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Foreword

In a global economy, internationalisation is an increasingly important factor in
the work of universities and other higher education providers. Internationalisation
of higher education is understood here as both the concept and the process of
integrating an international dimension into the teaching, research and service func-
tions. As this concept becomes more widely understood and the process of
internationalisation matures, it is increasingly urgent that institutions of higher
education address the issues of quality assessment and assurance of the interna-
tional aspects of their operations.

The OECD Programme on Institutional Management in Higher Education (IMHE)
has taken a close interest in the international dimension of higher education over
a number of years. Since 1994, it has led an activity focusing on a cross-country
analysis of institutional level strategies, the Internationalisation Quality Review
Process (IQRP) — a project in collaboration with the Academic Co-operation Asso-
ciation (ACA) in Brussels.The IQRP aims to help individual institutions of higher
education to assess and enhance the quality of their international dimension ac-
cording to their own stated aims and objectives. The review process includes pro-
cedures, guidelines and tools to be adapted and used in both a self-assessment
exercise and an external peer review.

Two publications have already resulted from this activity: Strategies for
Internationalisation of Higher Education — A Comparative Study of Australia, Canada, Europe
and the United States of America (1995) and Internationalisation of Higher Education in Asia
Pacific Countries (1997). This publication is the third one. Its purpose is to bring
attention to the importance and complementarity of the various perspectives on
the quality of internationalisation and to describe the IQRP. It presents two impor-
tant issues and concerns that have emerged from the activity: quality assessment
and assurance of the internationalisation strategies, and the contribution that
internationalisation has made to enhancing the quality of higher education. It also
analyses the project and the development of the process, shares its findings, looks
at the implications and innovations, disseminates the results and aims to stimu-
late reflection and action.
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The book provides an introduction to the concepts of internationalisation of
higher education and quality assurance (Part I); an overview of the
Internationalisation Quality Review Process and case studies in six countries in
four different continents (Part II); and an analysis of the uses, benefits and issues
related to the quality review of the international dimension in the broader context
of quality assurance in higher education (Part III). The IQRP guidelines are included
at the end of the volume.

Internationalisation quality issues are addressed from three perspectives:

• The first sees the inclusion of the international dimension as a key compo-
nent in the general academic quality review systems operational at the in-
stitutional or system level. This is based on the premise that an interna-
tional dimension is part of the university/college mission and major func-
tions and is thus included as one of many elements addressed in the qual-
ity review procedures.

• The second looks at the quality of specific internationalisation policies, pro-
cedures and programmes (i.e. international students, work/study abroad,
student/faculty exchanges, research, language instruction, and technical as-
sistance).

• The third concerns the internationalisation of quality assurance procedures
themselves. These procedures are in general nationally based. It is increas-
ingly acknowledged that quality assurance procedures benefit from an in-
ternational input and approach.

The IMHE Programme extends its gratitude to Hans de Wit of the Universiteit
van Amsterdam, the Netherlands, and Jane Knight, Ryerson Polytechnic Univer-
sity, Toronto, Canada, for the work accomplished in their capacity as IQRP project
leaders, as authors of several chapters in this book, and as editors of this publica-
tion.

This book is published on the responsibility of the Secretary-General of the
OECD.
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Dedication

On 5 August 1998, Jankarel Gevers, President of the Universiteit van Amsterdam
and Chairman of the IMHE Directing Group passed away. During his long career in
higher education in the Netherlands and within IMHE/OECD and other interna-
tional associations, Jankarel Gevers was a strong advocate of internationalisation
and of quality assurance in higher education. His support and views have been an
inspiration, both for the Internationalisation Quality Review Project and for this
publication. He is greatly missed.
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Internationalisation of Higher Education
by

Jane Knight

The purpose of this chapter is to look at the concept and meaning of
internationalisation and the strategies for integrating an international dimension
into higher education institutions. This includes a discussion on the meaning and
definition of the term, a description of the various approaches to
internationalisation, an exploration of why it is important to internationalise the
higher education sector and an analysis of which strategies are appropriate to
integrate an international and intercultural dimension in a higher educa-
tion institution.

Meaning and definition

Diversity in meaning of internationalisation

Due to the increased interest in, and understanding of, the international di-
mension of higher education, the term “internationalisation” is being used more
and more. On the one hand, this can be interpreted as a sign that
internationalisation is becoming more accepted and central to the provision of
higher education. However, on the other hand, it is clear that internationalisation
means different things to different people and as a result there is a great diversity
of interpretations attributed to the concept.

There are a number of terms which are often confused with or used in conjunc-
tion with internationalisation. The term which is most often used interchangeably
with internationalisation is globalisation and thus it is important to explore fur-
ther the relationship between globalisation and internationalisation.

Globalisation can be described or defined in a vast number of ways. The de-
scription (Knight and de Wit, 1997) which is most relevant and appropriate to the
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discussion on the international dimension of the higher education sector is
as follows:

• “Globalisation is the flow of technology, economy, knowledge, people, val-
ues, ideas ... across borders. Globalisation affects each country in a differ-
ent way due to a nation’s individual history, traditions, culture and priori-
ties.

• Internationalisation of higher education is one of the ways a country re-
sponds to the impact of globalisation yet, at the same time respects the
individuality of the nation.”

Thus, internationalisation and globalisation are seen as different but dynami-
cally linked concepts. Globalisation can be thought of as the catalyst while
internationalisation is the response, albeit a response in a proactive way.

Related terms and concepts

As the attention to the importance and implication of internationalisation grows,
there seems to be a new and differentiated vocabulary being developed to de-
scribe and denote some of the nuances in meaning. In many cases new terms are
being used to describe new concepts, in other instances new terms are being at-
tached to existing or traditional concepts. At the same time, old or existing con-
cepts are also being given new meanings. The rather imprecise use of terminol-
ogy illustrates the complexity and the evolution of the international, global/
transnational/regional dimension of higher education. It is not the purpose of this
chapter to elaborate on the meaning and use of the vocabulary of international
education. Rather the aim is to highlight the need for further exploration of the
diversity of related concepts such as internationalisation, globalisation,
regionalisation or an even more complicated set of related terms such as
transnational education, global education, world education, intercultural educa-
tion, comparative education, multicultural education, international education.

Approaches to internationalisation

There are a number of generic approaches that institutions are using as they
plan and implement an institution-wide internationalisation strategy. Table 1 pro-
vides a typology of approaches (Knight, 1994) to internationalisation at the insti-
tutional level. The purpose of the typology is to illustrate the different areas of
emphasis that have been or are currently being given to internationalisation by
different researchers, practitioners and higher education institutions.

The purpose of this typology is to stimulate reflection on the kind of approach
that an institution has either implicitly or explicitly adopted. It is important to
point out that these four different approaches are not necessarily exclusive.
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The activity approach is one that has been most prevalent and is characteristic
of the period when one described the international dimension in terms of specific
activities or programmes. The most predominant types of activities include inter-
national students, development assistance or academic mobility. In fact, accord-
ing to some professionals the activity approach was synonymous with the term
international education in the 1970s and early 1980s.

The competency approach is more closely related to an outcomes approach to
education where quality is thought of in terms of knowledge, skills, interests, val-
ues and attitudes of the students. In the competency approach to
internationalisation the emphasis is placed on the human element of the aca-
demic community – the students, faculty and technical/administrative/support
staff. The issue which is central to this approach is how does generation and trans-
fer of knowledge help to develop competencies in the personnel of the higher
education institution to be more internationally knowledgeable and interculturally
skilled. Thus, in this approach, the development of internationalised curricula and
programmes is not an end unto itself but a means toward developing the appro-
priate competencies in students, staff and faculty. There is a growing interest in
the identification and measurement of competencies as outcomes of
internationalisation. The preoccupation with competencies is interesting in that
research and discourse is now taking place on defining competencies, sometimes
called international or global or transnational competencies. Is there a fundamen-
tal conceptual difference between these terms? Or is it another indication of terms
being used interchangeably and causing more confusion than clarity? The answers
to these questions are not evident at this time but rigorous analysis and some
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clarity on the definitions and relationships of these terms will help the study and
practice of internationalisation move forward.

The ethos approach relates more to organisational development theories which
focus on the creation of a culture or climate within an organisation to support a
particular set of principles and goals. In the case of internationalisation, the focus
is on establishing an ethos or which encourages and fosters the development of
international and intercultural values and initiatives. This approach attempts to
make the international dimension more explicit in the culture of the institution.

The process approach stresses the integration of an international and/or inter-
cultural dimension into academic programmes as well as the guiding policies and
procedures of an institution. A major concern in this approach is the need to ad-
dress the sustainability of the international dimension. Therefore, emphasis is
placed on programme aspects as well as organisational elements such as policies
and procedures.

In summary, it is important to remember that these four different approaches
to describing internationalisation are complementary and certainly not mutually
exclusive. The typology reflects how dynamic the concept of internationalisation
is and how internationalisation is shaping new directions for higher education and
at the same time responding to current trends and needs of the sector.

Working definition of internationalisation

Given the variety of approaches to internationalisation of higher education, it
is no surprise that there are also many different definitions applied to the term.
The working definition adopted is as follows:

“Internationalisation of higher education is the process of integrating an
international/intercultural dimension into the teaching, research and ser-
vice functions of the institution” (Knight, 1994).

There are several key concepts in this definition. The idea of internationalisation
being a dynamic process and not a set of isolated activities has already been
discussed in the previous section. Integration or infusion is also key to this defini-
tion to ensure that the international dimension is a central part of programmes,
policies and procedures and not a marginal and easily expendable element. Thus,
integration contributes to the sustainability of the international dimension.

Both an international and intercultural dimension is included in this definition
to emphasise the fact that internationalisation is not only oriented to countries or
nation states but also includes the different cultural/ethnic groups within a coun-
try. It is short sighted to think of internationalisation as only a geographically based
concept (meaning outside our own borders or between/among different countries).
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By design, this definition is also rationale neutral. That is to say, the motivation for
an institution to internationalise is not included in the definition. A definition needs
to be generic and to acknowledge the differences among institutions and the con-
text and culture in which they operate. Institutions have different rationales for
internationalisation which need to be made clear and explicit. A definition there-
fore, should not be linked to any particular set of rationales. Instead the definition
is better associated with the primary and universal functions of an institution of
higher education, namely teaching, research and service to society.

It is challenging to find a definition of internationalisation which is appropriate
and sensitive to the higher education systems in a wide variety of countries and
cultures. The working definition as outlined above is purposely oriented to the
institutional level and attempts to build on the universality of the functions of an
institution of higher education.

Rationale and motivation for internationalisation

Political, economic, academic and social rationales

Just as there are a variety of ways to describe and define internationalisation,
there are also a number of different rationales or motivations for wanting to inte-
grate an international dimension into higher education. This section will discuss
four basic categories of rationales. These categories are not mutually exclusive, in
fact, they are becoming more and more interrelated. Whether one is looking at
rationale from a national policy level, a sector level or an educational institutional
level there are bound to different perspectives and points of emphasis, and some-
times they are complimentary and in other instances they are contradictory. Fur-
thermore, there seems to be major shifts in the motivations driving institutions to
emphasise and be strategic about the international dimension of higher education.

A study of the various rationales for internationalisation is becoming more and
more of a complex and challenging task because there are many different vari-
ables to consider (Knight and de Wit, 1995). In an attempt to bring a framework
and some logic to the discussion on rationale, the first level of analysis categorises
the reasons to internationalise into four groups: political, economic, academic and
cultural/social. These are not necessarily clear and distinctively different catego-
ries. In fact, one of the changes that is occurring is that there is more integration or
blurring of these categories. A second major trend is that there are changes hap-
pening within the categories as well. The following discussion will elaborate on
these changes.

The reasons to internationalise from a political point of view are perhaps more
relevant to a national perspective than an institutional perspective. Historically,
international education was seen as a beneficial tool for foreign policy especially
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with respect to national security and peace among nations. While this is still a
consideration today, it does not have the importance it once did.

In the present era of increased globalisation of economies, technologies, com-
munication, etc., there is a potential threat to the healthy survival of national iden-
tities and culture. The possibility for the homogenisation of cultures (often re-
ferred to the “MacDonaldisation” of culture) is a risk often cited by smaller and/or
developing nations. In fact, globalisation has been referred to by some countries
as synonymous with denationalisation and sometimes westernisation. Others
would label globalisation as modernisation and a route towards finding solutions
to global concerns such as environment, health and crime. However, if one does
interpret internationalisation as a response to the denationalisation orientation
of globalisation, then internationalisation can be considered and used by some
countries as a way to strengthen and promote their national identity. This then
becomes an important political rationale at the national level.

Likewise cultural, scientific and educational exchanges between countries are
often justified as a way to keep communication and diplomatic relations active.
However, there is a growing trend to see education in terms of an export product
rather than a cultural agreement. With the massification of higher education in-
creasing at an exponential rate, there is strong interest on the part of large and
small countries to make the export of education products and services a major
part of their foreign policy. In fact, we can see major shifts in foreign policies where
education was primarily seen as a development assistance activity or cultural
programme to one where education is an export commodity. This shift to a market
orientation introduces the economic rationale for internationalisation of
higher education.

The economic rationale has increasing importance and relevance. As a result of
the globalisation of the economy, a growing interdependence among nations and
the information revolution, countries are focusing on their economic, scientific
and technological competitiveness. Effective ways to improve and maintain a com-
petitive edge is through developing a highly skilled and knowledgeable work force
and through investing in applied research. Both of these strategies involve the
higher education sector. Thus at the national or regional level there is a closer and
closer link between internationalisation of the higher education sector and the
economic and technological development of the country.

Another important factor related to the labour market is the identification of
competencies which are considered essential for new graduates to function in a
more international work environment. The research to date has been sporadic at
best and has served to highlight the need for further work to be done on this issue.
Such work will require closer collaboration between the private sector and the
education sector. This type of co-operation has not been very strong in the past
and will require efforts and changes of attitude on both sides.
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At the institutional level, the economic motive or market orientation is becom-
ing more prevalent as well. Rationalisation of higher education systems and deep
cuts in higher education budgets have made institutions look for alternative sources
of funds. Many are looking to international markets for the export of products and
services as an important revenue generating activity. This has resulted in a rigor-
ous debate as to whether the export of education products to international mar-
kets is in fact contributing to the international dimension of teaching, research
and service or is contributing income to the operating budget of the institution.
Clearly, there can be a direct and beneficial relationship between an international
market orientation and the internationalisation of the primary functions of a uni-
versity/college or institute. However, the key phrase is “can be” which implies
that this is not always the case. The more important issue is the need for an insti-
tution to be clear and explicit about its rationale for internationalisation and to
ensure that the objectives, priorities and strategies are consistent with the
stated rationale.

If one is to ensure that improving the quality of higher education is the primary
goal of internationalisation, not the development of international export markets,
it is essential to find the balance between income generating motives and aca-
demic benefits. Is the benefit of increased funding for international initiatives
(given that a portion of the income earned is invested in other internationalisation
activities) sufficient to describe a commercial international education activity as
contributing to the international dimension of scholarship and research? Or are
there other factors to be considered? How do we differentiate an international
export/trade type of education activity which does not make a significant contribu-
tion to the international dimension of the exporting institution from those inter-
national activities which are income generating and also have a positive impact on
the teaching, research, and service functions of the institution? These are ques-
tions which need further exploration and illustrate the close relationship (or con-
fusion) which seems to be developing between economic and aca-
demic rationales.

The academic rationale for internationalisation is directly linked to the early his-
tory and development of universities. The fact the concept of universe is inherent
in the name university illustrates this point. For hundreds of years there has been
international mobility of scholars and an international dimension to research. At
the same time, it is also important to take note of new trends, one of which is the
influence of the market approach on higher education and the emphasis on qual-
ity both from an improvement and accountability perspective. One of the leading
reasons cited for internationalising the higher education sector is the achieve-
ment of international academic standards for teaching and research. The pursuit
of international standards is an increasingly controversial issue. Concern is ex-
pressed about the uniformity and homogeneity that can result from the excessive
emphasis on internationally recognised standards. There are many complex fac-
tors at play in this debate, and it is prudent to be aware of concerns about a “cookie
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cutter” approach to education, yet, at the same time, try to achieve international
standards of excellence in scholarship and research.

It can be rigorously debated whether internationalisation is an end in itself, as
is often articulated, or as a means to an end, with the end being the improvement
of the quality of education. It is assumed that by enhancing the international di-
mension of teaching, research and service there is value added to the quality of
our higher education systems. This premise is clearly based on the assumption
that internationalisation is considered to be central to the mission of the institu-
tion and is not a marginalised endeavour.

The cultural and social rationale for internationalisation appears to be of dimin-
ished importance and is taking on a different orientation than in the past. The
preservation and promotion of national culture are becoming a strong motivation
for those countries which consider internationalisation as a way to respect cul-
tural diversity and counterbalance the perceived homogenising effect of
globalisation. The acknowledgement of cultural and ethnic diversity within and
between countries is considered as a strong rationale for the internationalisation
of a nation’s education system.

Related to this point is the need for improved intercultural understanding and
communication. The preparation of graduates who have strong knowledge and
skill base in intercultural relations and communications is considered by many
academics as one of the strongest rationales for internationalising the teaching/
learning experience of students in undergraduate and graduate programmes. In
fact, many would argue that attention to intercultural relations has to start much
earlier than tertiary level of education.

In much the same way that the competency approach to internationalisation
focuses on the development of international and intercultural abilities, the cul-
tural and social rationales focus more on the development of the individual – the
student, staff member or teacher – instead of the nation or the educational insti-
tution. The emphasis is on the overall development of the individual as a local,
national and international citizen. Citizenship involves more than being a produc-
tive member of the wealth generation sector which the economic rationale
clearly emphasises.

In summary it is important to repeat that these four groups of rationales are
not distinct or exclusive categories. An individual’s, an institution’s, or a country’s
rationale for internationalisation is a complex and multi-leveled set of reasons
which evolve over time and in response to changing needs and trends. Therefore,
the purpose of using these categories is to try to illustrate the breadth and com-
plexity of factors which need to be taken into account when one is trying to articu-
late the most important reasons for internationalising higher education. The inter-
relationship and sometimes integration of these four categories is increasing,
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thereby sometimes blurring the picture and making the need and task of identify-
ing clear rationales ever more important but ever more challenging. The next sec-
tion looks at the rationale from the perspective of different stakeholder or con-
stituency groups.

Stakeholders’ perspectives

In an attempt to clarify the rather complicated question of “internationalisation
according to whose perspective” three major sectors are identified. They are called
sectors because within each sector, there are many different stakeholder groups,
all of whom have their individual and perhaps different viewpoints on why (and
how) higher education should be internationalised. The three groups are the gov-
ernment, the education and the private sectors.

