journal communities, but also
through the assumption that regional nomenclature (as in ‘the
midwest’) is universally known, and the widespread lack of
reporting of geographical context” (p. 12).

From an individual academic’s perspective, IRC is a source
of reputation for academics and a basis of legitimacy for HE
organizations. Kwiek (2020) argued that IRC is a decisive
stratifying factor for researchers as it generates more resources
and prestige. However, the prestige of international research
does serve not only individual academics but also HE organi-
zations. IRC is a source of professional recognition for aca-
demics (Kwiek, 2016; Wagner & Leydesdorff, 2005), which
helps to secure more research funds (Jeong, Choi, & Kim,
2014). In that sense, IRC is a source of legitimacy for the insti-
tutions (Horvath et al., 2000). On the other hand, IRC is seen
as a powerful approach to increase the impact of research.
Recent trends and developments in HE organizations’ social
and economic surroundings put more and more pressure on
academics for increased quality and quantity in their research
output. The impact of academic research has been a valued
indicator of the research quality, and collaboration with inter-
national scholars is indicated as an effective way of improving
research impact (Kwiek, 2018). As a result, national and inter-
national research funding agencies have adopted policies that
foster international collaboration in research. One of the
responses of the academics to the pressure for research output
is international collaboration in research.



Yüksekö¤retim Dergisi | TÜBA Higher Education Research/Review (TÜBA-HER)

Alper Çal›ko¤lu, Yaflar Kondakç›, & Fatma Nevra Seggie

S64

As we elaborate later in the upcoming sections, with all the
increasing pressures for academics and institutions given
above, IRC has become a prominent issue of inquiry in a multi-
factor concept gaining importance both in Türkiye and the
world. Given this, the purpose of our study is to examine fac-
tors related to IRC in Turkish HE according to academics’
attitudes. Based on the Türkiye stage of an international sur-
vey, we investigate the relationships between IRC and individ-
ual, professional, and institutional factors. For this purpose, we
seek the answers to the following specific research questions
(for Turkish academics):

Is there a significant association between IRC and selected
individual, professional, and institutional factors?
Which individual, professional, and institutional factors
are significantly related to IRC?

Theoretical Considerations 

Complexity Theory 
Factors contributing to IRC are located at different levels
(individual, institutional, national, and transnational). The
patterns causing IRC on the part of the researchers result
from the complex interaction of these factors in a country and
institutional context. In other words, factors giving way to
IRC are multiple and located at various levels such as academ-
ic discipline, the institutions’ strategic orientation, and nation-
al policies and reward systems in these policies. As a result, we
believe the concepts of complexity theory (e.g., self-organiz-
ing, non-linearity, emergence, continuous adaptation) inhabit
the intricacies embodied in the IRC (Melin, 2000; Wagner,
2018; Wagner & Leydesdorff, 2005).

Complexity theory asserts that chaotic situations can cre-
ate order, and there is an order in disorder (Patton, 2002).
Relying on the observations on what looks like highly disor-
ganized entities such as atoms, a colony of ants, a flock of
birds, and the stock market, complexity theory argues that
there is an order and harmony in the behaviors of these enti-
ties (Coveney & Highfield, 1995). Specific properties of com-
plexity theory such as self-organizing, continuous adaptation,
non-linear progression, and the emergence of novelty make
complexity theory applicable to explain IRC. Here, we consid-
er the concept of self-organizing particularly instrumental in
explaining the dynamics of IRC. Applying self-organizing to
IRC suggests that the academy’s general rules exist subcon-
sciously, and individual academics follow the general rules in
regulating their actions. According to Coleman (1999), a com-
plex system needs a simple rule and a goal to enable the sys-
tem to operate without external control, direction, and guid-

ance. Random variations push individual members of a system
(in our case, academics in universities) to react to variation in
their environments, make a decision and find a direction. As a
result, the self-organizing principle guides the individual to
operate without any systematic external imperative. 

Several scholars advanced self-organizing systems to
explain IRC as a powerful theoretical tool (Kwiek, 2020; Melin,
2000; Wagner, 2018; Wagner & Leydesdorff, 2005). The con-
cept emphasizes that academics individually determine their
professional orientation and the focus of their academic activi-
ties; thus, individual motivation drives academics towards rep-
utation and resources (Wagner & Leydesdorff, 2005). As such,
academics often create their occasions of collaboration, typi-
cally international scientific meetings. Hence, IRC can be
considered a self-organizing activity of dynamic networks,
where the IRO facilitates the collaboration of researchers
(Wagner, 2018). 

Motivation in the Academic Profession and Factors
Powering IRC 
Motivational factors for scholars to carry out academic work
can be grouped under two categories: internal and external
(Eimers, 1997). Internal factors include intrinsic motivations
like producing meaningful work, helping students and society
for the public good, and scientific activities led by intellectual
curiosity or performed to expand disciplinary knowledge. On
the other hand, external factors are more closely associated
with institutional and environmental features such as leader-
ship and material support, recognition and rewarding mecha-
nisms, and tenure and promotion opportunities (Eimers,
1997; Kezar, Maxey, & Holcombe, 2015). As Eimers argues
(1997), although internal factors appear more motivating in
several circumstances, external motivations are also vital in
maintaining academics’ scholarly activities in HE.

When it comes to IRC, both internal and external motiva-
tions lead academics. Several scholars (Kyvik & Larsen, 1994;
Kwiek, 2020; Wagner, 2018) indicated that individual, profes-
sional, institutional, national, and transnational factors drive
academics to develop IRO and become involved in IRC.
Finkelstein, Walker, and Chen (2013) asserted that interna-
tionalization is undeniably related to individual academic’ value
systems and priorities. Given the individualized nature of the
academic profession and professional autonomy, a top-down
imperative may not be consistently effective in redirecting the
focus of academics from local to international orientation in
research. Furthermore, as IRC means better chances to pub-
lishing and more prestige, it may bring a better position in
stratification (Hoekman, Frenken, & Tijssen, 2010). However,
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the researcher needs a critical mass before becoming visible to
other scholars and attracting other scholars’ attention to col-
laborating with (Kyvik & Larsen, 1994). 

Academics’ individual and professional backgrounds play a sig-
nificant role in developing an IRO and involving in IRC.
Research has shown that middle-aged man academics with
higher positions often tend to become more involved in IRC
(Kwiek, 2018; Rostan, Ceravolo, & Metcalfe, 2014; Vabø,
Padilla-Gonzalez, Waagene, & Naess, 2014; Fox, Realff,
Rueda, & Morn, 2017). Kwiek (2020) elaborated on the char-
acteristics of international collaborators. He stated that inter-
nationalists are, in general, males with longer academic expe-
rience and higher academic positions, who spend most of their
time on academic and administrative tasks rather than teach-
ing. As a result, the internationalists appear concerned with
producing knowledge for the international market and the
local one (Kwiek, 2020). 

Several scholars indicated the discipline as another factor
that contributes to international cooperation. For instance,
academics in natural sciences collaborated more than
researchers in social science and professions (Finkelstein &
Sethi, 2014). Moreover, the discipline often regulates interna-
tional orientation, international qualification, and internation-
al behaviors (cooperation) (Horvath et al., 2000). Furthermore,
reward systems operate differently in different disciplines.
“The structure of reputational audiences” which varies by the
social dynamics of the discipline, is a determinant factor in IRO
(Kwiek, 2018, p.139). According to Kyvik and Larsen (1997),
each academic discipline constructs its value system and
research conduct. More importantly, the stakeholders of aca-
demic disciplines determine the demand for knowledge. 

In terms of institutional factors, organizational culture and
the value attributed to IRC in the culture are considered other
IRC drivers. The enactment of IRC needs institutional lead-
ership and a culture that embodies international cooperation
as a norm. As a result, the institutional culture and leadership
are two institutional ingredients that mobilize individual dis-
position on international orientation (Horvath et al., 2000).
Furthermore, the strategic orientation of the institution and
reward structure contribute to IRC (Horvath et al., 2000).
Research university initiative is indicated as a factor in the
international orientation of academics (Kwiek, 2020).
Research-based university rankings have recently put mount-
ing pressure on institutions to change their strategic orienta-
tion, which also pressures academics for IRC individually. As
a result, reputation, resources, culture, and strategic orienta-
tion constitute another set of institutional factors driving indi-

viduals toward IRC (Hoekman et al., 2010). Here, it is also
essential to indicate the role of resources provided by the insti-
tution in the IRC of academics. There is a cost associated with
building and maintaining IRC, and the willingness of the
institution to cover this cost encourages the academics to build
IRC. In other words, individual academics tend to trade off
pure local orientation for IRC (Kwiek, 2020). 

National/regional policies are also seen as drivers of IRC.
The country’s geopolitical position, history, language, cultur-
al traditions, size, wealth, and geographical distance are some
national variables that may play a role in the IRC of academ-
ics (Hoekman et al., 2010). Besides, the status of international
research in the governmental policies and priorities may play
a motivational role for academics to become involved in IRC.
Finally, regional policies may also play a role in the interna-
tional orientation of individual academics. The most promi-
nent example of regional policies is the EU’s policies designed
to promote IRC in every field of sciences (Kwiek, 2019).

The Context: IRC in Turkish HE

The Turkish HE appears as a highly centralized national sys-
tem where governmental policies considerably influence aca-
demic work and academics’ efforts towards IRC. The system
is governed mainly by the Council of Higher Education
(CoHE; YÖK in Turkish). The CoHE is a governmental
body that has the constitutional authority to determine the
route of HE at the national level, develop macro-level strate-
gies, and channel universities to adapt their administration,
teaching-learning, and research to these macro-level routes
and strategies. The Council also monitors and supervises the
actions implemented in universities to ensure the effective use
of resources. In doing so, the Council uses its legislative power
on several critical issues such as academic staff capacity, per-
sonnel operations, academic program openings, and budget-
ing (Official Gazette, 1981). Hence, CoHE’s directive regula-
tions influence university administrators’ and academics’ daily
and long-term academic and professional activities.

Holding all this authoritative power, the CoHE has
recently increasingly promoted IRC as a part of the strategy
aiming to improve internationalization of the Turkish HE.
For instance, in its 2014 report, the CoHE emphasized the
importance of expanding academic staff mobility to increase
the effectiveness of national research collaboration programs
(Çetinsaya, 2014). In 2015, tenure criteria were renewed by
endorsing research projects conducted collaboratively with
international partners through the European Union programs
(Uslu, Calikoglu, Seggie, Gümüs, & Kondakci, 2021). In
2017, the CoHE announced the national 2018–2022 strategy
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on the internationalization of Turkish HE, determining the
expansion of international collaboration in Turkish universi-
ties as one of the main goals in the national internationaliza-
tion strategy (CoHE, 2017). Part of this strategy includes
increasing the numbers of (i) programs established jointly with
strategically chosen foreign countries, (ii) research projects
and scientific activities through international exchange pro-
grams, and (iii) mutual collaboration and exchange agree-
ments with foreign governments and supranational bodies
(CoHE, 2017). Similar to the CoHE, The Scientific and
Technological Research Council of Türkiye (TÜB‹TAK), the
main governmental research funding body at the national
level, initiates additional programs to expand collaborative
research and scientific events carried out at an international
level (TÜB‹TAK n.d.a, n.d.b). Furthermore, tenure criteria
were renewed by promoting research projects conducted col-
laboratively with international partners through the European
Union programs (Interuniversity Council of Türkiye [ÜAK],
2021). In parallel with these developments, many universities
included publications or projects through IRC activities into
their appointment and promotion criteria as the expected aca-
demic productions (Uslu et al., 2021). 

With the influence of global trends and national expecta-
tions, one can notice a noteworthy increase in the ratio of inter-
nationally co-authored research outputs originating from
Türkiye rose from 16.67 percent in 2009 to 24.96 percent in
2019 (ScimagoJournalRanking[SJR], 2020a). This noteworthy
increase, however, may not be witnessed in all science subjects
in the same period. For instance, only a slight increase occurred
in the Arts and Humanities (16.17% to 19.29%) and the
Computer Sciences (24.7% to 27.41%). Moreover, a decrease
in internationally co-authored publications was witnessed in
some areas (e.g., 35.62% to 24.42% in Decision Science) (SJR,
2020a). Furthermore, some of the countries with which
Türkiye competes in scientific production have achieved to
increase their rate of internationally co-authored publication
output more than Türkiye did, and they are still ahead (e.g.,
Iran: 27.9%, Poland: 35.25%, Taiwan: 37.87%) (SJR, 2020b). 

Despite the promotion strategies and a noteworthy
increase in the ratios, challenges regarding IRC exist in
Turkish HE. From a national viewpoint, as the CoHE (2017)
states, language appears as a barrier because the number of
academic and institutional staff with sufficient foreign lan-
guage skills is still inadequate. Here, the CoHE’s internation-
alization strategies on IRC are criticized for its quantitative
focus, prioritizing the position in rankings, the number of
projects, or bilateral cooperation agreements for universities
centrally, without sufficiently addressing the specific needs

and expectations of institutions, departments and academics
(Vural Y›lmaz, 2016a). This centralized type of governing can
sometimes lead to the inefficient implementation of policies
or bureaucratic burdens at meso and micro-level and discour-
age academics from maintaining their interest in IRC
(Selvitopu & Ayd›n, 2018). In addition, given that Turkish
HE has witnessed a rapid expansion in the past two decades,
many universities are still establishing their organizational
structure (Özoglu, Gür, & Gümüs, 2016). This continuing
establishing process often creates difficulties in creating and
maintaining institutional networks for internationalization,
thus, for IRC (Vural Y›lmaz, 2016b). Perhaps confirming this
challenge, the CoHE (2017) emphasizes that expanding insti-
tutional capacity is one of the critical goals in the national
strategy for internationalization. Furthermore, IRC is consid-
ered a concept often influenced by other stakeholders (e.g.,
governments, funders, supra-national organizations) and
agendas (e.g., global economy, international politics, region-
al/global security (Bammer, 2008). Therefore, beyond all the
national challenges given above, the instability and the securi-
ty problems in the region that Türkiye is located also can play
a hindering role in expanding IRC (COHE, 2017).

Overall, while a national strategy has been initiated and a
notable increase has been witnessed in some cases, IRC still
appears a critical area of inquiry in Turkish HE. Infrastructural
problems in HE institutions and the fluctuations in interna-
tionally co-authored publication ratios imply that strategy
development related to IRC requires going beyond general
programs and centralized solutions. Thus, the role of diverse
individual, disciplinary, professional, and institutional charac-
teristics should be considered. Also, since IRC often leads to an
increased amount of scientific production (Abramo, D’Angelo,
& Solazzi, 2011; Gazni, Sugimoto, & Didegah, 2011; Kwiek,
2020), identifying the factors significantly related to IRC
appears critical for policymakers and institutional leaders in
Turkish HE and similar country cases.

Method 
Research Design

We employed a survey design to investigate the factors influ-
encing IRC in Turkish HE from the micro-level perspective
(i.e., based on academics’ individual attitudes and behaviors
instead of secondary data; Kwiek, 2015). Survey design allows
researchers to understand the opinions and trends related to a
specific phenomenon by studying the phenomenon in a sample
derived from the population. Hence, through quantitative data,
surveys enable generalizations and conclusions about the trends
in the population related to the examined phenomenon
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(Creswell, 2014). Based on previous literature and pertinent
items in the Academic Profession in the Knowledge-Based
Society (APIKS) Questionnaire, we identified individual (gen-
der, age group), professional (doctoral degree gained abroad,
academic title, discipline, the academic’s orientation toward
teaching and research, research orientation), and institutional
(university’s type and date of establishment) factors. Then we
examined the relationship between these factors and IRC.

Population and Sample

The target population for the study was the academics
employed in Turkish HE institutions in the 2017–2018 aca-
demic year (158,098; CoHE, 2018). We employed a stratified
sampling (Ary, Jacobs, Razavieh, & Sorensen, 2010) to repre-
sent institutional and individual diversity in the sample. We
considered balance in determining the potential participants’
institutions, a balance regarding the geographical region, type

(e.g., public, foundation), and dates of the establishment (e.g.,
before 1992, 1992–2005, after 2005; Özoglu et al., 2016) (See
project website for the ethical and application approvals from
the selected institutions; APIKSTR, 2020). As a result, the
sample for APIKS Türkiye data is composed of 1810 academ-
ics from 78 (67 public, 11 foundation) universities and holding
different academic titles. For the current study, the data gath-
ered from the participants who were actively participated in
research activities in the year of data collection or the previous
academic year and responded to the APIKS Questionnaire
Item “Do you collaborate with international colleagues?” were
used (N=1554; Yes=756, 48.6%; No=798, 51.4%). ��� Table 1
demonstrates the participant demographics of the current
study, the APIKS sample, and the population.

As seen in ��� Table 1, both the APIKS Türkiye sample
and the sample for the current study represent the variety in

��� Table 1. The sample and population demographics.

Participants actively 
engaged in research and 

marked IRC question APIKS sample Population*

Variable Group n % n % n %

Gender Female 802 51.6 905 50 70,235 44.4

Male 751 48.3 904 49.9 87,863 55.6

Missing 1 .1 1 .1 - -

Academic title Professor 360 23.2 401 22.2 24,640 15.6

Assoc. Prof. 368 23.7 402 22.2 14,456 9.1

Assist. Prof. 428 27.5 512 28.3 37,520 23.7

Lecturer 269 17.3 321 17.7 35,484 22.4

Research Assist. 123 7.9 166 9.2 45,998 29.2

Other 6 .4 8 .4 - -

Institution type Public 1,327 85.4 1,540 85.1 134,689 85.2

Foundation 227 14.6 270 14.9 23,409 14.8

University’s date of establishment Pre-1992 785 50.5 896 49.5 NA

1992–2005 437 28.1 516 28.5

Post-2005 325 20.9 391 21.6

Missing 7 .5 7 .4 - -

Geographical region of the university Mediterranean 149 9.6 170 9.4 NA

East Anatolia 105 6.8 130 7.2

Aegean 252 16.2 288 15.9

Southeast Anatolia 53 3.4 67 3.7

Central Anatolia 480 30.9 558 30.8

Black Sea 136 8.8 167 9.2

Marmara 377 24.3 428 23.6

Missing 2 .1 2 .1 - -

Source: CoHE, 2018. NA: data not available.
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terms of individual and institutional demographics witnessed
in the population. In addition to including participants from
the selected stratum, the sample demonstrates a balanced vari-
ety in terms of several individual characteristics (e.g., gender,
academic title) that strengthened the representativeness,
which kept the effect of non-response bias to a minimum
(Stoop, 2012). Therefore, the sample was deemed sufficient to
represent the academics employed in Turkish HE with a 99%
confidence level and ±3 confidence interval (Cohen, Manion,
& Morrison, 2007).

