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Abstract 

This research in the field of international education reconsiders the role of the 

internationalisation of higher education (IoHE) concerning the global export 

education industry and the emerging global knowledge economy. The purpose of this 

research is to design, and to test, an explanatory theory for IoHE that is applicable in 

a major English-speaking destination country, and an Asian context. A pragmatic, 

mixed methods approach was used to investigate two instrumental case studies, New 

Zealand and Indonesia, selected as under-researched local contexts for IoHE, which 

are, nonetheless, an integral part of the global export education industry. Case Study 

One investigated the pivotal features of the IoHE practices utilised in the export 

education industry in New Zealand. The grounded theory method utilised in Case 

Study One facilitated the development of the explanatory theory for IoHE, while 

content analysis was employed for the theory testing within Case Study Two of 

Indonesia. A Bourdieusian Theory of Practice and the knowledge economy paradigm 

were utilised to investigate these features further and explain the role of IoHE in the 

emerging global knowledge economy. 

The findings have revealed that IoHE practices in both contexts display homogenous 

features influenced by the global neoliberal agenda and nationalistic agendas, which 

are reflected in the concepts of rationality, and relationality. These concepts also 

correspond with the competition and collaboration trends that are pivotal for the 

global export education industry. Rationality was expressed in the categories of socio-

economic development and engagement with the international education industry, 

including export education brand promotion. Relationality was evident in the 
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categories of the industry/tertiary sector stakeholders’ collaboration and social 

licence.  

The Bourdieusian Theory of Practice and the knowledge economy paradigm was 

utilised to investigate these features further and explain the role of IoHE in the 

emerging global knowledge economy. As a result, IoHE is theorised as an evolving 

strategy to integrate a tertiary education industry into the emerging global knowledge 

economy through a recurrent synergic cycle which generates economic, cultural, 

social, and symbolic capital that is embedded into the purpose, function, and delivery 

of higher education.  

This thesis makes an original conceptual contribution to the research methodology, 

theory and practice pertinent to IoHE. Firstly, using a pragmatic transdisciplinary 

approach, it consolidates the scattered, and not always clearly articulated, 

methodological approaches used in the field of IoHE. Secondly, the proposed 

definition and explanatory theory for IoHE sheds light on the role and the purpose of 

IoHE in the emerging global knowledge economy and provides further impetus for 

discussion on this important topic. Thirdly, this thesis enriches the body of knowledge 

on IoHE in the Asia-Pacific region, ASEAN and, specifically, in the two under-

researched contexts of New Zealand and Indonesia. Finally, the explanatory theory 

suggested in this thesis provides a practical framework, which could be applied to 

academic inquiry concerned with export education industries and IoHE practices in 

diverse regional and institutional contexts. 
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“Oh, East is East, and West is West, and never the two shall 

meet” 

(R. Kipling, The Ballad of East and West, 1889) 

: Introduction 

The academic world has faced unprecedented volatility resulting from social, 

economic and political changes on a global scale in recent times. The neoliberal and 

globalisation trends have transformed knowledge into a tradable commodity (Codd, 

2005), with internationalisation of higher education (IoHE) becoming a recognised 

tool for boosting universities’ competitiveness in achieving international rankings 

(Hazelkorn, 2014; Woodfield & Jones, 2015). The knowledge economy paradigm, 

promoted by the World Bank Group (WBG), enables growth in countries with 

considerable resources and infrastructure to reap the benefits from the knowledge-

based exports. Commercial and academic interests have been merging for nearly four 

decades contributing to the development of the global international education industry, 

as we know it today.  

Previously, the dominance of the Eurocentric paradigm (Rizvi, 2014; Stein, 2017) 

meant that the global international education market was shared between the major 

English-speaking destination countries1 (MESDCs) and Europe. Consequentially, the 

mainstream perceptions of IoHE were shaped within a rigid binary between the 

 

1 So called ‘MESDCs’ include the United Kingdom, the United States of America, Australia, New 

Zealand and Canada (Healey, 2008). 



 

2 

western nations providing education exports services, and the developing countries, 

consuming western knowledge.  

The current landscape of the global international education industry and the emerging 

global knowledge economy, however, has become much more complex. 

Internationally, competitive tertiary systems and high-rank universities have become 

increasingly “a more powerful asset for a nation than possession of weapon of mass 

destruction” (Bilal, n/d., p.2). Nations worldwide, and especially booming economies 

in Asia, have entered on the global knowledge race to enhance their global 

competitiveness, encourage economic growth or to cater to geopolitical interests. 

Markets, which were once abundant sources of students, are inevitably changing, and 

new regional players have emerged as champions for IoHE and aspiring international 

education providers. While competition in the global international education industry 

(GIEI) is increasing, the pace of growth of the industry is slowing (ICEF Monitor, 

2015, September; OECD, 2017; University of Oxford, 2017).  

A solution for the current industry stakeholders could be tapping into new markets; 

however, with the increasing complexity of the global international education industry, 

doing business as usual (e.g. exporting education services to the developing world, 

building asymmetric research partnerships or exercising the Eurocentric hegemony 

under the pretext of IoHE), may appear an inadequate strategy to stay on top of the 

game. The shifting power dynamics in the global international education industry 

(Goswami, 2013) demand conceptual shifts and a holistic understanding of what IoHE 

has become today.  
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This thesis suggests that because IoHE is a significant and multiscalar process 

affecting the global international education industry, the pressing issues the latter is 

facing now, such as increasing competition, changing markets and the industry’s 

slow-down, can be addressed by changing mainstream perceptions of IoHE, now 

that it is in non-homogenous local, regional and global contexts. This thesis, 

therefore, considers these issues by pursuing a new polycentric conceptualisation of 

IoHE, which would reflect its role in the global international education industry and 

the emerging global knowledge economy.   

The knowledge race today has moved beyond the notions of source markets and 

destination countries, challenging our understanding of IoHE, and whether its role in 

the emerging global knowledge economy is relevant, adequate and up-to-date. The 

need for a new conceptualisation and terminology for re-thinking of 

internationalisation, as well as an alignment of theoretical perspectives with practical 

implementation, is a persisting issue in the IoHE research (Brandenburg & de Wit, 

2011; de Wit, Gacel-Ávila, Jones, & Jooste, 2017; Deardorff, de Wit & Heyl, 2012; 

Egron-Polak, 2013; Knight, 2013b). The current research responds to the call for 

change in the field of internationalisation research; it seeks to theorise IoHE as an 

essential process occurring within a national export education industry and the 

emerging global knowledge economy.  

The main research question posed in this thesis is: What is the role of the 

internationalisation of higher education in the emerging global knowledge 

economy and a national export education industry?   



 

4 

Considering the time and resource limitations of this doctoral research project, the 

overarching research question is approached through the exploration of IoHE in the 

regional contexts of New Zealand and Indonesia, and seeks to answer the following 

research sub-questions: 

1. What are the critical features of IoHE in the New Zealand’s export education industry 

and how can these features be conceptualised as an explanatory theory?  

2. How can the proposed explanatory theory for IoHE be applied in an Asian context, 

specifically in Indonesia?   

In this thesis, these subsidiary questions are addressed in two instrumental case studies 

of New Zealand and Indonesia. The choice of the specific local contexts informing 

the case studies was purely pragmatic and was guided by the following rationales. 

New Zealand is a MESDCs with one of the highest knowledge economy indexes in 

the Asia-Pacific region and in the world (World Bank, 2012). In 2018, the revenue 

from the New Zealand export education industry reached $5.1 billion, made it the 

fourth largest earner among export industries nationwide (Education New Zealand 

[ENZ], 2018a), while the planned revenue growth is to meet $6.2 billion mark by 

2025. Nevertheless, with New Zealand’s modest 3% share of the global international 

education market, the development of its national export education industry is still a 

work in progress (ENZ, 2016). Hence, IoHE practice in New Zealand is affected by 

the economic rationales, which are not fully acknowledged by the mainstream 

definitions and conceptualisations of IoHE.  

In turn, Indonesia is regarded as one of the most promising markets in the Asia-Pacific 

region; there is, therefore, potential for building partnerships within this emerging 
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middle-income economy (World Bank, 2016). As nearly 30% of Indonesians are 15 

and younger (World Bank, 2016), Indonesia’s higher education demands are expected 

to increase accordingly. The Indonesian demographics offer a substantial student 

market, which could help to diversify New Zealand’s source markets beyond China 

and India2.  

Developing this market, however, presents a serious challenge for New Zealand 

providers. Despite having stable trade and academic connections with Indonesia, New 

Zealand has to compete not only with other MESDCs providers but also with the 

emerging rivals in the region. Indeed, the increasing number of the regionalisation 

initiatives among the ASEAN countries and China, Japan, and South Korea, and the 

growing quality of export education services in the region suggest stronger 

competition; but that is only a part of the picture. Indonesia’s national export 

education industry remains at its nascent stage; the perception of knowledge as public 

good stays strong, and IoHE is not accepted universally as beneficial (Sakhiyya, 2018). 

Hence, it is a totally different context for IoHE practice, and it is unclear whether the 

existing understanding of IoHE, developed in western contexts applies to IoHE in 

Indonesia.   

The local contexts reflect regional and socio-economic variations, which affect the 

power dynamics in the global international education industry. The importance of 

regional specifics has been emphasised by many IoHE researchers (de Wit, 2011; de 

 

2 In 2018, the students from China and India accounted for 83% of all international student 

population in New Zealand (MoE New Zealand, 2019) 



 

6 

Wit, Gacel-Ávila, & Jones, 20173; de Wit, Jaramillo, Gacel-Avila, & Knight, 2005; 

Knight, 2013a; Mohamedbhai, 2013; Mok, 2008). Considering that there is no “one 

way or a right way to internationalise” (Knight, 2013b, p. 90), it is essential to 

understand regionalisation and glocal perspectives (Courchene, 1995) to succeed in 

the emerging global knowledge economy. A theoretical lens of Theory of Practice 

(Bourdieu, 1977) is deployed in this thesis to delineate the fields of local and global 

international education industries and the relations between their key stakeholders. 

The notions of the field, habitus and capital are particularly useful for theorising the 

process of IoHE within a socio-economic field of the global international education 

industry and the emerging global knowledge economy. 

In this thesis, the instrumental case studies of New Zealand and Indonesia use the 

pragmatic mixed methods approach, which is appropriate for each context and 

resonates with the respective subsidiary questions. In Case Study One of New Zealand, 

the grounded theory method is employed for building an explanatory theory for IoHE. 

Additionally, Bourdieu’s Theory of Practice (Bourdieu, 1977) is referred to as a grand 

theory within the grounded theory method to position the emerging theory within a 

broader field of knowledge. Further testing of the nascent theory is conducted using 

content analysis within Case Study Two of Indonesia.  

The purpose of this research is to design a polycentric explanatory theory for IoHE 

practice, applicable in diverse global contexts. This aspiration is hard to achieve 

 

3 In this thesis, “de Wit, Gacel-Ávila, & Jones (2017)” are further referred to as “de Wit, et al. 

(2017a)” to avoid confusion with “de Wit, Gacel-Ávila, Jones, & Jooste (2017)”, which are further 

referred to as “de Wit, et al., (2017b).  
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without clearly acknowledging what IoHE has become, why, and how it functions in 

diverse contexts. In this thesis, the existing body of knowledge regarding IoHE, the 

international education industry and the emerging knowledge economy is 

acknowledged, critiqued and integrated into a holistic explanatory theory embracing 

economic, political and social implications of IoHE as a glocal process. Therefore, the 

present research seeks to address the issues mentioned earlier in this section, and 

suggest an alternative polycentric way of theorising IoHE.  

1.1 The Importance of the Research 

The dominance of the Eurocentric perspectives on IoHE appears a pressing, but not 

necessarily fully acknowledged issue. Following global economic and geopolitical 

trends, the power dynamics in the international education industry are shifting 

eastwards (Atherton, Azizan, Shuib, & Crosling, 2018). The emerging high-rank 

universities in the Asia-Pacific region are gradually levelling the field and intensifying 

global competition in the industry and, consequently, in the emerging global 

knowledge economy. With minor exceptions, the mainstream vision of IoHE no 

longer reflects these critical shifts in the global international education industry. 

Arguably, the mainstream definitions and conceptualisations capture only fragmented 

aspects of IoHE, primarily focused on student mobility, policies or institutional IoHE 

(de Wit & Leask, 2015). These definitions often tend to privilege IoHE practice in the 

MESDCs, and disregard the specifics of IoHE in non-western contexts (Orelus, Malott, 

& Pacheco, 2014; Yang, 2017).  

Mainstream perceptions of IoHE, furthermore, tend to downplay the economic impact 

of westernisation and commercialisation trends, which this study suggests are 
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inherently connected to the notion of IoHE. From the pragmatic perspective, the 

fragmented and Eurocentric vision of IoHE impedes both conceptual understanding 

of IoHE and its practical implications for national tertiary systems, the global 

international education industry, and the emerging global knowledge economy. Hence, 

the present research synthesises fragmented knowledge regarding IoHE, develops and 

tests a holistic explanatory theory for IoHE, and aims to contribute to the theory and 

practice of IoHE as follows.  

Firstly, the literature concerned with IoHE in the New Zealand context remains very 

limited as compared with the studies focused on other locations worldwide; hence, 

this context is not sufficiently investigated (Boven, Harland, Grace, & New Zealand 

Institute, 2010; Martens & Starke, 2008; Smith & Parata, 1997). Some of the relevant 

research papers are either outdated or have a narrow focus on the neoliberal rationales 

and commercialisation practices (Abbot & Ali, 2010; Butcher, 2009; Butcher, 

McGrath & Stock, 2008; Codd, 2005; Jiang, 2005; Lewis, 2005); the implications of 

international students’ recruitment (Butcher, 2004; Naidoo, 2010; Smith & Rae, 2006), 

and international students’ learning (Jiang, 2010; Manalo & Wong-Toi, 2005; Zepke 

& Leach, 2007). Re-thinking internationalisation seems not to have received similar 

research interest by New Zealand scholars, although a few recent papers are 

contributing to the international discussion of the topic (Hope, 2013; Collins, Sidhu, 

Lewis & Yeoh, 2014). 

Naidoo (2010) notes that little consideration has been given to both academic and 

practitioner research concerned with the New Zealand export education industry. This 

view is supported by Bedenlier, Kondakci, and Zawacki-Richter (2018) indicating, 

for instance, that academic contribution of New Zealand authors to Journal of Studies 
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in International Education4 is 3% of all publications as compared to 13.3% originating 

in Australia and more than 30% from the United States.  

Mainstream academic research informing the New Zealand IoHE praxis originates 

predominantly in other MESDCs contexts, such as Australia, the United Kingdom and 

the United States. Little research interest of IoHE in New Zealand could limit the 

potential for developing, perfecting and employing authentic internationalisation 

strategies required to provide a competitive advantage in the global international 

education industry. The present research addresses this gap and utilises the under-

researched context of New Zealand to investigate IoHE practice and theorise it 

holistically. 

Secondly, Asia-Pacific is a region of growing economic and geopolitical influence, 

which persistently reshapes the power dynamics, and the IoHE global landscape.  It 

is a field with potential for active collaboration, competition and regionalisation 

initiatives between MESDCs such as Australia and New Zealand, and developing 

nations, such as those of ASEAN. Atherton et al. (2018), for instance, acknowledges 

the emergence of the ASEAN-centred approach to internationalisation in higher 

education, as well as a need for building a “more nuanced picture of IoHE by region” 

(p. 26), as local contexts within ASEAN tend to be diverse, and not well-researched.  

Indonesia is a founding member of ASEAN, the fourth largest country in the world, 

with a population exceeding 260 million. According to World Bank (2018), Indonesia 

is expected to become the seventh highest-income economy in the world by 2030. At 

present, the middle-class in Indonesia includes 22% of the population, while 35% of 

 

4 One of the top peer-reviewed journals in the field of IoHE 
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Indonesians belong to the so-called ‘consuming class’ (World Bank, 2018). The 

Indonesian tertiary sector experiences massive transformation, and IoHE is a part of 

this process, although IoHE is not necessarily welcome (Zulfa, 2018). Indonesia was 

selected purposefully for the present research because it presents a very complex 

context in which IoHE is ridden with controvercy, which has, however, attracted little 

research interest. Additionally, the Indonesian context is in sharp contrast with New 

Zealand and other MESDCs; hence it is expected to be a useful non-western context 

for testing the nacient explanatory theory of IoHE.    

Finally, this thesis makes a theoretical and methodological contribution to the field of 

IoHE. A pragmatic transdisciplinary approach is taken to develop and test a holistic 

explanatory theory for IoHE in heterogenic contexts. It offers, additionally, some 

theoretical and methodological tools, for further research on IoHE and the 

international education industry. The research is intended to inform the industry's 

sustainable development in diverse contexts, with a specific focus on the Asia-Pacific 

region.  

In conclusion, this research is important because it seeks to create new knowledge 

regarding the changing power dynamics in the global international education industry 

and contributes to a holistic pragmatic understanding of internationalisation processes 

as well as their role in the global international education industry and the emerging 

global knowledge economy.  

1.2 The Structure of the Thesis 

This research follows a traditional thesis structure comprising eight chapters including 

an introduction, a literature review; a theoretical framework; a global context chapter; 
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a methodology; two chapters presenting the case studies; and finally a conclusion 

followed by a reference list and appendixes. The research and the argument unfolds 

throughout the thesis as follows.  

Chapter One explains the importance of the research in relation to the glocal contexts, 

in which the international education industry operates outlines the research questions, 

directing this inquiry, and justifies the importance of this research. It also provides a 

reader with guidance on how to navigate this thesis.   

Chapter Two establishes a theoretical background for the internationalisation of 

higher education, including the rationales, key terms, the current conceptual 

understanding of IoHE, as well as ideologies, processes and trends affecting the global 

international education industry. It presents the knowledge economy as an 

overarching neoliberal paradigm, which underpins IoHE practice and the international 

education industry globally.  The chapter explores the changing status quo in the 

global international education industry, and covers the critical trends including the 

shifts of economic power, massive regionalisation initiatives in Asia-Pacific, and the 

customers’ choices driving the industry. Finally, This chapter also traces the 

trajectories of the conceptual re-thinking of IoHE and critiques the shortcomings of 

the existing perspectives.  

Chapter Three presents Bourdieu’s Theory of Practice (Bourdieu, 1977) as a robust 

theoretical framework to scaffold the investigation of IoHE as a part of the global 

international education industry and the emerging global knowledge economy. It 

utilises thinking tools originating in the Theory of Practice for mapping the field of 

the global international education industry, including the power dynamics and capital 
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distribution patterns encouraged by global neoliberal transformations, and IoHE. 

Additionally, it discusses the ideas of capital convertibility, and synergy, to theorise 

broader socio-economic impacts of IoHE, the global international education industry 

and the emerging global knowledge economy.  

Chapter Four states the objectives of the current research and explains the 

methodology and methods used in this thesis concerning the primary and subsidiary 

research questions. It provides detailed justifications for the selected theoretical stance 

(including epistemology and the researcher’s positionality), research design, the data 

collection methods, analytical procedures and, finally, ethical considerations for the 

current investigation.   

Chapter Five is devoted to Case Study One, investigating the IoHE practice in the 

New Zealand export education industry. Drawing on the multiple sources of data, and 

the grounded theory method, the chapter provides an explanatory theory for IoHE in 

the New Zealand context.   

Chapter Six reports the results of Case Study Two, and investigates the IoHE practice 

in Indonesia. It presents the results of the content analysis used to investigate the IoHE 

practice in Indonesia, and provides evidence to support, or refute, the proposed 

explanatory theory. The proposed explanatory theory and its potential transferability 

to an Asian context is tested against the results of Case Study Two.  

Chapter Seven concludes the study by presenting the main argument, the critical 

propositions and findings of the thesis. Using the proposed explanatory theory, based 

on the two case studies, it discusses the role of IoHE in the emerging global knowledge 
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economy and in a national international education industry. The significance, 

potential application of the theory, limitations and future research are presented and 

discussed at the end of the chapter.   

1.3 Chapter Summary 

The purpose of this chapter is to introduce the reader to the critical issues of IoHE 

considered in this research, and describes the approach adopted in the present thesis 

to address these issues. The chapter establishes the overarching context for the global 

international education industry, and considers the influence of neoliberalism, 

globalisation and the emerging global knowledge economy on the positions of New 

Zealand and Indonesia within this global international education industry. The chapter 

proceeds by presenting the research questions guiding the investigation of IoHE in 

New Zealand; the development of an explanatory theory for IoHE in the New Zealand 

context; and the testing of this theory in the context of Indonesia. Following the 

consideration regarding the importance of the research, the chapter concludes by 

presenting the structure of the thesis.  
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: Literature Review 

The literature review is an essential part of this thesis because it situates the present 

inquiry into IoHE within a dynamic field of the global international education industry 

and the emerging global knowledge economy.   Over nearly four decades, IoHE has 

transcended beyond subsidiary activities performed by HEIs towards a strategic 

movement, often supported by state governments, and ever since, it has remained in 

the spotlight of academic research. The present review of the literature was initially 

conducted using cross-referencing and following up citations, followed by specific 

search options to ensure a thorough review of the existing body of peer-reviewed 

literature relevant to the subject of the study to identify the recurrent themes. The 

critical search queries for the New Zealand, Indonesian and global contexts included 

the following terms: internationalisation of higher education, commercialisation, 

regionalisation, globalisation (spelling variations ‘-ization’ were included), academic 

mobility, rankings, the knowledge economy, knowledge production, and academic 

capitalism. These terms were included because they reflect the overarching contexts 

for IoHE practices and mega-trends shaping the global international education 

industry. Search parameters focussed on the quality and the authority of the research, 

and its relevance for the present study. Finally, the regional diversity of the 

perspectives on IoHE were considered carefully to rebalance Eurocentric 

epistemologies and include emerging voices from the rest of the world.  

This chapter investigates the major milestones of the IoHE development and 

introduces the core concepts, which are necessary for the progression of the present 

research. Section 2.1 explains the interdependencies between the concept of IoHE and 
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the notions of a national export education industry, and the global international 

industry and their positioning within the emerging global knowledge economy. 

Section 2.2 provides an overview of the current body of literature relevant to the key 

concepts underpinning IoHE and the global international education industry. The 

discussion proceeds in Section 2.3 with a critique of the existing conceptualisations 

of IoHE. Section 2.4 discusses issues of the knowledge economy paradigm, including 

the critical indicators and the impact of this paradigm on the global international 

education industry. Section 2.5 concludes the chapter with a brief summary of Chapter 

Two.  

2.1 Delineating the IoHE Field 

This section positions the major concepts and trends associated with IoHE within and the 

emerging knowledge economy. Over nearly four decades, IoHE has transcended beyond 

subsidiary activities performed by HEIs towards a strategic movement, often supported by 

state governments. Ever since, it has remained in the spotlight of academic research. 

Presently, IoHE is no longer a marginal theory; it has an essential place in the academic 

mainstream (Callan, 2000; Knight, 2012) and is increasingly important for the global 

international education industry and the emerging knowledge economy, however, their 

relations and dependencies need to be clarified. 

In this thesis, the knowledge economy paradigm is viewed as a neoliberal project 

championed by the World Bank and concerned with constructing political, economic and 

social environments, also known as the emerging global knowledge economy, that would 

enable the development of the global international education industry and national export 



 

16 

education industries. The knowledge economy paradigm provides an overarching context 

for IoHE, and, and will be discussed further in Section 2.2.  

Arguably, the phenomena of IoHE and the emergence of the global international education 

industry are inherently intertwined and cannot be considered as a mutually exclusive binary. 

In the present thesis, the concept of IoHE and the notions of ‘the global international 

education industry’, ‘an export education industry’, and ‘export education services’ are by 

no means considered to be interchangeable but are distinguished as follows (Figure 1): 

 

Figure 1. IoHE Situated within the Emerging Global Knowledge Economy.  
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Note: The relations of inclusion between the emerging global knowledge economy, the 

global education industry, the global international education industry, a national 

export education industry, a national tertiary sector and the concept of.  

Source: The author  

IoHE is commonly defined as “the process of integrating an international, intercultural or 

global dimension into the purpose, functions (primarily teaching/learning, research, service) 

or delivery of higher education” (Knight, 2004, p.7). Knight (2015) argues that, essentially, 

the interpretations of what IoHE is, vary significantly for different people, perhaps, for this 

reason, the core aspects of her earlier cited definition generally remain unchallenged. 

However, some researchers, such as Larsen (2016), Hawawini (2016), and Kostrykina, Lee 

and Hope (2017) find this approach to be quite narrow, and not necessarily reflective of the 

role IoHE plays in the global international education industry and the emerging global 

knowledge economy. This argument will be further developed in Section 2.3 of this chapter. 

With the rise of neoliberalism in the 1970s (Harvey, 2005), and the subsequent transition to 

commercialisation of HE, there has been a lot of controversy and uncertainty in defining 

IoHE (Knight, 2004); which has resulted in multiple interpretations of the term. The 

perceptions of what IoHE is, as well as its underpinning rationales have been changing, 

becoming more complex and more pragmatically driven (Altbach, 2006; Altbach & Knight, 

2007; Knight & de Wit, 1997; Scott, 2006; van der Wende, 2001). An overview of the 

historical background and the present state of IoHE research is presented in Sections 2.3 -

2.5 of this chapter.  

The global international education industry (GIEI) refers to a specific subset of the Global 

Education Industry (GEI) (Verger, Lubienski, & Steiner-Khamsi, 2016; Lingard, 2019), 

primarily concerned with trade in export education service s, and can also be referred as the 

https://link-springer-com.ezproxy.auckland.ac.nz/chapter/10.1007/978-3-030-04236-3_7#CR28
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global export education market. The notion of ‘a national export education industry’ (NEEI) 

denotes an industry of export education services provided to full-fee paying international 

students within a national economy, which feeds into the GIEI, and eventually, into the 

emerging global knowledge economy. This thesis, considers only some aspects of the GEI, 

specifically those which are relevant for IoHE, the global international education industry 

and national export education industries. The intersection of the presented concepts provides 

a focal point for this research and enables pushing the boundaries of the mainstream 

understanding of IoHE and its role in the GIEI and the emerging global knowledge economy. 

The notions of ‘export education’  and ‘international education’ in this context can be treated 

as interchangeable; however, in this thesis,  stylistically, the preference is given to the notion 

of ‘export education’ while describing a national industry, and ‘international education’ is 

reserved for the global industry. Neither of these terms fully reflects the concept of IoHE, 

nor this thesis seeks to elide the distinction between IoHE, NEEIs or the GIEI.   

IoHE refers to a broader range of practices occurring in HE and is not limited to merely 

exporting education services. Although both a national EEI and the GIEI may primarily 

focus on marketing education brands and student recruitment, IoHE is an essential part of 

the industry, and the industry relies on IoHE practices. Thus, these notions cannot be studied 

in isolation but only in conjunction with each other. The interdependencies between these 

notions will be positioned within a specific regional context and addressed in Section 2.7. 

Finally, this thesis investigates the concept of IoHE through multi-disciplinary lenses, which 

enable moving beyond the mainstream IoHE approach to and identify its role in the 

emerging global knowledge economy. Figure 2 visualises the lenses applied in the current 

research to investigate the concept of IoHE. IoHE is the focus of the present research 
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considered through the double lens of the knowledge economy (Chen & Dahlman, 2006) 

and the Bourdieusian Theory of Practice (Bourdieu, 1977). Terminologically, it is 

positioned within the IoHE approach, however, the concept IoHE as constructed in this 

thesis is experienced as a set of practices enabling the development of the national export 

education industries and the global international education industry. The IoHE approach, 

the knowledge economy paradigm and their pragmatic implications for the global 

international education industry are addressed in the following section of this literature 

review. The Theory of Practice is revisited in Chapter 3.   

 

Figure 2. Theoretical Lenses, Approaches and Contexts applied to IoHE in this 

Research  

Source: The author  
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2.2 The Knowledge Economy: A Global Context for IoHE and the 

Global International Education Industry 

This section focuses on the knowledge economy because it shapes an overarching 

global context for IoHE and the global international education industry. In this thesis, 

the knowledge economy paradigm is experienced from the perspective of the World 

Bank Group that has developed the knowledge economy paradigm and consistently 

manages the construction of the knowledge economies around the world. It is essential 

to define the concept of the knowledge economy and consider trends, opportunities 

and challenges shaping the competitive contexts of the global international education 

industry. A better understanding of the emerging knowledge economy holds a promise 

for building a robust explanatory theory for IoHE.  

 

There is a plethora of research establishing a connection between the knowledge 

economy and neoliberal transformations in the domain of education (Dale & 

Robertson, 2009; Jessop, 2002; Peters, 2003; Peters & Marshall, 2000; Robertson, 

2008). However, the scope of the IoHE research devoted to the relation between the 

knowledge economy and IoHE is less abundant (Jiang, 2005; Marginson, 2008, 2009; 

Tocan, 2012). The body of IoHE research tends to focus on the impact of the 

knowledge economy on higher education without sufficient clarification of how this 

seemingly self-explanatory concept is defined in the literature. For example, 

Marginson (2008) considers the knowledge economy “as a comprehensive container 

of knowledge-related production and distribution” and uses this term “in Fernand 

Braudel’s sense of ‘economy’” (p.4). No further explanation of the relationship 

between the Braudelian (1985) understanding of the 16th-century economy based on 

colonial capitalist expansion and the present-day knowledge economy follows; nor 
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does he refer to more recent developments in the field of the knowledge economy. 

Arguably, Marginson’s (2008) representation of the knowledge economy implicitly 

draws a parallel between the colonial capitalist expansion described by Braudel (1985) 

and neoliberal expansion supported by the OECD and the WBG. Despite the frequent 

use of the term, little inquiry has been made into the actual meaning of the knowledge 

economy in the domain of international higher education. This terminological 

looseness is partly because the idea of knowledge is “so utterly familiar and ‘good for 

us’ that it slides down the metaphoric throat without much difficulty at all” (Robertson, 

2008, p. 2).   

 

Though the overarching impact of the knowledge economy paradigm on higher 

education institutions (HEIs) tends to be underestimated, some of its significant 

effects are in the IoHE discourse. These include the increasing commodification, 

commercialisation and privatisation of higher education (Bagley & Portnoi, 2014; 

Brown, 2011; Münch, 2014), strong national and international competition among 

HEIs fuelled by rankings (Hazelkorn, 2014) and growing talent mobility (Kell & Vogl, 

2012). In the IoHE research, that these effects are often attributed to globalisation and 

neoliberal transformations, not necessarily related to the knowledge economy, might 

be misleading.  

According to Peters (2002), nascent notions of the knowledge economy are found in 

the work of Drucker (1959), Machlup (1962), and were further embedded in the 

neoliberal views of the Chicago school of economics, and later challenged by Lyotard 

(1984). The broad discussion on knowledge-based economies, “which are directly 

based on the production, distribution and use of knowledge and information” (p.7) 

was initiated by OECD (1996) in the context of the new growth theory, triggered by 
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the technological advancements and the growing role of knowledge in economic 

development. More recently, the term knowledge economy was adopted by Social 

Science researchers and conceptualised by Powell and Snellman (2004) as 

“production and services based on knowledge-intensive activities that contribute to an 

accelerated pace of technological and scientific advance as well as equally rapid 

obsolescence” (p.201). The researchers claim that there is an issue with accurate 

substantive measurement of the knowledge economy, suggesting that further research 

concerned with dissemination and impact of knowledge is necessary to theorise the 

transition to an economic model based on intellectual assets (Powell & Snellman, 

2004). Nevertheless, there is little evidence that international education researchers 

share these views. The research in the field tends to focus on knowledge production 

issues while ignoring the concept of the knowledge economy as a whole. Sörlin and 

Vessuri (2007) provide a representative explanation of the knowledge economy and 

knowledge society as problematized in the higher education context:  

‘Knowledge economy’ and ‘knowledge society’ are concepts that reflect 

the growing importance of knowledge in our contemporary world. They 

underscore that whether we speak of the economy, or indeed society as a 

whole, the knowledge component is so crucial that it can be used to 

characterise both concepts. Most people, not least academics, usually take 

satisfaction in this general statement. (p.1)  

This general statement fails to acknowledge, that although knowledge has 

traditionally belonged to the domain of education, it has also become the impetus of 

modern economics (Harari, 2017). Thus, the discussion of the knowledge economy 

should be transdisciplinary even if it happens in the context of higher education 

studies. Nevertheless, the literature suggests that presently these two concepts are 
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quite disconnected, and the knowledge economy remains a buzzword or at best, a 

vague umbrella concept (Godin, 2006).  

To avoid the pitfalls mentioned above, this research draws upon the World Bank 

methodology (Chen & Dahlman, 2006), which provides a clear conceptual framework. 

More importantly, this understanding of the knowledge economy is deeply engrained 

in the guidelines provided by the World Bank to its client states, such as Indonesia, 

and has a direct impact on their national policies; the World Bank methodology, 

therefore, provides an assessment tool for the knowledge economy. This research 

utilises the knowledge economy paradigm as a point of reference shedding some light 

on the overall progress of a nation in its transition to the knowledge economy. 

The term “knowledge economy” could be applied either to the global knowledge 

economy as a whole or to a particular national knowledge economy. Chen and 

Dahlman (2006) conceptualise the knowledge economy as the “one that utilises 

knowledge as the key engine of economic growth … where knowledge is acquired, 

created, disseminated and used effectively to enhance economic development” (p. 4). 

The four strands underpinning the framework for a national knowledge economy, 

described by Chen & Dahlman (2006), are an educated and skilled labour force; an 

effective innovation system; an adequate information infrastructure; a conductive 

economic and institutional regime. 

The educated and skilled workforce strand corresponds with the idea of human capital 

(Becker, 1993), considered as the “productive wealth embodied in labour, skills and 

knowledge” (OECD, 2001) of the economic stakeholders who acquire, use, create, 

and disseminate relevant knowledge. In this case, human capital becomes both the 

impetus and the product, of the knowledge economy.  

An effective innovation system conditions the level of productivity and growth of the 
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knowledge economy, and consists of universities, public and private research centres, 

policy think tanks, non-governmental organisations and the government bodies (Chen 

& Dahlman, 2006). In other words, an innovation system becomes an environment 

for dynamic interaction between the stakeholders of the knowledge economy.  

An innovation system does not refer to ICTs and other technologies that channel and 

facilitate this interaction and comprise another strand of the knowledge economy. The 

adequacy of information infrastructure as claimed by Chen and Dahlman (2006) is 

evaluated according to “the accessibility, reliability and efficiency […] of hardware, 

software, networks, and media for collection, storage, processing transmission, and 

presentation of information” (p.7).  

Furthermore, Chen and Dahlman (2006) emphasise the role of an incorrupt and 

accountable legal system and government, and “well-grounded and transparent 

macroeconomic, competition and regulatory policies” (p.8), as the foundation of a 

conductive economic and institutional regime. Such a regime encourages knowledge 

creation and protects intellectual property, one of the prerequisites for the efficiency 

of a knowledge economy (Chen & Dahlman, 2006).  

The strands of the knowledge economy, as mentioned earlier, could be considered as 

the criteria for benchmarking countries, which already are, or aspire to become 

knowledge economies.  These four strands are evaluated according to the World Bank 

(2012) knowledge assessment methodology (KAM) to benchmark a country’s 

knowledge economy readiness against an imagined ‘ideal’ knowledge economy 

(Robertson, 2008). KAM utilises normalised statistical indicators  for calculating the 

national knowledge economy index (KEI), which serves as a proxy to understanding 

national competitive positions within the emerging global knowledge economy; an 

example of indicators used for a basic KEI scorecard is demonstrated in Table 1,    
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Table 1. Knowledge Economy Index Basic Scorecard  

Source: Adapted from Chen & Dahlman (2006).   

 Overall 

Economic 

Performance 

A conductive economic 

and institutional regime 

Educated and 

skilled labour 

force  

An effective 

innovation system 

An adequate 

information 

infrastructure  

Average annual 

GDP growth 

(%)  

Tariff and non-tariff 

barriers  

Adult literacy rate 

(% age 15 and 

above)  

Researchers in 

R&D, per million 

population 

 

Telephones per 

1,000 persons, 

(telephone 

mainlines + 

mobile phones)  

Human 

Development 

Index 

Regulatory Quality  Secondary 

enrolment 

Patent applications 

granted by the 

USPTO, per million 

population 

 

Computers per 

1,000 persons 

 Rule of Law Tertiary enrolment Scientific and 

technical journal 

articles, per million 

population 

Internet users 

per 10,000 

persons 

 

According to the World Bank (2012), New Zealand (KEI=8.97) is the highest-ranked 

knowledge economy of the Asia Pacific region, although the advantage over other 

western export education providers, such as Canada, Australia, the United States, the 

United Kingdom, is minimal, which suggests intense competition in the global 

international education industry. The countries having a low knowledge economy 

index, such as China (KEI=4.37), India (KEI=3.06), and Indonesia (KEI=3.11), fall 

under the category of the target markets for international students recruitment 

supplying the global international education industry (see, for example, ENZ, 2015a). 

For the purposes of this research, it is important to recognise that the pattern of KEIs 

overlaps with the current South-to-North mobility flows, which is hardly a 

coincidence.   

Robertson (2008) suggests that “a close analysis of the KAM reveals that not only is 

the integrity of many of the indicators problematic (what are they measuring?) but, 

most significantly, the model of development is one based on an extension of western 

modernity and market liberalism” (p.3), which is particularly true for IoHE research 
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as it is undertaken predominantly within the global East-West or South-North binaries 

(Adamson, Nixon & Su, 2013; Larsen, 2016). Another concern is that the knowledge 

economy paradigm privileges “a very particular ‘knowledge’ […] Western science 

and technology, now enabled by ICTs and a liberal market economy” (Robertson, 

2008, p.9).  This paradigm, underpinning the dichotomy between ‘the West’ and ‘the 

Rest’ (Rizvi, 2004, p.159), is in line with the westernisation trend within the IoHE 

discourse historically embedded into the Anglo-American academic contexts. As 

integration into the knowledge economy is seen as a desirable, and unquestionable, 

outcome of IoHE worldwide (Hawawini, 2016), the imagined ‘gold standard’ for a 

knowledge economy is associated, inevitably, with a rich western post-industrial 

capitalist economy, with the rest of the world playing ‘catch up’ in the global 

knowledge race.   

Despite the critique of ‘the means and the end’ of the knowledge economy paradigm 

(Peters, 2003; Robertson, 2008; Tocan, 2012), its principles have a profound impact 

on international education industries across the world, infiltrating national economic 

and education policies, and forming the context for their implementation. The 

knowledge economy transforms national tertiary systems and the export education 

industry into means for producing knowledge commodities and generating significant 

revenues. Developed nations tend to reap the benefits of the knowledge economy 

(Jiang, 2005). However, current conceptualisations of IoHE do not reflect necessarily 

a direct connection between IoHE, the export education industry and the knowledge 

economy, and need to be reconsidered from a historical perspective.  
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2.3 Historical background of internationalisation in higher education 

The term internationalisation originated in the discipline of political science and has 

been used for centuries, so cannot be regarded as something new (Knight, 1997; 2004). 

While analysing such a complex and multifaceted phenomenon, it is essential to 

include a comprehensive historical background, because its overview will contribute 

to the understanding of underlying rationales and various trends, which have resulted 

in modern perceptions of internationalisation. Significant milestones, which have 

influenced the development of the internalisation theory, will be highlighted to 

explain how global historical trends have impacted the internationalisation process. 

The key points on the timeline embrace an early historical background (12th – 19th 

centuries), early modern background (the 1910s – 1960s), and contemporary context 

(the second half of the 20th century), because these periods contributed to forming the 

mainstream perceptions of IoHE and the development of the global education industry 

in their present states.   

  Before internationalisation 

Some researchers attribute the emergence of IoHE to the Medieval Europe period 

(Kerr, 1994; van Damme, 2011) justifying this point of view with the existing culture 

of that time, mainly, “the wandering scholars” (van Damme, 2011), that is students 

and academics travelled from university to university in pursuit of knowledge. 

Altbach (1998) refers to medieval universities as “essentially international institutions” 

due to “the nature of their commitment to advancing universal knowledge” (Altbach, 

1998, p. 347).  
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However, this point of view is challenged by de Wit and Merkx (2012), who argue 

that the international dimension in higher education could not exist before the 

emergence of national states in the 18th  and 19th centuries; meaning that historical 

discussion about international interactions cannot bypass the stage of national 

identification (pp. 43-44), thus, attributing internationalisation features to medieval 

universities is logically inconsistent. Medieval Europe shared a uniform academic 

culture in terms of language and educational standards, which encouraged individual 

academic mobility (de Wit & Merkx, 2012). By the 12th century, European 

universities had been involved in the international intellectual exchange through Latin 

translations of Arab mathematical papers, Greek philosophical and medical works and 

Roman legal writings (Scott, 2006). Nevertheless, the combination of these features 

could not be identified as internationalisation. Scott (2006) calls Medieval, 

Humboldtian and Victorian universities the “internationalist forerunners” (Scott, 2006, 

p. 6), and this description appears to be more appropriate on the stage described 

above.  

 Academic colonialism 

The European colonial period (16th – mid-20th centuries) is commonly associated 

with economic expansion and political dominance at all social levels, not excluding 

education. The term ‘academic colonialism’ suggested by Hans de Wit (2012) was 

coined to describe the interdependence between metropolitan university systems and 

the exported tertiary systems introduced in former colonies (de Wit & Merkx, 2012, 

p. 45). For instance, the first colonial universities of the United States originate from 

British and German higher education models (Throw, 2000), while the tertiary 

landscape of Latin America was formed according to Spanish and, to a lesser extent, 
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a French model (Jaramillo & de Wit, 2011; Roberts, Rodrígues & Herbst, 1996). 

Similar tendencies could be traced in some Asian countries with colonial legacy (Gifty, 

& Burke, 2018).  

Hence, European academic colonialism had a tremendous impact on the expansion of 

the Western academic culture throughout the world in terms of exporting and 

implanting the Old World higher education models (de Wit & Merkx, 2012). However, 

in a broader historical context, the process as mentioned earlier might be regarded as 

not more than a national-oriented by-product of promoting political and economic 

interests of metropolitan states, which though has had a tremendous influence on the 

further development of post-colonial countries.  

The turn of the 20th century was marked by massive violent geopolitical and social 

level transformations. WW1 resulted in the fall of four major European Empires, their 

state borders were redrawn, and new states and new political powers emerged. This 

unprecedented scale of conflict resulted in a realisation the importance of collective 

security, mutual understanding and international collaboration on various levels 

including tertiary education – a trend that would be traced throughout the next six 

decades (de Wit & Knight, 1995).  

In the period between WW1 and WW2, a paradigmatic shift towards international 

collaboration at an institutional level occurred through the establishment of 

internationally-oriented educational organisations, such as the United States Institute 

of International Education (1919), the International Committee on Intellectual Co-

operation (1921) the Deutscher Akademischer Austauschdienst (DAAD) (1925), and 

the British Council (1934) (de Wit & Merkx, 2012). 
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If we look at the actions of Institute of International Education (IIE) between the 1920s 

and 1940s we will see that some of the initiatives correspond with the present-day 

features of internationalisation, particularly: introduction of student visas to facilitate 

the access to the United States, scholarship, fellowship and employment support for 

international students, student mobility support through advocacy of reduced steam 

line passage fees for students, introduction of bilateral student exchange programs 

with European, South American and Asian countries) (IIE, 2015). These were the first 

successful attempts to promote the United States higher education institution at the 

international level, which involved both the state and business.   

One of the most significant aftermaths of WW1 was an opportunity for the United 

States to expand their influence on the international arena, which was followed by the 

urge for better communication and understanding of the Old World partners and, 

especially, rivals. Obviously, this opportunity was seized and put into practice in 

tertiary education exchange and collaboration, which secured the United States 

leading position in the field for decades. For instance, the rise of the Nazi ideology in 

Europe encouraged trans-Atlantic academic mobility, which was welcomed and 

supported institutional levels in the United States. The efforts of the Emergency 

Committee in Aid of Displaced German Scholars established in 1933 helped over 300 

European scientists to escape the Holocaust (IIE, 2015)  and, thus, enriched the United 

States academia. 

The apprehension of WW2 shifted the focus of international academic research from 

peace initiatives towards national security rationales (de Wit & Knight, 1995), which 

meant, primarily, an upgrade of international collaboration from institutional to 

governmental level followed by the state guiding, funding and control. The Manhattan 
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project developed with cumulative efforts of the United States, British, Canadian and 

European scientists might serve a comprehensive model of international academic 

research pragmatically driven by military defence rationales.  

 The Cold War 

The dominance of national interests and political rationales rather than economic 

benefits persisted in international academic collaboration throughout the 1950s-1970s. 

Both the United States and the Soviet Union exploited the ideas of foreign aid, peace 

and mutual understanding to secure their geopolitical interests. The sphere of 

international higher education became one the significant battlefields for the two 

superpowers in their fight for influence over the third countries (Kallen, 1991;  

Rupprecht, 2011). The Cold War cultural diplomacy legacy, such as the Fulbright 

Programme and the Colombo Plan, strong academic links between the decolonised 

countries in Asia, Latin America and Africa and their former metropolia should be 

considered as underlying factors that still influence the internationalisation landscape 

at present.  

By the end of the 1960s, a distinctive vertical pattern (Teichler, 1999; Hydén, 2011) 

of academic mobility had been formed and persisted through the second half of the 

20th century. Generally, the United States and the Soviet Union were the leaders 

among receiving nations and their academic exchange policy was mostly oriented on 

achieving geopolitical goals (de Wit & Merkx, 2012), while Germany, France and the 

United Kingdom were focused on international collaboration with their European 

neighbours addressing to the challenges of qualifications transfer and recognition, 

graduates employability and diversification of higher education in Europe (Teichler, 

2008; Huisman, J., Adelman & Hsieh, 2012). The efforts of the European Community 
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(EC), notably, the Joint Study Programmes scheme, introduced in 1976, encouraged 

study and research mobility within the EC and created the base for further 

development in the field of internationalisation. 

 The emergence of the mainstream IoHE 

The drift towards mass higher education in Europe prepared the ground for a 

fundamental shift in understanding rationales for international academic relations 

(Throw, 2000; Teichler, 2008). In particular, in 1979 the United Kingdom and later 

Australia introduced full-fees for international students, which signified the birth of a 

new global trend – commercialisation of higher education, namely, a gradual 

substitution of humanitarian and geopolitical rationales with economic and market-

driven reasons (Knight, 2008; Knight, 2013). 

Intense international economic competition became another essential trend of the last 

two decades of the 20th century, which affected current perceptions of 

internationalisation of higher education concept. The collapse of the Soviet Union and 

growing influence of the European Community (the EC) resulted in reshaping the 

global political landscape, which, primarily, meant a transition from a stable bipolar 

opposition of the superpowers to multi-vector, highly competitive environment with 

the new players, such as the European Union (the EU), challenging the balance of 

power on the international arena in all spheres, including tertiary education and 

exchange programs.   

The boom of European research and education programmes such as ERASMUS and 

TEMPUS seemingly continued the abovementioned geopolitical trend of 

“international power and domination” (Teichler, 1999) through expanding European 
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influence over the post-Soviet space countries. However, implemented in the 1980s 

and the 1990s the EC’s congruent and consistent migration and international 

education policies largely shaped the mechanisms and frameworks for further 

development and European contribution to the “toolbar” of internationalisation should 

not be underestimated. Specifically, the experiences drawn from the European 

integration are currently adapted and utilised for the ASEAN integration (Allison,  

2015; ASEAN, 2017; Atherton, Azizan,  Shuib, & Crosling, 2018).   

Perspective thinking, “striving for strategy” (Callen, 2000, p.17), and a new approach 

towards internationalisation on government and institutional levels manifested in “the 

dominance of international relationships on equal terms”, a transition “from casuistic 

action towards systematic policies” and integration of “specific… and core activities 

in internationalisation of higher education” (Teichler, 1999, p.9 -10) became the 

significant landmarks of the 1990s and the millennium. The fundamental change 

became evident when internationalisation has been recognised in HEIs’ mission 

statements, policy documents and strategic plans, the Bologna Declaration being one 

of the examples (de Wit & Merkx, 2012), while the emergence of the European 

Association for International Education (EAIE) in 1989, a specialised expert board 

for internationalisation policy has become significant steps forward.  

Simultaneously, the phenomenon of internationalisation, shaped into a powerful and 

multifactorial concept, affecting higher education and international relations on the 

global scale has become a focal point of vigorous academic interest (Altbach, 1998; 

Auletta, 2000; Kallen, 1991; Knight and de Wit, 1995; Knight, 1997; de Ridder-

Symoens, 1996; Scott, 2006; Teichler,1999; Van der Wende, 2001). The concept has 

not lost its urgency throughout the first decades of the 21st century, partially due to 
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the historic background revealing fundamental rationales for internationalisation, 

which are knowledge, political dominance and economic interest.  

2.4 Evolution of the IoHE concept 

 Over the last 35 years, the perceptions and understanding of what internationalisation 

is in the context of higher education have been changing, becoming more complex 

and more pragmatically driven. Primarily, IoHE should be regarded as an evolving 

phenomenon or a process (Knight, 2012), reflecting megatrends which dominate the 

global international education industry. 

Since 1990s much effort was invested in the theoretical mapping of the 

internationalisation concept (Altbach, 2006; Altbach & Knight, 2007; Knight & de 

Wit, 1995; Scott, 1998; Scott, 2005; Van der Wende, 2001). A significant theoretical 

contribution to the IoHE conceptualisation belongs to Jane Knight (1997; 2004; 2008; 

2011a, 2012b; 2013b, 2014b). The variations of this conceptualisation persist in the 

IoHE discourse (de Wit & Leask, 2015)). Knight’s (2004) overarching definition of 

IoHE has influenced further research in the field, for example, Leask’s (2015) 

internationalisation of the curriculum or Hudzik’s (2015) comprehensive 

internationalisation.  

As demonstrated in the historical background overview, the key rationales for IoHE 

were the dissemination of knowledge driven by political and economic purposes and 

interests of the promoters of this process; however, these key rationales also included 

the academic, social and cultural considerations (Knight & de Wit, 1995; Knight, 1999; 

de Wit, 2000). Over the first decade of the 21st  century, this paradigm has been altered 
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and has become much narrower (Knight, 2008). The changing discourse and 

terminology used to describe IoHE reflects the major evolutionary milestones of this 

process. Referring to Knight’s (2013b) 50-years retrospective overview of IoHE 

terminology, we can trace a pattern of shifting accents and focal points: 

• from individual to institutional/national levels (“Foreign/International 

students”, “education providers” vs. “regional education hubs”);  

• from national and cultural distinction to fusion/hybridisation approach (“bi-

national cooperation”, “inter-cultural/multi-cultural/cross-border education” 

vs. “borderless education”, ”regionalisation”/ “glocalisation”/“planetisation”) 

• from the promotion of academic and humanitarian values to 

commercialisation (“development/partnership projects”, “cultural/institution 

agreements”, vs “liberalisation of education services”, ‘networks”, “visa 

factories”, “degree mills”, “branding/ status-building”) (Knight, 2013b, p.86). 

The mainstream IoHE research has developed specific classifications, structures and 

terminology. The concepts of academic mobility and internationalisation at home (IaH) 

incorporate the basic elements of IoHE as found at the institutional level of HEIs. 

Figure 3 compiles the current understanding of the basic IoHE concepts, which are 

further explained in the following sections.  
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Figure 3. An Overview of the Basic IoHE Concepts   

Source: Compiled from de Wit et al. (2015); Knight (2013b); Leask (2015); Leask, 

Beleen & Kaunda (2013) by the author  

 

2.4.1.1 Academic mobility 

Traditionally, academic mobility is regarded as the earliest form of IoHE, dating back 

to the middle ages (de Wit & Merkx, 2012). It has become an important criterion used 

to categorise two complementary forms of IoHE, namely, cross-border education and 

internationalisation at home (de Ridder-Symoens, 1996; Nilsson, 2003). The former 

is widely used as a generic term referring to the international dissemination of 

knowledge, values, ideas and innovation of through Knight’s (2010; 2013a) “Five ‘P’s” 

of academic mobility: 

• People (students, faculty, scholars)  
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• Programmes (twinning, franchise, double/joint)  

• Providers (branch campus, virtual)  

• Projects (research, benchmarking, curriculum) 

• Policies (credits, quality assurance)  

According to Knight’s (2014b) classification, cross-border education has undergone 

three consecutive developmental stages. The first generation involved people mobility, 

knowledge exchange and research collaboration. Cross-border movement of 

programmes and provider mobility was the second generation. Finally, the third 

generation is represented by education hubs, which are defined as “a planned effort to 

build a critical mass of local and international actors strategically engaged in 

education, training, knowledge production, and innovation initiatives” (Knight, 2014b, 

p.85). Further classification specifies three types of education hubs according to 

purposes and underlying rationales: 

• Student hub (education purposes) 

• Talent hub (education, training and employment purposes) 

• Knowledge /innovation hub (production of knowledge and innovation) 

(Knight, 2014b) 

This classification reflects current interdependence between changing patterns of 

academic mobility, and the major trend towards growing competition for recruiting 

“brain power” (Knight, 2013b; Knight & Lee, 2014) underpinning the construction of 

knowledge economies and the development of the export education industries 

worldwide. Jenny Lee (2015) compares these tendencies with “an arms race” for the 
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brightest minds able to benefit knowledge economies around the world. Terms such 

as “brain drain” and “brain gain”, used for decades to describe the disadvantages for 

sending and benefits for receiving nations involved with the international education 

industry, are inadequate due to the increased complexity of the academic mobility 

patterns. For instance, students and scholars tend to pursue their academic and career 

goals in various locations, choosing the best options available at a certain moment, 

described currently as a “brain drain-gain-train” tendency (Knight, 2012). Academic 

mobility remains a crucial element in producing a skilled workforce for the emerging 

global knowledge economy; however, it is only one facet of the global international 

education industry. 

2.4.1.2 Internationalisation at home 

International cooperation is vital for the emerging global knowledge economy; hence 

higher education should provide graduates with relevant intercultural skills via either 

academic mobility or through the cheaper option of internationalisation at home 

(Dervin, & Suomela-Salmi, 2007). Until recently, internationalisation at home 

remained an underdeveloped topic with blurred discourse, conceptualisation, and 

confusing praxis (Leask, 2015). Initially, the term “internationalisation at home” (IaH) 

excluded any forms of outbound academic mobility (Nilsson, 2003); instead, it 

promoted traditional university values of knowledge, research and service through 

integrating intercultural dimension into curricular (language/intercultural skills 

training, comparative studies) and co-curricular activities (interaction with local 

culturally diverse community groups) (Knight, 2012). The increasing digital 

connectivity and technological developments enabled wider production and use of 

massive open online courses (MOOCs), enabling students to study abroad without 
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leaving home. The purpose of these activities was to provide local students with vital 

intercultural skills and global exposure, regarded as prerequisites for success in the 

increasingly globalised world.  

Evolving and applied in various local contexts, IaH adopted new approaches and tools 

integrated with curricula. Notwithstanding the traditional understanding of IoHE, 

virtual mobility and short-term mobility are now considered an essential part of IaH 

(Clifford, 2009; Leask, Beleen & Kaunda, 2013).   

A more practical term “internationalisation of the curriculum” (IoC) (Leask, 2013b) 

emphasises the systematic and result-oriented approach to IaH, and defines IoC as: 

The process of incorporating international, intercultural and global 

dimensions into the content of the curriculum as well as the learning 

outcomes, assessment tasks, teaching methods and support services of a 

program of study (Leask, 2015, p.9).  

IoC is regarded as an essential branch of internationalisation at home strongly affected 

by both sets of local and global factors. The former may include institutional mission 

ethos, policies, and priorities, while the latter may reflect social, cultural, political, 

and economic conditions (de Wit & Leask, 2015; Leask, 2015). Hence, the emergence 

of the IoC concept reflects the general trend for a more strategic approach to IoHE 

aimed at adapting higher education curricula to the demands and challenges of the 

globalised world.  

Summarising the changing IoHE discourse, it is important to recognise, that economic 

priorities such as international branding, income generation, human resource 

development, and commercial trade taking over the humanistic value of IoHE, such 

as social and cultural development and nation building (Knight, 2012). The latter 
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appears to be less important for the western world, but is remains a significant issue 

for the developing nations such as Indonesia. Neoliberalism, increasing 

commercialisation of higher education, tense competition and merging academic and 

economic interests have transformed the priorities for IoHE and its practical 

manifestations within the global international education industry. The overarching 

political, socio-economic and academic rationales will be discussed further in Section 

2.5.  

2.5 Globalisation and other rationales for IoHE 

Over recent decades, IoHE has been explained in the context of globalisation of higher 

education encompassing a large number of initiatives performed at the international, 

regional, and domestic levels by various actors (Knight, 2012). According to Adams 

and de Wit (2011), globalisation is an overarching political and socio-economic trend 

with IoHE a mere reflection of this global trend in the domain of higher education. 

On the other hand, Teichler (2004), argues that in the IoHE discourse, globalisation 

primarily refers to the international dimension of higher education rather than to 

global economic trends. Further Teichler (2015) describes internationalisation as “a 

trend or policies to increase border-crossing knowledge transfer and various related 

activities … and … a trend to increase the similarity of higher education across 

countries (often also called ‘globalisation’)” (p.7). Other researchers combine the two 

referring to the globalisation of internationalisation concerning the increasing 

complexity of the global international education industry and the emergence of new 

providers (de Wit et al., 2017b). The distinction between globalisation and IoHE and 

its impact on the international education industry, policy settings and institutional 

strategies has sparked keen research interest (Zajda, 2015). In this thesis, globalisation 
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is understood as a global hegemonic meta-ideology, which incorporates individualism 

and neoliberalism as its core elements (Daun, 2015), subsequently leading to 

commercialisation of higher education and the emergence of academic capitalism. 

Academic capitalism describes the neoliberal approach to higher education policy, 

exercised by public research universities in a broader economic policy context, which 

perceives knowledge as a tradable commodity (Slaughter & Leslie, 2001; (Slaughter 

& Rhoades, 2004). This approach is rooted in the World Trade Organisation’s General 

Agreement on Trade in Services definition of the provision of higher education as a 

commercial service (Brown, 2011; Cantwell & Kauppinen, 2014; Münch, 2014; 

Peters, 2001; Olssen & Peters, 2005). Academic capitalism has been vigorously 

encouraged by the World Bank Group and the Organisation for Economic Co-

operation and Development (OECD) under the umbrella of the knowledge economy 

(Jiang, 2005) affecting the policy settings both in the OECD and the developing 

countries.  

Inherent in the neoliberal paradigm, commercialisation lays the foundation for the 

global international education industry by “transforming the meaning and 

understanding of education into a tradable or consumable good that can be marketed 

globally” (Thompson & Parreira do Amaralp, p.9). The commercialisation of higher 

education remains a persistent and influential trend, which often employs the IoHE 

rhetoric to market export education services to densely populated countries currently 

lacking higher education capacity and experience challenges related to the 

massification of higher education. 

The complimentary trends of massification and commodification of higher education 

encourage academic mobility, the industry’s revenue generation and tense 
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competition among providers, provoking concerns whether IoHE ensures a balance 

between commercial interests and the quality and humanistic value of education 

(Knight, 2013b). The growing middle-class and the urge for constructing knowledge 

economies creates conditions for the proliferation of export education services and 

further commercialisation of higher education globally (Robinson, 2009).  

The commercialisation of HE is considered as one of the negative impacts of 

globalisation, especially in regions where education is recognised as an essential 

public good, as in Indonesia (Sakhiyya, 2018). For instance, the status of knowledge 

as a commodity set out in the General Agreement on Trade Services (GATS) met the 

best interest of the most powerful HE systems and corporate educational providers, 

thus deepening inequality and dependence (Altbach, 2004).  