The government sector includes the different levels of government ranging from
supra-national bodies to national, regional and local. Within the government sec-
tor there are, of course, many different stakeholder groups which have a vested
interest in the international dimension of high education. The most obvious are
the education departments. However, as the previous sections on rationale points
out there are other governing units such as foreign affairs, culture, economic de-
velopment and trade, science and technology which all have an interest in the
international dimension of higher education.

The education sector is equally diverse because it is necessary to look at the
sector from the system level, the institutional level and the individual level. Among
the many stakeholder groups in the education sector are the different types of
institutions (colleges, institutes, polytechnics, universities) which make up a sys-
tem; the scholarly research and discipline groups; the professional and member-
ship associations; the students, teachers, researchers, and administrators and of
course other advocacy or issue groups.

The private sector is another heterogeneous group due to the varied interests of
the manufacturing, service or trade companies, the nature of their products and
services as well as their geographical interests. Another influencing factor is the
size of the company and whether it is local, national or transnational in ownership.
It is important to recognise that the private sector is much broader than private
education providers.

Differences and similarities among sectors

The purpose of highlighting the different sector groups and the myriad of stake-
holder groups within each sector is to illustrate that higher education is not the
only group with a strong vested interest. Furthermore, each stakeholder group
may have its own particular outlook on why it is important to internationalise higher
education. The different rationales can imply different means and ends to
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internationalisation. Thus, it is extremely important for a national system and an
institution to be aware of the explicit and implicit motives of different groups.
This also may have important implications for quality assessment and assur-
ance methods.

It is clear that different stakeholders will attribute different levels of impor-
tance to the four major rationale categories. However, what is most important to
note is whether the difference in the level of importance is reason for conflict or
collaboration among the stakeholder groups and whether it leads to a weakened
or strengthened position for the international dimension. Therefore, it is impor-
tant for an individual, institution or national body belonging to any of the sector
groups to analyse the diversity and/or homogeneity of rationales and assess the
potential for conflict of purpose or complementarity of purpose.

Table 2 provides a framework to analyse the level of importance that different
sectors may attribute to the four categories of rationale. These cells of the chart
have not been filled in as the importance attributed to the various rationales dif-
fers from country to country or even institution to institution. Therefore, there is
not one universal or “right” chart. The purpose of including the framework is to
encourage others to develop a similar type of grid system to help analyse the
stakeholder perspectives affecting their institution or system and to identify simi-
larities, differences and potential areas of conflict among the stakeholders.

This section on rationales has addressed the “why” of internationalisation. The
next section will focus on the “how”, or in other words, the strategies for integrat-
ing the international dimension into teaching, research and service. The “why”
and “how” are (or at least should be) directly linked. The key motives which have
been identified by the institution for internationalisation should direct the goals
and objectives which in turn shape the types of strategies which are used to achieve
these goals.
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Strategies for integrating the international dimension

The process approach and strategies

There are many ways to describe the initiatives which are undertaken to
internationalise an institution. They are often referred to as activities, elements,
components, procedures or strategies. Strategy is the preferred term because of
the inherent notion of planned direction and the fact that it can be applied to
academic types of activities as well as organisational types of procedures
and policies.

In the process oriented approach to internationalisation, emphasis is placed
on the concept of enhancing and sustaining the international dimensions of re-
search, teaching and service. Integration is key to the process and strategies which
focus on both academic activities as well as organisational factors are central to
achieving a successful and sustainable integration of the international dimension.
Therefore, two generic types of strategies are discussed in this section, programme
strategies and organisational strategies. Both types of strategies are needed to
internationalise an education institution. While they are very different in orienta-
tion they need to complement and reinforce each other.

Programme strategies refer to those initiatives which are academic in nature
or are related to the teaching, learning, training, research, advising or supporting
activities of the institution both at home and abroad. The organisational strate-
gies include policies, procedures, systems and supporting infrastructures which
facilitate and sustain the international dimension of the university or college.

Programme strategies

Programme strategies can be divided into four major categories: academic
programmes; research and scholarly activities; extracurricular activities; external
relations and services both domestically and abroad. Table 3 provides examples
of internationalisation strategies in each of the major categories.

The first category of academic programmes is perhaps closest to what is consid-
ered by many to be internationalisation activities. Currently there seems to be
the greatest amount of interest in this area. The different strategies included in
this category illustrate the breadth of initiatives that can be undertaken to inte-
grate an international/intercultural dimension into curriculum content and the
teaching/learning process for undergraduate and graduate students.

The second category of strategies focuses on research and scholarly collaboration.
The strategies included in this group can address the substantive nature of the
research, the methodology, the research collaborators and the distribution of the
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research/knowledge. This provides a broad spectrum of ways to integrate an in-
ternational, intercultural or comparative dimension.
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In terms of internationalisation the category of external relations and services has
traditionally been oriented to international development activities and bilateral
co-operation agreements between institutions. This is gradually shifting to more
of a “trade” than “aid” focus. Commercial activities like contract training and the
export of educational products and services to international markets are also in-
creasing in frequency and importance. Networks and consortium among educa-
tion institutions (and also with the private sector) are becoming more popular.
Increase attention is now being given to the development of alumni groups in
foreign locations. This category of internationalisation strategies is therefore one
which seems to be fundamentally changing in orientation and increasing
in importance.

Extracurricular activities can be an effective way to internationalise the total edu-
cational experience of both domestic and international students and help to bring
a comparative perspective to the classroom.

The large number and diversity of internationalisation programme strategies
are obvious and can be rather overwhelming. It is therefore essential that each
institution be clear about why it wants to internationalise and what objectives it
wants to achieve. When the rationale and objectives are articulated the next step
is to ensure the programme strategies support and are consistent with the overall
purpose and expectations for internationalising the education institution.

Organisational strategies

Organisational strategies include those initiatives which help to ensure that
the international dimension is institutionalised through appropriate human re-
sources, policies and administrative systems. The focus on organisational strate-
gies is what distinguishes the process approach from the other approaches. By
stressing the importance of integrating the international dimension into the
institution’s mission statement, planning and review systems, policies and proce-
dures, hiring and promotion systems one is working toward ensuring that the in-
ternational dimension is institutionalised.

Table 4 presents examples of organisational strategies (Knight 1994; Knight
and de Wit, 1995). These strategies have been grouped into the following four
generic categories: governance; operations; support systems; and human re-
source development.

This is a selection of organisational strategies, not a comprehensive list. Each
organisation has its own organisational culture and governance/operating systems
which affect the choice and success of different strategies. However, these
organisational strategies are generic enough to warrant serious consideration as
to how appropriate they are to achieve its stated purpose and goals
for internationalisation.
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The purpose of this chapter has been to introduce the key concepts behind
what is meant by the term internationalisation of higher education; what are the
different approaches to internationalisation; why is it important; what are the rea-
sons why different stakeholder groups promote and support internationalisation;
and what are the major strategies used to internationalise a higher education in-
stitution. This analysis is important as background information to the discussion
of the assessment and assurance of quality and the international dimension of
teaching/learning, research and service functions of higher education institutions.
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Quality and Quality Assurance
by

David Woodhouse

The issues of quality and quality assurance are of increasing importance in the
higher education sector. The purpose of this chapter is to provide an introduction
to the meaning of these rather complex concepts; to discuss the different ap-
proaches to quality assessment; and to identify some of the world-wide trends
and concerns related to quality assurance and higher education.

The increasing preoccupation with quality

Many governments, believing that a large corps of highly educated people is
essential for the prosperity of society, are committing a large percentage of the
public funds to higher education, in order to provide places in degree and di-
ploma courses for increasing numbers of students. With the increased funds comes
an increased concern on the part of government to be reassured on three counts.
Firstly, are the higher education institutions explicitly planning and organising to
produce the graduates required by society, i.e. are their objectives appropriate?
Secondly, is the money being spent well, i.e. are the higher education institutions
operating efficiently? Thirdly, are the higher education institutions producing the
desired graduates, i.e. are they operating effectively?

These concerns have led to new interpretations of the concept of quality. Tra-
ditionally, the word quality was associated with ideas of excellence or outstand-
ing performance. Much has been written in recent years on the evolving meaning
of “quality” in higher education, and many definitions suggested (Harvey and
Green, 1993), but the most commonly now accepted is “fitness for purpose”. This
allows institutions to define their purpose in their mission and objectives, so “qual-
ity” is demonstrated by achieving these. This definition allows variability in insti-
tutions, rather than forcing them to be clones of one another. This at least is the
theory, but whether it is achieved depends also on the culture. For example, sys-
tems based on the United States model tend to be comfortable with very differ-
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ent higher education institutions, but British-based systems often have policies
that tend towards the reduction of variability.

These concerns have also led to a great increase in activities external to the
higher education institutions that we might call external quality review (EQR), and
the establishment of EQR agencies. These agencies are intended to hold higher
education institutions accountable for the resources they enjoy, to provide inde-
pendent affirmation of the quality achieved by the higher education institutions,
and to assist higher education institutions to improve their quality. EQR can be
related to national, regional or sectoral needs, but at heart it is an institutional
issue. The specific purposes of EQR suggested by the above discussion are em-
bedded in different rationales in different places. As a broad-brush categorisation,
EQR in the United States (accreditation) was set up by the institutions themselves
to permit an informed response to the transfer of students and the admission to
graduate programmes across a large and diverse country. In mainland western Eu-
rope, governments have until recently tended to micro-manage higher education
institutions, but have now backed off in return for the submission of the institutions
to EQR regimes. In the United Kingdom, the move has been in the opposite direc-
tion, with hitherto highly independent institutions being brought under multiple
EQR regimes. In eastern Europe, South America and to some extent in Africa a
major impetus for EQR has been the need to handle a proliferating private sector;
and in Asia, EQR is bringing some order to very large higher education systems.

Institutional attitudes to an EQR regime depend not only on the regime itself,
but also on what preceded it (i.e. whether it is more or less stringent than the pre-
vious external controls) and on the cultural context.

The phrase quality assurance refers to the policies, attitudes, actions and pro-
cedures necessary to ensure that quality is being maintained and enhanced. It
may include any one or more of the approaches described in the next section.
Quality assurance is sometimes used in a more restricted sense, either to denote
the achievement of a minimum standard or to refer to assuring stakeholders that
quality is being achieved (i.e. accountability).

Approaches to quality

The different educational systems and the different stages of maturity of the
institutions and systems mean that different approaches are taken by the EQR
agencies in different countries. Some systems use more than one approach, ei-
ther carried out by the same agency or by different ones.

Audit

It is a check on an organisation’s explicit or implicit claims about itself. When
an institution states objectives, it is implicitly claiming that this is what it will do,
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and a quality audit checks the extent to which the institution is achieving its own
objectives. When the claims are explicit (as in financial reporting or if the institu-
tion has done a self-quality audit), audit becomes a validation (or otherwise) of
those claims. Audit asks “are your processes effective?” (i.e. in achieving your ob-
jectives). The output of an audit is a description of the extent to which the claims
are correct. An audit is sometimes called a review.

ISO (Standards New Zealand, 1994) defines quality audit as a three-part pro-
cess, checking: 1) the suitability of the planned quality procedures in relation to
the stated objectives; 2) the conformity of the actual quality activities with the
plans; and 3) the effectiveness of the activities in achieving the stated objectives.
That is, quality audit looks to find the following closed loop:

The following current variants can be distinguished:

• Direct audit: The EQR agency investigates whether the institution’s processes
are effective. In theory, the higher education institutions need provide no
special documentation.

• Validation audit: The institution reviews its own processes (as it should do
from time to time), and reports the results of the review in special docu-
mentation. In determining whether the result is valid, the EQR agency will
inevitably do some direct auditing, i.e. it will check whether processes
claimed to be effective in fact are.

• Meta-audit: The institution has quality assurance processes, and processes
for checking their effectiveness. The EQR agency investigates the latter. In
theory no special documentation is needed.

Objectives

Suitability (1)

Plans

Conformity (2)

Actuality

Effectiveness (3)
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Assessment

Assessment is an evaluation that results in a grade, whether numeric (e.g. a
percentage or a shorter scale of say 1 to 4), literal (e.g. A to F) or descriptive (excel-
lent, good, satisfactory, unsatisfactory). There may or may not be a pass/fail bound-
ary somewhere along the grade spectrum (or it may simply be a two-point scale).
Assessment asks “how good are your outputs?”. The output of an assessment is
the grade. An assessment is sometimes called an evaluation.

The definition of assessment depends on the meaning of “good”. Rather than
trying to choose from the many definitions, it is more useful to ask “who has the
responsibility and authority for defining ‘good’?”. This may be:

• The institution/department, etc.
• The EQR agency, with the same definition for all institutions/programmes, etc.
• The EQR agency, with variable definitions.

These possibilities are not as distinct as at first appears. For example, if an
EQR agency defines good as each institution achieving its own objectives, the
definition fits into all three of the categories.

The core difference between audit and assessment is in their outputs: their
processes may be the same, in the sense that both investigate the achievement
of objectives. (The nature of the investigation would depend on the nature of the
objectives.)

Accreditation

Accreditation is an evaluation of whether an institution qualifies for a certain
status. The status may have implications for the institution itself (e.g. permission
to operate) and/or its students (e.g. eligibility for grants). Accreditation asks “are
you good enough (in various ways) to be approved?”, that is, “are you fit to be
approved?”, where “approved” implies admission to some category.

In theory, the output of an accreditation is a yes/no or pass/fail decision, but
gradations are possible, usually in the context of a transitional phase (towards or

ACTIVITY PROCESS OUTPUT

Audit Investigate Description
achievement

Assessment of objectives Grade (may include pass/fail)
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away from pass). Thus, both assessment and accreditation can result in one of
several scores on a linear scale. Accreditation is also called licensing or registration.

These two activities have different emphases, but similar outputs.

Specialised or professional accreditation is an evaluation of whether an insti-
tution or programme qualifies its graduates for employment in a particular field
(such as law or medicine).

The three concepts can be compared by reference to a natural five-point check-
ing sequence:

• Are the higher education institutions’ objectives appropriate?
• Are its plans suitable for these objectives?
• Do its actions conform to its plans?
• Are its actions effective in achieving its objectives?
• What is the measure of the objectives?

As usually applied, none of the three processes covers all five steps. Accredi-
tation covers 1-4; audit covers 2-3; and assessment covers 5 and possibly 2-4.
Thus we have:

Although the definitions differentiate between the three concepts (audit, as-
sessment and accreditation), according to some interpretations they can coincide.
Following an audit, which has determined the extent to which the institution’s
claims are valid, this extent may be indicated by a percentage, which turns the
audit into an assessment as defined above. Now, if qualifying for a certain status
is defined in terms of achieving at least a certain percentage of one’s claims, then
the audit has also been an accreditation.

All these processes can be carried out by the institution or by an external body,
but self-assessment and self-accreditation would not normally be seen as cred-

ACTIVITY PROCESS OUTPUT

Assessment How good are you? Grade (may include pass/fail)

Accreditation Are you good enough? Yes/no (or finer distinction)

Objectives Plans Actions Actions Outcomes
Appropriate Suitable Conform Effective Measured

Accreditation

Audit

  <  …... Assessment
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ible. However, as with audit, an institution could self-assess or self-accredit ini-
tially, so the external process becomes a validation (or rebuttal) audit of the
institution’s own conclusions. Again, there is a situation in which the three con-
cepts merge or mingle.

Any attempt to make a precise definition is further confused by the fact that
most of these terms are also used generically to refer to any review or evalua-
tion process.

Quality improvement

Whether from below or above the accreditation threshold, is a different issue
to accountability, and many people believe that the two functions are incompat-
ible, and cannot be achieved by the same EQR agency. However, they are so closely
linked that it is more sensible to have the same agency sensitively attempting
both than to try to separate them. Also, in checking for achievement of the thresh-
old, an accreditor gains experience of what is good and effective, and can assist
institutions to improve – whether up to or up from the threshold. However, quality
improvement does not need the same investigative methods as accreditation or
audit or assessment. Most external quality review is based on a site visit, but it
may not be the best approach to combine quality improvement or strategic con-
siderations with the accountability-oriented accreditation visit.

Other possibilities include:

• Use the visit for accountability, with separate consultation, training, and
research activities for quality improvement.

• Use data checking by correspondence for accountability, with a variety of
visits for quality improvement.

• Have temporal separation of the EQR agency’s accountability and quality
improvement modes.

Trends and issues

With the trend towards similar systems, and the commonality of concerns about
the performance of higher education institutions, it is not surprising that there are
many common threads running through the ways being used to address these
concerns, and that similar issues emerge, independently, in different countries
(Woodhouse, 1996).

International aspects

Fifteen years ago, there were few EQR agencies outside the United States. At
about that time, the United States began to be concerned about the quality of its
institutions overseas operations, and the regional accrediting agencies began to
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send teams abroad to accredit these. Unfortunately, although the various regional
accreditors consider similar factors for accreditation, their approaches are suffi-
ciently different that it has raised questions overseas about the quality and effec-
tiveness of the process. An institution offering programmes from the United States
institutions in three regions is subject to three slightly different American accred-
iting procedures. Some years ago, the United Kingdom became similarly concerned
about its institutions overseas activities and now sends teams abroad to au-
dit these.

Auditing or accrediting programmes offered abroad is always difficult, not only
logistically but also philosophically. In the United States, the Center for Quality
Assurance in International Education was set up in 1991 to address some of the
concerns relating to international American education. With the rapid growth over
the last ten years of the number of EQR agencies around the world, a new problem
has emerged. If an institution in country A offers programmes in country B, should
these programmes be subject to the external quality arrangements of country A or
country B or both?

In 1995, an international organisation called the Global Alliance for
Transnational Education (GATE) was established. Its central purpose is to ensure
that quality issues are not overlooked when education crosses national bound-
aries, and to provide institutions with a mechanism for independent certification
of quality that could avoid their having to undergo multiple review processes.

Another approach to avoiding multiple review is to provide a mechanism for
mutual recognition of the work of external quality assurance agencies, and this is
a current project of the International Network of Quality Assurance Agencies in
Higher Education, which was established in 1991.

International comparability

Increasingly, interest and developments in this area are being driven by eco-
nomic considerations, through trade blocs and professional associations. It has,
for example, become a major pre-occupation in Europe. Although education was
not well-addressed in the initial declarations setting up the European Commu-
nity, the agreements on mobility across Europe have obvious consequences for
the mutual recognition of graduates, programmes, etc., as do agreements such as
GATS (the General Agreement on Trade in Services). Student mobility programmes
such as ERASMUS have been popular and effective; and various professional as-
sociations are working on aspects of mutual recognition of qualifications.