Data Collection and Analysis 

The data of this study was collected in the APIKS project.
APIKS project is the third wave of the 1992 Carnegie and 2007
Changing Academic Profession (CAP) studies. It examines the
evolving role and responsibility of academics through an inter-
national and comparative lens with more than 20 countries
(APIKSTR, 2020). The APIKS Questionnaire includes more
than 300 items/sub-items in eight sections (e.g., career and pro-
fessional situation, general work situation, teaching, research,
external activities, governance and management, academics in
formative years, and personal background). For the current
study, we used whether the participant collaborates with inter-
national colleagues in research as the dependent variable and
other related items from the career and professional situation,
governance and management, and personal background sec-
tions as independent variables. Türkiye stage of the APIKS data

was collected online in the 2017–2018 academic year (see
APIKSTR, 2020 for more details).

We utilized descriptive (e.g., frequency, percentage), and
inferential (Pearson chi-square test of association) analysis tech-
niques for the first research question. We presented analysis
results for this question with cross-tabulation to visualize a bet-
ter comparison of the sub-groups. During the chi-square analy-
ses, the assumption requiring that the minimum cell expected
values to be at least five was ensured (Field, 2013). For the sec-
ond research question, we run a binary logistic regression.
“Collaborating with international colleagues in the research
activities” (Yes/No) question was considered the categorical
dependent variable, while relevant items from other sections
were considered independent. We tested the significance at the
.05 level (Field, 2013) in both chi-square and logistic regression
analyses. 

Results
Descriptive and Inferential Findings

Individual factors: ��� Table 2 demonstrates significant asso-
ciations between IRC and selected individual factors. 

According to ��� Table 2, while establishing IRC is not sig-
nificantly associated with gender, there is a significant associ-
ation between age group and IRC. The contingency values
show that the highest percentage of internationalists are in the
age group of 60 and above. Moreover, for all age groups of 40

��� Table 2. Associations between IRC and individual factors (n and % within each row).

IRC

Yes No Total

Gender* Male n 348 403 751

% 46.3% 53.7% 100.0%

Female n 408 394 802

% 50.9% 49.1% 100.0%

Age group† <30 n 32 73 105

% 30.5% 69.5% 100.0%

30–39 n 261 304 565

% 46.2% 53.8% 100.0%

40–49 n 282 265 547

% 51.6% 48.4% 100.0%

50–59 n 130 117 247

% 52.6% 47.4% 100.0%

60 and above n 47 37 84

% 56.0% 44.0% 100.0%

*N=1553; X2=3.192; p=.074; †N=1548; X2=20.451; p=.000.
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and above, the majority of the respondents establish research
collaboration at an international level. However, most of the
participants appear as localists for the age groups of below 30
and 30–39. Therefore, IRC in Turkish HE is witnessed at
higher percentages, especially among academics who are 40
years old or above.

Professional factors: ��� Table 3 demonstrates significant
associations between IRC and selected professional factors.

As shown in ��� Table 3, although there is no significant
association between IRC and academic discipline, IRC is sig-
nificantly associated with professional factors, including doc-
toral degree, having an academic orientation towards either
teaching or research, and academic title. The percentages
demonstrate that most of the participants who did not hold a
doctoral degree or gained their doctoral degree in Türkiye

were localists; however, the percentage of the internationalists
are the majority among the participants who gained their doc-
toral degree abroad. In terms of academic orientation, most of
the participants leaning on teaching appeared as localists,
while nearly three quarter the participants favoring research
were internationalists. Concerning the academic title, profes-
sors were the group who established IRC at the highest per-
centages among all titles. Similarly, most of the associate pro-
fessors appeared as internationalists. However, most of the
participants appear as localists for the academic titles of assis-
tant professor, research assistant, and lecturer. Overall, these
results indicate that IRC is witnessed more among academics
who obtained their doctoral degree abroad, favor research
instead of teaching, and have higher academic titles.

Institutional factors: ��� Table 4 demonstrates significant
associations between IRC and selected institutional factors.

��� Table 3. Associations between IRC and professional factors (n and % within each row).

IRC

Yes No Total

Doctoral degree* No degree n 81 162 243

% 33.3% 66.7% 100.0%

Earned in Türkiye n 540 579 1119

% 48.3% 51.7% 100.0%

Earned abroad n 124 44 168

% 73.8% 26.2% 100.0%

Academic orientation† Teaching n 164 242 406

% 40.4% 59.6% 100.0%

Research n 592 556 1148

% 51.6% 48.4% 100.0%

Discipline‡ Arts & Hum & Soc. Sci. n 294 326 620

% 47.4% 52.6% 100.0%

Med & Health Sci. n 173 203 376

% 46.0% 54.0% 100.0%

STEM n 289 269 558

% 51.8% 48.2% 100.0%

Academic title§ Lecturer n 49 74 123

% 39.8% 60.2% 100.0%

Res. Assist. n 90 179 269

% 33.5% 66.5% 100.0%

Assist. Prof. n 191 237 428

% 44.6% 55.4% 100.0%

Assoc. Prof. n 205 163 368

% 55.7% 44.3% 100.0%

Prof. n 217 143 360

% 60.3% 39.7% 100.0%

*N=1530; X2=65.453; p=.000; †N=1554; X2=14.990; p=.000; ‡N=1554; X2=3.630; p=.163; §N=1548; X2=58.272; p=.000.
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As ��� Table 4 shows, IRC is significantly associated with
both institution type and university’s date of establishment.
The percentages demonstrate that most of the respondents
from public universities were localists, while the majority
appeared as internationalists in foundation universities.
Moreover, the percentages of internationalists and localists
were roughly equal in both universities established before
1992 and between 1992–2005. However, the localists out-
numbered the internationalists for the universities established
after 2005. These results indicate that IRC is more common
among academics in foundation universities, while most of the
academics in the universities established after 2005 tend not to
collaborate at the international level.

Logistic Regression Results 

Although the descriptive and inferential analyses above pro-
vided a basic understanding of the associations between IRC
and individual, professional, and institutional factors, logistic
regression results in this section revealed factors that had a
significant relationship with IRC. Here, in order to provide a
more comprehensive examination, we took into account the
studies and regression models produced from previous sets of
the APIKS data (Cummings & Finkelstein, 2012; Finkelstein
& Sethi, 2014; Kwiek, 2014, 2015; Rostan et al., 2014) and
included additional variables (e.g., variable: research orienta-
tion, values: applied, social-oriented, international in scope
and multidisciplinary; variables: institutional opportunities
related to internationalization, opportunities for faculty mem-
bers to undertake research abroad, opportunities/funding for
visiting international scholars, values: Likert-type question 1:
Strongly disagree to 5: Strongly agree) that may influence

IRC. ��� Table 5 demonstrates the logistic regression results
regarding the relationship between IRC and individual, pro-
fessional and institutional factors.

As presented in ��� Table 5, there was no significantly influ-
ential individual factor. However, several professional and
institutional factors had a significant relationship with IRC. In
terms of professional factors, the odds ratios indicated that
holding a doctoral degree earned in Türkiye instead of from
abroad and an academic orientation towards teaching rather
than research had a negative relationship with IRC. These
results imply that a doctoral degree abroad and the orientation
towards research more than teaching hold critical importance
in enhancing IRC for Turkish academics. On the other hand,
a professorship title and an orientation towards multidiscipli-
nary or international research in scope had a positive influence
on IRC. Furthermore, significant institutional factors on IRC
included institution type, which revealed that being employed
at a public university negatively influenced IRC.

Discussion and Conclusion
The increasing international orientation towards research in
HE has led governments and institutions to place stronger
emphasis on the internationalization of research. In addition,
the nature of academic work has changed because of a more
competitive job market rewarding professional activities at the
international level. Thus, academics in many countries have
become more involved in IRC through several individual, pro-
fessional, and institutional factors. This study demonstrates
that Turkish academics are no exception to this changing envi-
ronment, and several individual, professional, and institutional
factors are influential regarding their IRC.

��� Table 4. Associations between IRC and institutional factors (n and % within each row).

IRC

Yes No Total

Institution type* Public n 627 700 1327

% 47.2% 52.8% 100.0%

Foundation n 129 98 227

% 56.8% 43.2% 100.0%

University’s date of establishment† Pre-1992 n 387 398 785

% 49.3% 50.7% 100.0%

1992–2005 n 226 211 437

% 51.7% 48.3% 100.0%

Post-2005 n 138 187 325

% 42.5% 57.5% 100.0%

*N=1554; X2=7.119; p=.008; †N=1554; X2=6.753; p=.034
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The current research illustrates that age group and aca-
demic title are key individual and professional factors associat-
ed with IRC in Turkish HE. According to the findings, aca-
demics over 40 years of age tend to establish IRC more than
their colleagues who are between 20–40 years old. In addition,
the age group 60 and above is the most active in terms of estab-
lishing IRC. Moreover, academic staff holding professor or
associate professor titles tend to collaborate at the internation-
al level more than academics owning other titles. Consistent
with previous studies, these findings demonstrate that IRC is

more common among older academics and those holding
higher titles (Horvath et al., 2000; Kwiek, 2020), indicating the
role of age, position, and seniority in establishing IRC. As
Kwiek (2020) argues, academics with higher titles often hold
administrative positions in their institutions and spend less
teaching time while they can devote much more effort to
research. These may turn into advantages that can facilitate
international collaboration opportunities. Furthermore, creat-
ing international networks that help academics establish IRC
often takes time, and senior academics with longer experience

��� Table 5. Relationships between IRC and individual, professional and institutional factors. 

Independent variable Value B SE Wald p OR

Individual Gender Male -.182 .118 2.395 .122 .834

Age group <30 .143 .424 .114 .736 1.154

30–39 .396 .324 1.496 .221 1.486

40–49 .264 .297 .787 .375 1.302

50–59 -.016 .294 .003 .956 .984

60 and above (ref) 4.409 .353

Professional Doctoral degree No degree -1.192 .292 16.663 .000 .304

Earned in Türkiye -.977 .207 22.262 .000 .376

Earned abroad (ref) 23.826 .000

Academic title Professor .893 .276 10.441 .001 2.443

Assoc. Prof. .467 .248 3.550 .060 1.595

Assist. Prof. -.033 .241 .019 .891 .967

Research Assist. -.239 .256 .871 .351 .787

Lecturer (ref) 26.137 .000

Discipline STEM .091 .152 .360 .548 1.095

Medical & Health Sci. -.247 .160 2.370 .124 .781

Arts & Hum. & Soc. Sci (ref) 4.803 .090

Academic orientation Teaching -.289 .133 4.729 .030 .749

Research orientation Applied/practical -.010 .054 .032 .858 .990

Social .025 .046 .292 .589 1.025

International in scope .435 .047 85.349 .000 1.545

Multidisciplinary .169 .053 10.273 .001 1.184

Institutional Institution type Public -.430 .184 5.443 .020 .650

University’s date of establishment Before 1992 .276 .159 3.015 .083 1.318

1992–2005 .266 .165 2.602 .107 1.305

After 2005 (ref) 3.477 .176

Opportunities for faculty members to undertake research abroad .082 .061 1.799 .180 1.085

Opportunities/funding for faculty members to attend international conferences abroad (F65) .000 .057 .000 .995 1.000

Constant -1.495 .550 7.390 .007 .224

-2LL 1819.150

Nagelkerke R2 .221

N* 1511

*Missing values included the respondents (I) who were not active in research, (II) who marked their academic title as ‘other’, and (III) other cases determined by the
analysis software due to the null responses in selected variables.
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may benefit from broadened international networks in their
efforts toward IRC (Çal›ko¤lu, 2017; Kwiek, 2020). On the
other hand, these results imply that it is worth further investi-
gation whether junior academics’ lower interest in IRC is
intentional or suffering from difficulties regarding their posi-
tion. If the second is the case, it is critical to support junior aca-
demics’ international networking efforts through financial and
bureaucratic mechanisms. Furthermore, more just distribution
of teaching loads and other time-consuming administrative
duties may be considered in departments so that junior aca-
demics make more room for IRC in their schedules.

The results reveal that professional factors significantly
related to IRC include the academic title and a doctoral degree
obtained abroad and an orientation towards research that is
especially multidisciplinary or international in scope. The
importance of gaining a graduate degree abroad in academics’
involvement in international activities has been discussed by
several authors (e.g., Calikoglu, Lee, & Arslan, 2020;
Finkelstein & Sethi, 2014). These authors asserted that earning
doctoral degree abroad is influential in expanding academics’
own international network and institutional international col-
laboration. Because of their international graduate experiences
and already established networks, academics who obtained
doctoral degrees abroad are often seen as key persons enhanc-
ing their institutions’ international horizon. Thus, they tend to
continue carrying out scholarly work with an increased global
orientation at their institution. Here, our research has also
revealed the importance of multidisciplinary research orienta-
tion in increasing IRC, which is rarely argued in the related lit-
erature to the best of our knowledge. The complex nature of
recent social and scientific challenges puts pressure on govern-
ments and institutions. Thus, researchers from different disci-
plines or with specializations are encouraged and incentivized
by policymakers and administrators to gather and collaborate
(Abramo, D’Angelo, & Di Costa, 2018). Based on our findings,
we suggest that governments and HE institutions increase the
promotion of multidisciplinary studies and combine it with
internationalization efforts by encouraging research teams that
consist of scholars from different countries to expand IRC and
help overcome global challenges.

Our study illustrates that academics’ IRC is also associated
with institutional factors, including the university’s date of
establishment and institution type. The findings show that
IRC is less common among academics in younger institutions.
Furthermore, we found a negative relationship between IRC
and working at a public university, while academics in founda-
tion universities tend to establish IRC more than their peers
in public institutions. Due to increasing massification, many

younger HE institutions suffer from insufficient physical and
financial infrastructure and lack capable academic and admin-
istrative human resources. Newly established universities in
Türkiye are no exception to this (Özoglu et al., 2016). Thus,
considering especially the importance of the infrastructure and
resources in enhancing IRC, the results regarding newly estab-
lished universities appear as no surprise. This finding, howev-
er, triggers the question of whether the CoHE’s international-
ization strategies prioritizing primarily quantitative outcomes
(CoHE, 2017; Selvitopu & Ayd›n, 2018) can be equally appli-
cable at every university. Thus, we recommend policymakers
and administrators develop measures to enhance the infra-
structural capacity and resources at universities suffering from
capacity deficiencies to stimulate IRC efforts of academics. 

Furthermore, it is worth investigating the reason behind
the difference between public and foundation universities
regarding institution type. Due to increasing competition and
students’ changing needs in the global HE market, non-public
institutions (e.g., foundation universities in Turkish case) seek
ways to expand their international networks and expect their
academics to act accordingly (Altbach & Knight, 2007). In
addition, Vural Y›lmaz (2016b) argues that foundation univer-
sities in Türkiye tend to have broader internationalization
strategies since they are primarily located in metropolitan cities
and benefit this location while attracting international students
and scholars. For these reasons, academics employed in
Turkish foundation universities may be more interested in
establishing IRC. On the other hand, considering the finding
of a negative relationship, it is crucial to mitigate the challenges
regarding IRC in public universities. Like their peers in foun-
dation universities, academics in public HE institutions have to
deal with the competitive changes in scholarly work requiring
more publishing and collaborating at the international level
(Huang, 2014). However, the segregation resulting from the
rapid expansion of Turkish HE has widened the debate on the
governance model of Turkish universities’, especially public
ones’, in terms of their institutional autonomy and the balance
of power relationship between them and CoHE as the top
coordinating body (Çelik & Gür, 2014; Kurt, Gür, & Çelik,
2017). Even CoHE itself labels Turkish HE as a highly cen-
tralized system and considers this a weakness in its strategic
plan (CoHE, 2015). At this point, one can expect the fragmen-
tation in needs, expectations, and priorities of Turkish public
universities should also be reflected in these universities’ inter-
nationalization strategies. However, prior research has indicat-
ed that consistent with the CoHE’s quantitatively-driven inter-
nationalization goals, most public universities develop ambi-
tious strategies focusing on increasing numeric indicators with-
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out insufficient consideration of their resources and distinctive
characteristics (Çal›ko¤lu & Bulut fiahin, 2018; Vural Y›lmaz,
2016a). Given the importance of academics’ self-motivation in
establishing IRC (Finkelstein et al., 2013), this isomorphic per-
spective may discourage academics employed at public univer-
sities from establishing IRC. Therefore, we recommend that
policymakers make more room for public universities to devel-
op and implement their internationalization strategies more
autonomously and constitute sustainable financial and bureau-
cratic mechanisms to support academics. We also suggest uni-
versity administrators pay more attention to prioritizing diver-
gent IRC strategies considering their own regional and institu-
tional conditions and their academics’ needs and interests. 

Our findings have brought significant implications also for
IRC in Turkish HE and similar country cases. First, despite the
increasing pressure of globalizing trends to internationalize
more, roughly half of the participant Turkish academics tend
not to establish IRC. This is contrary to Smeby and
Gornitzka’s (2008) argument that in the era of globalization, all
academics are cosmopolitans due to either individual motiva-
tions or global and national trends. Here, it is critical to note
that successful IRC and networking require several prerequi-
sites, including the researcher’s motivation or willpower to col-
laborate and financial and material resources in the researcher’s
work environment. In addition, the researcher has to be suffi-
ciently attractive for the scholars in other countries to collabo-
rate, and those resources are critical to increasing the said
researcher’s attractiveness for her/his international colleagues
(Smeby & Gornitzka, 2008). As a limitation of the current
study, we have no answer to why localists in the current study
do not establish IRC. It might be because of personal and dis-
ciplinary reasons or being oriented more towards national col-
laboration rather than international. These participants may
also face difficulties in their attempts to widen their interna-
tional networks. Nevertheless, one can notice that, like in many
developing countries, HE authorities in Türkiye prioritize
internationalization as a national policy and constitute ambi-
tious strategies to expand IRC (CoHE, 2017). Our study has
shown that, to achieve this aim, it is critical to improve the con-
ditions in the working environment for motivated academics
who cannot reach sufficient resources for IRC. This can help
internationalist academics broaden their networks and make
the entire HE system more attractive to academics and institu-
tions in other countries. 