 To avoid the negative connotations attributed to globalisation (Brandenburg & de Wit, 

2011), terms such as “westernisation” and “regionalisation” are employed 

increasingly in the IoHE discourse (Knight, 2011b; 2013b). Westernisation suggests 

the promotion and domination of the western education model, including values, 

standards, instructional language preferences and research priorities (de Wit & Leask, 

2015). Until recently, this model, commonly associated with the MESDCs, was 

perceived as a powerful vehicle for internationalisation of higher education. However, 

in some post-colonial countries, such as Indonesia, both westernisation and IoHE bear 

negative connotations, while the dominance of the western knowledge paradigm is 

perceived as generally problematic. 

 In contrast, merging regionalisation initiatives with the idea of IoHE aim to mitigate 

the undesirable effects of westernisation and commercialisation of higher education, 

as well as broader negative impacts of globalisation. Within the IoHE approach, 

regionalisation of higher education is defined as “a process of promoting, recognising, 
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and formalising opportunities for regional collaboration among national governments, 

non-governmental education bodies, and individual higher education institutions” 

(Knight, 2012, p.5). For instance, in the ASEAN region, regionalisation of higher 

education is a part of a broader economic and social development agenda (ASEAN, 

2017), which could be referred to as regionalism (Robertson, Dale, Olds, & Dang, 

2016). Following Dent (2008), the notion of regionalism is used to denote “structures, 

processes and arrangements that are working toward greater coherence within a 

specific international regime in terms of economic, political, security, socio-cultural 

and other kinds of linkages” (p.5). Increasing coherence and collaboration in higher 

education across the ASEAN highlights the importance of regionally specific, variable 

academic approaches, linguistic and cultural diversity.  

Regionalisation is closely related to IoHE practices that are aimed at bypassing the 

vertical mobility patterns (as mentioned earlier in Section 2.3.3 creates more 

opportunities for developing win-win academic collaboration; it provides a healthier 

environment for implementing international dimension strategies, which are best 

adapted to particular regions of the world, and are best suited for specific purposes. 

This argument is further developed in Section 2.7.4 

For this research, it is important to visualise logical connections between globalisation, 

westernisation, regionalisation, and commercialisation because their 

interdependencies form a broad context for developing the global international 

education industry, and map the primary drivers for the IoHE processes (Figure 4). 

The bubbles fluctuating across the mapped rationale fields indicate different types of 

IoHE initiatives emerging because of the interplay between the overarching goals 

pursued through IoHE. 
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Figure 4. The Contextual Landscape for IoHE Based on Overlapping Rationales for 

Globalisation, Westernisation, Regionalisation and Commercialisation 

Source: The author  

The overlapping fields of political and economic rationales and traditional academic 

values provide a contextual environment for the process. As discussed previously, 

socio-economic motives for IoHE currently dominate over political and academic 

rationales, while the interplay of the overarching rationales is reflected in IoHE 

practices. Globalisation is a subset of economic and political areas, while 

westernisation is located in the sector where political and academic interests meet. 

The concepts of commercialisation and regionalisation belong to the central area, 

where all the driving forces overlap, forming the contextual environment for IoHE 
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initiatives. The yellow bubbles fluctuating across the mapped rationale fields indicate 

different types of IoHE initiatives. The latter tend to embrace various combinations 

of rationales driving the internationalisation practice. 

Overall, the evolving nature of the IoHE concept and its strong dependency on the 

interplay of the rationales dominating a specific context is reflected in the mainstream 

conceptualisations of IoHE. Although IoHE remains contested terrain, the IoHE 

research has significantly moved forward towards a wider and more holistic approach 

to IoHE practice, which are discussed in depth in the Section 2.6. 

 

2.6 Re-thinking Internationalisation of Higher Education  

This section presents a critical overview of current conceptualisations and some recent 

approaches to re-thinking internationalisation. IoHE is a theoretically mature but 

flexible concept prone to contextual transformations and thus, demands to be revisited 

with regularity (Knight, 2011b). The challenges, rooted in the shifting power balance 

within the global international education industry, call for transforming the 

understanding of IoHE (Kostrykina, et al., 2017). While considering the role of IoHE 

in the global international education industry and the emerging global knowledge 

economy, however, it is important to review existing conceptualisations and 

definitions of IoHE.  

The literature is replete with strong advocacy for re-thinking the conceptual 

underpinnings of internationalisation (Brandenburg & de Wit, 2011; Deardorff, de 

Wit & Heyl, 2012; Egron-Polak, 2013; Friedman, 2006; Knight, 2011b; 2012; 2013b, 

Proctor, & Rumbley, 2018) to shift the research focus towards a holistic theoretical 

perspective that is more responsive to the changing contexts of the international 
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education. Jane Knight’s academic legacy has shaped the theoretical foundations of 

internationalisation research; it is apparent in the works of many researchers in the 

field (for example, Altbach & Knight, 2007; de Wit & Hunter, 2015; Hudzik, 2015; 

Knight & de Wit, 1997; Leask, 2015). Yet the need to reform conceptualisations of 

IoHE persists (de Wit et al., 2017a), explained possibly by the rapid evolution of IoHE 

and the need to transform the understanding of education aims in the age of knowledge 

economy (Rizvi, 2014), as well as the constant growth of the body of knowledge in 

the field. 

According to de Wit and Leask (2015), this is only achievable by moving “away from 

ad hoc, marginal, and fragmented activities toward broader, more diverse, and more 

integrated and transformative processes” (p.12). Shifting the research agenda towards 

a more holistic and inclusive theoretical perspective on IoHE, nevertheless, appears 

to be problematic because previously adopted approaches persist and cause stagnation 

(Brandenburg & de Wit, 2011).  

The call for re-thinking internationalisation in terms of cooperation, exchange, 

partnership and traditional academic values, rather than competitiveness, 

commercialisation and self-interest (Knight, 2011b; Knight, 2013b) is transforming 

the academic vision of internationalisation and the priorities of this process. In 

response to the criticism that “much of the discussion has remained trapped within 

assumptions of neoliberalism” (Rizvi, 2014, p.12), leading experts in the field have 

prioritised the quality of teaching, learning, research and public service in their 

redefinition of internationalisation as:  

the intentional process of integrating an international, intercultural or 

global dimension into the purpose, functions and delivery of post-
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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. (de Wit & Leask, 2015, p.281). 

Nevertheless, elsewhere in the paper, the authors make a very explicit assumption that 

this redefinition primarily results from investigating the essence of IoHE in the 

European context (de Wit & Leask, 2015). European internationalisation of higher 

education, as noted earlier, is a distinctive phenomenon that has had a profound impact 

on the development of internationalisation practices around the world (for an 

overview, see Huisman, Adelman, & Hsieh, 2012). There arises, therefore, the 

question of the extent to which this understanding is relevant, transferable, applicable 

or adaptable to other regional contexts. Arguably, the European Union could be 

regarded as a productive model of regional integration for the ASEAN community 

(for example, see Allison, 2015), but it does not suggest that the euro-centred 

understanding of internationalisation would provide a meaningful contribution to non-

European societies.  

Similar critique applies to the concept of comprehensive internationalisation 

described by Hudzik (2011) as:  

commitment and action to infuse international, global and comparative 

content and perspective throughout the teaching, research and service 

missions of higher education” that “shapes institutional ethos and values, 

and touches the entire higher education enterprise [….]” and “not only 

impacts all of campus life, but the institution’s external frames of 

reference, partnerships and relationships (p. 10). 

Though comprehensive internationalisation was initially considered as an 
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organisational paradigm for the global engagement of the US higher education system 

(Hudzik & Stohl, 2012), it has been further transformed by Hudzik (2015) into a 

comprehensive approach for the internationalisation of institutions “the integration of 

internationalisation into core institutional ethos, values, and missions” (p.1). While 

this approach holds promise for the internationalisation of HE institutions, there is still 

a concern regarding its implicitly claimed global scope. Despite drawing on 10 case 

studies from diverse institutions across the world, Hudzik’s (2015) comprehensive 

internationalisation identifies exclusively the top tier universities (eight out of ten) as 

located in the US, the UK, Australia, and Northern Europe (QS, 2016), while the other 

two located in south Africa and Latin America have been exposed to the influence of 

the western academic tradition throughout their history. For instance, South African 

Nelson Mandela Metropolitan University was established by merging several colonial 

colleges (Jooste, 2015), and the Pontifical Catholic University of Rio de Janeiro (PUC 

Rio) is affiliated with the Catholic Church (PUC Rio, 2017). Both examples align with 

the models of exporting metropolitan education systems to the colonies/ post-colonial 

nations described by de Wit and Merkx (2012).  

While acknowledging the practical value of Hudzik’s (2015) comprehensive guide to 

institutional internationalisation, this approach to managing internationalisation 

processes cannot be considered universally applicable. Due primarily to the specific 

focus on institutional practices, this approach does not acknowledge fully the 

importance of national internationalisation policies that frame the context for 

implementing institutional internationalisation. Moreover, being developed in the 

context of western education systems, this approach builds upon the best practices of 

the top tier universities, and so its transferability for other academic, institutional and 

cultural contexts and less privileged institutions is questionable. 
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Focusing on the institutional level, Yemini (2015) problematized the 

internationalisation discourse that has “distanced itself from the learner and the 

teaching” (p.21). While arguing that the new understanding of internationalisation 

should not ignore the broader economic and political realities, the researcher claims 

that priority should be given to learners and the learning process. Yemini (2015) 

redefines IoHE “as the process of encouraging the integration of multicultural, 

multilingual, and global dimensions within the education system, with the aim of 

instilling in learners a sense of global citizenship” (p. 21). The researcher emphasises 

that the primary purpose of internationalisation is to cultivate intercultural 

competence, global citizenship, and cosmopolitanism within the global community. 

Such perspective is consistent with Rizvi’s (2014) views on re-thinking educational 

aims and the need to develop “citizens committed to the principles of global 

democracy and justice” (p.12) rather than preparing students for the requirements of 

national development, prosperity and participation in the global knowledge economy. 

The question of whether such commitment is possible without national development 

and prosperity remains beyond the scope of the present research.  

Hawawini (2016) has a contrasting view which explicitly privileges the role of HEIs 

as contributors to the global knowledge economy. In positing his new notion of 

internationalisation, Hawawini (2016) disrupts the academia-focussed theoretical 

pattern originally outlined by Knight (2004), and suggests, instead, an alternative 

concept of internationalisation as “an ongoing process of change whose objective is 

to integrate the institution and its key stakeholders (its students and faculty) into the 

emerging global knowledge economy” (p.5).  The author proposes the concept of “the 

metanational higher education institution” (p.81), as the ultimate internationalisation 

model for such integration,  although he admits that presently no such truly global 
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institution exists and that the prospects of its emergence are doubtful unless it is 

specially designed as such (Hawawini, 2016).  

Although the idea of linking international education and knowledge economy is not 

new (Rizvi, 2014), a critical identifying feature of Hawawini’s (2016) redefinition is 

the paradigmatic shift away from the inclusion of particular dimensions at the 

institutional level towards the actual integration of HEIs into the global knowledge 

economy as networked agents of change. Although Hawawini’s (2016) views have 

been developed in the context of internationalisation for business schools, these views, 

according to de Wit (2017, January), do not contradict the preceding definitions of 

IoHE, and could be considered as complementary to the existing paradigm.  

Nonetheless, there are aspects demanding further consideration, the first and foremost 

is the contradiction between the pragmatism of Hawawini’s (2016) definition for 

IoHE and the visionary (if not idealistic) nature of his ultimate internationalisation 

model, the metanational university. The author, in conceptualising the purpose of 

internationalisation as the integration of HEIs into knowledge economy, uses the term 

“knowledge economy” which is a common buzz word used by other researchers in 

the field (for example, see Larsen, 2016; Marginson, 2009; Zajda, 2015); however, it 

appears to be central for the pragmatics of Hawawini’s definition. While appreciating 

Hawawini’s (2016) innovative approach, it remains unclear how, exactly, an “ongoing 

process of change” (p.5) integrates a hypothetical metanational institution into the 

global knowledge economy, and how the knowledge economy is defined in this 

context. Another aspect being addressed is the extent to which “the architecture of 

internationalisation” (Hawawini, 2016, p.79), grounded in the specific context of 

business schools, would be relevant for university settings, especially considering the 
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Hawawini’s view that implementing his approach in existing HEIs is unlikely. For 

example, a large proportion of IoHE research is performed within the global East-

West/South-North binaries (Adamson, et al., 2013; Larsen, 2016) or, as described by 

Rizvi (2004, 159), ‘the West’ and ‘the Rest’. Conceptually and pragmatically, this 

means that the global IoHE landscape is dominated by perceptions formed in 

university contexts of the United States, Europe, the United Kingdom, Canada, and 

Australia. These perceptions are evident in the globalisation and westernisation of 

higher education in other parts of the world, particularly, Asian post-colonial nations 

(Gifty & Burke, 2018; Orelus, Malott, & Pacheco, 2014). This neo-colonial approach 

coupled with neoliberal imaginary (Rizvi, 2014) neither considers the regional 

specifics nor necessarily caters to the needs of these nations related to IoHE.  

This aspect is not overlooked in this thesis while re-thinking internationalisation of 

higher education, because it builds upon the post-colonial regional contexts for IoHE. 

Therefore, a holistic transdisciplinary inquiry into the theory and practice of IoHE in 

the diverse regional contexts, and within an overarching context of the emerging 

global knowledge economy, remains an essential research topic. The following 

section brings together the multiple facets of IoHE within the global international 

education industry and revisits addresses in the  

2.7 Global Knowledge Race in Asia-Pacific 

This section provides an overview of the shifting tides in the international education 

industry in the Asia-Pacific region and the subsequent changes in the IoHE 

practices. It acknowledges the importance of regional and local contexts for IoHE 

practice and the global international education industry; for this reason Section 2.7 

reviews some notable trends in the international education industry in the Asia-
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Pacific, a broad regional context for the present research.  

The section begins by investigating rankings and their relation to IoHE and the global 

international education industry (Section 2.7.1), and proceeds with describing the 

shifting status quo of the global international education industry (Section 2.7.2), 

followed by a description of major trends challenging the current situation in the Asia-

Pacific region (Sections 2.7.3 - 2.7.5).  

 International Ranking Systems 

The present section highlights the issue of rankings in the broad discussion of the role 

of IoHE in the global international education industry and the emerging global 

knowledge economy. The commodification of higher education generates 

considerable revenue with the ranking race (Hazelkorn, 2014), a mainstream trend 

strongly affecting IoHE and the global international education industry (Hoffman, 

2012; Münch, 2014).  

 

Global ranking systems, which guide students’ choices of HEIs, are regarded as a 

dubious means for measuring universities performance (Hazelkorn, 2016). Despite 

methodological criticism, universities’ positions in the world’s ranking systems are 

regarded as a priority for policy-makers, an indication of excellence and quality, used 

as “a policy instrument and a proxy for competitiveness” (Hazelkorn, 2014, p.14). To 

date, there exist several university ranking systems, which vary in performance scope 

and scale, methodology and assessment criteria; their overall impact on higher 

education institutions (HEI) around the world in terms of competitiveness and 

commodification of education is overwhelming. Initially designed in response to 

globalisation challenges, rankings have become a goal and an end in themselves for 
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many HEIs worldwide, fuelling an obsession with the top-100 positions (Brown, 2011; 

Bagley & Portnoi, 2014). Despite being publicly presented as an objective 

benchmarking and quality assurance tool, various ranking systems remain under 

scrutiny for their methodological shortcomings, an excessive commercial focus (e.g. 

monetisation of ranking positions) and exclusivity (Hazelkorn, Loukkola & Zhang, 

2014; Rivard, 2014; Robertson & Olds, 2016; Usher, 2016; Yudkevich, Altbach, & 

Rumbley, 2016). According to Zajda and Rust (2016), some ranking systems have 

become a reification mechanism, which shapes the perceived reality, and determines 

the truth in the global export education industry.  

 

Arguably, the Shanghai Jiao Tong University’s Academic Ranking of the World’s 

Universities (ARWU) has brought the international ranking race to a new level. 

Initiated in 2004 as a benchmarking tool for Chinese tertiary education, it became one 

of the most powerful systems in the international higher education industry (Bagley 

& Portnoi, 2014). The Times Higher Education (THE), Quacquarelli Symonds (QS), 

U-Multirank and some other nationally oriented rankings suggest alternative 

evaluation approaches and methodologies (Hazelkorn, 2014).  

 

Although all evaluation methodologies are far from being perfect (ARWU, 2015b; 

THE, 2016b; QS, 2016), rankings are a means primarily for subjective evaluation 

based on a certain purpose, which might vary depending on contexts. For instance, 

the highly research-output oriented ARWU reflects Chinese ambitions related to 

redesigning national higher education and investment interests. THE ranking emerged 

in response to questioning the influence of British education; it helped to re-balance 

the positions of European HE education in the global arena (Marginson, 2009). Rust 
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and Kim (2015) provide an exhaustive comparative overview of the global ranking 

systems; the interested reader is referred to their work for a complete understanding 

of the significant trends and developments in this field.   

 

Rankings and learning outcomes evaluations are two overarching strategies to 

measure the quality of higher education that have been identified (Altbach, Reisberg, 

& Rumbley,2009). As explained by OECD (2012), the current rankings prioritise 

inputs, activities and research outputs, while often neglecting information on learning 

outcomes. As a result, ranking methodologies provide little measurement of teaching 

and learning quality or its actual transformative impact on the students. Since there is 

little agreement as to “the quality of higher education”, or how to measure quality, 

this problem has been addressed at the supra-national level (Hazelkorn, 2016). For 

instance, the OECD has launched a long-term project, called the Assessment of 

Higher Education Learning Outcomes (AHELO) (OECD, 2012), which provides a 

framework for discipline-specific evaluations.  

 

As ranking evaluation methodology is far from being perfect (ARWU, 2015b; THE, 

2016b; SQ, 2016), arguably rankings are primarily a means for subjective evaluations 

for a particular purpose with highly variable and context-dependent criteria 

(Hazelkorn, 2016; Rust & Kim, 2015). For instance, the research-output oriented 

ARWU reflects Chinese ambitions related to redesigning the national system of higher 

education and creating world-class universities. THE ranking system emerged in 

response to the hegemony of the prestigious North American and British universities 

and helped to re-balance the positions of European HEIs in the global arena 

(Marginson, 2009, Zajda & Rust, 2016).  
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This ranking race requires HEIs to develop efficient, competitive strategies to succeed, 

a problem that has attracted research interest. For instance, a business-oriented 

strategy, suggested by Hazelkorn (2014), considers the explicit strategic goal, implicit 

goals, set standards or targets, measures of achievement or success, or marketing and 

promotion (p.20). It is argued that this competitive strategy lacks originality and 

describes a typical business model template but, considering increasing marketisation 

of higher education such a transdisciplinary approach, is quite relevant.  

 

Building a world-class university, in a particular context, could be achieved by means 

of understanding a HEI’s primary criteria for being considered ‘world-class’. For 

instance, common strategies are developing infrastructure and facilities through 

increased funding, merging weaker institutions with stronger ones, strengthening 

internationalisation and regionalisation efforts at home and abroad, as well as 

providing a system of quality assurance (Marginson, 2009; Hazelkorn, 2014) for the 

ASEAN. Another approach described by Bagley and Portnoi (2014) focuses on 

particular internationalisation activities of tactical, rather than strategic, nature such 

as cross-border delivery or regional alliances.  

 

The literature includes multiple other shortcomings associated with ranking systems. 

The ranking assessment of international dimension, and IoHE, appears to be prone to 

manufacturing specific outcomes, as evidenced by a striking mismatch between of the 

rankings of the most international universities in 2016 and 2017 resulting from the 

changes in methodology (Calderon, 2017 November). Especially prevalent is the 

critique of methodological issues associated with the ranking criteria described by 

Bagley and Portnoi (2014) “as methodologically unreliable and overly narrow” (p.25). 
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In particular, ranking methodologies privilege scholarly outputs over the teaching 

mission, although research outputs do not necessarily reflect the quality of teaching 

and learning, thus placing large research and development universities in a stronger 

position (Rust & Kim, 2015).  General preference of the ranking systems for western 

standards of instruction and research is another issue identified as a problem by many 

researchers (Maringe, Foskett, & Woodfield, 2013; Mok, 2007). The shortcomings of 

ranking, mentioned earlier, have fostered the emergence of alternative benchmarking 

systems. Rust and Kim (2016) argue that international collaborative bodies, including 

the Higher Education Evaluation and Accreditation Council of Taiwan, International 

Observatory on Academic Rankings and Excellence, the European Commission, and 

the Webometrics Ranking of World Universities, have the potential for challenging 

reputation bias and certain forms of favouritism. Nevertheless, the media space and 

public opinion remain dominated by the triad of ARWU, THE, and QS.   

 

According to Zajda and Rust (2016), the Baudrillard’s (1994) concepts of hyper-

reality and simulacra apply to rankings, which have “no referent in any “reality” 

except their own” (p.14). Thus, the global ranking race could be regarded as a 

simulated construct existing in the collective psyche of the stakeholders involved. The 

power and the impact this social construct has on IoHE and the international education 

industry, however, should not be underestimated. Benchmarking, based on the 

rankings, reflects competitive positions of HEIs and the prestige of destination 

countries. Rankings define the lines of the strategic international partnerships and 

reflect the relations between the stakeholders of the industry, shaping international 

students’ choices and scholarship funding criteria. Therefore, ranking systems have 

become powerful geopolitical positioning tools (Hazelkorn, 2014), highlighting 
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current axes of power, labelling the industry’s leaders and outsiders while governing 

the distribution of financial flows in the emerging global knowledge economy. 

 Shifting Status Quo in the Global International Education 

Industry 

Until recently, the global international education industry was divided between the 

leading knowledge economies of the Pax Britannica. The MESDCs shared the Asian 

markets, because of the epistemological dominance of the Western knowledge 

paradigm introduced through the colonial legacy and neoliberal ideology (Lo, 2011; 

Marginson, 2009; Stein, 2017), often considered as academic neo-colonialism 

(Murphy & Zhu, 2012). Maringe, Foskett and Woodfield (2013) describe the status 

quo in the global international education industry in a bitter reflection by a senior 

Southern African academic:  

There are three worlds in one: one in which universities of the rich nations 

lay the game and dictate the rules; another in which the rich world have a 

tremendous amount of economic interest; and the last one which I call the 

forgotten world, where no one has any interest. (p. 29) 

Westernisation and commercialisation have had a significant impact on higher 

education globally, transforming teaching, research and service missions of HEIs into 

business as usual. Rizvi (2008) argues that the impact of westernisation and 

commercialisation on HE leads to an increasing homogeneity of the industry because 

“educational systems have seemingly mimicked each other, pursuing a common set 

of solutions to their fiscal and organisational problems” (Rizvi, 2008, p. 77). The 

typical mainstream features of the export education industries in MESDCs are well-

presented in academic research. The following overview summarises the mainstream 
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features of the western export education model relevant to the current research as 

found in comprehensive accounts by Dale and Robertson (2009), Locke (2011); 

Morphew and Taylor, (2011); Münch (2014); Pysarchik and Hudzik (2014), 

Robertson (2017), de Wit (2011), and Taylor, Cantwell, and Slaughter (2013). These 

include: 

• Focus on generating economic and symbolic capital via the provision of 

education services; 

• Increasing worldwide visibility through marketing exclusive degrees and 

significant research outputs;  

• Development of HE and immigration policies aimed at encouraging the 

growth of the international education industry;  

• Increasing privatisation, selectivity and elitism of HEIs aimed at 

building/supporting reputation and marketing the brand;  

• High numbers of non-academic staff in managerial and marketing positions; 

• Implementation of active internationalisation strategies (brain-gain 

recruiting, cross-border delivery, dissemination of curricula and standards); 

• Splitting teaching and research missions at the institutional level; 

• Uneven distribution of funding between the top-ranked and less prestigious 

HEIs on national level; 

• Priority for STEM and business disciplines in term of funding;   

• Increasing commercialisation of research (patenting/licencing; universities 

based start-ups; industry-funded academic research; establishment of 

publicly funded academia-enterprise collaboration institutions). 
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Despite persistent calls for “de-westernisation” (Breit, Obijiofor, & Fitzgerald, 2013; 

Iwabuchi, 2010; Waisbord, & Mellado, 2014), the western HE model continues to 

exercise its influence across the global international education industry. The emerging 

players in the field tend to adopt the western HE model and modes of instruction to 

promote their national export education industries. For instance, either it is mimicked 

(as in case of China) or recreated throughout trans-national education schemes, as 

evidenced by education hubs in Qatar, Hong Kong and Singapore (Cheng, Cheung, & 

Yeun, 2011; Knight, 2014a). As discussed earlier, most commonly, HEIs within the 

western export education industries are oriented to the export of prestigious degrees 

in pursuit of economic and geopolitical interests, talent retention, enhancing research 

and fostering the national priorities. 

The Asia-Pacific higher education landscape is heterogeneous with considerable 

regional variations due to the historical background, strategic development goals and 

future aspirations. The region is dominated by Australia, which aggressively and 

efficiently targets promising educational markets of North Asia, and ASEAN, 

(Murray & Leask, 2015). The balance, however, is changing as high-income 

economies (World Bank, 2014) provide, and source, international education services 

and establish strong research positions (Yonezawa, 2007; Kell & Vogl, 2012). 

Furthermore, the rankings and the world-class capacity of the flagship universities in 

Singapore, Japan, Hong Kong, South Korea and, more recently, China, are rising in 

the rankings year by year (Douglass, 2016; Lee, J.T, 2015). Moreover, India,  

Malaysia, Indonesia, and Vietnam, considered to be within a range of upper middle, 

middle and lower-middle-income status economies (World Bank, 2014), are serving 

as export markets for the  export education providers mentioned earlier. Nevertheless, 

relatively recently some of these countries have also claimed their share of the global 
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international education market (Kell & Vogl, 2012). The changing dynamics of the 

international education industry in the Asia-Pacific, described in the IoHE research 

(Atherton, et al., 2018; Chan & Lo, 2008; de Wit, et al., 2017a; Lo, 2011; Mok, 2008; 

Yang, 2010; Zaida, 2015;) can be summarised as follows: 

• A tendency towards massification of higher education, growing demand for 

world-class education; 

• The strong impact of the historical factors (colonial and post-colonial 

legacy; Education Aid);  

• Brain-drain-train tendencies; Massive outbound mobility, outweighing 

inbound mobility, often due to limited capacity and demographics; 

• Top-down internationalisation strategies (international accreditations; 

rankings; hosting TNE and education hubs; inbound and outbound mobility 

schemes; soft power initiatives) 

• Policy changes supported by the World Bank, OECD and other supra-

national bodies; 

• Orientation to western education models and trends persists, although some 

Asian nations have established their presence, and reputation, in the global 

international education industry;  

• An emerging trend of promoting national export education industries 

globally. 

Over recent decades, the role of the Asian nations in the global international education 

industry has changed. The influence of some players such as China, Japan, South 

Korea and Singapore has increased greatly, as evidenced by the performance of six 

top-Asian HEIs (THE, 2016a); China, with the largest number globally of 
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international students, has become the third largest host country (Project Atlas, 2017), 

as demonstrated in Figure 5 .  

 

Figure 5. The Top Host Destinations for International Students in 2001 and 2017  

Source: Project Atlas (2017).  

Although many Asian nations still follow the leading MESDCs trendsetters in the 

field, regionalisation is growing stronger providing a chance for closer collaborations 

within Asia rather than with western partners, enabling the development of authentic 

IoHE practices (Taquechel, 2017). Research on the role of IoHE in the emerging 

global knowledge economies, therefore, must consider the importance of the Asia-
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Pacific region and the changing dynamics of the international education industry. 

 The Rise of Asia 

The rise of Asia is a prominent mega-trend (Singh, 2012), affecting the global 

economy (Gunder, 2013; Martin, 2012; Radelat, Sachs, J., & Lee, 2013). Currently, 

nearly 60% of the world GDP is generated by emerging markets and developing 

economies in Asia (Statista, 2018), such as China, India and ASEAN countries, and 

by 2025, the East Asia and the Pacific region will be the home for over a half the 

global middle class (Kharas, 2017). Furthermore, tertiary enrolments are expected to 

exceed 100 million between 2020 and 2021, increasing to 200 million between 2033 

and 2034.  

The value of pan-Asian markets for the international education industry means it is 

essential to consider trends that may have an effect on the emerging global knowledge 

economy, as well as the international education industry in the Asia-Pacific region. 

The interplay between the macro-trends reshaping the international education industry 

appears to be contradictory. Despite the increasing global middle class and the 

enrolment numbers, the pace of the international education industry growth overall is 

slowing down. It is expected that by 2025 the middle class will exceed 4.6 million 

people, with 60% (2.8 million) living in the Asia-Pacific (Kharas, 2017). Although 

the growing middle-class remains the key driver of the growing international 

education industry, the student-aged population across many high-middle-income 

economies, such as Japan or South Korea is decreasing. As a result, following fifteen 

years of booming growth (50%), the industry reached a plateau in 2010 (OECD, 

2017). Despite the projected increase of up to eight million internationally mobile 

students worldwide by 2025, the pace of further industry growth is estimated to be at 
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more moderate rates (ICEF Monitor, 2017, April).  

Another trend, observed globally, is the development of education capacity in the 

regions that used to be referred to traditionally as student source countries or markets, 

such as those of China and Malaysia. An “Education City” model is a common 

strategy of building world-class education infrastructure and facilities found across 

Asia. Examples include the well-known Qatar Education City and the Malaysian 

Education Cities of Iskandar and Kuala Lumpur, as well as more recent developments 

at Songdo Global University Campus, and Jeju Global Education City in South Korea 

(Knight, 2014b).  

Most of the education cities in Asia are open to trans-national education (TNE) 

providers. The TNE facilities not only attract foreign investment but also help to retain 

local talents at home and attract bright students from abroad. The industry slowdown 

(ICEF Monitor, 2015, September), coupled with the steadily improving local higher 

education capacity, fosters stronger competition within the global and regional export 

education industries. 

 

 Regionalisation Initiatives 

Regional collaboration and competition are two counter-trends having a strong impact 

on the pan-Asian segment of the international education industry while fostering 

strategic regional integration in the leading Asian economies. Examples of this 

economic trend are numerous, with the major ones the Belt and Road initiative (BRI) 

(BRI, 2017) and the ASEAN Economic Community. The promotion of research and 

development, cultural dialogue and people-to-people collaboration are central aspects 

of these initiatives (ASEAN, 2017; BRI, 2017), with the Asian Universities Alliance 
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(AUA) (AUA, 2017) and the ASEAN Universities Network (the AUN) (AUN, 2009) 

the embodiment of the regionalisation aspirations. Promoted at the inter-government 

level, these regionalisation initiatives have a substantial effect on academic mobility 

in the region. According to Dhirathiti (2017), the overall number of cross-border 

student activities administered by the ASEAN Universities Network in 1996-2016, 

exceeded four thousand. The impact of the BRI initiative is even more impressive 

with a 20% increase in the number of students heading to China from the BRI 

countries over the period 2016-2017 (Parr, 2018, April; Project Atlas, 2018). This, 

however, has led to stronger competition amongst the study destinations for top 

academic talent and their contribution to the knowledge economy. At the government 

level, regional academic mobility is encouraged through comprehensive 

internationalisation strategies, relevant student visa policies and scholarships for the 

partner countries’ nationals. The implications for the international education industry 

include increasing intra-regional circulation of academic talent as well as talent 

retention in the regional HEIs, capacity building, and research collaborations 

(Atherton, et al., 2018; Ilieva, et al., 2017; University of Oxford, 2017).  

The emergence of non-traditional study destinations and education hubs, such as 

Singapore, South Korea, China, Qatar, and Malaysia (Knight, 2014b) is a direct result 

of the governmental internationalisation strategies. An essential feature of these 

regional education hubs is targeting neighbouring Asian markets; for example, in 

2017, China alone hosted more South Korean students than the US (Project Atlas, 

2018). ASEAN nations, especially, use the regional university network (ASEAN, 

2018), focusing their recruitment efforts on lower-middle-income markets in Asia and 

the Middle East (Dhirathiti, 2017).  
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Among some Asia-Pacific nations, despite the proximity of culture and language, a 

language barrier remains a challenge for the international education industry. Two 

strategies used for coping with this challenge are the wide use of English as a language 

of instruction, and offering programmes and courses taught in international students’ 

native language. While China, Malaysia, Hong Kong, Taiwan and Japan together offer 

more than 1,100 tertiary English-taught degrees (Pop, 2017), the Singaporean 

education system is officially bilingual and offers both English and mother-tongue-

taught degrees (Ng, 2014), including Chinese. Other ASEAN countries, such as 

Thailand, offer not only a wide range of accredited programmes in English but also 

lower fees and costs of living.   

The availability of affordable degrees in English and Chinese across Asia, obviously, 

targets speakers of these languages, and not from China alone. Forbes (2018) reports 

that in the US total student loan debt soars up to $1.31 trillion, and, currently is the 

second-highest consumer debt category, preceded only by mortgage debt. Student 

debt increasingly becomes a massive burden for millennials in many MESDCs 

impeding their ability to obtain their first home. Similar tendencies are observed in 

global cities across the world, such as Tokyo or Singapore (Hales, Peterson, Peña, & 

Dessibourg, 2018). These trends suggest that millennials, born in the neoliberal age, 

have to resort to a radically different course of action to gain relevant skills and 

achieve the basic level of well-being achieved by the previous generations. In this 

context, high-quality degrees offered by the top-Asian universities have become an 

attractive alternative for nearly 24 thousand US students who chose China as their 

study destination in 2017 (Project Atlas, 2018). There are other political and social 
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aberrations, which support this trend, such as Trumpism5, for instance. 

The growing economic power of Asian nations, their expanding middle-class and 

decreasing younger generation in more affluent countries of the region offer better 

employment prospects for foreign graduates. Some international students may view 

high and middle-income Asian economies as a land of opportunities for their future 

careers. For instance, both Japan and China have introduced legislative changes and 

policies to attract and retain international talent (China Daily, 2017, March; Kakuchi 

2017, March; Rahil, 2015, January), in particular from the STEM, engineering and IT 

disciplines.  

 Students’ Choices  

The discussion on the role of IoHE demands consideration of the individual factors 

guiding student choices of study destinations. From the Bourdieusian perspective 

(1984), socio-economic positioning has a direct impact on consumer choices and 

motivations. The same principle applies to the study destination choices international 

students make. With student-age populations in China, South Korea and Japan 

shrinking, the recruitment focus has shifted to East-Asian lower-middle-income 

markets with booming youth populations, such as Vietnam and Indonesia (University 

of Oxford, 2017). From the recruitment perspective, this means that the customer 

profile of international students has changed from ‘the rich kids’ to price-sensitive 

youth of the lower-middle-income markets (Ilieva et al., 2017). The World Education 

Services survey (WES, 2015) revealed, for instance, that a large proportion of students 

from India prioritise future career prospects, and the return on investment (ROI), over 

 

5 As of 1 February 2017, The Independent newspaper listed on its website, an ideology of ‘corporate 

autocracy with a populist façade’ (Hundal, 2017). 
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rankings of HEIs; lower-middle-class students, it appears, are very pragmatic in their 

education investment choices. Limited financial resources encourage them to seek the 

best value-for-money, and, in this case, ‘value’ equals employability rather than 

prestige or reputation of HIEs. From the point of view of capital conversion, this 

behaviour suggests that less attention is given to symbolic capital (rankings). Instead, 

cultural and social capital is prioritised as a ROI and its conversion into economic 

capital. The focus on employability also suggests that optimum career services offered 

by a university are pivotal to decision-making.  

Although prestigious degrees remain useful for securing a job, it is no longer a major 

factor for employers as a larger number of graduates from overseas enter the job 

market. Higher competition among job-seekers shifts employers’ focus from overseas 

qualifications towards relevant working experience, professional connections and 

networks, as well as the ability to adapt to the local business environment (e.g. some 

regional language aptitude; the awareness about local culture, values and work ethos). 

Moreover, the ROI from overseas qualifications often fails to meet expectations; 

Chinese government statistics suggest that 45% of returnees have very modest 

monthly earnings of below 6,000 yuan ($910), and about 6% of privileged few have 

a monthly salary of over 20,000 yuan (Parr, 2018, April). The regional alternatives to 

overseas degrees are more affordable both in terms of tuition fees, travel expenses and 

cost of living, and allow cultural proximity with potential future employers to develop. 

Thus, investing in an expensive degree from MESDCs seems to be a risky undertaking 

due to shrinking ROIs (e.g. employment and earnings) and unclear career prospects.  

Apart from pragmatic considerations, feeling safe and welcomed at a study 

destination, as well as enjoying a friendly and inclusive atmosphere on campus, 
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remain important factors affecting the study destination choice (THE, 2016b). In 

addition to affordable costs of HE good academic standards, quality of life and 

common competitive advantages amongst top-ASEAN providers, Malaysia offers 

cultural comfort highly valued by Muslim international students; Thailand, however, 

appears less accommodating to students’ cultural needs as a study destination 

(Chapman & Chien, 2014).  

Overall, the changing power dynamics in the Asia-Pacific suggests that the hegemony 

of the MEDCS in the international education industry is no longer absolute. The 

intensification of regional collaboration and competition countertrends, changing 

profiles of the outbound student mobility and the emergence of strong regional hubs 

means that the role of IoHE in the global international education industry is rapidly 

changing; it needs to be reconsidered to accommodate the economic, political and 

social shifts occurring on the global arena. While considering global trends, it is 

important, however, to include the local contexts in the picture, because it is both local 

and global perspectives that provide a holistic vision for IoHE and its impact. Hence, 

this chapter proceeds with positioning New Zealand and Indonesia within the global 

international education industry. 
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2.8 Chapter Summary  

This chapter introduced the literature concerned with the overlapping concepts of 

IoHE, the global international education industry and the emerging global knowledge 

economy, as well as their collateral implications for the Asia-Pacific region through a 

review of relevant literature. Beginning with explaining a distinction between the 

concepts of IoHE, the GIEI, a national export education industry and positioning these 

in the context of the knowledge economy paradigm, It then addressed the issues of 

neoliberalism and the knowledge economy as overarching concepts shaping 

internationalisation practice and transforming education systems worldwide. The 

principles of the knowledge economy paradigm have had a profound impact on 

tertiary education globally, infiltrating national economic and education policies and 

forming the context for their implementation. Understanding the knowledge economy 

paradigm is essential in conceptualising IoHE, and its power relations within the 

global international education industry. Consideration of these influences on IoHE has 

remained outside mainstream research on IoHE. 

The chapter proceeded with a historical overview of the IoHE research and the 

evolution of the concept. It provided a detailed explanation of the interplay between 

the rationales for IoHE, specifically it looked at the notions of globalisation, 

westernisation commercialisation and regionalisation associated with the process of 

IoHE. The development of IoHE practice has been driven by political, economic and 

social rationales, the significant implications of which are not always reflected in 

academic research.  

Further, the chapter revisited the current definitions and approaches to rethinking 

IoHE. The context-dependent nature of IoHE demands regular revision of the 
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conceptual framework.  The field of IoHE remains dominated by research performed 

within outdated global power binaries rooted in the vertical mobility patterns dating 

back to the colonial aftermath. Hence, the field of IoHE research remains dominated 

by the theoretical constructs formed in the Euro-American contexts. As a result, ‘best 

practice’ of IoHE rarely considers either regional specifics or caters to the 

internationalisation needs of the nations it is supposed to benefit. It is important, 

therefore, to address the identified gaps with a holistic, transdisciplinary inquiry into 

the theory and practice of IoHE in the context of the global international education 

industry and the emerging global knowledge economy.  

This chapter also examined the changing power dynamics in the global international 

education industry and subsequent changes in the IoHE practice.  If two decades ago 

the global international education industry was perceived as a dichotomy between the 

providing knowledge West and consuming East, this distinction is no longer 

appropriate. The global knowledge race is an exciting and profitable game, and 

eventually, all players follow a similar neoliberal agenda with the global trends in 

higher education. The overlapping geopolitical, economic, social, and technological 

trends create a distinctive context for competition and collaboration in the emerging 

global knowledge industry. The new players in the Asia-Pacific region are challenging 

the status quo via strategic engagement with the industry and significant 

regionalisation initiatives. Despite the prevalence of westernisation in the 

international education industry, the impact of the emerging players in Asia-Pacific 

should not be underestimated. The trends reviewed in this chapter indicate that the 

changes are affecting the emerging global knowledge economy and the international 

education industry in the Asia-Pacific region.   
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: Theoretical 

Framework 

This chapter outlines the theoretical lens utilised for this research. As discussed in the 

previous chapter, the existing body of research in the field is concerned primarily with 

the practical aspects of IoHE. Thus, existing theoretical frameworks (such as 

comprehensive internationalisation or internationalisation of the curriculum) relevant 

to institutional internationalisation, but may not be appropriate for a holistic 

investigation of IoHE within the global-local continuum. For these reasons, the 

present research, an investigation as to how IoHE contributes to the knowledge 

economy, refers to Pierre Bourdieu’s (1977) Theory of Practice. The reference to a 

grand theory for crystallising the nascent theory is a common approach adopted for 

the grounded theory studies (Birks and Mills, 2015; Corbin & Strauss, 2015), as 

explained further in Chapter Four. The discussion begins with an outline of theory 

presented in section 3.1. The following sub-section 3.1.1 discusses the interplay 

between the concepts of IoHE and the knowledge economy from the Theory of 

Practice perspective. Sub-section 3.1.2 explores the ideas of capital convertibility 

originating in the Theory of Practice, and of synergy (Ansoff, 1965; Ward, 1918) in 

relation to IoHE. The combination of these two ideas is far from being new for 

research on international education but holds vast descriptive potential when applied 

to the field of IoHE. The chapter concludes with a brief summary (Section 3.2).  

3.1 Theory of Practice and IoHE  

This section introduces the Theory of Practice (Bourdieu, 1977), which provide a 
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robust theoretical lens with to examine the role of IoHE in the emerging global 

knowledge economy. As one of the most influential sociological theories, Theory of 

Practice provides meaningful insights for the rethinking IoHE. The Theory of Practice 

has been utilised as a theoretical framework in numerous disciplines including Social 

Science (see, for example, Walther, 2014), Organisational Studies (e.g., Sieweke, 

2014), Human Resource Management research (e.g., Mayrhofer et al. 2004), and 

educational research (Gale & Lingard, 2015).  

In this research, the Theory of Practice is utilised, together with the knowledge 

economy paradigm to investigate global and local power dynamics in the international 

education industry. As noted by Gale & Lingard (2015), “Bourdieu’s thinking tools 

have proved their ‘ongoing usefulness’“ (p.7) for education research in the age of 

globalisation; likewise, Edgerton and Roberts (2014) argue that the Theory of Practice 

holds significant explanatory promise. Considering that the concept of capital was 

originally developed in the field of education (Bourdieu, 1984), it would appear to 

have relevance for IoHE, and has been applied by contemporary researchers, for 

example, Münch (2014) investigated the capital production in the entrepreneurial 

university; Waters (2006) applied the Theory of Practice to explore academic mobility 

and its impacts on cultural capital, social reproduction and exclusion in local and 

transnational contexts.; and Larsen and Urry (2008) analysed the spatiality and 

temporality of academic networks. This research, however, avoids relying exclusively 

on Bourdieusian thinking tools to build an explanatory theory for IoHE, although the 

Theory of Practice provides a pertinent framework and language for describing the 

relationships between the key stakeholders of IoHE and the global international 

education industry.  
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 Theory of Practice, the Knowledge Economy, and IoHE  

The Theory of Practice (Bourdieu, 1977) has three main elements: field, habitus and 

capital, which should be considered as combined rather than separately. Interactions 

defined by habitus and capital transactions occur within social fields determining what 

agents can and cannot do. In this way “fields are places of power relations where 

practices of agents are not arbitrary” (Walther, 2014, p. 9). Drawing on the 

Bourdieusian view of the global economic field (Bourdieu, 2003), it can be argued 

that the global international education industry is a place of power relations 

manifested in IoHE practices, which is underpinned by the emerging global 

knowledge economy (a subfield of the global economy). Subordinate to the global 

financial field, the emerging global knowledge economy is an inherently polarised 

oligopolistic structure (Bourdieu, 2003). For example, the guidelines provided by the 

World Bank to its client states orchestrate the construction of what Lingard, Sellar and 

Baroutsis (2015) describe as “a global education policy field” (p.27), promoting 

commercialised western knowledge and technology (Robertson, 2008). The World 

Bank guidelines, thus, establish sets of rules, and predetermine the competitive 

positions for the agents, within the emerging global knowledge economy (Orelus et 

al., 2014; Peters, 2001; Robertson, 2008), privileging some and disadvantaging 

others.  

Given the macro-scale of the field, the agents, in this case, are the nation-states, supra-

national bodies and tertiary institutions associated with international education 

industries worldwide. These agents could be classified objectively into specific sets, 

which are positioned in “homogeneous conditions of existence” (Bourdieu, 1984, p. 

101). The OECD nations, for instance, form an objective class distinct from the 



 

74 

developing world, while the top-tier universities are distinguished as the crème de la 

crème of tertiary institutions across the world; separate cohorts of the elite universities 

and lower-ranked HEIs are therefore formed. Along with the unequal distribution of 

capital, class habitus, the “practice-unifying and practice generating principle” 

(Bourdieu, 1984, p. 101) establishes the distinction between the west and the rest, the 

developed and developing nations, the top-100 elite universities and thousands HEIs 

further down the spectrum. Each of the homogenous groups of the national states or 

universities share a distinctive class habitus. Consequently, the concepts of doxa 

(Bourdieu, 1977) and illusio (Bourdieu & Wacquant, 1992) are deployed to further 

theorise the field of the emerging global knowledge economy.  

When applied to the field of the emerging knowledge economy, the concept of doxa 

reflects the competitive position of a particular state or an institution and is defined 

by some form of metrics.  For instance, the knowledge economy index (Chen & 

Dahlman, 2006), introduced by the WBG, indicates the competitive position (doxa) 

of a particular state in the field, while university ranking systems perform the same 

function for tertiary institutions within the global international education industry. 

There is an apparent correlation between the doxa of nation-states with the high 

knowledge economy indices and the rankings of universities within the field. The 

metrics used in both cases align, privileging the western knowledge paradigm 

(Robertson 2008), which leads to considering the concept of illusio, the rules of the 

game (Bourdieu & Wacquant, 1992).  

Western perceptions of the knowledge economy, and, consequently IoHE, foster the 

rules of the game (illusio) shared by the agents within the international education field. 

Despite this, the current status quo of the global international education industry is 
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gradually changing. (Kostrykina, et al., 2017). The new champions for IoHE, such as 

China, Malaysia and Singapore, claim “the value of the stakes of the game and the 

practical mastery of its rules” (Bourdieu & Wacquant, 1992, p. 117) in the Asia-

Pacific international education industry. In other words, the emerging players are 

successfully exploiting economic power shifts, rankings, soft power, world-class 

capacity building to shift illusio(rules of the game), and seek to enhance their doxa 

(competitive positions) in the global international education industry. As a result, 

some leading English-speaking destinations may have to surrender their positions 

(ICEF Monitor, 2017, April). The changing power dynamics between the west and 

the rest (Rizvi, 2008; 2013) in the global international education industry has 

economic, social and political implications, which should not be overlooked while the 

concept of IoHE is being reconsidered. These implications are discussed in the 

following section from the point of view of the conversion of capital (Bourdieu, 1986) 

and synergies within the global international education industry.  

 Capital Conversion and Synergies in the Global International 

Education Industry  

In this section, IoHE is considered to be “an economic game” (Bourdieu, 1986, p. 47), 

which results in some form of capital production. The concept of capital conversion 

(Bourdieu, 1986) is helpful in investigating the outcomes of internationalisation 

practice within the international education industry and the emerging global 

knowledge economy. Considering the outcomes of IoHE is important because the 

ultimate result of any activity defines whether and how it should be performed. 

Besides, the outcomes help understand the nature of a phenomenon or process. The 

literature discussing the actual measurable outcomes of internationalisation is not 
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extensive. Summarising evaluation approaches to institutional internationalisation 

Hudzik (2015) finds no approaches that are completely satisfactory due to several 

issues related to measuring outcomes (such as the lack of reliable data and 

methodological issues). The researcher admits that, although some evaluation relies 

on “anecdotal data, subjective and opinion-based measures, and beliefs and hope”, the 

existing body of research does provide valuable perspectives on internationalisation 

goals and the means for achieving these goals (Hudzik, 2015, p. 110); subjective 

opinions are, in fact, the only sources available for measuring the outcomes and the 

impact of IoHE.  

According to Egron-Polak, Hudson, and Sandstrom (2015), various 

internationalisation initiatives, whether related to mobility, curriculum or institutional 

internationalisation, are expected to result in particular outcomes. As reported by the 

4th International Association of Universities (IAU) survey (Egron-Polak & Hudson, 

2014) the perceptions of benefits and risks of IoHE are consistent across the world. 

Egron-Polak and Hudson (2014) argue that the expected outcomes resulting from 

IoHE are students’ increased international awareness and engagement with global 

issues; enhancing the quality of education, and knowledge production capacity; 

building research partnerships; competition and prestige considerations; and 

commodification of education. These results, from the global survey, agree with the 

EAIE Barometer survey (Egron-Polak et al., 2015), which indicate the top-eight 

expectations for IoHE ranked by the European practitioners (see Table 2 for details). 

In Table 2, the expected outcomes of IoHE, based on the findings of the EAIE 

Barometer survey (Egron-Polak, et al., 2015, p.65), are interpreted from the point of 

view of generating cultural, social, symbolic and economic capital, as found in 

Bourdieu (1986). 
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Table 2. The Expected Outcomes of IoHE and Capital Conversion. 

Source: Data in the first column is adapted from Egron-Polak, et al. (2015, p.65); the 

capital types are cited as found in Bourdieu (1986). The table is compiled by the 

author. 

Capital 

Expected  

outcomes of IoHE  

Cultural Social Symbolic Economic 

Overall quality of education at their 

institutions (56%) 

√  √  

Preparing students for the global world 

(45%) 

√ √ √  

Enhanced international students 

recruitment (37%) 

√ √ √  

Improving international reputation and 

securing positions in rankings (35%) 

√ √ √  

The improved quality of research and 

development (34%) 

√ √ √  

Fostering competitive positions of a 

university (26%) 

√ √ √  

Addressing the global labour market 

demands for skilled workforce (18%) 

√ √ √  

Financial benefits (10%)    √ 

The results of both surveys demonstrate that the general expectation of the academic 

community in terms IoHE outcomes are better quality of education, broader research 

and development partnerships, more international students, higher competitive ranks, 

students’ skills for the global job market, and, to a lesser extent, financial revenues. 
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These expected outcomes of IoHE will be discussed further as examples of 

Bourdieusian (1986) capital and how it functions in IoHE, the international education 

industry and the emerging global knowledge economy.  

Cultural capital. Bourdieu (1986) explains that cultural capital, unlike economic 

capital, cannot be immediately monetised. Conversion is possible under certain 

conditions but depends on the state of cultural capital: The embodied state (e.g. a 

person’s knowledge and skills): the objectified state (cultural goods); or the 

institutionalised state (an objectification that guarantees specific properties, e.g. 

academic qualifications). The expected outcomes of IoHE provide some examples of 

how cultural capital is embodied, objectified or institutionalised. The quality of 

education, for instance, is the top-ranked expected outcome of IoHE, and an example 

of the cultural capital being institutionalised.  

Defining quality of education as a concept appears to be problematic (Altbach et al., 

2009), hence, in the IoHE context, educational quality is represented by the general 

and discipline-specific skills obtained by learners in a given context (OECD, 2016). 

International students and faculty bring to the campus the skills, competencies and 

international perspectives, acquired while studying or working abroad, which 

contribute to internationalisation at home. This international and intercultural 

awareness constitutes their cultural capital and enables them to be more competitive 

in the global labour market. Internationalised curriculum and programmes, to develop 

global skills and awareness for both international and domestic students to meet the 

challenges of the global labour market, represents the objectified state of cultural 

capital, while formal qualifications, obtained in the process, are an example of 

institutionalised cultural capital. In the global international education industry, 
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cultural capital is embodied in the skills, knowledge and experiences of the 

international customers and national providers; it is objectified in cultural goods and 

services provided to international customers; and it is institutionalised through various 

forms of credentials (not limited to academic qualifications) issued within the 

industry, such as codes of practice, policies, and strategic plans.   

Social capital, as defined by Bourdieu and Wacquant (1992) is “the sum of the 

resources, actual or virtual, that accrue to an individual or a group by virtue of 

possessing a durable network of more or less institutionalised relationships of mutual 

acquaintance and recognition” (p. 119). Mutual acquaintance and recognition within 

the international education industry are institutionalised via stakeholders’ 

membership in international networks, such as Worldwide Universities Network 

(WUN), Universitas 21 (U21), and Association of Pacific Rim Universities (APRU) 

or supranational bodies such as, for example, the ASEAN community. The strategy 

of joining a privileged “club” to build stronger knowledge production capacities is 

guided by the same logic utilised for the accumulation of social capital; enhancing 

engagement in international research networks is expected to result in both academic 

and economic benefits. According to Portes and Sensenbrenner (1993), “even if these 

expectations are not oriented toward the economic sphere” they “affect the economic 

goals and goal-seeking behaviour of its members” (p. 1323). The conversion of social 

capital into resources or economic capital involves the mechanisms of symbolic 

exchange based on reciprocity.  

Symbolic capital. Benchmarking in accordance with international rankings is another 

strategy for mutual recognition, which incorporates reciprocal exchange of social 

capital; it is linked closely with the notion of symbolic capital defined as the “degree 
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of accumulated prestige, celebrity or honour and is founded on a dialectic of 

knowledge (Connaissance) and recognition (Reconnaissance)” (Bourdieu, 1993, p.7). 

Strengthening ranking and competitive positions is a desirable expectation for IoHE 

for many reasons, comprehensively outlined by Hazelkorn (2016), including financial 

benefits. Marketing and the economic potential of ranking systems, however, 

originate in a common misconception that ranking positions reflect the quality of 

education (Hazelkorn, 2016), and, thus, are suitable to guide the international 

customers’ choice both at individual and at the governmental levels.  

Ranking indicators tend to ignore learning outcomes focusing instead on research 

outputs (Hazelkorn, 2014) and, as great emphasis is put on reputation assessment, 

other popular ranking systems could be used as a reputation-measurement proxy, for 

example, ARWU (2015) ranking surveys rely on the opinions of professors from top-

100 universities; THE allocates up to 33% of the overall assessment to reputation 

survey (on teaching and research combined) (THE, 2016b); in QS methodology (QS, 

2016), academic reputation constitutes 40% in the ranking survey. The description of 

THE reputation study states that “the questionnaire […] targets only experienced, 

published scholars, who offer their views on excellence in research and teaching 

within their disciplines and at institutions with which they are familiar” (THE, 2016b). 

In other words, an exclusive group of peers exchange opinions on “the perceived 

prestige of institutions” (THE, 2016b), which then transform “into signs of 

recognition through the mutual recognition and the recognition of group membership 

which it implies, reproduces the group” (Bourdieu, 1986, p.52). From the perspective 

of Bourdieu’s (1986) theory, the described procedure is an example of social and 

symbolic capital leading to economic benefits for those in top positions in the ranking 

league tables. Hazelkorn (2016), argues that ranking influences international 
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customers choices and the graduates’ potential employability and, consequently, HEIs 

criteria for building strategic partnerships, budget and funding considerations, 

institutional and national policies.  

Economic capital. The academic community attributes little importance to direct 

financial benefits related to IoHE (Egron-Polak, et al., 2015), thus, unlike other forms 

of capital, economic capital in this context is viewed by some as the least important 

outcome of IoHE. Bourdieu (1986), however, makes a very explicit assumption about 

the convertibility of various states of the capital claiming that:  

economic capital is at the root of all the other types of capital and that 

these transformed, disguised forms of economic capital, never entirely 

reducible to that definition, produce their most specific effects only to the 

extent that they conceal (not least from their possessors) the fact that 

economic capital is at their root (p.54). 

This perspective suggests that potentially all forms of capital can be transformed into 

economic capital. Hence, the expected primary outcomes of IoHE could be subsumed 

under the umbrella of capital conversion, where cultural, social symbolic capital is 

transformed into economic capital. These species of capital (Wacquant, 1996) hold 

innate potential for being transformed into economic capital and could be attributed 

to different forms of capital and their various combinations. The availability of 

economic capital allows for the accelerated generation of other forms of capital. The 

direct financial benefits from IoHE (Egron-Polak, et al., 2015) are the only case when 

IoHE outcomes represent a single form of economic capital.  

The fact that all expected outcomes of IoHE are potentially convertible into economic 

capital might explain why economic benefits were ranked least important compared 
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with other suggested variants (Egron-Polak et al., 2015). As previously discussed, 

cultural and social capital are equally important as expected outcomes of IoHE, and 

reflect the core missions of teaching and research. The expectations concerned with 

the symbolic capital, for instance, are of great importance because the existing ranking 

methodologies strongly rely on reputation surveys (for a comprehensive overview, 

see, for example, Yudkevich et al., 2016). Finally, each outcome of IoHE holds 

promise for monetisation, which, in turn, supports further cyclical reproduction of 

capital as a result of IoHE. 

The limiting factors for the capital conversion in the global international education 

industry are time and labour (Bourdieu, 1986); hence, IoHE aims to minimise 

transmission losses; that is, ensuring synergy to reduce the time, money and other 

resources spent on IoHE initiatives. For instance, Hudzik (2015) advocates for 

synergic use of scarce resources as a part of his comprehensive approach to IoHE. 

Considering that the term synergy is used widely across disciplines, it is necessary to 

establish an understanding of this concept in the context of IoHE. In doing so, I 

acknowledge Ward’s (1918) idea of social synergy as “the wholesome, constructive 

movement” (p.358) that aligns with a later development of this idea in the field of 

strategic management articulated by Ansoff  (1965), as the “2 + 2 = 5” effect (p.72), 

an equation suggesting that cumulative strengths exceeds the simple sum of the parts. 

The idea of synergy has presented itself as a necessary condition for IoHE from 

several perspectives. Quite obviously, in this case, synergy implies the need for 

consistent effort of all agents across the export education field, which demands 

intentional, strategic alignment on the institutional, national and global levels. The 

importance of intentional and coordinated initiatives, undertaken in the process of 

IoHE, has been emphasised by Knight and Lee (2014) in relation to education hubs, 
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and has been, articulated within an updated definition of IoHE by de Wit, Hunter, 

Howard and Egron-Polak (2015). Other research on synergies in the context of higher 

education discusses specific synergic processes, such as learning outcomes 

assessment (OECD, 2013), synergies across the missions of the university 

(Macfarlane & Hughes, 2009), and synergies between academic entrepreneurship and 

traditional academic duties (de Silva, 2016). Synergy in the context of IoHE could be 

defined as systematic, intentional and coordinated efforts of all stakeholders of IoHE, 

who perform within and across institutional, national and global levels that result in 

mutual benefits otherwise unattainable.  

De Silva’s (2016) research of academic synergies at Sri Lankan universities, for 

instance, highlights the connection between synergy and the production of capital in 

the forms of knowledge and skills, professional networks and funding. De Silva 

(2016) indicates that “academics capitalise on resources, funding, industry-related 

knowledge and skills and professional networks acquired through entrepreneurial 

engagement to carry out their teaching and research” (p.2180). The synergic strategy 

described by de Silva (2016) is familiar to researchers across the world who have to 

cope with academic capitalism, the neoliberal agenda and decreasing funding (Münch, 

2014; Rhoades & Slaughter, 2004); it includes IoHE initiatives because, as noted 

before, they demand persistent and consistent efforts to be undertaken by all 

stakeholders of the international education industry. IoHE stakeholders, therefore, 

make intentional efforts to secure synergic reproduction of capital resulting from 

IoHE practices.  