Standards

Closely related to both quality and international comparability is the question
of standards. Are your graduates at the same standard as my graduates? This has
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been a sleeper in a number of systems. The United Kingdom funding councils
tried to assess teaching quality against absolute standards, and ended up doing
it against each department’s own objectives, but with a subjective excellence fac-
tor thrown in. The United Kingdom’s Higher Education Quality Council (HEQC)
was required to check institutional procedures for quality and standards, but it
was not for several years that it addressed the latter aspect. It then embarked on
an extensive project (the Graduate Standards Project) to investigate the general
conception and understanding of standards, and to explore possibilities for es-
tablishing them more explicitly and achieving them more securely (HEQC, 1997).
Preliminary conclusions are that academic standards do not have an objective
existence, but could be established at minimum threshold levels. However, such
an undertaking would be expensive, and might only be of short-term value as
standards change over time. Nonetheless, the Quality Assurance Agency (QAA,
the successor to the HEQC) is attempting to do this (QAA, 1998).

Autonomy

Quality is the responsibility of the individual institutions, and they are expected
to be publicly accountable. Unfortunately, institutional autonomy and academic
freedom are often confused, and both can become excuses for institutional failure
to listen to what the world is saying. The latter can also lead academics to treat
their jobs like voluntary work.

Ownership

EQR agencies are usually established either by the government, or by the higher
education institutions themselves, often at the instigation or requirement of the
government. There are various balances of ownership and governance. In the
United States, the regional and general national accrediting agencies are owned
by the groups of institutions they accredit. The country has a strong tradition of
independent institutions, and accreditors would find it difficult to impose any
requirements on them beyond what is agreed, jointly by the institutions’ repre-
sentatives on the governing boards of the accrediting agencies, as being essential
to institutional quality. Elsewhere, the most common system is that the EQR agency
is close to government, either as a statutory body answerable to the government,
or as an arm of government. The former system is open to suspicions that the EQR
agency may be an institutional defence mechanism and/or too lenient with its
institutions. The latter system may emphasise funding and/or national priorities,
and the agency may have less freedom of action. Professional (specialised)
accreditors may tend towards caution and conservatism (Dill, 1998).

Number of agencies

In many cases, professional programmes are subject to two forms of external
review, one by the relevant professional association and a more general one. In
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some higher education systems, all programmes and/or institutions are respon-
sible to two or more review agencies. Where multiple agencies are used, the effi-
ciency of the system needs to be considered very carefully: are activities being
duplicated? Are conflicting requirements being applied? (Woodhouse, 1995).

Purpose of review

Reviews may have one or more purposes. Typical reasons for review include:

• Assessment: where are you now?
• Improvement: where can you get to?
• Accountability: what did you do with what you had?
• Professional certification/accreditation: what do your graduates know?
• Problem identification: what’s wrong?
• Problem solving: what can you do about what’s wrong?
• Funding: how much money do you need?

Not all purposes are compatible.

Improvement vs. accountability

These two purposes raise the question of incompatibility more often than any
others, and there is an uneasy balance between them as objectives of EQR
(Vroeijenstijn, 1995). It is a conflict observable more generally in the discipline of
evaluation (House, 1978). Many people claim they are incompatible, as the open-
ness essential for improvement will be absent if accountability is the aim. Others
claim that they are inseparable, as accountability can always be re-phrased to
focus on improvement.

The dual requirement is being addressed differently in different countries. In
the United Kingdom, the HEQC had two groups, one of which carried out aca-
demic audits, while the other attended explicitly to quality enhancement
(Middlehurst and Woodhouse, 1996). The latter group used the audit reports to
design quality enhancement activities. It also developed guidelines on good prac-
tice and identified ways in which the audit process itself might be improved.

Focus: vertical

The focus of quality review may be on the institution as a whole, or on depart-
ments, programmes, the library, the careers office, etc. The need for some sort of
explicit assessment at both institutional and programme or sub-unit level is be-
ing increasingly recognised. The United Kingdom has used separate agencies,
but this appears to create an excessive load. In New Zealand (Woodhouse, 1994),
universities are expected to initiate their own external programme-level reviews,
and when the EQR agency audits the institution as a whole, it evaluates the scope
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and effect of the programme-level reviews. A recent report has suggested that a
more co-ordinated approach be adopted in the United States (Ewell et al., 1997).

Focus: horizontal

The focus of quality review may be on aspects that cut across the whole insti-
tution, such as research, teaching, student support services, the international di-
mension or community outreach. There are clear dangers in piecemeal assess-
ments, including duplication of activity, and the juggling of resources to bolster
the function currently under review. On the other hand, a total, comprehensive
review can be an unwieldy undertaking. Overlapping reviews must be carefully
co-ordinated, and the information gathered used to help build a total institu-
tional picture.

Scope

Some higher education systems have two sorts of institutions, namely univer-
sities and polytechnics (technikons, fachhochschulen, etc.). These may be functionally
distinguished by awards offered, namely degree or sub-degree (diploma, etc.), or
by the emphasis of all the courses, namely theoretical or applied. The scope of
some EQR agencies is confined to one sort of institution, while other agencies
cover all higher education institutions. Other agencies are restricted to consider-
ing only one of the types of award (e.g. degrees only), even if it means looking at
only part of an institution.

Another categorisation of institutions is by fund source, namely private or public.
In some jurisdictions, the government has set up EQR agencies to oversee the
public institutions, while private ones are left to market forces. In other countries,
the converse holds, namely private institutions are thoroughly checked, but for
various reasons (e.g. political or traditional) the public institutions are not required
to submit to such checks.

Methods

Most EQR agencies use the same basic sequence of processes, namely
self-review and report, followed by an on-site investigation (visit) by an external
group or team, that then produces a report. The depth and scope of the self-re-
view varies greatly between systems.

Nonetheless, to the extent that systematic self-review is becoming widespread,
institutions are experiencing many of the same problems and needs of EQR agen-
cies (including the need for precise definition of purpose, selection and training
of reviewers, decision-making, and implementation of review outcomes). The re-
view of a department by the institution feels very much like an external review to
that department.
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In some systems, the agency seeks further information outside the self-review
process. For example, the Danish Evalueringscenteret (evaluation centre) carries out
extensive surveys of students, recent graduates and employers (Thune, 1993).
These surveys are done by various sampling techniques and are relatively costly,
taking up to one-third of the budget of an evaluation. These surveys are the first
comprehensive discipline-based surveys carried out in Denmark, and the institu-
tions find them to be one of the most useful outcomes of the review process.

In China, accreditation is even more heavily data-based. In Shanghai prov-
ince, for example, after a self-evaluation report has been submitted, the Higher
Education Bureau conducts extensive written surveys of graduates, employers,
external examiners, students and staff (running into thousands of questionnaires)
(Wei et al., 1993).

Peer review

Investigation by the external team is commonly called peer review. This is a
term with a long tradition in academia, and it has usually denoted an evaluation
by another academic or academics, usually in the same discipline (Frederiks et al.,
1993). Increasingly, the membership of quality review teams is not restricted in
this way, and in many systems they now include people outside academia and
people from other countries [e.g. Denmark, Hong Kong, China, New Zealand, the
European pilot projects]. Since, to the world outside academia, the term “peer
review” has rather cosy connotations, it may be better to drop it in favour of, for
example, “independent review”.

Performance indicators

The factors for consideration in an evaluation must be clearly specified in ad-
vance, together with the criteria by which the factors will be judged and possibly
performance indicators for the criteria. The extent to which performance indica-
tors are used in EQR varies significantly (Cave et al., 1997). Most commonly, insti-
tutions are invited to specify their performance indicators, indicating why and
how they use them. The EQR agency, through its independent review team, then
forms its own interpretation of the results. In other systems, however, higher edu-
cation institutions are expected to report against a system-wide set of performance
indicators, which are then available to the EQR process.

Review reports

The EQR agency produces reports on the institutions it reviews. In some sys-
tems, the reports are public, while in others they are not. In the latter case, sum-
maries of or commentaries on the reports may be made public in various ways. In
general, it is essential to consider the readership of any report, and the informa-
tion desired by that clientele.
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Funding

The link between the results in these reports and public funding (or other sup-
port) varies. Reviews of research often feed directly into the funding decisions,
but there is a general view (inside academia) that basing funding for teaching
solely on the basis of reviews of teaching would lead more to problems being
concealed than solved. However, several countries (including Australia, England,
Scotland, and many American states) have linked marginal funding to quality re-
views. This can cause problems for external reviewers who are charged with re-
viewing for quality improvement, as the higher education institutions will fear
that the information provided to the EQR body will inevitably reach the funding
arm of government.

Enforcement and follow-up

The enormous amount of time and money being put into quality assurance
activities (both external and internal) will be wasted unless these activities have
a beneficial effect. Enforcement, which is about consumer protection, is a control-
ling function, while follow-up is a service function. It is noticeable that few EQR
agencies have a thorough formal mechanism for following up the results of their
reviews, and many do nothing about it, or simply ask the institution what it has
done. Many EQR agencies are ambivalent about the possession of sanctions for
enforcement of their recommendations, believing on the one hand that institu-
tional improvement is not helped by threat of police action, while recognising on
the other hand that some institutions are so weak that they are reluctant to even
try to improve unless the EQR agency can insist on action.

Effect and impact of quality assurance activities

What are the effects of all these EQR activities? This is currently a live issue,
subject to several major research projects.

EVALUE (Dubois, 1998) is a 30-month European Community project including
11 institutions in eight countries. It concludes that evaluation can cause improve-
ment in university performance under certain conditions:

• Cognitive, learning, cultural, identity and legitimating effects during the
evaluation.

• The nature and presentation of the evaluation results, and the presence or
otherwise of sanctions relating to these results.

• The institution and its members take ownership of the evaluation results.
• Permanent mechanisms for internal evaluation are established.

An OECD/IMHE project is investigating the effect on decision-making in higher
education institutions of the EQR practices to which they have been subjected
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over recent years (Brennan, 1995). A United Kingdom-based study (Brennan et al.,
1997) has investigated the effect of teaching quality assessments in 53 subject
groups in 12 higher education institutions. The conclusion was that 65% of the
recommendations had been acted upon, especially when the assessment results
fell below institutional expectations, and especially when the recommendations
were sensitive to the nature of the institution and programme. The self-assess-
ment phase was also considered to have been most beneficial.

A research study of Dutch universities (Frederiks et al., 1993) produced evi-
dence of changes that appeared to be related to the discipline reviews, but there
is another whole question of the relation between change and improvement. An-
other project is under way in South Africa to study the effect of the universities
audit unit. In all these studies, the complexity of the system, the pace of change,
and the myriad actors make it difficult to disentangle the effects of the EQR
agency alone.

An audit approach is, in theory, the least intrusive, because it is based on the
institutions own objectives. It is also better oriented towards improvement, as it
investigates processes and comments on them. (Checking results only tells us
what has happened, whereas checking processes tells us what will or may hap-
pen.) On the other hand, some discussions with staff in the United Kingdom insti-
tutions suggest that its effects are felt only by senior management.

Accreditation provides a cut-off or threshold, which can be low or high as de-
sired. Accreditation is a gatekeeper role, and it is no criticism of an accreditor to
observe that it has nothing to say to an institution that is very far above the qual-
ity threshold. A low cut-off leads to a caveat emptor situation, with many institu-
tions that are well above the threshold, for which accreditation does nothing. A
high cut-off is safer for users, but can deter innovation and new institutions. All
the regional accrediting agencies in the United States are working on ways to make
accreditation more relevant to institutions that are well above the threshold, and
to build in a commitment to continuous improvement.

Assessment is usually carried out at programme level, so its effects are similar
to those of specialised accreditation. The public impact of assessment can be
affected by the number of dimensions used. Grading on a single dimension lends
itself to the production of a ranking (of institutions, departments, etc.) with the
associated results and problems.

By way of conclusion it needs to be said that quality assurance in higher edu-
cation is being addressed in many ways and for many purposes, not all of them
consistent. There are many similarities of structure, but many nuances which can
result in wide differences in practice. Also, many differences between countries
relate more to cultural, political, economic and social considerations, than to the
technical aspects of quality assurance mechanisms.
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An Introduction
to the IQRP Project and Process

by
Jane Knight and Hans de Wit

The first two chapters focused on the importance and nature of
internationalising higher education and the necessity of assessing and ensuring
the quality of the international dimension. This chapter builds on this discussion
and has three objectives. The first objective is to provide information on the pur-
pose, principles, and activities of the Internationalisation Quality Review Process
(IQRP) project. The second objective is to present the internationalisation quality
review process methodology and instrument which were developed and piloted
during the project. The third objective is to introduce the case studies of the insti-
tutions which have piloted the IQRP methodology.

Description of the IQRP pilot project

Introduction to the IQRP pilot project

The IQRP project is an initiative undertaken by the Programme on Institutional
Management in Higher Education (IMHE) of the Organisation for Economic
Co-operation and Development (OECD) in collaboration with the Academic
Co-operation Association (ACA).

Since 1994, IMHE has had an active programme focusing on a cross-country
analysis of institutional level strategies for the internationalisation of higher edu-
cation. Two important issues and concerns have emerged from this work: i) quality
assessment and assurance of these strategies; and ii) the contribution that
internationalisation has made to enhancing the quality of higher education. At the
IMHE Seminar on Internationalisation Strategies held in October, 1995 it was de-
cided to proceed with a pilot project on quality assurance and internationalisation
and to co-operate with ACA. This organisation has established a Working Group
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on Research, Evaluation, Analysis and Quality Assurance and is working on the
theme of quality in international academic co-operation, mobility and exchange.

During the first phase of the project, 1995-97, IMHE/OECD and ACA jointly de-
veloped the IQRP instrument and documents and tested the IQRP in three differ-
ent institutions: University of Helsinki, Finland; Bentley College in Boston, the
United States; and Monash University, Melbourne, Australia. Members of the IQRP
project team participated in the pilots as external peer reviewers so that ways to
improve the process could be noted.

Members of the team also presented the Internationalisation Quality Review
Process at several international conferences in order to receive feedback from
experts on the design and tools of the IQRP. Based on the experiences and les-
sons learned from the pilots and the feedback from experts, the team was encour-
aged to revise the IQRP documents and to pilot the process in a wider group of
institutions and countries. Thus, phase two of the project, 1997-98, was planned
and focused on two primary objectives: i) revising the original materials and
ii) testing the IQRP in different types of educational institutions in a wider variety
of country/cultural contexts. During phase two, the IQRP was piloted in six more
institutions: National University of Mexico; Warsaw School of Economics, Poland;
Tartu University, Estonia; Moi University, Kenya; Universiti Sains Malaysia; and
Royal Melbourne Institute of Technology, Australia.

It was also recommended that a publication be prepared as a way to docu-
ment and publicise the findings of the project and to ensure a wider distribution
and potential use of the IQRP methodology and instrument.

Rationale for the pilot project

The key role of internationalisation and its contribution to higher education is
gaining more recognition around the world, in both developed and developing
countries. As internationalisation matures, both as a concept and process, it is
important that institutions of higher education address the issue of the quality
assessment and assurance of their international dimension.

If internationalisation of higher education is understood to mean “the process
of integrating an international dimension into the teaching, research and service
function of the institution”, then it is critical to address the quality issue from
three perspectives.

The first perspective refers to the inclusion of the international dimension as a
key component in the general academic quality review systems operational at
the institutional or system level. This is based on the premise that an interna-
tional dimension is part of the university/college mission and major functions and
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is thus included as one of many elements addressed in the quality re-
view procedures.

The second perspective looks at the quality of specific internationalisation
policies, procedures and programmes (i.e. international students, work/study
abroad, student/faculty exchanges, research, language instruction, technical
assistance, etc.).

The third perspective concerns the internationalisation of quality assurance
procedures itself. These procedures are in general nationally based. It is increas-
ingly acknowledged that quality assurance procedures benefit from an interna-
tional input and approach.

The purpose of the IQRP project is to bring attention to the importance and
complementarity of the various perspectives and to develop a process which would
guide institutions in undertaking a quality assessment and assurance review of
their specific internationalisation initiatives.

Objectives of the IQRP pilot project

Three major objectives have governed the activities of phases one and two of
the project:

• To increase awareness of the need for quality assessment and assurance in
the internationalisation of higher education.

• To develop a review process whereby individual institutions can adapt and
use a set of guidelines/framework to assess and enhance the quality of their
internationalisation strategies according to their own aims and objectives.

• To strengthen the contribution that internationalisation makes to the qual-
ity of higher education.

Assumptions

There are a number of assumptions which have formed the foundation of the
pilot project. They are listed below and complement a set of guiding principles
which have guided and shaped the methodology and instruments of the IQRP.

The IQRP is based on principles of self-assessment and peer review and is
guided by the institution’s own mission and aims.

While the review process and framework is intended to be international in
application, acknowledgement and recognition of differences among institutions
and countries is essential.



OECD 1999

QUALITY AND INTERNATIONALISATION IN HIGHER EDUCATION

 48

The self-assessment and external peer review reports on the pilot institutions
are for their use only. There is no intention to publish the reports or make any
comparisons across institutions. The development and refinement of the process
and the self-assessment guidelines is the primary objective and intended out-
come of the project.

It is important to recognise that higher education quality review systems, even
at the institutional level, benefit from an international perspective and input. This
is especially true for the Internationalisation Quality Review Process and there-
fore importance was given to ensuring that the IQRP is developed by an interna-
tional team, is tested in different countries and is international in application.

Pilot institutions

The IQRP project team worked with a small number of institutions from differ-
ent countries in the testing of the IQRP instrument. With this group of selected
pilot institutions the IQRP team members served as external peer reviewers in
order to monitor the effectiveness of the document and guidelines. In choosing
pilot institutions to test the IQRP, a number of factors were taken into consideration.

One element was the stage of the internationalisation process at the institu-
tion. It was important to test the IQRP at different levels of the development of
the international dimension. It became clear that IQRP could also work well as a
planning tool for those institutions in the initial phase of developing an institu-
tion-wide internationalisation strategy.

It was also important that there be a diversity of country and cultural contexts
in which IQRP was piloted to ensure that lessons were learned from experience
where there are different approaches and assumptions about evaluation. For in-
stance, the fact that IQRP is based on the concepts of self-assessment and peer
review may not be appropriate or successfully used in certain cultural contexts.