Second, unlike previous studies demonstrating the segre-
gated nature of IRC in terms of gender (Kwiek, 2020; Vabø et
al., 2014) and academic fields (Kwiek, 2018; Rostan et al.,
2014), we found no significant associations between gender,

discipline, and IRC. However, consistent with previous
research (e.g., Kwiek, 2020), IRC segregation exists in Turkish
HE based on academic titles, age groups, and university types.
Academics with higher titles, aged above 40 and employed in
foundation universities tend to establish IRC more than their
colleagues. As we elaborated earlier, age and seniority/higher
academic titles come together in many HE systems and this
might be the case also in Türkiye. Additionally, those with
higher academic titles, especially professors, often are more
visible, experienced, powerful, and attractive in their institu-
tions which may facilitate them to gain or maintain the
resources to keep their international networks alive and widen-
ing (Kwiek, 2020). However, due to the rapid increase in the
number of newly established programs and institutions in
Turkish HE, lower academic titles constitute a vast majority
(i.e., more than three quarters) of the total academic staff pop-
ulation (��� Table 1). This situation also appears similar to
being employed in public universities, which we found nega-
tively related to IRC and whose numbers are high in newly
established institutions (Özoglu et al., 2016). IRC has been
approached to legitimize the revenue and reputation-oriented
strategies for internationalization in many countries, which
may lead to a more segregated and unequal HE globally
(Calikoglu et al., 2020; de Wit, 2019). Our study has demon-
strated that this risk should also be borne in mind for Turkish
HE. Thus, for a more inclusive internationalization, we sug-
gest that HE decision-makers in Türkiye and similar countries
consider taking measures to lower the segregation in IRC.
Specific governmental scholarships to host international schol-
ars in public universities for collaboration and extended finan-
cial support for junior academics’ international mobility may
help overcome this risk. These measures are also crucial
because empowering IRC may serve to overcome the estab-
lished hierarchies and Western domination in research and
lead to a more equal and collaborative HE environment glob-
ally (Arnett, 2016). 

Our study has corroborated the existence of complex and
contradictory relationships observed in IRC. As noted earlier,
despite all the globalizing forces, many academics tend not to
collaborate at the international level, either because of their
preference or difficulties hindering them. However, IRC
occurs for more than half of the participants through several
individual, professional, and institutional factors. For a broad-
er understanding of the nature of IRC, one of the critical mat-
ters here would be how these academics establish, maintain,
and expand their collaboration. For this purpose, as argued in
Wagner and Leydesdorff (2005), it is essential to further inves-
tigate to what extent and how these collaborations are driven
by top-down, organized reward mechanisms and bottom-up,
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self-organized participatory actions. Investigating this can help
government and policymakers channel material and financial
support in a more systematic and efficient way, and help
researchers depict a more nuanced interpretation of IRC.

This study examined factors influencing IRC in Turkish
HE based on academics’ attitudes and behaviors. Although our
analysis showed significant associations between several factors
and IRC, one should bear in mind the limitations of the cur-
rent research while interpreting the results. First, our study is
based on the Turkish context. Although global trends have a
critical influence on HE systems worldwide, with its historical
characteristics and governmental and legislative regulations,
the national context still tends to play a unique determinative
role in attitudes, beliefs, and behaviors of academics and the
administration of universities (Marginson, 2021). Based on our
best effort, we discussed some of the contextual factors that can
influence our findings; however, the possibility of additional
influential factors related to the Turkish context should be
noted. Second, due to the structure of the APIKS question-
naire, we used a yes/no question to gather the responses
regarding establishing IRC. Thus, our study is limited in exam-
ining more detailed patterns and outputs of IRC (e.g., co-
author analysis, target country, region, and journal analysis) in
Turkish HE. Researchers can carry out bibliometric studies to
examine such patterns further. Third, we chose the factors we
examined in this study by considering the intersection of the
previous literature and related APIKS questionnaire items.
There might be additional factors influencing academics’ IRC.
Further studies can focus on these additional factors at individ-
ual, professional, institutional, and national/international lev-
els. These factors can also be examined through a qualitative
design to explore how IRC occurs at the individual, discipli-
nary and institutional levels in more detail.
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SS ince its accelerated emergence in the 1980s, the worl-
wide impact of globalization has become one of the
most widely discussed issues in the world, today. While

globalization was initially an economic phenomenon, it has
shaped the world we know today with its social, political, eco-

nomic and cultural impacts triggering changes in many areas,
ranging from health to education and from economy to poli-
tics. With the ease of international movement of capital, the
world has become a global marketplace and the increasing
competition among the countries trying to gain a place in this

Küreselleflmenin hem sa¤l›k sistemini hem de e¤itim sistemini etkiledi¤i
düflünüldü¤ünde, hemflirelik e¤itimi küreselleflmeden büyük ölçüde etki-
lenmekte ve hareketlilik programlar› önem kazanmaktad›r. Bu araflt›rma-
da, Türkiye’de hemflirelik bölümlerinde üniversiteler aras›ndaki ortakl›k-
lar› ve hareketlilik programlar› çerçevesinde uluslararas› düzeyde ö¤renci
ve ö¤retim eleman› hareketliliklerinin incelenmesi amaçlanm›flt›r. Arafl-
t›rma, çevrimiçi anket yolu ile uygulanan tan›mlay›c› bir çal›flmad›r. Arafl-
t›rma 2017–2018 e¤itim ö¤retim y›l›nda hemflirelik e¤itimi veren 82
hemflirelik bölümü ile gerçeklefltirilmifltir. Hemflirelik e¤itimini aktif ola-
rak sürdüren fakülte ve yüksekokullar›n %70.7’si devlet üniversitesi olup,
tamam›nda uluslararas› ö¤renci-ö¤retim eleman› hareketlili¤i programla-
r›ndan biri bulunmaktad›r. Bölümlerin %58.5’inin ö¤renci hareketlili¤i
ile ilgili olarak yurt d›fl›na giden en az bir ö¤rencisi bulundu¤u ve en çok
tercih edilen ülkenin Polonya oldu¤u (%18.1) belirlenmifltir. Üniversite-
lerin %70.7’sinde yurtd›fl›ndan kuruma gelen ö¤renci bulunmad›¤›, top-
lamda 21 farkl› ülkeden gelen ö¤rencilerin en fazla ‹spanya’dan geldi¤i
tespit edilmifltir. Hemflirelik bölümlerinin yar›dan fazlas›nda (%53.7)
programlar kapsam›nda yurtd›fl›na giden ö¤retim üye ve eleman› bulun-
maktad›r. Hemflirelik mesle¤inin gelifliminde hareketlilik programlar›
önem arz etmektedir. Hemflirelik e¤itiminde bu etkileflim programlar›n›n
daha aktif bir flekilde kullan›lmas› için ö¤rencilere ve akademisyenlere ge-
rekli dan›flmanl›klar›n yap›lmas› ve uluslararas›laflman›n teflvik edilmesi
mesleki geliflim aç›s›ndan önemlidir. 

Anahtar sözcükler: ERASMUS, hareketlilik programlar›, hemflirelik
e¤itimi, küreselleflme, uluslararas›laflma.

Considering that the acceleration of globalization has affected both the
health systems and the education systems worldwide, nursing education has
been greatly impacted in the process and mobility programs have greatly
gained in importance. This study aimed to investigate the mobility of stu-
dents and academicians at the international level, within the framework of
partnerships between universities and international mobility BSN
(Bachelor of Science in Nursing) programs in Türkiye. The study used a
descriptive method with an online survey and was carried out on 82 BSN
programs during the 2017–2018 academic year. The data in the study was
collected by means of the “Student and Academician Mobility Information
Form” and it revealed that 70.7% of the faculties with BSN programs were
from State universities and that all these institutions had student and aca-
demician mobility programs. 58.5% of the departments had at least one
student who went abroad in the context of mobiliy and Poland was the
most preferred choice (18.1%). 70.7% of the universities had no foreign
students and for those institutions who did, the country having the highest
number of students who enrolled in Türkiye, from a total of 21 countries,
was Spain. There were academic staff and faculty who went abroad within
the scope of the programs in more than half of the BSN programs (53.7%).
Mobility programs are important for the development of the nursing pro-
fession. In order to use these more actively in BSN education, internation-
alization can be encouraged, and the required guidance should be given to
students and academics. 

Keywords: ERASMUS, globalization, international mobility, interna-
tionalization, nursing education.
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market, has caused a restructuring of the world economy (A¤r›,
2006; Aslan, 2004; Erdem, 2012). 

Globalization is also interpreted as a result of advances in
modern science and new technologies. Transportation
opportunities and advancements in the information and com-
munication technologies have caused the world to become
smaller and has favoured the emergence of worldly con-
sciousness. With globalization, people from different coun-
tries come together, exchange goods, services and ideas and
benefit from each other’s experiences. With the increase in
transportation facilities, distances are shortened, transitions
of countries and societies in the world increase and people are
becoming more itinerant than ever (Aktel 2001; Balay, 2004;
Karaman, 2010; Tarcan, 2001). 

Globalization has imposed changes in education, in par-
ticular in higher education, as in many other structures of
society. While the most important source of economic
growth in agricultural societies and industrial economies is
agricultural land, it is thought that information is the key for
economic development in the 21st century, and lack of infor-
mation is considered to be the principal obstacle to econom-
ic and social development. This perspective has laid the
groundwork for higher education, considered to be at the
center of information, production and distribution, to be con-
sidered among important resources for the economic devel-
opment of countries around the world. In this context, with
the effect of globalization as well as the emergence of the
information society, new types of universities such as entre-
preneurial, corporate and virtual universities have emerged.
Relations between institutions have gradually increased with
the establishment of new relationship networks, pluralistic
institutional collaborations and focuses and universities have
gained more international qualifications. Education pro-
grams such as the establishment of foreign universities, dis-
tance education and online education, are among the innova-
tions brought by internationalization to education. Beside
these, the mobility/mobilization of students and lecturers,
which are an important aspect of internationalization in high-
er education, is increasing every day (Balay, 2004; Özdem,
2013; Council of Higher Education of Türkiye [CoHE],
2007, p. 251; CoHE, 2017, p. 84).

The mobility of students and academicians contributes to
the acquisition of new information of the participating coun-
tries, with mutual interaction, the presence of more dynamic
universities, the approximation and harmonisation of higher
education systems all over the world, accelerating intercultur-
al understanding and integration, establishing more pluralis-
tic dialogue environments, increasing intellectual and aca-

demic dialogue between cultures, as well as enriching and
developing education. On the other hand, these universities
are criticised for losing sight of their mission of spreading
national culture and shaping citizens, while cultural differ-
ences are leveled under the effects of global cooperation net-
works, as well as not educating nations according to their pri-
orities and further deepening the inequality of opportunity in
education (Bay›k Temel, 2011; CoHE, 2017, p. 84; Çelik &
Gömleksiz, 2010; Çetin, 2007).

Globalization has affected the nursing profession and
nursing education as well, as with all professions. With glob-
alization, there have been changes in the nature of knowl-
edge, educational institutions and the structure of nursing
education (Davidson, Meleis, Daly, & Douglas, 2003). In an
effort to adapt to these changes, it is thought that the number
of schools providing universal nursing education will gradu-
ally increase. It is aimed to ensure that schools that provide
nursing education become specialized in time and become
internationalized with student exchange programs (Bay›k
Temel, 2011). New academic systems are developed by
ensuring student mobility in pre-and post-graduate education
in nursing schools and students are obliged to take part of
their education in other countries (Glass, 2006). Nursing stu-
dents go to other countries and discover the opportunity to
experience, research and examine their profession. This
internationally developing academic mobility enables people
from all countries to easily connect with each other and to
share intercultural knowledge and skills (Bay›k Temel, 2011).
The international mobilization that has been carried out has
fostered students’ sense of independence, personal develop-
ment, communication skills and has served to increase their
self-confidence. It has served to develop their ability to
understand different cultures and to apply transcultural care,
while observing and comparing other countries' health care
systems and nursing practice. It has many additional positive
contributions, such as learning another language and making
new acquaintances (Button, Green, Tengnah, Johansson, &
Baker, 2005).

In the context of student mobility, the number of interna-
tional students across the world which was estimated at eight
hundred thousand in the 1970s, accounted for some 4.5 mil-
lion in 2012 and this number was estimated to reach 8 million
by 2022 (CoHE, 2017, p. 84). Whereas the first steps of
internationalization in higher education began in Europe in
the 1980s, the acceptance of international students in higher
education through the payment of tuition started for the first
time in England as late as 1979. The European Action
Scheme for the Mobility of University Students (ERASMUS)
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program, which comes to mind when considering an increase
in the mobility of international students and academicians
and improving cooperation in education and research, both at
the country level and throughout Europe, was created in
1987. The number of international students, which was less
than one million in the world in 1975, reached 1.3 million in
1990 and 2.1 million in 2000 and this number was 4.1 million
in 2010 (Arkal› & Nas›r, 2016). This increase is expected to
continue with acceleration and reach 8 million by 2022
(CoHE, 2017, p. 84). Recent changes in mobility indicate
that the trend continues mostly towards Europe and the
United States of America (USA). In 2013, the USA was the
country accepting the highest number of international stu-
dents around the world with 784,427 international students
(Arkal› & Nas›r, 2016). Despite the decrease in recent years,
the USA retains its position as the most attractive destination
in the world for international students and academicians
(Ozer, 2017). While Türkiye sent 51,295 students to other
countries in 1999, this number dropped to 44,964 in 2013. It
was among the top thirty countries preferred by foreign stu-
dents in 1999 and there was a significant increase in the num-
ber of students in 2013 (1999–2013 18,337 and 54,387,
respectively); it was ranked seventeenth among the top thirty
countries. When we look at the Organisation for European
Economic Cooperation (OECD) rates (8%) among current
students in the countries where students go, compared to
many countries, Türkiye is far below the average with a rate
of 1.9%. On the other hand, it hosts only 1% of internation-
al students (OECD, 2015).

In a comprehensive study conducted by OECD on the
future of higher education in the world in by 2030, it was stat-
ed that the higher education supporting and containing cross-
border and transnational mobility of students, academicians
and institutions would grow more (CoHE, 2017, p. 84; fiimflek
& Bak›r, 2016).

Nursing education, which is influenced by the globaliza-
tion of both the healthcare system and education, also uses
exchange programs in its bid to attain international qualifica-
tions (Bay›k Temel, 2011; Ersin & Bahar, 2014). However, to
the best of our knowledge, there are no studies in the litera-
ture that examine at what stage the nursing schools in
Türkiye find themselves at this time, in the context of the
international mobilization resulting from globalization.
Therefore, in this study, it was aimed to investigate the
mobilities of students and academicians at the international
level, within the framework of partnerships between univer-
sities and mobility BSN programs in Türkiye. 

Method 
Study Design 

The descriptive research method was used in this study. 

Participants 

The population of the study was composed of 124 faculties
providing undergraduate education in BSN programs, affiliat-
ed with higher education institution in Türkiye. The plan
included reaching the entire population and no sample selec-
tion was made. Within the scope of the study, BSN programs
in Türkiye having international student and academician
mobility program, as well as agreeing to participate in the
study, were the only inclusion criteria. Universities who failed
to complete the data collection forms were excluded from the
study. Ultimately, the study was conducted with the participa-
tion of 82 BSN programs during the 2017–2018 academic year. 

Data Collection 

The data was collected between September 2017 and July
2018, using the “Student and Academician Mobility
Information Form”, which consists of two sections and a total
of thirteen questions, including three about the institution
and ten about the mobility of student-academician. The
form, prepared by the researchers, was sent to the faculty
deans and heads of departments of the universities where the
study would be conducted through official letters from the
university of the researchers, as well as through e-mail. The
deans and head of department of BSN programs of the target
universities that did not respond within six months were fol-
lowed-up on by the researchers and their responses were col-
lected. 

Data Analysis 

The data obtained from the study was assessed using the IBM
SPSS Statistic 22.0 (IBM Corp., Armonk, NY, USA) packaged
software in the environment. Descriptive and analytical statis-
tical methods were used to evaluate the data and the value of
p<0.05 was considered as statistically significant. 

Ethical Considerations 

Attention was paid to ethical principles at every stage of the
study. Prior to launch, Ethics committee approval was received
from Erciyes University Social and Humanities Ethics
Committee (EU/SBBEK-28). The institutions were informed
about the study and responses were provided by the institutions
that agreed to participate in the study. 



Results
It was determined that 70.7% of the BSN programs were from
State universities and included some 1023 academicans and
59,765 nursing students during the 2017–2018 academic year.
All the institutions had student and academician mobility pro-
grams and university information centres. Among the mobility
programs, the ERASMUS program was found to be present in
all universities participating in the study and 85.4% of the
schools were found to provide information about mobility pro-
gram for the BSN programs (��� Table 1). 

It was also determined that 58.5% of the departments had
at least one students who went abroad in the context of student
and academician mobility. Considering that the mobility start-
ed with the ERASMUS program, a total of 541 students bene-
fited from the program and went abroad from 1987 to 2017;
Poland being the most preferred (18.1%) one among 29 coun-
tries. It was found that 70.7% of the universities had no foreign
students, whereas for those that did, a total of 159 students
came to Türkiye from abroad to receive education; Spain had
the highest number of students having come to Türkiye out of
a total of 21 countries (Bulgaria, Poland, Belgium, Romania,
Portugal, etc.). There were academicians who went abroad
within the scope of the programs in more than half of the BSN
programs (53.7%): 188 (17.2%) of the academicians went to
abroad in the scope of mobility programs in all participating
universities and among 30 visited countries (Poland, Germany,
Belgium, Denmark, Italy, etc.), Portugal was noted to be the
highest preferred destination (��� Table 2). 

When the students and academicians mobility statuses of the
institutions having BSN programs were examined based on
some characteristics, it was determined that there was no signif-
icant difference between the State and private universities, in
terms of student and academician mobility characteristics
(p>0.05). It was also determined that ERASMUS was the large-
ly preferred program providing mobility and informing the
department about mobility program, though it did not produce
a significant correlation between the student and staff mobility
(p>0.05) (��� Table 3). 

Discussion
Nowadays, in discussions on internationalisation in higher
education mobility, the focus is on student and academician
from developing countries heading to developed countries (K›fl
& Konan, 2012; Özdem, 2013; Taflç› Kaya, 2014). It was noted
therefore, that the USA holds its position as the most attractive
destination for international students and academicians (Ozer,
2017) and the mobility trend is towards Europe and the USA
(Arkal› & Nas›r, 2016). It was seen in the present study that
Poland, as a Northern European country, is preferred more by
students, which is also supported in the literature. This is due
to the fact that Poland attaches great importance to exchange
programs and is one of the top five countries actively using the
programs (Akkutay, 2017; Oflaz & Çavdar, 2017). In another
study conducted in Türkiye, Poland was found to be the first
to receive students from other countries (Arkal› & Nas›r,
2016). The fact that the university and higher education sys-
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��� Table 1. Characteristics of BSN programs. 