If the expected outcomes of IoHE could be subsumed to the synergic generation of 

cultural, social and symbolic capital, can it facilitate the integration of the international 
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education industry into the knowledge economy? It is important to pause at this stage 

and consider the issue from the knowledge economy perspective. The ‘educated and 

skilled workforce’ and ‘innovative system’ (Chen & Dahlman, 2006) are two pillars 

of the knowledge economy that directly rely on the domain of higher education. 

Cultural capital in its various forms creates the necessary affordances for the 

knowledge economy to exist, such as an educated and skilled workforce, and various 

cultural goods, that contribute to the development of an innovative system, an 

information infrastructure and a conductive economic and institutional regime. 

Innovative systems and information infrastructure are fostered by social capital 

through the relationships and networking between the stakeholders of IoHE. In this 

case, networks are considered from two points of view, as associations of stakeholders 

and as ICT facilitated systems for networking and dissemination of knowledge. The 

influence of symbolic capital on the strands of the knowledge economy is manifested 

through reputation, ranking systems and international benchmarking indices.   

Consequently, the indicators for benchmarking these two pillars against an ‘ideal’ 

knowledge economy, set the neoliberal trends in HE policies that are mirrored by 

IoHE. Academic mobility provides a simple but illuminating example of how these 

indicators are translated into the trends within IoHE: The mobility of inbound 

international students allows an international education industry to grow by boosting 

tertiary enrolments, while generous STEM6  scholarships ensure that international 

talents are channelled into the ‘right’ science and engineering direction (Robertson, 

2008). Potentially, this increases talent retention rates resulting in higher numbers of 

research and development collaborations, and research outputs. 

 

6 Science, technology, engineering and mathematics. 
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The knowledge economy as a neoliberal project, therefore, increasingly shapes the 

future of academia at global, regional and local levels. International education 

industries have become valuable assets for many countries, and IoHE is an integral 

part of this global competition reaching far beyond the domain of higher education. 

The ability to negotiate the rules, adapt and challenge the status quo in the industry is 

vital for all players of this global internationalisation game. The ability to do so is 

enabled by a clear understanding of the current balance of power within the global 

international education industry and the emerging global knowledge economy. The 

relationship between the balance of power and IoHE are discussed in Chapter Four, 

using the lenses of the Bourdieusian Theory of Practice and the knowledge economy 

paradigm.  

3.2 Chapter Summary  

This chapter presented the theoretical framework scaffolding the current research. 

Theory of Practice offers a robust theoretical framework, which has proved its value 

for the internationalisation research. In relation to the knowledge economy, the 

Theory of Practice was particularly useful for conceptualising the global international 

education industry as a socio-economic field. Thinking tools originating in the Theory 

of Practice offered potent explanatory tools to map the field of the export education 

industry, consider interactions and transactions between agents, their respective 

competitive positions, and their perceptions of the rules of the international education 

game. Consequently, it helped to recognise concerns about power dynamics and 

unequal distribution of capital partly reinforced by IoHE as an integral part of global 

neoliberal transformations. The ideas of the capital convertibility and synergy 

advanced the argument that outcomes and impacts of IoHE should be considered not 
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only as relevant to tertiary education per se but as having broader socio-economic 

impacts, and thus contributing to the emerging global knowledge economy.   
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: Methods and 

Methodology  

There is little evidence in the literature identifying a preferred methodological 

approach designed explicitly for IoHE research. Considering that the field of 

international education is comparatively young, IoHE research has been focused on a 

range of quantitative and qualitative methods and techniques from other disciplines 

such as Social and Cultural Studies, Education, Business and Organisational Studies.  

The primary purpose of the present research is to conceptualise the role of IoHE for 

the emerging global economy and a national export education industry. This purpose 

is achieved through building an explanatory theory, which is an objective of the 

instrumental Case Study One and testing this theory in the context of the instrumental 

Case Study Two.  Some common approaches to building a theory include general 

theory-building method (Dubin,1978; Lynham, 2002), meta-analytic theory building 

(Yang, 2002), grounded theory (Charmaz, 2014), social constructivism (Burr, 2015) 

and case study research (Eisenhardt, & Graebner, 2007; Yin, 2013). The key features 

and limitations of these methodological approaches are summarised in Error! 

Reference source not found.. General theory-building and meta-analysis are not 

considered as suitable for the purpose of this research because these approaches are 

positivist, deductive, and quantitative. The former utilised a rigid linear structure to 

test a hypothesis, while the latter is based on statistical compilations of pre-existing 

studies. Neither approach provides sufficient affordances for the purpose of the 

present research. On the other hand, a combination of the grounded theory method, 

social constructivism and case study research allows mitigating the limitations 
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associated with each of these specific methods, and capture the fluid and transforming 

nature of the intersubjectively constructed phenomenon of IoHE.  

 

Figure 6. A Summary of Methodological Approaches to Theory Building. 

Source: Compiled by the author from Burr (2015); Charmaz (2014); Dubin (1978); 

Eisenhardt, and Graebner (2007); Lynham (2002); Yang (2002); Yin (2013). 
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According to the methodology described in the literature reviewed for this research, 

it appears that IoHE has been investigated predominantly through qualitative or mixed 

methods case studies (for example, de Wit et al., 2017b; Hudzik, 2015; Knight, 2014a; 

Leask, 2013) using semi-structured interviews and questionnaires (Foskett & 

Maringe, 2010; Smith & Rae, 2006). Common research techniques used in the 

international education and IoHE research have included document analysis (Gifty, 

2015), content analysis (Al-Youssef, 2010; Yemini & Sagie, 2015), critical analysis 

(de Wit et al., 2015) and discourse analysis (Sakhiyya, 2018). Quantitative research 

in the field of IoHE has been reported, which uses survey methods (for example, 

Egron-Polak & Hudson, 2010, Egron-Polak et al. 2015; Naidoo, 2010).  

The current research project adopts a pragmatic mixed methods case study 

methodology, as has been reported previously in IoHE research (Deardorff & van 

Gaalen, 2012). This approach was considered appropriate for this research because 

the field of IoHE is shaped primarily by practitioners who seek solutions for practical 

issues they face (for example, Hawawini, 2016).  

The author’s approach, however, sought to overcome ‘methodological ad hocery’ 

(Larsen, 2016, p.15), which sometimes has been apparent in IoHE research. By 

bringing the synergetic strengths of pragmatism and mixed methods together, the 

author’s methodological approach creates a solid foundation for an appropriate 

investigation of the research questions stated in the following section. This inquiry, 

therefore, contributes not only to a holistic understanding of the practical issues and 

impacts of IoHE but also addresses methodological concerns regarding the means of 

investigating these issues. The purpose of this chapter is to describe the 
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methodological approach used for the present research, as demonstrated in Error! 

Reference source not found..  

 

 

Figure 7. The Methodology Overview  
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Section 4.1 articulates the primary and subsidiary research questions, which define 

the objectives for this research and the research settings selected for their 

investigation. Section 4.2 establishes the pragmatic theoretical stance taken in this 

thesis, and a justification for using mixed methods and instrumental case studies as 

part of the research design, presented in Section 4.3. The chapter proceeds by 

describing the data collection methods in Section 4.4, and the data analysis methods 

adopted for the case studies (Section 4.5). Issues of credibility and transferability are 

discussed in Section 4.6, while Section 4.7 describes the limitations of the research, 

while the ethical considerations are outlined in Section 4.8. A summary, presented in 

Section 4.9, concludes the methodology chapter.  

4.1 Research Questions, Objectives and Settings 

A clear articulation of the research questions determines the methodology for this 

research. The process of IoHE embraces a complex interplay between political, 

economic and academic interests of multiple stakeholders involved in the global 

knowledge race, and manifested on global, national, institutional and personal levels. 

The overarching context of this research is shaped by the shifting landscapes of the 

global international education industry within the emerging global knowledge 

economy. As described in the introduction to this thesis (Section1.1), the main 

research question is: What is the role of the internationalisation of higher education in 

the emerging global knowledge economy and a national export education industry? 

While building on prior knowledge, the objective of the current investigation is the 

construction of a new explanatory theory for IoHE in New Zealand and Indonesia, 

which would be transferable to other international markets. This research project aims 
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to resolve the research question by exploring theoretical and practical aspects of IoHE 

in Asia-Pacific as exemplified by the case studies of New Zealand and Indonesia.  

In pursuit of the main research question, the case studies of New Zealand and 

Indonesia address the subsidiary research questions as shown in Figure 8. 

Specifically, Case Study One is devoted to sub-question one: “What are the key 

features of IoHE in New Zealand’s export education industry, and how can these 

features be conceptualised as an explanatory theory?” The New Zealand export 

education industry is used as a pragmatic context to design an explanatory theory for 

IoHE practice in a western context. Case Study Two utilises the local context of 

Indonesia to test the explanatory theory, resulting from Case Study One, and answer 

the second research sub-question: “How can the proposed explanatory theory for 

IoHE be applied in an Asian context, specifically in Indonesia?” Case Study Two 

focuses on IoHE in the Indonesian tertiary sector represented by seven public and 

private HEIs located in an Indonesian city.  

 

Figure 8. The Overview of the Research Question, Subsidiary Questions and Methods 
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Source: The author  

The research is pragmatically positioned in the regional context of Asia-Pacific 

because, firstly, as described in Section 1.1 and 2.7, this is a region of the growing 

economic and geopolitical influence, which persistently reshapes global power 

dynamics. Secondly, Asia-Pacific is a field of active collaboration, competition and 

regionalisation initiatives between MESDCs, such as Australia and New Zealand, and 

developing nations such as those of ASEAN. Finally, the local contexts of New 

Zealand and Indonesia were purposefully selected because, as mentioned previously, 

little research has been done on IoHE in these countries.  

 

4.2 Theoretical Stance 

As the philosophy of knowledge is the cornerstone of every methodology, it is 

essential to outline the theoretical stance guiding the present research project. The 

research question demands a real-world, practice-oriented pluralistic approach, 

offering an opportunity to draw from various methods. Pragmatism privileges the 

practical aspects essential for answering research questions, the commensurability of 

methods for a given context, and potential implications of the research (Morgan, 

2007). By rejecting the incompatibility thesis (Howe, 1988), pragmatists advocate for 

interdisciplinarity, the complementary use of qualitative, quantitative paradigms, and 

mixed methods as long as this contributes to solving a real-world issue (Onwuegbuzie 

& Leech, 2005).  
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As mentioned previously, pragmatism is a common approach to study IoHE a 

complex, multi-faceted process transcending geographical and disciplinary frames. 

The philosophical underpinnings of pragmatism and their methodological 

implications for IoHE research, however, rarely gain sufficient attention from the 

researchers in the field of international education. The author addresses this gap, in 

this chapter, with a detailed outline of the theoretical stance taken in this thesis, which 

comprises a combination of pragmatism, the three-stage research logic, and mixed 

methods.  

The pragmatic stance of the current study implies that the research question is the 

impetus for the adoption of specific methods and procedures utilised for data 

collection and analysis. In the field of international education, the choice of a 

methodology and methods is inherently pragmatic and practice-oriented. Often IoHE 

researchers use a mixed methods approach to investigate phenomena driven 

predominantly by current global trends and real-world issues of the international 

education industry (Deardorff & van Gaalen, 2012). As demonstrated in Figure 9, the 

methods employed at each stage of the research are matched according to the 

fundamental principles of mixed methods research (Johnson  & Onwuegbuzie,  2004) 

to an exploration of the relevant sub-questions (Tashakkori & Teddlie, 1998). 
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Figure 9. Theoretical Stance, Research Design, Methodology and Methods Alignment  

Note: “QUAL” stands for qualitative methods, “quant” refers to subsidiary 

quantitative methods and procedures. Source: The author.  

Theoretical and methodological synergies between pragmatism and mixed methods 

are particularly useful for the current research because they facilitate a holistic 

analysis by integrating multiple relevant factors, data sources and means for their 

analysis. Because, in this thesis, the author pursues a holistic investigation of IoHE in 

two heterogeneous contexts, New Zealand and Indonesia, the research sub-questions 

and the purposes of case studies undertaken for each context differ. To answer the 

research sub-questions, the author must use the most suitable methods for 

investigating a complex multidimensional subject such as the internationalisation of 

higher education. Mixed methods approach pragmatically allows for a combination 

of a wide range of methods and procedures serving the overall purpose of this 

research. 

PRAGMATISM

•THEORETICAL STANCE

• Pragmatic theoretical stance

• A three-stage research logic of abduction, deduction and induction

INSTRUMENTAL 
CASE STUDY

•RESEARCH DESIGN

•Case Study One (New Zealand) 

•Case Study Two (Indonesia)

MIXED METHODS 
METHODOLOGY

•METHODOLOGY AND METHODS ALIGNMENT

•Data collection (purposive sampling of extant documents; semi-structured interviews; online 
surveys, QUAL+quant)

•Data analysis Case Study One  (Grounded theory method, QUAL+quant)

•Data analysis Case Study Two (Content analysis method, QUAL+quant)
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Following Creswell (2014), this thesis focusses on the problem and the consequences 

of stakeholder’s actions rather than the antecedent conditions. The pragmatic 

approach and mixed methods allow the exploration of particular sub-questions within 

separate case studies using appropriate methods and procedures to answer the main 

research question. These affordances are essential for research concerned with 

theorising a complex, context-depended and impactful process, such as IoHE. The 

pragmatic theoretical stance is taken here because it provides the necessary 

affordances and contingencies for the current research, which are described in the 

following sections.  

 Researcher’s Positionality 

Researchers’ positionality, in terms of their ontological, epistemological and socio-

political beliefs, affects the selection of research design, methodology and methods, 

and thus influences research findings (Merriam et al. 2001). For this reason, a self-

reflection and an acknowledgement of the researcher’s philosophical orientation at the 

beginning of the research is essential.  

In this thesis, the author is explicitly positioned as a pragmatic constructivist 

researcher. The author’s ontological and epistemological beliefs are rooted in the 

intellectual tradition of pragmatism, originating from the seminal works of Charles 

Sanders Peirce (1994), John Dewey (1958), and George Mead (1934). This implies 

that the author seeks to transcend rigid methodological limitations to produce a 

functional explanatory theory applicable in the field of IoHE. Following Charmaz 

(2006) and Warin (2009), the author perceives reality as a subjective, fluid concept, 

and adopts a constructivist perspective on IoHE and the global international education 
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industry. Explicitly, the author accepts that the global international education industry 

and the emerging knowledge economy are constructed through discursive and social 

practices (Friedrichs & Kratochwil, 2009), which are renegotiated through ongoing 

interactions between major stakeholders.  

The combination of a pragmatist and constructivist paradigm is common in the fields 

of international relations (see, for example, Abraham, and Abramson, 2017; Haas and 

Haas 2002), and public policy studies (see, for instance, Knoepfel, Larrue, Varone, 

and Hill, 2007; Sanderson, 2009). As pragmatism, paired with constructivism, is 

suitable for capturing the essence of the IoHE phenomenon, the pragmatic 

constructivist stance is specifically relevant for the present research. It allows an 

investigation of IoHE and the international education industry-wide using a range of 

methods appropriate for the subsidiary questions raised in each part of the study.  

 A Three-Stage Research Logic 

The mode of reasoning is an important aspect to consider in relation to the pragmatic 

stance of this research. Reflecting on the philosophy of knowledge, Peirce (1994) 

argues that pragmatism as is “nothing else than the question of the logic of abduction” 

(p. 196). Peircean pragmatic abduction is regarded as a default mode of reasoning for 

qualitative research (Shank, 1998). In support of this stance researchers, such as 

Campos (2011) and Douven (2017) view abductive reasoning, as a cornerstone of any 

scientific methodology. Abduction synergically combines the strengths of deduction 

and induction and transcends beyond the two. For this reason, abduction forms a 

natural connection with pragmatic and mixed method research, and allows shifting 
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the methodological boundaries between inductive qualitative and deductive 

quantitative approaches (Reichertz, 2014).  

Pragmatic studies often tend to be inductive, progressing from problematic situations 

towards a general explanatory theory (Corbin & Strauss, 2015). In turn, studies 

concerned with testing a theory imply a need for deductive inferences (Popper, 2002). 

However, the binary division between the reasoning modes was not particularly 

helpful for the author, because in a pragmatic mixed methods research the inductive-

deductive boundaries tend to be less rigid. Reichertz (2014) argues that abduction, 

induction and deduction have little value on their own, because a rigorous research 

process should engage systematically with all three modes of reasoning by 

incorporating abduction, induction and deduction in a complementary manner at all 

stages of the research (Huebner, 2017; Reichertz, 2014). Hence, in this thesis the 

author adopts a three-stage research logic incorporating abduction, induction and 

deduction to pursue with the investigation of the research question.  

The affordances of a three-stage research logic appeared to be particularly useful for 

investigating and theorising the complex interplay between IoHE and the knowledge 

economy. For instance, in Case Study One, the author utilised both abduction and 

induction within the grounded theory method to identify and analyse the key features 

of IoHE in the New Zealand export education industry, as well as develop an 

explanatory theory for the process of IoHE in that context. An advantage of this 

approach is that no prior presuppositions or theories limit it, which allows “absorbing 

(the greatest possible amount of) environmental data” (Reichertz, 2014, p.6) and from 

that, building theory. Hence, abductive reasoning is symbiotic with the grounded 

theory method applied as one of the Case Study One data analysis methods (discussed 
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in Section 4.5.1). The present research extended beyond mere theory generation, 

however, and sought to test the resulting conceptualisation in a context other than the 

one wherein it emerged.  

In turn, Case Study Two incorporates inductive coding and categorising of the data, 

but the results are interpreted in a deductive manner, as supporting or refuting the 

proposed explanatory theory. In both cases, the default abductive mode ensures that 

the study pursues “a cognitive logic of discovery” (Reichertz, 2014, p.7), and the data 

is not fitted forcibly into the theory. Matching the pragmatic stance of this study, the 

three-stage research logic of abduction, induction and deduction satisfies the purpose 

of the research, as well as the objectives pursued in both case studies. Therefore, 

considering the complexity of the proposed research question, pragmatism is regarded 

as an appropriate theoretical stance, having the capacity to accommodate the selected 

research designs and methods for this study. 

4.3 Research Design 

The primary purpose of the present research is to conceptualise the role if IoHE for 

the emerging global economy and a national export education industry. This purpose 

is achieved through building an explanatory theory, which is an objective of the 

instrumental Case Study One and testing this theory in the context of the instrumental 

Case Study Two.  Some common approaches to building a theory include   

This study, concerned with an evolving, context-sensitive process such as IoHE, and 

its role in the emerging global knowledge economy, demands a holistic understanding 

of the phenomenon, as well as its global and local socio-economic impacts. As there 
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is scant literature discussing this topic, evaluating broader impacts of IoHE remains a 

persistent challenge for the IoHE research. While considering an appropriate research 

design for this study, the author identified two large scale inquiries7  reported by 

Egron-Polak and Hudson (2014) and Egron-Polak, et al., (2015), into this issue. In 

these studies, survey design was used to capture the big picture of IoHE processes in 

the global and European contexts. The surveys focused on internationalisation 

practitioners’ perceptions, and views on pragmatic aspects of internationalisation 

(Egron-Polak, et al., 2015). Although the survey research design allowed gathering 

valuable perceptions, rooted in pragmatic ways of knowing, it was not suitable for 

developing and testing an explanatory theory; these are concerns inherent in survey 

methodology (Wolf, Joye, Smith, & Fu, 2016).  

 

To build conceptualisations, beyond individual perceptions, both flexible and rigorous 

methodological tools were needed. Mixed methods and case study designs offer the 

necessary affordances and are commonly used in the research concerned with specific 

aspects of IoHE (Deardorff & van Gaalen, 2012). Mixed methods case studies draw 

from a plethora of worldviews, resources, and methods. The following section 

establishes a rationale for a particular blend that is suitable for the purpose of this 

inquiry and answering the research question. 

 

7 The IAU 4th Global Survey (2014) was conducted by the International Association of Universities 

across 1 336 HEIs in 131 countries around the world.  The European Association for International 

Education (EAIE) Barometer: Internationalisation in Europe (2013-2014) focussed on 1 500 HEIs in 

33 countries in the European Higher Education Area (Egron-Polak, et al., 2015)  
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 Mixed Methods Design  

While the previous section established the relationship between the pragmatic stance 

and mixed methods, this section explains how mixed methods fit in the overall 

methodology of the research. The author utilises mixed methods in an unorthodox 

way, and this section explains the specific approach to mixed methods taken in this 

thesis. Although the paradigm wars (Gage, 1989) are no longer on the agenda, 

conceptualising mixed method methodology, with a growing body of literature on 

mixed methods, remains a problematic endeavour (Creswell, 2014). Mixed methods 

methodology is perceived, commonly, as a type of research combining the qualitative 

and quantitative research approaches. The literature, however, is replete with 

competing definitions, with no final answer on whether mixed methods must include 

both qualitative and quantitative approaches (Johnson, Onwuegbuzie & Turner, 

2007). Some scholars advocate for redrawing the boundaries of mixed methods 

methodology because it has outgrown the qualitative versus quantitative dichotomy. 

This argument has gained support from the Mixed Methods International Research 

Association (MMIRA), which has articulated future directions for the development of 

the mixed methods field in The Future of Mixed Methods: A Five Year Projection to 

2020 report (Mertens, et al., 2017). The researchers suggest the following minimum 

criteria for identifying a research as mixed methods: “Use of more than one method, 

methodology, approach, theoretical or paradigmatic framework and integration of 

results from those different components” (Mertens, et al., 2017, p.4), as long as there 

is clear indication of a mixed methods interpretation. This position aligns with the 

pragmatic stance and the purpose of the present investigation, which seeks to integrate 

various approaches and employ all resources, methods and procedures available to 

design and test a holistic explanatory theory for IoHE. 
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Mixed methods theorists agree upon four major types of studies suitable for mixed 

method research design: exploratory, explanatory, embedded, and triangulation 

(Creswell, Plano-Clark, Gutmann, & Hanson, 2003). A more recent taxonomy by 

Creswell (2014) classifies mixed methods research as convergent parallel, 

explanatory sequential and exploratory sequential designs. For the current study, 

convergent parallel mixed methods design is seen as an appropriate strategy serving 

the overarching purpose of the research. The convergent parallel design used in this 

study involves a comprehensive response to the research question through concurrent 

collection and integration of quantitative and qualitative data which, as suggested by 

leading researchers in this field, inform the interpretation of overall findings 

(Creswell, 2014; Morgan, 2014; Teddlie & Tashakkori, 2009). Contradictions or 

incongruences that emerged in the overall results were further probed or explained to 

complement both the grounded theory method utilised for Case Study One, and the 

content analysis employed in Case Study Two.  

The scope of the research embraced overlapping interdisciplinary paradigms and 

fields including neoliberalism, globalisation, post-colonial studies, IoHE, global 

education policy field, and other related areas. Borrowing and integrating the 

methodological approaches used in these fields contributed to defining the role of 

IoHE in the emerging global knowledge economy. The research progression involved 

the abductive movement from fragmented data towards developing and testing an 

explanatory theory. By mixing various approaches, strategies and methods, the author 

aimed to resolve the research sub-questions at each stage of the research. The 

qualitative approach is predominant, while some quantitative data contributes to the 

findings (such as survey results for Case Study One). To resolve the primary research 
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question, and the sub-questions guiding the case studies, the mixed methods approach 

allows the tailoring of methods and procedures to suit best the purpose, and the varied 

primary and secondary datasets, of each case study (as described in Sections 4.4 - 4.6).  

The author, therefore, employed the affordances of the mixed methods research design 

as in some other recent research into IoHE practice (see, for example, Bedenlier and 

Zawacki-Richter, 2015; Cots, Aguilar, Mas-Alcolea, and Lanes, 2016). Johnson et al. 

(2007) and Niglas (2010) argue that mixed methods is a multidimensional set of 

philosophical, methodological and interdisciplinary continua, which creates an 

interactive space for diverse methodologies and research techniques. Similarly, this 

thesis engages mixed methods design in a much broader way to combine 

pragmatically the diverse methodological inventory across two case studies with high-

level theoretical tools (as explained in Chapter 3); is less focussed on merging the 

qualitative and quantitative paradigms. 

Building on pragmatic mixed-methods approaches, the author pursues a 

comprehensive inquiry featuring which had no theoretical constraints for the study 

(Duram, 2012). Creswell (2014), for instance, highlights the following symbiotic 

features of pragmatism and mixed methods. Pragmatism and mixed methods seek to 

provide the best understanding of a phenomenon, process or a research problem, 

which aligns with the purpose of this research. Similarly to pragmatism, which 

transcends beyond one system of philosophy and reality, mixed methods research 

builds on both quantitative and qualitative assumptions, as well as combinations of 

theoretical and philosophical frameworks. Both approaches allow for an individual 

researcher’s freedom of choice of methods, techniques, and procedures to serve the 

needs of the present study (Creswell, 2014).  Both approaches are particularly relevant 
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in this research, for a holistic explanation of the IoHE processes, because they provide 

a wide range of tools for investigating the case studies positioned within diverse 

historical, political, socio-economic contexts that affect the IoHE practice. 

Pragmatism and mixed methods design allows the most contextually relevant data 

collection and analysis methods to be elicited without being constrained by one way 

of investigation (as discussed further in Sections 4.4 and 4.5). 

 Instrumental Case Study  

The variations of research designs aligned with mixed methods are numerous and 

diverse; hence, an appropriate selection relies on pragmatic considerations, such as, 

which design works best for answering the research question in the given contexts. 

The case study design is one of the most commonly used strategies in IoHE research 

(Deardorff & van Gaalen, 2012). It has been employed in both seminal theory 

generating studies (for example, de Wit et al., 2015; Knight, 2014b), and in context-

specific works presenting worldwide perspectives on IoHE (de Wit, et al., 2015, 

2017b; Foskett & Maringe, 2010; Orelus, et al., 2014; Zajda, 2015). Following the 

mainstream research design, which has shown its worth in the field, the present 

investigation draws on two case studies carried out in New Zealand and Indonesia.  
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In the present thesis, the multiple instrumental case study design (Stake, 1995) was 

adopted to investigate the subsidiary research questions, and consequently answer the 

main research question. As demonstrated in Figure 10, the research design featured 

two instrumental case studies comprising specific methods best suited for 

investigating the subsidiary questions in each case.  

 
Figure 10. Multiple Instrumental Case Study Research Design   
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Case Study One was concerned with IoHE in the New Zealand export education 

industry and focussed on developing an explanatory theory in a western context. Case 

Study Two, in Indonesia, was undertaken to test the proposed theory in a non-western 

context and to develop a deeper understanding of IoHE in both countries.  

While the classic, or intrinsic, case study involves in-depth inquiry into a specific and 

intricate phenomenon and its context (Yin, 2013), an instrumental case study is 

dominated by an issue and interest in knowledge beyond a particular case (Stake, 

1995), which, to a certain extent, allows redrawing generalisations or building a theory 

(Eisenhardt, & Graebner, 2007; Grandy, 2010). A similar approach was utilised by 

Leask (2013a; 2015) in her investigation of internationalisation of the curriculum 

based on cross-case studies of disciplines and universities, resulting in a robust theory 

for the internationalisation of the curriculum. Another example of an instrumental 

case study design is found in Falk’s (2003) investigation of leadership theory, which 

explores the context and characteristics of leadership and builds an efficient leadership 

intervention model. Falk (2003) advocates for an instrumental case study approach to 

the research demanding knowledge-building associated with theory-building, and 

theory-testing for broader scale model applications (Falk, 2003). As demonstrated by 

Stein, Rocco and Goldenetz (2000), an instrumental case study design is suitable for 

achieving such a goal.  

The mixed methods instrumental case study design for the current research includes 

two advantages. Firstly, it allows for generating and testing a theory, and thus fits the 

purpose of the research; secondly, this design is compatible with the theoretical 

stance, methodological approach and the research procedures selected for the current 

research. For instance, Falk’s (2003) instrumental case study design incorporates 
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mixed methods approach and procedures (methods triangulation, document analysis, 

survey, individual and group semi-structured interview recordings and field notes). 

Such flexibility is relevant to this research concerned with the complex issues of IoHE, 

because it allows approaches to be tailored according to the pragmatics and the context 

of a study. Specifically, both case studies in this research utilise convergent parallel 

mixed methods for data collection (as further explained in Section 4.4), but the data 

analysis methods markedly vary due to the different objectives for each case study, as 

discussed earlier in this section.  A pragmatic combination of these approaches shaped 

the research design for the present study, which is further discussed in regard to 

specific data collection and data analysis methods applied for each case study.   

4.4 Data Collection Methods 

Mixed methods approach is used for data collection in education studies because it 

allows better access to respondents. In this thesis, the author used nonprobability 

sampling techniques to collect the primaty and secondary data. Semi-structured 

interviews and surveys, which elicited the participants’ practical experiences and 

perspectives, were selected as strategies to gather the primary data. The 

methodological flexibility of the mixed methods approach, therefore, allowed the 

author to generate rich, in-depth data (Wisdom & Creswell, 2013) from multiple data 

sources and analytical methods, as demonstrated in Figure 11.  
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Figure 11. The Variations in Convergent Parallel Mixed Methods within the Multiple 

Instrumental Case Study Research Design 

 

Case Study One utilised three major sources of the primary and secondary data, 

namely extant documents, semi-structured interviews, field notes, and surveys. Data 

were collected from Education New Zealand and a New Zealand University (hereafter 

referred to as the NZU or the University) as the key institutional agents of the 

international education industry field in New Zealand. Case Study Two builds on the 

extant documents and semi-structured interviews collected from nine public and 

private universities located in an Indonesian city. Since this research is focussed on 

small samples of expert informants with professional knowledge of IoHE, it is 

important to maximise data gathering opportunities using various methods and 

procedures particularly suited to certain settings and groups of participants. The 

participant selection, sampling logic, as well as other data generation procedures are 

outlined in the following sections with regards to case-by-case variations. 

Data analysis

Grounded Theory Method Content Analysis Method

Data collection

Semi-structured interviews; Online 
surveys; Purposive/theoretical sampling  

Purposive sampling; Semi-structured 
interviews

Purpose 

Building an explanatory theory Testing an explanatory theory

Instrumental Case Study Design

Case study One (New Zealand) Case Study Two (Indonesia)
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 Participant Selection and Research Settings.  

This research targeted a small expert population to recruit participants. The primary 

sources of data (interview recordings, field notes and online surveys) were collected 

from two categories of human participants involved in the IoHE process, namely, the 

government officials and the university sector representatives from New Zealand and 

Indonesia. The former category comprises the officials employed within the ministries 

and other governmental bodies concerned with IoHE and the international education 

industry (such as Education New Zealand and the Ministry of Research and 

Technology, and Higher Education of the Republic of Indonesia).  

The university sector representatives included predominantly senior academic and 

professional staff immediately involved with the field of IoHE, for instance, those 

working in the international offices, or in roles with an international focus at the 

Faculty level (for example, International Manager, Associate Dean International, or 

vice-Rector Partnerships). The selection also included non-managerial staff, 

performing internationalisation functions (strategic engagement / marketing / student 

recruitment / international support teams). Initial website scoping revealed a number 

of internationalisation-related roles within the government and university bodies in 

New Zealand and Indonesia. 

The initial sample size for the government officials and the university sector 

representatives combined was up to 10 potential interviewees per country, while a 

larger sample of non-managerial staff was expected to include up to 30 potential 

survey respondents from each country (40 respondents for each case study in total). 

Because of the small size of the target population in both researched contexts, the 
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actual numbers of the participants were lower than the initial estimates. The approach 

to the participants and specific data collection methods varied in the New Zealand and 

Indonesian contexts. The specific groups targeted for participation are presented in 

Table 3 and will be discussed further in this section. 

Table 3. An Overview of the Participants’ Recruitment and the Data Collection 

Procedures applied for Case Study One (New Zealand) and Case Study Two 

(Indonesia). 

 

                                                              

Participants & target population 

Data collection Method 

Interviews Online Survey 

C
a

se
 S

tu
d

y
 O

n
e
 

Education New Zealand (Top/middle 

management; staff) 

5 7 

The New Zealand University (Senior 

academics & professional staff)  

6 9 

C
a

se
 S

tu
d

y
 T

w
o

 

Kemenristekdikti (Top/middle 

management; staff)  

n/a n/a 

Seven universities in  an Indonesian city 

(Senior academics & professional staff) 

11 n/a 

 

For the New Zealand Case Study, the sample included a limited number of participants 

with expert knowledge in IoHE from two major institutional agents, Education New 

Zealand, and the University. ENZ is a Crown agency responsible for the promotion 

of the international education industry, including the proliferation of IoHE initiatives. 

The New Zealand University is the major stakeholder of IoHE on the New Zealand 

university sector by inbound and outbound mobility, global partnerships and other 
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IoHE initiatives. Both organisations were actively involved with IoHE and had an 

impact on the international education industry in New Zealand.  

For Case Study Two, the key institutional stakeholders included the Ministry of 

Research and Technology and Higher Education of the Republic of Indonesia 

(Kemenristekdikti), and public and private universities involved with IoHE. At the 

time of the data collection, Kemenristekdikti was in the process of restructuring, 

which hindered the participants’ recruitment. The requests for the interview and 

survey participants’ recruitment was unsuccessful. Hence, the decision was made to 

limit the primary data collection in Indonesia to the university sector participants.  

 Nonprobability Sampling  

This research targeted a specialised field of IoHE practice in New Zealand and 

Indonesia and sought insights from expert practitioners in the international education 

industry. It utilised a blend of nonprobability sampling techniques, including 

purposive sampling of the target population (Morse, 2004), and theoretical sampling 

as a part of the grounded theory method. These sampling procedures are explained 

and justified in the following paragraphs to provide clarity for their application and 

relevance. 

 At the early stages of the current research, the purposive sampling logic targeted a 

very limited population with the expert knowledge of the international education 

industry and IoHE practice at the national and the university levels (as described in 

Section 4.4.5). Purposive sampling was applied to select in a non-random manner 

(Battaglia, 2008) practitioners who were immediately involved with international 
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education and were able thus to provide meaningful insights on IoHE in the context 

of their organisation. The same sampling approach to the extant legislative and 

strategic documents allowed the policy settings and global macro-trends influencing 

the international education industry, to be considered. This type of sampling was 

selected because IoHE research relies commonly on expert knowledge of the 

practitioners working in the field of international education, as described by Foskett 

and Maringe, (2010), Egron-Polak et al. (2015), and Hudzik (2015). 

Theoretical sampling (Glaser & Strauss, 1967) is an essential a part of the grounded 

theory method utilised in Case Study One; it involves the concurrent data collection, 

coding and analysis with the purpose of building theory from the data (Charmaz, 

2014). Theoretical sampling allowed for altering the target population pool, the course 

of the analysis, and the emergent theory for a more profound investigation of the 

research question. These affordances are critical for grounded theory research and are 

commonly used for theory-building purposes (Bryant & Charmaz, 2007; Corbin, & 

Strauss, 2015).  

 As the research progressed with the grounded theory method, theoretical sampling 

focussed on codes and categories that emerged from the initial primary data; it sought 

to locate both supportive, and unsupportive data, in further interviews and the extant 

documents (as explained in Sections 5.1 and 5.4). For instance, the ‘personal contact’ 

code emerged in early New Zealand and Indonesian interviews; for this reason, in the 

later interviews with other participants, the author specifically asked about this 

concept and its relevance for the IoHE practice. Gathering a range of responses 

regarding this concept led to elevating ‘personal contact’ to a focussed code, which 

was further subsumed by the emergent ‘collaboration between the stakeholders’ 
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category. Hence, using theoretical sampling ensured the rigour of the emergent codes, 

categories and, consequently, the explanatory theory.  

Unlike probability sampling based on the random selection, non-probability sampling 

favours pragmatic and subjective selection methods. This approach is appropriate in 

this research because the participants, who are representative of the relevant 

population, can be accessed. Due to non-homogenous contexts wherein the research 

was carried out, various pragmatic combinations of non-probability sampling were 

applied to gather primary and secondary data for Case Study One and Case Study 

Two, as described in the following sections. 

 Semi-Structured Interviews  

This section justifies the use of semi-structured interviews and field notes to gather 

data in this research. The use of semi-structured interviews based on a predetermined 

set of open-ended questions is a common strategy (Given, 2008) used for data 

collection in qualitative and mixed methods research. Recordings of semi-structured 

interviews and the writing of field notes, in person or via Skype, are considered to be 

a productive data collection method (Newby, 2010), suitable for interacting with 

participants within tight time limits. This method appeared to be most appropriate 

because semi-structured interviews facilitate and engage participants in a safe, guided 

conversation using a flexible set of research-oriented questions (Yin, 2013). An 

advantage of such an approach, in comparison with unstructured interviews, is that 

researchers retain both control and flexibility during interviews, yet provide 

respondents with the freedom to express their subjective perspectives. In both case 

studies, careful wording of questions was important for a number of reasons: Firstly, 
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at the recruitment stage some potential participants requested a list of the questions to 

ensure their expertise was relevant to the purpose of the research; secondly, precise 

wording was necessary to avoid involuntarily prompting responses by participants; 

finally, some questions were specifically worded to encourage participants to reveal 

the most problematic aspects of their practice through-provoking more open and 

creative thinking, without evoking defensive behaviour. An example of such a 

question was: “If you had a magic wand and could instantly change three things 

regarding IoHE, what would these be?” Another strategy used by the author was to 

encourage interviewees to talk about the greatest success, and the greatest failure, of 

an organisation, university or department related to IoHE. These questions were 

surprisingly helpful for revealing additional information on the major issues and 

challenges of IoHE in both contexts. 

Over a period of six months (October 2016 – March 2017), ten interviews were 

conducted for Case Study One in New Zealand. Five participants were recruited from 

ENZ, which include three respondents representing top-management; two other 

participants who held middle-management positions. Six more participants were 

recruited from senior academic and professional staff in roles immediately concerned 

with IoHE. Two participants, one from each organisation, subsequently decided to 

withdraw from participation; their data were entirely excluded from Case Study One 

interview datasets.  

In the course of Case Study Two (Indonesia), eleven interviews were undertaken from 

seven HEIs, including three public and four private universities in an Indonesian city. 

The data collection took place in April 2017 during fieldwork in an Indonesian city. 

Prior to this (February – March 2017); two interviews were conducted with the 
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representatives of a sampled HEI during their visit to the University. The names of 

the HEIs will remain confidential to protect the participants’ identities due to the 

limited number of people immediately involved with IoHE in the sampled HEIs, 

especially at smaller universities.  

An invitation to participate in the 30 to 40-minute interview recordings and the 

gathering of field notes, was sent to staff emails; email addresses were obtained from 

their professional profiles online. Participant information sheets and consent forms 

were attached to the emails. The interviews were undertaken in discreet offices at a 

time suitable for each participant; most interviews lasted approximately 60 minutes. 

With the participant’s permission, the researcher wrote field notes and conducted and 

audio-recorded each interview. Prior to the interview, participants were asked to bring 

the material with them that might assist in explaining any internationalisation 

activities with which they were involved. With the participants’ approval, these non-

confidential examples of professional activities were digitised or photocopied, and 

original copies returned. Completion of consent forms prior to interviews indicated 

that informed consent had been given by the participant. The list of indicative 

interview questions is found in Appendix B. As the interviews were semi-structured. 

The sequence and wording of the questions were adjusted during the interview as 

needed, including variations concerned with the iterative nature of the sampling.   

 Online Surveys  

The section describes and justifies the use of online surveys to gather subsidiary data 

from a wider range of potential respondents and to gain insights from non-managerial 

staff involved with the IoHE initiatives in Education New Zealand and the University. 
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The survey questions elicited respondents’ views on the IoHE practice and the 

implementation of the IoHE strategies in their organisations.  

Surveys are standard and versatile data collection methods used widely in social 

studies, education, marketing and statistics (Glock et al., 1967; Groves et al., 2009).  

Their advantages, challenges and practical applications have been covered 

comprehensively in the research literature (see Wolf et al., 2016). Surveys can take 

the form of standardised paper-based or online questionnaires, delivered to the target 

population, or a pre-selected sample, to facilitate access to a large number of 

participants within a short timeframe (Vehovar & Manfreda, 2008). Over the last two 

to three decades, technological advancements have meant that computer-assisted data 

collection tools have become indispensable for academic research (Best & Krueger, 

2008; Fielding, Lee, & Blank, 2008).  In this thesis, preference was given to online 

surveys because of the affordance of their cost-efficiency, convenience and data 

management, which were particularly useful with the limited timeframe of a PhD 

research study.  

In the present research, an online data collection and management platform Qualtrics 

was used to reach a broader range of potential participants in non-managerial roles at 

ENZ, Kemenristekdikti, and at the University. An anonymous 10-20 minute on-line a 

survey included multiple-choice and open-ended questions (as listed in Appendix C). 

The surveys were customised for each organisation to increase the relevance and 

accuracy of the responses. The participant information sheets, containing a link to the 

relevant survey, were sent to the top/ middle management emails as found in their 

professional profiles. Invitations to their staff to complete an on-line survey were 

included in the emails, which management was requested to forward on the 
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researcher’s behalf. Participant information sheets were attached to these emails 

informing participants that the survey was anonymous, data would be kept 

confidential, and that completion of the on-line survey indicated the participant had 

given informed consent. As the initial sample of non-managerial staff comprised up 

to 30 potential survey respondents from each country, low return rates were expected. 

These are presented in Table 4.  

Table 4. The number of completed surveys for Case Study One and Case Study Two 
 

Organisation Distribution Completed 

surveys 

C
a

se
 S

tu
d

y
 

O
n

e 

Education New 

Zealand 
Up to 50 7 

The New Zealand 

University 
Up to 30 9 

C
a

se
 S

tu
d

y
 

T
w

o
 

MoRTHE, the 

Republic of Indonesia 

(Kemenristekdikti – 

B.I) 

Up to 50 0 

These completion rates were satisfactory for Case Study One due to the objectively 

small target population at ENZ and the University. However, quantitative analysis 

was deemed impossible due to the limited number of responses. Instead, non-

generalisable quantitative insights were used to provide data on the institutional 

context, while the open-ended responses from the survey data were analysed 

qualitatively and incorporated in the interview and field notes datasets to provide 

further valuable insights and contribute to theoretical saturation.  

The unsuccessful recruitment of participants for the survey at the MoRTHE made the 

researcher reconsider the pragmatic value of the survey approach in the Indonesian 

context. Consequently, survey data were not collected across the selected universities 
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in an Indonesian city, and, instead, time and effort were invested in networking, 

interview recruitment and conducting face-to-face interviews to generate a sufficient 

dataset suitable for Case Study Two. 

The initial research proposal also included the Indonesian international students 

enrolled in postgraduate programmes at the University. These students were invited 

to participate in an anonymous 10- to 20-minute on-line survey to investigate their 

internationalisation experiences and provide insights on if internationalisation 

initiatives work for them. An email invitation to participate in this survey was sent to 

the Auckland Indonesian Students Association email as found at the University 

website, with a participant information sheet attached indicating that completion of 

the on-line survey constituted the participant had given informed consent.  

A pragmatic decision was made not to include the data collected from international 

students. While the student perspectives on IoHE were valuable for identifying the 

enhancement of the student experience, they were not for answering the research 

question. Data from these Indonesian students, however, could contribute to 

improving the student experience and the pastoral care at the University, and will be 

published separately from the present research project.  

 Analysis of Extant Strategic, Legislative and Policy Documents 

The next step in the research was the purposive sampling of secondary sources of 

data. The selection criteria included public availability, accessibility in the English 

language (for Indonesian documents), and relevance to the respective case studies of 

New Zealand and Indonesia. The selection of the documents was driven by the logical 
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assumption that the strategic, legislative and policy documents guiding the 

performance of the major institutional stakeholders in the respective fields would be 

representative cross-sectional samples of other similar institutions in New Zealand 

and Indonesia.  

As demonstrated in Table 5, the sample focussed primarily on the government-level 

extant documents for both cases (except for the University Strategic Plan). Case Study 

One also included the NZU strategic documents, because they were accessible, as well 

as insights from the New Zealand participants (including government participants) 

confirming the NZU contributions to policy changes concerned with IoHE. A 

pragmatic decision was not to include the university strategic documents in Case 

Study Two, because the available primary and secondary sources provided rich data, 

which was sufficient for the primary purpose of the Case Study Two, for testing the 

proposed theory. 
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Table 5. The Purposive Sampling of the Extant Documents Underpinning Regulating 

IoHE in New Zealand and Indonesia 

Stakeholders The New Zealand 

extant documents 

The extant Indonesian 

documents 

Government The Education Act 

(1989) 

Higher Education Long Term 

Strategic Plan (2003-2010) 

Tertiary Education 

Strategy (2014-2019)  

Act no. 12 the year 2012 on 

Higher Education (2012) 

The Business Growth 

Agenda (2017) 

National Medium Term 

Development Plan  (2015-

2019)   

 

Education (Pastoral Care of 

International Students) Code of 

Practice (2016)8  

Strategic Plan of the Ministry 

of Research and Technology 

and Higher Education (2015 - 

2019) 

Leadership Statement 

for International 

Education (2011) 

 

Statement of Intent 

(2016-2020) 

Tertiary sector Strategic Plan of the 

New Zealand 

University (2013-2020) 

International Strategy 

of the New Zealand 

University (2014-2020) 

4.5 Data Analysis Methods 

As purpose of Case Study One was to develop an explanatory theory for the 

phenomenon of IoHE in the context of the New Zealand export education industry, 

the data analysis method needed to be robust, processual and evolutionary; rooted 

 

8 International Student Wellbeing Strategy was launched in June 2017; the draft of New Zealand’s International 

Education Strategy 2018-2023 remained under review. after the completion of the secondary data analysis. Thus, 

these documents were not included into the document analysis. However, both documents were an important 

reference point reflecting the progress made towards tackling one of the pressing IoHE challenges in New 

Zealand, and the overall development of the industry.  
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primarily in reality shaped by human activity, rather than by pre-conceived 

conceptualisations of a phenomenon (Charmaz & Henwood, 2007; Strübing, 2011). 

Additionally, a selected method had to have synergy with the overall theoretical 

stance, the research design and data collection methods. The grounded theory method, 

as described in Bryant and Charmaz (2007), is an appropriate approach satisfying the 

criteria as mentioned earlier; it is used, therefore, as the major data analysis method 

in Case Study One. The method and the specific procedures used in the course of the 

data analysis and the theory-building are explained in Sections 0 - 4.5.4.  However, 

the author agrees with Bryant and Charmaz (2007) regarding the limits of the 

grounded theory and admits that for testing the proposed theory in Case Study Two 

the grounded theory method procedures were neither feasible nor necessary.   

The purpose of the Case Study Two (Indonesia) was to test the explanatory theory for 

IoHE, which emerged as a result of a grounded theory method analysis of the data 

from Case Study One. A primary objective for the data analysis in Case Study Two 

was to seek evidence which either supported or refuted the proposed theory. As 

explained in Section 4.4, due to resource constraints, the data in Case Study Two were 

collected over one week in 2017 via purposive sampling of practitioners involved with 

IoHE at seven Indonesian universities. This approach to data collection does not fit 

into iterative procedures of the grounded theory method (as discussed further in 

Sections 4.5.1 –  4.5.4).  

The Indonesian dataset was not intended to be used for the theory-building purposes, 

but rather for testing an emergent theory resulting from Case Study One dataset; it 

was not intended to be incorporated into the grounded theory method analysis. 

Alternatively, content analysis was employed as a reliable and straightforward method 
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(Given, 2008) that is appropriate to the research (sub) questions and the flexibility of 

mixed methods design, and can be used to confirm or refute the prosed theory, as 

described in Section 4.5.5.  

 Grounded Theory Method 

This section presents the grounded theory as the primary data analysis method used 

in Case Study One (New Zealand) utilised for theory building. The grounded theory 

method originates in the seminal work by Glaser and Strauss (1967), who 

revolutionised the field of social science by arguing that an innovative theory emerges 

throughout an iterative process of interaction with data, as opposed to the reliance on 

the existing theories. Theoretically and methodologically Straussian grounded theory 

(Strauss & Corbin, 1990) is rooted in the intellectual tradition of pragmatism 

(Strübing, 2011), whereas contemporary grounded theory method research applies to 

post-constructivist paradigms (Clarke, 2005; Charmaz, 2006). For this research 

project, the grounded theory method was informed primarily by Charmaz’s (2014) 

constructivist grounded theory and complied with the author’s theoretical stance. As 

compared to Straussian (Strauss & Corbin, 1990) and Glaserian (Glaser, 1992) 

versions of the grounded theory, Charmaz’s (2014) constructivist grounded theory 

method provides more pragmatic, yet robust, guidelines for the analytical process.  

There is a growing body of literature highlighting the natural links between the 

grounded theory method, pragmatism and mixed methods (for example, Charmaz, 

2014; Johnson, McGowan, & Turner, 2010). As expanded by Guetterman, Babchuk, 

Howell Smith, and Stevens (2019) and Reichertz (2007), a combination of 

contemporary iterations of the grounded theory method, pragmatism and mixed 
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methods forms a rigorous approach, which is particularly useful for practical theory 

building. Hence, the grounded theory method synergically aligns with the pragmatic, 

post-constructivist stance and mixed methods approach used in the present research. 

The following sections provide a detailed description of the grounded theory method 

procedures used for the data analysis within Case Study One.  

The grounded theory method was selected as a potent analytical tool that was 

particularly useful for current research due to several reasons. Firstly, this method was 

specially designed for constructing a new theory. This was a significant advantage of 

the grounded theory method over other methods because the purpose of Case Study 

One was to develop a theory grounded in a specific context.  

Secondly, the grounded theory method fitted with the intended data collection 

arrangements made for Case Study One and was flexible enough to withstand the 

unexpected contingencies with the surveys (as explained in Section 4.4.4). In the 

grounded theory method, data collection and emerging analysis progress 

simultaneously, which was particularly convenient within the tight timeframe of a 

doctoral thesis. This approach allowed for adjusting the focus and ensuring relevance 

in the course of the data collection and achieving a higher theoretical level in the 

analysis (Bryant, Casper, Charmaz, & Wittgenstein, 2007).  

Thirdly, from the practical point of view, the author selected the grounded theory 

method as a systematic tool facilitating the process of the data analysis. The grounded 

theory method analytical procedures helped structure and interpret the emerging data 

in a meaningful and rigorous way. Thus, the grounded theory method allowed for 

embracing both the complexity of the data and the richness of new knowledge 
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emerging from the perspectives of the participants via interview and surveys, as well 

as the extant documents. In the grounded theory method, data analysis follows two 

critical principles: 1) Everything emerging from the data, such as codes or categories 

is a concept; 2) the analysis of the concepts must be aligned research questions (Birks 

& Mills, 2015). Whilst the vocabulary describing the conceptual terminology in the 

grounded theory method varies across the literature, grounded theorists agree upon 

actual procedures underpinning the process of the data analysis. As demonstrated in 

Figure 12, the critical procedures of grounded theory method utilised in this research 

involved initial and focussed coding, generating categories from the data, constant 

comparative analysis of the emerging codes and categories, identifying the properties 

of the categories and constructing theoretical concepts, and finally developing the 

theory (Birks & Mills, 2015; Charmaz, 2014). These procedures will be discussed in 

the following sections.  
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Figure 12. The Grounded Theory Method Data Analysis Procedures for Case Study 

One  

Source: The author. 
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 Initial and Focussed Coding  

In Case Study One, data analysis started with the initial and focussed coding of the 

interview recordings and field notes, aggregated open-ended survey responses and 

then proceeded to extant documents. Charmaz (2014) notes that in the grounded 

theory method coding process comprises at least two consecutive phases:1) Initial (or 

open) coding which is naming or labelling the data segments; and 2) focussed coding, 

which involves selecting the most significant or frequent codes. If the former is the 

first sense-making encounter with the data, the latter allows organising and integrating 

the data for further conceptualisation. In this analysis, constant comparisons were 

particularly important because of the dataset structure. As explained in Section 4.4, 

the data were collected from three source types (documents, interviews, field notes 

and surveys) at two sources, namely ENZ9 (including the government policies) and 

the University of Auckland. Hence, initial and focussed coding was performed 

simultaneously with the two data collections, and the codes were compared by data 

type and by an organisation; the primary data was the priority for the analysis (Figure 

13).  

The interview recordings and field notes were coded initially as soon as they were 

received from whichever organisation. The data management system NVivo 12 

facilitated the data analysis and storage, and the coding process. The survey reports 

were initially coded while the collection interview data was still in progress. The 

extant documents were analysed at a later stage after the focussed coding of the 

 

9 A survey open-ended response is a government agency thus legislature and the government policy 

documents were included in the EducationNZ dataset.     
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primary data had reached theoretical saturation, because before that there was a risk 

that extant documents might strongly affect the author’s perception of the data. The 

initial and focussed codes found in the extant documents were integrated with the rest 

of the data at a later stage.  

 

 
Figure 13. Grounded Theory Method Analytical Procedures for the ENZ and NZU 

Datasets 
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Depending on the data type, and purpose of the research and level of abstraction, 

common coding techniques may include word-by-word, line-by-line or incident-by-

incident coding. Line-by-line coding is the technique of choice here because Case 

Study One utilises predominantly textual data (extant documents, interviews and field 

notes, and survey reports), and this technique is suitable for the types of data under 

analysis; whereas focussing the researcher’s attention on the variations and nuances 

found within each text, line-by-line coding enables constant comparisons across the 

datasets. Focused coding aims to identify significant and analytically potent codes 

scaffolding the emergent categories (Charmaz, 2014). Birks and Mills (2015) argue 

that constant comparisons between concepts are a distinctive feature, differentiating 

grounded theory method from other qualitative methodologies. The constant 

comparisons of initial codes follow the logic of abductive reasoning (Glaser & 

Strauss, 1967), and allow systematic engagement with the data.  

At this stage, the author transited from exploring and labelling the raw data to 

informed interpreting of coding patterns. This process involved elevating initial codes 

to focussed-code status, which tended to incorporate several initial codes and feature 

a higher-level of abstraction (Charmaz, 2006). For example, in coding the challenges 

for IoHE in New Zealand, as perceived by interviewees and survey participants, the 

initial codes “having staffing and financial constraints”, “needing more resources to 

increase market presence”, and “having not enough manpower”, “the lack of 

resources”, which encompass the perspectives manifested in the initial codes. During 

the coding process, memo-writing facilitated the process and allowed grasping 

contours of the future-focussed codes and emergent (sub)categories and potential 

relations between the concepts. Memos, concept maps, and data visualisation tools 
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found in NVivo12 (as exemplified in Figure 14) were used to organise the codes and 

establish initial connections. Figure 14 provides an example of mind-mapping, which 

facilitates the constant comparison of the initial codes relevant to the challenges of 

IoHE in the context of the New Zealand export education industry. 

Figure 14. NVivo12 Mind-map Visualisation: Codes Labelled as “Challenges” (Case Study 

One)  

It is crucial that the researcher develops theoretical sensitivity, or an ability to 

construct concepts from data and connect them with models of theory in general 

(Glaser, 1998). Memoing, in combination with the constant comparison method and 

theoretical coding, revealed the emergent relations between the focussed codes across 

the datasets and the Case Study One research sub-question. Specifically, the constant 
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comparisons sought to identify the critical features of IoHE the New Zealand export 

education industry, while a systematic search for patterns and variations (Charmaz, 

2014), revealed the data patterns underpinning the emergent categories. For instance, 

this approach identified that the focussed codes clustered around either economic or 

social impacts of IoHE of the international education industry. In the present study, 

constant comparison of the focussed codes and systematic memoing laid the 

foundation for a higher-level conceptualisation of the emergent categories, their 

properties and theoretical concepts. 

 Theoretical Coding: Categories, Subsidiary categories and 

Properties  

Theoretical coding is a complex analytical process, which is essential for constructing 

the categories, and their properties (Holton, 2007). Drawing on the Glaserian (2005) 

grounded theory, Kelle (2007) argues that it is possible to develop suitable theoretical 

codes based on a theoretical approach of one’s choice appropriate for the area under 

study and avoid introducing undesirable theoretical limitations. However, Charmaz 

(2014) warns against using extant theories unless they are “integral for understanding 

your data” otherwise “they do not have a place in your codes or in your later analysis” 

(p. 159). Building on these perspectives, the author adopted a theoretical coding 

approach to identify the properties of the focussed codes and the emergent 

subcategories. The following paragraphs explain how this coding approach enabled 

the synthesis of data culminating into four key categories.  

When generating new focussed codes across the datasets was no longer possible, the 

analysis had reached its theoretical saturation allowing categories to emerge 
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(Charmaz, 2014). The structure of the datasets in Case Study One posed a challenge 

for conceptualising categories from the focussed codes because it demanded iterative 

comparison across the datasets, and further integration of the data, which varied by 

the source type (documents, interview recordings and field notes, or survey) and 

organisation. For this reason, the author first generated the subsidiary categories for 

the primary datasets of ENZ and the New Zealand University and then introduced the 

subsidiary categories generated from the extant document dataset. The reverse process 

posed a risk of forcing pre-existing perspectives on the data. Thus the extant document 

analysis was conducted at a later stage.  

Following Braun and Clarke (2013), the author employed conceptual memoing, free 

writing and theoretical coding to identify the relations between focussed codes, their 

specific patterns, and, eventually, to develop consistent categories across all datasets. 

Although memos and free writing were utilised throughout the study, at this stage 

extensive conceptual memoing was time-consuming, but a particularly useful tool for 

conceptualising the emergent categories from the focussed codes, and for ensuring 

that theoretical saturation has been achieved. The theoretical codes that emerged from 

the data reflect concepts associated with Bourdieusian Theory of Practice and the 

knowledge economy paradigm, which serve as a theoretical framework for this thesis, 

as explained in Chapter Three. Thus, the theoretical codes based on this framework 

were labelled ‘Bourdieusian’, including generating economic, cultural, social and 

symbolic capital; and ‘knowledge economy’, comprising skilled workforce, 

innovation system, information infrastructure, conductive economic and institutional 

regime. 
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These theoretical codes were used to consider the properties of the emergent 

subsidiary categories and eventually to merge the subsidiary categories with the 

categories reflecting the entirety of all datasets. Constant comparison of the data, 

originating from different sources, ensured the diversity and variation of the gathered 

perspectives. Theoretical saturation of the emergent (sub) categories was achieved 

through systematic acknowledgement of all respondents’ views whether they were 

supporting or refuting other respondents’ views. Charmaz (2006) defines this as 

positive (supportive) or negative (unsupportive) cases and encourages serious 

reflection on negative cases because they offer the opportunity to raise the level of 

conceptual analysis and help refine the nascent theory. In this case study, for instance, 

negative cases, diverging from the mainstream perspectives, constituted the social 

licence category, which was instrumental in conceptualising an explanatory theory. 

Similar subsidiary categories were coded theoretically with Bourdieusian and 

knowledge economy codes, which reflected the consistency of their properties. The 

author questioned the real-world impact of the processes behind the labels of the 

emergent subsidiary categories through constant comparison and theoretical coding. 

Table 6 presents an integrated conceptual map reflecting the constant comparison of 

the subsidiary categories.   
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Table 6. Constructing Categories across the Datasets from Subsidiary Categories and 

their Properties.  