It was intended that IQRP be tested in institutions with different educational
orientations or purposes, i.e. technical institutes, specialised colleges, compre-
hensive universities, undergraduate colleges, polytechnics, etc.

The testing of the IQRP in eight countries in five different parts of the world,
provided valuable information for the design of the final guidelines. Three com-
prehensive institutions (Helsinki, Monash and Tartu) and two specialised institu-
tions (Bentley and Warsaw) with well developed strategies for internationalisation
used the IQRP to assess their strategies. Two comprehensive universities (Mexico
and Moi) used the IQRP to assist in moving from a marginal and implicit interna-
tional dimension to a central and explicit internationalisation strategy. One com-
prehensive university (Sains Malaysia) used IQRP to create awareness of the im-
portance of an internationalisation strategy by assessing certain parts of the insti-
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tution. The Royal Melbourne Institute of Technology used IQRP to further the
mainstreaming of the international dimension throughout all functions of the uni-
versity including their off-shore programmes.

The IQRP framework

The IQRP pilot project followed a framework for self-assessment and peer re-
view, that was documented in project document “The Development of an
Internationalisation Quality Review Process at the Level of Higher Education In-
stitutions” (ACA, IMHE/OECD, March 1996) for pilot phase one, and project docu-
ment “The Development of an Internationalisation Quality Review Process for
Higher Education Institutions” (IMHE/OECD in consultation with ACA, March 1997)
for pilot phase two. During the two phases changes were made in the framework,
based on the experiences in the pilot institutions. Some of the more important
changes are described in Chapter 10 of this publication. The framework is the out-
come of the pilot project, and is part of the guidelines, as presented at the end of
the book, p. 241. This section describes the principles of IQRP, its operational
framework, the outline for self-assessment and the peer review.

The purposes and principles of the IQRP

The IQRP is a process whereby individual academic institutions assess and
enhance the quality of their internationalisation efforts according to their own
stated aims and objectives. The review includes procedures and guidelines to be
adapted and used in both a self-assessment exercise and an external peer review.

Purpose of the IQRP

The purpose of the IQRP is to assist institutions of higher education to assess
and improve the quality of their international dimension by focusing on the iden-
tification of:

• The achievement of the institution’s stated policy (goals and objectives)
for internationalisation, and its implementation strategy.

• The integration of an international dimension into the primary functions
and priorities of the institution.

• The inclusion of internationalisation as a key theme area in the institution’s
overall quality assurance system.

Guiding principles of the IQRP

The starting point for the review is the institution’s own stated aims and objec-
tives. The review process assesses the extent to which institutions actually achieve
the aims and objectives which they set for themselves. The assessment of the
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relationship between objectives and actual achievement is the core of the qual-
ity issue.

The purpose of the self-assessment process is to provide a critical self-evalu-
ation of a variety of aspects related to the quality of the international dimension
of the institution. The more emphasis given to self-assessment, the more self-
assessment will function as a means of training and assisting the institution to
take responsibility for its own quality improvement. Self-assessment should not
be seen as an exercise to produce information for the external peer review team,
but rather as an opportunity to conduct an analysis of the extent and quality of
internationalisation initiatives.

The purpose of the external peer review is to mirror the self-assessment pro-
cess and to provide feedback and a complementary analysis to the self-assess-
ment by the institution, from a different, external and international perspective.
The emphasis is not on actual fact-finding, inspection or evaluation.

Whilst the review process is intended to be international in application,
acknowledgement and recognition of differences among institutions and coun-
tries is essential.

The self-assessment and external peer review reports are for the use of the
evaluated institution only. The reports are owned by the institution and can only
be published by the evaluated institution or with its explicit approval.

The review process is not intended to prescribe practices or advocate unifor-
mity or standardisation of internationalisation approaches or procedures. There
is no explicit or implicit comparison with other institutions involved, it is an exer-
cise for self-improvement. This does not exclude the possibility for an institution
to combine the IQRP with other quality assurance procedures such as bench mark-
ing, ISO 9000, Global Alliance for Transnational Education (GATE) certification or
Total Quality Management (TQM).

The review process is seen as part of an ongoing cycle process of advocating,
planning, implementing, rewarding, reviewing and improving the
internationalisation strategy of the institution.

Who should conduct an IQRP?

The IQRP guidelines and framework are designed in such a way that they are
applicable in a great variety of circumstances. Experience of the use of IQRP has
indicated that the IQRP can be used in:

• The university and the non-university sectors of higher education.
• Small and large institutions.
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• Comprehensive and specialised institutions.
• Private and public institutions.
• Institutions wishing to assess an existing strategy for internationalisation

but also institutions wishing to initiate such a strategy.
• Institutions in both developed and developing countries.

The specific circumstances of the institution and of the objectives have to be
taken into consideration in the implementation of the IQRP. This implies a flex-
ible use of the guidelines. Whilst the IQRP is guided by the institution’s own goals
and objectives for internationalisation, there are major areas which are common
to many institutions and which the review process will address.

The operational framework of IQRP

The emphasis and orientation of the self-assessment exercise is on the analy-
sis of the quality of the international dimension of the institution. It should not
merely be a description of the various internationalisation initiatives. At the same
time, it is recognised that, in particular for those institutions that intend to use the
IQRP to initiate an internationalisation strategy, a qualitative and quantitative in-
ventory of international activities will be an important basis for the assessment.

Self-assessment

a) Role and structure of the self-assessment team

A self-assessment team (SAT) is formed at the institutional level and is given
the mandate to:

• Collect the necessary information.
• Undertake a critical analysis of the provision for and the quality of

internationalisation, as well of the contribution of internationalisation to
higher education.

• Prepare the self-assessment report (SAR).
• Engage the commitment of various parties inside and outside the institu-

tion to the whole process.

The institution chooses the members of the team to reflect the internal
organisation and aims of the institution. Ideally, the SAT should consist of (central
and departmental level) representatives of both the administrative and the aca-
demic staff as well as of international and domestic students. In order for the team
to be functional and accomplish its task in a relatively short period of time the
group should be relatively small and the members should be administratively
supported to undertake the work.
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The full endorsement and active involvement of the institutional leadership is
essential for the success of the self-assessment team.

The SAT has a chairperson and a secretary. It is recommended that the key
person in the institution responsible for internationalisation strategy and policy
be the chair of the SAT. The secretary will be responsible for organising the work of
the SAT and for co-ordinating the preparation of its report.

The SAT will exchange comments with the peer review team (PRT) on the self-
assessment report prior to its visit, will prepare the programme of the visit in
conjunction with the PRT and will discuss the draft peer review report with the
PRT. The secretary of the SAT plays an important role in the liaison with the secre-
tary of the PRT.

b) The design of the self-assessment process

It is important to emphasise that the whole purpose of the self-assessment is
to analyse the international dimension, not merely to describe it. Collecting data
to build a profile of all the different activities, programmes, policies and proce-
dures related to the international dimension of the institution is only a first step.
It certainly is an important and rather time-consuming step, in particular for those
institutions that use the IQRP as an instrument to assist in the preparation of an
internationalisation strategy and that do not yet have mechanisms in place to
make a quantitative and qualitative description of these activities, programmes,
procedures and policies. But the analysis of an institution’s performance and
achievements according to their articulated aims and objectives for
internationalisation is critical to assess and eventually assure the quality of the
international dimension and the contribution internationalisation makes to the
primary functions of the institution. The process must indicate directions for im-
provement and change of the internationalisation strategy of the institution, which
follows from the diagnosis itself.

The self-assessment report should give an adequate profile of the institution,
reflecting its particular directions, priorities and effectiveness of its operations,
and is aimed at giving directions for improvement and change. The self-assess-
ment should recognise and reflect the potential diversity of rationales and strate-
gies between faculties and schools.

This self-assessment should not primarily be regarded as a descriptive exer-
cise, but rather as a critical analysis of the institution’s performance and achieve-
ments in the field of internationalisation. Besides providing the necessary infor-
mation, an analysis should be made of strong and weak points, indicating how
well the various internationalisation efforts are being realised, and formulating
potential avenues to improvement.
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Terminology often differs from country to country and from institution to insti-
tution. Institutions should use the terminology which they find appropriate for
their situation. It would be helpful to add a note of explanation so that the peer
review team understands the use of terms in their institutional context.

c) General outline of the self-assessment

The self-assessment outline is designed as a template for the process of
analysing the aims and objectives, the performance and achievements, the
strengths and the weaknesses, and the opportunities and threats regarding the
international dimension of the institution. It needs to be emphasised that it is the
international dimension which is being reviewed and analysed. For instance in
the case of curriculum activities and research initiatives, it is how the interna-
tional dimension is addressed and integrated which is under review, not the cur-
riculum or research itself.

The outline is a starting point and a guide for the institution to undertake the
preparation of their self-assessment. It is not intended to be a coercive structure.
There may be questions and issues included in the outline which are not relevant
or appropriate to the mandate of the specific institution. In other instances, there
may be important items which have not been included in the outline which the
SAT wants to address and therefore these should be added.

The main categories of the outline for the self-assessment are as follows:

• Context.
• Internationalisation policies and strategies.
• Organisational and support structures.
• Academic programmes and students.
• Research and scholarly collaboration.
• Human resources management.
• Contracts and services.
• Conclusions and recommendations.

The complete outline, as part of the IQRP guidelines, is provided at the end of
the publication, p. 241.

d) The self-assessment report

After the self-assessment exercise has been completed, the preparation of the
self-assessment report is the next step in the IQRP. The report should be limited
to a maximum 20-30 pages plus possible annexes. It would be most helpful if it
followed as much as possible the general pattern of the self-assessment outline,
with the caveat that not all the categories and questions in the outline may be
appropriate or relevant for each institution. It is also important to stress that the
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self-assessment team may add issues not covered by the framework but consid-
ered relevant. Thus the self-assessment outline should be considered as a guide
only, intended to introduce many of the areas and issues to be considered and to
encourage the teams to undertake an analytical approach.

The self-assessment report will be much more than a description of the type
and extent of internationalisation efforts; it is meant to critically assess and ad-
dress ways to assure and improve the quality of internationalisation of the teach-
ing, research and public service functions of the institution in the light of existing
issues and forthcoming challenges.

The language of the self-assessment report will in part be guided by the
make-up of the PRT. During the initial stages of the IQRP the secretary of the SAT
will decide in collaboration with the secretary of the PRT the working language of
the PRT site visit and also the language of the self-assessment report. If a lan-
guage, other than the native language, is used for the SAT report and PRT reports,
it is assumed that the supporting documents, such as data annexes, can be in the
institution’s national language.

The peer review team members are to receive the self-assessment report at
least one month prior to the visit. The institution will send one copy of the SAT
report for each of the PRT members plus two additional copies for the IQRP-archive
to the secretary of the PRT.

The peer review process

a) Membership of the peer review team

The peer review team (PRT) can vary in size but requires a minimum of three
members and usually consists of three/four members; all must be external and
independent of the institution undergoing the IQRP. The experts appointed to the
PRT will have a general understanding of quality assessment and assurance, will
have a particular expertise in the internationalisation of higher education, and
will be knowledgeable and experienced in higher education.

The PRT chairperson with preference should be a senior academic with exper-
tise in higher education governance and preferably the development and man-
agement of international relations/programmes of institutions of higher educa-
tion. Knowledge of recent developments in the internationalisation of higher edu-
cation globally is also essential. The expertise and experience of the other mem-
bers should relate to the priority areas of the institution’s aims and objectives for
internationalisation. They should be knowledgeable in academic culture and gov-
ernance. It is considered an additional asset to have a team member with prior
experience in quality assurance review exercises.
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The composition of the PRT is primarily international, but it may include one
member from the institution’s home country or a member with considerable
experience in and knowledge of higher education in the country (but not re-
lated to the institution itself). At least one member of the PRT should come
from another continent than the institution’s home country. The first person is
likely to be able to provide the PRT with insight in the national context, the
second person is likely to provide the PRT with a perspective beyond the re-
gional context.

One member of the PRT will serve as secretary and be responsible for organising
the work of the PRT and for co-ordinating the preparation of its report. The secre-
tary of the PRT is also the liaison person with the secretary of the SAT for the
response of the PRT to the self-assessment report, and the preparation of terms of
reference of the site visit.

The secretary of the PRT prepares a written agreement with the institution on
the terms under which the self-assessment and peer review reports will be placed
in the IQRP archives of IMHE. The following options are available:

• The documents will not be included in the archives.
• The documents will be included but permission for use by parties other

than the institution has to be granted by the institution on each occasion.
• The documents will be included and permission is granted by the institu-

tion to IMHE to provide a copy of the documents upon request.

In the last two cases, the SAT secretary is responsible for providing two copies
of the self-assessment and peer review reports to IMHE.

The institution will be responsible for all costs related to the peer review. It is
important to clarify and agree upon all the financial aspects of the review, before
individuals are invited to become members of the PRT.

b) Responsibilities of the peer review team

The task of the PRT is to examine:

• The goals for internationalisation of the institution and whether they are
clearly formulated.

• How these goals are translated into the institution’s curriculum, research
and public service functions and if the institution is providing the neces-
sary support and infrastructure for successful internationalisation.

• How the institution monitors its internationalisation efforts.
• The institution’s capacity to change; and its autonomy in order to improve

its internationalisation strategies.
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• The adequacy of its diagnosis and proposals for change and improvement.

The PRT members will receive the self-assessment report at least one month
prior to the visit. After thoroughly reviewing it, the PRT may provide general com-
ments to the self-assessment team prior to the site visit. Then the PRT will pay a
two- to three-day visit to the institution and produce a detailed report (20-30 pages)
for the institution no later than two months after the site visit.

c) Design of the peer review process

Ideally the PRT meets once before the actual site visit to discuss the self-as-
sessment report, finalise the terms of reference for the visit and agree on the divi-
sion of labour among the team members. It is preferable that such a visit takes
place at the institution where the IQRP is carried out, and includes also a meeting
with the self-assessment team to discuss the comments on the self-assessment
report and to prepare the programme.

It is acknowledged that in many cases for reasons of costs and time such a
preparatory visit will not be possible. In that case, the secretary of the PRT will
establish active communication with the other PRT members to receive their com-
ments on the self-assessment report and suggestions for the terms of reference
and the programme of the site visit. Also, in that case it is recommended that the
secretary will pay a preparatory visit to the institution to discuss the comments
on the self-assessment report and finalise the terms of reference and the
programme with the SAT.

The PRT will have on site a half or one day planning meeting prior to the com-
mencement of the official PRT programme.

Based on the initial review of the self-assessment report and discussions of
the PRT, a decision will be made as to whether additional information is needed
before the site visit. Prior to the site visit a list of specific issues to be addressed,
individuals/groups to be met will be prepared by the PRT and forwarded to the
self-assessment team.

The institution prepares a detailed schedule for the PRT visit, which may vary
in length between three and four days. The team should meet key persons among
selected administrative and academic staff, students and graduates, and, if pos-
sible, representatives of other bodies (both inside and outside the institution)
responsible for, or involved in international activities. Where appropriate, it may
be useful to visit the units where students or staff receive assistance and service
as well as other related facilities of the institution. In some cases it may be appro-
priate for PRT members to visit locations and programmes of the institution in
other parts of the world. The schedule also includes meetings with the self-as-
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sessment team, the leadership of the institution, chief academic and administra-
tive staff responsible for international activities and related support services.

At the end of the site visit, the PRT meets with the SAT to comment on the site
visit and discuss the plans for the preparation of the PRT report and its presenta-
tion to the institution. The PRT also meets with the senior leaders of the institu-
tion to give a brief report, oral and preliminary, on the visit.

d) The peer review team report

The major issues to be addressed in the PRT report are the following:

• Is the institution’s self-assessment report on internationalisation sufficiently
analytical and constructively critical?

• Are the strengths and weaknesses of the institution’s international activi-
ties clearly articulated and the plans for improvements clearly presented
and realistic?

• Is the institution achieving the aims and objectives it has set for itself?
• How do the institution’s vision and goals relate to the development and

sustainability of its international activities within the totality?
• What action is required of the institution in order to monitor progress and

provide continuing impetus?

The PRT prepares a draft report and sends it to the chairperson of the SAT
within two months after the site visit. The draft version of the PRT report is meant
for review and comment before the final version is submitted. This provides the
institution with the opportunity to correct any factual errors and errors of interpre-
tation. The institution provides feedback to the PRT within two weeks of the re-
ceipt of the draft version of the report. It is up to the PRT to decide whether to
include the recommended changes in the report or not. Any required changes are
made by the PRT and the final report is sent to the institution. The institution will
receive five copies of the report. It is up to the institution to decide how many
additional copies it will make for internal and external use. The institution has
complete ownership of the report. The report is strictly confidential if the institu-
tion wishes to consider it as such.

The follow-up activities and other use of the PRT report is the responsibility
of the institution. It is suggested that both the self-assessment report and the
PRT report be made available at least internally. Given the self-assessment pro-
cess has taken place with active participation by many individuals and groups in
the institution, it is important that they are included in an open discussion or
planning session about the comments and suggestions made in both the SAT
and PRT reports. In other words, the use and follow-up to the reports is an inte-
gral part of the process of assessing, assuring and improving the
internationalisation strategies.
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Follow-up phase

The institution may add to the IQRP a follow-up phase, approximately one and
a half to two years after the PRT report has been delivered. This is particularly
important in those cases in which the IQRP is used to start a process for the devel-
opment of an internationalisation strategy within an institution. This follow-up
phase could take place with or without involvement of an external peer review. As
part of this follow-up phase the self-assessment team will write a document
analysing the progress in implementing the recommendations made by the SAT
and PRT and the internationalisation strategy. It will make recommendations for
further actions. This report is the basis for a one- to two-day site visit by the PRT to
give their views on the progress and the recommendations for further action.

The decision to include a follow-up phase in the IQRP preferably should be
taken at the beginning of the IQRP and at latest at the end of the PRT visit.

The case studies

Careful consideration was given to the selection of the institutions for the pi-
loting of the IQRP methodology as it was important for the IQRP to be tested in a
variety of situations. The experiences of six of the nine pilot institutions are de-
scribed in this part of the publication. That does not imply that the three other
cases were not illustrative for IQRP or not relevant projects. The timing of these
reviews in relation to the preparation of this publication in combination with the
potential overlap in types of institutions and strategies, resulted in the choice of
these six. Each of the six cases is different, for geographic reasons, given the type
and size of the institutions, their level of internationalisation and their motivation
for using IQRP.

The case studies are: National University of Mexico, Bentley College, Univer-
sity of Helsinki, Monash University, Moi University and Warsaw School of Economics.