Characteristics n %

University type

State university 58 70.7

Foundation university 24 29.3

Total number of academicians: 1023 (2017–2018 academic year)

Total number of students: 59,765 (2017–2018 academic year)              

Mobility programs*

ERASMUS 82 100

Mevlana 52 63.4

Others (International student exchange programs,
private partnership between universities)

5 6.0

Mobility programs information center at the universities

Yes 82 100

Mobility programs information center at the programs

Yes 70 85.4

No 12 14.6

*Multiple options are marked.
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tems in the USA and European countries are perceived as more
effective seems to affect students selecting these countries.
They believe that they can find better employment opportuni-
ties with the education they received at these schools and they
can work and attain better living conditions in those countries
(Ozer, 2017).

It is aimed with the exchange of students and academicians
among universities to develop cooperation between countries,
to increase the quality of higher education, to enable different
universities to come together and make collaborative studies,
to support the spread of these studies in other universities and
to harmonise curricula of the universities with curriculum
improvement studies (A¤r›, 2006). However, when the situa-
tion of Turkish students is evaluated, it is found that very few
head to foreign countries to do any part of their studies

(Akkutay, 2017). Students from Türkiye constitute 0.9% of
students benefiting from the mobility program in the world.
Although students are the most financially supported group, it
was noted that though at least one student of more than half of
the BSN programs went abroad, only 541 nursing students
have benefited from ERASMUS program, within the past thir-
ty years. The fact that the overseas experiences of the students
did not cause any privilege for students in regards to their nurs-
ing profession and the mobility programs are not evaluated in
exams, might be discouraging students from participating. In
line with these results, it is thought that increasing the intro-
duction of the mobility programs earlier and evaluating the
nurses’ status of benefiting from mobility programs at the start
of their profession, will increase the participation to these pro-
grams.

��� Table 2. Characteristics of international mobility programs in BSN programs. 

Characteristics n %

International student mobility programs 

Students going abroad 

Yes 48 58.5

No 34 41.5

Total number of students going abroad: 541 Min–max: 1–76

Countries

Poland 98 18.1

Portugal 52 9.6

Spain 47 8.6

Others (26 countries) 344 63.5

Students from abroad

Yes 24 29.3

No 58 70.7

Total number of students from abroad: 159 Min–max: 1–37

Countries

Spain 37 23.2

Poland 31 19.4

Bulgaria 22 13.8

Others (18 countries) 69 43.3

International academician mobility programs 

Academicians going abroad 

Yes 44 53.7

No 38 46.3

Number of academicians: 224                                              Min–max: 1–33

Countries

Portugal 52 18

Poland 41 14.2

Spain 19 6.5

Others (27 countries) 112 38.8



Internationalisation in higher education will not only
improve the quality of higher education institutions, it will
also provide significant contributions in the economic, social
and cultural fields of the countries. For this reason, countries
need to make efforts to become an important attraction cen-
tre in internationalisation in higher education, at both stu-
dent and academician levels. Despite all this, it is reported in
the literature that the number of European students coming
to Türkiye is quite low and a great majority of those students
have come with short-term exchange programs (Ozer, 2017).
Similar to the literature, it was determined in the results of
the present study that 70.7% of the BSN programs in univer-
sities had no foreign student at all using the exchange pro-
grams, and that only 159 students had come from abroad to
BSN programs in Türkiye in order to receive education, dur-
ing the examined period. This may be associated with the fact
that the BSN programs of the universities in Türkiye have
not been sufficiently publicized to foreign students. In addi-
tion, higher education institutions and research centres pre-
pare projects to attract successful people at both student and
academician level to their countries and make huge invest-
ments in these projects (Ozer, 2017). In line with this infor-
mation, it can be thought that the BSN programs and higher
education in Türkiye have not formulated a sufficient amount
of initiatives. 

It was determined in this study that the students who have
come to BSN programs in Türkiye through exchange pro-
grams came mostly from Spain. The reason for this may that

in the previous academic year, this country sent some 37,235
students to another country (Akkutay, 2017), more than any
other. In another study, it was seen that Spain was in the sixth
place among the countries sending the highest number of stu-
dents specifically to Türkiye (Arkal› & Nas›r, 2016).

Higher education is one of the areas where global values
are placed. Mobility, especially in international arenas, pro-
vides these through their students, academicians, projects,
studies and personnel working in higher education (Akkutay,
2017; K›fl & Konan, 2012; Oflaz & Çavdar, 2017; Özdem,
2013). Countries are particularly careful to strengthen both
their education quality and research capacity by attracting
international faculty members to their countries (Knight,
2007). Along with the number of international students, the
number of foreign faculty members has an important role in
internationalisation (Arkal› & Nas›r, 2016). In terms of the
number of personnel participating in the ERASMUS person-
nel mobility program, Türkiye was in second place, right
after Poland, in the first five countries (Oflaz & Çavdar,
2017). The UK, Spain, Germany, Italy and Portugal are
shown as the most popular five places for personal training
(Akkutay, 2017). In this study, Portugal was also seen to be
the most preferred place to go abroad within the scope of
mobility programs for the BSN programs academicians in the
universities. Since the effect of the increase in the mobility of
international academicians will naturally reflect on the num-
ber of international students, it can be asserted that the
changes should increase.
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��� Table 3. International mobility characteristics of BSN programs.

International mobility programs

Students going abroad Students from abroad Academicians going abroad

BSN programs Yes No Yes No Yes No

University type

State university 43 15 22 36 38 20

Foundation university 5 19 2 22 6 17

p 0.064 0.160 0.092

Name of international mobility programs

ERASMUS 48 34 24 58 44 38

Mevlana 37 15 20 32 34 18

Others 1 4 0 5 1 4

p 0.066 0.065 0.077

International mobility information center 

Yes 43 27 24 46 39 5

No 5 17 0 12 32 6

p 0.093 0.079 0.052



Conclusion and Recommendations
Internationalisation in higher education creates individuals
who are open to the events and developments taking place
around them, who have an improved culture of common living,
have the ability to look at the events with a different perspec-
tive and provide contribution in the development of a new gen-
eration looking to ensure universal goodwill and harmony. It
ensues the necessity to give importance to mobility programs,
increase promotion activities and apply programs that will
make mobility attractive, in order for the nursing profession to
contribute to the development and change of the country. In
addition, governmental incentives that will attract foreign stu-
dents, international partnerships and promotional activities of
universities should be increased. Exchange programs are also
important in graduate education as in undergraduate education,
therefore it is recommended to develop graduate exchange pro-
grams in nursing. 

Limitations 

Due to the confusion of meaning in the data collection form,
the questions about the academicians from abroad could not be
answered correctly by many participating universities. For this
reason, the information about the academicians coming from
abroad was not included in the data and the lack of evaluations
on this issue was considered as a limitation of the study.
Inadequate records of mobility programs in universities and
inaccessibility of these records through websites have made the
data collection process difficult, which can be considered as
another limitation. 
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Dünyada de¤iflen ekonomik, kültürel, politik ve toplumsal koflullar di¤er
alanlar› etkiledi¤i gibi yüksekö¤retim alan›n› da etkilemektedir. De¤iflen ko-
flullar›n etkisiyle yüksekö¤retim kurumlar›n›n ifllevlerinin kapsam› hem ge-
nifllemifl hem de bunlara yenileri eklenmifltir. Bu de¤iflikliklerin yan› s›ra
yüksekö¤retim kurumlar›na olan talep e¤itim, araflt›rma ve topluma hizmet
boyutlar›nda her geçen gün artmaktad›r. Yüksekö¤retim alan›nda yaflanan
büyüme ve yüksekö¤retim kurumlar›n›n toplum üzerindeki etkisinin derin-
leflmesi, yüksekö¤retim kurumlar›n›n faaliyetlerinin niteli¤ine iliflkin sorgu-
lamalar yap›lmas›na neden olmaktad›r. Bu do¤rultuda, yüksekö¤retim ku-
rumlar›nda kurumsal kalite de¤erlendirme süreçleri yürütülmektedir. Arafl-
t›rman›n amac›, Türk, Avrupa ve Amerika yüksekö¤retim sistemlerinde uy-
gulanan kurumsal kalite de¤erlendirme süreçlerinin yap›sal analizi ve karfl›-
laflt›r›lmas›d›r. Araflt›rman›n bulgular›, ülkemizde Yüksekö¤retim Kalite Ku-
ruluna, yüksekö¤retim kurumlar›ndaki kalite komisyonlar›na ve benzer bir
konuda bilimsel çal›flma yapacak olan di¤er araflt›rmac›lara katk› sa¤layaca-
¤›ndan önemlidir. Araflt›rma betimsel modeldedir ve nitel yöntem kullan›l-
m›flt›r. Araflt›rman›n çal›flma grubunu Türkiye, ‹ngiltere, Norveç, Finlandi-
ya ve Amerika Birleflik Devletleri’nin kurumsal kalite de¤erlendirme kuru-
lufllar› oluflturmaktad›r. Veriler doküman incelemesi yöntemiyle toplanm›fl
ve doküman analiziyle çözümlenmifltir. Bulgulara göre Türkiye, ‹ngiltere,
Norveç, Finlandiya’da kurumsal d›fl de¤erlendirme ya da denetim modelle-
ri kullan›l›rken, Amerika’da kurumsal akreditasyon sistemi kullan›lmaktad›r.
Tüm ülkelerde uygulanan kalite de¤erlendirme süreçlerinin temel amaçlar,
de¤erlendirilen boyutlar, de¤erlendirme yaklafl›m›, de¤erlendirme sürecinde
görev alan kifliler ve de¤erlendirme türü bak›m›ndan genel olarak benzerlik
gösterdi¤i ancak, ülkelerin yüksekö¤retim sistemlerindeki yönetim, koordi-
nasyon ve tan›nma uygulamalar›na göre farkl›l›klar oldu¤u belirlenmifltir.
Türk yüksekö¤retim sisteminde kurumsal kalite de¤erlendirme süreçlerinin
nitelikli bir flekilde yürütülebilmesi için, ulusal koflullar göz önünde bulun-
durularak sistemli bir flekilde düzenlenmeli ve uygulanmal›d›r. 

Anahtar sözcükler: Kurumsal kalite de¤erlendirme, yüksekö¤retim,
yüksekö¤retimde de¤erlendirme.

Changing economic, cultural, political, and social conditions worldwide
have a big impact on higher education. Under the influence of changing
conditions, the functional scope of higher education institutions has
expanded and new functions have been added. In addition to these
changes, the demand for higher education institutions is increasing day
by day in terms of education, research, and service to society. The
expanding functions of higher education and its deepening impact on
society call for quality activities of higher education institutions.
Therefore, institutional quality evaluation processes are carried out in
higher education institutions. This study aims to analyze and compare
institutional quality evaluation processes applied in Turkish, European,
and American higher education systems. The findings obtained are
important as they will contribute to the Higher Education Quality
Council of Türkiye, quality commissions in higher education institutions,
and other researchers who will conduct scientific studies on this subject.
It is a descriptive and qualitative study whose sample consists of institu-
tional quality evaluation agencies from Türkiye, England, Norway,
Finland, and the United States of America. The data in the study were
collected and analyzed by applying the document analysis method. The
findings indicate that institutional external evaluation or audit models are
used in Türkiye, England, Norway, and Finland while an institutional
accreditation system is used in the USA. Although the quality evaluation
processes applied are generally similar in terms of basic objectives,
assessed dimensions, assessment approach, people involved in the imple-
mentation of the assessment, and assessment type, there are differences in
aspects such as the management, coordination, and recognition practices
of the countries’ higher education systems. Taking into account national
circumstances, the institutional quality evaluation processes in the
Turkish higher education system should be organized and implemented
in a systematic way to ensure quality higher educational practice. 

Keywords: Higher education, higher education evaluation, institutional
quality evaluation.
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RR apidly changing living conditions require individuals
who have the knowledge and competencies to antici-
pate and adapt to possible new changes through edu-

cation. Education is a process that involves not only a single
individual, but also a process that includes the society in which
the educated individual interacts. The education level and edu-
cational quality of an individual are indicators of the education-
al quality of society. Each level in the education system gradu-
ally contributes to the individual’s educational quality.

Higher education plays an important role in the future of
society (Ero¤lu, 2004), contributing to social development by
increasing socio-economic, scientific, and cultural accumula-
tions (Akbulut Y›ld›rm›fl & Seggie, 2018). According to
Barnett (2004), higher education worldwide is undergoing a
series of changes, influenced by factors such as globalization,
the revolution that comes with digital technologies, the
impact of society on higher education, participation in higher
education, access, equal opportunities, and competition. Some
of these changes put higher education institutions (HEIs) in
challenging relationships with the government, students with

different expectations, the business world at the intersection of
competition and marketing, and other higher education insti-
tutions. (Barnett, 2004). In such a context, various efforts are
taken to inspect higher education institutions to hold them
accountable to society and the government (Çetinsaya, 2014;
Deveci, 2012; Turkish Higher Education Quality Council
[THEQC], 2019). Reasons for such efforts include but are not
limited to the deepening impact of higher education institu-
tions on society, the expenditures made for the execution of
higher education activities, and the impact of the quality of the
information produced on global competition (Hamuto¤lu,
Ünveren-Bilgiç, & Elmas, 2020). Within the scope of these
regulations, the importance attached to evaluation studies on
audit processes, transparency, accountability, quality, and
quality standards by governments and higher education insti-
tutions has increased (Fitzpatrick, Sanders, & Worthen, 2004;
Stockmann & Meyer, 2016). ��� Figure 1 outlines the areas
affecting the quality movement in higher education and the
relationships between them.

��� Figure 1. Areas affecting the quality movement in higher education.
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Changes in education, economy, technology, and politics
paved the way for globalization and social change. Parallel to
the evolution of the economy and technology, the develop-
ment of the workforce and the importance of quality have
come to the fore (Gürbüz & Ergülen, 2008). The effects of
developments and changes in social, political, and communi-
cation fields have also increased the growing social demand
and expansion of systems, and consumer demand for trans-
parency (Martin & Stella, 2007). These effects play a role in
increasing the importance of quality in higher education insti-
tutions as well as in all fields (Gürbüz & Ergülen, 2008). This
process has affected the acceleration of global competition and
the development of the concept of quality, which plays an
important role in global competition. The spread of the con-
cept of quality, and concerns related to quality have led to the
emergence of quality assurance systems and institutional eval-
uation processes (Martin & Stella, 2007).

Accreditation is the first form of quality assurance that
emerged in North America, Central, Northern, and Eastern
Europe. To encourage development, European countries
encourage competition in higher education systems by using
competitive conditions to determine national rankings and
research budget allocation (Bok, 2013). With the introduction
of university rankings, graduate tracking, and other surveys by
governments and professional bodies into higher education,
the foundations for a modern, large-scale, systematic higher
education quality assurance system have been developed
(Yingqiang & Yongjian, 2016). According to Bok (2013),
many governments, especially in the United States, have lib-
eralized regulatory controls over the planning, budgeting, and
administration of universities. They try to support entrepre-
neurship by giving more authority to managers and academics
within the institution. As a result, governments need to hold
higher educational institutes accountable regularly by creating
elaborate systems to evaluate the research and educational
effectiveness of universities (Bok, 2013), and to develop sys-
tematic, government-sponsored quality assessment mecha-
nisms nationwide (Barnett, 2004).

Many countries have started to carry out quality assess-
ment studies in higher education (Harvey & Knight, 1996)
and have established units or institutions/organizations
responsible for quality assurance. A successfully implemented
quality assessment and assurance system provides information
that will convince institutions and the public about the quali-
ty of activities in higher education institutions. This system
will also offer suggestions on how higher education institu-
tions can improve what they do (Standards and Guidelines for
Quality Assurance in The European Higher Education Area

[ESG], 2015). The quality assurance system in higher educa-
tion, which started in the 2000s in Türkiye, has been provid-
ed by the institutional evaluation processes carried out by
THEQC since 2015 (THEQC, 2019).

There are differences in the quality assessment systems by
countries. In some countries, governments implement assess-
ment systems and management control mechanisms that
require reporting to improve quality (El-Khawas, DePietro-
Jurand, & Holm-Nielsen, 1998); some other countries pro-
vide quality assurance through accreditation; some other
countries provide it through evaluation committees or exter-
nal evaluation processes that take place in cycles. No matter
whether the quality assurance is achieved through the accred-
itation or external evaluation process, this process must be car-
ried out systematically, following scientific principles and fun-
damentals, and by experts in this field (Boyle & Bowden, 1997;
Martin & Stella, 2007).

Through quality evaluation processes wisdom is also need-
ed in addition to the ones stated above. To reach wisdom, a
workflow must be followed from data to information, from
information to knowledge, and from knowledge to wisdom. As
seen in ��� Figure 2, the data are symbols that show the prop-
erties of objects and events. Information is data that has been
processed to increase usefulness. Therefore, the difference
between data and information arises from their functionality
(Ackoff, 1999). Information answers descriptive questions
such as who, what, when, where, and how many. When we
have the knowledge, explanations that answer the question of
how can be made. To reach wisdom, it is necessary to show
that understanding/ comprehension is realized by answering
the question why. These explanations can be associated with
institutional evaluation. Thus, institutional evaluation
processes should be carried out based on data, information,
knowledge, and wisdom to increase both the efficiency and
effectiveness of the evaluated institution or program.

The issue of quality in Türkiye was not handled at the
national level and in a systematic structure parallel to the new
developments in this field until the 2000s (Deveci, 2012)
Therefore, analyzing the quality evaluation processes for
higher education institutions in the USA and European coun-
tries and comparing them with the process in Türkiye is
important. In addition, although the quality assurance system
and institutional evaluation processes of higher education
institutions in Europe are carried out within the framework of
ESG, there are differences in practices among these institu-
tions. To reveal these differences, the institutional quality
evaluation processes applied in Turkish, European, and
American higher education systems were examined and ana-



lyzed. The findings obtained from the analysis and compari-
son of these processes are important as they will contribute to
THEQC, quality commissions in higher education institu-
tions, and other researchers who will conduct scientific stud-
ies on this subject.

Research Purpose 

The purpose of this research is to analyze and compare the
institutional quality evaluation processes applied in Turkish,
European, and American higher education systems. In line
with this purpose, an answer to the following research ques-
tion was sought in the study:

How do institutional quality assessment processes applied
in Turkish, European, and American higher education sys-
tems differ according to the naming of the evaluation sys-
tem, the purpose of the evaluation, the dimensions of the
evaluation, the evaluation approach, the people involved in
the evaluation process and the type of evaluation?