ENZ subcategories NZU subcategories 
Extant document 

analysis subcategories 

Bourdieusian 

theoretical codes  

Knowledge 

economy 

theoretical codes 

Categories 

• The industry’s 

revenue growth 

• Upscaling NZ 

workforce  

 

• The university’s 

revenue growth 

• Upscaling NZ 

workforce  

• Research 

commercialization 

• Economic 

contribution 

• Research 

commercialisatio

n  

• Talent acquisition 

• Generating 

economic/sym

bolic capital  

• Generating   

cultural/ 

social/economi

c capital 

• Skilled 

workforce 

 

New Zealand 

economic 

development  

• International 

benchmarking 

• Marketing 

strategies 

• Market 

diversification 

• Regional 

proposition 

• Digital marketing 

• Brand promotion 

challenges 

• International prestige 

• Recruitment strategies 

• Strategic markets 

outreach 

• Programs & 

scholarships 

• Recruitment 

challenges 

• International 

benchmark-ing 

• ICT & digital 

technologies 

• Market 

diversification 

• Regional 

proposition 

development 

• Generating 

symbolic/econ

omic capital 

• Skilled 

workforce 

• Innovation 

system 

Export 

education 

brand 

promotion 

• Government level 

collaboration 

• Export education 

providers 

• Offshore 

education agents 

• University-level 

collaborations 

• Internal challenges 

• National level 

collaborations  

• International strategic 

partnerships 

• National level 

collaborations 

• Policy alignment 

• Generating 

cultural/social/

economic 

capital 

• Conductive 

economic 

and  

institutional 

regime 

• Innovation 

system 

Industry 

stakeholders 

collaboration 

 

 

• Social licence 

challenge  

• Student 

experience & 

pastoral care 

• Social licence 

challenge;  

• Student experience & 

pastoral care 

• Social licence 

• Student 

experience 

• Generating 

Symbolic/ 

Social/ 

Cultural capital 

• Workforce 

• Innovation 

system 

Social licence 

 

The subcategories labelled as ‘upscaling New Zealand workforce’ and ‘talent 

acquisition’ were comprised of international student recruitment, brain gain, and 

internationalisation-at-home practices. The questions asked here were: Which type of 

Bourdieusian capital was generated because of these processes, and how did they 
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contribute to the knowledge economy? Defining the properties of the subsidiary 

categories as mentioned earlier allowed them to be connected to the industry/ 

university economic/revenue growth, thus, constructing the New Zealand economic 

development category. A detailed description and examples of the categories 

construction is found in Chapter Five. Therefore, theoretical coding developed for 

Case Study One ensured the rigour and clarity of the emergent categories and 

theoretical concepts.  

After the comprehensive categories and their properties were established, the author 

moved on to a higher level of analytical abstraction to generate theoretical concepts 

from the emerged categories. At this stage, once the properties of all subsidiary 

categories were well-defined, and new categories were no longer emerging from the 

constant comparison of the subcategories, theoretical saturation reached its limit. The 

constant comparisons and theoretical coding process were reiterated and resulted in 

the emergence of the four categories (as listed in Table 6). Whilst considering the 

properties of the emergent categories, the author referred back to the research sub-

question of Case Study One: What are the critical features of IoHE the New Zealand 

export education industry? The data, conceptual memos and maps were reviewed to 

ensure that no pertinent information was omitted and that the categories accurately 

reflect the data.  

 Constructing an Explanatory Theory 

The construction of an explanatory theory encompassing conceptual relations and 

“logical patterns of connectivity” (Birks & Mills, 2015, p. 108) is the ultimate goal of 

the grounded theory method. Although a nascent theory may not be universally 
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explanatory, it allows raising the level of analytical and conceptual abstraction, which 

may be achieved through the theoretical integration of the concepts, and relating to 

the existing literature in the field.  

Theoretical integration encompasses iterative sorting, re-developing and re-sorting of 

the conceptual memos, which allows the relations between categories and concepts to 

be identified. The author utilised theoretical integration of the emergent concepts to 

identify patterns and logical schemes for theoretical concepts (core categories) 

(Charmaz, 2014). The term ‘theoretical concept’ is used here to refer to contested 

grounded theory method notions of a core (central) category, core variable, central 

phenomenon, and social process (Birks & Mills, 2015). Essentially, all these notions 

describe a central category, relevant to a significant proportion of other emergent 

categories and their properties, and encompasses recurrent pattern variations across 

the data (Holton, 2007). Due to its relevance and explanatory power, a theoretical 

concept forms meaningful connections with other categories and an emergent theory 

(Glaser & Holton, 2004). The author’s terminological choice is purely pragmatic: 

Firstly, the notion is helpful to distinguish the emergent categories from higher-level 

theoretical concepts; secondly, a theoretical concept is seen as a neutral term capturing 

the essence of a core (central) category; and finally, the identified theoretical concepts 

are utilised for linking the categories with an emergent explanatory theory.   
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Drawing on all the analysed data subsumed by the four categories the author 

introduced two de novo theoretical concepts, labelled rationality and relationality. As 

shown in Figure 15, these theoretical concepts encapsulated the relationships arising 

from the data, and thus, the critical features of IoHE in the New Zealand export 

education industry.  

 
Figure 15. The Relations between the Emergent Categories, the Theoretical Concepts 

and their Properties (Case Study One) 

The theoretical concepts of rationality and relationality are instrumental in drafting a 

storyline (Strauss & Corbin, 1990), which assists with further theoretical integration. 

Strauss and Corbin (1990) view a storyline rooted in the data as a “descriptive 

narrative about the central phenomenon of the study,” (p. 116) and a means of 

conceptualizing the core categories (theoretical concepts). Another advantage of using 

a storyline is the potential for early detection of flaws in the emergent theory taking 

precedence in the data, which may be fixed via further theoretical sampling.  



 

137 

Further generalization of an explanatory theory demands the researcher to consider 

how the emergent theory relates to the existing literature, including formal theories 

and current research (Urquhart, 2013) in the field of IoHE. In this research, the author 

employs the ‘grand’ theories, specifically the Bourdiuesian Theory of Practice and the 

knowledge economy paradigm to position the nascent theory within the existing body 

of knowledge. The theoretical concepts of rationality and relationality inherit the 

properties of the categories they subsume, which were labelled with the Bourdiuesian 

and knowledge economy theoretical codes. Hence, the preceding theoretical coding 

allows linking of rationality and relationality with the grand theories as follows. The 

theoretical concepts under analysis align with the generation of cultural, social, 

symbolic, and economic capital and capital conversion (Bourdieu, 1986). In turn, the 

real-world impacts of IoHE, underpinning the concepts of rationality and relationality, 

contribute to the strands of the knowledge economy (Chen & Dahlman, 2006) and 

thus are conceptualised using this paradigm, as demonstrated in Table 7. Therefore, 

crystalising the theoretical concepts, grounded in the conceptual relationships within 

the data and relating these concepts to the relevant literature, helps to develop a 

grounded theory featuring  “a high level conceptual framework that possesses 

explanatory power” (Birks & Mills, 2015, p. 91). 
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Table 7. The Relationships between the Categories, Theoretical Codes and the 

Theoretical Concepts Representing the Key Features of IoHE the New Zealand export 

education industry.  

Categories Properties 

(Knowledge economy 

theoretical codes) 

Properties 

(Bourdieusian theoretical  

codes) 

Theoretical 

concepts 

New Zealand 

economic 

development 

• Innovative system; 

• Information infrastructure 

• Educated workforce 

Generating economic/ 

symbolic capital and 

cultural/ social 

/economic capital Rationality 

 

Export 

education brand 

promotion 

• Educated workforce 

• Innovation system 
Generating symbolic/ 

economic capital 

Industry 

stakeholders 

collaboration 

• Conductive economic and  

institutional regime 

• Innovation system 

Generating cultural/social 

/economic capital  
Relationality  

 

Social licence 
• Workforce 

• Innovation system 

Generating symbolic/ social/ 

cultural capital  

Relating the emergent theory to the current research in the field of IoHE was essential, 

because, firstly, it enabled reflection on how it fits with the mainstream academic 

views on IoHE. Secondly, the nascent theory offered a new lens for the critique of the 

existing perspectives; and, finally, all of the above helped with further development 

of the explanatory theory.  

After theorising IoHE practice in a western context, that of the New Zealand export 

education industry, the research proceeded with testing the theory in an Asian context, 

that of Indonesia. Other grounded theory researchers might find satisfaction in 

crystalising a theory via further theoretical sampling and generating new data from an 

altered pool of participants (Charmaz, 2014). This approach was rejected because, 

primarily, the research sub-question demands to test a theory in a different context; 
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and secondly, a full-scale theory testing remains typically beyond the scope of the 

grounded theory method (Urquhart, 2013a). Hence, in this thesis, the grounded theory 

method was used as an analytical method only for Case Study One; it enabled the 

generation of the explanatory theory within a broader research design. At this stage, 

the author proceeded to test the emergent theory in the context of the tertiary sector in 

Indonesia.  

 Content Analysis 

Content analysis is concerned with clustering qualitative data into conceptual 

categories and identifying recurrent patterns and relationships between themes or 

variables (Given, 2008). Commonly used in Social Science, Communication Studies 

and Education for nearly a century, content analysis allows aggregating the data and 

deriving meanings from a wide range of textual, or oral, sources (Weber, 1990) 

including interview recordings, field notes, recorded observation notes, narratives, 

open-ended questionnaires, speeches, and media (Abrahamson, 1983).  

Content analysis has been used in the field of IoHE; for example, an adapted content 

analysis was utilised by Yemeni and Sagie (2016) to investigate abstracts of journal 

articles concerned with IoHE. Approaches to content analysis may vary depending on 

the nature and the purpose of research; they include three major types: Conventional, 

directed and summative content analysis. Conventional (inductive) content analysis is 

similar to the process of initial coding in grounded theory method, where categories 

are derived directly from the text data. In a directed approach (deductive), initial 

coding is guided by prior research findings or theory. With summative content 

analysis, the analysis starts with identifying, counting, and comparing key content, 
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and proceeds with interpreting their underpinning context (Hsieh, & Shannon, 2005). 

Arguably, the approaches, as mentioned earlier, are complementary rather than 

conflicting, thus combining them within one research is helpful (Kondracki, Wellman, 

& Amundson, 2002). 

There are several advantages of using content analysis to analyse the data collected 

for Case Study Two. Firstly, content analysis is a versatile general method, which can 

be used with qualitative or quantitative data, and with inductive or deductive analyses, 

or with mixed methods (Elo & Kyngäs, 2008). It, thus, aligns with the mixed methods 

design and the overall three-step research logics of the present study. Secondly, the 

content analysis is appropriate for processing the specific types of data collected in 

Case Study Two, such as the policy, legislative and strategy documents, and the 

interviews. Given (2008) notes that content analysis is helpful to identify both overt 

priorities and implicit political perspectives within official reports and policies of an 

institution. Finally, content analysis is a systematic analytical tool suitable for testing 

a theory without forcing the data into preconceived categories, thus is appropriate for 

this study.  

Despite its seeming resemblance to the grounded theory method, content analysis 

should not be confused with the grounded theory procedures and, as stated previously, 

in this thesis a clear distinction between the two methods is essential. The author faced 

the challenge of testing the proposed theory without involuntarily forcing the Case 

Study Two data to fit the findings of Case Study One. To increase the validity and 

trustworthiness of the research, and avoid misleading projections, the author 

combined the features of all three approaches of content analysis, which essentially 

aligns with the theoretical stance and the three-stage research logic consistently 



 

141 

utilised in this thesis (as explained in Section 4.2). To answer the second research sub-

question: Can the proposed explanatory theory be applied to IoHE in an Asian context, 

specifically in Indonesia?  The author started with the selection of units of analysis, 

and these included a) the extant documents regulating IoHE in the Indonesian tertiary 

sector; b) the interviews with senior academics, and/or10 professional staff involved 

in IoHE. The content analysis procedures were performed using a qualitative data 

analysis software NVivo12 to accelerate the data processing whilst ensuring the 

accuracy of the analysis.  

The content analysis began with the NVivo12 assisted word frequency search based 

on the extant documents data (Figure 15). Word frequency counts helped to create the 

list and the cloud visualisation of the most frequently used words, which captured the 

major themes covered in the policy documents and informed further line-by-line 

coding. Using the word frequency search words, and their derivatives, the author 

identified the contexts, in which they appear in the documents, and coded the relevant 

parts of the texts. The combination of word frequency search and line-by-line coding 

revealed 25 codes relevant to IoHE in the Indonesian tertiary sector. The occurrence 

of each code in each document was calculated to establish its frequency, and to 

connect the codes within the real-world context. The questions asked at this stage 

were, for example, whether the occurrence of specific codes increased or decreased 

 

10 In some cases, there was no clear divide between the academic and professional roles, and the 

respondent might be involved with both (for example, an International office manager would be a 

lecturer as well).  
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depending on the time of a document issue, and how that reflected the socio-political 

context.   

 

Figure 16. Content Analysis Method Utilised for Case Study Two (Indonesia) 
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Once there was no risk of forcing the data into the proposed theory, the categories 

were explained from the perspective of Bourdieusian theory of practice, and the 

knowledge economy paradigm. Contextualisation of the emergent codes allowed 

these codes to be divided into two broad themes, that is, as being relevant to the 

neoliberal agenda or the nationalistic agenda. The codes were compared within the 

themes, and finally, sorted in categories. The emergent codes and categories were 

interpreted in connection with the political, economic, social context of Indonesia.  

Thereafter, a similar procedure was carried out for the interview data, which were 

coded initially with NVivo12 software, and the codes were contextualised and 

grouped into eleven thematic clusters highlighting various aspects of the IoHE 

practice in Indonesia. The clusters were sorted by the types of capital resulting from 

this practice. Following this, the clusters were collapsed into four categories reflecting 

the critical features of IoHE in the Indonesian tertiary sector. Similarly, as with Case 

Study One, the categories from both sources were triangulated to ensure cross-

sectional consistency. The final step of the process involved linking Case Study Two 

with the proposed explanatory theory and interpreting the findings concerning the 

proposed explanatory theory and the working definition of IoHE designed within Case 

Study One.  

4.6 Strategies to Increase Credibility and Transferability   

The questions regarding credibility and transferability of any study should be asked 

throughout every step of the research process to ensure rigour and trustworthiness of 

the findings. This section is devoted to the strategies utilised by the author to increase 

credibility and transferability of the results.  
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There is a broad range of strategies for enhancing credibility and transferability; 

although the specific approaches depending on the nature of the research, its 

objectives, theoretical frameworks and researchers’ worldviews (McGinn, 2012). In 

the present thesis, these questions were considered in relation to the methodology and 

the specific combination of data collection and data analysis methods discussed in 

previous sections of this chapter.  

As a pragmatic constructivist researcher, the author acknowledges the subjective and 

fluid nature of the reality reflected in the findings of this research. The findings of 

both case studies were firmly grounded in the data, including the subjective 

perspectives of the participants; the explanatory theory, therefore, primarily reflects 

the viewpoint of stakeholders of the international education industry. To ensure 

accuracy, participants were encouraged to review the interview recordings, and 

suggest any alterations or additions.  

In order to mitigate subjectivity, the author employed the following strategies. Firstly, 

the overall research design was based on strategic mixing of approaches and methods 

featuring complementary strengths while avoiding overlapping shortcomings 

(Johnson & Onwuegbuzie, 2004). For instance, the combination of pragmatism, 

mixed methods and grounded theory (as explained in Sections 4.2 - 4.4) led to building 

the explanatory theory. This combination, however, was insufficient to overcome a 

limited generalisability of the grounded theory, which was particularly important in 

this research. Grounded theory lacks the affordances to test the theory in a different 

context, which was addressed in this research, by employing content analysis in Case 

Study Two. Secondly, the data, methods and theoretical triangulation techniques 

(Denzin, 1978) were utilised systematically during the research processes to enhance 
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credibility and reduce systematic bias throughout the research process (Figure 17). 

Triangulation of methods helped to integrate data from diverse sources and contexts 

to provide opportunities for analysing multiple perspectives (hence, constructed 

realities) and performing cross-sectional comparisons.  

 

Figure 17. Triangulation Techniques Applied to Data Collection and Reporting of 

Results 

Triangulating data helped to answer the research (sub) questions, and verify the 

findings within and across case studies. Theoretical triangulation involved 

interpreting the findings through the Bourdieusian and the knowledge economy 

theoretical frameworks, whilst staying pragmatically focussed on the primary research 

question. Drawing respectively on a well-reputed grand theory as well as the 

neoliberal paradigm that has influenced the tertiary context worldwide (Robertson, 

2008), also contributed to the potential transferability of the research. Hence, 

triangulation techniques have enhanced the trustworthiness of the data-collection and 

results-reporting in this thesis.  

Data sources 
& types

Theoretical 
approaches

Interpretation 
of findings

Methods 
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Finally, the author paid constant attention to the specific procedures and processes 

constituting the two major data analysis methods utilised in this research. In the 

grounded theory method, the quality of results depends on a researcher’s theoretical 

sensitivity and the theoretical saturation of emergent categories. Apart from following 

the procedures described in Section 4.5.2 and 4.5.3, the author consciously retained 

an open-mindedness to allow the concepts to emerge from the data. Constant 

comparison between the concepts and theoretical sampling helped to achieve a 

desirable level of theoretical saturation. In Case Study Two, while the author adhered 

to the procedures of the content analysis method (see Section 4.5.5), the three-step 

research logics was prioritised over a deductive approach to enhance the credibility of 

the study. This strategy avoided the risk of involuntary manufacturing the results and 

enhanced the transferability of research results. In both cases, the two supervisors of 

this research examined the coding and analytical processes and reviewed the emergent 

codes, themes and categories. The supervisors also ensured that the emergent concepts 

were grounded in the data and reviewed the content analysis procedures. At regular 

meetings with the author, they evaluated whether all analytical techniques of the 

grounded theory method (such as initial, focussed and theoretical coding; constant 

comparison method and memoing), as well as the content analysis, had been 

performed accordingly.  

The transferability of the research results is another essential aspect of research to be 

considered. From a pragmatic constructivist perspective, generalisability of the 

research might appear challenging, because pragmatism seeks practical solutions for 

real-world issues raised in a case (Creswell, 2014), whilst a constructivist approach 

does not typically claim generalisability beyond a case (Moriceau, 2012). Following 
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Lincoln and Guba (1979), the author views transferability as an alternative for 

generalisability. In particular, the results of the two instrumental case studies might 

not necessarily be universally generalizable, but rather transferable to other contexts 

within the global international education industry. The author takes a constructivist 

approach suggesting that the insights provided by the research results potentially may 

assist with interpreting other cases and stimulate further discussion. It is the readers’ 

responsibility, however, to assess whether the author’s insights are helpful in their 

specific practices and contexts.  

4.7 Limitations  

There are several limitations of the present research, because of the selected research 

methodology and methods, as well as factors beyond the author’s control. Firstly, 

despite the careful research design, used in this thesis, the findings primarily reflected 

the fluid nature of the reality and the subjective perspectives of the participants in. As 

explained in Section4.6, the limited generalisability of the results beyond the 

investigated cases is acknowledged; it is claimed, however, that the research insights 

have potential to assist researchers interpreting other cases of IoHE, and stimulate 

further discussion and research, in other regional and institutional contexts within the 

global international education industry.  

 

Secondly, several uncontrollable factors may have affected the results, including the 

timeframe and resources, which constrained the range and scope of institutions 

covered in the present research. For example, Case Study One (New Zealand), was 
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limited to one leading HEI and one dedicated Crown agency, which were the 

champions for IoHE nationwide and provided access to the target expert population. 

The actual size of the target populations for the case studies was overestimated 

initially, thus affecting the survey data collection.  

 

Further, the expert population in the Indonesian government were generally 

unresponsive to invitations to participate in the research, affecting the data collection 

strategy for Case Study Two. Because of time and financial limitations, the sample 

range was limited to seven HEIs located in one Indonesian city. Although this did not 

represent the many regions of Indonesia, a representative sample of HEIs was 

obtained through a wide range of public and private HEIs available in one location.  

Finally, the limited scope of both case studies prevented differences in the regional 

and institutional approaches to IoHE across New Zealand and Indonesia to be 

considered.  These limitations, nevertheless, open opportunities for future research. A 

further collaborative study investigating the experiences and perspectives of IoHE 

experts in both New Zealand and Indonesia would be useful.  The identified 

limitations suggest that, although there is a potential for transferability of the research 

findings to other contexts, further research is needed to verify the transferability of 

the findings.   
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4.8 Ethical Considerations 

The research procedures involving personal interaction were conducted according to 

the Guiding Principles for Conducting Research with Human Participants issued by 

the University of Auckland Human Participants Ethics Committee (UAHPEC). This 

approach is intended to ensure that the researcher’s obligations towards the 

participants are fulfilled and to guarantee that the fundamental ethical principles, such 

as free and informed consent to participate, protection of privacy and confidentiality, 

and cultural sensitivity, are observed, while any harm or conflict of interest is 

minimised or excluded (UAHPEC, 2013). All verbal primary data sources such as 

interviews were audio-recorded, with the informed consent of the participants, for 

further processing. Participants could request a copy of the interview recording via 

email for review and approval. After receipt of the interview recording, participants 

had one week to suggest any alterations or request another interview within the 

timeframes indicated in their participant information sheets.  

 Anonymity and Confidentiality  

Surveys were anonymous; therefore, anonymity was guaranteed. Before the one-on-

one interview recordings, participants were asked to nominate a pseudonym, which 

could be used when reporting specific findings. With the relatively small number of 

interviews, however, the author used anonymised coded labels to refer to interviews 

and survey responses to protect the identity of each participant. For example, labels 

were provided to identify the institution (ENZ, NZU, IND), the data collection tool 

(survey or interview), the role of the participant (managerial, professional or academic 
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staff) as well as identifying the chronological sequence in which the interviews were 

taken. The combinations of the coded labels examples are explained in Table 8. 

Table 8. Examples of the Coded Labels used for Anonymising the Interview and 

Survey Respondents 

Examples of 

coded labels 
Decoded labels 

ENZXM-1  An interview with the ENZ senior management (#1) 

ENZXP-1 An interview with the ENZ middle-management (#1) 

ENZS An ENZ open-ended survey answer 

NZUXA-1  An interview with NZU senior academic staff (#1) 

NZUXP-1 An interview with theNZU senior professional staff (#1) 

NZUS 

An ENZ open-ended survey answer (numbers were not 

used) 

IND-1 

An interview with an Indonesian academic/ 

professional staff (#1)  

 

Specific details identifying particular people, departments or committees within the 

organisations were disguised. Because international offices were the first port of call 

for the IoHE research, these departments were named in the thesis; any subdivisions 

and particular people and roles, however, remained un-named and confidential. Data 

were interpreted without being attributed to a particular person, department or 

committee because they were collated and generalised as a collective expert opinion. 

Although there were a larger number of survey responses, there were only a few 

participants involved with interview recordings. It was important to understand that 

while all these measures had been put in place there remained a slight possibility that 

someone might be able to guess the identity of the participant as well as the structural 
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divisions and/or the committees of the New Zealand University (as highlighted in the 

participant information sheets and consent forms). Prior to publication, the thesis will 

be submitted to the Deputy Vice-Chancellor of Strategic International Engagement, 

or delegate, in order to ensure the absence of commercially sensitive material.   

 Right to Withdraw from Participation 

Data could not be withdrawn once the online surveys were submitted because they 

were anonymous, although, interviewees could change their mind about participating 

in the one-on-one interviews without giving a reason (as stated in the Participant 

Information Sheets, see Appendix A). After the interview, participants had one week 

to decide if they did not want their interview data to be used, and then email their 

decision. After that time, any withdrawal of data was not possible as the analysis was 

underway.  

 Data Storage/Retention/Destruction/Future Use 

Data gathered in the study are used in this thesis, conference presentations and journal 

publications. A summary of the findings will be emailed to the participants within two 

months of the thesis acceptance. All data gathered will be stored securely at the 

University for six years; documentation will be stored in a locked cabinet in the office 

of the Principal Investigator at the Faculty of Education and Social Work, the 

University, separate from the consent forms and audio-recordings. Any data that could 

identify participants will not be released to any other researcher or organisation, and 

all data will be completely destroyed after six years. Paper data will be shredded and 

the audio files deleted.  
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4.9 Chapter Summary  

This chapter provides a detailed description of the research methodology, including 

the researcher’s positionality, the pragmatic epistemological approach, the 

justification for the adoption of mixed methods and instrumental case studies as the 

research design, as well as a specific combination of methods serving the purposes of 

each stage of the research. Data collection and data analysis methods, as well as the 

theory generation and theory testing procedures also were explained. Data collection 

included a semi-structured one-on-one interview, online surveys, a non-probability 

sampling of the extant legislature and strategic documents, which are common data 

generation strategies used in international education research. The multiple case study 

design, a common design used in the IoHE research, allowed appropriate analytical 

procedures to be applied according to the objective of each case study. The methods 

deployed for each case study were matched to benefit from the cumulative strengths 

while avoiding overlapping weaknesses. The grounded theory method was employed 

for Case Study One to develop an explanatory theory, while content analysis was 

utilised for testing the emergent theory throughout Case Study Two. An outline of the 

ethical considerations, limitations and further research concluded the chapter.  

The methodology, used in this research, brings together the fragmented 

methodological approaches traditionally deployed for IoHE research. Therefore, 

unlike the common practice in the field, it is designed to exploit the synergies between 

each element and ensure a holistic methodological approach to the study of IoHE. 
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: Case Study One: New 

Zealand Export Education 

Industry 

This section presents the results of the New Zealand export education industry case study 

focussed on the IoHE initiatives of Education New Zealand and A New Zealand University. 

The case study enables a theory-building approach to respond to the following research sub-

question: What are the key features of IoHE in New Zealand’s export education industry 

and how can these features be conceptualised as an explanatory theory? A visual overview 

presented in  

Figure 18  demonstrates the process of generating an explanatory theory from the collection 

of data to redefining the concept of IoHE. This instrumental case study builds on the extant 

documents, and primary data collected at Education New Zealand and a New Zealand 

University (hereafter referred to as the NZU or the University). The purposely-sampled 

legislative and strategic documents regulating the national international education industry 

comprise the secondary dataset. An overview highlighting the critical features of IoHE in 

the New Zealand export education industry as found in the data and as conceptualised within 

the grounded theory is shown in the lower sections of Figure 18. 
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Figure 18. Theoretical and Methodological Overview of Case Study One  
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The primary dataset includes data from the surveys and interviews completed by the 

international education industry stakeholders involved with IoHE praxis.  Grounded 

theory is employed as a data analysis method to identify the key features of IoHE in 

the New Zealand international education and to conceptualise these features as a 

framework for the New Zealand export education industry. 

The developed explanatory theory is derived from the combined findings of Case 

Study One and is summarised as follows. The key features of IoHE in the context of 

the New Zealand export education industry are rationality and relationality. 

Rationality features focus on the industry’s economic and symbolic contributions to 

the national economic development and international prestige of the New Zealand 

export education brand. Relationality is concerned with the cultural and social value 

of the industry, including collaborations between the industry’s stakeholders, and 

supports the recurrent cycle of capital generation. In turn, the conversion of capital 

contributes to the four major pillars of the knowledge economy11. For example, the 

focussed codes, referring to upscaling the New Zealand workforce, show how the 

international education industry and IoHE contributed to producing a workforce with 

relevant skillsets or help to acquire talent from abroad. In the New Zealand context, 

the internationalisation agenda affects the national socio-economic development and 

global economic engagement and, consequently, remains a government priority 

transcending the realm of higher education. Therefore, the present explanatory theory 

suggests a definition for IoHE in New Zealand context: An evolving strategy aimed 

 

11 As explained in Section 2.2, Chen and Dahlman (2006) describe a national knowledge economy 

with four strands, or pillars: An educated and skilled labour force; an effective innovation system; an 

adequate information infrastructure; a conductive economic and institutional regime.  
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at integrating a tertiary education industry into the emerging global knowledge 

economy through a recurrent synergic cycle of generating economic, cultural, social, 

and symbolic capital embedded into the purpose, function, and delivery of higher 

education. Step-By-Step development of the proposed explanatory theory and the 

present definition is described in the following sections of this chapter.  

Homogenization of the global international education industry creates increasing 

competitive tension and encourages developing comprehensive internationalisation 

strategies. These strategies should be embedded in the local contexts without losing 

the sight of global trends. The New Zealand and Indonesian university sectors are 

positioned within the regional context of Asia-Pacific, as well as the global context of 

the emerging knowledge economy. As explained in Section 1.1, these local contexts 

informed the case studies in this research and were selected mainly for pragmatic 

reasons. This section presents an overview of internationalisation praxis in New 

Zealand and Indonesia to consider the competitive positions of these nations within 

the global international education industry. The following sections focus on the key 

policies and actors shaping the tertiary sectors in New Zealand and Indonesia.   

Section 5.1 investigates the export education industry in New Zealand and Indonesia, 

and provides an overview of the key players in this field. As explained in Section 4.5.4 

of the previous chapter, the grounded theory method was used as an appropriate 

analytical procedure for Case Study One. The following sections unpack the 

progression of building the explanatory theory grounded in the data of Case Study 

One (New Zealand). Sections 5.3 - 5.4 describe the initial and focussed coding of the 

primary datasets (interviews and surveys) and secondary datasets (the legislative, 

strategic and policy documents). In Section 5.55.6, the focussed codes emerging 
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across the datasets are compared and merged to construct the categories reflecting the 

critical features of IoHE in the New Zealand export education industry. Data 

triangulation helps to substantiate theoretical concepts and advance with theory 

building. Section 5.65.75.6 highlights the construction of the explanatory theory 

grounded in the instrumental case study and proposes a new definition of IoHE, 

followed by the chapter summary in Section 5.7.  

5.1 New Zealand Export Education Industry 

New Zealand is a post-colonial Asia-Pacific nation with a diverse population of 

approximately 5 million, featuring, as shown in Figure 19, the Pākehā12 majority, the 

indigenous Māori minority, Asian, Pacific and other immigrant communities 

(Statistics New Zealand, 2018). Due to the Commonwealth legacy, New Zealand 

maintains strong links with the United Kingdom and Australia. Following their lead 

regarding the neoliberal reforms in the 1980s (Lewis, 2005), New Zealand drifted 

away from the Colombo Plan13 towards the commodification of higher education 

(Codd, 2005). As in other OECD countries, New Zealand’s economy is fuelled by 

services which earned more than 65% of the national GDP in 2017 (Statistics New 

Zealand, 2018). The international education industry has become an essential part of 

the national economy, with New Zealand emerging as a valued study destination, 

 

12 New Zealanders of European descent.  

13 The Colombo plan was an economic response of the Commonwealth and the US to the threat of 

Communist expansion in the South-East Asia (Auletta, 2000).The Plan had strong emphasis on the 

human capital development and encouraged westward academic mobility. With a further transition 

from aid to trade (Adams, Banks, & Olsen, 2011), the Colombo plan laid the foundation for the present 

day mobility patterns in the export education industry and academic. By the end of 1960s, a distinct 

‘vertical’ South-to-North pattern (Teichler, 1999, p.9) of academic mobility was formed and persisted 

throughout the 20th century.  
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which has developed significant market share between 2013 and 2015 (ENZ, 2015b). 

 

Figure 19. Major Ethnic Groups in New Zealand 

Source: Adapted from Statistics New Zealand (2015) under the Creative Commons 

Attribution 4.0 International licence.  

The education and training sector makes a direct contribution of 4.49% (Statistics 

New Zealand, 2018), while other services provided to the international students fund 

approximately 32,000 jobs across New Zealand (ENZ, 2017). According to Statistics 

New Zealand (2018), international education has held fourth place in the top 10 New 

Zealand’s exports since 2015; currently, it is the second-largest export service sector 

in the country (ENZ, 2018a). Export education services are available for international 

students at the primary, secondary, and tertiary levels, as well as at English language 

schools. The tertiary sector is worth nearly 70% of the industry’s value, with 

universities generating approximately 30% of the revenue.  
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The New Zealand export education industry, however, plateaued in 2015. As 

demonstrated in Figure 20, in 2017, the proportion of the international to domestic 

students reached 15%, but the actual numbers for inbound mobility decreased slightly. 

Despite this, in 2018, the export education industry remained the fourth largest export 

contributing 5.1 billion to the New Zealand economy (ENZ, 2018a). Increasing 

competition and slowing growth of the global international education industry (Ilieva 

et al., 2017) may affect the New Zealand export education industry performance in 

the long-term perspective. 

 

Figure 20. Domestic and International Tertiary Students in New Zealand in 2007-2017  

Note: Number of international students in formal tertiary study and international 

students as a proportion of all students in formal tertiary study.  

Source: MoE New Zealand (2019), reproduced under the Creative Commons 

Attribution 4.0 International licence.  

The promotion of the national export education industry, therefore, becomes an 

essential and complicated task for both the government and the tertiary sector (ENZ, 

2015a; ENZ, 2018b). Encouraging inbound academic mobility is a challenging task 
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demanding a clear understanding of changing economic, social and cultural factors 

influencing international students’ choices of destination countries (see Section 2.7.5). 

Furthermore, it is essential to consider the impact of IoHE on the local communities 

as well as the social and cultural value of IoHE for domestic students, local businesses 

and the wider public. A broader socio-economic impact of the industry, beyond the 

revenues, includes its contribution to the knowledge economy, such as the growing 

numbers of educated and skilled workforce, production of knowledge and 

technologies, developing innovative systems and information infrastructure. As well 

as business and innovation collaboration, the interaction between the government, 

providers, international students and the public benefits the broader community 

through cultural exchange, tourism, public diplomacy and international trade (ENZ, 

2018b). A systematic vision of IoHE, as a complex process embracing regional, 

national, institutional and individual levels, is essential to ensure the sustainable 

growth of the export education industry. An approach such as this could help New 

Zealand reap the benefits of IoHE, sustainably contributing to the knowledge 

economy. 

 Key Policies and Stakeholders  

As international education industry is a valuable asset for the New Zealand economy, 

the New Zealand government (The Crown) takes a top-down approach to the 

industry’s development within a broader economic agenda. However, during the data 

collection period for this study (2016-2017), there was no coherent international 

education strategy14, to bring together academic, business, immigration and social 

 

14 At the moment of writing, the draft of New Zealand's International Education Strategy 2018-2023 

remains under review, although significant work towards a more coherent development is underway. 
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development considerations, and guide the industry‘s performance across the 

government agencies and the tertiary sector; to support the industry’s growth at this 

stage, the government relied upon business growth, education, and immigration 

policies, strategies and regulations. From the knowledge economy perspective, these 

policies formed a conductive economic regime and encouraged collaboration between 

the government agencies and other industry’s stakeholders. For this reason, it is 

important to provide an overview of the key policies and stakeholders involved with 

the export education industry in New Zealand.  

Export education services are recognised currently under the Education Act 1989 

(New Zealand Government, 2018), the Business Growth Agenda (MBIE, 2017), 

Tertiary Education Strategy 2014-2019 (MoE & MBIE New Zealand, 2014), and 

other agency-level strategic documents. The New Zealand government fosters the 

international education industry initiatives at the policy level, and monitors their 

implementation, giving specific attention to the valuable tertiary sector.  According to 

the Tertiary Education Strategy 2014-2019 (MoE & MBIE New Zealand, 2014), a 

successful tertiary system, and an export education sector, were “a part of the wider 

New Zealand economy” (p 6). Table 9 presents an overview of the relationships 

between the government, the tertiary sector and the legislature and strategic 

documents regulating the national export education industry. According to the 

Education Act 1989 (MoE New Zealand, 2018), other significant stakeholders for the 

industry include the international students (as well as their parents and/or funders), 

employers, the wider public and local communities.  
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Table 9. New Zealand’s Export Education Industry at Glance: Major Institutional 

Stakeholders and Policies  

Source: Compiled by the author 
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From the perspective of the knowledge economy, as described by Chen and Dahlman 

(2006), the key stakeholders or agents of the industry represent the skilled labour 

strand, which enables the development of other strands. The government-level 

stakeholders develop the legislative and strategic frameworks or the conductive 

economic regime for the industry. Institutional (the tertiary sector) and individual 

stakeholders (international students, employers and the wider public) contribute to all 

other strands of the knowledge economy by producing or becoming the skilled labour 

force, developing the innovation system and supporting an adequate information 

infrastructure. The following sections discuss each group of stakeholders in turn, 

mapping the field of the export education industry in New Zealand and building the 

context for Case Study One of Zealand.) 

5.1.1.1 The Crown agencies  

At the government level, the industry’s tertiary segment, and consequently IoHE 

initiatives, fall under the jurisdiction of the Ministry of Education (MoE) and the 

Ministry of Business, Innovation and Employment (MBIE), and operates within the 

framework of the Education Act 1989 (MoE New Zealand, 2018), the Tertiary 

Education Strategy 2014-2019 (MoE & MBIE New Zealand, 2014), and other Crown 

agencies’ regulations. The ministries’ policies, regulations and strategies, shaping a 

conductive economic regime for the industry, are implemented through the relevant 

Crown agencies. The MoE monitors the Tertiary Education Commission, New 

Zealand Qualification Agency, and Education New Zealand, while Immigration New 

Zealand reports to the MBIE; MFAT supports the industry with market intelligence, 

cultural diplomacy and the coordination of international efforts (as shown in Table 

9Error! Reference source not found.). These are the key agencies for the tertiary 
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sector as a whole, and therefore, an essential part of the export education industry in 

New Zealand.  

The Tertiary Education Commission and New Zealand Qualification Agency are 

involved predominantly in the support activities for the industry. The Tertiary 

Education Commission is responsible for the funding allocation (including 

Performance-Based Research Fund) and monitoring of the tertiary education 

organisations’ (TEOs) performance. The New Zealand Qualification Agency 

implements quality assurance functions regarding domestic and overseas tertiary 

qualifications. Immigration New Zealand evaluates student visa applications and 

grants visas to genuine students. The performance of Immigration New Zealand is 

crucial for the export education industry because the immigration policies changes 

have an immediate and significant impact on student mobility flows. For instance, in 

2017 in response to the concerns that roughly 60% of the industry’s growth was 

generated by the low-level degree providers, Immigration New Zealand released 

policy changes, which tightened access to post-study work and skilled migrant visas 

(ICEF Monitor, 2017, April). As a result, there were fewer international enrolments 

below level seven 15  diplomas and certificates, while other qualification levels 

increased (MoE New Zealand, 2019). In order to streamline visa procedures, 

Immigration New Zealand works in collaboration with TEOs providing quality export 

education services, and thus, supports the recruitment of genuine international 

students.   

The strategic purpose of ENZ is to “take New Zealand’s education experiences to the 

 

15 Bachelor's degree; graduate diploma and certificates  
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world for enduring economic, social and cultural benefits” (ENZ, 2016, p. 5). 

Specifically, ENZ helps to build the value of the export education industry through 

the industry leadership, close collaboration between the export education providers, 

New Zealand Inc., and other government agencies; it promotes New Zealand as a 

study destination and supports the delivery of education services offshore (ENZ, 

2018b). The role of ENZ is to increase recruitment of international students and the 

value of the offshore delivery and to ensure that New Zealand export education 

industry grows sustainably.  

5.1.1.2  Export Education providers 

At the institutional level, the tertiary sector constitutes the core of the export education 

industry in New Zealand, generating significant revenue. The tertiary sector is also a 

notable contributor to the skilled labour force and innovation system strands of the 

knowledge economy. TEOs represent the critical customer group for ENZ; it 

embraces a wide range of TEOs, including eight public universities, 17 institutes of 

technology and polytechnics, 244 private training establishments and three 

Wānanga16 (MoE New Zealand, 2018). Both public and private TEOs engage in 

dialogue with the Crown regarding export education services, with ENZ serving as a 

liaison for efficient communication. In this dialogue, a statutory body, Universities 

New Zealand (Universities NZ), represent the public tertiary sector, while the 

Independent Tertiary Education New Zealand (ITENZ) is the voice of the private 

tertiary subsector.  

 

16A TEO maintaining, advancing, and disseminating knowledge, developing intellectual 

independence, and the application of knowledge regarding ahuatanga Maori (Maori tradition) 

according to tikanga Maori (Maori custom) (MoE New Zealand, 2018). 



 

166 

Apart from its primary role as a critic and conscience of society, under the Education 

Act 1989, Universities NZ’s key functions include the quality assurance of university 

programmes, and scholarship administration, while their strategic goals are aligned 

with the Tertiary Education Strategy 2014-2019. ITENZ has no direct affiliation with 

the Crown but promotes the credibility and quality of the private tertiary subsector 

ITENZ through closer collaboration with the MoE, the MBIE, the Tertiary Education 

Commission and New Zealand Qualification Agency. Through the Education Senior 

Officials Group (IESOG) both organisations provide expertise to the government, and 

thus influence the development of a conducive economic and institutional regime, and 

participate in steering the international education industry.  

Finally, the University (NZU) was selected for Case Study One (along with ENZ) due 

to its articulated commitment to IoHE practice. Additionally, is the highest 

internationally ranked university in New Zealand (QS, 2018; THE, 2016a);  with an 

articulated internationalisation strategy and wide international partnership network. In 

this thesis, Case Study One of New Zealand, the strategic documents of the NZU were 

utilised to inform later stages of the inquiry; for this reason, the NZU strategic plan is 

listed in Table 3 among the key strategic and policy documents  

5.1.1.3 International Students 

If one applies a metaphor of a living organism to the export education industry, 

international students would be its blood. According to the Education Act 1989, an 

international student ‘at any time, means a person who is not then a domestic student’ 

(p.42). ENZ (2018a) provides a more nuanced definition of the term: ‘a non-resident 

who has expressly entered New Zealand with the intention of studying here or has 

enrolled with a New Zealand provider offshore’ including ‘international PhD students, 
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exchange students, NZAid students, foreign research postgraduate students and full 

fee-paying international students’ (p.3). The updated definition reflects the 

transformation the international education industry has undergone over the past three 

decades and reveals the complexity of the Crown involvement in managing the flow 

of the international students. The role of the international industry is not limited to the 

immediate financial, social and cultural gain, but includes a long-term contribution to 

the industry ‘made by international alumni, not only as potential donors of the future 

but also in connecting with key influencers able to support the development of 

institutional relationships and student recruitment’ (NZU, 2014, p.3). The 

international graduates are considered a source of the skilled labour force for the 

knowledge economy. As international students are critical stakeholders of the 

industry, ensuring future-focussed relationships with them is of crucial importance. 

Other stakeholders shaping the mobility flows are funders, parents or scholarship-

granting bodies supporting international students. For many parents, their underage 

children’s education abroad becomes a severe financial, emotional, and time 

investment, even a life-changing commitment. There is little evidence, however, that 

parents are acknowledged as industry stakeholders in the policies for the sector. For 

instance, immigration regulations allow only one parent or a guardian to stay with an 

international student17, but with no working rights (INZ, 2018). The tertiary strategic 

documents make no reference to parents.  

The scholarship-granting bodies often include government entities, non-governmental 

organisations, industry or interest groups at home and a destination country. 

 

17 In New Zealand, secondary schools provide export education services to international students;in 

some cases this is a pathway to higher education.  
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Government scholarships are used commonly as soft power or cultural diplomacy 

tools (Wilson, 2014; Yang, 2010), while government-to-government agreements 

underpin the reciprocity of the scholarship funding provision. In New Zealand, 

scholarship provision sometimes presents itself as a marketing manoeuvre targeting 

the priority markets, with the Prime Minister’s scholarship for Asia and Latin America 

(ENZ, 2018b) being one example. Additionally, scholarships attract the best and 

brightest students, who may later become part of the highly skilled workforce and 

essential asset for the country’s employers.  

5.1.1.4 Employers  

The Tertiary Education Strategy 2014-2019 (MoE & MBIE New Zealand, 2014) 

stresses the importance of fostering collaboration between employers and the 

government as the international outreach and integration in the global economy is an 

essential part of the national Business Growth Agenda (MBIE, 2017), and New 

Zealand relies on exporting goods and services. In this context, the export education 

industry acts as a talent pipeline delivering a highly skilled workforce to employers. 

Another area of cooperation between the employers and tertiary sector is 

commissioned research into practical issues because public funding of the tertiary 

sector is shrinking and the national economy as a whole can afford no longer to 

produce irrelevant qualifications and research. Furthermore, as INZ provides 

international students with working permits during their study and after graduation 

(see Section5.1.1.3), it needs to involve employers in conversations regarding the 

export education industry. Within the knowledge economy settings, the tertiary sector 

has the responsibility for the skilled workforce and research output (MoE & MBIE 

New Zealand, 2014), while the employers are the final customers with specific 
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demands. An ongoing dialogue between the employers, the government and the 

tertiary sector, is essential, therefore, to ensure that the international talent pool is 

engaged sustainably and ethically, and contributes to the national economy.    

5.1.1.5 Wider public  

One-third of the New Zealand population occupies the Greater Auckland Region 

(Statistics New Zealand, 2018), and 66% of the international education industry is 

situated in the city of Auckland (ENZ, 2017). The export education industry brings 

considerable economic benefits; for instance, it supports more than 30,000 jobs across 

the service sector (ENZ, 2017), such as with accommodation, transport and travel, 

health services, banks and insurance, tourism and hospitality. A rapid influx of 

international students might appear disruptive and undesirable because of the 

additional pressure on the city infrastructure.  

For this reason, it is essential to build a positive perception of the contribution the 

international students and the industry make not only to the economy but also to the 

New Zealand society as a whole. Research by Kalafatelis, de Bonnaire and Alliston 

(2018) suggests that beyond the benefits to the national and regional economies, the 

international education industry contributes to innovation, business, and the 

workforce; brings in cultural and educational value (e.g. internationalisation at home 

opportunities), and is beneficial for soft diplomacy and international trade. From the 

Bourdieusian perspective, these benefits of IoHE align with economic, cultural, social 

and symbolic capital in a cycle of synergic capital generation. From the knowledge 

economy perspective, the international education industry supports the innovative 

system and educated/skilled workforce, and indirectly affects the conductive 

economic regime.  
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To succeed in the global competitive environment of the international education 

industry, a nation has to employ a holistic approach embracing current research in the 

changing internationalisation landscape; it needs to develop practical responses to 

address global trends and challenges that affect the knowledge industry. New Zealand, 

currently, invests much effort in promoting the national export education industry but, 

it appears, shows little regard of fundamental internationalisation research, thus 

limiting its response to the trends, challenges, solutions and opportunities in the field. 

5.2 Primary Data Analysis: Education New Zealand and the New 

Zealand University  

This section presents the results of the primary data analysis, including the initial and 

focussed coding of the surveys and interviews conducted at Education New Zealand 

and the NZU. It explores the implementation of internationalisation practices in the 

context of the New Zealand export education industry. The survey and interview data 

reflected a strong emphasis on global competition and local collaboration trends 

shaping the international education industry. The concepts that emerged during the 

initial/focussed coding of the specific institutional and functional features of ENZ and 

the NZU varied as might be expected.  

Additionally, as the respondents were encouraged explicitly to share their ideas on 

Indonesia as a strategic market, Indonesia-related concepts emerged recurrently 

across the data and became a part of broader categories. The ENZ’s views on 

internationalisation were consistent with the government’s overarching strategy and 

acknowledged the value of the export education industry and its contribution to the 

national economy. The ENZ interviewees, however, suggested that translating the 
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policy into practice presented a challenging task, which, arguably, arose from the 

complexity of ENZ’s role in the international education industry. As stated in 

ENZXM-1: “We have to be both the economic driver, but also the capability builder, 

as well as the marketing organisation” (ENZXM-1). The A NZU, in turn, presented 

itself as having a clear internationalisation commitment and a robust economic 

orientation. The NZU’s International Strategy (NZU, 2014) emphasised the role of 

IoHE for the growth and diversification of the revenue base to reduce the dependency 

on government funding.  

5.3 Initial and Focused Coding  

The interview and survey data revealed similar economic and social impacts of 

internationalisation practice that align with the concepts discussed in the previous 

section. Being the critical agents of the IoHE field, ENZ and the NZU respondents 

expressed very nuanced perspectives on the industry and the IoHE initiatives 

implemented in New Zealand. The coded incidents in both datasets followed a similar 

pattern. Specifically, the initial codes fell under either economic or social agenda (as 

shown in lower sections of Figure 21. 
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Figure 21.The Overview of Focussed Codes Determined via Constant Comparison 

Method (Case study One)  

The initial codes were compared within each dataset separately and were further 

elevated to the focussed codes presented in Figure 22. The codes identified in the 

survey data are consistent with the interviews for ENZ and the New Zealand 

University. Since there was a small number of surveys, they were analysed as 

structured interviews as explained in Section 4.4.4.  



 

173 

 

Figure 22. A Comparison of the NZU and the ENZ Focussed Codes   

Amongst the NZU focussed, codes four reflect the economic properties of IoHE, 

including programmes and scholarships (n=39); recruitment strategies (n=36), 

strategic markets outreach (n=24); and marketing challenges (n=24). The remaining 

focussed codes refer to the social properties of IoHE, manifested in the relations 

between the industry stakeholders: Institutional-level collaboration (n=35); the 

internal challenge (n=36) rooted in the university-wide interactions; national-level 

collaborations (n=33), and international strategic partnerships (n=31).  

The focussed codes arising from the ENZ dataset describe the economic priorities 

(market diversification (n=61), marketing strategies (n=44), digital marketing (n=42), 

and marketing challenges (n=42); and interactions with the key stakeholders 

(leadership challenges (n=47); engagement with export education providers (n=28); 

government support (n=18); social licence (n=9)).  

The initial and focussed codes from the NZU and ENZ datasets were analysed 

individually, compared with other codes within each dataset, and finally compared 
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with similar focussed codes across the two datasets to identify the common patterns. 

The analysis involved a meticulous memoing process and freewriting, in which each 

focussed code, elevated from initial codes, was described and recorded. The 

description of the initial and focussed coding process in its entirety is neither possible 

nor necessary, within the format of the present doctoral thesis. To give an example of 

this procedure the author further refers to the focussed codes labelled as ‘marketing 

and recruitment challenges’, which subsumed initial codes reflecting the marketing, 

recruitment and IoHE challenges faced by Education New Zealand and the  NZU. 

These initial and focussed codes are presented in Table 10 and are further described 

in the continuation of this section.  

The marketing/recruitment challenges category provides an example of the primary 

data analysis undertaken. This category highlights significant operational challenges 

faced by ENZ and the NZU and captures some critical features of the international 

education industry in New Zealand. The common challenges included intense regional 

competition in Asia-Pacific, the lack of resources, including human resource and 

market intelligence, and inconsistent market diversification. 
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Table 10. Constructing the Marketing/Recruitment Challenges Focussed Codes (Case 

Study One)  

Concepts  Education NZ  

(some in vivo 

examples) 

 NZU 

(some in vivo 

examples) 

Initial codes  Strong 

regional 

competition 

• Great potential […] captured by 

Australia much more 

effectively than New Zealand;  

• An innovative global study 

destination;  

• A warm nurturing place to 

study, not sort of instrumental 

high end. 

•  A fantastic brand out there. 

[…] At least, in geothermal. 

• A market, which is very much 

Australian 

• Competing both with those 

internal providers and the 

traditional mainstream 

partners 

The lack of 

resources 

• More resources to increase 

market presence;  

• Being  often constrained by our 

model, one person locally 

employed  

• Having at least twice as many 

resources on the ground; 

• Budgets and funding get in 

the way 

• Traditional administrative 

resource model  

• Time, distance and money 

• Staffing and financial 

constraints 

• Having enough manpower 

Market 

diversification 

• Better intelligence  

• You live and die on the 

numbers 

• slowing down on Indonesia; 

difficult to get lots of people 

from the industry and to 

convince them 

• Appropriate expectation; true 

coordinated New Zealand 

approach 

• Doing a lot in the ASEAN 

region 

• There was an opportunity for 

us 

• Emerging markets where we 

could establish ourselves 

early and move forward 

• Challenging to do business 

there! 

• Having to raise awareness of 

New Zealand 

• Not answering emails in a 

timely fashion 

Focused codes Challenges 

• Marketing challenges • Recruitment/ IoHE challenges 

The intense regional competition came up as a major challenge for the New Zealand 

export education industry because of the lack of brand awareness across many Asian 

markets, including Indonesia. Price sensitivity and low awareness about the New 

Zealand education brand were typical in the Indonesian market. Coupled with the 

availability of more familiar providers such as Australia, or sometimes cheaper 
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destinations (Malaysia or China), the price sensitivity and a low brand awareness 

caused “a chicken and egg problem” (ENZXM-2)  as termed by one respondent. 

Considering already high international tuition fees and additional costs, many students 

would be very cautious with an unknown destination unless there were scholarships 

or other funding options.  

Despite the dominating Australian presence across ASEAN, the respondents believed 

that New Zealand had a high reputation. The comparatively small size of the New 

Zealand export education industry, however, challenges New Zealand’s ability to 

compete with both the “internal providers” in Asia, and “the traditional mainstream 

partners” (NZUXM A-2). The overarching challenge for the New Zealand Education 

brand is its limited presence and low visibility in the priority markets, as compared 

with other MESDCs and emerging non-Anglophone study destinations.  

The recurrent codes across the data suggested that the competitive position (doxa) of 

New Zealand as a study destination was not entirely satisfactory. The participants’ 

aspirations to benchmark New Zealand as “an innovative global study destination” or 

even “the boutique destination” were in sharp contrast with the currently observed 

lack of symbolic capital on the international arena. For many international students, 

New Zealand remains “a plan B” destination or “a warm nurturing place to study, not 

sort of instrumental high end” (ENZXP-2). With the current competitive position, “the 

2% of the market worldwide belonging to New Zealand”, the ability to influence the 

market is very limited; the industry’s internal resources, such as the commitment to 

the employability outcomes, however, would be “a real silver bullet” (ENZXP-1) for 

raising the prestige of New Zealand as a study destination. 
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The lack of resources. Funding, staffing and resourcing challenge equally affected 

all parties involved with internationalisation initiatives. Both datasets demonstrated 

the frequent occurrence of such initial codes as “staffing and financial constraints”, 

“having more resources to increase market presence”, and “having enough 

manpower” reflecting the challenge of financial and human resources faced by the 

international education industry. These initial codes were elevated to a focussed code 

‘the lack of resources’. For ENZ, “having at least twice as many resources on the 

ground” and “market intelligence” came up as the significant challenges; while “time, 

distance and money” (NZUXM A-2) were significant constraints for the NZU.  

The staffing and financial constraints were inherent to the existing operational models, 

“being often constrained by our model”, arose from both organisations.  The current 

market presence model of ENZ, “80 to 90 staff, spread across eight offices over 14 

countries”; “one person locally employed”, was seen as insufficient because it is “very 

hard to impact engagement for a single person” (ENZXM-1). The NZU data showed 

that the “traditional administrative resource model” created a significant gap between 

the contributions the academic and the professional staff made towards student 

recruitment, and the actual funding and human resource allocated for this purpose. 

The respondents expressed some discontent due to being encouraged by senior 

management to go on “strategically important” (NZUXMA-1) and “missions trips” 

(NZUXMP-3) without appropriate funding allocation: 

Sometimes budgets and funding get in the way. A certain group has 

funding and priorities, but they can’t necessarily share their funding 

around and get the right people to implement that strategy (NZU XMA-1) 
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Appropriate investment priorities for the strategic partnerships were necessary to keep 

“relationships going” and overcome funding and staffing constraints. However, time 

constraints and the symbolic “sense of status” (NZU XMA-1) emerged another 

challenging aspect of the strategic partnership maintenance:  

It’s mainly about having enough manpower to […] do stuff on the ground 

because it is where you have to show up. […] The other challenge is that 

I can’t always send delegates, you have to front up as the head of the 

organisation because otherwise it’s not politically correct. My time needs 

to be spread around, that kind of constrains. (NZUXMA-1) 

Strategic partnerships also demand significant academic and student mobility funding, 

the lack of which remains “a major obstacle to internationalisation in every direction”. 

Given that partner HEIs are regarded as entry points to new markets, having not 

“nearly enough scholarships for international students” (NZUXMP-1) impedes long-

term recruitment. On the other hand, limited and competitive outbound mobility 

funding, not always covering travel fees, tends to privilege “an already advantaged 

group of students”, thus creating an equity issue:  

We could have more funds to better spread that potential so that it’s not 

only wealthy or middle class had that opportunity to benefit from that 

experience. (NZUXMP-1) 

The challenge of a lack of resources represents an exemplary case of the interplay 

between the economic capital transforming into the symbolic, social and cultural 

capital in the context of the national, international education industry.  
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Participants also report that inconsistent market diversification challenges revolve 

around the industry’s over-reliance on the Chinese and Indian markets, insufficient 

market intelligence and the lack of the off-shore / TNE delivery options. A failure to 

generate growth across other potential markets beyond China and India hampers the 

industry’s performance:  

The biggest failure is because we have seen year on year growth in two 

markets, making NZ’s dependence on them bigger while growth has 

occurred across a variety of markets for our competitors (ENZS) 

The lack of market intelligence is a part of the problem acknowledged by the key 

stakeholders. The ENZ mandate includes providing market intelligence to partner 

institutions to support their market diversification, but they did not always get positive 

feedback from the industry: “There are ENZ market strategies, but honestly, […] they 

are very young in their analysis” (NZUXM P-2). The unavailability of the up-to-date 

market intelligence that emerged across the data is an issue for the industry: 

Better intelligence, […] we haven’t solved that.  We still have out-timed 

data. We still don’t have any 2016 data, or we’ve got the visa data, but we 

don’t have student number data. […] Why not? This is […] ridiculous! So 

I would change that, that’s a real bug there. You live and die on the 

numbers. You live and die on the numbers! (ENZXP-1) 

A timely provision of a quality market analysis and an efficient resources allocation 

is required for opportunities and strategies for growth to be identified to address the 

challenge of market diversification and to identify opportunities and strategies for 

growth. 
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Building a presence in a new market, such as Indonesia, demands patience and 

commitment; a purely business-like approach to market diversification was not 

sustainable was a common response. Some respondents admitted that ENZ should 

have had “a greater responsibility to show more commitment and leadership and set 

the appropriate expectation” (ENZXP-1) in terms of market diversification, which did 

not happen in the case of Indonesia: 

We’ve been a bit impatient. It didn’t happen quickly enough, so we 

changed our focus, […] The signal it gives to the industry: “They’re not 

committed. It’s not important any more really”. (ENZXP-1) 

For both the government as the primary sponsor and the industry’s providers this is 

“a disappointment” because there is no “true coordinated New Zealand approach” 

(Ibid). The dissatisfaction resulted, mainly, from the mismatch between the 

stakeholders’ priorities, expectations and economic outcomes. Although the 

government saw huge opportunities in Indonesia, the industry did not always share 

this view:  

We found it difficult to get lots of people from the industry and to 

convince them. At times I would say, look we have to go along with this, 

we’ll go with you. But they were like: “It’s nothing in here” or “It’s too 

hard work, and we could go somewhere else. (ENZXP-2) 

The NZU initial codes highlighted a commitment to market diversification (“we do a 

lot in the ASEAN region”, “there was an opportunity for us”, “emerging markets 

where we could establish ourselves early and move forward”) although it could be 

“challenging to do business there”. From the NZU perspective, the providers’ 
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reluctance to engage with the Indonesian market results from differences in academic 

and business culture. Cultural differences came up as an essential initial code for a 

range of issues varying from minor, but frustrating, inconveniences (such as “terrible” 

traffic in Jakarta, or “not answering emails in a timely fashion”), to the macro-scale 

issues, which could significantly impede student recruitment such as corruption or 

excessive bureaucracy. Bureaucratic issues, in particular, appear to be the critical 

challenge for any internationalisation and/or recruitment activities in Indonesia:  

I think on the Indonesian side, they are still battling with their own 

bureaucracy. […] It’s extremely bureaucratic […], there are so many 

approvals and so much red tape; it just slows them down. (NZUXMA-1) 

Overall, intense regional competition, the lack of resources, and inconsistent market 

diversification present the significant challenges for the promotion of the New 

Zealand export education brand. These focussed codes were instrumental in 

constructing the brand promotion challenges category. A similar approach was used 

to compare all initial codes, across both primary datasets, and elevate those to 

focussed codes, and finally collapse them into the categories, reviewed in the 

following section. 