The case studies follow a general outline:

• Context; nature and extent of the international dimension.
• Reasons for taking part in the IQRP.
• Description of the self-assessment.
• Description of the peer review.
• Follow-up and impact of IQRP.

At the same time, each case study emphasises specific characteristics of
the process.

The case of the National University of Mexico provides an insight in the way
this institution has planned the quality review process. This case is also interest-
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ing for the fact that IQRP was used as a starting point for developing an explicit
internationalisation strategy; and it shows how IQRP can be used within a extremely
large and broad institution of higher education.

The case of Bentley College gives emphasis to the importance of the self-as-
sessment exercise. As an illustration, an abridged version of the self-assessment
report of Bentley College is included as an annex of this case study.

Helsinki University was the first institution that undertook IQRP. The impact of
the review on the institution gets special attention in this case, as well as the peer
review process. As an illustration, an abridged version of the peer review report is
included as annex of this case study.

Monash University is an interesting case, because it shows how IQRP can be
used in combination with other quality assessment instruments to direct their
strategic planning process.

Moi University is an example of the use of IQRP in a developing country and
how to use IQRP as a strategic planning tool.

The case of the Warsaw School of Economics emphasises the use of IQRP as an
instrument to review the international orientation of a specialised institution of
higher education in a context of radical political, economic and educational reforms.

The case studies presented in this publication not only are an interesting il-
lustration of their own state of internationalisation, and of the opportunities that
IQRP presented to them. They also have learned important lessons that have
guided the formulation of the guidelines that are the product of this project –
lessons that will be described in Chapter 10.





PART II
THE INTERNATIONALISATION QUALITY

REVIEW PROCESS:
OVERVIEW AND CASE STUDIES
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Planning for the IQRP
The National University of Mexico

by
Salvador Malo, Rosamaria Valle and Karin Wriedt

Introduction

This chapter describes the way in which the International Quality Review
Process (IQRP) contributes to the review of the international activities of a large,
complex university and the formulation of a policy proposal for such activities.

The National University of Mexico (UNAM) is one of the largest and most
complex universities in the world and the most important higher education in-
stitution in the country. It offers the widest range of undergraduate and gradu-
ate degree programmes, undertakes the largest share of the scientific research
in the country and the activities involving cultural dissemination and the pres-
ervation of national heritage for which it is responsible are of national impor-
tance. Its organisational structure consists of authorities led by the Rector and
collegiate bodies responsible for making decisions on the university’s academic
development. UNAM is characterised by its nationalism and Latin American
vocation. Although it has not yet defined an explicit policy for its international
activities, it has a long history of exchanges and agreements with institutions in
other countries, particularly the United States and Western Europe.

The obvious differences between the educational model used in the Mexi-
can higher education system and those of the United States and Europe, to-
gether with UNAM’S specific characteristics, suggest that the experience result-
ing from the use of the methodology and conceptualisation of the IQRP in this
university could be of interest to other institutions and countries. Moreover, an
intrinsic part of its value is the fact that it can be applied to various institutional
and national contexts. This article therefore stresses the way in which the meth-
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odology was used and the changes that had to be made as well as its scope
and limitations.

The chapter begins with a general description of UNAM in the context of the
Mexican higher education system, the background to its international activities
and the reasons behind the university’s interest in the International Quality Re-
view Process (IQRP). It describes the steps involved in the process, as well as the
difficulties faced and the results obtained in both the quality review process and
in its incorporation into university life. The document ends with a description of
the actions deemed necessary to consolidate an institutional policy of interna-
tional activities in the near future.

Mexico’s higher education system

Higher education in Mexico consists of undergraduate and graduate degree
programmes. Students wishing to enrol in undergraduate degree programmes must
have proof of graduation from senior high school while those wishing to pursue
graduate studies are required to have completed an undergraduate degree. Un-
dergraduate studies in Mexico are the most important in higher education, since
they prepare students for the exercise of a profession or discipline. Graduate stud-
ies include specialisation, master and doctoral degrees.

Undergraduate degree programmes, the first cycle of higher education, are com-
pleted in four or five years (with the exception of medicine which requires six
years) with curricula that may be organised on a quarterly, half-yearly or annual
basis. The undergraduate curricula (known in Mexico as licenciaturas) focus on training
students for a particular degree course, or career as this degree programmes are
known in Mexico.

In addition to passing the credits established in the curriculum, students at
most institutions are required to complete the following in order to qualify for
an undergraduate degree: a) perform social service, involving 480 hours of un-
paid work that benefits society; b) submit a dissertation or some other kind of
written work; c) sit a professional general examination of their knowledge of the
area. A significant number of universities also require students to demonstrate
reading proficiency in one or two languages other than Spanish, usually English
and French. The undergraduate degree authorises legally the practice of the
profession.

Undergraduate programmes are generally grouped into six areas, according to
criteria established by the National Association of Universities and Higher Edu-
cation Institutes (ANUIES): natural and exact sciences; education and humanities;
agricultural sciences; health sciences; engineering and technology; and social and
administrative sciences.
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The higher education system in Mexico consists of various sub-systems that
are co-ordinated and in some cases funded by the Ministry of Public Educa-
tion (SEP): the university, technological and teacher training sub-systems, the lat-
ter providing training in pre-school, basic and special education. Universities and
technological institutes offer undergraduate and graduate degree programmes,
although some of these institutions also offer senior high school level studies
(bachillerato).1 Since 1984, teachers’ colleges have been incorporated into the higher
education level, although some teacher training is still given at the high
school level.

Sixty per cent of the total number of students enrolled at the undergraduate
degree level, and the majority of graduate level students in Mexico are enrolled
at public universities. Technological institutions were established to offer students
an alternative to undergraduate and graduate degree programmes that would be
more closely linked to the job market and regional development. Private higher
education institutions offer undergraduate degree programmes and in some cases,
graduate studies. In 1991, technological universities were created, with short
programmes to meet the requirements of regional development.

Nowadays, the higher education system consists of 748 institutions that grant
undergraduate (licenciatura) degrees. They are generally organised academically
as faculties or schools. Both may offer more than one undergraduate programme,
but the term “faculty” is only used in institutions with at least one doctoral degree
programme. In 1996, the higher education system had 1 523 956 students enrolled
at the undergraduate level, and 77 764 at the graduate level, with 71% enrolled at
universities; 6% at technological institutes, 7% at teachers’ colleges and 16% at
centres, schools and colleges. Private institutions accounted for a total of 24% of
all students (SEP, 1997).

The National University of Mexico

The history of Mexican higher education has been closely linked to the history
of UNAM. The types of academic organisation described earlier were initially imple-
mented at UNAM and subsequently served as a model for other higher education
institutions, both state and private. Its broad infrastructure, range of educational
activities and the volume of research it conducts, together with the services it
provides, and the fact that it has been used as a model for the creation of other
higher education institutions make UNAM the country’s leading higher education
institution. It continues to play a leading role in the development of higher educa-
tion in Mexico, although the current range of educational options has spawned a
more diverse system of higher education.

1. In Mexico, the term bachillerato is used to describe the cycle of high school education, lasting three
years, and following a nine-year cycle of elementary and secondary education, which is a require-
ment for enrolling in higher education.
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UNAM seeks to generate and transmit new knowledge, prepare top-level pro-
fessionals and preserve, strengthen and disseminate national identity and cul-
ture. It has a total enrolment of 267 486 students, 108 010 of whom are enrolled at
senior high school, 139 881 in undergraduate programmes, 15 276 in graduate
programmes, 910 in preparatory courses and 3 409 in technical and technical-pro-
fessional levels. Its faculty and researchers total nearly thirty thousand academ-
ics (UNAM, 1996).

The main campus is located in Mexico City, with five other campuses in the
metropolitan area and four graduate and research campuses in various states.
These contain 15 faculties, 9 national schools, 26 institutes and 14 research cen-
tres. At the undergraduate level, UNAM offers a choice of 69 programmes; at the
graduate level, it offers 81 specialisations, 113 master’s degrees and 45 doctoral
programmes. It also provides over two thousand continuous education programmes
annually (UNAM, 1997).

The principal function of the faculties and schools is to train students at the
undergraduate, specialisation and master’s degree level, and in the case of facul-
ties, at the doctoral level. They also undertake research and continuous educa-
tion activities as well as providing services that link faculty and students to society.

The research institutes and centres are primarily concerned with generating
knowledge to contribute to the development of their disciplines and the solution
of social problems. They also assist faculties and schools in the training of students.

International activities at UNAM

Since its inauguration in 1910 as national university, the institution has been
open to other countries. Proof of this was its inauguration sponsored by the Uni-
versities of Salamanca, Paris and California, on behalf of 24 other universities of
world renown. Since then, the university has been linked to the rest of the world,
as shown by the huge diversity of international actions in its teaching, research
and cultural dissemination activities.

All the university departments currently have international links with the mem-
ber countries of the North American Free Trade Agreement (NAFTA) and Latin
American countries and, to a lesser extent, with European countries such as Spain,
France and Great Britain.

In most of UNAM’S faculties and centres, international activities initially fo-
cused on faculty and student exchanges. Nowadays, however, they all, to a greater
or lesser extent, have research, academic and technological collaboration agree-
ments with peer institutions, which in turn has enabled them to organise and
participate in events, research networks, publications and international consor-
tiums. Some faculties have incorporated new concepts of teaching and knowl-
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edge into their curricula that have contributed to the reform of professional and
graduate training and attracted students from other countries, especially
Latin America.

Recently, and with increasing frequency, faculties, institutes and centres have
begun to incorporate international criteria for accreditation, basic bibliography in
other languages, mainly in English, and global means of communication such as
Internet into their curricula. Scholarship programmes are also available for stu-
dents pursuing studies abroad.

By their very nature, the two extension centres at UNAM have an international
component in their basic functions. The Centre for Foreign Students, which began
its activities in 1921 with the opening of a summer school for foreign students,
offers students from other countries Spanish language, history, art, and Mexican
literature courses. Its extension units in San Antonio in the United States and Hull
in Canada disseminate the Spanish language and Mexican culture. The Centre for
Foreign Language Teaching provides teaching in 14 languages for students and
staff members of the university’s faculties, schools, institutes and centres, although
English and French courses are in greatest demand.

However, this vast range of activities is offered in an isolated fashion at each of
the university’s faculties or schools, often at the personal initiative of individual
academics, rather than as part of an internationalisation plan. Formal procedures
for the management and periodic assessment of these international activities at
either individual academic units or the university as a whole have as yet to
be implemented.

The social, political, economic and cultural effects of the recent processes of
globalisation have led to significant changes in higher education throughout the
world, from which Mexico has not been exempted.

One of the main concerns of the present UNAM Rector, Francisco Barnés, is
that the university should be transformed in order to maintain its leading position
in the country and that this transformation should respond to the profound changes
in the international context, including the rapid growth of knowledge and the de-
velopment of new technologies in information management and communications,
as well as the increasing demand for a high degree of specialisation in the labour
market.

As a result of the university’s openness to an increasingly interconnected world,
and the growing internationalisation of education, one of the aims of the current
administration is to turn the university into an active participant of the interna-
tional academic community over the next few years. Consequently, UNAM has
had to redefine its role vis-à-vis a new, more complex context. In order to gain
support for the desired changes, the current university administration opened for
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discussion its strategic plan and started a process to integrate an institution-wide
work-plan with the consensus of the community.

The IQRP at the National University of Mexico

Within this context, the institution decided to participate in the International
Quality Review Process (IQRP) for a number of reasons, including the following:
IQRP was regarded as a useful means of evaluating the international dimension
while at the same time encouraging the analysis of the quality of the university’s
main functions; it was thought to be flexible enough to adapt itself to the com-
plexity and scope of UNAM; it would stimulate critical and reflexive analysis; it
could enable comparisons to be made between the various university faculties,
schools, institutes and centres, and eventually with other institutions; and it was
regarded as a useful instrument for reviewing the guidelines, policies and plans
for the internationalisation of the university.

From the point of view of IMHE/OECD and ACA, the aim of implementing the
IQRP at UNAM was to review the methodology and the instrument used for
self-assessment.

Implementation of the IQRP at UNAM was divided into two phases, the first of
which consisted of three stages. During the first stage, a pilot group was formed,
self-assessment guides were drawn up, and two working sessions were held to
prepare for the implementation of the process. The second stage involved the
self-assessment process of each participating unit, reports on the exercise, the
overall report, a search conference and the incorporation of the results of this
conference and the self-assessment guide into the final self-assessment report.
During the third and final stage of the first phase at UNAM, a peer review team
(PRT) visited the university, and drew up and submitted a report on its visit
(Chart 1).

Stage 1: preparation of the self-assessment

Composition of the pilot group

It was decided that the pilot group for the first phase should have both aca-
demic faculties and schools and central administration departments, in a way that
would reflect the complexity and scope of the university and its various interna-
tional activities. Eight faculties were selected: architecture, accountancy and ad-
ministration, engineering, medicine, veterinary medicine and animal husbandry,
dentistry, psychology and chemistry. These faculties were chosen because they
offer degree courses with a professional orientation that also involves professional
certification. The Open University and Distance Learning Co-ordinating Offices
(CUAED) were included since they co-ordinate educational modules that are cru-
cial to the internationalisation process. Three institutes and a research centre (the
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Institutes for Anthropological Research, Biomedical Research and Materials Re-
search and the Centre for University Studies) represented the four areas of knowl-
edge covered by the disciplines taught at the university: humanities and the arts,
biological and health sciences, physics-mathematical sciences and engineering
and social sciences respectively. The two extension centres (the Centre for For-
eign Language Teaching and the Centre for Foreign Students) organise interna-
tional extension activities, while the two central administration offices (the Aca-
demic Personnel Affairs Office and the Academic Exchange Office) assist academic
units in the management of international activities. This group of faculties, insti-
tutes and centres have 56 638 students (39% of the total student body) and em-
ploy 11 746 academics (45% of the total academic staff).

Self-assessment guides

Self-assessment guides were drawn up using the same guidelines specified in
the instrument proposed as a result of the International Quality Review Process
carried out at Helsinki University, with certain modifications to adapt it to the
specific characteristics of UNAM and the participating units. As a result, five self-
assessment guides were prepared, one for each type of unit.

In the guide for the faculties, particular emphasis was placed on the interna-
tional dimension of the curricula, the teaching and learning processes and the
academic activities concerning faculty and students. The guide for the research
institutes and centre placed greater emphasis on academic and research collabo-
ration, and the curricula. The guide formulated for the CUAED stressed the inter-
national dimension of open, continuous and distance learning. In the guide for
the extension centres, greater importance was placed on the activities and char-
acteristics of the students, the exchange agreements with other institutions, their
infrastructure and their co-ordination with the academic units. Finally, the guide
for the central administration offices was oriented towards the scholarship
programmes, activities involving academic support and the management proce-
dures used to support the academic units. All the guides included questions on
the procedures used to evaluate the international activities that were not consid-
ered in the original instrument.

Statistical analyses

Computer programmes were written to create databases with information on
Mexican students and academics abroad and foreigners at the university, scholar-
ships for studying abroad and research programmes and projects in collaboration
with foreign universities and institutions. These data were used for the statistical
analyses included in the self-assessment report.
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1st stage1st stage

IQRP application
to the rest of UNAM

Group composition

A. Faculties and schools
B. Humanities and Arts 
and Social Sciences 
Institutes and Research
Centers
C. Sciences and Engineering
Institutes and Research
Centers
88 519 students1

14 800 academics1

2nd stage2nd stage

Definitions of general and
specific policies 
Methodology follow-up 
Internationalisation process

Iterative Process

Phase 2Phase 2

1. Only faculty and students in graduate and undergraduate programmes were considered.
Source: UNAM (1997).

1st stage1st stage 2nd stage2nd stage

Pilot group integration

8 of 23 faculties (35%)
4 of 40 institutes and centers (10%)
1 of 1 coordination (100%)
2 of 2 support units (100%)
56 638 of 145 157 students1 (39%)
11 746 of 26 252 academics1 (45%)

Self-assessment guide: 
1st version according 

to entities characteristics

Working session 
with entities deans

Working session 
with self-assessment 
entities coordinators

Self-assessment guide application

Analysis, integration of 
self-assessment entities reports

Self-assessment 
global report

Search conference:
- What do we want?
- Where are we?
- What is it lacking?
- What should we do?

Internationalisation 
policies definition

Self-assessment global report review with
 search conference results and new 

self-assessment guide

3nd stage3nd stage

Peer review
 team

Peer review
 report

Phase 1Phase 1

Chart 1. The Internationalisation Quality Review Process at UNAM



71

OECD 1999

CHAPTER 4. THE NATIONAL UNIVERSITY OF MEXICO

Working sessions

Afterwards, two working sessions were held. During the first session, the group
in charge of co-ordinating the process at the university met with the directors of
the participating academic units and administration offices, and during the sec-
ond session they met with those responsible for the self-assessment exercise,
designated by the directors.

The aim of the meeting with the directors was to have them become person-
ally involved in the project, explain them the bases and objectives of the process
for evaluating the quality of international activities and their importance for higher
education institutions, and agree on the organisation of the self-assessment pro-
cess in each unit, and on the schedule.

Preparatory meetings

Once the directors had agreed to participate in the project, the operational
details of the self-assessment and peer review processes were discussed with the
peer review team co-ordinator, who paid a visit to UNAM for that purpose. That
visit provided an alternative for inviting the whole peer review team for a prepa-
ratory visit, and helped to clarify expectations on both sides with respect to the
implementation of IQRP at UNAM.

Subsequently, a meeting was held with those in charge of the international
self-assessment exercise at each of the participating units to explain the impor-
tance, bases, purpose and objectives of the International Quality Review Process,
as well as the procedure for conducting the self-assessment exercise and the use
of the guides. At these meetings, the general co-ordination mechanisms and the
activity schedule were also established. The co-ordinating group maintained close
contact with the directors of the units, clarifying doubts and helping to compile
data where necessary.

Stage 2: the self-assessment exercise

Preparation of the self-assessment report

During the second stage, the self-assessment exercise was carried out, data-
bases were created and the units’ self-assessment reports drafted. The
co-ordinating group analysed and incorporated the reports from the various facul-
ties and centres into a single report with statistical analyses, and a search confer-
ence was held, the conclusions of which were incorporated into the final self-as-
sessment report together with the new guide. The self-assessment exercise took
from six to eight weeks, while the final report and statistical analysis took approxi-
mately five weeks to complete.
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Below is a description of some of the main difficulties encountered during this
stage:

• The time required for the units to conduct the self-assessment exercise
was underestimated, since having to compile non-systematised informa-
tion took longer than anticipated.