Method 
In this section, information about the research model, study
group, data collection tools, data collection, and analysis are
given.

Research Model 

A qualitative research method was used in this study, in which
institutional quality assessment processes applied in Turkish,
European, and American higher education systems were
structurally examined and compared. In this direction, the
structural dimensions of quality assessment processes are
described in depth (Kumar, 2011; Y›ld›r›m & fiimflek, 2016).

Study Group 

The study group of the research consists of institutional qual-
ity evaluation institutions in Türkiye, England, Norway,
Finland, and the United States of America (USA) (��� Table 1).
The criterion sampling method, which is one of the purposive
sampling methods, was used in the formation of the study
group. Three criteria were used to determine the countries
included in the study group and their institutional quality eval-
uation institutions: Countries with top-ranked universities in
the world rankings (Quacquarelli Symonds [QS], 2019; Times
Higher Education [THE], 2019; University Ranking by
Academic Performance [URAP], 2019), countries with the
institutions/agencies that ensure the execution of the quality
evaluation processes in the higher education systems and avail-
ability of documents related to institutional quality evaluation
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��� Figure 2. The pyramid of data turns into wisdom (Source: Bucata & Rizescu, 2019). 
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processes on the official websites of institutions/agencies that
ensure the execution of quality evaluation processes in higher
education systems.

Data Collection Method, Sources, Tool, and Data
Collection 

The document analysis method was used to collect data in the
research. The documents examined as the data source of the
research are regulations, guides, criteria, reports on the official
websites of the quality institutions (THEQC, QAA/DQB,
NOKUT, FINEEC, CHEA) responsible for the institutional
quality assessment processes applied in higher education sys-
tems in Türkiye, England, Norway, Finland, and the USA,
and the literature on these processes.

The data were collected through a document analysis
table. The themes in the document review table were
rearranged after the documents related to the institutional
quality evaluation processes applied in higher education sys-
tems in Türkiye, England, Norway, Finland, and the USA
were carefully examined (��� Table 2).

Data Analysis 

This study examines the documents on the official web pages
of the institutional quality evaluation processes applied in
higher education systems. The collected data were analyzed
with the document analysis method (Bowen, 2009). The
themes in the document review table were written separately
for each quality evaluation institution in electronic form. In
cases where sufficient information on a theme could not be
directly found on websites, information was requested by
sending an e-mail to the relevant institution. The data of each
theme of the five organizations in the study group were put
side by side in each theme line, and a single table (��� Table 3)
was prepared to show the findings comparatively. 

In the research, the steps suggested by Fraenkel and
Wallen (2009) were followed to both improve and check
validity and reliability. In the document review, primary

sources were prioritized for the data to be original. The data
analyzed from different sources are presented simultaneously
by comparison to avoid the creation of inconsistent definitions
or explanations on a subject from documents that do not
include different perspectives. The researchers discussed the
meanings of the terms within the scope of the subject to
understand the documents more accurately and deeply. The
meanings of the concepts related to the subject such as insti-
tutional evaluation, external evaluation, internal evaluation,
and accreditation were re-examined by reviewing the litera-
ture. During the document review process, new information
and expressions such as the Deming/Shewhart cycle, and
regional/national accreditation were taken into account to
increase reliability. Feedback was received from two academ-
ics, who had published on the subject, regarding the relevance
of the research findings and comments. All the documents
obtained regarding the quality evaluation institutions of the
countries and their activities were recorded electronically.
Finally, the sources for all the explanations included in the
research are shown in the text and the references section.

Results
The findings obtained on the structural analysis and comparison
of the institutional quality evaluation processes applied in
Turkish, European, and American higher education systems are
presented below.

Naming the Evaluation System 

Institutional quality evaluation agents in higher education sys-
tems are called as follows:

Institutional External Evaluation and Accreditation in
Türkiye 
Quality and Standards Review in England
Institutional Quality Assurance Audit in Norway
The Quality Audits of Higher Education Institutions in
Finland
Institutional Accreditation in the USA

��� Table 1. Study group of the research. 

The Institution/Agency ensuring the implementation of quality evaluation processes
Country Continent in the higher education system

1 Türkiye Asia-Europe Turkish Higher Education Quality Council (THEQC)

2 England Europe The Quality Assurance Agency for Higher Education (QAA)
Designated Quality Body in England (DQB)

3 Norway Europe Norwegian Agency for Quality Assurance in Higher Education (NOKUT)

4 Finland Europe Finnish Education Evaluation Centre (FINEEC)

5 USA America Council for Higher Education Accreditation (CHEA)



The data analysis suggests that traditionally the concepts
of evaluation and accreditation are used and the concept of
accreditation has been in use from 2020 in the Turkish high-
er education system. The concept of review in the higher edu-
cation system of England and the concept of the audit are used
in the higher education systems in Norway and Finland. In the
USA higher education system, the concept of accreditation is
used. It is known that accreditation is different from other
quality evaluation processes. It is a process “by which a (non-)
governmental or private body evaluates the quality of a HEI as
a whole or a specific educational program to formally recog-
nize it as having met certain pre-determined minimal criteria
or standards (Vlasceanu, Grünberg, & Pârlea, 2007, p. 25).”

At the end of the accreditation process, positive or negative
decisions are made, such as recognition or granting a license
for a certain period. The concepts of audit and review have
been used interchangeably by Vlasceanu and others (2007).
Moreover, Vlasceanu and others (2007) state that in the
United Kingdom, evaluation is also called a review. However,
the concepts of evaluation and audit do not refer to exactly the
same processes (��� Figure 3). According to the Agency for
Quality Assurance in Higher Education and Career
Development (AKKORK, 2020), evaluation is the control of
dimensions such as education, research, personnel, and infra-
structure of a university, academy, institute, or program. An
audit is defined as the activity in which the institutional quali-
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��� Table 2. General information on evaluation agent for institutional quality assurance in Türkiye, England, Norway, Finland, and the USA. 

Country/ organization Year of foundation General information

Türkiye/ THEQC 2015 Institutional quality evaluation processes in the Turkish higher education system are regulated by the Turkish 
Higher Education Quality Council (THEQC). THEQC is an institution with administrative and financial autonomy, 
a public legal entity, and a special budget (THEQC, 2020). The main duties of THEQC are listed in detail in the 
Regulation on Higher Education Quality Assurance and the Turkish Higher Education Quality Council (Official 
Gazette, 2018; THEQC, 2019). Some of the main duties of THEQC are to make evaluations according to 
national and international quality standards regarding the quality levels of leadership, government and quality, 
learning and teaching, research and development and service to society, to carry out external and internal 
quality assurance, accreditation processes and authorization of independent external evaluation institutions 
(THEQC, 2019; THEQC, 2022).

England/ QAA 1997 The Quality Assurance Agency (QAA) carries out quality assessment processes in higher education institutions 
DQB 2018 in England for Higher Education. QAA is an independent body that monitors and advises on standards and 

quality in UK higher education. The main tasks of QAA are setting and monitoring standards for UK higher 
education institutions and access to courses leading to higher education degrees, including the development of
the Quality Code for higher education, advising on the right to be named a UK university, reviewing UK higher
education and preparing a report on the findings, and examining complaints about academic standards and 
quality in higher education. In addition, QAA provides training, guidance, and support to help UK higher
education institutions develop their own quality assurance processes. QAA was designated as the Designated 
Quality Body (DQB) for England in 2018.

Norway/ NOKUT 2003 Institutional quality evaluation processes in the Norwegian higher education system are carried out by the 
Norwegian Agency for Quality Assurance in Education (NOKUT). NOKUT is an independent specialist 
organization under the Ministry of Education and Research. NOKUT’s main tasks are the evaluation of the 
systems of higher education institutions in terms of quality assurance, accreditation of higher education and 
vocational education institutions and programs, review of previous accreditation, evaluation of the importance 
given to the evaluation of quality in higher education, recognition of qualifications offered by foreign higher 
education institutions and Norwegian higher education institutions (Langfeldt, Harvey, Huisman, 
Westerheijden, & Stensaker, 2008).

Finland/ FINEEC 2014 The Finnish Education Evaluation Center (FINEEC) carries out institutional quality evaluation processes in the 
Finnish higher education system. FINEEC is an independent organization operating as a separate unit within 
the Finnish National Education Agency. The main tasks of FINEEC are evaluating the activities of basic 
education institutions and higher education institutions in accordance with the national evaluation plan, 
evaluating the learning outcomes related to the program objectives, and supporting educational institutions 
in matters related to evaluation and quality management (Loukkola, Vinther-Jørgensen, Pol, & Treml, 2017).

USA/ CHEA, USDE 1996 Accreditation bodies recognized by the Council for Higher Education Accreditation (CHEA) or the US 
Department of Education (USDE) carry out institutional quality assessment processes in higher education 
institutions in the USA.  These organizations may only be recognized by CHEA or USDE, or by both. 
Organizations other than CHEA that provide institutional accreditation in the USA are divided into three;
regional, national-religious, and national-occupational. CHEA is a private non-government agency, while USDE
is a federal government agency. CHEA’s main task is to examine the capacity of accreditation bodies to provide 
and improve the academic quality of higher education institutions and programs according to CHEA standards. 
The main task of USDE is to examine the capacity of accrediting agencies to validate eligible higher education 
institutions and programs for federal funds, including student aid, based on federal standards.



ty control system is controlled at the institutional or program
level (AKKORK, 2020). According to another definition
(Reddy, 2017), evaluation is the systematic assessment of the
effectiveness and efficiency of a program; on the other hand,
the audit is determining the compliance of programs, activi-
ties, and functions with predetermined standards. While the
purpose of the evaluation is stated as making a judgment about
the quality of the service available, the purpose of the audit is
stated as measuring the practices against a standard (Twycross
& Shorten, 2014; Vlasceanu et al., 2007). According to
Havens (1980), when examining a program, answers to the

same basic questions are sought in both the audit and evalua-
tion processes: “What happened? How does this compare to
some standards? What can be done to improve performance
in the future?” Although answers to the same questions are
sought in both processes, there are theoretical and philosoph-
ical differences between the two concepts, stemming from the
traditions of the intellectual disciplines they evolved from
(Davis, 1990; Havens, 1980).

Havens (1980) emphasizes that the administrative records
available to the auditor may not always be complete and reli-
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��� Table 3. Findings regarding institutional quality evaluation processes implemented in Turkish, European, and American higher education systems. 

Country/ Institution Türkiye/ THEQC England/ QAA Norway/ NOKUT Finland/ FINEEC USA/ CHEA, USDE

Naming the evaluation
system

Institutional External
Evaluation and 
Accreditation

Quality and Standards
Review

Institutional Quality
Assurance Audit

The Quality Audits of 
Higher Education 
Institutions

Institutional Accreditation

Evaluation approach(es) Continuous improvement Student-centered Student-centered Enhancement-led evaluation
Student-centered

(Differentiating among
accreditation agencies)

Evaluation type Peer Peer Peer Peer Peer 

Persons involved in the
evaluation process

Institutional External
Evaluation Commission

Head of evaluation team/
Evaluators
• Academics
• Administrative staff
• Students
• Employer/professional

practitioners

Provider facilitator

QAA officer

QAA Quality Assurance
Manager
• Senior QAA officer

Evaluation team
• Different experts, 

expert consultants 
according to the fields

Evaluation team

• Academics
• Students

Project supervisor

Evaluation team
• Academics
• Students
• Employer/professional

practitioners

Evaluation team
• Academics
• Managers
• Members of the public

interested in higher
education

Evaluated dimension Leadership, governance,
and quality

Learning and teaching

Research and development

Service to society

Learning and teaching Learning and teaching Competence
• Learning and teaching

Impact and renewal
• Research, development

and innovation 
• Societal impact 

Quality and well-being
• Quality system and 

strategic management

Learning organisation
• An evaluation area

chosen by the HEI

Mission

Integrity: Ethics and
responsibility

Learning and teaching

Institutional planning 
and effectiveness

Management system

(Differentiating among
accreditation agencies)

Purpose of evaluation To evaluate the 
compliance of the HEI
with the mission/ vision 
and strategic goals the 
institution defines and
whether it adopts the 
continuous improvement
approach.

To provide proof to the
Office for Students (OfS)
about whether providers
meet the requirements of
the OfS regulatory 
framework.

To provide proof to the 
OfS to allow the OfS to
decide whether registered
providers are neglecting 
or are at increased risk of
neglect of their conditions 
of registration.

To verify whether the 
HEI’s internal quality 
assurance ensures the 
quality of education 
and encourages 
improvement.

To evaluate the consistency
of the quality work of HEIs
according to European 
standards.

To evaluate whether the
effective enhancement of
HEIs is achieved through 
the quality system.

To support internationaliza-
tion, experimenting, and a
creative atmosphere in HEIs.

To collect clear and 
transparent information on
the quality process at HEIs.

To ensure minimum 
quality in HEIs.

To make sure HEIs 
have processes to try 
to do what they 
do better.



able, while the evaluator can never observe everything that
needs to be observed to support firm conclusions. Therefore,
observation and statistical inference can be used together. In
addition, Pierre, Peters and Fine Licht (2018) stated that the
perception of the differences between audit and evaluation has
changed significantly in recent years, and audit has largely
turned into a new evaluation form.

Purpose of Evaluation 

The purposes of the institutional quality evaluation processes
applied in the higher education systems are expressed in dif-
ferent ways in Türkiye, England, Norway, Finland, and the
USA. The purpose of the Institutional External Evaluation
and Accreditation in Türkiye is to evaluate the compliance of
the HEI with the mission/ vision and strategic goals the insti-
tution defines and whether it adopts the continuous improve-
ment approach (THEQC, 2020, 2021). 

The purposes of the Quality and Standards Review in
England are to provide proof to the Office for Students (OfS)
about whether providers meet the requirements of the OfS
regulatory framework and to allow the OfS to decide whether
registered providers are neglecting or are at increased risk of
neglect of their conditions of registration. (The Designated
Quality Body in England [DQB], 2022; The Quality
Assurance Agency for Higher Education [QAA], 2019). In
England, the OfS was established as the independent regula-
tor of higher education by the Higher Education and
Research Act 2017. The legal functions of the OfS include
publishing the regulatory framework for higher education in
England and keeping track of higher education institutions
officially registered with the OfS and managed by the OfS
(QAA, 2019). The regulatory framework sets out the basic
requirements that higher education institutions must meet for
enrollment in OfS. DQB is operated on an arms-length basis
by QAA and in accordance with the provisions of the Higher

Education and Research Act 2017 carries out its evaluations in
line with the UK Quality Code for Higher Education, which
was revised and republished in 2018 (DQB, 2022). The
Quality Code provides a reference point for effective quality
assurance and sets out a set of expectations that clearly and
concisely articulate the results organizations must achieve in
setting and maintaining the standards of their awards and
managing the quality of service they deliver (QAA, 2019).

The purpose of the Institutional Quality Assurance Audit
implemented in the higher education system in Norway is to
verify whether the HEI’s internal quality assurance ensures
the quality of education and encourages improvement which
means how HEIs use the quality assurance practices and the
information they collect to improve their education
(Norwegian Agency for Quality Assurance in Higher
Education [NOKUT], 2017).

The purposes of the Quality Audits of Higher Education
Institutions highlight learning and teaching, which is the most
important function of HEIs. The main function of external
quality assurance is to encourage the change and development
of the learning and teaching process (Stensaker, Langfeldt,
Harvey, Huisman, & Westerheijden, 2011; Szymenderski,
Yagudina, & Burenkova, 2015) because the quality of educa-
tion is a key issue in the creation of the global higher educa-
tion area (Finnish Education Evaluation Centre [FINEEC],
2019). The purposes of the Quality Audits of Higher
Education Institutions implemented in the Finnish higher
education system are evaluating the consistency of the quality
work of HEIs according to European standards, evaluating
whether the effective enhancement of HEIs is achieved
through the quality system, supporting internationalization,
experimenting and a creative atmosphere in HEIs and collect-
ing clear and transparent information on the quality process at
HEIs (FINEEC, 2019). The purposes of the Institutional
Accreditation process implemented in the US higher educa-
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��� Figure 3. Differences in audit and evaluation processes. 

Evaluation

• Emerged from the field of social sciences.

• It does not rely on administrative records, it is thought
that people’s comments will affect the evaluation.

• Events to be observed directly are sought.

• Conclusions can be drawn based on more data.

Audit

• Emerged from the accounting discipline.

• Administrative records are used as data source and great 
importance is given to the accuracy of administrative records.

• If real cases confirming the overall result cannot be found,
statistical inferences based on aggregated data are used.

• Conclusions can be drawn based on less data.



tion system are to ensure minimum quality in higher educa-
tion institutions and to make sure that institutions have
processes to try to do what they do better (Eaton, 2016).

When the objectives of the institutional quality evaluation
processes implemented by the countries in their higher educa-
tion systems are analyzed, these purposes are thought to be
expressed as different forms of the same functions. Billing’s
(2004) study comparing the purposes of international external
quality assurance systems in higher education and investigat-
ing whether national quality assurance frameworks show sim-
ilarity or diversity is the source of this view. The dimensions
expressed by the purposes are listed as improving quality, pro-
viding publicly available information on quality, standards,
objectives achieved, and the use of resources, and contributing
to the planning process in accreditation and higher education
systems (Billing, 2004).

Langfeldt, Stensaker, Harvey, Huisman, and Westerheijden
(2009) also state that quality assurance activities in higher edu-
cation institutions are carried out to serve various interrelated
general purposes. These purposes are ensuring that higher edu-
cation institutions, practices, or programs meet the required
standards, closing the programs that do not comply with the
standards, performing institutional or program accreditations,
and informing students and other stakeholders about the quali-
ty of higher education institutions and their education. Billing
(2004) states that national quality assurance systems across
countries have much in common. However, the different ways
in which the purposes of institutional quality evaluation systems
are expressed between countries can be explained in concepts
such as applicability, size of the higher education sector, legal
rigidity, or flexibility of the quality assurance system.