5.4 Analysis of the Extant Strategic, Legislative and Policy Documents 

The purpose of the extant document analysis was to examine the legislative and 

strategic documents guiding the New Zealand export education industry, and the 

interactions between the key agents of this field. These documents provide a top-down 

perspective, contributing to the overall picture of the critical features of IoHE within 

the industry. In New Zealand, the industry operates as a complex system involving 
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multi-level interactions regulated by a large number of strategic and policy 

documents. Considering the complexity of the system, a question to be asked was to 

which extent did these extant documents align and complement each other. Thus, 

these documents (as explained in Section 4.4.5 of the previous chapter and shown in 

Figure 23) became the subject of the investigation presented in this section.  

Figure 23 provides a brief overview of the document analysis. The relations and 

collaboration between these stakeholders were essential for the sustainable 

performance of the industry. The top boxes indicate the key agents involved in the 

international education industry in New Zealand, and the documents regulating their 

performance. 

Figure 23. The Overview of the Document Analysis for Case Study One 
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The initial and focussed coding emerging from the documents, relevant to education, 

immigration policies, and strategic government policies, suggested that there was an 

expectation for the international education industry to contribute to both economic 

and social development. Therefore, the initial/focussed codes were arranged in 

clusters as having either an economic or social impact; these are discussed in the 

following sections. 

 

 Economic Impact Cluster  

The economic impact code cluster included data from documents concerned with 

economic development, research commercialisation, talent acquisition, international 

benchmarking, ICT and digital technologies, market diversification, and regional 

proposition development. A clear focus on economic development was evident in the 

policy documents concerned with higher education. The Tertiary Education Strategy 

2014-2019 (MoE & MBIE New Zealand, 2014) suggests a pragmatic view of the role 

of tertiary education and its economic contribution:  

Effective tertiary education means improved economic outcomes for New 

Zealand and its regions and industries. It contributes to growth through 

labour productivity, effective public services, and providing opportunities 

for all. This strategy focuses in particular on the economic benefits that 

result from tertiary education, and therefore on employment, higher 

incomes and better access to skilled employees for business as critical 

outcomes of tertiary education (p.7).  
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This view is consistent with the acknowledgement of the stellar performance of the 

international education industry, which, according to the Business Growth Agenda 

(2017) “has helped provide a positive overall performance when traditional 

commodity markets were softer” (p.10). This code also emerged from the ENZ’s 

strategic documents, which indicated that:  

A key objective of the government’s medium-term economic agenda is to 

shift resources to the tradeable part of the economy […]. Growth in the 

export value of international education is a significant contributor to this 

objective” (ENZ, 2011, p.2).  

Thus, “increasing economic value from New Zealand’s international education 

industry” (ENZ, 2017, p.15) was seen the primary outcome of the ENZ’s work and an 

important goal for the tertiary sector, which generates the largest proportion of the 

industry’s revenue.  

Talent acquisition codes. The New Zealand economy continues to rely on the 

external sources of skilled workforce, recruiting and retaining “the best people to fill 

skill shortages” (MoE & MBIE New Zealand, 2014, p.36) amongst international 

students. As evidenced by the Business Growth Agenda (2017), the international 

education industry generates “a key pool of potential migrants, who can more easily 

adapt to local societies and opportunities than people with no previous in-country 

experience” (ENZ, 2011, p.5). A skilled young workforce “conversant with other 

cultures” (Ibid) is viewed as beneficial for the New Zealand export-oriented industries 

and research sector, and so despite the evident brain-gain benefits resulting from 

IoHE, talent acquisition demands flexible regulatory mechanisms, such as 
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immigration policies. Talent acquisition codes, thus, highlight the alignment between 

the talent acquisition agenda and the immigration regulations.   

ICT and digital technologies codes. Digital marketing and online course-delivery 

hold a promise for the growth of the international education industry. According to 

the Business Growth Agenda (MBIE, 2017), upgrading the ITC skills for the industry 

is a long-term priority, and the establishment of three ICT Graduate Schools “to meet 

industry demand for ICT skills and to connect Education with industry” (p.27) came 

as a timely measure. The ICT-facilitated modes of course delivery allow reaching out 

to new markets to ensure “that students will have a greater choice of how and where 

they study” (ENZ, 2017, p 13), this implies that the industry has “to advance its 

thinking quickly on new delivery models” (MoE & MBIE New Zealand, 2014, p.2) 

to keep up with the technological changes and growing competition worldwide. ENZ, 

for example, introduced the digital database marketing project, in order to support the 

providers promoting the New Zealand Education brand.  

Together with ENZ’s marketing strategy and social media engagement, this digital 

tool supports leveraging “the global student audience and investment in global 

marketing, […] reducing acquisition costs through economies of scale”, and providing 

“improved data and analytics to focus marketing and promotional investment on those 

channels and activities with the best return on investment” (ENZ, 2017, p. 22). The 

latter serves as an example of how ICT not only improves the Education products but 

is a mechanism to foster the performance accountability and productivity of the 

industry it thus forms the information infrastructure for the knowledge economy.   
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The Business Growth Agenda (MBIE, 2017) stresses the importance of regional 

economic development, as do the ENZ strategic documents. The regional 

development initiatives respond to the Auckland capacity challenge (ENZ, 2017) to 

extend the industry to New Zealand regions through promoting “New Zealand’s 

regional international Education offerings and benefits to prospective international 

students” (p. 21). To foster the industry’s regional growth, these initiatives require 

close collaboration with “international Education providers, local government and 

regional economic development agencies, and communities” (Ibid, p.22). Some of the 

specific ENZ initiatives include the Christchurch rebuild in Canterbury, the Regional 

Partnership Programme, and Tauranga’s International Education Strategy; further 

regional international Education strategies are underway (ENZ, 2017). 

The government considers research and innovation as the major drivers for regional 

development; it is a strategic priority for the New Zealand economy in general, and 

the tertiary education system, in particular. For example, MBIE invests in the 

development of the Regional Research Institutes and several other research initiatives, 

which are expected to “stimulate leading edge, commercially focussed and 

industrially exploitable research” (MBIE, 2017, p.30). In turn, the tertiary Education 

strategy encourages TEOs to support “commercial innovation by connecting the 

research, expertise of the sector, and skilled graduates with businesses and 

communities” and “developing increasingly strong links with international research 

organisations” (MoE & MBIE New Zealand, 2014, p.16). The document analysis also 

revealed little connection between the research and innovation priorities and the 

international education industry.  
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The international benchmarking and market diversification codes. These are 

concerned primarily with the need for raising awareness about New Zealand as a study 

destination and the promotion of the export education brand. International 

benchmarking could be considered as the reflection of the industry’s symbolic capital 

and its position in the field. An internationally credible tertiary system “that compares 

with the best in the world” (MoE & MBIE New Zealand, 2014, p.6) and 

“internationally respected and competitive universities and other research-based 

institutions” (Ibid, p. 16) is viewed as an important condition for economic growth. 

So too, is the diversification of “New Zealand’s student attraction markets”, beyond 

China and India, because “New Zealand has typically depended on a few key markets 

as sources of international students” and needs “to continue promoting New Zealand 

in markets where there are opportunities for growth.” (ENZ, 2017, p. 11).  

 Social Impact Cluster  

National level collaborations, policy alignment, social licence, and student experience 

were four codes which demonstrated a social impact of IoHE identified from the 

documents being examined.  

National level collaborations. The document analysis revealed a strong commitment 

to collaboration between the industry stakeholders, especially among the Crown 

entities involved. The codes, highlighting the collaboration between stakeholders, 

appeared in the legislative and strategic documents of MoE, MBIE, MFAT, ENZ and 

the University. As a critical liaison between the industry and the government, ENZ 

initiates and maintains a dialogue between “international and New Zealand students; 

international education industry; and, ENZ’s government partners” (ENZ, 2017, p. 
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30). In turn, IoHE contributes to building “a more outward-facing New Zealand 

tertiary education system, with strong links to industry, community and the global 

economy” (MoE & MBIE New Zealand, 2014, p.2). The NZU supports a call for 

stronger collaboration between the industry stakeholders, as evident in the University 

Strategic Plan. The stakeholders’ collaboration ensures that the international 

education industry serves the government economic priorities and benefits New 

Zealand society. 

Policy alignment codes. Since international Education is a complex and multi-

faceted industry, policy alignment is crucial for the synergic performance of all 

government agents involved. For instance, in order to achieve the industry’s growth 

goals, such as attracting and retaining international skilled migrants, it is necessary to 

create a conductive economic regime and align these goals with the appropriate 

immigration regulations. The Business Growth Agenda (MBIE, 2017) agenda 

provides evidence that it is essential to “ensure the skills, welfare and immigration 

systems work together to support all our people […] and support our businesses to 

grow and add jobs across all our regions.” (p.34). According to ENZ (2016), this is 

only achievable through “taking a more strategic focus to influence and drive policy 

alignment across regulatory agencies” (p.14).  

Social licence codes. Despite many economic, social and cultural benefits the 

international students bring, according to ENZ (2016), their contribution often 

remains obscure to the public and is a challenge for the New Zealand export education 

industry. The strategic documents under analysis emphasise the importance of 

building social licence by informing the public of the positive social impact the 

international education industry brings:  
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International Education not only provides additional sources of income 

for New Zealand TEOs but also stimulates international linkages with 

overseas counterparts. International Education helps enhance teaching 

and research, share knowledge, build human capital, and realise other 

wider benefits to New Zealand’s international relationships and trade’. 

(MoE & MBIE New Zealand, 2014, p.18) 

Bringing the public on board, and ensuring the synergic collaboration between all 

stakeholders of the industry, holds a promise for achieving the overarching economic 

and social development goals as social and cultural capital associated with 

international students has significant value economic benefits. International students 

not only introduce new ways of thinking and doing, but also bring the world to New 

Zealand, creating intercultural experiences for domestic students. Their networks and 

connections abroad may enhance relations with international institutions and partners.  

Student experience codes. International alumni are regarded as ambassadors for the 

education industry (ENZ, 2016) generating symbolic capital for the industry. A 

successful international student experience, “from recruitment through to advocacy 

activities after graduation” (ENZ 2017, p.18) is a crucial factor in ensuring the 

prosperity of the industry and is a specific focus of ENZ strategic documents. For 

instance, the International Student Wellbeing Strategy18 highlights four aspects of 

high-quality study-abroad experience: Economic wellbeing; quality of Education; 

health and wellbeing and inclusion. These aspects form an operational framework for 

 

18 International Student Wellbeing Strategy was launched in June 2017 after the completion of the secondary 

data analysis, thus this particular document was not included into the document analysis. However, the 

International Student Wellbeing Strategy is an important reference point reflecting the progress made towards 

tackling one of the pressing IoHE challenges in New Zealand.  
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the Crown agencies to ensure that international students receive appropriate pastoral 

care, medical and mental health support, legal advice on personal safety and 

workplace rights. The primary purpose of this strategy is “to protect and enhance New 

Zealand’s reputation as a safe and welcoming study destination” (MoE New Zealand, 

2017), through ensuring high-quality student experience it contributes to generating 

social capital.  

In summary, the analysis of the documents reveals the strategic priorities for the 

international education industry in New Zealand. The categories concerned with the 

national economic development and export education brand promotion dominate the 

policy documents and align with the trend towards global competition in the IoHE 

literature. Although there is a strong emphasis on local collaboration, the concepts 

related to the multi-levelled interactions between the stakeholders serve as enablers, 

or proxies, for the economic agenda priorities. These coding results are consistent with 

the initial and focussed codes that emerged from the primary data. The following 

section provides a full explanation on how the focus codes across the datasets compare 

with, and relate to, each other.  

5.5 The Critical Features of the Export Education Industry in New 

Zealand 

This section identifies the key features of IoHE in the New Zealand export education 

industry, through data triangulation and constant comparison of the concepts 

identified across the interviews, field notes, surveys and extant documents collected 

from ENZ and the NZU. Theoretical coding, thereafter, establishes the relationship 
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between the concepts and the properties of the common subsidiary categories 

identified across the datasets (Bryant et al., 2007; Charmaz, 2014). 

The constant comparison method revealed overlaps between the focussed codes 

across the datasets, which allow for constructing the subsidiary categories. The data 

patterns underpinning the common subsidiary categories were identified using a 

systematic search for patterns and variations. These patterns revealed that are more 

similarities than differences between the focussed codes in primary and secondary 

datasets. Specifically, the emergent subsidiary categories cluster around the economic 

or social impact of IoHE and the international education industry, as shown in Table 

11. For instance, the focussed codes relevant to revenue growth and upscaling New 

Zealand workforce goals were found across the primary dataset, while the 

subcategories that arose from  document dataset could be interpreted as the means for 

achieving these goals. In some cases, the patterns differed for the ENZ and NZU 

primary data but overlapped in the data from the documents. For example, the 

subcategory categories of ‘research commercialisation’ was found in both the 

NZUdataset and documents’ dataset, but underrepresented in the ENZ primary data. 

Because research commercialisation implies growing revenue from research, these 

subcategories were incorporated in the revenue growth subcategory.  
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Table 11. The Common Subsidiary Categories Emerging from the Comparison of the 

Primary and Secondary Datasets in Case Study One.  

Code 

clusters  
ENZ subcategories NZU subcategories 

Extant document 

subcategories 

Common 

subcategories 

E
co

n
o

m
ic

 i
m

p
a

ct
 

• The industry’s revenue 

growth 

• Upscaling NZ 

workforce  

• The university’s 

revenue growth 

• Upscaling NZ 

workforce  

• Research 

commercialisation  

• Economic 

development 

• ICT & digital 

technologies 

• Research 

commercialisation  

• Talent acquisition 

• Revenue growth 

• Upscaling NZ 

workforce  

• International 

benchmarking 

• Marketing strategies 

• Market diversification 

• Regional proposition 

• Digital marketing 

• Brand promotion 

challenges 

• International 

prestige 

• Recruitment 

strategies 

• Strategic markets 

outreach 

• Programs & 

scholarships 

• Recruitment 

challenges 

• International 

benchmarking 

• Market 

diversification 

• Regional 

proposition 

development 

• International 

prestige 

• Marketing/recruitme

nt strategies 

• Market 

diversification 

• Brand promotion 

challenges 

S
o

ci
a

l 
im

p
a

ct
 

• Policy implementation 

• Export education 

providers 

• Offshore education 

agents 

• Strategy 

implementation  

• Internal challenges 

• National level 

collaborations  

• International 

strategic partnerships 

• National level 

collaborations 

• Policy alignment 

• Policy/strategy 

implementation  

• Institutional level 

collaboration 

• Industry-level 

collaboration 

• International-level 

collaborations 

• Social licence 

challenge  

• Student experience & 

pastoral care 

• Social licence 

challenge;  

• Student experience 

& pastoral care; 

• Social licence 

• Student experience 
• Social licence 

Despite being the government’s strategic priority, evident by the documents that were 

analysed, there were few codes relevant to research commercialisation across the 

primary data. The initial coding revealed no relevant codes in the ENZ data and 

sporadic codes across theNZUdata; these were not sufficient to construct a category. 
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The possible reasons for that, apart from the limitations of the present research, might 

be the following: Firstly, ENZ’s mandate and responsibility did not include the area 

of research, leaving the domain to the MBIE and the research-intensive universities; 

secondly, the sporadic codes indicated that the mainstream operations of the NZU, as 

a public university, did not involve commercialisation projects and research and 

development (R&D) per se. Instead, Auckland UniServices Ltd, a business unit 

affiliated with the NZU, administer these projects. Internationalisation of research, 

facilitated by UniServices, was outside the scope and the timeframe of this present 

doctoral research. The constructed categories are discussed further in the following 

sections to identify the conceptual relationships between the categories, theoretical 

concepts and their properties, and articulate the critical features of IoHE in the New 

Zealand export education industry. 

The data triangulation and constant comparison of the focussed codes and emergent 

subsidiary categories across the datasets allowed constructing four categories 

capturing the key features of IoHE in the New Zealand export education industry: 

New Zealand economic development; export education brand promotion; the industry 

stakeholders’ collaboration; and social licence. These categories highlight the 

strategic priorities for the international education industry in New Zealand. The 

categories concerned with economic development and export education brand 

promotion dominate the policy documents and align with the trend to global 

competition.  Although there was a strong emphasis on stakeholders’ collaboration, 

the categories related to the multi-levelled interactions between the stakeholders serve 

primarily as enablers or proxies for the economic agenda priorities.   
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 New Zealand Economic Development 

New Zealand’s economic development category arose from the focussed codes 

concerned with the specific contribution the international education industry made to 

the national economy, namely, the revenue growth and upscaling workforce (as shown 

in Table 12). Both categories are major New Zealand policy priorities aimed at 

generating economic/symbolic and cultural/ social /economic capital, respectively. 

The revenue growth category is focussed on the financial and symbolic contribution 

the international education industry makes to national economic development. As 

discussed in Section 2.2, an educated and qualified workforce can provide the 

backbone of the knowledge economy and the international education industry. 

Table 12. The Construction of the New Zealand Economic Development Category 

(Case Study One) 

ENZ 

subcategories 

NZU 

subcategories 

Extant document 

analysis 

subcategories 

Bourdieusian 

theoretical codes  

Knowledge 

economy 

theoretical 

codes 

Category 

• The 

industry’s 

revenue 

growth 

• Upscaling 

NZ 

workforce  

 

• The 

university

’s revenue 

growth 

• Upscaling 

NZ 

workforce  

• Research 

commerci

alization 

 

• Economic 

contributi

on 

• Research 

commerci

alization  

• Talent 

acquisitio

n 

Generating 

economic/ 

symbolic 

capital 

Generating  

cultural/social/

economic 

capital 

Skilled 

workforce 

 

New 

Zealand 

economic 

development  

 

The concepts related to the industry’s overall role in national economic development 

and the economic aspect of internationalisation praxis were very prominent across the 

data. A strong economic focus was consistent with the extant documents data. For 

instance, theNZU strategic documents stated the revenue growth/diversification was 
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a way to reduce their dependency on government funding, and those involved with 

internationalisation shared this perspective:  

The university is relying on international students […]… for income, to 

be blunt. […] We have decreasing numbers of domestic students, and the 

university sees the only way for us to actually have an increase in our 

funding is to increase the number of international students. (NZUXMA-2) 

The ENZ participants had a different perspective. Although they admitted that the 

overarching priority was for “doubling the industry” (ENZXM-2), and acknowledged 

their role in supporting this process, they advocated for a broader understanding of 

internationalisation beyond revenue generation and economic benefit. This lack of 

alignment suggests a difference in the strategic priorities of the two organisations. If 

growing the value of the export education industry beyond the revenues the strategic 

priority for ENZ under the national economic development agenda, mitigating the 

decreasing public funding levels is the urgent strategic focus for a NZU.  

Upscaling the New Zealand workforce remains a national priority underpinning the 

internationalisation agenda, and makes a direct contribution to the skilled workforce 

strand of the knowledge economy. This category is concerned with the production of 

cultural capital in its embodied, objectified and institutionalised forms, while social 

and economic capital is the by-product of this process. The New Zealand economy, 

historically, relied on talent acquisition as a way to obtain a qualified workforce, with 

the international education industry viewing the ‘brain gain’ approach a  secure 

pathway. As stated by one of the participants: ‘you got somebody who’s studied for 

ages and clearly going to be a benefit to the country’ (ENZXP-1). Although talent 
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acquisition remains a factor, developing domestic students’ intercultural capabilities, 

via internationalisation at home and abroad, is considered an important investment. 

The Prime Minister’s scholarship for Asia and Latin America, administered by ENZ, 

encourages New Zealand students to gain international experience as well as some 

essential language and cultural skills. This funding supports the New Zealand 

university sector which, as claimed by an ENZ participant, gets “the lion’s share of 

that support from the government” (ENZXM-2) and generates a substantial return on 

investment. The NZU respondents believed that ‘prioritising study abroad’ was 

‘explicitly a result of internationalisation strategy’, which contributed to students’ 

employability and the university’s reputation.  

Overall, the category of New Zealand’s economic development was generated from 

the subcategories highlighting the financial and symbolic contribution the export 

education industry makes to national economic development. Thus, the New Zealand 

economic category exemplifies the full recurrent cycle of capital generation 

contributing to the knowledge economy strand of the educated and skilled labour 

force.   

 Export Education Brand Promotion  

This category is concerned with the global positioning of New Zealand as a study 

destination; it subsumes the codes relevant to promoting the export education brand, 

as demonstrated in Table 13. The ENZ and NZU approaches to the export education 

brand promotion were aligned, but not identical. Overlapping codes arose from both 

datasets and included international benchmarking, market diversification, 

marketing/recruitment strategies, and brand promotion/ recruitment challenges. Some 
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diverging categories, specifically in the ENZ data but not in the NZU data, related to 

a regional proposition, the need to develop export education in New Zealand regions 

beyond Auckland, and digital marketing as a core strategy for raising awareness about 

the New Zealand export education brand. Programmes and scholarships category was 

apparent in  NZU data as the core strategy for marketing NZUeducation brand.  

Table 13. The Construction of the Export Education Brand Promotion Category (Case 

Study One) 

ENZ subcategories NZU subcategories 

Extant document 

analysis 

subcategories 

Bourdieusia

n theoretical 

codes  

Knowledge 

economy 

theoretical 

codes 

Category 

• International 

benchmarking 

• Marketing 

strategies 

• Market 

diversification 

• Regional 

proposition 

• Digital 

marketing 

• Brand 

promotion 

challenges 

• International 

prestige 

• Recruitment 

strategies 

• Strategic 

markets 

outreach 

• Programs & 

scholarships 

• Recruitment 

challenges 

• International 

benchmarking 

• ICT & digital 

technologies 

• Market 

diversification 

• Regional 

proposition 

development 

Generating 

symbolic/ 

economic 

capital 

Skilled 

workforce 

 

Innovation 

system 
 

Export 

education brand 

promotion 

From the Bourdieusian perspective, the export education brand promotion represents 

the specific marketing and recruitment strategies maximising market presence, 

strategic engagement and, consequentially, the revenue generated by the industry. The 

constant comparison method revealed a shared property in these categories, 

specifically, generating the symbolic and economic capital. Exploiting prestige and 

reputation is at the core of any brand promotion and marketing, and New Zealand’s 

export education brand is no exception. The key strategies used for this purpose align 
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across the ENZ and NZU data, and included government-to-government engagement, 

digital marketing, attending recruitment events, and managing agent relations.  

Digital marketing is the cornerstone of ENZ brand promotion because it is an 

economical strategy to influence potential students’ decision in comparison with face-

to-face interactions. Accountability, otherwise unattainable, was another significant 

benefit of digital marketing because it allowed measuring specific outcomes of 

marketing campaigns. The development of this strategy resulted in a stronger 

innovation system strand for the knowledge economy. The sporadic NZU codes, 

relevant to digital marketing, was a piece of evidence that little value was attributed 

to this international outreach strategy, with one NZU participant commenting, “doing 

campaigns online […] is just a very small part of the picture because it’s very much 

about the relationship” (NZUXM-2). The NZU data emphasises building relationships 

and the physical market presence, with the NZU codes highlighting attending 

recruitment or alumni events and government-to-government (G-to-G) engagement 

as the key strategies for student recruitment.  

G-to-G engagement in the area of scholarships and student mobility is a significant 

investment in the market development that closely aligns with the key New Zealand 

economic development priorities, which involve developing stronger collaborations 

with the Asia-Pacific region and upscaling the New Zealand workforce. The 

interviewees emphasised the importance of the investment in public diplomacy 

through scholarships serving several purposes; market development being only one 

part of that:  
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We’ll pay for 1,000 students […] who have added to their studies by 

getting an international experience in Asia, which a market where [...] we 

have an economic lens and a market where we haven’t had strong 

relationships for a long time. […] We haven’t developed as an economy 

the same familiarity with those Asian economies as we had with the 

English-speaking economies. So, investment in that space is to address 

that issue. (ENZXM-1) 

Different types of scholarships contributed to supporting reciprocity of the inbound 

and outbound student mobility. For instance, the New Zealand Development 

Scholarships and the New Zealand ASEAN Scholar Awards (the New Zealand Aid 

Program managed by MFAT) encourage inbound mobility from developing countries 

in Africa, Latin America, and South-East Asia. These scholarships help promote the 

New Zealand Education brand and raise awareness about the study destination among 

the other party government officials involved with the scholarship provisions. 

According to the interviewees, reciprocal or bilateral scholarship provision had 

“incredible value” as a market development strategy: 

Where we’re working on the government-to-government level around 

scholarships and that sort of things. […]  That has a greater effect, let’s 

say in a very long term timeframe for working with scholarship agencies, 

people that come might be hundreds in the end. It’s terrific, that’s, that’s 

the holy grail. You get the validation from working with the government, 

influence; you get the result, obviously. You get high value, very 

intelligent people coming through, they will return to their homeland. 
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There is a great word of mouth; there are always advocates, etc., etc. 

(ENZXP-2) 

These strategies attempt to shift the competitive positions of the agents in the field.  

For instance, market diversification is a specific example of boosting market presence 

as well as tapping into a potentially high-quality workforce through international 

student recruitment. Thus, the export education brand promotion category illustrates 

the conversion of symbolic and economic capital contributing to the knowledge 

economy as part of the skilled workforce and innovation system strands.   

 Industry Stakeholders’ Collaboration  

The theoretical concept of industry stakeholders’ collaboration reflects the structure 

of objective relations (Bourdieu, 1997) between the agents of the international 

education industry and defines the limits of their practice. This category comprises 

the codes describing the institutional, national and international interactions within 

the New Zealand export education industry. As demonstrated in Table 14, the 

categories include the internationalisation policy and strategy implementation and 

three levels of stakeholders’ collaborations: Institutional, national- and international 

collaborations.  
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Table 14. The Construction of the Industry Stakeholders’ Collaboration Category 

(Case Study One) 

ENZ 

subcategories 
NZU subcategories 

Extant document 

analysis 

subcategories 

Bourdieusian 

theoretical 

codes  

Knowledge 

economy 

theoretical 

codes 

Category 

• Government 

level 

collaboration 

• Export 

education 

providers 

• Offshore 

education 

agents 

• University-

level 

collaborations 

• Internal 

challenges 

• National level 

collaborations  

• International 

strategic 

partnerships 

• National level 

collaborations 

• Policy 

alignment 

Generating 

cultural/ 

social/ 

economic 

capital 

Conductive 

economic and  

institutional 

regime 

Innovation 

system 

Industry 

stakeholders 

collaboration 

 

The internal coherence of policy and strategy implementation creates a conductive 

economic regime for the industry and therefore contributes to this strand of the 

knowledge economy. The availability of the efficient policy and strategy affects the 

stakeholders’ position in the field, and how IoHE policy and strategy translates into 

practice. The agents’ practice depends on specific funding models and accountability 

modes affecting policy and strategy implementation. For instance, immigration 

policies are viewed as a useful tool for leveraging the industry’s “managed and 

measured growth”. ENZ’s limited ability to influence the policy changes were among 

the main barriers to the industry’s growth. Some ENZ interviewees noted that instead 

of “playing nice, sitting upright”, ENZ needed to be more proactive in their 

engagement with government and the partner agencies to push the policy changes:  

I would want us to be more aggressive at times around certain things. […] 

You’ve got a flash card, five key things, and every time [they] go to the 
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NZQA, it’s like: “Oh […]! Why they’re always banging on about this […] 

until they get it? Where we are with that?” (ENZXP-1) 

The NZU internationalisation policies, in turn, are influenced by risk-averse 

bureaucracies preventing the University from “reacting quickly enough, of 

understanding what is really happening on the entire global context and responding to 

that in a timely manner” (NZUXMA-2). The implementation of the IoHE policies 

appear to be hampered by “lack of awareness of the policies”, sometimes conflicting 

“views of the senior leaders” on IoHE, and “different priorities” across the NZU 

divisions. These factors challenge the translation of the policies into comprehensive 

IoHE practice.  

Fostering collaboration at all levels within the industry were recurrent and consistent 

codes across both datasets. At the institutional level, collaboration subcategories 

identified major lines of interaction amongst the institutional stakeholders, namely the 

senior management, academics and the professional staff involved with IoHE. These 

subcategories were also concerned with the internal challenges faced by the NZU 

while implementing its internationalisation agenda. The successful implementation of 

the IoHE initiatives were reported to rely primarily on close collaboration between 

the academic and professional staff, and the senior leadership support because “the 

international conversation happens right from the senior leadership level” (NZUXMP-

2). The overarching strategic planning is a significant part of these conversations; 

however, personal commitment of senior management seems to be one of the 

contributing factors. The “strategic support from the top of the university” 

(NZUXMA-1) was not limited to the international visits but extended to fostering the 

university-wide IoHE collaborations, such as the establishment of an international 
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strategy group. Described as the greatest success in IoHE, the international strategy 

group is “composed of the representatives of different faculties and the director of the 

Alumni relations, UniServices, Research office” created a space for dialogue with “the 

whole university being represented”, and a mechanism for coordinating the IoHE 

practice across the University.  

The national-level collaborations reflect the engagement of ENZ and the NZU with 

each other, as well as with other New Zealand export education providers, and 

relevant agencies. Although, ENZ’s relationship with the industry has significantly 

improved over time. Funding provisions and offshore support were described as the 

“biggest contribution to that relationship” (ENZXM-2) and helped to gain some 

credibility amongst the industry providers. However, the overall relationship with the 

tertiary sector and the NZU, in particular, remains “a bit sort of guerrilla tactics” and 

“not terribly well coordinated at times” (ENZXP-1). The lack of information, and 

coordination between the government and tertiary sector parties, was attributed to the 

absence of a clear plan or a documented collaboration agreement. Some codes 

retrieved across the ENZ data questioned the export education providers’ commitment 

to IoHE: 

I am not convinced that the New Zealand tertiary sector understands and 

can apply the true nature of internationalisation at the institutional, 

national and global level. (ENZS) 

Finding a balance between business growth objectives and the values of 

internationalisation is often problematic because some export education providers 

either excessively focussed on the economic benefit or, or in contrast, ignored both 
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the economic and social contribution of the international students. This tendency has 

raised a broader concern regarding the academic staff engagement with and 

commitment to internationalisation:  

If you don’t have a key stakeholder group, like say, the academic staff that 

actually support internationalisation and having international students at 

the institution, and understand the role of those in a positive way then, in 

fact, they are likely to undermine the organisation effectiveness. 

(ENZXM-1) 

On the other hand, the NZU data revealed “a really interesting tension” (NZU XM P-

2) with ENZ. The differences in the internationalisation agendas of ENZ and the NZU 

resulted in an inevitable conflict of interest: “We’re very close, but we’re not always 

friends. Frenemies, yeah!” (NZUXM P-2). This frustration was rooted in a belief that 

the NZU’s success was “Auckland success and Auckland’s success is our country’s 

success” (Ibid), while ENZ had “a very deliberate strategy, […] to support everybody 

else” (Ibid): 

Because the University  doesn’t need it or something, […]. Somehow, 

we’re well-resourced and we’re well ranked, it’s easy for us […], which I 

fundamentally disagree knowing how hard we work to get the results that 

we get. It’s a little bit like [...] not supporting Fonterra in their offshore 

activity. Oh, Fonterra, they’re the biggest, so let’s leave them alone. That 

doesn’t make sense at all, right? But that sort of things happens constantly. 

(NZUXMP-2) 
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There was some scepticism around ENZ encouraging the industry’s growth across the 

country. Considering the long-term customer preference for Auckland as the largest 

education hub in New Zealand, and some participants saw no point in diverting 

resources towards less popular study destinations:  

Students from Asia are much more interested in coming to Auckland than 

[…] to Dunedin. It’s just a fact. No amount of marketing in Dunedin is 

gonna change that fact that for the majority of students it’s attractive to go 

to City. Climate is more agreeable. […] Plus they are worried about 

cultural acceptance. The diversity of Auckland, that’s actually something 

that we sell, it’s one of the most diverse cities anywhere (NZUXMP-2). 

Despite being critical of ENZ’s “strange competing market agendas” (NZUXMP-1) 

around regional development, some NZU interviewees believed that a dialogue 

between the Crown agencies and Universities NZ fostered “one unified voice on a 

particular issue” (Ibid), such as policy setting affecting the industry. Some NZU 

participants reported they were convinced that lobbying ENZ “as a collective rather 

[…] individual university” could be beneficial for the whole sector: ENZ is a 

relatively new organisation […]. We have been seeking to influence their policy and 

not always but we’ve had some success. (NZUXMP-1). 

Setting up the agenda for the International Student Wellbeing Strategy, which was 

mentioned earlier in Section 5.4.2, was an example of a successful collective lobby 

initiated by the NZUand supported by ENZ. Following the attack on the Chinese 

students in Auckland in 2016, the NZU “in partnership with the Chinese University 

Students Association […] AUT, Auckland Police, ENZ, ATEED, Human Rights 
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Council, and other referable associated organisations” (NZUXMP-1) championed a 

coordinated effort addressing international student safety issues. The International 

Students’ Wellbeing Strategy (as a form of objectified cultural capital) serves as an 

illustrative example of the university sector-government collaboration (the use of 

social capital) aimed at protecting the reputation of New Zealand as a study 

destination (enhancement of symbolic capital), and the financial flows generated by 

the industry (generation of economic capital).  

Finally, the international-level collaboration’s codes included engagement with 

strategic partner institutions and networks, as well as the agents operating in the 

strategic markets. Sustaining international prestige and reputation are crucial for the 

New Zealand education brand, and international collaborations capitalise on personal 

academic networks, university networks and strategic partnerships. The perceived 

quality of education and research associated with the university brand, or its symbolic 

power, is converted into economic capital in the form of the students’ tuition fees, 

scholarships, or academic staff salaries. The ranking positions not only enhance the 

international standing of a particular university but also reify the New Zealand export 

education brand. For instance, the focussed coding demonstrated an explicit link 

between international research collaborations and the NZU rankings positions, 

stemming both from the research outputs metrics and reputation surveys:  

You can buy a Nobel laureate and raise yourself temporarily, but actually, 

you’ve got to build the reputation, […] how many publications did you 

get in the metrics, not that gameable. […] There is more peer impression, 

what do you think about that University in a survey of academics around 

the world, contributes to your score.  (NZUXMP-1) 
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Fostering international reputation was a priority for the NZU internationalisation 

agenda, which contributed to “the university research success […], and its ranking 

success” (NZUXMP-1). International research collaborations are used as a powerful 

tool to raise the University’s international prestige. The internationalisation priorities 

of the University gradually shifted away from the quantitative KPIs around growing 

numbers of international students towards less obvious recruitment opportunities 

related to strategic engagement. The partner institutions were reported to be a pathway 

to establishing a market presence at new markets and building the University’s 

international prestige. Additionally, productive research collaborations enhanced the 

NZU international reputation and visibility at new markets, catering thus to both 

recruitment (economic capital generation) and prestige objectives 

(symbolic/economic capital).  

From the Bourdieusian (1997) perspective, the industry stakeholders’ collaboration 

category reflects the structure of objective relations between the stakeholders of the 

export education industry, defining the limits of their practice. The internal coherence 

of the policy and strategies implementation creates a conductive economic regime for 

the industry and therefore contributes to the knowledge economy. Close collaboration 

at the institutional, industry and international levels maximises the opportunities 

rooted in the symbolic and social capital of the agents (such as the universities 

networks or strategic partners for instance), and allows the generation of cultural, 

symbolic and economic capital. Furthermore, the collaboration between the industry’s 

stakeholders has the potential of contributing to the innovation system strand of the 

knowledge economy. 
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 Social Licence 

The social licence category resulted from the constant comparison of the initial and 

focussed codes that were consistent across the datasets. The subsidiary categories, 

subsuming these codes, included the interrelated challenges of pastoral care, student 

experience and constructing social licence (see Table 15).  

Table 15. The Construction of the Social Licence Category (Case Study One) 

ENZ 

subcategories 

NZU 

subcategories 

Extant 

document 

analysis 

subcategories 

Bourdieusian 

theoretical 

codes  

Knowledge 

economy 

theoretical 

codes 

Category 

• Social 

licence 

challenge  

• Student 

experience & 

pastoral care 

• Social 

licence 

challenge;  

• Student 

experience 

& pastoral 

care 

• Social 

licence 

• Student 

experience 

• Generating 

Symbolic/ Social/ 

Cultural capital 

• Skilled 

workforce 

• Innovation 

system 

Social 

licence 

 

Generating symbolic, social, and cultural capital is the overarching property of this 

theoretical concept. The construction of social licence depends on a productive 

engagement with the wider public, which is based on acknowledging the cultural 

value of the international students: Their skills, qualifications, and intellectual 

products (embodied, institutionalised, and objectified cultural capital), as well as 

social connections and networks (social capital) in their home countries. The ENZ and 

the NZU stakeholders assume their agency in leading this work:  

We’ve been having conversations with the Auckland Futures group and 

with ENZ about the importance of doing this work and […] they are 
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appointing someone full-time […] to develop that social licence. So that’s 

wonderful to see that the government have heard what we were saying 

about the importance of this work and at some point, they’re going get 

someone to do that. (NZUXMA-1) 

Both ENZ and NZU respondents explicitly stressed the importance of bringing the 

New Zealand public on board and building social licence, beyond economic 

indicators, around the value of the international education industry for the 

communities. The cultural and social benefits associated with internationalisation 

included cultural diversity considerations (‘it’s about global connections, it about 

understanding different cultures’ (ENZXM-2); and benefits for the local students and 

communities (‘having the international students can really open their eyes to other 

cultures, other languages, other ways of life’ (ENZXP-2). Similarly, the  NZU 

respondents highlighted the value of internationalisation at home, such as: “having 

influx from international institutions and having students from international places 

[…] enriches the university and enriches the mission of any faculty” (NZUXMA-2). 

The interconnected categories of pastoral care, student experience and social licence 

were instrumental in generating the theoretical concept of social licence leading to the 

development of the international education industry.  

The other facet of social licence was compliance with the duty of care towards the 

international students, and “making sure that student experience fits the promise and 

the outcomes are generally positive for the students” was regarded as “one of the 

greatest challenges” (ENZXP-1) for the international education industry. At the time 

of data collection, while, the Education (Pastoral Care of International Students) 

Code of Practice was the only mechanism for managing this challenge, it lacked the 
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capacity to do so. Student experience issues extend far beyond the student provider 

financial transactions and include both economic and social dimensions including 

health, safety and wellbeing; these aspects have to be addressed holistically. The 

issues relevant to student experience versus work experience reveal somewhat 

conflicting perspectives. The NZU data show that “a part of the university’s 

responsibility” was “to enable students […] to gain work experience” (NZUXMA-2), 

while the ENZ interviews provided some “shocking” examples, such as when 

economically disadvantaged students would prioritise a job “lifeline” over their 

studies and then failed academically:    

So you have someone who has flown around the world, paid thousand 

dollars for studying marketing, doesn’t know he’s studying marketing but 

knows that he should get an IRD number. Where is the priority? (ENZXP-

1) 

At the time of data collection, the immigration issues involving international students 

were in the media’s spotlight. The heated debates over the international education 

impact occurred during “the stupid election” (as described by an interviewee), which 

pushed this hot topic towards a political, if not a populist discourse. Although there 

were only a small number of cases which triggered the negative publicity, some 

interviewees expressed concerns that a failure to differentiate academic mobility from 

migration issues in the media might provoke a push-back from the public:  

The water is muddied, […] If we want to talk about immigration generally, 

then we probably need to have that conversation without a focus being on 
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international students’ side of things. That’s a challenge, tension with 

what I deal with. (ENZXP-2) 

In summary, as explained in this section, building social licence is a way to 

conceptualise the specific contribution the international education industry makes in 

terms of supplying a skilled workforce and developing an information infrastructure 

and innovative systems. In the New Zealand context, social licence primarily builds 

on the symbolic and cultural value of the international education industry (as opposed 

to its economic value). The indirect contribution it makes to the national economy 

again brings us to the first category, that of New Zealand economic development, 

making, therefore, a full circle. 

5.6 Constructing the Explanatory Theory  

This section is concerned with the second part of the sub-question of guiding Case 

Study One:  How could the key features of IoHE in the New Zealand export education 

industry be conceptualised as an explanatory theory? To respond to this question, the 

theoretical concepts of rationality and relationality are introduced by applying 

Bourdieusian and the knowledge economy perspectives to the previously defined 

categories of New Zealand economic development, export education brand 

promotion, industry stakeholders’ collaboration and social licence. Analytical 

conceptualization is advanced by integrating the emergent theory with the existing 

literature in the field of IoHE, and the articulation of the explanatory theory.     
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 Rationality and Relationality  

Rationality and relationality are theoretical concepts reflecting the critical features of 

the New Zealand export education industry. These theoretical concepts subsume the 

previously discussed categories, which emerged across the datasets. The theoretical 

concept of rationality represents the global economic orientation of the New Zealand 

export education industry, including economic development and the promotion of the 

export education brand. Relationality encapsulates the categories of industry 

stakeholders’ collaboration and social licence, thus focusing on the social impacts of 

the industry at the glocal level. The trend to global competition in the New Zealand 

context is reflected in the categories of New Zealand’s economic development and 

export education brand promotion. Further generalisation of the conceptual 

framework demands to accept that there is the interplay between the industry’s 

essential features, their social and economic impact and the overall positioning within 

both global and local contexts. 

As demonstrated in Table 16, each theoretical concept is positioned at a specific level: 

local, global or glocal. Being focussed on the national socio-economic development, 

New Zealand economic development and social licence belong to the local level, 

while export education brand promotion refers to the global level of engagement. The 

categories of the industry stakeholders’ collaboration are positioned at the glocal level 

reflecting the interplay between the global and local engagement. The global 

competition and glocal collaboration trends shape the industry’s performance and 

accountability modes at both local and global levels. The recurrent generation of 

capital, in its various forms, contributes to the four strands of the knowledge economy. 

As the data analysis identified relationality and rationality as the industry’s 
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overarching features, it needs to be asked whether these could be explained as the 

recurrent synergic cycle of the capital generation and the strands of the knowledge 

economy.  

Bourdieu’s (1986) capital convertibility is particularly helpful for explaining the role 

of internationalisation in the knowledge economy. The author argues that the 

properties of the aforementioned theoretical concepts inherently align with generating 

cultural, social, symbolic, and economic capital through the properties of their 

respective categories. For instance, the economic development category comprises the 

revenue growth category (economic capital generation) and upscaling the workforce, 

which implies intertwined production of cultural, social, and economic capital. A 

similar logic was employed for other theoretical concepts as demonstrated in Table 

16 in relation to the categories, theoretical concepts, the types of Bourdieusian capital 

and the strands of the knowledge economy. 
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Table 16. Conceptualising the Key Features of IoHE in the New Zealand Export 

Education Industry (Case Study One).  

Categories Knowledge 

economy 

strands 

Properties 

(Bourdieusian capital) 

Theoretical 

concepts 

New Zealand 

economic 

development 

 (Local  level) 

• Innovative 

system; 

• Information 

infrastructure 

 

Generating economic/symbolic 

capital and  

cultural/ social/economic 

capital 

Rationality 

 
Export 

education 

brand 

promotion 

(Global level) 

• Educated 

workforce 

• Innovation system 
Generating 

symbolic/economic capital 

Industry 

stakeholders 

collaboration 

(Glocal level) 

• Conductive 

economic and  

institutional 

regime 

• Innovation system 

Generating 

cultural/social/economic capital  

Relationality  

 

Social licence 

(Local level) 

• Skilled 

Workforce 

• Innovation system 

Generating Symbolic/ 

Social/ Cultural capital  

The key features of IoHE in the Zealand export education industry could be 

summarised as follows: 

• Rationality represented by a strong focus on the national economic priorities, aligned 

with the strategic legislative documents guiding the policy/strategy implementation. 

It results in fostering the economic and symbolic value of IoHE for the international 

education industry. 
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• Relationality manifested in and a commitment to building a sustainable relationship 

with internal and external stakeholders/agents at the local and global levels. It results 

in negotiating the social and cultural value of IoHE for the international education 

industry.  

The two theoretical concepts represent the division between competition and 

collaboration within the global-local continuum. Each feature is linked to generating 

the economic, symbolic, social and/or cultural value of the international education 

industry; rationality associated with economic and symbolic properties, while 

relationality relates to social and cultural properties. The interplay between 

relationality and rationality contributes to synergies in capital generation and fosters 

the key strands of the knowledge economy. The internationalisation agenda influences 

not only the international education industry but also affects the whole national 

economy and its engagement with the global economy. Consequently, it remains the 

government priority strengthened by political, economic and social rationale. These 

key features suggest that the mainstream definitions of IoHE (as discussed in 

Section2.7) appear not to be entirely relevant for IoHE in the New Zealand export 

education industry and that a more appropriate definition for IoHE in this context is 

needed.    

 Re-inventing Internationalisation 

The globalised economy and commercialisation of knowledge production shape the 

future of higher education worldwide. Form the pragmatic perspective, as evinced by 

Case Study One, IoHE is an integral part of the global international education 

industry, and so cannot be considered disconnected from the emerging global 
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knowledge economy. At the same time, IoHE remains embedded in social contexts 

and depends on the power dynamics and the relations between the agents in the field 

of the global international education industry. However, the mainstream 

conceptualisations of IoHE do not always reflect this complexity overtly, a 

shortcoming this research seeks to mitigate.  

As explained in the previous section, the tertiary sector engages with the global 

economy and responds to its key trends (competition and collaboration) through the 

mechanisms of IoHE, described here as the rationality and relationality, and the 

international education industry. Rationality and relationality are particularly useful 

theoretical concepts because they are broad enough to accommodate the holistic 

approach to exploring IoHE without prioritising fragmented aspects (such as the 

internationalisation of the curriculum or academic mobility). These concepts also 

capture the overarching socio-economic impact of IoHE and embrace the global scope 

of this complex process.  

Rationality and relationality are consistent with the countertrends of competition and 

collaboration and are integral to the global international education industry worldwide 

and recognised across the IoHE literature (see Allison, 2015; Huang, 2013; Knight, 

2011a; 2013a; 2014a). The rationality of IoHE in the New Zealand context manifests 

its focus on revenue generation through the categories of New Zealand’s economic 

development and export education brand promotion. Rationality, thus, represents the 

global economic orientation of the New Zealand export education industry aimed at 

generating economic and social capital. In turn, relationality encapsulates the 

categories of industry stakeholders’ collaboration and social licence, focusing on the 

social impacts of the industry at the glocal level. As explained earlier in Section 5.6.1, 
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the key features of IoHE in the New Zealand export education industry, subsumed by 

the concepts of rationality and relationality, contribute to specific strands of the 

knowledge economy. The relations between capital generation, the critical features of 

IoHE in the export education industry and the strands of the knowledge economy are 

presented in Figure 24. 

 

Figure 24. Generating Capital and the Knowledge Economy Strands in the New 

Zealand Export Education Industry  

This research proposes an explanatory theory of IoHE, drawing on the theoretical 

concepts of rationality and relationality. It is intended to be “objective enough that it 

can be used to describe a phenomenon which is, in fact, universal but which has 

different purposes and outcomes, depending on the actor or stakeholder and the 
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national or institutional context” (Knight, 2008, p.21). The critical features of IoHE 

in the New Zealand export education industry, as well as prior research in the field 

(Hawawini, 2016; Knight, 2004; de Wit et al., 2015), contribute to the theory. It is 

posited that internationalisation is an evolving strategy aimed at integrating a 

national export education industry into the emerging global knowledge economy 

through a recurrent synergic cycle of generating economic, cultural, social, and 

symbolic capital embedded into the purpose, function, and delivery of higher 

education.  

Redefining internationalisation was grounded initially in the New Zealand export 

education industry, but the definition is potentially transferable and applicable to other 

national contexts. For this reason, it is particularly important to clarify the concepts 

that constitute the proposed definition because terminological rigour is the 

cornerstone of this explanatory theory. Despite the frequent use of the term ‘process’ 

as a descriptor for IoHE, in this definition, preference is given to the term ‘strategy’ 

because it refers to a set of intentional and purpose-oriented actions (Childress, 2004). 

The term is better aligned with the rationality of the international education industry, 

its policy, implementation and accountability settings. While many approaches to 

IoHE focus on specific aspects (such as mobility, learning outcomes or institutional 

practices and their combinations), an overarching internationalisation strategy 

embraces all of these practices implemented across both tertiary and the government 

sectors to align them with national development priorities. Moreover, ‘a strategy’ 

suggests that IoHE might be one of many strategies facilitating the transition to the 

knowledge economy. The descriptor “evolving” suggests that this strategy has the 
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potential for adapting and transforming in response to increasingly complex and 

rapidly changing economic and political contexts.  

As compared to the traditional definitions of IoHE (de Wit et al., 2015; Knight, 2004), 

the notion of ‘integration’ is understood quite differently. Instead of integrating 

international, intercultural and global dimensions into a university’s mission or 

practices, in this case, integration suggests the cross-contextual logic of interrelations 

between IoHE, a national tertiary sector and an export education industry, the global 

international education industry and the emerging global knowledge economy. It is 

essential to note that, in the proposed definition, the knowledge economy is referred 

to as ‘emerging’ because the transition to a knowledge economy is not homogenous 

across the world; the ‘global knowledge economy‘, per se, is non-existent so far. As 

direct integration of HEIs and their key stakeholders (e.g. students and faculty) into 

the emerging knowledge economy is problematic, it is essential to understand which 

mechanisms should be employed to make this integration possible.  

Developing Hawawini’s (2016) theory, it is suggested that to be able to integrate into 

an emerging global economy, HEIs have to embrace the role of economic stakeholders 

and be viewed as an integral part of international education industry. With the agendas 

of Education New Zealand and the NZU conflicting at times, this remains work in 

progress for the New Zealand export education industry. As neoliberal imagery and 

increasing commodification of higher education (Rizvi, 2014) persist and are 

embodied in the idea of the ‘entrepreneurial university’ (OECD, 2012) in New 

Zealand similarly to other MESDCs, HEIs do not function exclusively in the domain 

of national education systems. This view is accepted in the literature, for instance, 

Hudzik (2015) argues that despite some having “a strong distaste for entrepreneurial 
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institution […] ignoring such aspects of change is not a realistic strategy” (p.43). The 

integration of a national tertiary education industry into the emerging knowledge 

economy, therefore, is considered to be the purpose of internationalisation. The term 

‘international education industry’ refers to a segment of a national education industry 

involved mainly with internationalisation activities. In New Zealand’s case, this 

refers, primarily, to the tertiary education segment generating the most significant 

value for the industry. Specific characteristics of export education industries, 

including their structures, key stakeholders and agents, policies, strategies and 

institutional practices, implementation and accountability modes may vary markedly 

depending on the particular national context. Their contribution to the knowledge 

economy may also vary according to current economic development contexts due to 

the structure of the latter19. Hence, by using the generic term ‘international education 

industry’ this definition allows for greater flexibility and adaptability when applied 

across various contexts.  

Drawing upon Bourdieu’s (1986) theory, it is argued that the outcomes of IoHE could 

be interpreted as the recurrent synergic cycle of the capital conversion, embedded into 

the purpose, function, and delivery of higher education. The concepts of purpose, 

function and delivery are used in agreement with Knight’s (2012) traditional 

perspective, while the notion of the recurrent synergic cycle applies a Bourdieusian 

(1986) lens regarding the interdependence and conversion of the forms of capital; this 

 

19 For instance, the integration of a national export education industry into the emerging global 

knowledge economy could be facilitated through the development of institutions forming an innovative 

system or through investments in ICT to improve the communication infrastructure. 
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is in accord with the theoretical framework for the present research project (see 

Chapter 3).  

The proposed definition of internationalisation for the New Zealand export education 

industry provides a starting point for further discussion on the role and the purpose of 

IoHE in the emerging global knowledge economy. Having been designed within a 

specific context of the New Zealand export education industry, this definition needs 

to be tested for transferability and applicability in a different regional context. The 

next question to be asked is:  How can the proposed explanatory theory for IoHE be 

applied in an Asian context, specifically in Indonesia ? 

5.7  Chapter Summary  

This chapter has presented the findings from Case Study One investigating the IoHE 

practice in the New Zealand export education industry. Drawing on multiple sources 

of data (including the extant legislative, policy and strategic documents, interviews 

and surveys), the grounded theory method has been employed to analyse the data and 

to develop an explanatory theory for IoHE in New Zealand context. The theory was 

grounded in the categories encapsulating the critical features of IoHE as found in the 

local context of the New Zealand export education industry and the global context of 

the emerging knowledge economy. These features were theorised as rationality (the 

economic and symbolic value of IoHE) and relationality (the social and cultural value 

of IoHE). Rationality has emerged from the economic development agenda and the 

promotion of the New Zealand export education brand, while relationality reflects the 

complex and sometimes conflicting social relations and cultural benefits resulting 
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from IoHE. Rationality and relationality were further conceptualised using the 

Bourdieusian Theory of Practice.  

The interplay between the two reflects the ongoing synergic generation of economic, 

cultural, social, and symbolic capital and the contribution the industry makes to the 

major strands of the emerging global knowledge economy. The explanatory theory 

for IoHE, grounded in the context of New Zealand export education industry, provides 

the basis of a new definition of IoHE presented in the previous section. The recurrent 

synergic cycle of capital generation, embedded into the purpose, function, and 

delivery of higher education, is a critical mechanism, which ensures the integration of 

the export education industry into the emerging global knowledge economy. 
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 “Indonesia was the presidentially designated jewel  

in the Bank’ s operational crown”  

(Kapur, Lewis &Webb, 1997 p. 469)20. 

: Case Study Two. IoHE 

in Indonesia  

The primary purpose of Case Study Two was to test the explanatory theory developed 

in Case Study One. The new conceptualisation for IoHE practice, developed in the 

context of the New Zealand export education industry, was tested in Indonesia, a non-

MESD Asian context. Case Study Two examined the extant legislative, policy and 

strategic documents regulating IoHE in Indonesia, as well as the data from interviews 

and surveys with the academic staff of the Indonesian universities, using content 

analysis to identify the critical features of IoHE in Indonesia. A key objective was to 

examine the data for evidence to support or refute the proposed theory. The research 

sub-question investigated here, therefore, was: How can the proposed explanatory 

theory for IoHE be applied in an Asian context, specifically in Indonesia?   

The explanatory theory for IoHE in the New Zealand context, developed in the Case 

Study One, conceptualised internationalisation as a strategy used to integrate the New 

Zealand export education industry into the emerging global knowledge economy. As 

a part of the tertiary system, the international education industry recurrently generates 

intertwined forms of capital (economic, symbolic, cultural and social). The synergic 

cycle of capital generation contributes to the key strands of the knowledge economy, 

 
20 This epigraph acknowledges the specific and long-standing presence of the World Bank in 

Indonesia, which affected the nation’s position in the emerging global knowledge economy.    
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namely, the production of the skilled workforce, the establishment of a conductive 

economic regime, an information infrastructure, and an effective innovation system. 

IoHE was viewed as instrumental for this process and subservient to both local socio-

economic priorities and the global competitive positioning of a nation. For instance, 

in Case Study One (New Zealand), IoHE was used to generate revenue and prestige 

by producing a relevant workforce and commercially exploitable research 

(rationality). On the other hand, IoHE encouraged collaboration between the key 

stakeholders of the industry and the wider public, thus generating social and cultural 

capital (relationality).   

Case Study Two investigates whether this theory would accommodate IoHE in 

Indonesia. Historical background for Case Study Two of Indonesia is presented in 

Section 6.1. Section 6.2 describes the content analysis of the extant legislative 

documents regulating internationalisation praxis; Section 6.3 examines the interview 

data looking into the practical implementation of IoHE in Indonesia, and Section 6.4 

merges the results of the content analysis of the primary and secondary data and tests 

the proposed conceptualisation against the case study of seven universities in 

Indonesia. Section 6.5 concludes the chapter. 

6.1 Indonesia in the Global International  Education Industry 

The Indonesian case has been chosen for the study because of Indonesia’s unique 

combination of political, demographic and economic factors. Indonesia is the only G-

20 state from South-East Asia, and one of the founding members of the ASEAN (Reid, 

2012). Located at the world’s largest archipelago, rich in natural resources, Indonesia 

is a home for a super diverse nation of more than 260 million. With the fourth largest 
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population and the tenth highest buying parity in the world, Indonesia is expected to 

become the seventh-highest income economy by 2030. Considering Indonesia’s 

growing middle class with nearly 30% of the population under the age of 15 (OECD 

& ADB, 2015; World Bank, 2016), the nation’s education demands are likely to 

increase accordingly. While the Indonesian economy relies on primary extraction 

industries, manufacturing, and agriculture, the service sector is becoming the 

foundation of economic resilience. The national tertiary system is being enhanced to 

respond to the pressing challenges, which include academic staff shortages, quality 

assurance systems, provision of broader and more equitable access to higher 

education, and graduate employability (Di Gropello, Kruse, & Tandon, 2011).  

In 2015, the launch of the ASEAN Economic Community signalled increasing 

economic and cultural collaboration between the member states. The growing 

regionalisation trends, primarily concerned with the mutual recognition of 

qualifications, including accreditation and qualification frameworks, credit-transfers 

and the graduate employability across the region, have had a positive impact on the 

tertiary sector (Moeliodihardjo, 2014). These factors have the potential to lead to 

growth and development over forthcoming decades and to encourage the key players 

of the global international education industry to cultivate long-term partnerships with 

Indonesia. 

Considering the nation’s colonial past and present global aspirations, the 

internationalisation of higher education has been, and remains, of particular relevance 

with some researchers suggesting that strong political underpinnings affect IoHE 

praxis in Indonesia. For instance, Sakhiyya (2018) asserts that, while accepting the 

benefits of IoHE (such as improving the quality of higher education and fostering 
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international academic cooperation), the Indonesian government, unlike the MESDCs 

leaders, rejects the ideas of commercialisation and privatisation embedded in 

internationalisation praxis. Sakhiyya (2018) also notes that the policy discourse 

regarding internationalisation has changed markedly over two recent decades. As 

evidenced by the Higher Education Long Term Strategy 2003-2010 (HELTS), the 

government previously explicitly supported the IoHE agenda. In the current HE 

legislative documents (see Act no. 12 on Higher Education 2012), however, the 

concept of internationalisation is replaced with a more neutral discourse of 

international collaboration and competition (Sakhiyya, 2018). This change of the 

agenda suggests the nation’s resistance to potentially adverse effects of globalisation 

and neoliberal reforms, such as commercialisation of HE. It reveals, additionally, a 

possible tension between the economic development goals and the commitment to the 

public good as a fundamental principle of education in Indonesia. To explore this 

tension, the tertiary landscape, the key stakeholders and the legislative background 

are mapped in Section 6.1.2 that follows.  

Indonesia is a very complex context for IoHE praxis. Historically, Indonesia has had 

strong academic ties with the Western nations dating back to the colonial period, 

which accounts for IoHE not always being closely aligned with Indonesia’s national 

interests (Buchori & Malik, 2004; Guggenheim, 2012). After the Indonesian 

independence the MESDCs, including New Zealand and European nations, invested 

in scholarship programmes for Indonesian students under the Colombo Plan. Some of 

the programmes, which started nearly 70 years ago, continue today and contribute to 

maintaining partnerships in the global international education industry. Although 

there is little research evidence that the soft-power approach contributes to 

manufacturing goodwill among receiving parties (Wilson, 2014), the Colombo Plan 
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ties appear particularly useful for the promotion of export education brands in 

Indonesia. For instance, the strong market presence of Australian export education 

providers in Indonesia is attributed, usually, to the Colombo Plan legacy (Cuthbert, 

Smith, & Boey, 2008). Presently, Indonesia remains focussed on catching up with the 

global knowledge race, and international education remains important in growing the 

Indonesian tertiary sector capacity. The historic legacy, and the current policy 

changes, determine the future trajectory of the national tertiary system. The position 

of Indonesia in the global international education industry, including its historic 

background, and the critical IoHE policies and stakeholders are further discussed in 

the following section.   