• The two aforementioned activities were carried out simultaneously, and in
some cases the database was drawn up after the self-assessment exercise;
ideally the database should have been drawn up first.

• Formulating five separate guides proved unnecessary, since by clarifying
some of the instructions and eliminating others that were redundant it was
possible to use a single guide.

• The self-assessment reports tended to consist of lengthy descriptions of
the units involved, with a history of their international activities, rather than
a critical analysis resulting from group reflection.

• The co-ordinating group found it difficult to provide a summary of the infor-
mation provided by a complex variety of units without ignoring the essence
of their particular features.

Search conference on internationalisation

Due to the fact that it was thought necessary for the directors and those re-
sponsible for the self-assessment exercise to have the opportunity of analysing
together the results obtained, and fostering reflection on the present and future
of internationalisation, a “search conference” (Emery and Trist, 1973) was organised.
The aim of this conference was to answer the following questions: what did we
want regarding internationalisation? what was our current status? what did we need
to do? and what steps should we take?, and to use the answers from these ques-
tions to formulate objectives, strategies and goals for the internationalisation ac-
tivities at UNAM, as well as a policy for incorporating the international dimension
into the university’s main functions.

In keeping with the methodology used in search conferences, participants were
divided into several groups working separately yet simultaneously, each of which
discussed in different stages various aspects of internationalisation and its rela-
tionship to the university (Chart 2).

The conference began with an introduction describing the methodology to be
used, analysing the concept of internationalisation according to Davies (1992) and
Knight and de Wit (1995), and stating the general objective of the conference.
During the first stage of the conference, the groups analysed what international
activities should contribute in order to improve the main functions of the univer-
sity and formulated an ideal vision of these international activities in both the
context of the mission of each of the individual units and in that of the university
as a whole.
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During the second stage of the conference, following a reflection on the status
given to the internationalisation of the university by each of the various partici-
pating groups, the results of the self-assessment were presented, thereby enabling
the differences between the university’s present situation and an ideal vision of
the latter to be confronted.

During the third stage, the groups discussed ways of achieving this ideal vi-
sion of internationalisation on the basis of current conditions. They then proposed
the objectives, strategies and goals they regarded as necessary for their aim to
be achieved.

Finally, during the fourth and final stage of the search conference, the various
groups merged into a single group to incorporate their objectives, strategies and
goals and propose an institutional policy of internationalisation.

During this day-and-a-half-long meeting, conclusions were reached and key
proposals put forward to continue both the stages of the second phase of the
process and to formulate an institutional policy of internationalisation:

• Greater awareness was achieved of the importance of the
internationalisation activities carried out in the units and of their lack of
co-ordination.

• It was decided that these should be systematised by the university and
incorporated into its institutional strategic plan, while continuing to regard
the needs of the country, the institutional development plan and its own
plans as top priority.

Chart 2. Search Conference Stages

Introduction

1. Ideal Vision
> groups A, B, C, D

2. Confrontation of Ideal Vision and Present Situation
> general discussion, conclusions

3. Strategic Objectives
> groups A, B, C, D

4. Goals and Proposed Institutional Agenda
> general discussion
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• It was stressed that the internationalisation of the university should not
lead to its academic dependence on other countries.

• A preliminary proposal for an institutional policy was defined with objec-
tives, goals and strategies: “UNAM will implement a series of measures to
link its main functions to the international environment in a context of quality
that will enable it to compete successfully in a globalised world. This pro-
cess should also take into account the defence and consolidation of na-
tional cultural values and the critical analysis of values stemming from the
international context” (UNAM, 1997).

Concern for the defence of national cultural values led to a definition of the
phrase “internationalisation of higher education” which includes the term inter-
cultural, as an attempt to highlight the importance of preserving national and in-
stitutional values in the process of internationalisation:

“The internationalisation of higher education involves the process of in-
corporating an international and intercultural dimension into university
teaching, research and services.” (UNAM, 1997).

Stage 3: the peer review

In preparation for the peer review team (PRT) visit, the PRT co-ordinator was
 sent a copy of the “Report on the International Quality Review Process at the
National University of Mexico”. This final report incorporated the conclusions and
proposals of the search conference. The document contains six chapters on the
mission and national and international contexts of UNAM and each of its units, as
well as their internationalisation activities and the conclusions from the search
conference. The statistical data on the internationalisation activities, the institu-
tional profiles of UNAM and its units and the new self-assessment guide are con-
tained in the appendices.

The visit by the peer review team to the university marked the start of the third
stage of the IQRP at UNAM that ended with the PRT report. The group was made
up of four experts: Professor John Mallea, Emeritus Professor at the University of
Brandon, Canada, member of the OECD Review Committee for Higher Education
in Mexico (1997) and Chairman of the UNAM’s PRT; Dr. Manuel Gil-Antón, profes-
sor of the Universidad Autónoma de Metropolitana de México; Dr. Marjorie Peace
Lenn, Executive Director of the Center for Quality Assurance in International Edu-
cation, Washington, DC; and Drs. Hans de Wit, Vice-President for International
Affairs at the University of Amsterdam, IMHE consultant and co-ordinator of the PRT.

One of the innovations incorporated into the PRT review was the inclusion of a
local committee member, Dr. Manuel Gil-Antón, chosen at the suggestion of UNAM
because of his experience in the field of the sociology of higher education and in
various international research projects on that area and not a member of this uni-
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versity. His contribution to the peer review proved extremely valuable in placing
the international dimension of UNAM in a national and regional context.

The work schedule for the PRT visit was drawn as a result of joint consultation
between UNAM and the team itself, and the visit was based on the UNAM self-
assessment report. The PRT was divided into two groups to visit the various units.
Since the PRT was unable to arrange a meeting prior to the visit, the team
co-ordinator met with each group member separately, before the team visit. In
combination with his preparatory visit to UNAM in the first stage, this proofed to
be helpful in the preparation of the peer review.

After the interviews with the directors, academics and students at each of the
units, the PRT and the Rector of UNAM analysed the university’s international ac-
tivities. The Rector pointed out that in the past, these activities had been ori-
ented more towards Latin America but that these relations had declined. He con-
cluded that one of the problems that UNAM will face in the near future will be its
active incorporation into the international academic community.

The visit concluded with a meeting between the PRT and the directors at which
key issues for both parties were discussed.

In short, the visit was extremely fruitful, since the level of communication be-
tween the PRT and the directors of the units was such that it permitted the ex-
change of ideas and information and led to the team’s acceptance of the proposal
by the UNAM group to add the term “intercultural” to the concept of
internationalisation. Moreover, the peer team acquired more information on and
a better understanding of the university.

At the same time, as the PRT pointed out in its final report, despite the fact
that the team was unable to hold a preparatory meeting to discuss the central
aspects of the visit and was not given the assessment report earlier, “these facts
were satisfactorily compensated by the review, the information provided by the
university, the quality of the self-assessment report and the excellent organisation
of the visit by the co-ordinating group of the International Quality Review Process
at the National University of Mexico” (Gil-Antón et al., 1997, p. 5).

The first phase ended with the conclusion of the PRT report, “The International
and Intercultural Dimension of the Universidad Autónoma de México: Current Re-
alities and Future Perspectives” (Gil-Antón et al., 1997). It concluded that the cur-
rent international dimension of UNAM operates in a fragmented fashion, which
can be defined as ad hoc and low priority. The report adds that it is essential to
develop a proposal for a plan to incorporate the internationalisation activities,
both at the level of central administration and in each of the faculties and re-
search centres; make the objectives and strategies of the programmes more ex-
plicit and develop a high level of co-ordination and cohesion between the various
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programmes and organisational structures of the university and each of its com-
ponent parts “in order to be able to continue to serve as the academic and cul-
tural engine of a nation in the current context of globalisation” (Gil-Antón et al.,
p. 14). The report adds that conditions are ripe for UNAM to assume a leading role
in the internationalisation of higher education in Mexico.

Conclusions

Regarding the process

The IQRP was a useful experience for UNAM which, as mentioned in the PRT
report (Gil-Antón et al., 1997), highlighted its rich international history and wide
range of international activities, while affording a critical analysis of its current
situation and a definition of the changes needed to enable it to meet fu-
ture challenges.

The self-assessment process proved to be a useful device for analysing the
strengths and weaknesses of UNAM’s international activities. It demonstrated its
value during the first stage of the IQRP, while in its modified form it could also be
used during the next phase.

The self-assessment exercise produced a descriptive and quantitative docu-
ment on the current status of the university’s international activities, which will
undoubtedly be extremely useful in conducting a critical analysis of the current
state of internationalisation in the university. At the same time, the search confer-
ence, instigated by the UNAM, proved to be a valuable strategy, serving as a
complement to the self-assessment exercise which led to a critical analysis of the
internationalisation activities conducted in the past, as well as those currently
being undertaken and of the desirable objectives for the immediate future.

In short, as a result of the IQRP at the National University of Mexico, several
important goals were achieved. These included a) a critical self-assessment of
the university’s internationalisation; b) the systematisation of quantitative infor-
mation on the current status of its international activities; c) highlighting the im-
portance of the internationalisation of UNAM for its current and future develop-
ment; d) defining policies, objectives and goals for the future development of
internationalisation; and e) carrying out a complementary analysis from an exter-
nal, international perspective, through the peer review process.

The final self-assessment and peer review team reports, both conclude that
the university has programmes that promote the mobility of students, professors
and researchers, both Mexican and foreign, the exchange of academic and cul-
tural experiences with institutions from other countries and collaboration agree-
ments and research networks. However, these activities have not as yet been in-
corporated into an institutional policy aimed at strengthening the
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internationalisation of UNAM. This is why the peer team rated UNAM’s global in-
ternational strategy as both ad hoc and low priority.

Immediate effects

When the IQRP was being carried out at UNAM, the university was in the pro-
cess of defining the lines of action, objectives and goals of its strategic plan. In the
process implemented for this purpose UNAM opened for discussion its strategic
plan, and comments were requested from the directors, collegiate bodies and the
whole university community. Therefore, the resulting final document included the
most important proposals from the IQRP, legitimising the inclusion of international
and intercultural aspects as an important mean to support the university’s main
objectives and mission.

UNAM’s 1997-2000 Institutional Development Plan states that “an unmistak-
able sign of the times is the internationalisation of ideas, systems and institu-
tions, together with the establishment of exchange and co-operation networks
between individuals and institutions” (UNAM, 1998, p. 68). Therefore, “the
globalisation and growing internationalisation of education means that UNAM’s
actions, its international and intercultural alliances and collaborations are instru-
mental in strengthening and enhancing its main functions” (UNAM, 1998, p. 69).

In addition to statements such as those quoted, UNAM’s Institutional Devel-
opment Plan establishes various goals related to the internationalisation process.
Thus, one of the 11 strategic objectives of the plan is to develop more flexible
undergraduate and graduate programmes that will be better suited to a more com-
petitive world environment. This increased flexibility will allow the university to
offer students greater mobility, thereby enabling them to complete part of their
training at other national or international institutions.

In addition, the university has committed itself to the reinforcement of foreign
language learning and English proficiency. One of the university’s immediate aims
is to have all students due to begin their undergraduate courses in 1998 take an
English proficiency examination.

The plan also aims to strengthen the internationalisation of research at the
university’s institutes and centres and expand its academic collaboration and ex-
change programmes with the best educational and research institutions in other
parts of the world.

As far as cultural dissemination is concerned, the university aims to expand its
international collaboration and exchange activities in order to foster the knowl-
edge and appreciation of other cultures among its students and disseminate Mexi-
can cultural values abroad.
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Finally, as part of its institutional planning and evaluation objectives, the plan
aims to promote the exchange of national and international experiences concern-
ing these two areas, develop a system of information on the various
internationalisation activities and establish indicators that will reflect the diver-
sity of UNAM and incorporate national and international standards.

Future actions

UNAM’s participation in the IQRP undoubtedly had positive effects on defin-
ing the role of international and intercultural aspects of the institution. However,
an institutional policy of internationalisation has yet to be designed. Several ac-
tions will be undertaken to achieve this end, including the second phase of the
IQRP at the university.

In June 1998, the National University of Mexico was to begin the second phase
of the quality review of its international and intercultural dimension, with the par-
ticipation of the remaining academic units. This stage will entail the self-assess-
ment of the university’s remaining academic units organised into three groups.
The first comprises faculties and schools, including those outside the university
city campus; the second consists of research institutes and centres in the areas of
humanities and arts and social sciences, while the third is composed of institutes
and centres in the areas of biological and health sciences, physics, mathematical
sciences and engineering.

On the basis of the results obtained, the information gained in the earlier stages
and the IQRP report, an institutional plan for the international and intercultural
activities of UNAM will be elaborated.
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The Importance of the Self-assessment Exercise
Bentley College, United States

by
Jerome Bookin-Weiner

Introduction

The Bentley College case is a case where the impetus for involvement in qual-
ity review and assessment of the international dimension came from within the
institution and specifically from its international education professionals. This chap-
ter introduces the institutional self-assessment undertaken as part of its partici-
pation in the IQRP pilot project. The self-assessment report (abridged version),
provided as annex to this chapter, illustrates this crucial aspect of the quality re-
view of the international dimension of higher education institutions.

The college and its international mission

Bentley College is an independent, non-sectarian institution of higher educa-
tion located in the Boston suburb of Waltham, Massachusetts. Approximately 90%
of the undergraduate students and 100% of the graduate students are in business
fields. Today, the college enrols nearly 3 300 full-time undergraduate students and
about 1 850 graduate students, 85% of them part-time. The faculty consists of ap-
proximately 200 full-time members – two-thirds of them in business disciplines.
Bentley College is accredited by the New England Association of Schools and
Colleges to offer bachelor’s and master’s degrees, and all of its business and ac-
counting programmes are accredited by AACSB.

Today, in the late 1990s, there are approximately 550 international students
enrolled in Bentley degree programmes, but since the mid-1920s, Bentley has
enrolled students from outside the United States. Nevertheless, as late as 1963
the presence of a mere eight international students led the student newspaper to
trumpet in a banner headline “Bentley Goes International”. It was not until the
mid-1980s that the number of international students exceeded 100 and staff was
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added to service their needs. In 1985, the Internationalising Bentley Committee
was established, which issued a report in August 1986 calling for a comprehensive
plan of action. The guiding principles enunciated in that report remain the central
international mission of Bentley College:

“Internationalising a college means internationalising each individual. A
Bentley College education should provide each student with a broader,
deeper appreciation for other cultures and peoples. Internationalising
Bentley is not an add-on programme, it is an attitude. The liberally edu-
cated professional in an interdependent world must work at understand-
ing the many and diverse components of that world.”

Among the recommendations in the 1986 report was establishment of an inter-
national centre at the college to focus attention on issues related to faculty devel-
opment, internationalisation of the curriculum, faculty exchange and study abroad
programmes. In 1995, the Office of International Student and Scholar Services was
merged with the Office of International Programmes to become the Bentley Col-
lege International Centre, with the first Dean of International Education. This
brought all of Bentley’s international activities (with the exceptions of student and
faculty recruitment) together under one umbrella for the first time.

The need for self-assessment

While the overall international education mission remained unchanged, the
environment had changed substantially over the ten years since the
Internationalising Bentley Report. As a result, the college’s President and Pro-
vost charged the Dean with undertaking a comprehensive strategic planning pro-
cess for the future of international education at Bentley during the 1996-97 aca-
demic year. In the context of that strategic planning process, Bentley hoped to
measure its international dimension and future plans against international stan-
dards. Therefore, it was logical for Bentley to become involved in the IQRP pilot
project in 1996.

During the spring semester 1996, the International Affairs Committee – seven
faculty members appointed to two-year staggered terms by the Faculty Senate –
conducted a series of seven focus groups involving faculty, students and adminis-
trators. The focus groups were homogeneous in that each one consisted of faculty,
students or administrators exclusively and each group consisted either of people
heavily involved in international activities or relatively uninvolved. The data col-
lected from these focus groups, which were not attended by members of the Inter-
national Centre staff and were conducted by faculty in management and market-
ing familiar with focus group techniques, formed an important part of the “raw
material” used by the self-assessment team when it began to assess the strengths
and weaknesses of Bentley’s international activities.
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At the end of the spring semester 1996, Bentley received the IQRP framework
and organised its self-assessment team (SAT). Dr. Marylee S. Crofts, Associate Dean
of International Education, headed the SAT, which also included three faculty
members, the Dean of International Education and two other professional staff
members of the International Centre, the Administrative Director for Academic
Affairs in the Provost’s Office, and representatives of both the Undergraduate and
Graduate Admissions offices. Because the work of the SAT was to take place dur-
ing the summer, it was not feasible to include students.

The SAT divided the sections of the framework amongst themselves and each
undertook the project independently. For example, the sections dealing with
institutional organisation and policy were drafted by the Dean, those relating to
the curriculum, research and faculty development by the faculty members (who
divided up this work amongst themselves), those relating to student recruit-
ment by the admissions officers, those relating to study abroad by the Director
of Study Abroad, and those relating to international students and scholars by
the Director of International Student and Scholar Services. In each section the
members of the SAT were asked to pay particular attention to analysis and as-
sessment and to make concrete recommendations for future initiatives and im-
provements on current activities. This was done in part to be responsive to the
IQRP framework and in part to make the exercise as useful as possible to the
overall international strategic planning process at Bentley of which participation
in IQRP was a part.

As a concrete example of the kind of data assembled, the faculty members
divided the academic departments among themselves and each took responsi-
bility for reporting on internationalisation of the curriculum in those departments.
They gathered data on the courses with an international focus offered in each
department, on the inclusion of international cases and other content in courses
that do not have a clear international focus and on enrolment patterns in those
courses. They also looked at the involvement of faculty in each department in
international activities, including faculty development programmes, institutional
development projects, and research.

During the summer of 1996, Dr. Crofts spent approximately 50% of her time
working on IQRP related matters – attending meetings of the SAT (of which there
were a total of four), prodding members of the SAT to complete their sections of
the report, and, most importantly, editing and rewriting the sections into a report
that was a complete and coherent document to be forwarded to the members of
the peer review team that would visit Bentley in mid-September 1996. Other
members of the SAT spent considerably less time on the task than did Dr. Crofts.
In part, this was a result of the fact that much of the data needed for the SAT
report was already available in the International Centre and in part because the
entire IQRP participation was part and parcel of the larger strategic plan-
ning process.
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The self-assessment report that was the result of this process provided an im-
portant instrument to develop the strategic planning process of the institution.
The annex provides the text of the report in an abridged version. The next sec-
tions will look at the way the peer review took place and how IQRP has impacted
on the strategic planning process of Bentley College.