Evaluated Dimensions 

The differentiating features of the institutional quality evalu-
ation processes applied in the higher education systems of the
countries due to common and various factors draw attention
when the evaluation dimensions are analyzed. Within the
scope of the Institutional External Evaluation and
Accreditation in Türkiye, evaluations are made in the dimen-
sions of leadership, governance and quality, learning and
teaching, research and development, and service to society
(THEQC, 2022). In the institutional quality evaluation
processes applied in the England and Norway higher educa-
tion systems, the learning and teaching dimension stands out.
Various other types of evaluation are carried out in England
and Norway. In the Quality Audits of Higher Education
Institutions in the Finnish higher education system, evalua-
tions are made on learning and teaching, research, develop-
ment, innovation, societal impact, quality system, and strate-

gic management, an evaluation area chosen by the HEI
(FINEEC, 2019). In the Institutional Accreditation process
implemented in the US higher education system, evaluations
are made under the headings of mission, integrity: ethics and
responsibility, education and training, institutional planning
and effectiveness, and management system. However, since
Institutional Accreditation in the USA is carried out by vari-
ous accreditation agencies, the dimensions evaluated differ
between accreditation agencies.

The dimension common to the higher education systems
of all countries is learning and teaching. Although the quality
of learning and teaching in higher education institutions is one
of the main focuses that led to the establishment of national
quality assurance systems in European countries
(Syzmenderski et al., 2015), there are relatively few studies
focusing on the impact of institutional quality evaluation
processes on this dimension (Coates, 2006; Stensaker et al.,
2011). In Syzmenderski and others’ (2015) study, which inves-
tigated the effects of quality assurance systems on the quality
of learning and teaching in universities, lecturers expressed
their doubts about the effectiveness of the quality assurance
system on the quality of learning and teaching. In addition,
almost all students had difficulty in explaining the effect of
external evaluation on the quality of learning and teaching.

Evaluation Approach 

In the institutional quality evaluation processes applied in
higher education systems, continuous improvement approach
is adopted in Türkiye, student-centered approach in England
and Norway, enhancement-led evaluation and student-cen-
tered approach in Finland, and approaches that differ among
accreditation institutions in the USA.

The source of the continuous improvement approach is the
Kaizen philosophy. Kai, change; Zen means better. The con-
cept of Kaizen means continuous improvement as a whole.
Masaaki Imai, who introduced the Kaizen philosophy to the
world officially in the 1980s, explains that quality is everything
that can be improved and that the first thing that comes to
mind when talking about the concept of quality is the quality
of the “product” or “service” (Kalayc›, 2008). Deming’s cycle
(Shewhart/PDCA cycle), which is considered the basis of mod-
ern quality studies with the philosophy of Kaizen, can be used
in the application of the continuous improvement approach.

The implementation of institutional quality evaluation
processes in England, Norway, and Finland’s higher educa-
tion systems all adopt the student-centered approach, which
once again reveals the importance of students, who are the
most important stakeholders of higher education institutions
in quality evaluation processes. In ESG, which is the basic
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guide of quality assurance systems in higher education institu-
tions, it is a must to include students in quality processes and
to get their opinions (ESG, 2015; Merabishvili, Tsereteli, &
Espineira Bellon, 2017). Ensuring student participation in
these processes provides an index of the extent to which stu-
dents research what will make quality education happen,
information about what students do, and a tool for determin-
ing the efficiency of higher education (Coates, 2006).

Enhancement-led evaluation which is applied alongside the
student-centered approach in Finland is based on participation
and interaction. The objectives of the enhancement-led evalu-
ation are to involve the personnel, students, and stakeholders of
the higher education institution in recognizing the strengths,
good practices and areas to be developed in the functioning of
the institution, to support higher education institutions in
reaching their own goals and to create a premise for the con-
tinuous improvement of the institutions (FINEEC, 2019). As
such, enhancement-led evaluation is similar to the continuous
improvement approach adopted in Türkiye.

Persons Involved in the Evaluation Process 

Our data analysis shows that the persons involved in the evalu-
ations are generally similar in their titles and qualifications/fea-
tures. 

The Institutional External Evaluation and Accreditation
Commission (IEER) is responsible for the execution of evalua-
tions in higher education institutions in Türkiye (THEQC,
2021). IEER first creates a pool of volunteer evaluators and
determines the assessment teams. Evaluation teams include
academics, administrative staff, students, and employers/pro-
fessional practitioners. The team leader and members who will
take part in the evaluation teams must complete the evaluator
training. Evaluations are made about whether there is a conflict
of interest or not between the evaluation team and the higher
education institution to be evaluated (THEQC, 2020, 2021).

In the execution of the Quality and Standards Review
implemented in England, the QAA officer, QAA quality assur-
ance manager who is a senior QAA officer, provider facilitator
and the evaluation team take part. The size and composition
of the evaluation team vary according to the scope of the eval-
uation and the characteristics of the higher education institu-
tion. The evaluation team consists of different experts and
consultants from different fields. Experts are expected to have
rich experience and strong expertise in the field for which they
are responsible. In addition, regardless of their field of expert-
ise, all experts should have some common knowledge and
skills regarding quality evaluation processes. Members of the
evaluation team must attend training provided by QAA before

participating in the assessment. To reveal possible conflicts of
interest between the evaluation team and the higher education
institution, the higher education institution is informed about
the team members (QAA, 2019).

The evaluation team, which takes part in the Institutional
Quality Assurance Audit implemented in Norway, consists of
academic experts with background/knowledge in corporate
governance, quality assurance, academic staff, affiliation to a
foreign institution, and an institutional-level student repre-
sentative. NOKUT offers specialist training, enabling the
members of the assessment team to participate in the training.
Before the evaluation team is approved, information about the
evaluation team members is requested from the higher educa-
tion institution to evaluate whether there is a conflict of inter-
est with the higher education institution (NOKUT, 2017).

Within the scope of The Quality Audits of Higher
Education Institutions implemented in Finland, higher educa-
tion institutions have the right to choose a national or interna-
tional evaluation team in the evaluation process. International
assessment teams must have one or more Finnish members
with expertise in the Finnish higher education system.
Evaluation teams usually consist of four members: the project
manager on behalf of FINEEC, academics, students, and
employers/professional practitioners. The head of the evalua-
tion team is required to have previous experience in evaluating
the activities of higher education institutions and to have exten-
sive knowledge of the higher education system. Prior to the
appointment of the evaluation team, higher education institu-
tions have the right to obtain/provide information about team
members to avoid any conflict of interest (FINEEC, 2019). 

In the Institutional Accreditation implemented in the
USA, the evaluation team consists of academics, administra-
tors and members of the public interested in higher education.
In the accreditation process, the faculty and administrative
peers of the profession are involved, and academics and
administrators provide information to the visiting teams.
These members who carry out the peer review process also
constitute the majority of the members of the accreditation
commissions or boards that make decisions regarding their
accreditation status. During the visit to the higher education
institution, non-academic public members interested in the
field of higher education can also join the team of academics
and administrators (Eaton, 2015). 

There was no finding that students were included in the
evaluation teams that took part in the quality evaluation
processes carried out in England. In the accreditation system
implemented in the US higher education system, student par-
ticipation is not allowed in regional and national accreditation
institutions, while student participation is provided in some of
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the institutions responsible for program accreditation.
Considering the importance of student participation in quali-
ty assurance processes, this seems to be a feature that needs to
be revised in the UK and the USA.

Evaluation Type 

All of the institutional quality evaluation processes applied in
higher education systems in Türkiye, England, Norway,
Finland, and the USA are peer-reviewed. Peer review is the
evaluation of a business by one or more people with similar
competencies as its producers. In the institutional quality eval-
uation processes applied in higher education systems, peer
review is carried out with the participation of academic staff.
Application of peer review, which focuses on mutual assistance
to increase quality, can be expected to yield better results
because most of the evaluation methods can be seen as threat-
ening (Bingham & Ottewill, 2001; Chapman, 2017; Kalayc›,
2009). Evaluation is as specific as a medical diagnosis process:
it asks questions that we do not want answers to be given, with
occasional bad results (Theall, 2008 cited in Kalayc›, 2009). On
the other hand, the strengths of peer review are:

It provides a professional and detailed exploration of a topic.
Ideas and practices related to a topic are shared.
It increases the knowledge and understanding of academ-
ics about each other’s units and enables participants to
approach other units from a wider perspective.
It enables evaluators to develop themselves professionally,
such as through reflection and action planning.

In studies related to peer review, it is stated that this
method has weaknesses as well as strengths (Bingham &
Ottewill, 2001; Bloxham, Hudson, Outer, & Price, 2015). The
poor preparedness of the evaluators, doubts as to whether the
assessment was carried out rigorously, the lack of clear evi-
dence on which evaluators base their opinions, and the inclu-
sion of personal comments instead of interpreting standards
based on a discipline are aspects that weaken peer review.

To ensure the effectiveness of the peer review process,
some factors at the institutional level should be taken into
account. For instance, a senior leader should be appointed to
be responsible for actions in the region. There should be insti-
tutional registration of trained peer reviewers. Staff also need
to be trained to best ensure the quality evaluation of the learn-
ing and achievement standards, as well as to align policy and
process regarding probation, promotion, performance man-
agement, awards and recognition, and evaluation. Compliance
with academic governance processes, committees, and other
audit processes should be involved. Incentives to participate in
peer review should be encouraged, and research on how to

design quality evaluation and implement its activities needs to
be promoted (Booth, Beckett, & Saunders, 2015).

Discussion
The data on institutional quality evaluation processes carried
out in higher education systems in Türkiye, England, Norway,
Finland, and the USA were analyzed in accordance with the
following themes: the naming of the evaluation system, the
purpose of the evaluation, the evaluated dimension, the evalu-
ation approach, the persons involved in the evaluation process,
and the evaluation type. The conclusions reached as a result of
this analysis are as follows: Institutional quality evaluation
processes in higher education systems are organized and car-
ried out by autonomous or independent institutions. While the
applied quality assessment processes are similar to each other
in Türkiye and European countries, a different system is
applied in the USA. Türkiye, England, Norway, and Finland
use institutional external evaluation or audit models, while the
USA uses the institutional accreditation system. The purposes
of the quality evaluation systems vary according to the manage-
ment, coordination, and recognition practices of the countries
in their higher education systems. However, the main purpos-
es such as improving the quality of higher education institu-
tions, ensuring public accountability for the goals achieved, and
using resources are included in the quality evaluation systems
of all countries. The dimension that is considered common in
the higher education systems of all countries is learning and
teaching. In institutional quality evaluation processes, a contin-
uous improvement approach is applied in Türkiye, student-
centered approach in England and Norway, enhancement-led
evaluation, and a student-centered approach in Finland. The
approaches applied in the USA differ among accreditation
agencies. In Türkiye, England, Norway, Finland, and the USA,
the people taking part in the evaluations are generally similar
in terms of title and qualifications/features they should have;
however, while student participation is included in the quality
evaluation processes in the higher education systems of
Türkiye, Norway, and Finland, no finding could be obtained
about whether the student is included in the evaluation team in
England. In the accreditation system applied in the US higher
education system, student participation in regional and nation-
al accreditation institutions is not included; however, student
participation is allowed in some of the organizations responsi-
ble for program accreditation. Finally, peer review is carried
out in the quality evaluation processes applied in the higher
education systems of all the countries included in the research.

Universities have three main tasks: learning and teaching,
research and development, and service to society. The impor-
tance given to these tasks varies according to the circumstances.
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These circumstances can be of economic, cultural, political, and
social origin. The implementation of these three tasks and the
evaluation of the applications are important in terms of increas-
ing the quality. Thus, the implementation of quality evaluation
processes in higher education systems all over the world has
become a necessity. This imperative process needs to ensure
quality because what we measure evolves. The main point in
quality processes should be the criticism of the criteria, evalua-
tion approaches, and principles used in the process, rather than
criticizing the process. Barnett’s (1992) views on the education-
al goals of the university, Harvey and Green’s (1993) concept of
transformational quality, and Billington’s (2011) concept of
educere are all based on a perception that a continuous transfor-
mation of individuals and universities takes place, which enrich-
es the student, faculty, and university intellectually. The most
basic purpose of institutional quality evaluation processes should
be to create an intellectual environment and to develop the
world of thought of its stakeholders. In addition, public account-
ability is extremely important among the objectives of quality
evaluation processes. Accountability is one of the most impor-
tant practices for the formation of a democratic university.

Successful universities in Europe and the USA are under-
going a planned change and transformation (Ayten, 2016).
Analyzing the institutional quality evaluation processes applied
in higher education systems in Türkiye, England, Norway,
Finland, and the USA, it was determined that the Institutional
External Evaluation and Accreditation implemented in Türkiye
shows similarities with the systems applied in these countries.
The Institutional External Evaluation and Accreditation over-
laps more with the quality evaluation systems applied by
European countries, especially regarding the Bologna process.
However, there are also critical views in the literature regard-
ing the effects of these processes being similar: 

The most important problem with the restructuring process
is the unexpected scope and depth of the changes made, as
well as the similarity with the changes in many different
countries with different social, political, historical, and eco-
nomic characteristics. Although the speed and dynamics of
this change vary according to the specific historical condi-
tions and social formation of each country, it is seen that the
direction of the reforms follows a very similar path when
the latest political initiatives are put into practice by states
around the world are taken into account. Across all conti-
nents, many government plans, constitutional reforms, leg-
islative actions, regulations, and proposals bring universities
closer to the demands of the state and the market. This sit-
uation has various consequences in terms of higher educa-
tion finance, administration, and mission, and ultimately
causes problems in the freedom to set their own agenda,

which is preferred by individual institutions (Schugurensky,
2013 cited in Ba¤men Kaya, 2019, pp. 134–135).

Another view that is parallel to the above view is as follows:
Under the influence of the growing power of neoliberal ide-
ological genres, education is increasingly commodified.
Educational institutions, on the other hand, are transformed
into products by being exposed to the logic of the markets.
People working at all levels of educational institutions are
increasingly valued unequally not for their contribution to
the economy, to national and international competitiveness,
but only for their contribution to exam results… The great
pressure to judge teaching by performance evaluation alone
is just a powerful indicator of these trends (Apple, 2017).
Freire (1996) says pedagogy that focuses on production and

consumption, which does not think in any way about what we
produce, who benefits from what we produce, and who harms
what we produce, is definitely not critical pedagogy. We can
address this view of Freire specifically with regard to this sub-
ject as follows. What we evaluate in higher education systems,
who benefit from the evaluation results, and who/what the
evaluation results contribute to or harm is an issue that should
definitely be considered.

Application of peer review in quality evaluation processes in
all countries analyzed is remarkable, but there are concerns in
the literature about the objective implementation of peer
review (Bloxham et al., 2015; Daniel, Mittag, & Bornmann,
2007). Billing and Thomas (2000) state that evaluation of
teaching staff in England is considered very natural. However,
a senior academic in Türkiye may perceive it as a threat to
autonomy and personal rights, due to the differences in the
national higher education systems.

Institutional quality evaluation processes in Türkiye need
to be organized and carried out systematically, with in-depth
thinking. To be able to do this, the institutional quality evalu-
ation processes of the countries that are more successful in
higher education should be analyzed by considering multiple
dimensions and by expanding the study group. The quality
evaluation processes in Türkiye should be developed cyclically,
considering the national conditions.
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TT he world economy has undergone a change as knowl-
edge overtakes material capital as a source of future
wealth (Gencel, 2001). Uncertainties that arise in

matters such as which information, to what extent, how and by
how much universities are expected to produce knowledge and
value present challenging problems for graduates, academics

and employers (Hill, Lomas, & MacGregor, 2003). This situa-
tion pushed many countries to develop common standards and
policies within their higher education (HE) systems and the
processes associated with them. Based on these changes, the
concept of quality for achieving common standards in HE
came to the fore with the Bologna Process, which was first dis-

Bu çal›flmada 2015 y›l›ndan bu yana ortaya koydu¤u amaçlar› gerçeklefltiren
Yüksekö¤retim Kalite Kurulu’nun (YÖKAK) 2016, 2017 ve 2018 y›llar›n-
da de¤erlendirme ve kalite güvencesi kapsam›nda yay›nlad›¤› durum rapor-
lar›n›n tematik olarak incelenmesi amaçlanmaktad›r. Buna ek olarak, çal›fl-
ma kapsam›nda elde edilen sonuçlar ‹ngiltere’nin kalite güvence ve de¤er-
lendirme sistemi ile karfl›laflt›r›lm›flt›r. Bu noktadan hareketle, kalite güven-
cesinde ileriye yönelik yap›labilecek sürdürülebilir geliflim planlar›ndaki iyi-
lefltirmelere yönelik önerilere yer verilmifltir. Çal›flmada s›n›rl› say›da kay-
na¤›n derinlemesine betimlenmesi ve incelenmesi hedeflendi¤i için nitel bir
paradigma takip edilerek durum çal›flmas› deseni kullan›lm›flt›r. ‹çerik ana-
lizinin kullan›ld›¤› çal›flmada, yüksekö¤retimde kalite kapsam›nda faydala-
n›lan toplam 77 kaynak içerik analizi yöntemi ile incelenmifltir. Çal›flmada
elde edilen sonuçlar, kalite güvence sisteminin kalbini oluflturan kurumsal
özerklik ve liderlik çal›flmalar›n› uluslararas›laflma kapsam›nda ele almas› ve
ileriye yönelik misyonlar›n oluflmas›nda öneriler sunmas› aç›s›ndan önem-
lidir. Türkiye’deki yüksekö¤retim kurumlar› aras›nda ifl birli¤i ve eklemlen-
me kapsam›nda hem diploma programlar› hem de mikro kredilendirme sis-
temlerine yönelik ileriye dönük öneriler sunulmufltur.

Anahtar sözcükler: De¤erlendirme, içerik analizi, ‹ngiltere, kalite gü-
vence, Türkiye, yüksekö¤retim.

In this study it is aimed to examine the status reports which were pub-
lished by the Turkish Higher Education Quality Council (YÖKAK) in
2016, 2017 and 2018 within the scope of evaluation and quality assurance,
thematically. In addition, the results were compared with the UK’s qual-
ity assurance and evaluation system. From this point of view, suggestions
for improvements in sustainable development plans that can be made for
the future in quality assurance are included. This study describes and
examines a limited number of sources in depth, so a case study design
with a qualitative focus was employed. The study, in which content analy-
sis was used, was analyzed with the content analysis method of a total of
77 resources used within the scope of quality in higher education. The
results obtained in the study are important in terms of considering the
institutional autonomy and leadership studies, which form the heart of
the quality assurance system, within the scope of internationalization.
Forward-looking suggestions were presented concerning both the diplo-
ma programs and micro-credit systems within the scope of collaboration
and articulation among institutions of higher education in Türkiye. 