 Historical background 

Historical contexts predetermine the current state of the Indonesian education system 

and the position of Indonesia the global international education Industry. During the 

Dutch occupation of the Indies (1831-1945) the colony was regarded as ‘Wingewest’ 

(a region for profit-making) (Hurgronje, 1915); providing education for the 

indigenous population was not a priority for the colonial government as it served the 

colonial interests primarily, remaining primarily utilitarian and elitist (Guggenheim, 

2012; Jalal & Musthafa, 2001). For instance, following World War I, the colonial 

tertiary education system provided predominantly vocational training to fill the 

shortages of doctors, nurses, engineers, and other professionals (Kurniawan, 2011; 

Ricklefs, 2001) and it was not until the early 1900s that the Dutch introduced a secular 

higher education system. 

The Japanese occupation during the World War II (1942-1945), while yet another 

tragic chapter in the history of Indonesia (Baird, 2016), paved the way for 
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‘Indonesianisation’, and provided further impetus for Indonesia’s independence 

(Cummings & Kasenda, 1989; Sakhiyya, 2018). As explained by Frederick (1993), 

firstly, the Japanese militaristic regime undermined the concept of the Dutch 

superiority as their troops faced little resistance from the colonial government; 

secondly, for pragmatic reasons, the Japanese encouraged the indigenous Indonesians 

to participate in politics, administration, and the military service, laying the 

foundation for self-governance in the future; finally, the Japanese promoted the 

standardisation of Bahasa Indonesia as a national language and the revival of the 

indigenous culture, which fostered the Indonesian identity and the national spirit. 

pp.49-53). Although the war crimes committed during the occupation cannot be 

dismissed (Baird, 2016; Poeze, 2009), the Japanese militaristic regime, paradoxically, 

empowered the Indonesian leaders and common people, ensuring the transition to 

independence (Frederick, 1993).  

In 1945, Indonesia declared independence from the Netherlands. The Dutch military 

attempted to restore colonial rule until 1949 but, with the support of the US and the 

United Nations, Soekarno’s nationalist government retained independence. The US 

backing was rooted in geopolitical and national security rationales and in preventing 

the communist ideology from spreading in South-East Asia (Wiebes & Zeeman, 

1992). Soekarno’s foreign policy, however, failed their hopes. Half a decade later, 

President Soekarno assumed the role of the political leader of the Third World (Hill, 

2014). The Final Communiqué of the 1955 Bandung Asian-African Conference 

advocated for human rights, sovereignty, economic and cultural cooperation of the 

decolonised nations, and most importantly, called for the non-alignment of Indonesia 

with ‘the particular interests of any of the big powers’ (Ministry of Foreign Affairs, 

Republic of Indonesia, 1955, p. 168). Consequentially, this triggered yet another 
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geopolitical clash between the Cold War superpowers, and the Indonesian academic 

mobility experienced yet another round of power struggle.  

Hill (2014) notes that Soekarno’s foreign policy balanced Indonesia’s relationship 

with the USA, USSR, and China, and enabled Indonesian students to pursue civil and 

military disciplines abroad. The USSR’s and China’s soft power initiatives funded 

large cohorts of Indonesian tertiary students, orienting Soekarno’s sympathy towards 

the socialist block; meanwhile, to confront the communist expansion, the USA and 

Western Europe welcomed Indonesian students. Regardless of the destination and the 

funding source of their study most of these students were obliged legally to return and 

work for the Indonesian government following graduation (Hill, 2014). At the same 

time, western philanthropies played a role in moulding the future political elite of 

Indonesia. For example, the Ford Foundation operated in Indonesia since 1953, 

initially focusing on ‘education, teacher training, and the development of expertise in 

the fields of economics and agriculture’ (Ford Foundation, 2018). The Ford 

Foundation’s educational internationalism in Indonesia funded, de facto, the creation 

of the technocratic and military elite (a.k.a. The Berkeley Mafia21, and to a certain 

extent, underpinned the fall of Soekarno (Ransom, 1970; Roosa, 2006).  

Soekarno’s bold leftist foreign policy, his reliance on the Indonesian Communist Party 

(the PKI), and the rise of the pro-American military and academic elite contributed to 

the 1967 coup led by General Soeharto (Pilger, 2016; Roosa, 2006). The 30th 

 

21 Dean Sumitro (PhD, Rotterdam), Minister of Trade and Commerce; Widjojo (PhD, Berkeley, 

1961), Chairman of the National Planning Board; Emil Salim (PhD. Berkeley, 1964), Vice Chairman; 

Subroto (Harvard, 1964), Secretary General of Marketing and Trade Research; Ali Wardhana (PhD, 

Berkeley, 1962), Ali Wardhana (PhD, Berkeley, 1962), Minister of Finance; Mohamed Sadli (MS, 

MIT. 1956), Chairman of the Technical Team of Foreign Investment; Barli Halim (MBA, Berkeley, 

1959), Secretary General of Industry (Ransom, 1970, p.14). 
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September movement run by the low-ranking military, and the assassination of six 

top-ranked generals, was used as a pretext for the liquidation of the communists in 

Indonesia following the coup, through systematic mass killings of Indonesians 

suspected of being communists (Farid, 2005). The purges resulted in up to one million 

deaths of trade union members, civil servants, teachers, students, and farmers (Pilger, 

2016; Ransom, 1970; Roosa, 2006; Simpson, 2013). Many Indonesians, whose study 

abroad was supported by the Soekarno administration, felt it was not safe to return 

and preferred to stay in exile (Hill, 2014), as for those studying in socialist countries, 

repatriation equalled a death sentence. Thus, during the purges, Indonesia lost a few 

generations of future leaders, either through death or in a life-long exile – but not all 

of them. 

The so-called Berkeley Mafia dominated Indonesia’s economic policy for over three 

decades under Soeharto’s “New Order” authoritarian government. Under the 

supervision of Harvard’s Development Advisory Service, ‘elite corps of international 

modernisers’ funded by the Ford Foundation (Ransom, 1970, p. 14), the Berkeley 

Mafia ruled over ‘by far the greatest prize in Asia’ (Nixon, 2008, p. 130). According 

to Pilger (2016), a ‘corporate takeover’ (p.39) of Indonesia took place in 1967 at the 

Time-Life conference in Geneva by select western corporations, which included 

General Motors, Siemens, US Steel, British American Tobacco, Imperial Chemical 

Industries, and the major oil companies and banks (Pilger, 2008, January). They not 

only divided the ‘richest hoard of natural resources’ (Nixon, 2008, p. 130) but also 

literally ‘designed the legal infrastructure for investment in Indonesia’ (Pilger, 2016, 

p. 41). Generous World Bank loans allowed Soekarto’s technocrats to quadruple per 

capita income, as well as reduce inflation and poverty (OECD/ADB, 2015). However, 

Soeharto’s regime was also characterised by an unprecedented spike of corruption, 
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human rights violations (such as genocides in East Timor and Aceh), environmental 

deterioration (Vltchek & Chomsky, 2012) and, finally, ‘the death of academic 

freedom under the New Order regime’ (Kurniawan, 2011, p.540).  

The 1998 economic and social crisis ousted Soeharto from his post, opening the 

Reformasi era. Shortly after, Indonesia transitioned from a highly centralised 

authoritarian regime towards more democratic governance based on direct 

presidential elections. During the first decade of the new era, the World Bank 

introduced the ‘big-bang’ decentralisation reforms (Green, 2005; Hofman & Kaiser, 

2002; World Bank, 2001) focussed on transforming the public sector, including the 

education system. Fiscal and administrative decentralisation was supposed to improve 

performance and accountability in the education sector. More than a decade later, 

there is little evidence that it had a positive impact on the education system; 

nevertheless, decentralisation remains on the World Bank’s and consequently, the 

government’s agenda (Leer, 2016).  

The massive transformations in the national tertiary system stem from a large scale 

long-term national development strategy of Indonesia. The National Long Term 

Development Plan 2005-2025 (Rencana Pembangunan Jangka Panjang Nasional – 

B.I., abbreviated RPJPN) became the next milestone of the Reformasi. The RPJPN 

states a vision for building an advanced, self-reliant, fair and prosperous economy 

(MoNDP, 2007). The critical dimensions of the vision include human development 

(education, health, housing, and mental/character development), significant sectors 

development (food, energy, marine and maritime sector, industries, and tourism) and 

territorial and equity development (equitable distribution of wealth and opportunities 

across the regions). The implementation of the Plan relies on the World Bank’s 
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funding and, consequently, policies suggested by the WGB within the country 

partnership framework (World Bank, 2015).  

The current president of Indonesia Joko Widodo (Jokowi), elected in 2014, retained 

office in 2019 and is likely to persevere with transforming Indonesia into a globally 

competitive economy. Jokowi’s economic course generally concurs with the long-

term development strategy, which is based principally on the World Bank’s 

knowledge economy paradigm. The discourse of the global or international 

competitiveness, underpinning the economic strategy of Indonesia, represents an 

expanded version of the knowledge economy paradigm. For instance, as demonstrated 

in Table 17Error! Reference source not found., the critical variables for the global 

competitiveness index could be subsumed under the umbrella of the knowledge 

economy strands as follows:  

Table 17. A Comparative Overview of the Knowledge Economy Strands and Global 

Competitiveness Index.  

Source: The table is compiled by the author. Adapted from Chen and Dahlman (2006) 

and World Economic Forum (2015).  

 

Similar to the earlier stages, the National Medium Term Development Plan  2015-

2019 (abbreviated RPJMN), the third stage of the RPJPN, is focussed on the 

intertwined priorities of developing human capital, the capacity building in science 

and technology and fostering the nation’s international economic competitiveness 

The knowledge economy strands The Pillars of Global Competitiveness Index  

Educated and skilled labour force 

Labour market, health and primary education; 

higher education and training 

An adequate information infrastructure Infrastructure, and technological readiness 

A conductive economic and institutional 

regime 

Macroeconomic stability, financial system, market 

size, product market, business dynamism 

An effective innovation system Institutions and innovation capability 
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(MoNDP, 2014; VLIR-UOS, 2016). These priorities rely on and involve the efforts 

of the tertiary sector, its regulatory framework, and the stakeholders, which will be 

further discussed in the following section.  

 Key IoHE policies and stakeholders 

Indonesian tertiary education and consequently IoHE initiatives exist in a multi-

dimensional legislative landscape, shaping a distinctive but at times controversial 

institutional regime. Pancasila (B.I.), the 1945 National Constitution of the Republic 

of Indonesia, states the national tertiary education system is to be based on the basic 

principles of scientific truth, reasoning, honesty, equality, benefit, virtue, 

responsibility, diversity, and affordability. These principles remain the foundation of 

the current Act no. 12 the year 2012 on Higher Education (MoEC, 2012). It is a 

particular frustration for the World Bank that, unlike the 2009 version22, the current 

law emphasises a vision of education as “an extreme welfare state concept, by 

considering higher education as fully public goods” (World Bank,  2013, p. 70). 

However, Sakhiyya (2018) asserts that the political tension around the 

commercialisation of higher education sets limitations on internationalisation practice 

in Indonesia.   

A distinctive feature of IoHE in Indonesia is a tension between privatisation and 

commercialisation of HE. One of the World Bank’s ‘big-bang’ reforms for tertiary 

sector 23  embodied in the Higher Education Long Term Strategy 2003-2010 (HELTS) 

 

22 The draft Higher Education Act Number 9 Year 2009 provided the basis for larger financial and 

procurement autonomy for HEIs. The Indonesian Constitutional Court revoked the 2009 version in 

March 2010 due to wording suggesting potential commercialisation and privatisation of tertiary 

sector. (World Bank, 2013; 2015) 

23 The World Bank policy framework for tertiary reforms in developing countries “includes some 

combination of measures to: (1) control access to public higher education on the basis of efficient and 
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was derived largely from the World Bank’s higher education policy of 1994. HELTS 

comprised a package of neoliberal reforms for the tertiary sector addressing the issues 

of quality assurance, human capital development and building institutional and 

technological capacities. The primary focus, however, was placed on the 

decentralisation of public HEIs, providing them with broader financial and 

administrative autonomy. Greater autonomy would provide HEIs with the opportunity 

to diversify their sources of funding, including revenue from tuition fees and the use 

of varied types of grants (MoNE, 2003). More importantly, HELTS likened 

institutional autonomy to the improved quality of education through 

internationalisation, attaining regional and international recognition and developing 

collaboration.  

Additionally, HELTS explicitly states the need to accelerate IoHE at Indonesian HEIs 

because it would contribute “to more than economically competitive and politically 

powerful regional blocks; it represents a commitment to international solidarity, 

human security, and helps to build a climate of global peace” (MoNE, 2003, p.21). 

Introducing HELTS signalled the government’s commitment to IoHE, resulting in 

establishing international offices at HEIs across Indonesia. In the aftermath of the 

controversial Higher Education Law of 2012, however, the government’s initial 

commitment to internationalisation morphed into a more cautious strategy of fostering 

international competition and collaboration (Sakhiyya, 2018). The concept of IoHE 

disappeared from the policy documents, although internationalisation praxis persists 

 
equitable selection criteria: (2) encourage the development of institutions with different programs and 

different missions: (3) establish a positive environment for private institutions; (4) introduce or increase 

cost sharing and other financial diversification measures: (5) provide loan, grant, and work-study 

schemes to ensure that all qualified students have the opportunity to pursue higher education; (6) 

allocate public resources to higher education institutions in ways that are transparent and that strengthen 

quality and increase efficiency; and (7) provide autonomy in how public institutions raise and use 

resources and determine student intake” (World Bank, 1994, p. 13).  



 

235 

in HEIs through national and international benchmarking, collaborations, and 

academic exchanges (Subroto, 2017, July).  

At times, the conflicting agendas of the key stakeholders involved with IoHE affect 

Indonesia’s position within the global international education industry. A convoluted 

Indonesian bureaucracy (Gaus, Sultan, & Basri, 2017) leaves little room for a 

straightforward policy alignment between the stakeholders, although this could be 

regarded as resistance to risks associated with globalisation (MoNDP, 2007).  

According to the Higher Education Law No. 12 of 2012, the critical stakeholders of 

the tertiary sector in Indonesia include the Government of Indonesia, tertiary 

education providers, and the academic community (referred to as Academic Civitas – 

B.I.). The long-standing presence of the World Bank in Indonesia, and its ongoing 

involvement with its policy-making process, requires the WBG to be considered as 

one of the stakeholders of the tertiary sector. Error! Reference source not found. 

provides a brief overview of the critical stakeholders of the Indonesian tertiary 

education and the policies guiding their performance, and shaping the power 

dynamics within the sector. These stakeholders and their role in the Indonesian tertiary 

sector will be discussed in the following sections.    
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Table 18. The Key Stakeholders and Policies of the Indonesian Tertiary Education 

Sector.  

Islamic institutions24  

  

 
24 Ministry of Religious Affairs (MoRA), Directorate General of Islamic Education (Direktorat Jenderal 

Pendidikan Islam – B.I.) oversees the performance of the Islamic HEIs. Due to the limited timeframe the 

current research project focuses on IoHE at the mainstream HEIs. 
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 The World Bank Group   

In 2018, the World Bank celebrated the 50th anniversary of its engagement with 

Indonesia. Starting from the Soeharto period up to the present it has had a great impact 

on the political and economic life of Indonesia providing generous funding and 

persistently guiding the policy-making process. The WBG has been consistently 

involved with projects aimed at transforming the national tertiary education, and 

science/technology capacities. Aligned with the Bank’s own higher education policy 

framework (World Bank, 1994), these projects included University Research for 

Graduate Education (US$109 million 1994 – 2001); Development of Undergraduate 

Education (US$102 million, 1997 – 2002); and Quality of Undergraduate Education 

(US$98 million, 1998 – 2004). These projects resulted in developing new policies and 

legislature aimed at improving the quality and efficiency of higher education. 

Although IoHE remains beyond the specific focus of the WBG projects, they create a 

conductive institutional regime having an immediate impact on the global 

international education industry. For instance, the Act no. 12 year 2012 on Higher 

Education contains certain provisions for the future development of the international 

education industry, such as permission to use a foreign language for instruction and 

to establish branch campuses (MoEC), 2012, p.13). Moreover, the Research and 

Innovation in Science and Technology Project provided 80 million USD funding ‘to 

develop science and technology human resource capacity’ (Kesuma, 2018, p.7). More 

than 200 university lecturers received scholarships to pursue their Master’s and PhD 

degree studies abroad, and about a thousand researchers and staff attended non-degree 

programmes.   
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 The Government of Indonesia 

Indonesia is one of the largest democratic, decentralised nations in the world featuring 

a complex unitary governance system. Although the Indonesian government 

acknowledges the challenges and benefits of globalisation, overlapping jurisdictions 

across the levels of the government can cause significant red-tape barriers to 

international cooperation. In an attempt to grasp these benefits and neutralise the 

adverse effects of globalisation, it has encouraged massive transformations of the 

national education system, and the tertiary system in particular (MoNDP, 2005).  

The central government retains power over the national defence, foreign affairs, 

governance, planning, and monetary policy, justice, and religious affairs. Following 

decentralisation reforms encouraged by the World Bank (Jalal, & Musthafa, 2001; 

Nasution, 2016), sub-national (provincial) governments and local governments 

(regencies and cities), in particular, gained substantial autonomy. The autonomous 

jurisdictions of the provincial and local governments, however, could lead to 

unnecessary legislative duplication and/or conflicting regulations. For instance, the 

local governments have a broad mandate for managing investment, land, labour, 

environmental protection, public services, healthcare, education, cultural and social 

affairs, and citizenship. The municipalities’ jurisdiction might also include education, 

healthcare, labour, public services, as well as more fragmented areas of youth and 

sport, spatial planning, telecommunication, housing, and transport.  
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 The Ministry of Research, Technology and Higher Education of 

the Republic of Indonesia (MoRTHE/Kemenristekdikti) 

Kemenristekdikti is a merger of the Directorate General of Higher Education 

(previously under the jurisdiction of the Ministry of Education and Culture) and 

Ministry of Research and Technology. Kemenristekdikti oversees public and private 

tertiary sector (except for the Islamic HEIs) and other government non-ministry 

agencies (LPNK), such as national research institutions (MoRTHE, 2018a). The 

government seeks to enhance the tertiary education capacity to satisfy the growing 

demand for a highly-qualified and adaptive workforce capable of competing within 

the globalised economies (OECD/ADB, 2015; MoRTHE, 2018a). One way to tackle 

the challenge of global competitiveness is to use international expertise. With the 

substantial funding secured through the World Bank Group, Kemenristekdikti 

administers competitive scholarships for university lecturers and government 

employees, funding their Masters and PhD studies in the world’s leading universities, 

consequently, around 30,000 internationally mobile Indonesian students seek high-

quality education services abroad (ENZ, 2015b). 

  The tertiary education providers 

Indonesia’s tertiary sector comprises 3,226 public and private HEIs spread across the 

archipelago, and is regarded as the agent of economic and social change (MoRTHE, 

2018b), and the main contributor to the knowledge economy. Until recently, however, 

the lack of qualified academic staff was a major challenge for the tertiary sector (Di 

Gropello et al., 2011), and so WBG funding was deployed for the international 

education of the Indonesian lecturers at Masters, PhD and non-degree levels (World 

Bank, 2017).  
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The diverse landscape of the Indonesian tertiary sector comprises different types of 

HEIs varying in the range, scope purpose and modes of the education services. 

Academies and polytechnics offer technical and vocational training, while colleges, 

institutes and universities deliver undergraduate and postgraduate tertiary 

programmes. Academies (Akademi Komunitas– B.I., a.k.a. community colleges) are 

the vehicles for the massification of higher education in Indonesia (Logli, 2016). 

Whereas universities provide comprehensive studies in a wide range of subjects, 

institutes focus on a particular disciplinary field, such as agriculture or geothermal 

energy, and service institutions provide training for future civil servants and address 

the professional needs of the specific ministries, such as the Ministry of Finance or 

the Ministry of Defence. Community colleges (Sekolah Tinggi– B.I.) are schools of 

higher learning specialising on one academic discipline (Moeliodihardjo, 2014).  

The freedom of belief is a core constitutional principle ensuring peaceful coexistence 

of Muslims, Christians, Buddhists, Hinduists, and Confucians. With Islam being the 

dominant religion, Islamic HEIs are a specific feature of the Indonesian tertiary 

system. According to the current Act no. 12 on Higher Education 2012, religious 

higher education can be provided by public and private, academic and vocational 

HEIs. The Ministry of Religious Affairs coordinates public and private Islamic 

universities and institutions (Moeliodihardjo, 2014), while Christian HEIs remain 

predominantly under the jurisdiction of Kemenristekdikti. Christian HEIs tend to be 

historically internationalised through their missionary affiliations (de Wit & Merkx, 



 

241 

2012; Roberts et al., 1996); however, both Christian and Islamic HEIs in Indonesia 

are linked to the respective international religious networks25. 

Communication technology advances allow distance-learning providers to expand 

access to higher education for community groups in remote locations, as well as those 

who cannot attend HEIs regularly, for instance, due to work commitments. Distance 

learning has a long history in Indonesia, starting with the establishment of the distance 

education programmes for teachers in the 1950s, and the Indonesian Distance 

Learning Network in the mid-1990s. The Open University is one of the largest and 

most reputable providers of tertiary education in Indonesia, delivering distance 

education services predominantly for mature full-time employed students (Logli, 

2016). The Regional Open Learning Centre is an example of synergy between 

internationalisation and distance learning as it emerged from the international 

collaboration with the Southeast Asian Ministers of Education Organization 

(SEAMEO), which promotes the effective dissemination and use of open and distance 

learning for sustainable human development amongst the member countries 

(SEAMEO, 2014, July). The potential collaboration with these organisations might 

be beneficial for New Zealand export education providers considering the expansion 

of their off-shore delivery portfolios.  

Research collaboration between the tertiary education providers and their 

international partners is generally encouraged; however, to be eligible, the Indonesia 

 

25 For example, the Council for Christian Colleges and Universities; Association of Christian 

Universities and colleges in Asia; the Association of Jesuit Colleges and Universities; the Federation 

of the Universities of the Islamic World; The Asian Islamic Universities Association. The full 

information on these organisation is available their official websites  
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HEIs have to meet the national accreditation standards. The Indonesian National 

Accreditation Agency for Higher Education (Badan Akreditasi Nasional Perguruan 

Tinggi – B.I.) evaluates the quality of all study programmes, which affects HEIs 

eligibility for international collaborations and potential funding. In order to engage 

with international collaborations, HEIs and their programmes must comply with the 

minimal accreditation requirements of the Indonesian government (Subroto, 2017, 

July).  

Overall, the profile of mainstream Indonesian HEIs, which would be involved with 

IoHE, includes comprehensive private or state, secular or religiously affiliated 

institutions holding the national accreditation at level B or higher. Similar to the New 

Zealand context, the tertiary education in Indonesia primarily contributes to the 

educated and skilled labour force strand of the knowledge economy. However, the 

diversity of the HEIs, suggests that Indonesian tertiary providers, as agents of 

economic and social development and contributors to the knowledge economy, would 

approach these roles in accordance to their respective missions and ethos.    

 Business and employers  

There is little evidence that Indonesian employers fully assume their role as tertiary 

education or internationalisation stakeholders. According to the World Bank report 

(2015), the Indonesian business sector reports difficulties with employing 

professionals with the right skillsets, which suggest there is a need to improve the 

quality and relevance of tertiary education. The free flow of labour in the ASEAN 

region might cause additional pressure on graduate employability as the employers 

might seek to close the skill gap from the international talent pool. Although the 

industries’ demand for skilled labour is growing, graduate employability remains a 
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persistent challenge for Indonesian tertiary sector (Diop, et al., 2014). Arguably, this 

perspective might need some adjustment, considering that around 70% of shortages 

are for managerial and experienced engineering positions especially. Closing this gap 

demands effort from both the pertinent industry and relevant tertiary sector; for 

instance, employers might encourage the professional development of their brightest 

employees. Another possible avenue for industrial partnerships might involve 

research and development initiatives carried out at tertiary institutions. However, 

research shows that administrative and fiscal barriers and mutual distrust between the 

academics and the employers hamper collaboration (Moeliodihardjo, 2014).  

  Domestic and international students  

The current HE law refers to education as a deliberate student-centred process aimed 

at developing students’ spirituality, religious strength, self-control, intelligence, 

personality, moral and professional skills that are valuable for the community and the 

nation. Students are considered as equal members of the Academic Civitas (B.I.), and 

as future intellectuals, scientists, practitioners and/or professionals responsible for 

their learning outcomes, and as compliant with the academic culture and higher 

education norms (see Act no. 12 on Higher Education 2012). The law defines 

international students as foreign citizens who meet conditions required for admission 

to Indonesian HEI. The number of inbound students in Indonesia remains limited to, 

approximately 6,000 per year, partly due to bureaucratic barriers. Until 2016, student 

visas were virtually non-existent in Indonesia, which hampered inbound mobility. 

International students wanting to study in Indonesia, currently, may apply online for 

limited stay visas (VITAS– B.I.) (Global Business Guide Indonesia, 2016) and other 

visa types, which allow them to study in Indonesian HEIs.  
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Mapping the field of the Indonesian tertiary sector and positioning it within the global 

international education industry is not a simple matter. Due to historical reasons and 

the current legislative context, Indonesia’s engagement with the global international 

education industry is limited. Outbound mobility prevails over inbound student flows, 

and the ‘brain drain’ remains a concern (Global Business Guide Indonesia, 2014; 

Moeliodihardjo, 2014). Many Indonesian HEIs are aware of internationalisation, 

however, and its practical implications. While calls for opening Indonesian higher 

education for foreign export education providers currently have little support (Global 

Business Guide Indonesia, 2015), there is some evidence that it is only a matter of 

time until world-class universities come to Indonesia (Nurdiani, 2018, May). The 

complexity of the relationships between the key stakeholders, and the large scale of 

changes happening in the sector, should be taken into consideration when examining 

IoHE in Indonesia. 

6.2 Legislative, Strategic and Policy Documents: The Government 

Vision  

Although internationalisation of higher education remains high on the agenda of the 

Indonesian HEIs, there is neither a comprehensive strategy for IoHE nation-wide nor 

the explicit occurrences of the internationalisation wording in the current legislative 

documents. As explained in Section 6.1.2, the controversy surrounding the concept of 

IoHE in Indonesia was rooted in the public discontent with the neoliberal reforms in 

higher education backed by the World Bank. The Indonesian Higher Education Long 

Term Strategic Plan 2003-2010 (HELTS) articulated the concept of 

internationalisation concerning institutional autonomy, privatisation and 

commercialisation of HE; the law, however, faced a robust public resistance in 
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Indonesia, which had a backlash on IoHE (Sakhiyya, 2018). The initial top-down 

approach to IoHE did not result in a comprehensive nation-wide strategy, but adapted 

fragments are found across the legislative and strategic documents that provide the 

regulatory framework for higher education in Indonesia. The present content analysis 

focused on the following key policy documents: 

• Higher Education Long Term Strategic Plan 2003-2010 (HELTS) 

• Act no. 12 the year 2012 on Higher Education 

• National Long Term Development Plan 2005-2025 (RPJPN) 

• National Medium Term Development Plan 2015-2019 (RPJMN)    

• Strategic Plan of the Ministry of Research and Technology and Higher 

Education 2015 - 2019 
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The author’s approach to the content analysis was described in Section 4.5.5 and is 

presented visually in Figure 25. The initial analytical and coding procedures reveal 

that the emerging codes are related to two critical agendas underpinning the 

Government of Indonesia vision of IoHE: either neoliberalism or nationalism. The 

emerging codes form clusters, which in turn, form seven distinctive categories. The 

following paragraphs describe the findings, including the coding examples and 

relationships between the codes in the seven categories, as highlighted in Figure 25.   

Figure 25. Content Analysis of the Secondary Data Sources (Case Study Two) 
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As demonstrated in Figure 25, the codes relevant to the neoliberal economic agenda 

collapse into four categories, while the nationalistic social agenda comprises three 

categories. The categories are arranged in hierarchal order, starting from the most 

frequent to the least frequent by the number of codes that emerged during the content 

analysis. The codes falling under each category reflected the transformations in the 

Indonesian tertiary sector, which were instrumental in strengthening the strands of the 

knowledge economy. The content analysis procedures were conducted using 

NVivo12 software consisting of a word frequency search, which informs further line-

by-line coding, contextualisation and categorisation of the emerged codes. The word 

frequency search allows the major themes covered in the policy documents to be 

identified. The increasing font size in Figure 26 indicates the higher frequency of the 

word occurrence in the documents:   

 

Figure 26. NVivo12 Cloud Visualisation: Word Frequency in the Legislative, Strategic 

and Policy Documents (Case Study Two)  
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Further, line-by-line coding based on the text search revealed two somewhat 

competing agendas. All documents under analysis refer to the nationalistic legacy of 

Pancasila (Kahin, 1952) conceived in the spirit of the anti-colonial struggle. 

On the other hand, their content strongly aligns with the WB’s higher education policy 

(World Bank, 1994) and other WBG’s higher education project documentation, often 

viewed as a neo-colonial influence (see Hydén, 2011; Kothari, 2006; Robertson, 

2008). For example, as demonstrated in , HELTS 2003 features a passage on 

institutional autonomy, which paraphrases the wording used in the WBG’s Higher 

Education Policy (World Bank, 1994)26. The interaction between nationalism and 

neoliberalism, thus, informs the legislative landscape for HE in Indonesia.  

 

 

26 Further reading of the two documents provides more examples of the overlaps between Indonesian 

higher education policy documents the WBG documents, which exceed the limits of the present 

investigation. 
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Figure 27. Institutional Autonomy Reforms: The impact of the World Bank Higher 

Education Policy  

Note: The figure compiles the paragraphs concerned with institutional autonomy and 

decentralisation reforms as found in HELTS (2003, p. 4) and the World Bank Higher 

Education Policy (World Bank, 1994, p.10).  

Source: The author 

The 25 codes identified in the course of the text search form three thematic groups 

presented in Table 19. Warm red scale colour-coding indicates the increasing 

frequency of the occurrences, while the cold blue scale marks the least common codes. 

The largest group (n >80 for each code shown in red) clusters around the policies and 

regulations regarding economic development initiatives, such as fostering 

competitiveness and collaboration in science, technology and research. The next 

group (n >40 for each code, shown in bright pink) revolves around the primary 

resources for the growth, such as funding, capacity building, the workforce and their 

character development, R&D and innovation in institution-industry partnerships. 
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 Table 19. The Key Codes Themes Resulting from the Analysis of the Indonesian 

Legislative and Strategic Documents (Case Study Two).  

Codes 
HELTS 

2003-2010 

Act no. 12 

year 2012 

on Higher 

Education 

RPJMN 

2015-2019 

MoRTHE 

Strategic 

Plan 2015 - 

2019 

Total,      

n= codes 

Policy & regulations 20 57 22 64 163 

Stakeholders’ engagement 20 38 48 30 118 

Economic development 16 5 71 17 109 

Competitiveness 43 10 24 26 103 

Collaboration 16 22 50 11 99 

Technology 12 60 15 8 95 

Research 24 39 5 14 82 

Science 3 71 5 2 81 

Funding 35 19 5 17 76 

Capacity building 36 13 14 7 70 

Human resource & workforce 17 12 22 19 70 

Character development 13 15 28 1 57 

Innovation 9 2 5 41 57 

R & D industry partnerships 0 3 6 47 56 

Autonomy 28 20 3 4 55 

Religion and morality 0 24 12 3 39 

Poverty (pro-poor; underprivileged) 5 2 24 4 37 

Information infrastructure (ICT) 7 8 6 11 32 

Public welfare 0 19 9 4 32 

ASEAN 0 0 24 4 28 

Accountability 14 9 2 2 27 

Knowledge economy 15 2 0 4 21 

Academic Civitas 0 20 0 0 20 

Intellectual property 3 2 5 10 20 

Public dedication 0 20 0 0 20 

Globalisation 10 2 5 0 17 

Humanities 0 7 0 1 8 
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The smallest group consists of codes highlighting the social priority for IoHE as well 

as a small number of codes referring to globalisation and its impacts (n <40, pale 

pink). The results of the WFS are consistent with the findings of Sakhiyya (2018), 

who used discourse analysis for her critical inquiry in IoHE in Indonesia. 

The contextualisation and distribution of the codes across the documents indicate the 

changes in the government vision on balance between nationalistic and neoliberal 

agendas. HELTS (2003) was very explicit that the role of higher education in the 

proposed neoliberal transformations was ‘the construction of knowledge economy’ 

(p.4), including consequent commercialisation of higher education. 

The global competition category represents the ultimate rationale for socio-economic 

reforms, including transforming the Indonesian tertiary sector into an agent of 

economic development (MoNDP, 2014). The pre-2014 documents referred to the 

contribution of higher education “to the nation’s competitiveness that is critical in a 

knowledge-driven economy” (MoNE, 2003, p. 3). The post-2014 documents stated 

that the government’s strategy for the tertiary sector supported the strands of the 

global competitiveness index, specifically, higher education, and innovation: 

“Kemenristekdikti contributes increasing the index of the fifth pillar (higher education 

and training) and the twelfth pillar (innovation) in its efforts to support 

competitiveness”(MoRTHE, 2018a).  

Regional cooperation with ASEAN nations is another key trend found across the 

recent documents. RPJMN 2015-2019 states that Indonesia’s leadership in ASEAN 

cooperation is of strategic importance because it caters to international prestige as well 

as the national economic and social development interests (MoNDP, 2005). The 
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ASEAN codes also constitute a compromise between the nationalistic and neoliberal 

agendas. Specifically, they call for ‘increasing international economic cooperation 

[…] with the principle of prioritising national interests, mutual benefits, and providing 

maximum benefits for national economic development and improving the welfare of 

the community’ (MoNDP, 2014, p. 107).  

As demonstrated in Table 20. A Selection of Codes Reflecting the Neoliberal 

Agenda across the Indonesian Legislature and Strategic Documents 

throughout 2010-2019., while codes such as globalisation, knowledge economy 

and funding mechanisms for HE occurred in HELTS (2003) very frequently, their 

number decreased in the more recent documents. A similar trend occurred for a large 

number of codes related to institutional autonomy, capacity building and 

accountability. 

Table 20. A Selection of Codes Reflecting the Neoliberal Agenda across the Indonesian 

Legislature and Strategic Documents throughout 2010-2019.  

Codes 
HELTS 2003-

2010 

Act no. 12 

year 2012 on 

Higher 

Education 

RPJMN 2015-

2019 

MoRTHE 

Strategic Plan 

2015 - 2019 

Total,      

n= codes 

Funding 35 19 5 17 76 

Capacity building 36 13 14 7 70 

Autonomy 28 20 3 4 55 

Accountability 14 9 2 2 27 

Knowledge economy 15 2 0 4 21 

Globalisation 10 2 5 0 17 

 

The distribution of codes in the Act on Higher Education no. 12, 2012 signalled a shift 

towards a nationalistic agenda as a counter-balance to the neoliberal tendencies following 
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public resentment to the 2009 version of HE law. For instance, it states that the primary role 

of HEIs was ‘to develop the potential of students to be faithful and devout, morally good, 

healthy, educated, qualified, creative, self-reliant, skilled, competent and cultured in the 

national interest’ (Act on Higher Education no. 12, 2012, p.3). The law allowed tuition fees 

to be charged, but it also suggested that higher education should remain non-profit, and to 

consider the financial challenges faced by students and their families. The economic drive 

remained stable in the strategic documents issued under Jokowi’s government. The strategic 

goal of Kemenristekdikti encapsulates the economic agenda found across these documents:  

Improve relevancy, quantity and quality of human resource with higher 

education, equipped with science and technology and innovation ability 

for national competitiveness. (MoRTHE, 2018a) 

However, the economic agenda was balanced with the urge for the protection of the national 

interests and public welfare: 

People […] have the right for education and benefit from science and 

technology, arts and culture in order to improve their quality of life and 

for the welfare of humanity. (MoRTHE, 2015, p.1) 

The codes referring to the nation’s character development, public welfare, pro-poor, religion 

and morality, public dedication (service) were present across all analysed documents. The 

frequency of these codes r increased in the documents issued after 2014, as shown in Table 

21. The recent strategic documents emphasised the importance of cooperation between all 

HE stakeholders, including academic civitas, business/ industry and the community.  
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Table 21. A Selection of Codes Reflecting the Nationalistic Agenda across the 

Indonesian Legislature and Strategic Documents throughout 2010-2019.  

Codes 
HELTS 

2003-2010 

Act no. 12 year 

2012 on 

Higher 

Education 

RPJMN 2015-

2019 

MoRTHE 

Strategic Plan 

2015 - 2019 

Total,      

n= codes 

Character 

development 
13 15 28 1 57 

Religion and morality 0 24 12 3 39 

Poverty (pro-poor; 

underprivileged) 
5 2 24 4 37 

Public welfare 0 19 9 4 32 

Academic Civitas 0 20 0 0 20 

Public dedication 0 20 0 0 20 

Furthermore, using the content analysis method, the codes were compared within the 

aforementioned thematic groups and contextualised within the broader political, 

economic, social context of Indonesia. Comparison of the codes helped to identify 

seven categories within the neoliberal economic agenda and the nationalistic social 

agenda. The codes relevant to the neoliberal economic agenda formed four categories, 

which are a means for achieving the desired level of the global competitiveness for 

the innovation-driven economy. These categories were labelled, thus, according to the 

respective strands of the knowledge economy, namely conductive economic and 

institutional regime, skilled workforce, innovation system and information 

infrastructure. The codes falling under each category reflect the transformations in the 

Indonesian tertiary sector, which were instrumental for strengthening the strands of 

the knowledge economy.   

The thematic group of the nationalistic agenda comprises three categories: The 

internal collaboration between the stakeholders; regional cooperation; and public 
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welfare as the ultimate goal of the tertiary education and IoHE initiatives. The 

categories are arranged in hierarchal order starting from the most frequent to the least 

frequent by the number of codes that emerged during the content analysis. Both 

agendas are further discussed in the following sections.  

  Neoliberal Economic Agenda 

The neoliberal economic agenda for the tertiary sector comprises four major 

categories, namely, the innovation system and information infrastructure (n= 406); 

conductive economic regime (n=343); skilled workforce (n=205); and global 

competition (n=141), which are discussed in the following paragraphs.  

The innovation system and information infrastructure category emerged as one of the 

largest categories across the data highlighting Indonesia’s aspiration for technological 

advancement to ensure sustainable socio-economic development. It consists of 406 

codes reflecting the transformation of the HE sector into an efficient institutional 

environment for the production and use of knowledge. The codes relevant to science, 

technology, research and innovation form the most significant clusters in this 

category; followed by R&D partnerships and information infrastructure, as shown in 

Figure 28. Fostering science and technology codes cluster around research and 

innovation as a means for knowledge transfer via university-industry partnerships. 

The smallest code cluster, information infrastructure (n=32), highlights the important 

digital transformations occurring in the tertiary sector; for instance, the establishment 

of the higher education information management system. As a result of a recent WBG-

sponsored project, the system allows instant access to the higher education data vital 
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for supporting other strands of the knowledge economy.  

 

Figure 28. The Structure and Content of the Innovation System Category (Case Study 

Two) 

The conductive economic and institutional regime category was developed from 

343 codes describing specific policies and regulations for transforming the HE 

governance (Figure 29). These codes primarily refer to the diversification of HEIs’ 

funding revenue sources, developing institutional autonomy and consequently 

accountability mechanisms. The protection of intellectual property emerged as an 

essential condition for “integrating state-of-the-art technology to maximise 

accessibility to and applicability of advanced knowledge” (MoNE, 2003, p.2). The 

pre-2014 extant documents explicitly stated that these measures were all 

prerequisites for constructing an efficient knowledge economy by ensuring a 

conductive economic and institutional regime for efficient production and use of 

knowledge: 

44%

34%

14%

8%
Science & technology,
n=176

Research & innovation,
n=139

R & D partnerships, n=57

Information infrastructure,
n=32
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Providing autonomy and demanding accountability, however, needs a 

comprehensive and consistent […] funding policy, personnel policy, 

governance, and quality assurance system. (MoNE, 2003, p.4) 

Nearly half of the 343 codes (47%) refer to particular policies and regulations for the 

tertiary sector; other segments of Figure 29 specify reforms fostering the conductive 

economic and institutional regime.  

 

Figure 29. The Structure and Content the Conductive Economic and Institutional 

Regime Category (Case Study Two)  

The skilled workforce category comprises of n=205 codes (as shown in Figure 30) 

referring to human resource development and capacity building for the knowledge 

economy and global competitiveness:  

Human resource is the main capital in national development. Therefore, 

the quality of human resources needs to be improved to ensure 

competitiveness  (MoNDP, 2014, p. 20) 

47%

22%

17%

8%
6% Policy & regulations, n=163

Funding mechanisms, n=76

Insitutional autonomy, n=55

Accountability, n=27

Intellectual property protection,
n=20
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The codes such as ‘improving quality human resources’, ‘to develop capacity and 

build character […] of the dignified nation’ and ‘developing intellectual capacity, 

morals and skills’ focus on balancing the professional and character development of 

Indonesian citizens. Mastering science and technology skills of the workforce appear 

to be of nearly equal value as the character development including the sense of 

citizenship and national unity. The capacity building codes in this category refer to 

upscaling the academic staff, a task which often demanded to obtain necessary 

qualifications abroad. The skilled workforce category shown in Figure 30 has an 

almost equal distribution of the codes highlighting professional and character 

development, and the capacity building. 

 

Figure 30. The Structure and Content of the Skilled Workforce Category (Case Study 

Two)  

The global competition category (n= 141), presented in Figure 31, was formed 

predominantly from codes concerned with Indonesia’s competitive positions in the 

globalised economy (‘the national competitiveness’, ‘increasing the relevance and 

competitiveness of higher education’; ‘competitiveness in the global labour market’, 

34%

34%

32% Human resource & workforce, n=70

Capacity building, n=70

Character development, n=65
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‘competitive leverage’). Globalisation and the knowledge economy codes were 

common in pre-2014 documents (n=29) and fewer in the recent documents (n=9). 

While the pre-2014 documents focus on utilising “the potentials and opportunities of 

the competitive advantages” and “supporting the national competitiveness” MoNDP, 

2005, p.41), the post-2014 documents call for rebalancing the “negative impacts” and 

“maximizing the positive impact of economic globalization on the national economy 

and people’s welfare” (MoNDP, 2014, p.107). The tertiary sector played a crucial role 

in this process to ensure Indonesia’s global competitiveness.   

 

Figure 31. The Structure and Content the Global Competition Category (Case Study 

Two) 

 Nationalist Social Agenda 

The nationalist social agenda for the tertiary sector focuses on three major themes, 

namely, the internal collaboration between the stakeholders (n= 177), regional 

cooperation (n=126), and public welfare (n=84) as the ultimate goal of the tertiary 

education and IoHE initiatives.  
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Internal collaboration category (n=177) encapsulates codes relevant to community 

engagement (n=118), religion and morality (n=39) and academic civitas (n=20), as 

demonstrated in Figure 32. These codes reflect the need for internal coherence 

between the GoI, and regional governments, such as nourishing participation of 

stakeholders (including local government); the business sector, the tertiary sector and 

various community groups (“placing industrial communities as educational partners); 

pooling and efficiently using all community resources to develop higher education; 

(meet the expectations of the community). The religion and morality codes emphasise 

the role of higher education in fostering religious devotedness, tolerance, and high 

moral qualities, essential for social coherence. These are: holding high religious 

values and national integrity; increasing the competence of religious education 

teachers; fostering tolerant religious attitudes. The Academic Civitas codes are 

concerned with strengthening the academic community, their cooperation with other 

stakeholders and “utilising science and technology to enhance social welfare”.  

 

Figure 32. The Structure and Content the Internal Collaboration Category (Case 

Study Two) 
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Regional cooperation with ASEAN nations was a significant category (n=126) found 

across the analysed documents (Figure 33). Indonesia’s leadership in ASEAN 

cooperation was of strategic importance due to the international prestige and national 

development interests. The ASEAN nations were a common reference point for 

Indonesia’s international benchmarking in science, technology, and world-class 

university rankings. The ASEAN codes (n=28) suggests a middle ground strategy for 

re-balancing the nationalistic and neoliberal agendas. Strong intra-regional 

cooperation is an essential part of this strategy, as evinced by the collaboration-

labelled codes (n=98), such as ‘increasing cooperation’, ‘international economic 

cooperation’, ‘mutual benefits’. The highest priority was given to south-south and 

triangular cooperation, including enhanced cooperation with ASEAN and Asia Pacific 

Economic Cooperation (APEC).  

 

Figure 33. The Structure and Content the Regional Cooperation Category (Case Study 

Two) 
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The public welfare category emerged from n=89 codes such as pro-poor, community, 

public dedication, and public welfare, and was the smallest thematic group across the 

extant documents (Figure 34). This category highlights a priority for fostering equity 

and the positive impact of higher education on the public welfare. The tertiary sector 

is expected to run on the non-profit principle and benefit disadvantaged groups 

(‘reducing inequality’, ‘poverty reduction’), and local communities, in this way, 

catering to Indonesia’s national interests (‘developing social responsibilities’). Public 

dedication codes (‘promoting public welfare’; ‘communicating public interest’) 

reflects the regular duty of the academic civitas to serve the community both by 

providing relevant education services and by working with the disadvantaged groups 

to improve people’s daily lives.  

 

Figure 34. The Structure and Content of the Public Welfare Category (Case Study 

Two) 

In summary, the document analysis revealed that the government strategy regarding 

internationalisation in Indonesia was underpinned by the neoliberal economic and 
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nationalist social agendas. The former corresponded with the rationality of the IoHE 

strategy and its economic and symbolic value; while the latter was concerned with the 

relationality, the social and cultural value of IoHE.  

The rationality of IoHE in this context is a part of broader scale neoliberal 

transformations of the tertiary sector and the Indonesian economy supported by the 

WBG funding. Following the public outcry concerning potential commercialisation 

of HE, the GoI sought to counter-balance the potential negative impacts. By 

prioritising the public welfare, national interests and the regional integration, it 

fostered the nationalistic agendas and consequently, the relationality of IoHE. Both 

agendas reflect Indonesia’s aspiration towards attaining global competitiveness, self-

reliance and the prosperity for its people.  

Although the analysis of documents provided valuable insights, it was not sufficient 

to answer the question of whether the previously proposed conceptualisation for IoHE 

was applicable in the Indonesian context. To do so, it was necessary to look into the 

practical implementation of the IoHE strategy in the Indonesian tertiary sector.  

6.3 Primary Data Analysis: IoHE in the Indonesian Tertiary Sector 

The following section of Case Study Two investigates the internationalisation practice 

in the Indonesian HEIs and its practical implications. The content analysis of the 

eleven interviews sought further evidence on whether IoHE in the Indonesian context 

could be considered a strategy to integrate the national tertiary sector into the 

emerging global knowledge economy. The data from the interviews, conducted in 

public and private Indonesian HEIs, provide valuable insights into current IoHE 
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practice and its possible future trajectory. Specifically, The interviews were searched 

purposefully for recurring incidents which capture the key features of the IoHE 

practice in Indonesia. The incidents were coded with NVivo12 software, and the codes 

compared and grouped into thematic clusters. The clusters were collapsed into 

categories, highlighting various aspects of IoHE that resulted in the generation of 

capital. These procedures revealed four key categories reflecting the rationality and 

relationality of the IoHE practice in Indonesia, as demonstrated in Error! Reference 

source not found.. The top yellow-marked sections demonstrate the thematic clusters 

and the construction of the categories. The categories feature the production of the 

capital and reflect either rationality (aqua boxes) or relationality (blue boxes) of IoHE 

practice.  

 Figure 35. The Overview of Content Analysis of the Interviews (Case Study Two)  
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The categories of Indonesia’s socio-economic development and engagement with the 

international education industry exemplify the rationality of IoHE and the production 

of economic and symbolic capital. The tertiary sector stakeholders’ collaboration and 

social licence categories, in turn, highlight the relationality aspects of IoHE, resulting 

in generating cultural and social capital. Each of the four categories and the thematic 

clusters constituting these categories will be discussed further. The content of the 

categories of Indonesia’s socio-economic development and the tertiary sector 

stakeholders’ collaboration align with the results of Case Study One (as shown in 

Figure 36). The remaining two categories, however, such as engagement with the 

international education industry and social licence, varied markedly in content 

revealing specific features of IoHE in the Indonesian context. For instance, 

engagement with the international education industry category in Case Study Two 

suggests that Indonesia’s international education industry is immature, although there 

is evidence that effort is being invested in building capacity, the reputation of the 

tertiary sector and the national export education brand. Therefore, export education 

brand promotion appeared as a distant but potentially attainable frontier for the 

Indonesian tertiary sector.  
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Figure 36. The Categories Identified in Case Study One (New Zealand) and Case 

Study Two (Indonesia)   

The category of social licence aligns with the nationalistic agenda and highlights the 

public good and humanistic value of IoHE, considerations. These considerations were 

utilised by the government and the tertiary sector to seek the public mandate for 

internationalisation initiatives as a part of the tertiary sector transformations. In the 

New Zealand context, the social licence was concerned with the public mandate for 

increasing inbound mobility resulting from the international education industry 

growth. These were naturally occurring differences rooted in unequal participation of 

the two nations in the global international education industry. Despite the differences 

due to the local context, the Indonesian primary data provide evidence to support the 
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proposed conceptualisation of IoHE as relevant to the Indonesian context, as 

explained in the description of the following categories.  

 Indonesia’s Socio-economic Development  

The category of Indonesia’s socio-economic development (n=411) was constructed 

from the thematic clusters highlighting regionalisation (n=175), academic excellence 

(n=136) and building the tertiary system capacity (n=100) codes, as shown in Figure 

37. It was the largest category in the Indonesian dataset and corresponded with the 

priorities outlined in the Government of Indonesia strategic documents presented in 

Section 6.1. These priorities include establishing the global economic competitiveness 

and political prestige of Indonesia through robust regional engagement, enhancing the 

quality of teaching and research, and building the overall capacity of the national 

tertiary sector.  

  
 

Figure 37. The Structure and Content of the Indonesia’s Socio-Economic Development 

Category (Case Study Two) 

Regionalisation thematic cluster. Regionalisation codes (n=175) described 

‘competition in the frame of cooperation’ affecting internationalisation in Indonesia, 
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namely, the intertwined collaboration and competition trends, within the ASEAN and 

Asia-Pacific region and their impact on the Indonesian tertiary sector: 

The ASEAN economic community affects us because there is a free flow 

of labour, […] and we have to prepare our students […] to compete with 

other graduates from ASEAN universities. Then we have ASEAN-China 

free-trade area; we will have TPP or Trans-Pacific Trade Partnerships and 

many forms of competition within cooperation (IND-9). 

The codes referring to collaboration (n=140) (such as ‘focussing on regional 

cooperation’, ‘regional partnerships’, ‘collaborations with Asian universities’, 

‘international collaboration’) prevailed over the competition codes (n=35). 

International collaboration is expected to bring many benefits including ‘sending our 

staff, lecturers to do a postgraduate programme’, ‘collaboration for research and 

publication’, ‘staff exchange’, ‘student exchange with special arrangements’. The 

collaboration codes also suggested that regional cooperation in Asia-Pacific was of 

higher priority than the westward partnerships:  

We have a plan to have internationalisation. The first four years [were] 

for regional partnerships, in ASEAN. Now we are thinking bigger, not 

only ASEAN but also ASEAN+, with India, Korea, Japan and China. 

Although we are initiating the collaboration with Europe, Australia, New 

Zealand and also North America […] we are focussing on regional 

cooperation. (IND-9) 

The competition codes revealed that the Indonesian HEIs operate in a complex 

environment of both internal (‘the dichotomy of public and private universities’, 
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‘harder to compete with bigger universities’, ‘competition of universities in 

Indonesia’) and external competition (‘the global competition’, ‘competition with 

international higher education institutions’, ‘the coming of Singapore, Thai 

universities to Indonesia’). These codes (such as ‘increase the ranking’, 

‘internationalisation has more attractiveness for students’, ‘internationalisation has 

the impact on our image’) also indicate that both public and private HEIs use 

international benchmarking and rankings as a competitive strategy to attract more 

students, establish and stronger academic reputation:  

The competition of universities in Indonesia is very tough, […] the 

number of universities is very high. Internationalisation is a part of a 

strategy to scale up our position in, you know, we have QS ranking, we’ve 

joined that, and a part of indicators is internationalisation. […] We have 

joined that to scale up our position nationally. (IND-6).  

This strategy was reported to be useful for fostering international research 

collaborations and partnerships because higher ranking positions caught the attention 

of potential partners and changed dynamics: 

Normally, we have to look for partners but [now] they came to us, and 

they propose collaboration with us. […] It is an international index that is 

very important for us [IND-9]. 

Academic excellence thematic cluster. Academic excellence (n=138) comprises  

codes reflecting the notable benefits of IoHE, for example, ‘global standard of the 

quality of teaching’, ‘the improvement of lecturers in the international set-up’; ‘to 

increase the research strand’; and ‘international research collaboration’. Academic 
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excellence and quality assurance pose a challenge as noted by one of the participants: 

“If we compare with Europe, we are still far away in quality, but we are trying to catch 

up” [IND-2]. Gaining an international accreditation, such as ASEAN Universities 

Network Quality Assurance (AUN-QA) is a way to bring the overall academic 

performance to international standards and raise the academic prestige. Academic 

mobility both inbound and outbound is another way of enhancing the quality of 

teaching and research:     

We send our faculty members to study in a partner university abroad, so 

this experience helps us to be better and more qualified in global standards. 

[IND-3]  

When in a class there are some international students, faculty members 

have to make a good impression […] that is why I think the level of 

teaching, the level of research, the level of performance tends to be higher. 

[IND-2] 

The subsidiary codes in the building academic capacity category revolve around 

improving the facilities and infrastructure, including ‘better facilities for the 

international students’, ‘good internet facilities’, ‘teaching and laboratory facilities’. 

These codes, additionally suggest that IoHE directly supported capacity building by 

generating additional sources of funding, such as competitive grants:  

Winning a grant from the Korean government, we can open the Chemistry 

department, the impact is quite big, because then we can help teachers in 

[ an Indonesian city] to improve their quality. [IND-9] 
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Building the tertiary sector capacity codes (n=100) were primarily concerned with the 

contribution IoHE makes to the tertiary sector through the professional development 

of the academic staff and students. The international collaboration, a participant noted, 

is used as a capacity-building strategy: “We cooperate for the development of the 

staff, the competencies, the qualities, the capacity building of the staff” [IND-9]. The 

former included enhancing the quality of teaching and research, and improving 

students’ and lecturers’ English language skills through IoHE initiatives. The English-

labelled codes (n=89), such as ‘improve their English proficiency’, ‘more classes 

delivered in English’, ‘you cannot avoid English’, ‘a lower capacity to learn English’ 

suggested that improving English language proficiency was a top-down policy 

implemented by the GoI and supported by the universities., the language barrier, 

however remains a significant obstacle for internationalisation initiatives:  

Not all of our staff and students are ready to face internationalisation. 

Frankly speaking, some of our lecturers and our staff have no capability 

in speaking English. This is the challenge for us […], and the students, of 

course. [IND-7] 

Good knowledge of English was mandatory for newly hired university lecturers and 

study-abroad scholarship recipients to ensure their inclusion into the IoHE and 

regionalisation processes. Given the language diversity of the ASEAN and Asia-

Pacific, English was referred to as a primary means of communication, academic 

exchange and collaboration in the region: 

We try to push the level of language performance, especially in English 

because there are […] many, so many programmes in partner universities 
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conducted in English. […] That is why English becomes of more and more 

powerful especially in the Asian networks [IND-3]. 

The language skills acquisition in the ASEAN and neighbouring countries rather than 

in the MESDCs was an essential strand of regional collaboration: “We always have a 

chance to improve our English in the Philippines, in Singapore, Hong Kong, India” 

[IND-5]. The dominance of academic English appeared as a neo-colonial trend, and 

regionalisation of the English language learning was a common strategy to mitigate 

its effects. The ‘internationalisation of English’ [IND-5] highlighted coining and using 

regional language variations (such as ‘Singlish’ and ‘Taglish, Tagalog English’) to 

support regional collaboration: 

Who knows, maybe one day […] people create Indonesian English, like 

Singlish, but Indonesian English? […] Why not? […] We need to think 

about English as a means of communication; we’re not going to trap 

ourselves in that neo-colonial prison. [IND-5] 

In summary, the aforementioned thematic clusters contributing to the category of 

Indonesia’s socio-economic development revealed the following aspects of IoHE in 

Indonesia; Firstly, regional engagement with neighbouring Asian nations rather than 

western partners is the primary focus of IoHE in Indonesia; secondly, IoHE is both a 

collaborative and competitive strategy for ASEAN and Asia-Pacific engagement: 

thirdly, IoHE is a strategy for building academic excellence, and the tertiary sector 

capacity, including improving the infrastructure and facilities, and upscaling the 

human resource. These aspects of the strategy primarily resulted in generating 

economic and symbolic capital and contributed to the skilled workforce strand of the 

knowledge economy.   
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 International  Education Industry Engagement  

The international education industry engagement category (n=308) is comprised of 

three thematic clusters, namely, IoHE challenges faced by the Indonesian universities 

(n=160), Indonesia’s benchmarking and prestige (n=78), and the IoHE practice cluster 

(n=70) (Figure 38). Each of these clusters are primarily concerned with the perception 

of Indonesia’s competitive position in the global international education industry, and 

the practical aspects of implementing IoHE strategies, including the major challenges.  

 

Figure 38. The Structure and Content of the Export Education Industry Engagement 

Category (Case Study Two)  

Challenges thematic cluster. The challenges cluster (n=160) constitute a significant 

part of this category and reveal both typical issues for IoHE, such as lacking resources, 

and the context-specific challenges hindering internationalisation initiatives in 

Indonesia. The codes referring to the typical challenges for IoHE worldwide include 

insufficient funding (‘have to be self-funded’, ‘compete to get a small travel grant’, 

‘combine many sources including personal funding’), and the need to resort to 

external sources (‘attract funding from the partner university’; ‘funded by Islamic 

Development Bank’; ‘funded by Erasmus’, ‘under British council funding’).  
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The subsidiary codes in this cluster highlighted challenges posed by inadequate 

facilities and infrastructure, especially in terms of student recruitment and research 

collaborations:  

What do we have to offer to our international partners? What can we offer 

to international students? What can we offer if we ask our partners to have 

a research collaboration? If we don’t have any infrastructures, any 

facilities, […], I don’t think that our partners want to join our 

collaboration. [IND-9] 

The challenge of providing adequate facilities are a concern for public HEIs, while 

some private institutions advertise their high-standard facilities as being a competitive 

advantage for student recruitment (‘excellent facilities’, ‘check students’ presence by 

fingerprint’). The lack of resources and facilities fosters the ‘brain-drain’ trend 

because Indonesians are attracted by better study and work environments:  

Human capital is not a problem. Many Indonesians are being used by 

Malaysian Singaporean, European universities. […] Because of the 

facilities, because of the low support from the government [they] go 

abroad. [IND-5] 

These codes also signal that, in some cases, external sources of funding result in 

asymmetric power dynamics, which was problematic:  

MFAT of New Zealand provided us with a certain amount of money […] 

to create a big program with high impact. […] We are allowed […] to be 

creative on how to manage that, how to distribute that, so they do not 
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dictate what to do in details […]. Not like when we receive funding or 

scheme from other countries. […] For example, if we talk about 

collaboration with the US, there is USAID. They usually have... I don’t 

say it is bad, but it is quite rigid and different. […] The space for creativity 

is not that large. [IND-1] 

The context-specific challenges manifested in such codes as ‘always in dialogue with 

the others’, ‘mutually beneficial’, ‘acceptance in the global community’ are primarily 

concerned with building a two-way intercultural dialogue; not an easy task: 

If we talk about the idea of internationalisation being the mutual 

relationship, then it is still hard to convince people from […] more 

academically advanced […] European countries, to see that our wishes 

and thoughts are also important [IND-5]. 