The peer review

Because Bentley was one of the three pilot institutions in the first phase of the
IQRP project, time constraints played a significant role in the process. The IQRP
framework did not become available until late in the spring semester 1996. This
forced most of the SAT work into the summer when many faculty and staff take
vacation time. Then the PRT visit was scheduled in mid-September, meaning that
only a broad outline of the first draft of the institutional strategic plan was ready.

In addition to the above constraints, the institutional context was in the pro-
cess of changing during the period in question. In April 1996, Dr. Joseph M. Cronin,
Bentley’s president since 1991, announced that he would be leaving the college at
the end of the 1996-97 academic year. He immediately became a “lame duck”,
with most of his responsibilities devolving to Dr. Philip Friedman, the Vice-Presi-
dent for Academic Affairs and Provost. Cronin had made internationalisation a
cornerstone of his strategy for the college and Friedman strongly supported
this thrust.

Despite the constraints of time and institutional transition, the PRT visit proved
to be the most valuable part of the exercise for Bentley international education
administrators. Vice-President Friedman met with the three-person team – Marjorie
Peace Lenn of the Center for Quality Assurance in International Education, Outi
Snellman of the University of Lapland in Finland, and Leo West of Monash Univer-
sity in Australia – at the outset of their two-day visit and posed to the team a basic
question: “Is there something clearly missing or awry in our international activi-
ties, or are we basically on track and need only to stay the course and improve
certain aspects of what we are doing?”

During the two-day visit, the PRT met with a wide variety of faculty, staff and
students in a series of very intense sessions. In fact, two days probably were not
sufficient for the team to meet and assess effectively, and one of the consequences
was that the team’s report was not delivered to Bentley until nearly three months
after the visit – the team had insufficient time to meet together to draw conclu-
sions, given the intensive schedule of sessions with faculty, students and staff
during their two days at Bentley.

However, during its visit and in exit discussions with Vice-President Friedman
and the Dean and Associate Dean of International Education, the PRT identified a
clear problem area for the future development of international education at Bentley.
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Over the preceding five years a considerable amount of time and energy had gone
into the college’s involvement with projects in Estonia. These projects were funded
by more than $1.5 million in United States government grants. More than 30 fac-
ulty members had visited Estonia to teach and give seminars, and many more had
been involved with visiting Estonian faculty and students at Bentley. The projects
had become the most significant engine for faculty involvement in international
education. In some cases it had become a major professional commitment, alter-
ing teaching and research directions, while in others it had been a first introduc-
tion to involvement in international activities and the catalyst for further involve-
ment in Estonia and elsewhere. But, by the time of the PRT visit, it was clear that
the United States government funding for Bentley’s involvement in Estonia was
coming to an end – Estonia was deemed to be so successful in making the transi-
tion to a market economy that further funding was not to be provided for transi-
tion projects.

Impact of IQRP

Consequently, the PRT strongly recommended that Bentley find another av-
enue (or other avenues) for faculty to become actively involved in international
activities – a new engine was necessary. This insight became a major thrust of the
strategic plan that emerged over the succeeding months as one of its most impor-
tant components became the search for new avenues to involve faculty in interna-
tional activities. In keeping with the PRT reports observation that Bentley had
accomplished significant internationalisation over the preceding ten years and
was “on the right track” in other respects, the strategic plan otherwise consists
largely of efforts at continuous improvement and quality enhancement.

Within six months of the PRT visit, Bentley had appointed a new president,
Dr. Joseph Morone. His vision of the college’s future is different from his
predecessor’s in that he sees international education as an essential element in
fulfilling the goal of “moving Bentley to the next level”, but he does not see it as
the defining characteristic that is central to that goal. As a result, the strategic
emphasis on international education has been subordinated to an emphasis on
the intersections between information technology, business, and leadership/citi-
zenship development. Within that triad, international education has an important
role to play, and so the international strategic plan has had to be reformulated to
speak to those issues while maintaining the important elements present over the
previous decade and the insights gained from participation in the IQRP pilot project.
In that process, the self-assessment played a crucial role, reason why the report is
presented in an abridged version as annex to this chapter.
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Annex
The 1996 Bentley College Self-assessment Report

Abridged version

Preface

Bentley College, located in the Boston suburb of Waltham, Massachusetts, United States,
is one of a handful of speciality business schools in the United States. The college was
founded in 1917 as the Bentley School of Accounting and Finance by Harry C. Bentley,
former chairman of accountancy at Boston University and former dean of what is now the
business school of Northeastern University. Bentley College offers bachelor of science
degrees in eight business disciplines (accounting, business communications, business
economics, computer information systems, economics-finance, finance, management, and
marketing), bachelor of arts degrees in five fields (English, history, international culture
and economy, liberal arts, and philosophy), a bachelor of science in mathematics, the mas-
ter of business administration (MBA), and master of science degrees in six fields (account-
ing, business economics, computer information systems, finance, personal financial plan-
ning, and taxation). Bentley enrols approximately 3 200 full-time undergraduate students,
1 400 part-time undergraduates, 250 full-time graduate students, and 1 800 students pur-
suing graduate degrees on a part-time basis.

Bentley first admitted international students as early as the 1920s, but only began a
serious commitment to international education in the mid-1980s. In 1985, the college’s
Vice-President for Academic Affairs and Provost at the time convened a campus-wide
Internationalising Bentley Committee to examine ways and means of enhancing interna-
tional education at the college. The Committee’s Internationalising Bentley Report, issued
in August 1986, has served as the guiding document for the development of the philo-
sophical and programmatic aspects of internationalisation over the past decade. Develop-
ments since 1986 have included expansion of the number of international students nearly
five-fold to almost 600 from more than 75 countries, establishment of Bentley-sponsored
study abroad programmes for undergraduates and study tours abroad for graduate stu-
dents, expansion of faculty international competence through college-sponsored faculty
development efforts, establishment of linkages for faculty and student exchange with in-
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stitutions in 20 countries, and securing of nearly $3 million in grants to support a range of
different international activities. The focus of much of Bentley’s international programme
development has been in the business areas, a reflection of the fact that the college is a
speciality business school. Staff to implement and oversee the college’s international com-
mitment has grown from a half-time foreign student advisor in 1985 to nine full-time staff
members in 1996.

Governance and organisation systems

Mission and purpose

The Internationalising Bentley Committee developed the international mission state-
ment of Bentley College:

“Internationalising a college means internationalising each individual. A Bentley
College education should provide each student with a broader, deeper appre-
ciation for other cultures and peoples. Internationalising Bentley is not an add-on
programme; it is an attitude. The liberally educated professional in an interde-
pendent world must, throughout his or her lifetime, work at understanding the
many and diverse components of that world.” (Internationalising Bentley Committee
Report, 1986).

As a business college, Bentley has a special international focus within the global com-
munity of industry, trade and commerce. The mission statement adopted for the Interna-
tional Centre in 1994 states: “As American business responds to the challenges of the inter-
national arena, so must American education. If the United States businesses are to survive
and prosper in a global economy they must have managers who are comfortable working
with foreign executives and living in foreign cultures. If world peace is to be an achievable
goal, people of different races, religions and languages must interact with a tolerance and
appreciation of diversity.”

The need to understand other people and to coexist and compete with them require an inter-
national dimension in a student’s academic experience. The centre works in collaboration with the
rest of the Bentley community to achieve the goal of internationalising each individual.

These educational goals are accomplished through internationalised curricula and fac-
ulty, through study abroad programmes and study tours, through faculty and student ex-
changes, and aided by the presence of an international student body. In addition to the
educational goals of the college, the presence of international students provides Bentley
with a broad global base for the development of contacts to recruit students, conduct
research, and promote faculty and student involvement overseas in a variety of projects.
Because the international students at Bentley receive no financial aid, they also provide
an important source of revenue for the college.

The mission is valued by the college as a whole – indeed, “globalisation” is identified
as one of the college’s “core values” in the college mission statement. Internationalisation
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is supported and respected and seen as a worthy, advantageous and self-enlightened
mission. The Dean of Faculty and the Undergraduate College and the Dean of the Gradu-
ate School of Business support the international mission. For example, they make it pos-
sible for faculty to teach in study abroad programmes and to offer courses with embedded
study tours. The deans make their decisions openly and fairly regarding the interests of
the International Centre, weighing them within the needs of the college as a whole. They
have allowed, for example, important, under-enrolled international classes to be offered
and have permitted faculty to devote needed time to International Centre programmes
and projects.

The Vice-President for Academic Affairs and Provost is a firm supporter of the interna-
tional mission and, thus, of the initiatives and work of the International Centre. One of his
important contributions is to facilitate reciprocal agreements with institutions overseas,
which broaden the scope of study abroad, provide additional faculty opportunities for
overseas teaching and bring international transfer students to the college.

Policies and strategies

In 1985-86, the college went through an intensive planning process resulting in the
Internationalising Bentley Report. That, together with the international sections of the col-
lege-wide strategic plan, serve as the basis of Bentley’s policy and strategy. In essence, the
approach is a broadly based effort to internationalise the student body – both through the
recruitment of international students for the undergraduate and graduate programmes and
by providing international experiences for American undergraduates through study abroad,
student exchanges, study tours, and co-curricular activities.

In 1996, the college has undertaken a comprehensive strategic planning process for the
future of international education at Bentley. This internationalisation strategy is part and
parcel of the college’s overall strategic thinking and planning. All decisions are made in
that context.

As at most academic institutions, decision-making at Bentley is a collaborative process.
For the most part, decisions originate in the International Centre and from its staff. Within
the centre there are weekly meetings of the staff as a whole and of the four senior interna-
tional education professionals (Dean of International Education, Associate Dean, Director
of International Student and Scholar Services, and Director of Study Abroad). New policies
tend to evolve from those meetings and are taken to administrators (Deans’ Executive
Council) and faculty committees (International Affairs Committee, standing Faculty Senate
Committees) for discussion and approval. The Dean of International Education is a mem-
ber of the Deans’ Executive Council (which also includes the Vice-President for Academic
Affairs and Provost, Administrative Co-ordinator for Academic Affairs, Vice-Provost and Dean
of Enrolment Management, Dean of Faculty and the Undergraduate College, Dean of the
Graduate School of Business, Dean of Continuing Education, Associate Dean of the Under-
graduate College, and Dean of Students). The International Affairs Committee is a faculty
advisory committee, appointed by the Faculty Senate. It meets regularly during the aca-
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demic year and has been actively involved in reviewing policies and procedures and in
the academic programme review of study abroad and the strategic planning process. The
other faculty committee which is frequently involved is the Curriculum Committee, par-
ticularly with respect to curriculum issues in study abroad programmes and academic affili-
ations. Finally, during the summer of 1996, the Dean of the Graduate School of Business
established an International Opportunities Action Team headed by the Director of Gradu-
ate Admissions and including the Dean of International Education, Director of Interna-
tional Student and Scholar Services, Co-ordinator of the MBA International Business Con-
centration, Graduate Registrar, and Director of Field-based Learning for the Graduate School.
This new body will play a key role in identifying and pursuing international opportunities
in the graduate programmes.

Organisation and structures

Ultimate responsibility for policy rests with the Dean of International Education who
reports to the Vice-President for Academic Affairs and Provost. The President and the Board
of Trustees oversee general policy, which affects the programmes of the International Cen-
tre as it does every other unit on campus.

The International Centre has direct operational responsibility for international activi-
ties. The centre works with institutions overseas and, in some cases, retains support per-
sonnel to facilitate study abroad and other linkages with sister institutions.

The Dean of International Education serves on the Deans’ Executive Council, which is a
formal channel of communication with the college. Additionally, the International Centre
communicates with college departments and faculty through the International Affairs Com-
mittee (IAC) composed of faculty representatives appointed by the Faculty Senate. The
IAC serves in an advisory capacity to the centre.

Planning and evaluation

At the institutional level, internationalisation is an integral part of the institutional strat-
egy, with “globalisation” listed in the college’s mission statement as one of Bentley’s “core
values”. As a member of the Deans’ Executive Council, the Dean of International Education
is a participant in the annual academic affairs planning process, which is part and parcel of
the annual budget process. At the departmental level, evidence of how internationalisation
is integrated into the planning processes is much more difficult to identify in a coherent
manner. It is largely a function of the degree to which a department feels that its needs lie
in that area as hiring decisions are made.

Overall assessment of the internationalisation process is taking place as part of the
strategic planning process for international education that began in the spring of 1996 and
will continue throughout the 1996-97 academic year.
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The American Assembly of Collegiate Schools of Business (AACSB) and the New En-
gland Association of Schools and Colleges (NEASC) both examine international aspects in
their accreditation reviews. AACSB requires that the curriculum include international ele-
ments, and NEASC examines the overall international efforts of the institution, with par-
ticular reference to credit bearing activities.

Study abroad programmes are evaluated on an on-going basis by the International
Centre through surveys of returned students and through focus groups. In addition, the
overall study abroad programme was reviewed in 1995-96 in preparation for a report to the
Curriculum Committee that is being submitted in September 1996.

Financial support and resource allocation

Internally, the college budget supports basic operations and programmes to serve in-
ternational students and scholars, a staff of nine (six professional and three support), fac-
ulty development, campus awareness programming, etc.

Externally, the college has been successful in attracting federal grant support for a vari-
ety of faculty development, curriculum development, student exchange, and development
assistance projects (especially in Estonia). Over the past decade nearly $3 million in grant
funding has been secured.

Efforts are now beginning to approach international alumni and parents of interna-
tional students as a potential source of support.

Allocation of funds to the International Centre is determined by the college’s regular
allocation procedures through the Division of Academic Affairs, with account being taken
of the revenue potential of new ventures and the impact on the educational programme of
faculty and curriculum development activities.

Most funding for internationalisation comes from within the institution through pro-
cesses described above. External funding is sought from the United States government
grants primarily, although this source is dwindling.

Support services and facilities

Services and infrastructure to support and develop international activities at Bentley
are located primarily in the International Centre, which occupies approximately 2 000 sq.
feet of space in the Adamian Graduate Centre. In addition to the offices, the centre in-
cludes a resource library for students interested in studying, working or pursuing intern-
ships abroad, lounge space for students, and a small conference room.

On the whole, support from institution-wide service departments is good.



91

OECD 1999

CHAPTER 5. BENTLEY COLLEGE, UNITED STATES

The library director has been very supportive of the internationalisation process. His
staff has been very good about adding international materials to the collection, and has
actively participated in the college’s projects in Estonia. Other facilities, such as the resi-
dence halls and cafeterias, also have made strides in recent years, although there is still
room for improvement in cross-cultural programming in the residence halls. Other extra-
curricular activities are internationalised to the degree that student demand will support –
there is a World Affairs Club that meets sporadically, a Model United Nations programme
that facilitates student participation in Model United Nations for college students in the
United States and abroad and runs a Model United Nations for secondary school students
each May, an International Business Association and International Graduate Association of
Business and the active International Club primarily for international students. In addition,
last winter a chapter of Phi Beta Delta was established to recognise international accom-
plishments of Bentley students, faculty and staff. Nine years ago a group of students estab-
lished a chapter of AIESEC, the international organisation of business students that fo-
cuses on obtaining traineeships for exchange students and send students to participate in
such exchange traineeships abroad. However, the group’s founding coincided with a very
deep recession in the local economy and it was disbanded three years later after failing to
obtain a single traineeship.

Self-assessment of the governance and organisation systems
for internationalisation

Generally, the SAT evaluation is positive concerning this area, for two basic reasons:
the merger of the Office of International Programmes and the Office of International Stu-
dent Services, in January 1995, has brought better communication among the parties and
stronger support for student services. Secondly, the change in the appointment of the
Director to Dean of International Education has broadened the purview of the
internationalising process and mandate and has made this mandate more central in the
eyes of the college.

The SAT deems necessary the following issues for further action:

• Revisit the structure and role of the International Affairs Committee. Can/should it
be a standing Senate committee, with elected members, or remain an appointed
committee? Should the purpose of the committee, now advisory, be altered?

• To what extent can/should the issue of internationalisation be factored into depart-
ment-level decision making regarding programme and departmental reviews?

• How can improvements be made with those units on campus with which the centre
has direct contact: admissions, career services, library, food service, financial aid,
registrar, undergraduate dean’s office, etc.?

• Is it now appropriate to revive the AIESEC chapter at Bentley?
• How can the college position itself better to involve international alumni in pro-

gramming and develop a plan for fund raising internationally?
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The SAT recommends that the suggestions in this report be considered in the devel-
opment of the college’s international strategic plan, due in revised draft form in early 1997.

Academic programmes

Area, language and interdisciplinary studies

All bachelor of arts (BA) students are required to achieve intermediate competency in
a foreign language. Bachelor of science (BS) students have arts and science electives, a
humanities elective, and two or more free electives which they can dedicate to study of a
foreign language, should they desire. Both BA and BS students may minor in a foreign
language, although the somewhat inflexible nature of the business curriculum makes this
difficult for BS students. A pending curricular reform proposal would, if adopted, provide
greater curricular flexibility and accommodate more language study for BS students.

Language courses give strong emphasis to communication skills and cultural content,
and oral proficiency is emphasised in testing. The multimedia learning centre offers com-
puterised instruction as well as standard taped language lessons. The department also has
developed courses in business communication in French, Spanish and Italian.

Area studies are offered in a number of arts and sciences departments. History, for
example has courses in pre-Columbian America, Early Modern Europe, Twentieth-Century
Europe, Modern Germany, The Soviet Union and After, Latin America (1 800 present), His-
tory of China, History of Japan, Modern Japan, Modern East Asia, Middle East: Islamic and
Contemporary, and The Past and Present in Africa. In addition, the English Department
offers courses in the British Tradition, Literature and Culture I and II, the European Tradi-
tion, Intercultural Communication, African American Literature and Culture, Literature of
the Caribbean, and Selected Topics in World Literature.

With regard to “international” courses, the Government Department offers International
Politics, International Organisation, World Order: Crisis Management and Conflict Resolu-
tion, and the Model United Nations. International courses on the business side include
International Economics, International Economic Growth and Development, Modern Eco-
nomic Systems, International Business Law, Management of International Operations, In-
ternational Marketing, International Accounting, and International Finance. In addition to
these offerings at the undergraduate level, there are “international” courses in the gradu-
ate programmes in all the key disciplines – accounting, economics, finance, law, and mar-
keting, with two offered in the management area.