Keywords: Content analysis, England, evaluation, higher education,
quality assurance, Türkiye.
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cussed at the global level in 1999. Evaluation of HE institutions
called for both internal and external quality control processes
that taken together would ultimately reveal quality assurance,
which is stated as monitoring and evaluation of the studies car-
ried out to determine that the quality standards are met, with-
in the framework of a certain system and standards.

England 

England has been a frontrunner in putting the quality of HE
into its agenda. This positioned it to better cope with the
globalization of HE and the liberalization of the market, mak-
ing HE more relevant to social and economic needs, expand-
ing access to HE, ensuring comparability of all provisions and
processes within and among institutions (including interna-
tional comparisons), ensuring financial accountability of HE
to the public, training students to create a valuable workforce,
and increasing the number of HE institutions. 

Today’s national system of quality assurance in the UK
had its start in discussions about the concept of quality in a
more practical way in the early 1990s due to the significant
decrease in the number of students in HE (Harvey, 2005).
The Higher Education Quality Council (HEQC), whose
mandate is to contribute to the maintenance and improvement
of higher education quality in the UK, was established in 1992
by the Committee of Chancellors and Vice-Chancellors
(CVCP), the Polytechnic Directors Committee, the Scottish
Central Funded Colleges Conference (CSCFC) and the
Permanent Executives Conference (SCOP). Thanks to this
Council, regular quality inspections were carried out between
1992 and 1997, and implementation guides were produced by
creating improvement projects on quality.

In 1995, CVCP, SCOP and the Scottish Higher
Education Directors Committee formed a Joint Planning
Group to develop proposals for a new single quality assurance
system for HE. The Joint Planning Group’s draft report, pre-
pared in 1996, suggested that a new and independent agency
should be established to carry out all the functions of HEQC.
The new organization, the Quality Assurance Agency (QAA),
was established in 1997.

The purpose of QAA (2003) is defined as “to attract public
attention to sound standards of HE qualifications and to pro-
mote continuous improvement in the management of HE qual-
ity”. Aiming at much more than HEQC, QAA emphasizes
standards. To evaluate whether the responsibilities in higher
education institutions are fully fulfilled, QAA comes to the fore
by reviewing the country’s quality policy, determining a num-
ber of guiding reference points, and defining the standards in
detail, step by step, based on these points (Harvey, 2005). With

the help of these standards, QAA has also put forward a frame-
work of competencies. However, the final “qualifications
framework” is implemented as two different qualifications
frameworks, as a common agreement between Scotland and the
rest of the United Kingdom could not be achieved (Harvey,
2005; QAA, 2003). In line with these determined standards, the
first corporate audit program in England and Northern Ireland
started in February 2003 (and separately in Scotland with its
own framework) and is repeated every six years. Institutions can
be subjected to interim evaluations when necessary if they have
evidenced trouble in meeting the enunciated standards (QAA,
2003).

Türkiye 

As discussed in both the Bologna Process and Lisbon Strategies,
individuals in today’s world should be able to work in coopera-
tion with individuals living in different countries and make eval-
uations by considering the expectations of different markets and
policies, beyond discovering many new things and knowing
themselves in line with the labor expectations of their own
country’s policies and market. At this point, the establishment
of a quality culture in the HE process will help individuals to
take on responsibilities such as accessing information, being
aware of the importance of information, using information,
protecting and spreading information voluntarily, and taking it
one step further, as a principle beyond acquiring a bachelor’s
degree that will provide a job opportunity. The Regulation on
Academic Evaluation and Quality Improvement in Higher Education
Institutions was prepared in 2005 in Türkiye by the Council of
Higher Education to improve the quality levels of the academ-
ic and administrative services of existing HE institutions and to
develop cooperation among countries on quality assurance
within the scope of the Bologna Process. The Higher
Education Institutions Academic Evaluation and Quality
Improvement Commission (YÖDEK), which consists of nine
members elected by the Interuniversity Board and a student
representative determined by the National Student Council, is
responsible for the organization and coordination of academic
evaluation and quality improvement studies in HE institutions,
within the scope of this authorizing regulation (YÖDEK, 2005).
YÖDEK prepared the Academic Evaluation and Quality
Improvement Guide in Higher Education Institutions, which defines
the processes that will guide the execution of academic evalua-
tion and quality improvement studies in HE institutions in the
light of the relevant regulation, with a focus on quality improve-
ment (YÖDEK, 2007). The Higher Education Quality Assurance
Regulation, which came into effect as of being published in the
Official Gazette dated 23.07.2015 and numbered 29423, amend-
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ed the earlier YÖDEK Regulation and a new Higher Education
Quality Board was established within the scope of the new reg-
ulation. With the Omnibus Law dated 01.07.2017 and num-
bered 7033 and the addition made to the 35th Article of the Law
No. 2547, the internal and external quality assurance accredita-
tion processes require evaluations according to national and
international quality standards regarding the quality levels of
education, research activities and administrative services of HE
institutions. Executing the processes of authorizing independ-
ent external evaluation bodies begun to be carried out by an
institution with administrative and financial autonomy, public
legal personality and a special budget. The Higher Education
Quality Board (YÖKAK), which was established to evaluate the
quality assurance system in Türkiye, focuses on the concepts of
accountability, transparency, and learning outcomes with an
evidence-based approach and innovation. YÖKAK has brought
an important dynamism to the HE quality processes with its
trainings provided to the HE community, online visits, evalua-
tion and training portals, and program accreditation agency
registrations. YÖKAK, which guides HE institutions to estab-
lish and develop their own quality assurance systems, has three
important objectives regarding quality assurance:

Supporting the structuring of the internal quality system
that focuses on the realization of the mission and objec-
tives of HE institutions and the external evaluation of this
system,
Authorizing and recognizing national and international
accreditation bodies, and,
Disseminating a culture of quality assurance throughout
the HE system.

Purpose and Significance of the Study 

The questions to be answered in the study were handled with-
in the scope of the following:

Thematic examination of the status reports of YÖKAK,
which has been achieving its goals since 2015, within the
scope of national evaluation and quality assurance report
issued in 2016, 2017 and 2018.
Comparing the results obtained in the study with the
England’s quality assurance and evaluation system
demanded by other countries, based on the fact that 80%
of the institutions that make up the HE system are over-
seas, and making suggestions for improvements in the sus-
tainable development plans for quality assurance.
The results obtained in the study are important consider-

ing the institutional autonomy and leadership (YÖKAK,
2019a,b,c) studies, which form the heart of the Turkish quali-
ty assurance system and presenting suggestions for the cre-

ation of forward-looking missions. As such, this study seeks
answers to the following research questions:

What are the structures of the internal quality systems of
Turkish HE institutions and how do they relate to the exter-
nal evaluation processes of this Turkish national system?
How are the authorization and recognition processes of
national and international accreditation institutions of HE
institutions carried out?
What is the process for establishing and deepening the qual-
ity assurance culture throughout the Turkish HE system?
When the works on improving quality in the HE institu-
tions of England and Türkiye are comparatively examined,
what are the similarities and differences between the
English and the Turkish systems at both institutional and
national levels?

Method 
Since this study aimed to describe and examine a limited num-
ber of sources in depth, a case study design was used by follow-
ing a qualitative paradigm. Quality Assurance Evaluation Reports
published in Türkiye in 2016, 2017 and 2018 and 77 resources
used in HE quality assurance activities in England were exam-
ined. The research in Türkiye regarding Quality Assurance
Evaluation Reports published in 2016, 2017 and 2018 was deeply
examined by using content analysis, and some thematic codes
were obtained.

In the second stage of the study, the quality reports of a
university in England evaluated by QAA were examined with
the help of thematic codes obtained from the documents exam-
ined in Türkiye and evaluations were made through continu-
ous comparisons. When the process of obtaining data is exam-
ined in the study, it can be said that content analysis was used,
and summarizing of reports for each of the nation are used as a
data collection tool.

To ensure the validity and reliability of the research, the
documents obtained in the analysis of the data were coded by
two different experts at different times and placed in the appro-
priate themes. The codes created by the researchers at differ-
ent times were consistent with the compared themes. The find-
ings obtained by each researcher were interpreted and an
opportunity was created for verification, support, or cross-val-
idation. In addition, the reliability formula suggested by Miles
and Huberman (1994) was used to calculate the interrater reli-
ability of the research. Based on this calculation [Reliability =
Consensus / (Consensus + Disagreement)], the interrater reli-
ability of the research was calculated as 81.81%. Reliability cal-
culations over 70% are considered reliable for research purpos-
es (Miles & Huberman, 1994). 



Results

Examining the quality assurance status reports made for 2016,
2017 and 2018 in the context of the first question with the help
of content analysis, the reports were grouped into two themes:
institutional self-evaluation reports and institutional external
evaluation. ��� Table 1 shows the themes, categories and codes
revealed during the content analysis. 

When the status reports made within the scope of quality
assurance for 2016, 2017 and 2018 were examined in the context

of the second question with the help of content analysis, these
reports were seen to gather under a single theme: accreditation.
��� Table 2 shows the themes, categories and codes revealed
during the content analysis process.

Regarding the third question, when the quality assurance
status reports for 2016, 2017 and 2018 were examined with the
help of content analysis, the reports were seen to fall under the
theme of disseminating the culture of quality assurance. ��� Table 3
shows the themes, categories, and codes revealed during the
content analysis.
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��� Table 1. Structuring of internal quality systems of higher education institutions and external evaluation processes of this system.

Countries Theme Category Code 

Türkiye Institutional Self-Evaluation Reports (ISERs) Guide Mission

England Evidence

Status reports Suitability for purpose

Compliance with the guide

Quality assurance system in the self-evaluation process of the institution

Education and training in the self-evaluation process of the institution

Research and development in the self-evaluation process of the institution

Management system in the self-evaluation process of the institution

Institutional external evaluation Selection of evaluator teams Demographic features

General features

Suggestions for the process

Improvements Number of higher education institutions participating in the process

Trainings

Published documents

Missing aspects Evaluation

PDCA cycle

Systematic structure

��� Table 2. Execution of authorization and recognition processes of national and international accreditation institutions of higher education institutions.

Countries Theme Category Code 

Türkiye Accreditation Carried out Published reports

England Organizations in the registration process

Proposed Dissemination

��� Table 3. The process of disseminating the culture of quality assurance in the higher education system.

Countries Theme Category Code 

Türkiye Dissemination of a quality assurance culture Carried out Board activities

England Proposed Awareness
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Discussion
The mission and evidence sub-categories in the guide catego-
ry under the theme of the institution’s self-evaluation reports
are handled with an evidence-based approach in all reports
about how the cycles in the institution’s quality assurance sys-
tem are closed. The mission sub-category appears in the follow-
ing form in the 2016 Report, “Include information on how the
institution defines the main components of the internal quality
assurance system, how it manages it, how it makes improve-
ments and how it closes the cycle, in line with its mission and
objectives”; and appears in the following form in the 2017
report, “Within the scope of the ‘mission differentiation and
specialization’ project supported by the Council of Higher
Education, universities are expected to focus on one of the
issues such as education, research and technology production,
regional development”. It also appears in the following form in
the 2018 report, “To guide the continuous development of HE
institutions in line with their mission and goals, adopting the
understanding of transparency and accountability regarding
the use of resources, increasing the contribution of stakehold-
ers to HE outputs, increasing the international reputation and
competitiveness of the Turkish HE system, being among the
most important achievements of the quality assurance system
studies that stand out”.

The status reports category under the theme of self-evalua-
tion reports is explained in the context of management system in
the process of the institution includes “compliance with the
guide”, “quality assurance system in the self-evaluation
process”, “education and training in the self-evaluation
process”, “research and development in the self-evaluation
process” and “institutional self-evaluation”. When the “quality
assurance system in the self-evaluation process of the institu-
tion” sub-category is considered in the context of the 2017
report, it is seen that “the mechanisms related to the quality
assurance system have started to be structured but have not yet
been fully implemented in all education-training, research-
development and administrative processes”. When the reports
for 2017 and 2018 are examined, it is seen that “improvement
efforts in practices continue, awareness develops at the nation-
al level, and the culture of quality assurance is becoming more
and more widespread” compared to the report of 2016.

The “Plan-Do-Check-Act (PDCA) cycle” sub-category
under the “deficient aspects” category under the institutional
external evaluation theme took its place in all three reports by
emphasizing its importance. In the 2016 report, it was report-
ed that “there is a need for improvement in the operation of the
Implementation, Control and Action processes in the PDCA
cycle, and especially the ‘Check’ – ‘Take action’ stages of the

PDCA cycle are areas open to improvement in terms of clos-
ing the cycles in the quality assurance system.” In the 2017
report, it was added that “the most obvious problem in the field
of research in HE institutions is related to the inability to oper-
ate the PDCA cycle in R&D activities and the lack of appro-
priate mechanisms for monitoring research outputs”. In the
2018 report, attention was drawn to the “non-effective imple-
mentation of the PDCA cycle”.

In the “dissemination” sub-category under the “recom-
mended” sub-category under the accreditation theme, there
are statements in the reports regarding the dissemination of
accreditation, which is very important in the internationaliza-
tion of HE institutions. In the 2016 report, it is aimed to
“encourage and support program accreditation at all levels, to
extend accreditation studies and to ensure their sustainability”.
When the 2017 report is examined, “the existence of program
accreditation studies” is emphasized, and in the 2018 report, it
is stated that “the number of HE institutions with accredited
programs increased by 27% compared to the previous year’s
report”.

When the “Awareness” sub-theme under the “Recom-
mended” category of the theme of disseminating the quality
assurance culture is examined in all reports, “The revival of the
quality assurance tools (Bologna process, YÖDEK, etc.) that
have been placed in the HE quality assurance system in
Türkiye for many years” is central in all reports. However, it
is seen as stated in the 2018 report, that “the quality assurance
system does not yet cover all components”. 

The Processes of Structuring the Internal Quality
Systems of HE Institutions and the External
Evaluation of this System

Institutional Self-Evaluation Reports (ISERs)

The theme of the institutional self-evaluation reports has two cat-
egories, namely, guiding QA and submitting status reports. The
themes, categories and codes associations in question are shared
below.

Guide

While it was stated that the “Mission, Vision, Values and Goals
of the Institution” should be discussed in detail in the reports, in
2017 and 2018, for these topics, by preparing the annual evalu-
ation reports that are required to be submitted by the HE insti-
tutions within the scope of the “Mission Differentiation Project
of the Higher Education Council in the desired format. They
are also expected to submit an additional report regarding the
mission differentiation”. The mission, vision, values and goals
are handled in more detail by emphasizing that they should pro-



vide both statements as well as detailed explanations. The results
of mission differentiation under the heading of Mission and
Strategic Purposes which is found under the heading of Quality
Assurance in the 2018 guide were included in the self-evaluation
of the institution in the context of quality assurance. In addition,
a self-evaluation of the Evaluation of Mission-Oriented
Universities in the Higher Education Evaluation and Quality
Assurance 2017 Status Report prepared in 2017 and the
Evaluation of Mission-Oriented Universities thematically in the
Higher Education Evaluation and Quality Assurance Status
Report prepared in 2018, with a separate approach that requires
an additional report within the differentiation of oriented-mis-
sions. It can be considered as a reflection of the universities’
clear definition of their own mission and vision (i.e., the fact that
they clearly state their duties and responsibilities, and that they
set a clear plan regarding the implementation of their goals and
objectives).

In the guide for 2018, HE institutions are expected to
demonstrate their strengths and areas of improvement with evi-
dence similar to the concrete evidence examples in the guide
(When the development from the first guide is examined, it is
seen that a more evidence-based approach has evolved over
time.)

Status reports

When the Quality Assurance Status Reports are examined, it is
seen that HE institutions prepare their reports in line with the
Institutional Self-Evaluation Report Preparation Guide, which is
revealed in detail for each year, as an annual Quality Assurance
Status Report is published by YÖKAK based on the data sub-
mitted that is aligned with this guide. The guides of the men-
tioned years were examined in detail, and the similarities and
differences revealed by establishing a connection with the
Higher Education Quality Assurance Status Reports. All of the
guides include General Information, Information about the
Institution, Quality Assurance System, Education-Training,
Research-Development and Social Contribution, Management
System, Results and Evaluation.

In addition, the Institutional Self-Evaluation Reports, in the
Quality Assurance Status Reports, were examined under the head-
ing of suitability for purpose and compliance with the guide in
2016 and 2017, and in 2018 it was examined under the headings
of Quality Assurance System in the Institutional Self-
Evaluation Process, Education and Training in the Institutional
Self-Evaluation Process, Research and Development in the
Institutional Self-Evaluation Process, and Management System
in the Institutional Self-Evaluation Process. According to the
aforementioned evaluations in the 2016 status report, HE insti-

tutions were urged to submit an self-evaluation report in accor-
dance with the guide, support their reports with quantitative
and qualitative evidence, use plain and understandable language
in the report, update contact information, evaluate internal
quality in line with the mission and objectives of the institution,
the system should be well defined, how this system is managed,
how the improvements are made in the process and how the
cycle are closed, and the dissemination of the integrated infor-
mation management system. The status report of 2017 suggest-
ed that HE institutions share their self-evaluation reports on
their web pages, and that the personnel working on this subject
should be given training regarding compliance with the guide.
In addition, it was emphasized that although HE institutions
adopted a more evidence-based approach compared to the pre-
vious year, they needed to make improvements in these matters.

In addition, it was emphasized that they should make expla-
nations providing a more transparent approach about the func-
tioning of quality assurance, education, research, management
and PDCA cycles, and the improvements made in this context.
In the status report of 2018, it was observed that the mecha-
nisms related to the Quality Assurance System of HE institu-
tions began to be structured, but not yet implemented in all
education-training, research-development and administrative
processes. Quality policies had been prepared and announced
in most of the institutions and quality commissions were creat-
ed in all institutions. It is stated that duties, responsibilities, and
activities are defined. The defined processes carried out in the
design and approval process of the programs of HE institutions
are not at a sufficient level of maturity in the process of moni-
toring and updating the programs, and they need to make
improvements by reviewing the education-training processes in
order to complete the PDCA cycles. In addition, it was stated
that good practice examples were observed within the scope of
“student-centered learning, teaching and evaluation” criteria
and “learning resources, accessibility and support” criteria.

The processes related to the recruitment, appointment,
promotion, and course assignment of educational staff in insti-
tutions are well-defined, but the training of trainers, the contin-
uation of their professional development, and the improvement
of their teaching skills need further support. It is stated that
there are areas open to improvement in the subjects of how the
research and development performance of HE institutions is
monitored and evaluated, how the research and development
performance is improved, and the monitoring and evaluation of
the competencies of the research staff. While improvements
were observed in the criteria of “structure of management and
administrative units”, “information management system”, “effi-
ciency and accountability of management” in the previous year,
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there was a slight decrease in the criteria of “resource manage-
ment” and “quality of services procured from outside the insti-
tution”. In addition, establishing integrated information man-
agement systems to enable more efficient and effective mainte-
nance and evaluation of all institutional processes is recom-
mended. The level of organizational awareness regarding this
issue has increased compared to previous years.