There are also issues with broader scale international collaborations:  

I believe because we are Indonesians, Javanese, we’re very polite people, 

so it’s not very easy for us to say no, which I think is also somehow a 

negative contributing factor to […] our partnerships. That is why we have 

MoUs that are sleeping. In fact, it’s one of the issues, of course, because 

we are not like our friends from the US. They can say easily say: ‘No, we 

are not interested’. […] Cultural difference. [IND-1] 

Adapting the culture for effective global engagement while preserving the national 

identity, is the ultimate IoHE context-specific challenge:   
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With internationalisation, […] probably, we need to be more honest and 

blunt, and direct.[…] The character of your culture will affect the process 

of negotiation. […] If we keep this culture, this tradition of hesitation, […] 

we do not reach a good agreement that we really want because […] it is 

dictated by one party. [IND-1] 

Benchmarking and prestige thematic cluster. Indonesia’s benchmarking and 

prestige cluster emerged as an unexpected finding because the international education 

industry in Indonesia is still very young. However, a large number of codes (n=78) 

indicate that export education brand promotion is an essential matter for the 

Indonesian tertiary sector; and there is a strong belief in Indonesia’s competitive 

strengths in the global international education industry, including its economic 

potential and macro-economic indicators:  

Indonesia is a country that in 20 or 30 years we will be #7 in world 

economic strength, so most of the countries in the world are seeking 

cooperation, seeking collaboration with Indonesian institutions, including 

Indonesian institutions of higher education. [IND-9] 

The codes in this cluster suggest that Indonesian tertiary sector use best IoHE 

practices, including the promotion of the national language and inbound mobility 

scholarships to gain symbolic capital and prestige in the international arena. Codes 

such as:  ‘Get many students from all over the world’; ‘take care of the international 

students;, ‘enable more and more international students to come our university’; and 

‘there are more students that are inbound than outbound’; indicate that the Indonesian 

tertiary sector is emerging as a new player in the global international education 
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industry. There is evidence of some progress in establishing the Indonesian export 

education brand and reversing the mobility flows:   

We receive students from overseas, […] the number was one thousand 

two hundred something from overseas. It is quite interesting that we have 

more international students than our students going overseas [IND-1] 

Following the best international practice, the Indonesian tertiary sector aspires to 

‘replicate what happened in Europe with mobility among the students’ [IND-6] in the 

ASEAN. This strategy includes a transformation into ‘a country of giving, not the 

country of receiving’ in terms of education aid for less developed countries in the 

region. The GoI’s public diplomacy not only raised the prestige of Indonesia as a study 

destination but also secured broader symbolic benefits on the international political 

arena:  

The advanced countries give scholarships. […] It’s just a part of the 

positive international gesture. For us, if you give the scholarships […] to 

our brothers and sisters in ASEAN […] it might look like a burden for us 

now. […] We have to be patient because in 20 years from now [….] many 

of them will come back as ministers, religious leaders or businessmen, 

entrepreneurs, even presidents. That will change the architecture of 

international relations, […] and this is exactly what happened in the 60s 

when our bright Indonesians went to Australia to study. […] Our 

international relations are better because of those exchanges of values, 

education. This is how […] Indonesia would play a positive role […] in 

international relations. [IND-1]. 
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The codes referring to Bahasa Indonesia revealed another context-specific facet of 

IoHE, namely ‘introducing Indonesian language to countries near Indonesia’ as a part 

of fostering its role in the Asia-Pacific region and encouraging economic and 

academic collaboration. For instance, the GoI’s provided Darmasisva and Culture and 

language scholarships and supported Bahasa Indonesia for foreign speakers 

programmes to promote the national language as a means of instruction and business 

communication:   

In 1992 when we established the language centre. We are offering the 

Indonesian language course to foreigners. […] They are studying the 

Indonesian language, most are from Australia, some are the United States 

and from Europe, and now it is from all over the world. [IND-8]  

China invests a lot of money in Indonesia. […] The one who works in a 

company in Indonesia must be Indonesian. A lot of students from China 

come to our university to learn the Indonesian language. It is our 

opportunity to accept those students. [IND-9] 

The aforementioned IoHE initiatives encouraging inbound mobility not only 

contributed to the prestige of Indonesian universities but also created opportunities for 

internationalisation at home.  

IoHE practice cluster. (n=70) The codes referring to the IoHE practice in the present 

cluster describe the context-specific approaches to IoHE, serving the strategic 

priorities for the sector, primarily foster international competitiveness while 

developing national character and tackling the ‘brain-drain’. The student-focussed 

‘globalisation at home’ best practices included ‘cross-culture learning’, ‘inviting a 
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guest lecturer from the overseas university’, ‘buddy programmes’, ‘homestays’, 

‘German Japanese, Korean festivals’, and ‘English club’. In terms of outbound 

mobility, the preference was given to short-term schemes such as ‘sandwich or joint 

programmes’ and ‘international programme taught in English’ featuring ‘mobility as 

a part of their curriculum’. This format of international exposure reduces costs and 

manages the ‘brain-drain’:  

The LPDP the scholarship sent thousands and thousands of students 

overseas. […] The second best will be our students, […] and we need 

bright people to develop our research and to have good publications.  […]  

To overcome this situation [we] develop the joint degrees so that these 

bright young people will be all studying […] in an Indonesian University 

plus big fish outside. [IND-1] 

In summary, the category of engagement with the international education industry 

features strong nationalistic rather than economic characteristics for the 

internationalisation agenda. Specifically, the IoHE initiatives align with the 

government’s strategic priorities for raising Indonesia’s prestige in Asia-Pacific and 

building reciprocal collaborations with international partners. The common 

challenges for the international education industry engagement include resources and 

funding. Other context-specific challenges, such as intercultural differences lead to 

clashes between the national identity and globalisation. Both types of challenges 

strongly affect the power dynamics and progress of international collaboration.  

The economic agenda is not an important factor for engagement with the international 

education industry. The IoHE agenda aims to foster the academic reputation of the 
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tertiary sector through cultural diplomacy, education aid, the promotion of Bahasa 

Indonesia and encouraging academic mobility and research collaboration in the 

region. Unlike the New Zealand export education brand promotion category, the 

internationalisation initiatives, in this case, are aimed at generating symbolic, social 

and cultural capital which, in turn, enhance the academic reputation of the Indonesian 

tertiary sector and contribute to Indonesia’s integration into the global knowledge 

economy. 

 Tertiary Sector Stakeholders’ Collaboration  

As in Case Study One, the category of industry stakeholders’ collaboration (n=226) 

emerged as a critical feature of IoHE practice in Indonesia. This category comprises 

three thematic clusters including global-local collaborations (n=81); the government 

control and policy alignment (n=74); and internal collaborations amongst the 

institutional stakeholders (n=71) (Figure 39). The combined efforts of the tertiary 

sector stakeholders that is the GoI, HEIs, academic civitas, international partners and 

wider public was a way, it appeared, to achieve the national strategic priorities. 

Figure 39. The Structure and Content of the Tertiary Sector Stakeholders’ 

Collaboration Category 
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Global-local partnership thematic cluster. The global-local partnership codes 

(n=14) highlighted the interconnection between the local tertiary sector collaborations 

and international partnerships: “We have to make relationship as open as possible […] 

not only with other universities, but also with governments, and industries and other 

institutions, research and development institutions” [IND-11].  These codes reflect 

‘the spirit of inclusivity’ and collaboration amongst ‘national and international 

partners’ which dominate the relations between the sector stakeholders in Indonesia. 

Strong internal collaboration enables resources and expertise to be integrated to 

initiate high-quality international initiatives. For instance, some codes emerged 

describing a Consortium run by three Indonesian universities, which combine their 

expertise, to collaboratively initiate short-term programmes and a PhD degree in 

Religious Studies for international students: 

Our campus is also popular for our interreligious understanding and 

peacebuilding because we have that consortium. We arrange people to 

come here, […] they learn about Buddhism, Hindu, and Christianity. They 

also live in pesantren, the Muslim boarding school, we arrange the 

boarding [IND-4]. 

The glocal partnerships codes are also concerned with additional funding resulting 

from IoHE partnerships. The combined funding sources ‘from the companies, also the 

government projects and some other international programmes’ supported IoHE 

initiatives. The industry’s contribution, however, is limited: “We cannot really get 

funding from local industries, which is why international collaboration is very 

important” [IND-8].  
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The tertiary sector professional associations, such as the Association of International 

Offices serve as a liaison between the HEIs involved in IoHE and the government. For 

instance, annually the GoI released a grant for the international offices capacity 

building often managed by a public university. Opportunities to become a ‘hub’ or 

‘partner’ university are open for all members of the named association: “This year we 

are […] the only private university in Indonesia trusted by the government to give 

recommendations for universities, […] [and] doing the assessment for the grant 

allocation” [IND-6]. This collaborative scheme for funding allocation fosters 

collaboration between the international offices of the Indonesian HEIs.   

International partnerships are an essential part of IoHE practice providing a wealth of 

opportunities for academic mobility and research collaborations. The data analysis 

revealed two key strategies to build international partnerships, namely, personal 

networks and institutional networks. The former grows from personal academic-to-

academic networks, as evinced by such codes as ‘human contact, human encounter’, 

‘depends on who’s coming and where we travel’. Personal, bottom-up initiatives are 

regarded as ‘really helpful’ and ‘more realistic than top-to-bottom’ ones, especially at 

the early stages of research collaboration between universities: “Personal contact is a 

more workable strategy, rather than an institutional contact; a lot of our collaborations 

actually develop through personal contacts, like former supervisor, former 

colleagues”. [IND-6]. Personal contact often results in formal institutional links, 

increasing research publication rates, and generating social and cultural capital: “We 

have staff exchange, and then we have a MoU, and then we have joint research, then 

we can have seminars, and we can have many more. It’s like a snowball because from 

the personal network it becomes an institutional network” [IND-4] 
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Institutional networks facilitating local-global partnerships include regional 

university networks such as ‘ASEAN Universities Network’; discipline-focussed 

consortia (‘US and Indonesia Teacher Education Consortium’; ‘Australian 

Consortium for Indonesian Studies’); and associations of religion-affiliated HEIs, for 

example: ‘The Association of the Jesuit Colleges and Universities in Asia-Pacific’ 

and ‘Association of Christian Schools, Colleges and Universities’. Membership of 

these institutional networks encourages academic mobility and more formal and 

sustainable partnerships than those initiated through personal contact. For instance, 

the Association of Christian Universities and Colleges in Asia provide institutional 

development scholarships for staff and have initiated student mobility schemes aimed 

at building ‘cultural understanding among Asian countries’ [IND-3].  

The control and policy alignment cluster. As suggested by the name of this cluster 

(n=74) the government of Indonesia is actively involved in the IoHE policy 

implementation to foster the international competitiveness of the tertiary sector: “The 

Ministry of Research and Higher Education also encouraged us to open our door for 

internationalisation” [IND-7]. The codes concerned with the GoI involvement with 

IoHE primarily include financial support, for instance, academic mobility funding for 

students and HEIs staff (‘scheme for academic mobility and exchange’, ‘very 

prestigious scholarship’, ‘LPDP scholarship’, ‘specific scholarship programme for 

lecturers’). The funding for IoHE initiatives is allocated to the government accredited 

HEIs, with the priority given to the top universities (‘fifty universities accredited as 

A’, ‘a list of fifty best universities in Indonesia’, ‘the status of the second-best private 

university’). Lower ranked HEIs, however, are also provided with some financial 

support:  
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We have to work harder, but now we are in a good position nationally, 

and also from the Indonesian government, we have a different rank. Now 

we are in cluster two; we can win a certain amount of grant [money] from 

the government, actually, quite big for us. [IND-8] 

At the same time, the codes forming this cluster signal firm government control over 

IoHE initiatives, especially in public universities. The government oversees the HEIs’ 

ability to ‘follow the Masterplan from the government’ and whether their 

internationalisation activities ‘align with general policies and regulations’. The 

government control regarding IoHE extends to the selection of study destinations for 

scholarship recipients (‘have to choose from 505 universities’) and the choice of 

potential strategic partners (‘a list of universities all over the world that meet their 

criteria’).  

All universities have to correspond with the national policy. When are we 

are choosing the universities that we are going to be partners with, we 

need to refer to the list that is approved by our ministry of education. 

[IND-10] 

Strong government regulation of IoHE, coupled with notorious bureaucracy issues 

and the lack of policy alignment, pose a major challenge for IoHE, as evident in codes 

such as ‘bureaucracy for immigration is a bit complex’, ‘we don’t have a student visa 

in Indonesia’, ‘immigration is a kind of endurance’, ‘headache’, immigration 

regulations were an obstacle for inbound academic mobility: 

The bureaucracy in Indonesia sometimes is really frustrating. I think it is 

the hindering of the internationalisation. […] If you’re inviting professors 
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from abroad, […] it is bureaucratic, it’s too long to get permission, […] it 

is under three departments, Education, then Immigration is under Home 

Affairs, and there is another one, Manpower, so three Ministries […]. It is 

really frustrating [IND-8] 

Government permission, necessary for teaching and researching in Indonesia, are 

another ‘hindrance for internationalisation’. The delays in obtaining permission can 

either slow down or abort internationalisation initiatives; hence, a more holistic 

approach to policy alignment and better communication between the GoI’s 

departments is necessary to support IoHE.  

Internal institutional collaboration thematic cluster. This cluster (n=71) comprises 

the codes describing the systematic approach to IoHE and the HEI’s academic and 

professional staff support as key factors contributing to the success of IoHE initiatives. 

The systematic approach to IoHE is primarily reflected in the organisation structure 

changes and senior leadership support enabling top-down implementation of IoHE:  

Indonesian universities have three vice-rectors, one is for academic, 

second is for the resources and finance, and the third is for the students. 

In 2010, many universities also got another vice-rector called 

Relationships and International Affairs. [IND-2]  

Codes such as ‘their leader is very eager to do internationalisation’, ‘a vision to make 

[our] University one of the world-class universities’, or ‘not willing to participate in 

the international programme’ provide evidence of senior management encouragement 

and financial support being acknowledged as a contributing factor for IoHE:  
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I have a very supportive supervisor, and the rector used to be the vice-

rector for partnership, so he knows my work very well. Both of them, they 

studied abroad, so they have their international views, and they advise me 

[…]. Sometimes, the problem is in the budget, […] and they say: “Ok, 

how much do you have? We will add”. [IND- A4] 

The top-down implementation also manifested in the codes referring to specialised 

organisational units managing internationalisation initiatives: ‘the International 

Office’, ‘International Affairs and Partnerships’, ‘Collaborations and Alumna office’, 

‘Partnership and Promotion office’, ‘Institutional improvement and 

internationalisation office’.  The functions of these units within HEIs’ structure were 

consistent and included managing MoUs, academic mobility and serving as ‘the gates’ 

for international research partnerships:    

We are the hub of internationalisation in the university. The International 

Office is the entry point of collaboration initiative mostly comes through 

this office. […] What we do is mostly mobility, immigration, mobility, 

grants, opportunity, the promotion of information from our partners. 

[IND-6] 

The support of IoHE initiatives from the university staff   was another important but 

not always an attainable factor:  

We have heads of departments who are not willing to contribute, […] if 

it’s not in their priority list, they will be like, oh we’re too busy, no teacher 

would teach that subject. That would slow down the internationalisation 

process. [IND-4] 
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The high workload is the primary reason why the academic and professional staff are 

not always ‘very enthusiastic about internationalisation’ and have ‘their own rhythm’ 

in terms of maintaining international partnerships:  

Frankly speaking, 70% teaching, 30% of research, we are still in that 

situation. Although the policy of this university is trying to increase the 

research strand. […]  I have a very difficult time doing the research. […] 

I have to conduct teaching, and also managing this office, and also 

research…and community service as well.  It’s a very tight schedule for 

me. [IND-3] 

Additional incentives for the academic and professional staff contributing to IoHE are 

considered as ‘the key factor of internationalisation’. Some HEI’s have monetary 

incentives (‘huge amount of money’), which pose equity issues because of an uneven 

capacity amongst academic staff  (‘only 2-3% are able to publish in the international 

journals’, ‘lower ability in writing articles’), and unequal money distribution (‘ten or 

twenty staff that are very rich’). Providing more researchers with the necessary 

resources and training is viewed as another way to incentivise international 

publications:  

Not only we give a very big incentive to the staff who are publishing in 

the international journals; we find out why they don’t have many 

international publications. They may say, they do not have any 

international partnerships to do research, so we will provide them. We will 

give the incentive to the study programmes, to invite professors from 
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international universities to give lectures at first but then they have the 

time to discuss the possibility of doing research together. [IND-8]  

 Social Licence  

As in the analysis of the documents, social licence emerged as the smallest 

category(n= 103) across the primary dataset (Figure 40). The two thematic clusters 

comprising this category include the public good (n=67), and nationalism, 

decolonisation and globalisation (n=51), which were aligned with the nationalistic 

agenda revealed throughout the content analysis of the strategic documents (see 

Section 6.2.2).  

 

Figure 40. The Structure and Content of the Social Licence Category (Case Study 

Two)  

The nationalistic agenda supported the social licence for IoHE, sometimes perceived 

as a controversial concept.  The former cluster highlighted the contribution of IoHE 

towards the public good, particularly benefits for the community and underprivileged 

groups. The latter cluster includes the codes relevant to the colonial and neo-colonial 

legacy and the shift away from the Eurocentric knowledge paradigm. Both clusters 

reflect the justification for introducing internationalisation across the tertiary sector as 

well as the reification of its symbolic value for the Indonesian society: “We always 

44%
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think about how we can help the society, how we can change our students, change 

their condition; that is always our focus” [IND-8]. 

The most substantial proportion of the public good cluster consists of codes describing 

synergies between the community service and IoHE (n=52), including ‘international 

service-learning’, ‘international community outreach’, ‘working with the community’ 

and others. Community service is incorporated in the mission statements of 

Indonesian HEIs, and the legal responsibilities of academic civitas, as a fundamental 

Tridharma27 duty and a part of the character development agenda:  

This spirit is inherited from what happened back in the 1950s when we 

started this community service. At the time, young students from our 

university volunteered to go to rural areas in Indonesia and be teachers.  

[…] One of the students […] who then became the rector of this university 

[…] found three brilliant students. […] He had an idea that we should 

bring these three kids to our university […] and educate them there. […]  

One of these three kids […] became the governor of the Central Bank of 

Indonesia. […] This story is the soul of this program, the community 

service. [IND-1] 

There are several reasons why community service was important for IoHE practice. 

Firstly, as a distinctive feature of the Indonesian tertiary sector, community service 

programmes encourage both inbound and outbound mobility. The concept of ‘learning 

 

27 “Tertiary Education Institution’s Tridharma, […], is the institution’s obligation to provide 

education, research and public dedication” (Act no. 12 the year 2012 on Higher Education, p.2)  
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to serve and serving to learn’ gained popularity across the region and attracted 

international students to Indonesia. The student-oriented service-learning 

programmes became a part of IoHE agenda: “The community service is our flagship 

and […] in every programme, involving the international community we also add 

community service” [IND-1]. Furthermore, it provides local students with 

international exposure through interaction with their foreign peers at home, and 

through their own experiences abroad: “Instead of the regular service-learning 

programme, […] students take the international service-learning abroad because they 

will work in the international team.” [IND-4].  

Secondly, the service-learning programmes benefit the communities in rural and/or 

remote areas, primarily through inspiration and empowerment: “Being there not 

necessary solves all the problems; […] you go there to discover the talents. […] Your 

job is to be […] the visualisation of their dream, of what they can be in the future” 

[IND-1]. The international community outreach programmes seeks ‘to discover the 

hidden power’ of a community and build a mutually beneficial collaboration:     

Usually, the participants are coming from the more developed countries, 

[…] they will have to adjust not only to the climate, the weather, but the 

culture, the people. They have to […] observe first, and then they plan, 

they propose, they discuss if it’s good or if it still needs to be adjusted and 

then they carry on the programme. [IND-1] 

Finally, long-term community service projects create a sustainable impact on the 

community and fostered research. The collaboration with communities, established 
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through service-learning programmes, enables further research to monitor progress 

and to inform best practice for future projects:  

A community service programme does not end when the participant 

leaves because our research centre would follow up. They would send 

teachers there; they would see what is happening so that they can prepare 

the next batch for service learning. They still work together with the locals 

and do the work for up to 3 years [IND-4]. 

The research findings, arising from the community service projects, are ‘considered 

as a scientific achievement’ and reported in the ‘Indonesian Journal of Community 

Engagement’ providing more publishing opportunities for the members of academic 

civitas who invest ‘a lot of money, time and energy’ into community service.  

The subsidiary ‘pro-poor’ codes (n=15) in the public good cluster including ‘low 

socio-economic status’; ‘shoulder the fees’; ‘not very high standard of living’; 

‘support the airfare’, ‘education for everybody, even for those who are not 

economically sound’, demonstrated that IoHE supported equity and opportunities for 

students from lower socio-economic backgrounds: 

Children who come from lower economic family, they are not stupid, but 

they don’t have an education. […] It would be nice if there were an 

opportunity to have internationalisation not only for those who came from 

higher-income background but for others. [IND-2] 

For instance, in some private HEIs, these students are financially incentivised to 

attend English-instructed courses: “If they are willing to join English classes at other 
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universities they will pay more, with us they will pay less. If you’ve got an A, the next 

one will be free” [IND-8]. Some international service-learning programmes also 

enabled poor students to gain overseas experience: “We can always combine our 

service to poor people with internationalisation because a lot of poor students can go 

abroad” [IND-5]. Therefore, these internationalisation initiatives foster the poverty 

agenda outlined in the GoI strategic documents (see Section 6.1).  

The nationalism, decolonisation and globalisation thematic clusters (n=49) highlight 

the ‘raising nationalistic agenda’,  that is, both Indonesia’s nationalistic spirit, 

originally forged in the anti-colonial struggle, and globalisation;  shaped IoHE 

practice in Indonesia. Nationalism and de-colonisation emerged in the data as 

intertwined dual concepts reflecting the urge to protect national interests in the face 

of globalisation. Such codes as ‘neo-colonial tool’; ‘westernisation’; ‘promotion of 

the western culture’,’re-colonisation’, indicate that IoHE is strongly associated with 

the western epistemological dominance in HE. For example, fostering research 

outputs within the IoHE agenda was seen as a neoliberal influence (‘materialistic 

direction’, ‘research has a business sense’), which was beneficial overall:  

When the government sees we are left behind in producing publications 

in Scopus indexed journals […] they insist that we produce more. […] 

The index agency is always an American agency. We are also forced to 

produce more publications in English, but our students know English very 

little, so who benefits from this effort? [IND-8] 

The colonial legacy, coupled with the pressure of globalisation and internal ‘tensions 

in Islam and other religions’, reinforced the nationalistic tendencies. For instance, 
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codes such as ‘ethnocentrism’, and ‘Indonesia-centrism’ signal an attempt to reinforce 

the national spirit and social cohesion. Nationalism, therefore, presented as a strategy 

to mitigate the undesirable effects of globalisation and western dominance in IoHE.  

Historically, Indonesia’s tertiary education and international ties were influenced by 

the colonial period (‘partners in the Netherlands’, ‘a Dutch rector’, ‘a Jesuit 

university’). As a traumatic and stigmatising experience for many Indonesians, 

colonialism still affects the nation’s international relations, including those in HE. The 

‘inferiority complex’ was an illustrative example of the negative impact of the colonial 

period mentioned by the interviewees:  

I wish there is no colonialism at all, at least, if we talk about the 19th-

century colonialism. It brought such a big trauma and that sense of 

inconfidence to my people, […] the inferiority complex brought up during 

the colonial time. […] If they meet with western people, they see 

themselves as inferior; it is very disgusting. [IND-5]  

The ‘inferiority complex’ and low sel-esteem hinder publication rates in Indonesian 

HEIs undermining a strategic objective for the national self-reliance in terms of 

research and knowledge production:  

Our staff have very low confidence in publishing their research in 

international journals because they think that the quality of their research 

is low; this is the problem. [IND-8]  
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The super-diversity of Indonesian society, in terms of religion, ethnicity and 

languages,  clashed with globalisation and led to rethinking the multi-faceted national 

identity:   

Young people now are becoming more conservative than before.  They 

somehow see that the globalisation will […] absorb their existence. To 

prevent that they have to show their own identity. […] They try to show 

that they have their own identity but in dialogue, in conversations with the 

others. [IND-5] 

The ‘negotiation of identity’, including academic identity, rooted in historical and 

cultural factors (see Section 6.1.1), and directly affect IoHE practice in Indonesia, for 

instance, in terms of academic mobility:  

Most of us are Muslim, so we are always thinking before how can we take 

our prayer, how people see us with our hijab. Sometimes it is frightening 

thinking.  We have many opportunities, […] but not all of the young 

lectures want to go. They are afraid. […] I felt afraid, I felt so inferior, so 

many white people. [IND-2]  

The positioning of internationalisation initiatives as a solution for the named 

challenges, rather than a neo-colonial or neoliberal trend, has been used to  justify 

further promotion of IoHE. IoHE in Indonesia is meant to achieve better international 

exposure and skills upgrade, while remaining ‘well-routed in the national spirit’ and 

being able ‘to be put on the world map regarding education’. Although the de-

colonisation and de-westernisation agenda remained strong, it was ‘not only against 
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the west’; on the contrary, it called for dialogue and mutual respect as the basic 

principles of IoHE: 

I wish that the world is filled with the eagerness to learn from the other 

without wanting to invade those people. There is no hidden agenda in your 

communication. […] From trade we learn that we have to respect the other; 

otherwise, if you want only to dominate the other, you cannot have the 

sustainable trade. [IND-5] 

In summary, the social licence category, emerging from the interview data, is well-

aligned with the nationalistic social agenda category revealed during the content 

analysis of the strategic documents.  

6.4 Theory-testing: Rationality and Relationality of IoHE in the 

Indonesian Tertiary Sector 

This section of Case Study Two compares the results of the content analysis of the 

extant documents and the interviews previously described. The purpose of this section 

is to answer the final research sub-question: Is it possible to apply the proposed 

explanatory theory for IoHE in an Asian context, specifically in Indonesia?  First, to 

answer the question, the critical features of IoHE identified during the content analysis 

of the extant documents, interviews and field notes were compared and summarised. 

Second, it needs to be established if the critical features of IoHE, identified in the 

Indonesian context, correspond with those of New Zealand context,  and, hence, could 

be conceptualised using the explanatory theory established in the New Zealand 

context. These questions are addressed in the following sections.  
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 The Critical Features of IoHE in the Indonesian Context  

The content analysis of the documents and the interviews provide evidence that the 

critical features of IoHE in the Indonesian tertiary sector align with the proposed 

conceptual framework, and can be theorised as rationality and rationality. The 

evidence for rationality and relationality are considered here according to three 

criteria:  

1. Both datasets feature corresponding evidence for rationality and relationality; 

2. The knowledge economy paradigm underpins rationality and relationality; 

3. Relationality and rationality can be described in terms of the recurrent cycle of 

the capital generation. 

Firstly, the content of both datasets provides sufficient evidence to satisfy the criteria 

stated above. As demonstrated Figure 41 in both datasets contained six categories 

describing rationality of IoHE strategy in Indonesia (listed in the left-hand columns), 

and five categories highlighting their relationality (shown in the right-hand columns). 

The vertical arrows indicate the alignment between the corresponding categories 

across both datasets. For instance, the rationality categories found in the document 

dataset (such as global competition; innovation systems and information 

infrastructure; conductive economic regime; and skilled workforce reflect the 

neoliberal economic agenda influenced by the knowledge economy paradigm. These 

categories correspond with the rationality categories of Indonesia’s socio-economic 

development and engagement with the international education industry revealed in 

the interview dataset.    
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Figure 41. The Critical Features of the IoHE in Indonesia  

On the relationality side, the categories of regional cooperation and internal 

collaboration align with the tertiary stakeholders’ collaboration category. The public 

good category is closely aligned with the social licence featured in the interview 
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dataset. Thus, it is possible to merge the categories from the extant dataset and the 

respective categories belonging to the interview dataset. The critical features of 

internationalisation in the Indonesian tertiary sector are encapsulated in the four 

categories: Indonesia’s socio-economic development; engagement with the 

international education industry; tertiary stakeholders’ collaboration; and social 

licence. Except for the engagement with the international education industry, all 

categories above align with those established in the New Zealand context in Case 

Study One. This difference was because the Indonesian international education 

industry is at an early stage of its existence, and the export education brand is yet to 

be established. Despite a similar categorisation, the internationalisation practice in 

Indonesia had considerable contextual differences. 

Secondly, the government strategy regarding internationalisation is underpinned by 

the interplay between the neoliberal economic agenda (backed by the WBG 

interventions), and nationalistic agenda. Specifically, the GoI top-down approach to 

IoHE is strongly influenced by globalisation and the knowledge economy paradigm, 

in terms of knowledge production and use. At the same time, it fosters independence, 

self-reliance and the national spirit. The two agendas affect the rationality and 

relationality of internationalisation in the Indonesian context as follows. Rationality 

in the Indonesian context results from broader scale neoliberal transformations in the 

tertiary sector and is subservient to the GoI economic development agenda. It is 

closely connected with Indonesia’s foreign policy, including public diplomacy, and 

the establishment of the soft power mechanisms in the Asia-Pacific region. 

Regionalisation appears as a vital mechanism for the Indonesian tertiary sector to 

navigate the collaboration and competition trends and to promote the international 
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prestige of the nation. Finally, rationality and relationality in the Indonesian context 

feature the recurrent cycle of the capital generation. Rationality aims to generate 

economic, symbolic and cultural capital via IoHE; the ultimate purpose of IoHE, as 

featured by rationality, is to achieve international competitiveness and to reap the 

benefits of the knowledge economy and globalisation.  

Relationality, in turn, reflects the GoI nationalistic agenda as a way to re-balance the 

impact of globalisation and to highlight the social and cultural benefits of IoHE for 

society. Due to historical factors, public opinion has linked IoHE with (neo-

)colonialism, globalisation threats and the commercialisation of higher education. 

Lack of public support has hindered internationalisation initiatives as evidenced, for 

example, by questioning the benefits of international publications in English, or by a 

lecturer’s unwillingness to study abroad. By prioritising the public good, national 

interests and service to the society, the GoI sought to regain the support of the public 

and to mitigate the potential negative impacts of the neoliberal transformations in the 

tertiary sector. Although relationality is primarily concerned with generating symbolic 

capital (as in case of the national character development), its other aspects, such as 

the tertiary sector stakeholders collaboration, results in generating social and cultural 

capital. Thus, fostering the national character through internationalisation initiatives 

(community service, for instance) has become an essential feature of relationality in 

the Indonesian context.  
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 The Application of the Explanatory Theory in the Indonesian 

Context 

Similarly, as in the New Zealand context, the relationality and rationality of IoHE in 

Indonesia demonstrate the recurrent synergic cycle generation of the symbolic 

cultural, social, and economic capital and the contribution the tertiary sector makes to 

the major strands of the knowledge economy, now referred to as global 

competitiveness. In Indonesia, however, priority is given primarily to generating 

symbolic capital or national prestige; cultural capital (skilled academic workforce and 

knowledge production); and social capital (global and local partnerships). Economic 

capital, in this case, appears to be in the background of the internationalisation 

initiatives, although it makes a valuable contribution to the tertiary sector capacity 

building; while, the rationality and relationality of IoHE in Indonesia is evident the 

recurrent synergic cycle of the capital generation embedded into the purpose, function, 

and delivery of higher education. The IoHE in Indonesia presents itself as a 

mechanism for attaining international competitiveness; it is concerned, primarily,  

with transforming the tertiary sector into an economic agent (as captured in Figure 

42) and integrating into an emerging global knowledge economy.   

It is argued, therefore, that IoHE in the Indonesian tertiary sector is an evolving 

strategy aimed at integrating a national tertiary sector into the emerging global 

knowledge economy through a recurrent synergic cycle of generating economic, 

cultural, social, and symbolic capital embedded into the purpose, function, and 

delivery of higher education.  
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Figure 42. The Agency of the Indonesian Tertiary Sector 

Source: Adapted from the Strategic Plan of the Ministry of Research and Technology 

and Higher Education (MoRTHE, 2015, p. 11) 

The case also highlights, however, some contextual variations, which demand further 

consideration.  Primarily, the Indonesian tertiary sector had not yet developed a fully-

functional international education industry aimed at revenue generation. 

Nevertheless, significant effort was invested in fostering the academic reputation of 

the national education system and, potentially, building an export education brand. 

Indonesia is following in the steps of the MESDCs, European and some Asian partners 

in deploying best IoHE practices and soft power mechanisms to establish itself as a 

study destination. These efforts are targeted primarily at encouraging academic 

mobility and research collaboration in the Asia-Pacific region through cultural 

diplomacy, education aid, and the promotion of Bahasa Indonesia. If, in the New 

Zealand context, revenue generation is the primary reason for doing so, in Indonesia, 

symbolic capital, or prestige, prevails over economic capital. Thus, the purpose of the 
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Indonesian strategy is the symbolic integration of the national economy into the 

emerging global knowledge economy.  

Secondly, the recurrent cycle of capital generation is at the core of IoHE in the 

Indonesian tertiary sector, but it features different dynamics in the capital production 

synergies; the types of capital generated varied because of specific national priorities. 

Specifically, as noted previously, if the international competitiveness or political 

prestige was involved, symbolic capital prevailed over economic capital and 

dominated the cycle (as shown in the lower section of Figure 42). Furthermore, the 

urge for the tertiary sector capacity building signalled the priority for the cultural 

capital generation embodied in lecturers; institutionalised in academic degrees, and 

objectified in international publications. Symbolic social and economic capital, in this 

case, supported cultural capital production.  

The recurrent cycle of capital generation, in Indonesia, performed in the same way as 

in the New Zealand context, except for the dynamics of synergies. That is, it 

contributed to the major strands of the emerging knowledge economy (the skilled 

workforce, the conductive economic regime, information infrastructure, and 

innovative system). Although the extant Indonesian documents explicitly articulated 

the significance of global competitiveness and compliance with the knowledge 

economy criteria as discussed in Section 2.2, in the New Zealand context, this aspect 

was notably downplayed. A possible reason may be that, in New Zealand, the formal 

transition to the knowledge economy occurred earlier28, and because New Zealand 

 

28 See Peters (2002) on the emerging knowledge economy in New Zealand in the 1990s. 



 

303 

meets the WBG criteria for a highly ranked knowledge economy, unlike in Indonesia, 

no further interventions at the policy level were necessary.  

In conclusion, despite the contextual differences, the critical finding from Case Study 

Two is that internationalisation practice in Indonesia follows a similar pattern as in a 

MESDCs context such as New Zealand. The IoHE practice, as a top-down strategy, 

featured rationality (Indonesia’s socio-economic development; engagement with the 

international education industry) and relationality (tertiary stakeholders’ 

collaboration; social licence) influenced by and contributing to, the knowledge 

economy paradigm. The recurrent cycle of capital generation within the tertiary sector 

performs in a similar way, with minor variations in the dynamics of synergies and the 

resulting forms of the capital. Therefore, Case Study Two appears to confirm that the 

theory proposed for New Zealand, in Case Study One, retains its explanatory power 

when applied in the Asian context of Indonesia.  

6.5 Chapter Summary 

Case Study Two explored whether the proposed explanatory theory would 

accommodate the IoHE in Indonesia, and be applicable in an Asian context. It has 

presented the results of the content analysis of the strategic and policy documents 

regulating internationalisation praxis in Indonesia, and the interviews describing the 

practical implementation of IoHE at the sampled Indonesian Universities. Testing the 

proposed theory against the results of Case Study Two (Indonesia) demonstrated that 

datasets include corresponding evidence for rationality and relationality as the critical 

features of the IoHE practice in Indonesia. Rationality is underpinned by the 

knowledge economy paradigm, while relationality relies on the nationalistic agenda.  
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The top-down IoHE practice in Indonesia features an interplay between the neoliberal 

economic agenda, backed by the WBG interventions, and a nationalistic agenda, 

fostering the independence, self-reliance and the national spirit. Both datasets 

produced categories describing Indonesia’s socio-economic development and 

engagement with the export education industry, which represented the rationality of 

IoHE strategy in Indonesia. Rationality results from broader scale neoliberal 

transformations in the tertiary sector and is subservient to the GoI economic 

development agenda. It is closely aligned with Indonesia’s foreign policy and 

regionalisation initiatives aimed at establishing the international prestige of the nation 

in the Asia-Pacific region.  

The Bourdieusian lens was useful for identifying the contextual variations of 

rationality and relationality in the Indonesian context. The ultimate purpose of 

strategic rationality is to enhance international competitiveness and reap the benefits 

promised by the knowledge economy and globalisation; so that the IoHE practice 

results in generating the economic, symbolic and cultural capital. Relationality, on the 

other hand, reflected the nationalistic agenda as a way to re-balance the negative 

impacts of globalisation; by generating social and cultural capital, the IoHe initiatives 

benefit the society. Through testing the theory, it is revealed that internationalisation 

practice in Indonesia follows a similar pattern as in the New Zealand context. IoHE 

practice as a top-down strategy features similar patterns, with minor variations in the 

dynamics of synergies, of rationality and relationality in terms of capital generation 

and a contribution to the knowledge economy in both contexts. Therefore, the 

explanatory theory proposed for Case Study One of New Zealand applies to the Asian 

context of Indonesia. 
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Oh, East is East, and West is West, and never the two shall meet, 

Till Earth and Sky stand presently at God’s great Judgment Seat; 

But there is neither East nor West, Border, nor Breed, nor Birth, 

When two strong men stand face to face,  

tho they come from the ends of the earth. 

(R. Kipling, The Ballad of East and West, 1889) 

: Lessons Learnt 

The final chapter brings together the many facets of IoHE highlighted in this thesis 

and considers the lessons learnt throughout this research project. Section 7.1 

summarises the critical points of the present research and discusses how the proposed 

explanatory theory contributes to the holistic understanding of the role of IoHE in the 

emerging knowledge economy. It also considers the pragmatic implications of 

applying the explanatory theory in specific regional contexts from the point of view 

of the changing power dynamics in the global international education industry. The 

chapter proceeds by arguing for the significance of the research and its contribution 

to the methodology, theory and practice of IoHE (Section 7.2), and identifies 

directions for future research to extend the findings of this research in Section 7.3. 

Section 7.4 concludes the chapter and the thesis.  

7.1 IoHE: Pragmatic reboot 

This section summarises the critical findings of the present research project, and 

positions these findings within a broader discussion on IoHE in the Asia-Pacific. From 

a pragmatic perspective, IoHE research should contribute to enhancing practice in the 

international education industry, an aspiration that is hard to achieve without 
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acknowledging what IoHE has become as well as how, and why, it functions in diverse 

contexts. This research investigated the role of IoHE within the overarching context 

of the emerging global knowledge economy and the global international education 

industry, which have both transformed education systems worldwide. The research 

focus was narrowed to the local context of the New Zealand export education industry 

(Case Study One), in which the proposed explanatory theory for the IoHE process was 

developed. The theory developed was tested against the case of IoHE in the context 

of the Indonesian tertiary sector (Case Study Two). The issue of IoHE within these 

contexts was approached from a pragmatic, transdisciplinary, mixed method 

perspective. The present research sought to theorise IoHE within non-homogenous 

local, regional and global contexts. The research resulted in conceptualising the 

following answer to the main research question regarding the role of IoHE in the 

emerging global knowledge economy as well as in a national export education 

industry29 : 

Internationalisation of higher education is an evolving strategy aimed at 

integrating a national tertiary education sector into the emerging global 

knowledge economy through a recurrent synergic cycle of generating economic, 

cultural, social, and symbolic capital embedded into the purpose, function, and 

delivery of higher education.  

This explanation for the role of IoHE is rooted in the acknowledgement that the global 

international education industry became a valuable asset for the national economies 

 

29 As explained earlier, the national export education industry in Indonesia is at its nascent stage; 

however, there is potential for further development   
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of New Zealand and Indonesia. As a result of the ongoing neoliberal project, in these 

countries IoHE transformed into a top-down governmental strategy aimed at 

economic and social development; a finding which agrees with Peters’s (2002) 

argument on the export education industry in New Zealand, and Sakhiyya’s (2018) 

findings on IoHE policy discourse in Indonesia. The tertiary education sectors in New 

Zealand and Indonesia were assigned the roles of economic agents capable of 

generating significant economic revenue, as well as social and cultural value. While 

retaining the traditional missions of teaching, research and service, the export 

education industry, and IoHE practice, in particular, makes a substantial contribution 

to the emerging global knowledge economy.  

The suggested role of IoHE in local export education industries and the emerging 

global knowledge economy aligns with the strategic initiatives observed by 

international education researchers in other regional contexts, such as Qatar (Ibnouf, 

Dou, & Knight, 2014) and the United Arab Emirates (Fox & Al Shamisi, 2014). 

Similar tendencies were described by Lee (2015a), Sidhu, Ho’s, and Yeoh’s (2014) in 

East-Asian contexts. Aziz and Abdullah’s (2015) and Huang’s (2015) provide 

accounts of the governmental strategic IoHE initiatives in Singapore, China, Malaysia 

and Japan aimed at achieving global competitiveness. These accounts provide 

anecdotal evidence that theorising IoHE as a national strategy aimed at integration 

with the emerging global knowledge economy can be applied to an inquiry into export 

education industries in other countries. The recurrent synergic cycle of capital 

generation embedded into the purpose, function, and delivery of higher education is a 

critical mechanism ensuring the integration of a national education industry into the 

emerging global knowledge economy, as demonstrated in Figure 43. IoHE is 
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presented as a strategy for integrating a national export education industry into the 

emerging global knowledge economy through a recurrent synergic cycle of generating 

economic, cultural, social, and symbolic capital. 

 
Figure 43. The Visualisation of the Proposed Explanatory Theory for IoHE 

The proposed explanation regarding the role of IoHE is based on the critical 

propositions of the explanatory theory developed in the course of the research, which 

is summarised as follows:   
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1. The knowledge economy is the global neoliberal context for IoHE and the global 

international education industry   

The knowledge economy paradigm, as a neoliberal project, created the policy settings 

and operation modes in which the global international education industry emerged 

and consolidated. The commercialisation of knowledge promoted within the 

knowledge economy paradigm infiltrated national economic and education policies 

globally and enforced the modes of the policies implemented. On the local level, the 

findings of this research indicate that the knowledge economy has a profound impact 

on tertiary education sectors in New Zealand and Indonesia; however, its implications 

for the two contexts vary.  

As a result of accepting the idea of education as a commodity, New Zealand formed 

a functional export education industry. The commitment to the knowledge economy 

was little articulated in New Zealand legislation but remained an inherent part of the 

government strategy, possibly the outcome of the earlier transition in New Zealand to 

a knowledge-based economy. Two decades ago, as noted by Peters (2002) and Jiang 

(2005), the knowledge economy propositions were evident in New Zealand policy 

documents, and now, according to the WBG criteria, the nation is classified currently 

as a highly ranked knowledge economy; thus, no further interventions at the policy 

level were necessary. In Indonesia, on the other hand, the impact of the knowledge 

economy paradigm was quite different; that is, the legislative and strategic documents 

guiding the Indonesian tertiary sector and IoHE strategy complied with the knowledge 

economy paradigm. Similar to Sakhiyya’s (2018) findings. However, this research 

found that in Indonesia, the idea of commercialisation of education faced public 

resistance, which affected the development of the export education industry in 
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Indonesia. This juxtaposition supports Robertson’s (2008) argument that the OECD 

countries and MEDSCs serve as exemplary knowledge economy models for the 

developing nations, with which WGB client states have to comply.  

2. Theory of Practice presented useful thinking tools for exploring the changing power 

dynamics in the global knowledge race.  

The notions of field, habitus and capital appeared particularly useful for 

conceptualising the global international education industry as a socio-economic field, 

and the respective positions of New Zealand and Indonesia in the global international 

industry and emerging global knowledge economy. Understanding the power 

dynamics of the global international education industry, rooted in the knowledge 

economy paradigm, appeared pivotal for theorising IoHE throughout the case studies 

of New Zealand and Indonesia. The present research, therefore, utilised the 

Bourdieusian theoretical lens as a reference to a grand theory within the grounded 

theory approach as described in Section 5.5.4. Theory of Practice facilitated the 

conceptualisation of the relationship between the main agents of the export education 

industry in New Zealand and the tertiary sector in Indonesia. It allowed the concepts 

of rationality and relationality, which are further discussed in this section, to crystalise. 

Thus, this research demonstrates that the Theory of Practice provides a useful 

theoretical base for further inquiry into the export education industry.  

3. IoHE is an evolving strategy influenced by the interplay between the neoliberal and 

nationalistic agendas 

The findings of both case studies demonstrated that, apart from some contextual 

variations, IoHE practice in New Zealand and Indonesia followed similar patterns. In 
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particular, despite the differences in the development levels of their respective export 

education industries, the competing neoliberal and nationalistic social agendas 

influence IoHE practice in both contexts. The research findings demonstrated that, in 

Indonesia, IoHE was strongly affected by the nationalistic agenda, which was used to 

counter-balance the potential negative impact of globalisation and the proliferation of 

neoliberalism.  

For instance, despite the WBG’s ongoing policy interventions, public pressure 

prevented the policy changes aimed at privatisation and commercialisation of higher 

education. As discussed in Section 6.1.1 because higher education was perceived as 

an inherently public good, the negative projections of privatisation, commercialisation, 

and westernisation on the concept of IoHE undermined the public perception of IoHE 

(Hanneman & Sutopo, 2013; Logli, 2016; Sakhiyya, 2018).  

Hence, in Indonesia, the role of IoHE in generating economic capital from tuition fees 

remained incidental and hindered the development of the export education industry. 

The tensions between neoliberalism and nationalism as observed within the 

Indonesian context, are similar to political sensitivities regarding the revenue-

generating aspect of the export education industry in Singapore and Hong Kong, as 

described by Lee, J.T. (2015). In New Zealand, in contrast, the revenue aspect of the 

export education industry was a focal point in the legislative, policy and strategic 

documents. State policies on IoHE are not static, however, and tend to shift in 

response to the political, economic and social agendas in specific contexts and at 

specific times. (Daun, 2015). For this reason, the relationship between neoliberalism 

and nationalism (social agenda) in the context of New Zealand and Indonesia was 

further realised in the concepts of rationality and relationality.  
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4. IoHE is characterised by the concepts of rationality and relationality, which correspond 

with the global trends of competition and collaboration  

Despite the contextual differences, described earlier in this section, the paramount 

finding of the research is that rationality and relationality are the distinguishing 

features of the IoHE practice in the contexts of  New Zealand and Indonesia). 

Rationality reflected the trend for global competition in the export education industry 

and was expressed in the categories of socio-economic development and engagement 

with the international education industry, including the export education brand 

promotion. Relationality was evident in the categories of the industry/tertiary sector 

stakeholders’ collaboration and social licence and was aligned with the collaboration 

trends in the global international education industry. These findings are consistent 

with the perceptions of collaboration and competition associated with IoHE and 

commercialisation of higher education identified by Erkkilä and Piironen, (2013); 

Kehm and Teichler (2008); Knight, (2013b); Marginson (2015); Yemini and Sagie 

(2015). Both rationality and relationality of IoHE facilitate the integration of a 

national export education industry into the emerging global knowledge economy by 

generating certain types of capital.  

The projection of the Bourdieusian (1977) Theory of Practice on the concepts of 

rationality and relationality enabled a higher level of abstraction, beyond the 

instrumental case studies, to be achieved. Once positioned within the synergic cycle 

of capital generation, rationality and relationality, as well as competition and 

collaboration trends, could be viewed as a continuum rather than isolated concepts. 

The concepts of rationality and relationality can be used to scaffold holistic inquiries 

into IoHE practice in diverse contexts from economic, symbolic, social, and cultural 



 

313 

perspectives. At the same time, these concepts are sufficiently flexible for capturing 

and accommodating the specifics of IoHE in diverse regional, economic and political 

contexts. Moreover, as evidenced by the concurrent perspectives, which were 

discussed earlier in this section, the proposed explanatory theory may be adapted for 

IoHE inquiry in a wide range of emerging regional contexts, such as the lower-middle-

income nations of Asia-Pacific and Africa. 

5. The specific categories underpinning the concepts of rationality and relationality may 

vary depending on the context, they provide, however, a useful starting point for an 

IoHE inquiry. Rationality reflects a national economic development agenda and the 

mode of engagement with the global international education industry. Rationality is 

primarily focused on generating economic and symbolic capital within the recurrent 

synergic cycle of capital conversion.   

The theoretical concept of rationality represents the economic and reputational 

aspirations of New Zealand and Indonesia. In New Zealand, rationality was focused 

primarily on generating revenue (economic capital) and promoting the export 

education brand (symbolic capital) within the developed export education industry. 

The financial and symbolic contribution the industry made to the knowledge economy 

was evident across the four major strands; it included a skilled workforce, developing 

information infrastructure, innovative systems and a conductive economic regime. 

Hence, the rationality of IoHE and the export education industry in New Zealand were 

subservient to the purpose of benefitting from the emerging global knowledge 

economy through gaining primarily economic and symbolic capital.   
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Under other conditions, as found in the Indonesian tertiary sector, the rationality of 

IoHE reflected soft national power in the region, international academic reputation, 

and, potentially, building an export education brand in the ASEAN market. The 

Indonesian tertiary sector prioritised symbolic, cultural and social capital as the 

foundation for international competitiveness and for building partnerships. The 

findings regarding the rationality of IoHE, presented in this thesis, are consistent with 

Lee’s, J. T. (2014; 2015) perspective that the key rationales and objectives for the 

education hubs development in Asia, should consider economic benefits, talent 

development, institutional capacity and soft power considerations. In summary, 

rationality reflects how a nation engages with the global international education 

industry and whether an economic or symbolic pathway is pursued in the broader 

context of integration with the emerging global knowledge economy.  

6. Relationality aligns with social and/or nationalistic agendas; it is focussed on the 

collaborative aspects of IoHE, and primarily generates social and cultural capital 

within the recurrent synergic cycle of the capital conversion.   

Relationality refers to the complexity of the social interactions between the primary 

actors of IoHE and a national export education industry to ensure its functionality and 

efficiency. Relationality, evident in a commitment to building sustainable 

relationships with internal and external stakeholders at the local and global levels, 

generated social and cultural capital. The importance of the coherent interactions 

between all actors of the export education industry is highlighted by many IoHE 

researchers, such as Carm and Horntvedt (2017); Chapman and Sarvi (2017); Huang, 

(2013); Jaramillo and Knight (2005); Kallen (1991); Klemenčič (2017); Postiglione 

and Altbach (2013); and Taquechel (2017).  
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Relationality also incorporates the concept of social licence and reflects the social and 

cultural value of IoHE. In the New Zealand context, the relationality of IoHE was 

concerned predominantly with the public mandate for the expansion of the 

international education industry. In the context of Indonesia, the social licence was 

sought to establish a public mandate for the concept of IoHE, which had become 

tarnished by the privatisation and commercialisation allegations, as explained earlier 

in this section. To achieve this, the social licence aspect of relationality was focussed 

on enhancing equity of IoHE initiatives in Indonesia, fostering social justice, 

promoting community service and for the society as a whole to benefits from IoHE.  

The ideas of equity, social justice, and public good, which were attributed to the 

concept of social licence in the Indonesian context, become more urgent and 

prominent as evident in current research of IoHE in the post-colonial, developing or 

emerging contexts (see, Aziz and Abdullah, 2014; Hagenmeier, 2017; Mok, 2010).In 

both contexts, the social licence aspect of relationality was a part of the overall top-

down strategic effort concerned with negotiating the social and cultural value of IoHE 

for the export education industry. In comparison with other aspects of rationality and 

relationality, social licence was a minor category; however, its emergence has 

important implications for further research of this concept in the context of IoHE and 

export education industries. 

The concept of ‘social licence to operate’ (SLO) is ubiquitous in the contexts of 

extracting industries, such as mining, fisheries, aquaculture, and forestry; and less so 

in service sectors, such as tourism or public policy (Boutilier, 2014; Dare, Schirmer 

& Vanclay, 2014; Edwards & Lacey, 2014; Lyytimäki & Peltonen, 2016; Sinner, 

Baines, Berkett, Edwards, Farrelly & Tipa 2016; Wilson & Stannler; 2016). In these 
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industries, SLO is commonly described as public support for a business activity of an 

industry by a local community and wider society, which is not necessarily backed by 

laws or formal regulations; however,  the lack of such support may have detrimental 

effect on business activities such as delays and loss in profits (Edwards &Trafford, 

2016).  

Sinner et al. (2016) suggest that although the industrial interpretation of SLO as 

“public acceptance of commercial operations notwithstanding any government or 

legally-granted right to conduct specific activities”( p 1) applies in the New Zealand 

context, it essential to consider “the quality of the relationships between commercial 

entities and communities of interest including, in New Zealand, iwi/Māori” (Sinner et 

al., 2016, p 1). In line with this argument, Jenkins (2018) brings attention to an 

essential consideration of how SLO relates to the Treaty of Waitangi, the partnership 

between the government and the indigenous people of New Zealand. However, there 

is an insignificant representation of research that referred to SLO in the context of 

New Zealand service industries, and especially concerning the export education 

industry. 

The emergence of the social licence category within Case Study One implies the 

following. Education New Zealand has embraced the concept of SLO to gain public 

support for the national export education industry. Other mentions of SLO in the New 

Zealand education sector are sporadic and are found the government sources rather 

than in the academic literature (see, for example, Guy (2014), NZQA (2015) and New 

Zealand Government (2018, August)). Case Study Two linked social licence with the 

community service and supporting disadvantaged groups within IoHE practices. It is 
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important to recognise this transition to the service sectors because SLO remains a 

concept, which is primarily associated with extraction industries.  

7. The recurrent cycle of the capital generation is at the core of IoHE; the interplay between 

rationality and relationality reflects the prevalence of specific types of capital generated in 

a given context, which may vary depending on the national priorities. 

The recurrent cycle of capital generation within the tertiary sector in Indonesia was 

performed with minor variations in the types of capital produced and the dynamics of 

synergies. The cyclical nature of capital generation resulting from the IoHE processes, 

described in this thesis, is consistent with the overall tendencies driven by the market-

oriented paradigm in higher education (Daun, 2015). For instance, Aziz and Abdullah 

(2015) suggest that the higher education investment in Malaysia promotes “a virtuous 

cycle of developing a skilled and educated workforce, attracting international 

investment and gaining international recognition” (p.136). Their metaphor of a 

‘virtuous cycle’ refers to an idea similar to the recurrent synergic cycle of capital 

generation, proposed in this thesis;  that is, relationality and rationality of IoHE 

encapsulate the recurrent synergic cycle of capital generation and the contribution of 

the international education industry to the major strands of the knowledge economy.  

Although the propositions for the explanatory theory were developed in a specific 

context of New Zealand, these propositions are potentially transferable to other non-

western contexts, as exemplified by Case Study Two (Indonesia) (presented in 

Chapter Six). The concepts of rationality and relationality can be used as a tool to 

scaffold holistic theoretical investigations of IoHE practice in diverse contexts from 

economic, symbolic, social, and cultural perspectives. At the same time, these 
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concepts are sufficiently flexible for capturing and accommodating the specifics of 

IoHE in diverse regional, economic and political contexts. Moreover, as evidenced by 

the concurrent perspectives, which were discussed earlier in this section, the proposed 

explanatory theory may be adapted for IoHE inquiry in a wide range of emerging 

regional contexts, such as the lower-middle-income nations of Asia-Pacific and Africa. 

7.2  Significance of the Research  

The role of IoHE within national tertiary systems, the global international education 

industry, and the emerging global knowledge economy was the critical issue 

addressed in this research. The pre-existing conceptualisations of IoHE tend to be 

Eurocentric, fragmented and not necessarily reflective of the shifting power dynamics 

in the global international education industry. This thesis highlights the need to rethink 

the role of IoHE in the changing landscape of the global international education 

industry and the emerging global knowledge economy. The theoretical and 

methodological contributions of this research to the IoHE field, as well as its practical 

implications, are as follows.  

 Contribution to the methodology of IoHE research 

The present thesis consolidates the scattered and not always clearly articulated 

methodological approaches used in the field of IoHE. The research design was based 

on a synergic combination of pragmatism, the three-stage research logics and mixed 

methods applied within the instrumental case studies. The grounded theory employed 

for the Case Study One (New Zealand) facilitated building the explanatory theory, 

which was further tested with the content analysis of data in the Case Study Two 
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(Indonesia). Grounded theory method, typically, focuses on developing theory but not 

necessarily on testing it (Charmaz, 2014), whereas previous research on IoHE has 

focused on testing pre-existing theories rather than developing theories (see, for 

example, Harrison, and Peacock, 2010; Jain, 2015; Leask and Younie, 2001). By 

bringing together both approaches to achieve the pragmatic objectives of the research, 

this research has made a significant contribution; it synthesised and articulated a 

different methodological approach to an IoHE inquiry. In future, this approach could 

be useful for the researchers of IoHE, and the international education industry.   

 Contribution to the IoHE theory  

The proposed definition and explanatory theory for IoHE shed light on the role and 

the purpose of IoHE in the emerging global knowledge economy and provides further 

impetus for discussion on this important topic. By proposing a new theory for IoHE 

(as summarised in Section 7.1), this research suggests an original, transdisciplinary, 

inclusive and up-to-date conceptualisation for the complex and fluid process of IoHE. 

The research contributes to a pragmatic conceptualisation of the IoHE processes that 

supports the integration of a national export education industry into the emerging 

global knowledge economy. The proposed theory drew on the Bourdieusian (1977) 

Theory of Practice, and the knowledge economy paradigm, as the conceptual 

underpinnings of the global international education industry. The theoretical lenses 

applied to the existing body of IoHE research, and the findings of the present inquiry 

provided meaningful insights into the global and local power dynamics in the export 

education industry. The proposed theory, therefore, presents a polycentric, and 

potentially transferable, the conceptualisation of IoHE, which is applicable broadly 

on the global level of the emerging knowledge economy and at the regional level of 
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Asia-Pacific, particularly, at the local levels of countries and institutions in the context 

investigated in this research. 

Additionally, the discussion, presented earlier in this chapter, revealed an unintended 

contribution to the academic field concerned with social license to operate. 

Specifically, the emergence of the social licence category across the two case studies 

demonstrated that the concept of SLO has been adopted by the New Zealand export 

education industry. Besides, the concept of SLO has penetrated the IoHE discourse in 

the Indonesian context. This means that this thesis provides research evidence that 

SLO has transitioned from the extraction industries discourse to the domains of export 

education industries and IoHE practice.  

 

 Contribution to the IoHE practice 

The significance of the present research for the IoHE practice makes a practical 

contribution, which can be utilised by various groups of the IoHE stakeholders, such 

as the national and local governments, HEIs, IoHE practitioners, and researchers, 

investigating IoHE and the global international education industry. This section 

provides an overview of some practical examples of how the proposed theory can be 

applied in practice; however, the readers may find other ways to utilise the author's 

insights.    

Firstly, using a pragmatic transdisciplinary approach, this thesis enriches the body of 

knowledge on IoHE in the Asia-Pacific region, ASEAN, and specifically, in the two 

under-researched contexts of New Zealand and Indonesia. The suggested approach 
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allows capturing specifics of IoHE practices in both western and non-western contexts 

and focussing on particular types of benefits they generate, for example, economic, 

symbolic, social or cultural gains in various synergic combinations as described by 

the recurrent cycle of the capital generation. This means, for example, that 

understanding of the importance of symbolic capital for IoHE practice in Indonesia, 

ENZ may want to engage more with the reciprocal student exchanges and advise New 

Zealand export education provides to foster collaborative research projects with 

Indonesian HEIs as a way to build their more substantial presence at the Indonesian 

market. Apart from distinct academic purposes of these activities, they would 

potentially contribute to marketing effort and building New Zeland presence on the 

Indonesian market.  