Institutional External Evaluation

The institutional external evaluation theme consists of the cat-
egories of selection of evaluator teams, improvements, and defi-
ciencies.

Selection of evaluator teams

Selection of evaluator teams were explained with codes cover-
ing demographic characteristics, general characteristics and
suggestions for the process. In 2016, 1341 people applied for to
become an evaluator to take part in the first external evaluation
process. A pool of evaluators was created by considering the
competencies of the candidates for each of the subject areas. A
total of 106 evaluators (80 professors, 6 associate professors, 18
administrative staff) from 56 different HE institutions took part
in the institutional external evaluation process in 2016. In the
first year’s institutional external evaluation process, 32% of
those who contributed as evaluators were from engineering,
17% from social sciences, 16% from health sciences, 11% from
science, and the remaining others (24%) from agriculture, vet-
erinary and educational sciences. In the 2016 status report, the
following suggestions were made: (1) the evaluation team must
get to know the institution better, since the efficiency of the
external evaluation process can only be achieved by the team
getting to know the institution with good preliminary prepara-
tion, (2) competent academic and administrative staff should be
included in the evaluator pool, (3) have all evaluators sign an
“Ethics Agreement”, (4) avoid conflicts or conflicts of interest
between the institutions to be evaluated and the evaluators, (5)
update the evaluator training and include case studies, and (6)
share the experience of the evaluator candidates with the insti-
tution in question.

As to overall skills, the report states that 45% of the team
members have strong analytical skills and analytical skills, 32%
are team-oriented, 12% have both features, 5% have the abili-
ty to bring different perspectives, and 3% are task-oriented.
When the results regarding the behavioral characteristics of the
team members in the team are examined, it is seen that the
team members exhibit a harmonious blend in general. In addi-
tion, the fact that the team members made a little more effort
to get to know the institution better before the field visit result-

ed in them asking more accurate questions during the visit.
However, paying more attention to the timing was mentioned
as a factor open to improvement.

While the evaluator pool was created in the external evalu-
ation process in 2017, new evaluator applications were received
in addition to the participation of the evaluators in 2016, and a
total of 2596 applications were received. A pool of evaluators
was created by considering the qualifications of the candidates
in terms of quality assurance. A total of 280 evaluator candi-
dates, 232 of them academic (199 professors, 31 associate pro-
fessors and 2 assistant professors) and 48 of them administrative
staff, were included in the evaluator pool created in this context.
Formed by 36% female and 64% male evaluator candidates,
12% of them were from engineering, 11% from science, 21%
from social sciences and 8% from educational sciences; the rest
were from the fields of veterinary, agriculture, medicine and
health sciences. This report recommended making evaluator
application announcements more effective, emphasized stake-
holder diversity in the formation of the evaluation team, and
making evaluator training more effective.

In 2018, while the evaluator pool was created in the exter-
nal evaluation process, new evaluator applications were
received, including the evaluators who had been assigned as of
2016. A total of 2433 individuals, including academic
(Professor, Associate Professor and Doctor Lecturer) and
administrative staff (Secretary General, Deputy Secretary
General, Faculty/Institute Secretary, Head of Department and
Quality Coordinator) from HE institutions, applied for the
new evaluator candidacy. An evaluator pool of 528 people was
created by considering criteria such as their competency, title,
and geographical location at the time of their application. 464
of these evaluators participated in the Institutional External
Evaluation Program Evaluator Training. Unlike previous years, a
Jigsaw (separation and merger) technique was used in this train-
ing. Before the training, the subject of the content was divided
into three sub-titles; these titles were numbered and distributed
to the participants. First of all, the participants with the same
numbered content left their groups and formed a new group
with other participants with the same number and discussed the
subject in line with the sub-title in their hands. Afterwards, they
returned to their first group and shared the topics they dis-
cussed in detail with the other participants in their groups. The
second activity of the face-to-face process was the group discus-
sion about the case studies and problem situations presented to
them and sharing their solution suggestions with other groups.
At the end of the face-to-face activities, the participants were
asked to evaluate the process and the moderators. As a result of
the evaluation of the questionnaires filled by 416 out of 464
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people who participated in the evaluator training, the partici-
pants in general stated that their satisfaction level was high in
terms of “finding the training program useful”, “giving general
information about the evaluation process of the training pro-
gram” and “sharing experiences through teamwork”.

In the report of 2018, the following suggestions are made:
The travel, daily and accommodation expenses of the evalua-
tion team are not paid by the evaluated institution, the costs are
absorbed by YÖKAK, there is a material and moral reward sys-
tem, the evaluators do not make comparisons between the HE
institution they work for and the HE institution they evaluate,
and separate teams will be given to experienced team leaders.
Additional suggestions include: A training session can be bene-
ficial, evaluators gain awareness of foundation/state HE institu-
tion through inspection/evaluation, it is pleasing to include stu-
dent evaluators in teams, support student evaluators to take a
more active role in the process, academic, administrative and
student evaluators contribute with different tasks and evalua-
tors work in the team and emphasizing that their responsibili-
ties are similar, while forming teams; taking into account
whether the institution subject to evaluation is a foundation or
a state HE institution, the other members will be chosen main-
ly from experienced people on the condition that the team
heads are composed of experienced people, the teams are
formed at least two months in advance to be able to review the
documents required for the evaluation of the institution, the
number of team members visits are increased. Having an alter-
nate evaluator member for the city where the institution to be
examined is located is also suggested.

Improvements

The Improvements category was analyzed with the number of
HE institutions participating in the process, trainings, and pub-
lished documents codes.

13 meetings were held, 20 HE institutions were involved in
the evaluation, a training workshop was given to the evaluation
team, and the place of external evaluation in the Council of
Higher Education, mission differentiation and specialization
(diversity), institutional autonomy (flexible structure) and com-
petitive advantage, Institutional Self-Evaluation Report
Preparation Guide and the preparation of Institutional
External Evaluation Criteria and their sharing with HE institu-
tions were improvements added in 2016.

Fifty HE institutions participated in the process in 2017
(an increase from the year before) was considered as an
improvement. With the reshaping of the Higher Education
Quality Board, important steps were taken for improvement.
The most important of these was the publication of the

Institutional External Evaluation Directive, the Directive on
the Authorization of External Evaluation and Accreditation
Institutions Operating in the Field of Higher Education, and
the revision of the Institutional Self-Evaluation Report and
the Institutional External Evaluation Criteria guides and shar-
ing them with HE institutions. In 2016, 99% of the institu-
tions submitted their Institutional Self-Evaluation Reports
and published them on their website; however, this percentage
was 100% in 2017.

In 2018, the Institutional External Evaluation Program
Evaluator Training Report for the Institutional External
Evaluator Training was published and given to evaluator can-
didates by YÖKAK in line with the feedback from 2016 and
2017. English Preparatory Schools were evaluated thematically
within the framework of “Minimum Standards”. In addition,
“Mission-Oriented Evaluation” was handled as a separate
theme. The board members and consultants provided mentor-
ing services for the writing of the self-evaluation report, the
structuring of the internal quality assurance system, and the
scope of the external evaluation program to the institutions to
be externally evaluated. Every month, meetings were held with
experts with domestic and international experience on “Quality
in Higher Education” on the external evaluation processes of
universities, the reliability of the evaluation process and the
internal quality assurance system. The participation of 2 foun-
dation universities and 1 vocational school in the evaluation
process was mentioned as an improvement. With the launch of
the Quality Assurance Management Information System,
Institutional Self-Evaluation Reports were uploaded to Quality
Assurance Management Information System for the first time.
The report also stated that national awareness for external eval-
uation had improved compared to previous years.

Shortcomings

The category of shortcomings was examined by evaluation,
PDCA cycle and systematic building codes.

Regarding the ISERs prepared by HE institutions, the
report published in 2016 states that there is a need to increase
the awareness level of quality assurance and external evaluation
process. There is a lack of concrete information and evidence
for “Monitoring and Improvement” in the reports. Since the
quality assurance system is limited to ISO processes and the
corporate external evaluation process is perceived as “audit”, the
fact that quantitative data is at the forefront without mention-
ing process management is one of the most common problems
in the reports. The reports contain outdated or inconsistent
information about the external evaluation experience. The fol-
lowing are recommended: (1) publishing an ISER Preparation
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Guide supported by examples will help ensure that the concepts
in the institution external evaluation checklist are understood by
the evaluation teams and institutions in the same way, (2)
accessing the forms and documents related to the external eval-
uation process on the Board web page in Word format, provides
the highest efficiency due to the short duration of the field vis-
its, (3) adding activities such as preliminary preparation, time
extension, and monitoring, (4) increasing the competence of the
evaluator team, (5) listening to the subordinates and superiors
together during the field visit and ensuring the active participa-
tion of the students, (6) clarifying the times in the KGBR prepa-
ration calendar, (7) removing the scope of the institutional
external evaluation process from the ESG effect and continuing
to approach the EVA IEP process, (8) focusing on a general
evaluation rather than a checklist, (9) explaining the content of
Institutional Self-Evaluation Report specifically every year with
four main questions for external evaluation, and finally, and (10)
applying different criteria for respectively, vocational schools
and foundation universities.

Although there is some progress in showing evidence in the
preparation of Institutional Self-Evaluation Report in 2017, it
seems insufficient. There are serious deficiencies in closing the
cycles in the quality assurance system, especially in the “Check-
Act” stages of the PDCA cycle. External evaluation does not
aim at standardization; on the contrary, it is recommended to
raise awareness that institutions should be structured in line
with their missions. Thus, increasing the number of training
programs, preparing content for awareness, and diversifying
the participant profile are recommended. In addition, YÖKAK
should play an informative and educational role in order for
HE institutions to immediately establish quality policies, deter-
mine the method they should follow to reach their defined
visions, and increase awareness and training activities.

All programs in 2018 were recommended to consult the
opinions of internal and external stakeholders in the program
design and update studies of HE institutions, to close the cycles
from the PDCA cycle, to systematically monitor whether the
program qualifications have been achieved, and to ensure the
compatibility of program qualifications with the Turkish
Higher Education Qualifications Framework.

Authorization and Recognition of National and
International HE Accreditation Institutions 

The accreditation theme consists of two categories: complet-
ed and proposed. The completed category examined published
reports and organizations in the registration process; the pro-
posed category was examined with the help of dissemination
codes.

Completed

In 2016, the Higher Education Quality Board published the
Directive on the Authorization of External Evaluation and
Accreditation Institutions Operating in the Field of Higher Education
for the authorization and recognition of accreditation institu-
tions.

In 2017, the Board completed the sub-legislation studies for
the registration of external evaluation and accreditation bodies.
regarding the process of authorizing national accreditation
bodies, No. 7033 published in the Official Gazette dated 1 July
2017; according to the “Law on the Amendment of Certain
Statutory Decrees for the Development of Industry and
Support of Production” and the Additional Article 35 added to
the Higher Education Law No. 2547, the authority to decide
on the authorization of accreditation bodies was directly given
to YKK.

In the report of 2016, there is no organization that regis-
tered or extended the registration period.

In 2017, three institutions (MÜDEK, TEPDAD, VEDEK)
applied to renew the registration certificate and four institu-
tions (EPDAD, FEDAK, ‹LEDAK, TURAK) applied for reg-
istration for the first time, and six national (MÜDEK, TEP-
DAD, VEDEK, FEDEK, HEPDAK, M‹AK) and eight inter-
national accreditation organizations (AACSB, ABET, AHPGS,
AQAS, ASIIN, EQUIS, FIBBA, IACBE) continued their activ-
ities. The number of accredited undergraduate programs in
2016 (433) increased to 504 in 2017.

In 2018, the Board evaluated the registration applications of
a total of nine accreditation bodies, five of which were new and
four were within the scope of renewal of the registration peri-
od. Seven criteria for the process of authorization of national
accreditation institutions, and two criteria for the authorization
of international accreditation institutions are clearly revealed in
detail by YÖKAK.

In 2018, there were 11 accreditation institutions holding
the Quality Evaluation Registration Certificate.

Proposed

In the report published in 2016, HE institutions are recom-
mended to expand accreditation studies at program level and
to encourage and support program accreditation at all levels.
Programs accredited in 2017 were limited to undergraduate
programs only. This is recommended for all levels in the
report.

In the report published in 2018, expanding accreditation
activities and accreditation of institutions that will operate in
different fields is encouraged.
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The Process of Disseminating the Culture of Quality
Assurance in the HE System 

Promoting a Culture of Quality Assurance

The theme of disseminating the culture of quality assurance was
analyzed under the categories completed and proposed. The com-
pleted category was examined with the help of the Board activi-
ties and the proposed category with the help of awareness codes.

Completed

In 2016, the “Committee for Dissemination of the Quality
Assurance Culture” was established to ensure the dissemination
and internalization of the quality assurance approach.

In 2017, 15 presentations were made on quality assurance
and Quality Board activities in HE.

In 2018, the dissemination of the quality assurance culture
was clearly set out within the strategic objectives. The level of
awareness of institutions on this issue increased compared to
previous years.

Proposed

The Council of Higher Education was suggested to increase
the participant profile by expanding the information, promo-
tion, and training activities aimed at disseminating the culture
of quality assurance in HE in the 2016 report.

Organizing training programs to raise awareness for institu-
tions and to spread the culture of quality assurance were recom-
mended in 2017. That the quality culture had not spread to all
institutional units still remained to need improvement in 2018.

Comparative Process of Quality Studies Carried out
in HE Institutions in England 

The management structure of universities in the UK, whose
quality assurance and development activities are generally with-
in the country and abroad; negotiation structure of universities
(academic boards and infrastructures, faculty committees, aca-
demic quality regulation processes, and research programs)
(Gemikonakli, 2009). The evaluation of the academic quality/
regulation processes of universities is based on ensuring that stu-
dents have a high-quality learning experience, determining the
qualification standards at appropriate levels, and securing and
maintaining quality and standards in the future. HE institutions
offer their own diplomas by opening their programs in other
regions outside the borders of the country (articulation) and
award their own diploma (collaboration) by assigning academic
staff to another HE institution outside the country in England
(Gemikonakli, Kindberg, & Dikerdem, 2008; Middlesex
University, 2008/2009). Universities are obliged to prepare a

report every year. However, when necessary, QAA conducts
inspections. The purpose of universities in making annual
reports is supporting staff in maintaining academic standards,
assessing student experience and student outcomes, assessing
and improving the quality of educational support, communicat-
ing general quality assurance issues to the university and iden-
tifying good practices in learning, teaching and assessment and
sharing them widely to improve quality. The reporting
processes for quality assessment of HE institutions in England
are similar to Türkiye.

A very detailed definition has been provided for the units
with internship application in the self-evaluation process in
England. The criteria of the evaluation process are clearly
explained by universities for internship applications. In addition,
student questionnaires are one of the most important compo-
nents in the preparation of self-evaluation reports. These ques-
tionnaires were derived from students by using The National
Student Survey (NSS), the Graduate Taught Experience
Questionnaire (PTES), the Graduate Research Experience
Questionnaire (PRES) and the Module feedback.

The UK has established specific criteria for selecting the
evaluator team in the institutional external evaluation process,
which are listed in detail below.

The External Evaluator should have appropriate stance,
expertise and experience in the subject and audit being audit-
ed. This can be determined by considering their academic
and/or professional qualifications; current (or last if retired)
post or workplace; the scope of studies carried out in HE;
momentarily involved in research or scientific and profes-
sional activities in the field of quality assurance and develop-
ment.
External Evaluators should be drawn, if possible, from a
variety of institutional or professional contexts. If more than
one evaluator is required for the event, they must not be
from the same institution. It should be avoided that there is
a conflict of interest or conflict between the institutions of
the External Evaluators and the university that will enter the
evaluation process.
External Evaluators must not have previous close involve-
ment with the University so as not to compromise their
impartiality. In the last three years, the proposed External
Evaluator must not be a member of the university or a close
relative, administrator or student.
External Evaluators should normally not be used more than
once in an 18-month period. Exceptions may occur when
the availability of potential Assessors is limited.

Universities appear to have benefited heavily from student
participation in promoting quality assurance to continuously
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improve the student experience at universities, to provide
opportunities for students to participate in quality assurance
and development processes to provide feedback, and to provide
opportunities for the university to ‘close the feedback cycle’
(Mitchell, Sheriff, & Georgiadou, 2008). For this purpose, stu-
dent representatives, program representatives, student surveys,
campus forums, and student memberships in committees and
panels are involved.

Since 80% of HE institutions are located abroad, accredi-
tation in the UK is carried out to eliminate the problems of stu-
dents and stakeholders such as curricula and teaching methods
related to their ethnic origins, to ensure that the institution
personnel can work at high quality without harming the relia-
bility of the institution and to ensure continuity in taking the
necessary responsibilities for their students (asic.org.uk).
Accreditation bodies can be national or international.
Universities in the country can accredit each other.

Suggestions
Considering the UK’s quality assurance and accreditation
processes, it can be recommended to open a program in other
universities outside the borders of the country and to give their
diploma (articulation) and to implement the systems (collabo-
ration) that assigns their own diplomas by assigning their aca-
demic staff to the quality systems in Türkiye. However, it
should be noted that the micro-credit system is also very
important within the scope of cooperation to be developed
within the scope of quality assurance. Micro-credits (micro-
credentials) are recognized as an innovation with transforma-
tive potential for working life during and after HE (K›r &
Bozkurt, 2022). In today’s world of rapid change, diploma pro-
grams can be slow to show a quick reflex to change and manage
the transformation. It is also recommended to develop and
articulate collaborations with these programs in accordance
with the skill-oriented micro-credit system. The mission of the
UK in the quality assurance and evaluation system can support
the steps that Türkiye will take within the scope of internation-
alization. Thus, institutional autonomy and leadership efforts
in the sustainable development plans of institutions can be
shared at the international level. In addition, it can be suggest-
ed that the national capital remains within the borders of the
country by ensuring that universities are competent by
YÖKAK as institutions accrediting each other within the bor-
ders of the country. Finally, expanding the participation of stu-
dents studying at universities at all levels in decision-making
and development processes e.g., forming a student senate) may
also be beneficial in establishing and disseminating a culture of
quality assurance and ensuring objectivity.
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