Secondly, the mainstream perceptions of IoHE, intentionally or unintentionally, tend 

to privilege the western knowledge paradigm and Eurocentric political and economic 

interests. The proposed theory invites the reader to consider another important 

question relevant to the role of IoHE in the emerging global knowledge economy, in 

particular, how IoHE could be changed in a non-zero-sum game and hold its promise 

of being ‘a white knight of globalisation’ (Branderbourg & de Wit, 2011)? Expressly, 

the proposed explanatory theory explicitly acknowledges the neoliberal and 

Eurocentric underpinnings of IoHE and the shifting power dynamics between the west 

and the rest. Current power dynamics, as described by one of the Indonesian 

participants, appears to be asymmetric: 

If we talk about the idea of internationalisation being the mutual 

relationship, then it is still hard to convince people from […] more 
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academically advanced […] countries, to see that our wishes and thoughts 

are also important [IND-A5]  

By considering IoHE to be a result of neoliberal transformations and the persistent 

implementation of the knowledge economy project, it opens an earnest and more 

equitable discussion on who benefits from IoHE, why, and what are the implications 

for the global international education industry. For the MESDCs, this means that the 

mode engagement with the non-western partners and marketing strategies should 

change towards a more reciprocal mode. The non-western champions of the global 

international education industry may find that this approach to theorising IoHE helps 

their voices to be heard. Hence, the proposed theory removes the confusion around 

the rules of the game, meaning that some part of IoHE remains a rational neoliberal 

exercise; nevertheless, IoHE incorporates substantial relational and collaborative 

aspects, which creates an opportunity to negotiate whether the game is worth playing.   

In practice, the proposed theory provides an accessible vernacular to consider 

rationales and impacts of IoHE using the concepts of rationality and relationality as a 

metaphoric compass. In particular, the categories socio-economic development, 

engagement with the international education industry, the industry/tertiary sector 

stakeholders’ collaboration and social licence described in this thesis underpinning 

rationality and relationality provide a useful reference point or a checklist for the 

governments, the management of HEIS and thIoHE practitioners. Table 22 provides 

an example of a checklist based on the categories and codes investigated in the 

Indonesian context, which can be used to evaluate specific IoHe initiatives and 

visualise their socio-economic impact.  
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Table 22. An IoHE practice checklist base on the empirical findings of Case Study Two 

(Indonesia) 

Indicator IoHE initiative 1 IoHE initiative 2 IoHE initiative 3 

Socio-economic development  
 

Regionalisation  
   

Academic excellence  
   

Capacity building  
   

International education industry 

engagement 

 

Challenges 
   

Benchmarking and prestige 
   

Industry stakeholders’ collaboration  
 

Global-local collaborations  
   

The government control and policy 

alignment 

   

Internal institutional collaborations 
   

Social licence 
 

Public good 
   

Nationalism de-colonisation and 

globalisation 

   

 

The practical implication may vary for different groups of stakeholders depending on 

the local, regional and global context. This means, for example, that by reviewing the 

critical features of IoHE identified in the New Zealand context, the representatives of 

MESDCs government agencies can: 

• Identify challenges and internal tensions affecting IoHE practice in a 

national export education industry (e.g. social licence); 

• Inform strategic planning and funding decisions (e.g. Shall we invest in 

soft power initiatives or digital marketing?) and policy-making (e.g. How 
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policy alignment with support/disrupt IoHE practice in the national 

export education industry?)  

• Benchmark a national export education industry/ tertiary sector against 

competitors and partners; 

• Develop a relevant marketing brand and value proposition (e.g.What is 

more important – value for money, prestige or welcoming environment?)  

• Identify areas of a national socio-economic development, which can 

benefit from IoHE (e.g. talent recruitment or internationalising domestic 

students); 

For HEIs and export education providers operating in both western(ised) and non-

western contexts, the holistic understanding of IoHE practice and its relevant 

characteristics allows: 

• Enhance strategic approach to IoHE practice (e.g. make sure that  the 

critical features of IoHE such as socio-economic development, 

engagement with the international education industry, the 

industry/tertiary sector stakeholders’ collaboration and social licence are 

addressed in the strategic plan);   

• Acknowledge and rebalance the economic and academic rationales for 

IoHE (e.g. revenue generation through exporting education services vs 

fostering international collaboration, cultural and social value of IoHE  in 

the academia)  
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• Categorise and utilise the synergies occurring as a result of IoHE practice 

to benefit a HEI (e.g. access to financial/human resources, raising 

prestige through international networks, IoH, etc.);  

• Engage academics, professional staff and students of a HEI in IoHE 

practice using the accessible vernacular to explain the complexity of the 

IoHE practice and its role in the emerging global knowledge economy 

• Foster social licence for national export education industries to operate 

using the narratives built around rationality and relationality of IoHE 

practice.  

 

For non-western governments, such the Indonesian government agencies involved 

with IoHE, the understanding of the rationality concept helps to check whether 

national socio-economic development priorities are met through a particular IoHE 

initiative and whether a mode of engagement with the global international education 

industry is appropriate and beneficial for all parties. Observing the balance between 

rationality and relationality of IoHE could be a potential answer, meaning that the 

critical features as identified in this research can be evaluated for the purpose of 

strategic planning, funding and policy-making. Considering the complex dynamics 

between the central and local governments in Indonesia and the number and diversity 

of HEIs (as described in Section 6.1) analysing the local and nation-wide IoHE 

initiatives against similar indicators (e.g.socio-economic development, engagement 

with the international education industry, the industry/tertiary sector stakeholders’ 

collaboration and social licence) can be potentially beneficial. For instance, global 

competitiveness and national prestige are essential factors that drive the rationality of 
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IoHE practice in Indonesia. However, rationality is underpinned by the neoliberal 

agenda, which is antagonised with the nationalistic agenda in this context. Thus, the 

impacts of the rational aspects of IoHE practice should be carefully considered and 

rebalanced by the relationality of IoHE.  Referring to the concept of relationality in 

the Indonesian context helps enhance the collaborative aspect of IoHE initiatives and 

evaluate how they, for example, contribute to social cohesion, supporting 

disadvantaged communities or develop the national spirit. An example of a check-list  

that Overall, by using the theory developed in this thesis, the following benefits could 

be obtained by the GoI, and local governments: 

• Inform strategic planning, funding and policy-making decisions relevant 

to IoHE and the engagement with the global international education 

industry;  

• Mitigate the risks posed by the neoliberal and globalisation tendencies by 

rebalancing rationality and relationality of IoHE practice;  

• Refer to the critical features of IoHE in the context of a developed export 

education industry (such as New Zealand) to evaluate potential benefits, 

risks, challenges, socio-economic impacts and the modes of the industry 

development; 

• Utilise relationality of IoHE practice to foster national interests, 

sovereignty and regional integration;  

Finally, the explanatory theory suggested in the present thesis provides a practical 

framework, which could be applied to academic inquiry concerned with IoHE 

practices and export education industries in diverse regional and institutional contexts. 



 

327 

The empirical findings identified the pivotal features of IoHE practice in New Zealand 

and Indonesia and integrated them with the concepts of rationality and relationality. 

These concepts, in conjunction with the proposed theory, hold strong explanatory 

potential (as explained in Section 7.1) pertinent to IoHE practice within developed or 

emerging export education industries. This means that IoHE researchers, the 

government agencies, and the GIEI stakeholders, therefore, could apply the proposed 

theory and definition of IoHE, together with the concepts of rationality and 

relationality, as a flexible and adaptive analytical framework to investigate and 

interpret IoHE practices in different settings.  

The proposed analytical framework based on the concepts of rationality and 

relationality will be particularly useful for IoHE researches and PhD candidates for 

mapping and comparing critical categories of IoHE in given contexts. For example, 

Figure 44 provides a visual representation of the analytical framework featuring 

rationality and relationality of IoHE in the regional settings of New Zealand and 

Indonesia. The horizontal axis represents the rationality-relationality spectrum of 

IoHE. The vertical axis indicates the global competition and collaboration trends. The 

critical features of IoHE practice in New Zealand and Indonesia gravitating towards 

the extremes of the rationality-relationality/competition-collaboration continuum are 

shown in coloured circles. The position of the circles in the sectors indicates the 

overall orientation of IoHE practice. The size of the circles shows the size of the 

categories they represent. The segments formed by the intersection of the axes show 

the significant types of capital associated with rationality and relationality of IoHE 

practice. The framework allows addressing the questions whether IoHE practice is 
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rational or relational (e.g. collaborative or competitive, revenue/prestige-oriented or 

serves to the benefit of the society) and grasp the big picture at a glance.    

 

Figure 44. Rationality and Relationality of IoHE in the New Zealand and Indonesia: A 

Comparative Framework. 

Source: The author 

The visualisation presented is a practical tool, which could be utilised as a first step 

for identifying the critical features of IoHE practice, potentially accommodating a 

larger number of regional variables for comparison. The framework can be applied, 

alternatively, for comparing IoHE practice at several institutions or organisations 

within one local context.  

The pragmatic constructivist approach utilised in this thesis suggests that the results 

potentially may assist with future research and stimulate further discussion into IoHE 

practice should the author’s insights deem helpful to the readers. Overall, by using the 

novel approach developed in this thesis, a researcher would be able to:  
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• Use the author’s summaries and compilations of the methodological 

approaches, methods and technics applicable for IoHE research; 

• Investigate and compare IoHE practice holistically using the concepts of 

rationality and relationality, or focus on specific features of IoHE as 

presented in the categories as mentioned earlier; 

• Apply the proposed analytical framework to particular contexts; 

• Visualise the big picture of IoHE practice in a given context; 

 

In summary, the proposed theory holds the potential for various practical uses, which 

can benefit multiple stakeholders of the IoHE practice, and IoHE researchers, in 

particular. Some possible directions for future research are identified in the following 

section. 

  

7.3 Directions for Future Research 

The propositions of the explanatory theory, including the suggested definition for 

IoHE could become a basis for further research on IoHE in the emerging global 

knowledge economy and export education industries. The concepts of rationality and 

relationality can be applied to scaffold holistic theoretical investigations of IoHE 

practice in diverse contexts from economic, symbolic, social, and cultural 

perspectives. At the same time, these concepts are sufficiently flexible for capturing 

and accommodating the specifics of IoHE in diverse regional, economic and political 

contexts, which could be useful for interdisciplinary and comparative studies 
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concerned with IoHE and the international education industry and the knowledge 

economy. As evidenced by the concurrent perspectives, which were discussed earlier 

in this section, the proposed explanatory theory may be adapted for IoHE inquiry in a 

wide range of emerging regional contexts, such as the lower-middle-income nations 

of Asia-Pacific, Latin America and Africa. 

The present thesis also indicated that the concept of SLO has transitioned from the 

extraction industries discourse to the domains of export education industries and IoHE 

practice. The implications of this transition for IoHE and export education industries 

are yet to be investigated. This appears a promising direction for further research 

concerned with social licence in the context of local export education industries in 

New Zealand and Indonesia, and possibly, beyond. Some directions for the future 

research of social licence in the context of export education industries may include 

the intersections between the notion of internationalisation in higher education for 

society as recently suggested by Brandenburg, de Wit, Jones,& Leask (2019), and the 

concept of social licence as manifested in IoHE and export education industries.  

7.4  Conclusion: Embracing the Challenge   

Kipling’s (1889) epigraph for this final chapter encapsulates, perhaps, the critical 

lesson drawn from the present research: ‘Twain shall they meet?’ is no longer a 

question, it is already history. As a result of the neoliberal transformations of the 

tertiary systems across the world, it might appear that ‘there is neither East nor West’ 

(Ibid) in the global international education industry any longer. Indeed, new providers 

are emerging for the former student markets. The complexity of the field has exceeded 

the previous East-West binaries, but not their legacy. Although the power dynamics 
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in the global international education industry are shifting gradually towards more 

polycentric relations, IoHE often remains a zero-sum exercise inherently rooted in 

westernised contexts. 

Throughout the history of higher education, exporting knowledge has been neither 

entirely altruistic nor neutral. For centuries, knowledge transfers have been charged 

with ideological, political and economic agendas, and have involved articulate power 

dynamics (de Wit & Merkx, 2012; Roberts, Rodriguez Cruz, & Herbst, 1996). 

Integrating international, intercultural and global dimensions in higher education 

practice remains essential, and often makes a meaningful contribution to society as a 

whole. The changing role of IoHE for many developing nations, however, is more 

significant than for the Western world. Hence, its impact must be acknowledged in 

the way IoHE is conceptualised and defined. For better or worse, IoHE is more 

powerful and influential than its academic representation. However, uncomfortable 

this thought might appear, it is necessary to accept that IoHE has outgrown the ivory 

towers of higher education if it had ever belonged there. 

The present research has demonstrated that, in New Zealand and Indonesia, IoHE 

became instrumental for government strategies aimed at engineering economic and 

social development and establishing international prestige. Similar tendencies are 

found in multiple locations across the world, where strategic efforts are invested in 

establishing and enhancing education (Aziz & Abdullah (2014); Cheng, Cheung, & 

Yeun (2011); Huang (2015); Knight, (2014b); Lee, J. T.  (2015); Mok, (2008; 2017); 

Sidhu, Ho, & Yeoh (2011); IoHE is a critical mechanism serving this purpose. Thus, 

national export education industries become tools for talent acquisition and retention, 

the production of marketable knowledge, research and innovation, and consequently, 
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revenue generation. On the other hand, the implementation of an IoHE strategy is 

impossible without acknowledging the social and cultural value of IoHE, in terms of 

fostering collaboration, serving the social development agenda, and generally 

benefitting communities locally and globally.  

A proposed explanatory theory for IoHE, its many underpinnings and its agendas 

whether conflicting or synergic, is crucial for further development of the global 

international education industry. A clear vision of what IoHE has currently become 

allows new players across the world to challenge the status quo of the industry, 

negotiate the rules of this global game, and truly benefit from the emergence of the 

global knowledge economy. 

Looking to the future, negotiating the rules of the game, mutual respect between East 

and West, collaborative knowledge production, healthy competition, and productive 

dialogues are the way to move forward. Achieving the balance between rationality 

and relationality of IoHE is a challenge to be embraced by all stakeholders of the 

global international education industry and the emerging global knowledge economy. 
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Appendices 

Appendix A: Participant Information Sheets 

 

 

 

 

PARTICIPANT INFORMATION SHEET 

(Vice-Chancellor of the University) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia.  It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by the New 

Zealand University but also the sustainable development of New Zealand’s international education 

industry as well as increasing New Zealand’s export education competitiveness in Asia.  

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at the New Zealand University including management 

and staff involved in day-to-day international functions.  

The following members of the management will be invited to participate: Deputy Vice-Chancellor 

Strategic International Engagement or a delegate, Director International; Associate Director 

International; Deputy Director International; International Office Coordinator; Deputy Director 

Marketing and Business Development; Faculties’ Deans (International) or delegates. These individuals 

will, through a one-on-one interview, provide insight into their strategic vision of University’s 

internationalisation policies, how they develop strategic and practical perspectives and approaches to 

internationalisation.  
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The following staff will be invited to participate: International Office staff, the Alumni Relations Office 

staff and DELNA staff. These staff members will, through an on-line survey, shed light on practical 

perspectives and approaches to implementation of the University’s internationalisation policies.  

The research will also investigate the perspectives of Indonesian students enrolled to the University. 

Indonesian students enrolled in the New Zealand University will be invited to complete an on-line 

survey to share their perspective on internationalisation at the University. 

Therefore, I am seeking your permission to allow me to:  

1. Invite the management to participate in a one-on-one semi-structured interview. 

2. Invite the staff to complete an on-line survey. 

3. Collect, copy and return any examples of documents provided by participants to explain 

their professional activities. 

4. Invite Indonesian students enrolled in the University to complete an on-line survey. 

To facilitate my research I am asking that you:  

•   Provide permission for my study to take place at the University. 

• Provide permission for me to approach the aforementioned staff using the open profile 

contact information and invite them to participate in my research. Provide permission for 

me to approach Indonesian students enrolled in the New Zealand University through the 

Auckland Indonesian Students Association and invite them to participate in my research.  

• Provide an assurance that staff participation in my research is voluntary and the decision to 

participate or not participate in my research will have no effect on the staff members’ 

employment status or relationship with the University. 

• Provide an assurance that Indonesian students participation in my research is voluntary and 

the decision to participate or not participate in my research will have no effect on their 

grades or relationship with the University. 

Project Procedures once your consent is provided 

Phase 1: Interview to investigate the strategic vision of the internationalisation policies. 

Members of the management team will be invited to participate in one-on-one semi-structured 

interviews to reveal the factors, which may impact upon the internationalisation policies used at the 

University. These interviews will also enable me to investigate how University policies are developed 

and how the strategic vision on internationalisation is formed. These 30 to 40-minute interviews will 

be undertaken in a discreet University office at a time suitable for each participant. With the 

participant’s permission, I will conduct and audio-record each interview. Prior to the interview, 

participants will be asked to bring material which may assist in their explanation of any 

internationalisation activities they are involved with. With the participant’s approval, these non-

confidential examples of professional activities may be digitalized or photocopied and original copies 

returned.  

Completion of the interview consent form will indicate informed consent has given by the participant. 

Phase 2: On-line survey to investigate the practical implementation of the internationalisation policies 

I would like to invite the staff from the International Office, the Alumni Relations Office and DELNA 

who are involved in internationalisation functions to participate in a 10 to 20-minute on-line survey to 

investigate how internationalisation policies are implemented at the University. An invitation to 

participate in this survey will be sent to the staff members’ emails as found in their University profiles. 

Participant information sheets will be attached to this email. The survey will be anonymous and data 

will be kept confidential.  
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Completion of the on-line survey indicates informed consent has been given by the participant. 

Phase 3: On-line survey to investigate the internationalisation experiences of Indonesian students  

I would like to invite Indonesian students enrolled in the University, to participate in a 10 to 20-minute 

on-line survey to investigate their internationalisation experiences at the University. An invitation to 

participate in this survey will be sent to the Auckland Indonesian Students Association email as found 

at the University website. Participant information sheets will be attached to this email. The survey will 

be anonymous and data will be kept confidential.  

Completion of the on-line survey indicates informed consent has been given by the participant. 

Anonymity and Confidentiality  

Surveys are anonymous, therefore, anonymity will be guaranteed. Although there will be a large number 

of survey responses there will be only a few participants involved with interviews. Before the one-on-

one interviews, participants will be asked to nominate a pseudonym, which will be used when reporting 

specific findings in order to protect the identity of each participant. Specific details identifying 

particular people or groups within the university will also be disguised. Data will be interpreted without 

being attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion. It is important to understand that while all these measures have been put in place there 

is a slight possibility that someone might guess the identity of the participant or the New Zealand 

University department. Prior to publication, the thesis will be submitted to the Deputy Vice -Chancellor 

Strategic International Engagement or delegate in order to ensure the absence of commercially sensitive 

material.   

Right to Withdraw from Participation  

During the interview, participants can refuse to answer any questions, and may request the recording to 

be stopped temporarily or permanently without giving a reason. Participants can withdraw from the 

interview and leave at any point without needing to give a reason. Participants can email and ask to 

review their interview recording. After receipt of the interview recording, participants will have one 

week to suggest any alterations or request another interview. After this time, alterations may not be 

possible as analysis will be underway. Data cannot be withdrawn once the on-line surveys are submitted 

because they are anonymous. 

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

A summary of the findings will be emailed to you within two months of my thesis acceptance. All data 

gathered will be securely stored at the New Zealand University for six years; documentation will be 

stored in a locked cabinet in the office of the Principal Investigator at the Faculty of Education and 

Social Work, the University, separate from the consent forms and audio-recordings. Electronic data will 

be stored on a password protected computer, backed up by the University server. Any data that can 

identify participants will not be given to any other researchers or organisations. All data will be 

completely destroyed after six years. Paper data will be shredded and the audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

mailto:s.kostrykina@auckland.ac.nz


 

336 

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures on the 

premises of the University of Auckland, please sign the attached Consent Form, scan it and then email 

it to me. Alternatively, I can supply you with a stamped addressed envelope to post it back to me.  

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, the University of Auckland The 

New Zealand University Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-

ethics@auckland.ac.nz. 

Approved by the University of Auckland Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 

  

mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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PARTICIPANT INFORMATION SHEET 

(Management of the University) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia. It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by the New 

Zealand University but also the sustainable development of New Zealand’s international education 

industry as well as increasing New Zealand’s export education competitiveness in Asia.  

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at the New Zealand University including management 

and staff involved in day-to-day international functions.  

In order to gather data for my research, I would like to invite you to participate in a one-on-one semi-

structured interview (as outlined below). The Vice-Chancellor has provided assurances that 

participation or non-participation will not affect your employment status and relationship with the 

University.  

Project Procedures once your consent is provided 

Interview to investigate the strategic vision of the internationalisation policies  

You will be invited to participate in a one-on-one semi-structured interview to investigate the 

internationalisation strategies and policies used by the University. A 30 to 40-minute interview will be 

undertaken in a discreet University office at a time suitable for you. With your permission, I will 

conduct and audio-record the interview. Prior to the interview, you will be asked to bring material which 

may assist in your explanation of any internationalisation activities you are involved with. With your 

approval, these non-confidential examples of professional activities may be digitalized or photocopied 

and original copies returned.  

Completion of the interview consent form will indicate you have given informed consent. 
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Anonymity and Confidentiality  

Before the one-on-one interviews, you will be asked to nominate a pseudonym, which will be used 

when reporting specific findings in order to protect the identity of each participant. Specific details 

identifying particular people or groups within the university will also be disguised. Data will be 

interpreted without being attributed to a particular person or group because it will be collated and 

generalised as a collective expert opinion. It is important to understand that while all these measures 

have been put in place there is a slight possibility that someone might guess the identity of the 

participant or the University department. Prior to publication, the thesis will be submitted to the Deputy 

Vice Chancellor Strategic International Engagement, or delegate in order to ensure the absence of 

commercially sensitive material.   

Right to Withdraw from Participation  

During the interview, you can refuse to answer any questions, and may request the recording to be 

stopped temporarily or permanently without giving a reason. You can withdraw from the interview and 

leave at any point without needing to give a reason. You can email and ask to review their interview 

recording. After receipt of the interview recording, you will have one week to suggest any alterations 

or request another interview. After this time alterations may not be possible as analysis will be 

underway.  

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

A summary of the findings will be emailed to you within two months of my thesis acceptance. All data 

gathered will be securely stored at the New Zealand University for six years; documentation will be 

stored in a locked cabinet in the office of the Principal Investigator at the Faculty of Education and 

Social Work, the University of Auckland, separate from the consent forms and audio-recordings. 

Electronic data will be stored on a password protected computer, backed up by the University server. 

Any data that can identify participants will not be given to any other researchers or organisations. All 

data will be completely destroyed after six years. Paper data will be shredded and the audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
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                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to participate in the aforementioned research procedures, please 

sign the attached Consent Form, scan it and then email it to me. Alternatively, I can supply you with a 

stamped addressed envelope to post it back to me.  

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, the University of Auckland The 

New Zealand University Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-

ethics@auckland.ac.nz. 

Approved by the University of Auckland Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 

  

mailto:rj.hamilton@auckland.ac.nz
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PARTICIPANT INFORMATION SHEET 

(The University Staff) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia.  It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by the New 

Zealand University but also the sustainable development of New Zealand’s international education 

industry as well as increasing New Zealand’s export education competitiveness in Asia.  

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at your University including management and staff 

involved in day-to-day international functions.  

In order to gather data for my research, I would like to invite you to participate in this research. The 

Vice-Chancellor of your University has provided assurances that participation or non-participation will 

not affect your employment status and relationship with the University. If you consent to participate in 

this research please complete the on-line survey (as outlined below). 

Project Procedures once your consent is provided 

On-line survey to investigate the practical implementation of the internationalisation policies 

I would like to invite you to complete an on-line survey to investigate how the University’s 

internationalisation policy and initiatives are implemented. You have been identified as a potential 

participant because of your involvement in internationalisation functions as stated in the University 

staff profiles. The survey should take you approximately 10 to 20-minutes. There will not be a separate 

consent form for on-line survey participants. Completion of this anonymous on-line survey will provide 

evidence that this Participant Information Sheet has been read and understood, and that you have 

provided consent. 

Completion of the on-line survey indicates informed consent has been given. 

Anonymity, Confidentiality and Right to Withdraw from Participation 
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Surveys are anonymous, therefore, anonymity will be guaranteed.  Data cannot be withdrawn once the 

on-line surveys are submitted because they are anonymous. Specific details identifying particular 

people or groups within the University will be disguised.  Data will be interpreted without being 

attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion. Prior to publication, the thesis will be submitted to the Deputy Vice Chancellor Strategic 

International Engagement or delegate in order to ensure the absence of commercially sensitive material.   

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

Upon your email request, a summary of the findings will be forwarded to you within two months of my 

thesis acceptance. All data gathered will be securely stored at the University for six years; electronic 

data stored on a password protected computer; documentation will be stored in a locked cabinet in the 

office of the Principal Investigator at the Faculty of Education and Social Work, the University of 

Auckland. Electronic data will be stored on a password protected computer, backed up by a University 

of Auckland server. Any data that can identify participants will not be given to any other researchers or 

organisations. All data will be completely destroyed after six years. Paper data will be shredded and the 

files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures, please 

complete the on-line survey via the following link: 

https://auckland.au1.qualtrics.com/SE/?SID=SV_6FiOkdk5BQe7D81 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
https://auckland.au1.qualtrics.com/SE/?SID=SV_6FiOkdk5BQe7D81
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Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, the University of Auckland The 

New Zealand University Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-

ethics@auckland.ac.nz. 

Approved by the University of Auckland Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 
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PARTICIPANT INFORMATION SHEET 

(Indonesian students at the University) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study, I am conducting research on 

internationalisation of higher education. This survey is a part of the research exploring 

internationalisation, aimed at building a conceptual internationalisation framework for New Zealand's 

export postgraduate education applicable for Indonesia. It is anticipated that your perspective will help 

to improve academic experiences of Indonesian students at the University of Auckland.  

In order to gather data for my research, I would like to invite you to participate in an on-line survey. 

The Vice-Chancellor of the New Zealand University has provided assurances that participation or non-

participation will not affect your grades and relationship with the University. If you consent to 

participate in this research please complete the on-line survey (as outlined below). 

Project Procedures once your consent is provided 

On-line survey to investigate academic experiences of Indonesian students 

I would like to invite you to complete an on-line survey to investigate academic experiences of 

Indonesian students at the University. You have been identified as a potential participant because of 

your membership in the Auckland Indonesian Students Association. The survey should take you 

approximately 10 to 20-minutes. There will not be a separate consent form. Completion of this 

anonymous on-line survey will provide evidence that this Participant Information Sheet has been read 

and understood, and that you have provided consent. 

Completion of the on-line survey indicates informed consent has been given. 

Anonymity, Confidentiality and Right to Withdraw from Participation 
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Surveys are anonymous, therefore, anonymity will be guaranteed. Data cannot be withdrawn once the 

on-line surveys are submitted because they are anonymous. Specific details identifying particular 

people or groups within the University will be disguised. Data will be interpreted without being 

attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion.  

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

All data gathered will be securely stored at the New Zealand University for six years; electronic data 

stored on a password protected computer; documentation will be stored in a locked cabinet in the office 

of the Principal Investigator at the Faculty of Education and Social Work, University of Auckland. 

Electronic data will be stored on a password protected computer, backed up by a University of Auckland 

server. Any data that can identify participants will not be given to any other researchers or organisations. 

All data will be completely destroyed after six years. Paper data will be shredded and digital files 

deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all 

contact details are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research 

procedures, please complete the on-line survey via the following link: 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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https://az1.qualtrics.com/SE/?SID=SV_8udhw7RCmS4fKdf&Preview=Survey&Q_CHL=pr

eview&BrandID=qtrial2016q2az1  

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, the University of Auckland The 

New Zealand University Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-

ethics@auckland.ac.nz. 

Approved by the University of Auckland Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 
  

https://az1.qualtrics.com/SE/?SID=SV_8udhw7RCmS4fKdf&Preview=Survey&Q_CHL=preview&BrandID=qtrial2016q2az1
https://az1.qualtrics.com/SE/?SID=SV_8udhw7RCmS4fKdf&Preview=Survey&Q_CHL=preview&BrandID=qtrial2016q2az1
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PARTICIPANT INFORMATION SHEET 

(Education New Zealand General Manager, International) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student at the Faculty of Education and Social Work, 

the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia.  It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by Education 

New Zealand  but also the sustainable development of New Zealand’s international education industry 

as well as increasing New Zealand’s export education competitiveness in Asia.  

This research explores the perspectives of both the executive team and the staff involved in the 

development and implementation of internationalisation policies in Education New Zealand.  

The following members of the executive team will be invited to participate: General Manager, Business 

Development; General Manager, Stakeholders, Communications and Intelligence; and the General 

Manager, Marketing and Channel Development. This executive team will, through one-on-one 

interviews, provide insight into Education New Zealand’s strategic vision of internationalisation 

policies. 

The following staff will be invited to participate in an on-line survey: Business Development staff; 

Stakeholders, Communications and Intelligence staff; and Marketing and Channel Development staff. 

The information provided by these staff members will shed light on practical perspectives and 

approaches to implementation of internationalisation policies.  

Therefore, I am seeking your permission to allow me to:  

1 Invite the executive team to participate in a one-on-one semi-structured interview. 

2 Invite the staff to complete an on-line survey. 

3 Collect, copy and return any examples of documents provided by participants to explain 

their professional activities. 

To facilitate my research I am asking that you:  
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• Provide permission for my study to take place on Education New Zealand premises.  
• Provide permission for me to approach the executive team using open profile contact 

information and invite them to participate in a one-on-one semi-structured interview; ask 

the executive team to invite the staff of their departments on my behalf to complete an 

anonymous on-line survey, and pass on the attached information sheets. 
• Provide an assurance that staff participation is voluntary and the decision to participate or 

not participate in my research will have no effect on the staff members’ employment status 

or relationship with Education New Zealand.  

Project Procedures once your consent is provided 

Phase 1: Interview to investigate the strategic vision of the internationalisation policies. 

Members of the executive team will be invited to participate in one-on-one semi-structured interviews. 

An invitation to participate in the interviews will be sent to the staff members’ emails as found in their 

Education New Zealand profiles. These interviews will enable me to investigate how Education New 

Zealand’s policies are developed and how the strategic vision on internationalisation is formed. These 

30 to 40-minute interviews will be undertaken in a discreet Education New Zealand office at a time 

suitable for each participant. With the participant’s permission, I will conduct and audio-record each 

interview. Prior to the interview, participants will be asked to bring material which may assist in their 

explanation of any internationalisation activities they are involved with. With the participant’s approval, 

these non-confidential examples of professional activities may be digitalised or photocopied and 

original copies returned.  

Completion of the interview consent form will indicate informed consent has been given by the 

participant. 

Phase 2: On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite the staff from the Business Development and Marketing, Stakeholders, 

Communications and Intelligence, and Channel Development teams who are involved in 

internationalisation functions to participate in a 10 to 20-minute on-line survey to investigate the 

practical implementation of internationalisation policies and approaches used by Education New 

Zealand. An invitation to participate in this survey will be sent to the teams executives’ emails as found 

in their Education New Zealand profiles, with a request to pass the invitation to complete an on-line 

survey to the staff on my behalf. Participant information sheets will be attached to the emails. The 

survey will be anonymous and data will be kept confidential.  

Completion of the on-line survey will indicate informed consent has been given by the participant. 

Anonymity and Confidentiality  

Surveys are anonymous, therefore, anonymity will be guaranteed. Although there will be a large number 

of survey responses there will be only a few participants involved with interviews. Before the one-on-

one interviews, participants will be asked to nominate a pseudonym, which will be used when reporting 

specific findings in order to protect the identity of each participant. Specific details identifying 

particular people or groups within the organisation will also be disguised. Data will be interpreted 

without being attributed to a particular person or group because it will be collated and generalised as a 

collective expert opinion. It is important to understand that while all these measures have been put in 

place there is a slight possibility that someone might guess the identity of the participant or Education 

New Zealand department.  

Right to Withdraw from Participation  
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During the interview, participants can refuse to answer any questions, and may request the recording to 

be stopped temporarily or permanently without giving a reason. Participants can withdraw from the 

interview and leave at any point without needing to give a reason. Participants can email and ask to 

review their interview recording. After receipt of the interview recording, participants will have one 

week to suggest any alterations or request another interview. After this time, alterations may not be 

possible as analysis will be underway. Data cannot be withdrawn once the on-line surveys are submitted 

because they are anonymous. 

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

A summary of the findings will be emailed to you within two months of my thesis acceptance. All data 

gathered will be securely stored for six years; documentation will be stored in a locked cabinet in the 

office of the Principal Investigator at the Faculty of Education and Social Work, the University of 

Auckland, separate from the consent forms and audio-recordings. Electronic data will be stored on a 

password protected computer, backed up by a University of Auckland server. Any data that can identify 

participants will not be given to any other researchers or organisations. All data will be completely 

destroyed after six years. Paper data will be shredded and the audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures on the 

premises of the University of Auckland, please sign the attached Consent Form, scan it and then email 

it to me.  Alternatively, I can supply you with a stamped addressed envelope to post it back to me.  

Thank you for your time. 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, the University of Auckland The 

New Zealand University Human Participants Ethics Committee, The University of Auckland, Research 

Office, Private Bag 92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-

ethics@auckland.ac.nz. 

Approved by the University of Auckland Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 
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PARTICIPANT INFORMATION SHEET 

(Education New Zealand, General Manager, Business Development and Marketing) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student at the Faculty of Education and Social Work, 

the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia.  It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by Education 

New Zealand  but also the sustainable development of New Zealand’s international education industry 

as well as increasing New Zealand’s export education competitiveness in Asia.  

This research explores the perspectives of both the executive team and the staff involved in the 

development and implementation of internationalisation policies in Education New Zealand.  

In order to gather data for my research, I would like to invite you to participate in my research. The 

General Manager, International has provided assurances that participation or non-participation will not 

affect your employment status and relationship with Education New Zealand. If you consent to 

participate in this research, I am asking that you:  

• Participate in a one-on-one semi-structured interview;  
• On my behalf approach and invite the Business Development and Marketing staff through email  

to complete an anonymous on-line survey, and to pass on the attached information sheets 

Project Procedures once your consent is provided 

Phase 1: Interview to investigate the strategic vision of the internationalisation policies. 

You will be invited to participate in a one-on-one semi-structured interview to investigate the 

internationalisation policies used by Education New Zealand. This 30 to 40-minute interview will be 

undertaken in a discreet Education New Zealand office at a time suitable for you. With your permission, 

I will conduct and audio-record the interview. Prior to the interview, you will be asked to bring material 

which may assist in your explanation of any internationalisation activities you are involved with. With 
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your approval, these non-confidential examples of professional activities may be digitalized or 

photocopied and original copies returned.  

Completion of the interview consent form will indicate you have given informed consent. 

Phase 2: On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite the staff from the Business Development and Marketing team who are involved 

in internationalisation activities to participate in a 10 to 20-minute on-line survey. This survey will 

investigate the practical implementation of internationalisation policies used by Education New 

Zealand. An invitation to participate in this survey will be sent to your email as found in your Education 

New Zealand profile with a request to pass the invitation to complete an on-line survey to your staff on 

my behalf. Participant information sheets will be attached to the emails. The survey will be anonymous 

and data will be kept confidential.  

Completion of the on-line survey will indicate informed consent has been given. 

Anonymity and Confidentiality  

Surveys are anonymous, therefore, anonymity will be guaranteed. Although there will be a large number 

of survey responses there will be only a few participants involved with interviews. Before the one-on-

one interviews, you will be asked to nominate a pseudonym. This pseudonym will be used when 

reporting specific findings in order to protect the identity of each participant. Specific details identifying 

particular people or groups within the organisation will also be disguised. Data will be interpreted 

without being attributed to a particular person or group because it will be collated and generalised as a 

collective expert opinion. It is important to understand that while all these measures have been put in 

place there is a slight possibility that someone might guess the identity of the participant or Education 

New Zealand department.  

Right to Withdraw from Participation  

During the interview, you can refuse to answer any questions, and may request the recording to be 

stopped temporarily or permanently without giving a reason. You can withdraw from the interview and 

leave at any point without needing to give a reason. You can email and ask to review their interview 

recording. After receipt of the interview recording, you will have one week to suggest any alterations 

or request another interview. After this time, alterations may not be possible as analysis will be 

underway. Data cannot be withdrawn once the on-line surveys are submitted because they are 

anonymous. 

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

Upon your email request, a summary of the findings will be forwarded to you within two months of my 

thesis acceptance.. All data gathered will be securely stored at the New Zealand University for six years; 

documentation will be stored in a locked cabinet in the office of the Principal Investigator at the Faculty 

of Education and Social Work, the University of Auckland, separate from the consent forms and audio-

recordings. Electronic data will be stored on a password protected computer, backed up by a University 

of Auckland server. Any data that can identify participants will not be given to any other researchers or 

organisations. All data will be completely destroyed after six years. Paper data will be shredded and the 

audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 
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Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to participate in the aforementioned research procedures, please 

sign the attached Consent Form, scan it and then email it to me. Alternatively, I can supply you with a 

stamped addressed envelope to post it back to me.  

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, The New Zealand University 

Human Participants Ethics Committee, The University of Auckland, Research Office, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-ethics@auckland.ac.nz. 

Approved by the New Zealand University Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 
  

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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PARTICIPANT INFORMATION SHEET 

(Education New Zealand Staff) 

This form will be held for a period of six years 

 

 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student at the Faculty of Education and Social Work, 

the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia.  It is anticipated that the findings 

from my project will not only provide guidance for internationalisation efforts undertaken by Education 

New Zealand but also the sustainable development of New Zealand’s international education industry 

as well as increasing New Zealand’s export education competitiveness in Asia. This research explores 

the perspectives of both the executive team and the staff involved in the development and 

implementation of internationalisation policies in Education New Zealand  

In order to gather data for my research, I would like to invite you to participate in this research. The 

General Manager, International has provided assurances that participation or non-participation will not 

affect your employment status and relationship with Education New Zealand. If you consent to 

participate in this research, please complete the on-line survey (as outlined below). 

Project Procedure once your consent is provided 

On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite you to complete an on-line survey to investigate the practical implementation of 

internationalisation policies used by Education New Zealand. You have been identified as a potential 

participant because of your involvement in internationalisation functions. The survey should take you 

approximately 10 to 20-minutes. There will not be a separate consent form for on-line survey 

participants. An invitation to participate in this survey has been sent to the team executives’ emails as 

found in their Education New Zealand profiles with a request to pass the invitation to complete an on-

line survey to their staff on the researchers' behalf. Completion of this anonymous on-line survey will 

provide evidence that this Participant Information Sheet has been read and understood, and that you 

have provided consent. 

Completion of the on-line survey will indicate that informed consent has been given. 
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Anonymity, Confidentiality and Right to Withdraw from Participation 

Surveys are anonymous, therefore, anonymity will be guaranteed. Data cannot be withdrawn once the 

on-line surveys are submitted because they are anonymous. Specific details identifying particular 

people or groups within Education New Zealand will be disguised.  Data will be interpreted without 

being attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion.  

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

Upon your email request, a summary of the findings will be forwarded to you within two months of my 

thesis acceptance. All data gathered will be securely stored at the New Zealand University for six years; 

documentation will be stored in a locked cabinet in the office of the Principal Investigator at the Faculty 

of Education and Social Work, the University of Auckland. Electronic data will be stored on a password 

protected computer, backed up by a University of Auckland server. Any data that can identify 

participants will not be given to any other researchers or organisations. All data will be completely 

destroyed after six years. Paper data will be shredded and the audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures, please 

complete the on-line survey via the following link: 

 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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https://az1.qualtrics.com/SE/?SID=SV_1MR3HbdXa6sWtQV&Preview=Survey&Q
_CHL=preview&BrandID=qtrial2016q2az1   

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, The New Zealand University 

Human Participants Ethics Committee, The University of Auckland, Research Office, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-ethics@auckland.ac.nz. 

Approved by the New Zealand University Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 

 

  

https://az1.qualtrics.com/SE/?SID=SV_1MR3HbdXa6sWtQV&Preview=Survey&Q_CHL=preview&BrandID=qtrial2016q2az1
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PARTICIPANT INFORMATION SHEET 

(Vice-Rector of the University) 

 This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia. It is anticipated that the findings 

from my project will provide guidance for building a sustainable partnership between New Zealand and 

Indonesia in the field of internationalisation of higher education.   

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at the University including management and staff 

involved in day-to-day international functions.  

The following members of the management will be invited to participate: the Head of International 

Office, the Head of Public Relations and Information Office, and the Director of Partnership or 

delegates. These individuals will, through one-on-one Skype interviews, provide insight into their 

strategic vision of your University internationalisation policies.  

The following staff will be invited to participate: the Public Relations and Information Office staff, the 

Partnership Office, the International Affairs Office staff. These staff members will, through an on-line 

survey, shed light on practical perspectives and approaches to the implementation of the University of 

Indonesia’s internationalisation policies.  

Therefore, I am seeking your permission to allow me to:  

1. Invite the management to participate in one-on-one semi-structured Skype interviews. 

2. Invite the staff to complete an on-line survey. 

3. Collect, copy and return any examples provided by participants to explain their professional 

activities. 

To facilitate my research I am asking that you:  

• Provide permission for my study to take place at the University of Indonesia. 
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• Provide permission for me to approach the management using the open profile contact 

information and invite them to participate in a one-on-one semi-structured Skype interview; 

ask the management to approach their staff on my behalf and invite them to complete an 

anonymous on-line survey, and pass on the attached information sheets;  

• Provide an assurance that staff participation in my research is voluntary and the decision to 

participate or not participate in my research will have no effect on the staff members’ 

employment status or relationship with the University. 

Project Procedures once your consent is provided 

Phase 1: Skype interviews to investigate the strategic vision of the internationalisation policies  

Members of the management team will be invited to participate in one-on-one semi-structured Skype 

interviews to reveal the factors, which may impact upon the internationalisation policies used at your 

University. An invitation to participate in the interviews will be sent to the staff members’ emails as 

found in their University website profiles. These interviews will also enable me to investigate how the 

University of Indonesia’s policies are developed and how the strategic vision on internationalisation is 

formed. These 30 to 40-minute Skype interviews will be undertaken in a discreet location chosen by 

each participant at a time suitable for each participant. With the participant’s permission, I will conduct 

and audio-record each interview. Prior to the interview, participants will be asked to provide digital 

material which may assist in their explanation of any internationalisation activities they are involved 

with. With the participant’s approval, these non-confidential examples of professional activities may 

be used for the purposes of this research.  

Completion of the interview consent form will indicate informed consent has been given by the 

participant. 

Phase 2: On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite the University staff from the Public Relations and Information Office, the 

Partnership Office, and the International Affairs Office who are involved in internationalisation 

activities to participate in a 10 to 20-minute on-line survey to investigate practical implementation 

internationalisation policies at your University. An invitation to participate in this survey will be sent 

to the Heads of the Offices’ emails as found at the University websites with a request to pass to the staff 

the invitation to complete the on-line survey on the researchers’ behalf. Participant information sheets 

will be attached to the emails. The survey will be anonymous and data will be kept confidential.  

Completion of the on-line survey will indicate informed consent has been given by the participant. 

Anonymity and Confidentiality  

Surveys are anonymous, therefore, anonymity will be guaranteed. Although there will be a large number 

of survey responses there will be only a few participants involved with interviews. Before the one-on-

one interviews, participants will be asked to nominate a pseudonym, which will be used when reporting 

specific findings in order to protect the identity of each participant. Specific details identifying 

particular people or groups within the university will also be disguised. Data will be interpreted without 

being attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion. It is important to understand that while all these measures have been put in place there 

is a slight possibility that someone might guess the identity of the participant or the University 

department.  

 

Right to Withdraw from Participation  
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During the interview, participants can refuse to answer any questions, and may request the recording to 

be stopped temporarily or permanently without giving a reason. Participants can withdraw from the 

interview and disconnect at any point without needing to give a reason. Participants can email and ask 

to review their interview recording. After receipt of the interview recording, participants will have one 

week to suggest any alterations or request another interview. After this time, alterations may not be 

possible as analysis will be underway. Data cannot be withdrawn once the on-line surveys are submitted 

because they are anonymous. 

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

Upon your email request, a summary of the findings will be forwarded to you within two months of my 

thesis acceptance. All data gathered will be securely stored at the University of Auckland for six years; 

documentation will be stored in a locked cabinet in the office of the Principal Investigator at the Faculty 

of Education and Social Work, the University of Auckland, separate from the consent forms and audio-

recordings. Electronic data will be stored on a password protected computer, backed up by a University 

of Auckland server. Any data that can identify participants will not be given to any other researchers or 

organisations. All data will be completely destroyed after six years. Paper data will be shredded and the 

audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures on the 

premises of the University of Indonesia, please sign the attached consent form, scan it and then email 

it to me.  Alternatively, I can supply you with a stamped addressed envelope to post it back to me.  

Thank you for your time. 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz


 

359 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, The New Zealand University 

Human Participants Ethics Committee, The University of Auckland, Research Office, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-ethics@auckland.ac.nz. 

Approved by the New Zealand University Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 

 
  



 

360 

 

 

PARTICIPANT INFORMATION SHEET 

(Management of the University) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia. It is anticipated that the findings 

from my project will provide guidance for building a sustainable partnership between New Zealand and 

Indonesia in the field of internationalisation of higher education.   

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at the University including management and staff 

involved in day-to-day international functions.  

In order to gather data for my research, I would like to invite you to participate in my research. The 

Vice-Rector of you University has provided assurances that participation or non-participation will not 

affect your employment status and relationship with the University. If you consent to participate in this 

research, I am asking that you:  

• Participate in a one-on-one semi-structured Skype interview;  

• On my behalf approach and invite your office staff to complete an anonymous on-line survey, 

and pass on the attached information sheets. 

Project Procedures once your consent is provided 

Phase 1: Skype interview to investigate the strategic vision of the internationalisation policies  

You will be invited to participate in a one-on-one semi-structured Skype interview to reveal the factors, 

which may impact upon the internationalisation policies used by the University of Indonesia. These 

interviews will also enable me to explore the opportunities to build a sustainable partnership between 

New Zealand and Indonesia in the field of internationalisation of higher education. A 30 to 40-minute 

interview will be undertaken in a discreet location to your choice at a time suitable for you. With your 

permission, I will conduct audio-record of the interview. 

Prior to the interview, you will be asked to provide digital material which may assist in your explanation 

of any internationalisation activities you are involved with. With your approval, these non-confidential 

examples of professional activities may be used for the purposes of this research.  
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Completion of the interview consent form will indicate you have given informed consent. 

Phase 2: On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite the staff of the University who are involved in internationalisation activities to 

participate in a 10 to 20-minute on-line survey to investigate the practical implementation of 

internationalisation policies used by the University of Indonesia. An invitation to participate in this 

survey will be sent to your email with a request to pass this invitation to the staff on my behalf. 

Participant information sheets for the staff will be attached to the email. The survey will be anonymous 

and data will be kept confidential.  

Completion of the on-line survey will indicate informed consent has been given. 

Anonymity and Confidentiality  

Surveys are anonymous, therefore, anonymity will be guaranteed. Although there will be a large number 

of survey responses there will be only a few participants involved with interviews. Before the one-on-

one interviews, participants will be asked to nominate a pseudonym, which will be used when reporting 

specific findings in order to protect the identity of each participant. Specific details identifying 

particular people or groups within the university will also be disguised. Data will be interpreted without 

being attributed to a particular person or group because it will be collated and generalised as a collective 

expert opinion. It is important to understand that while all these measures have been put in place there 

is a slight possibility that someone might guess the identity of the participant or the University 

department. 

Right to Withdraw from Participation  

During the interview, you can refuse to answer any questions, and may request the recording to be 

stopped temporarily or permanently without giving a reason. You can withdraw from the interview and 

disconnect at any point without needing to give a reason. You can email and ask to review their 

interview recording. After receipt of the interview recording, you will have one week to suggest any 

alterations or request another interview. After this time, alterations may not be possible as analysis will 

be underway. Data cannot be withdrawn once the on-line surveys are submitted because they are 

anonymous. 

Data Storage/Retention/Destruction/Future use 

Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

Upon your email request, a summary of the findings will be forwarded to you within two months of my 

thesis acceptance. All data gathered will be securely stored at the New Zealand University for six years; 

documentation will be stored in a locked cabinet in the office of the Principal Investigator at the Faculty 

of Education and Social Work, the University of Auckland, separate from the consent forms and audio-

recordings. Electronic data will be stored on a password protected computer, backed up by a University 

of Auckland server. Any data that can identify participants will not be given to any other researchers or 

organisations. All data will be completely destroyed after six years. Paper data will be shredded and the 

audio files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

mailto:s.kostrykina@auckland.ac.nz
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                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to participate in the aforementioned research procedures, please 

sign the attached consent form, scan it and then email it to me. Alternatively, I can supply you with a 

stamped addressed envelope to post it back to me.  

Thank you for your time. 

 

Yours sincerely, 

Svetlana Kostrykina 

For any queries regarding ethical concerns, you may contact the Chair, The New Zealand University 

Human Participants Ethics Committee, The University of Auckland, Research Office, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-ethics@auckland.ac.nz. 

Approved by the New Zealand University Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 

 
  

mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
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PARTICIPANT INFORMATION SHEET 

(The University Staff) 

This form will be held for a period of six years 

Title:  Never the twain shall meet? A conceptual internationalisation framework for New Zealand's 

export postgraduate education as applied to an Asian context (Indonesia case study) 

Researchers:  Svetlana Kostrykina, Dr John Hope and Dr Kerry Lee 

My name is Svetlana Kostrykina, and I am a PhD student in the Faculty of Education and Social Work, 

at the University of Auckland, New Zealand. As part of my study I am conducting research on 

internationalisation of higher education, and building a conceptual internationalisation framework for 

New Zealand's export postgraduate education applicable for Indonesia. It is anticipated that the findings 

from my project will provide guidance for building a sustainable partnership between New Zealand and 

Indonesia in the field of internationalisation of higher education.   

This research explores the perspectives of all stakeholders involved in the development and 

implementation of internationalisation policies at the University including management and staff 

involved in day-to-day international functions.  

 In order to gather data for my research, I would like to invite you to participate in an on-line survey. 

The Vice-Rector your University has provided assurances that participation or non-participation will 

not affect your employment status and relationship with the University. If you consent to participate in 

this research please complete the on-line survey (as outlined below). 

Project Procedures once your consent is provided 

On-line survey to investigate the practical implementation of the internationalisation policies. 

I would like to invite you to complete an on-line survey to investigate how the University 

internationalisation policies are implemented in practice. You have been identified as a potential 

participant because of your involvement in internationalisation functions as stated at the University 

website. The survey should take you approximately 10 to 20-minutes. There will not be a separate 

consent form for on-line survey participants. Because the survey is anonymous, completion of the 

online survey will provide evidence that this Participant Information Sheet has been read and 

understood, and that you have provided consent. 

Completion of the on-line survey indicates informed consent has been given. 

Anonymity, Confidentiality and Right to Withdraw from Participation 

Surveys are anonymous, therefore, anonymity will be guaranteed.  Data cannot be withdrawn once the 

on-line surveys are submitted because they are anonymous.  

Data Storage/Retention/Destruction/Future use 

SCHOOL OF LEARNING 

DEVELOPMENT  
AND PROFESSIONAL 

PRACTICE 

Te Kura Whakatairanga i te 

Ako Ngaio me te 
Whanaketanga  

Epsom Campus 

Gate 3, 74 Epsom Ave 

Auckland, 1023, New Zealand 

T +64 9 373 7999 

W www.education.auckland.ac.nz 

The University of Auckland  

Private Bag 92601 

Symonds Street, Auckland 1135 

New Zealand 
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Data gathered in the study will be used in my thesis, conference presentations and journal publications. 

A summary of the findings will be emailed to you within two months of my thesis acceptance. All data 

gathered will be securely stored at the New Zealand University for six years; documentation will be 

stored in a locked cabinet in the office of the Principal Investigator at the Faculty of Education and 

Social Work, the University of Auckland. Electronic data will be stored on a password protected 

computer, backed up by a University of Auckland server. Any data that can identify participants will 

not be given to any other researchers or organisations. All data will be completely destroyed after six 

years. Paper data will be shredded and the files deleted.  

Contact Details 

If you have any queries, please contact me, my supervisors or the Head of School and all contact details 

are listed below: 

Researcher: Svetlana Kostrykina 

                    Email s.kostrykina@auckland.ac.nz  

                    Local Contact Address: Room 118, Block H, the University of Auckland, Epsom campus,  

  74 Epsom Avenue, Epsom, 1023, Auckland, New Zealand   

Supervisor:  Dr John Hope  

                    Email j.hope@auckland.ac.nz 

                    Phone: + 64 9 923 7515 

Supervisor: Dr Kerry Lee 

                    Email k.lee@auckland.ac.nz 

                    Phone: + 64 9 623 8899 ext. 48529 

Head of School: Richard Hamilton 

                    Email rj.hamilton@auckland.ac.nz  

                    Phone: +64 9 923 5619  

If you decide to give your permission to proceed with the aforementioned research procedures, please 

complete the on-line survey via the following link: 

https://az1.qualtrics.com/SE/?SID=SV_6WE6JDpMLLFzrjn&Preview=Survey&Q_CHL=preview&

BrandID=qtrial2016q2az1 

Thank you for your time. 

Yours sincerely, 

Svetlana Kostrykina 

mailto:s.kostrykina@auckland.ac.nz
mailto:j.hope@auckland.ac.nz
mailto:k.lee@auckland.ac.nz
mailto:rj.hamilton@auckland.ac.nz
https://az1.qualtrics.com/SE/?SID=SV_6WE6JDpMLLFzrjn&Preview=Survey&Q_CHL=preview&BrandID=qtrial2016q2az1
https://az1.qualtrics.com/SE/?SID=SV_6WE6JDpMLLFzrjn&Preview=Survey&Q_CHL=preview&BrandID=qtrial2016q2az1


 

365 

For any queries regarding ethical concerns, you may contact the Chair, The New Zealand University 

Human Participants Ethics Committee, The University of Auckland, Research Office, Private Bag 

92019, Auckland 1142. Telephone 09 373-7599 ext. 83711. Email: ro-ethics@auckland.ac.nz. 

Approved by the New Zealand University Human Participants Ethics Committee on 08-Aug-2016 

for three years.  Reference Number 017732. 
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Appendix B: Indicative Questions for Semi-Guided Interview 

The New Zealand University  

This list of questions is indicative, the number of questions asked may vary depending on 

the role of the interviewee. The following officials will be invited to participate:  

• Deputy Vice-Chancellor Strategic International Engagement or delegate,  

• Director International; 

• Associate Director International;  

• Deputy Director International; 

• International Office Coordinator; 

• Deputy Director Marketing and Business Development; 

• Faculties’ Deans (International) or delegates  

1. Could you tell me something about your position and your involvement to the 

development of internationalisation policies of the University? 

2. What are the key factors/rationales influencing the University’s internationalisation 

policies and strategic vision on internationalisation? 

3. Which challenges and opportunities concerning internationalisation at the New 

Zealand University could you mention? 

4. How would you describe the balance of academic and financial interests in the 

context of internationalisation at the University? 

5. To which extent are internationalisation policies of the New Zealand University 

flexible and adaptive to changing global and regional trends? 

6. To which extent do internationalisation policies of the New Zealand University 

respond to the regional context of Asia? Are there any particular strategies for 

developing internationalisation partnerships in the ‘promote’ markets such as 

Indonesia? 
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7. How would you describe internationalisation policies implementation the New 

Zealand University from the point of view of their practical outcomes? 

8. Do you think there is a systematic approach towards internationalisation at the 

University of Auckland? If so, could you describe this in more details? 

9. Please tell me about the key initiatives of the New Zealand University regarding 

internationalisation at home (internationalisation of the curriculum) and 

internationalisation abroad (cross-border delivery, conjoint programs and other) 

oriented on Asia? 

10. What do you see as the greatest success of the New Zealand University in the field 

of internationalisation so far? What would be the biggest failure, in your opinion? 

11. If you could instantly change any three things related to internationalisation at the 

University, which would that be? 

12. Would you be willing to provide me with copies of the University’s policies and/or 

other documents related to internationalisation? 
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Education New Zealand 

This list of questions is indicative, the number of questions asked may vary depending on 

the roles of interviewees. The following officials will be invited to participate:  

• General Manager, Business Development;  

• General Manager, Stakeholders, Communications and Intelligence;  

• the General Manager, Marketing and Channel Development 

1. Could you tell me something about your position and your involvement in the 

development of internationalisation policies of the Education New Zealand (ENZ)?  

2. To which extent are internationalisation policies of Education New Zealand flexible 

and adaptive to changing global and regional trends? 

3. How would you describe New Zealand’s position in the regional   Asia-Pacific 

context of the export education industry? 

4. Which challenges and opportunities for New Zealand’s export education industry in 

the Asia-Pacific region, and, particularly, in Indonesia, could you mention? 

5. Are there any particular marketing strategies or initiatives for developing export 

education partnerships in the ‘promote’ markets such as Indonesia? 

6. How would you describe ENZ’s internationalisation policies implementation from 

the point of view of their practical outcomes? 

7. Do you think there is a systematic approach towards internationalisation and 

developing the export education industry in New Zealand? If so, could you describe 

this in more detail? 

8. What do you see as the greatest success of Education New Zealand in the field of 

internationalisation so far? What would be the biggest failure, in your opinion? 

9. If you could instantly change any three things related to internationalisation and 

promoting export education at Education New Zealand, which would they be? 
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10. Would you be willing to provide me with copies of ENZ policies and/or other 

documents related to promoting New Zealand’s export education industry? 

Universities in an Indonesian city 

This list of questions is indicative, the number of questions asked may vary depending on 

the role of the interviewee. The following officials will be invited to participate:  

• the Head of International Office;  

• the Head of Public Relations and Information Office; 

• the Director of Partnership or delegates. 

1. Could you tell me something about your position and your involvement to the 

development of internationalisation policies in the University?  

2. What are the key factors/rationales influencing the University’s internationalisation 

policies and strategic vision on internationalisation? 

3. Which challenges and opportunities concerning internationalisation at the 

University of Indonesia could you mention? 

4. How would you describe internationalisation policies implementation at the 

University of Indonesia from the point of view of their practical outcomes? 

5. What are the key benefits internationalisation brings to the University? How does 

this correspond with the strategic academic needs of the University of Indonesia? 

6. Do you see internationalisation as a means of building partnerships with universities 

abroad? If so, could you name the most successful internationalisation partnerships 

so far? If not, how should a successful internationalisation partnership be described? 

7. Which forms of internationalisation partnership do you think are most beneficial for 

the University? What is lacking in current collaboration with the foreign partners of 

the University? How could this be improved? 
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8. Are there any particular strategies for developing internationalisation partnerships 

with New Zealand universities? 

9. Do you think there is a systematic approach towards internationalisation at the 

University? If so, could you describe this in more detail? 

10. Could you, please, tell me about the key initiatives of the University of Indonesia 

regarding internationalisation at home (internationalisation of the curriculum) and 

internationalisation abroad (cross-border delivery, conjoint programs and other)? 

11. What do you see as the greatest success of the University in the field of 

internationalisation so far? What would be the biggest failure, in your opinion? 

12. If you could instantly change any three things related to internationalisation at the 

University of Indonesia, which would they be? 

13. Would you be willing to provide me with copies of the University’s policies and/or 

other documents related to internationalisation? 
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Appendix C: Survey Templates 

The New Zealand University Survey  

This is an example of survey templates distributed at the New Zealand University.    
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Education New Zealand Survey 

This is an example of survey templates distributed at Education New Zealand.    
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