Four years ago the college inaugurated a new interdisciplinary BA degree in Interna-
tional Culture and Economy (ICE). The ICE programme requires study of a modern lan-
guage as well as courses in intercultural communication, global issues, international eco-
nomics and a senior seminar. Students are also allowed to choose electives from a broad
group of internationally oriented courses in a number of academic departments such as
history, government, behavioural sciences and economics.
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Beyond the ICE programme, the college also offers to undergraduate students minors
in International Business and International Culture and Economy. At the graduate level,
there is also an International Business Concentration within the MBA programme which
allows students to take courses from several disciplines. Finally, the Graduate School of-
fers several International Study Tour Courses: International Treasury Management (at the
Royal Melbourne Institute of Technology in Australia), European Business Environment (at
Maastricht, Netherlands), Japanese Culture and Business Practice, and Studies in the Trans-
forming Economies of Europe: The Case of Estonia.

Language studies are developed in the Department of Modern Languages. Area stud-
ies are developed in particular departments as well. In addition, however, the faculty di-
rector of the ICE programme and the Dean of International Education are collaborating to
promote the development of area studies options for students and the development of
new courses for undergraduates.

Courses and instructors are evaluated by students through the Student Evaluation of
Teaching (SET). This evaluation instrument includes a computerised section as well as
written feedback to faculty. It is administered in every course section taught each semes-
ter. Departments individually evaluate courses by reviewing syllabi, peer classroom visits
of junior faculty, monitoring enrolments, and through periodic departmental self-study
reviews (every five years or sooner).

In the immediate future, the ICE programme will be a major focus for the development
of new area studies courses in conjunction with various academic departments. The ICE
programme is not, however, an international “ghetto” where all international course devel-
opment is located. The International Centre will also work with individual departments to
develop new area studies courses and also business courses with an interna-
tional dimension.

As regards research, Bentley has no specialised research or graduate centres with an
international focus in the strict sense. However, the Centre for Business Ethics has been
quite active internationally, and the soon-to-be-established Centre for Securities Analysis
and Trading (based in a computer simulated trading room being constructed on campus)
will have a strong international profile once it is up and running.

At the institution level, the International Centre has established a number of exchanges
which send Bentley faculty abroad to lecture and conduct research at partner institutions
and bring international faculty to Bentley for periods ranging from several weeks to a full
academic year.

International curricula

All degrees (BA, BS, BA/MBA, BA/MSA) allow for language and area studies courses as
an option through free electives, arts and sciences electives, and humanities electives.
Some majors encourage such courses: English, history, and business communication, for
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example. All students can minor in languages or in other fields such as history where area
studies are part of the curriculum. The ICE programme is built upon the premise that stu-
dents will explore the various language and area studies courses available throughout
the curriculum.

Integrating the international dimension has been an institutional priority for a number
of years. Inclusion of adequate international content in the curriculum is encouraged by
the standards of both of Bentley’s primary accrediting groups, AACSB and NEASC.

Rather than requiring a specific “international” core course for all students, Bentley has
tried to broadly integrate international material across the curriculum. In many business
disciplines, a required undergraduate survey course includes an international component
as one of many topics covered. Finally, all study abroad courses (see below) are carefully
reviewed and are given Bentley College rather than transfer credit.

At the graduate level the same pattern holds: an international component in a basic
course is supplemented by the opportunity and/or requirement to take other specifically
international courses. In addition, the MBA requires a two course capstone sequence for
all students: GR 601 “Competing in the Global Marketplace: Analysis of the Business Envi-
ronment” and GR 602 “Competing in the Global Marketplace: Strategy and Implementation”.

While the college offers no joint or double degree programmes at this point, Bentley
currently does have two formal partnerships at the undergraduate level with Spanish insti-
tutions. Catalonia International College in Barcelona has designed its undergraduate
programme based upon the Bentley model. Bentley has also recently entered into a simi-
lar arrangement with the College for International Studies in Madrid, a two-year institution.

Internationalised curricula are developed within various departments or task forces.
All new courses are reviewed by the college Curriculum Committee. New course develop-
ment is encouraged primarily through faculty interest. Funding is sometimes available in
the form of Rauch grants, initiatives sponsored by the office of the Vice-President or Un-
dergraduate Dean. The International Centre also receives some funding used to develop
courses and programmes.

Teaching and learning process

Because of the attention given to internationalisation for well over a decade, a signifi-
cant amount of material of this sort is used throughout the curriculum. A few examples will
show the nature of what is being done and its spread across the curriculum:

• Cross-cultural consumer behaviour is discussed in all sections of MK 264 “Consumer
Behaviour”.

• Cross-national examples, case studies and writing assignments are used in MK 160
and 162.
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• International negotiating is a key topic in MG 360 “Negotiating” and in the graduate
course, MG 635 “Negotiating”.

• An Internet and WWW module explores international possibilities and issues in
information technology in CS 301 “Information Technology in Organisations”.

• Ethical cases having international dimensions are used in GR 509 “Information Tech-
nology in the Business Environment”.

• Case studies of specific countries and regions are integrated into classroom discus-
sions and student assignments in EC 321 “International Economic Growth and De-
velopment”.

• Students prepare country studies/analyses in ICE 260 “Global Issues and Interde-
pendence”.

Because the number of international students has increased greatly in recent years,
the volume of interaction has naturally increased. Students enrol in courses based on the
requirements of their major and their personal scheduling preferences. They may or may
not interact extensively with students from other countries during a specific semester.

The Associate Dean of International Education has written “International Students in
the Classroom”, a guide for faculty to help them integrate domestic and international stu-
dents effectively in the classroom and the Centre for Excellence in Teaching has also held
a number of seminars for faculty on this topic.

Only in the study of modern languages and in some study-abroad sites is instruction
given in a language other than English. Study abroad students whose site is a non-English-
speaking country are required to study a language of that country.

Study abroad and student exchange programmes

The Study Abroad Office at Bentley College is responsible for the advising, ad-
ministration, operation, marketing, recruitment and placement of both graduate and
undergraduate study abroad programmes for fall, spring, summer, year-long, embed-
ded, short-term, spring break, and winter break programmes in 10 different coun-
tries, as follows:

• Melbourne, Australia. Operating since 1990, Melbourne is one of Bentley’s two most
successful programmes. Students take three courses taught specifically for Bentley’s
study abroad programme and take two additional courses at either the Royal
Melbourne Institute of Technology or Monash University.

• Brussels, Belgium. This is the other most popular programme at Bentley. Since 1989,
Bentley has been sending students to Vesalius College, an English-medium, Ameri-
can style division of the Vrije Universiteit Brussel. Its primary attraction is its Euro-
pean location. Students are required to study a language (French, Dutch or German
from the beginner to advanced levels), and to take two required courses. One re-
quired course is a European arts course which includes field trips to Paris, Amsterdam
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and various other cities and museums, and the other required course is on the
Origins and Development of the European Union.

• Tartu, Estonia. The spring of 1996 was the first semester that Bentley sent stu-
dents to the University of Tartu. Students take all of their classes at the University
of Tartu in the Baltic Studies Division.

• Paris, France. Bentley is in the process of developing a programme in Paris for the
fall of 1997. We are currently reviewing two universities in Paris.

• Puebla, Mexico. This programme has been offered since 1991 at the Universidad de
las Américas in Puebla (UDLA). Students are required to have at least one year of
college level Spanish, because most courses are taught in Spanish at UDLA. UDLA
offers a large variety of courses but unlike the other study abroad programmes,
very few courses are offered in English.

• Madrid, Spain. This programme was also new for spring 1996, offering students the
opportunity to study in Madrid at the College for International Studies, an institu-
tion with which Bentley has an articulation agreement.

• Florence, Italy. This is Bentley’s newest programme located in Florence, at Instituto
Lorenzo de Medici. Students are required to study Italian (offered at all levels,
including intensive) and to take one culture course selected from a choice of four.

• Graduate study tours. Bentley’s graduate study tour destinations include: Tokyo,
Japan; Maastricht, the Netherlands; and Melbourne, Australia. The Tokyo programme
offers credit in GR/MG 790 “Japanese Culture and Business Practice”. The Maastricht
course is GR 790 “European Business Environment: Competing in the Global
Economy in the 21st Century”. The Melbourne programme, GR/FI 790 “International
Treasury Management”, is designed for students in finance.

• Summer programmes. Where possible, Bentley offers summer programmes at in-
stitutions that host the semester or year long programmes. Summer programmes
emphasise language study and are offered at the following sites: Spain, Mexico
and Italy.

• Embedded programmes. Currently, two embedded programmes are offered, in Lon-
don and Estonia. Both study tours take place during spring break and form an inte-
gral part of the course work in the regular semester class.

Bentley markets its study abroad programmes externally and accepts students from
other academic institutions throughout the United States. Bentley offers business students
the opportunity to study abroad while taking upper level business courses towards their
degree requirements. Bentley’s study abroad programmes are primarily taught in English,
requiring collateral study of the host country language. In addition, it is far less compli-
cated for business students to transfer business course credit (to be used for degree re-
quirements) to their home institution from an AACSB accredited college or university. Be-
cause every course taken on a Bentley sponsored study abroad programme is approved as
a Bentley course, assigned a Bentley course number, and transcripted by Bentley, stu-
dents are transferring credit from an AACSB accredited business programme.

Bentley College offers internships on a regular basis through the MBA Internship
Programme. The purpose of the MBA Internship Programme is to provide appropriate work
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opportunities for MBA candidates who have had little practical, professional experience.
Since the programme began in the spring semester of 1991, 104 students have partici-
pated. Half of these were international students.

Bentley currently does not offer work abroad or internship programmes overseas for
undergraduate students, although several have arranged international internships on
their own.

Study abroad and student exchange programmes are evaluated by students at the
close of their academic study abroad, by personnel on-site who are responsible for the
administration of the programmes and by the staff of the International Centre.

Self-assessment of the internationalisation of academic programmes

Generally, the SAT is pleased with the development of internationalisation in the aca-
demic programmes of the college because significant growth has occurred in the past few
years. Successes include development and implementation of:

• International modules in most business core courses.
• Undergraduate history requirement with coverage of non-western areas included.
• An MBA International Business Concentration.
• Three graduate study abroad opportunities.
• The International Culture and Economy BA major.
• Minor fields of study in international business and international culture and economy.
• Expansion of undergraduate study abroad opportunities.
• Exchange opportunities for study abroad.
• Business foreign language courses.
• Sustained commitment to international faculty development.

The following issues arose during the course of the SAT’s work:

• As the number of faculty positions grows, 25-30 new positions are anticipated in the
future, how can departments be encouraged to seek faculty with international in-
terest and experience?

• How can the departments be encouraged to increase the importance of interna-
tional perspectives in their programme development?

• How can the study abroad programmes attract more students of ethnic minorities?

The SAT recommends that:

• International faculty development funds remain stable for programme planning.
• A review be made of the MBA International Business Concentration and of the mi-

nors in international business and international culture and economy at the under-
graduate level.
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• A senior faculty member be hired with an international business specialisation to
provide academic leadership to the MBA International Business Concentration and
undergraduate international business minor.

Research and scholarly collaboration

This is an area of internationalisation in which Bentley has taken a very limited institu-
tional role. In this regard, Bentley is similar to most United States business schools, in
large measure because little in the way of external funding is available in the United States
to support such research.

Students

Domestic students

Bentley’s goal for student participation in study abroad programmes has been to main-
tain a level of 10% of each undergraduate class to participate in overseas programmes.

Feedback from students is collected through programme surveys sent out by the Study
Abroad Office at the end of each semester. In addition, surveys are often distributed by on
site staff who forward feedback to this office.

In the spring of 1996, a local chapter of Phi Beta Delta, an international honour society,
was inducted at Bentley College. Students at Bentley who had studied abroad and main-
tained a minimum grade point average of 3.4 (undergraduate) and 3.6 (graduate) were
invited to join.

The International Centre encourages, supports and provides opportunities for both
international and domestic students to participate in international activities. The Study
Abroad Office works with both faculty and the various administrative offices on campus to
provide community outreach to all students.

The Office of Academic Advising assists students with obtaining the necessary approval
to transfer course work from overseas. The Financial Aid Office has designated a special
staff member to handle all inquiries about study abroad.

There are several co-curricular and extra-curricular activities designed specifically to
involve students who do not study abroad in international activities. The most extensive is
the Model United Nations programme. For the past nine years the group has sponsored a
Model United Nations for high school students from the eastern US; held in late May each
year it attracts 300-350 students.

Other internationally oriented co-curricular and extra-curricular activities include the
International Club, International Graduate Association of Business, International Business
Association, and Phi Beta Delta. Each of these groups seeks to promote an international
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perspective among domestic students by involving them in club activities and providing
programmes with an international focus.

Foreign students on campus

As part of the strategic planning process for international education, a previous target
figure of 18% international students is now under review, and is likely to revised downward
to 15%. At present, international students make up about 13% of the undergraduate stu-
dent body and 9% of the graduate student body.

A new professional position was created to put more emphasis on recruitment, admis-
sion and retention of international students in the freshman class. The important element
in this process is to sustain diversity and encourage applications from different parts of the
world, while working towards the quantitative goal.

Although it is important to have representation from different nationalities and ethnic
backgrounds, the institution does not have quotas based on national or ethnic origin. Stu-
dents are selected based on their merits and admissibility.

The Graduate School of Business at Bentley College seeks to enrol an internationally
diverse class. All admission professionals in the admission office are trained to review
international applications and assist international students (the Graduate School classifies
international students as those who are studying on a F or J visa).

Admission standards for international applicants are essentially the same as for do-
mestic applicants with the addition of a TOEFL score of approximately 580 or better. Inter-
national students may compete for Graduate Assistantships which offer tuition remission
in exchange for providing assistance to a faculty member or administrator.

The current informal Graduate School goals with respect to international students is to
keep the total number relatively stable and work to increase the diversity of countries and
major areas of the world represented in the student population.

In order to achieve institutional goals for an increased international student popula-
tion on campus, as well as to create a good network of international ties, some short and
long term strategies have been developed.

Current recruitment and election guidelines for the next two years include:

• Increased site visits and participation in recognised college fairs and exhibitions,
and forums.

• Increased level of communication with the prospect pool.
• Direct contacts and enhanced relationship with overseas advisory centres.
• Recruiting via “word of mouth” through alumni, parents, and special projects.
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• Encouraging faculty exchange programmes with other institutions, arrange articu-
lation agreements with foreign institutions, encourage study abroad, student ex-
change programmes.

• Enhancing the ESL programme on campus.
• Establishing Alumni Admission Committees.
• Introducing “focus groups” for self-evaluation.
• Encouraging campus visits.
• Bringing international-oriented events to the Bentley campus.
• Updating publications, video, Internet and Web Page information to make informa-

tion easily accessible world-wide.

The Graduate School provides academic and recruiting information to the United States
education and advising centres, listing or advertising in graduate level guide books and
publications that have international readership.

For the last several years the Graduate School has actively recruited in Asia (Japan,
Hong Kong, China, Singapore, Thailand, Indonesia, India, China) and Europe (Turkey, Ger-
many, France and the Netherlands). The Graduate School has been instrumental in estab-
lishing formal college alumni/ae chapters in Turkey and Thailand and has plans to start
clubs in Bombay, Tokyo and Frankfurt.

In addition to measures undertaken by the Undergraduate Admissions Office, the Bridge
Programme attracts a number of students every year via word of mouth.

Requirements have been set at 475-550 TOEFL scores for Bridge, 550 and above for
regular admissions; the ESL staff may reject or recommend Bridge students to the
programme. The ESL staff also make recommendations concerning mainstreaming
Bridge students.

Support for international/second language students at this time appears adequate:

• Bridge students have access to personal tutors, the ESL tutorial centre manned by
ESL faculty, advisory sessions with the Bridge Director, selected academic advisors,
and special social activities.

• Undergraduate ESL students have access to the ESL tutorial centre, ESL adminis-
tration, and the International Centre and a multitude of activities.

• Graduate ESL students have special access to the graduate ESL tutor and the Inter-
national Centre.

International students’ academic performance is in keeping with the general student
population due to the fact that these students are recruited under comparable admission
requirements. The Selection Committee reviews each individual’s credentials, taking into
consideration his or her previous educational background, the educational system of the
country and curriculum. English proficiency is always measured through the TOEFL exam
to give a relatively accurate assessment of the student’s language knowledge level. The
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Admissions Committee’s goal is to make sure that accepted candidates have high poten-
tial for academic success in the programmes to which they are admitted.

Student services

Study abroad

A comprehensive catalogue of Bentley sponsored study abroad programmes is pub-
lished annually. A team of peer advisors, in conjunction with study abroad staff offer weekly
information sessions concerning specific study abroad sites. Faculty also take an active
role in speaking to students about study abroad opportunities. Periodically, overseas staff
come and speak to students about their institutions. There is also a complete study abroad
library, with books, magazines, videos and various other reference materials.

Study abroad students are prepared for their international academic experiences
through a series of pre-departure orientation and advising sessions.

Bentley offers language instruction from beginner through intermediate levels in the
following: French, Spanish, German, Italian, Japanese, and Chinese. In addition, Bentley
offers advanced level course work in Spanish, French and Italian.

English as a Second Language (ESL)

Bentley offers ESL classes to students who need further work in language skills. In all
ESL classes (Bridge and freshman composition) there is an emphasis on diversity. This
emphasis is reflected in assignments, group work, and other classroom activities. Compari-
sons and contrasts are made constantly among the cultures represented in the classroom
and American cultures.

The ESL Undergraduate Tutorial Centre serves as a primary academic support. ESL
staff teach the freshman composition classes, which offers students who need it help from
professionals trained in ESL.

The ESL administration maintains personal contact with each student throughout their
time in ESL courses.

The Bridge Programme admits and prepares conditional students to continue at Bentley
if their language skills become adequate. Bridge attracts international as well as United
States American students whose mother tongue is not English.

In the Bridge Programme, there are personal tutors (academic and personal advising),
a thorough orientation programme, workshops in using computers, academic skills prepa-
ration, registration workshops and advising sessions.
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International students

The International Centre provides assistance on a wide range of issues to all interna-
tional students enrolled or planning to enrol at Bentley College, and serves as the primary
resource and advocate for these students on campus. Although an international student’s
first contact with Bentley is usually with the Office of Admission, the International Centre
staff seeks to have an ongoing relationship with each international student during his or her
time here.

The International Centre provides information to students and scholars before their
arrival on campus, sponsors an International Orientation Programme, and works with other
offices across campus to present a variety of programmes and activities throughout the
year. Personal counselling and advising on immigration, employment, tax, insurance, fi-
nancial, academic, housing, and adjustment issues are available.

Self-assessment of internationalisation with respect to students

Creating the International Centre was a wise decision on the part of the college; this
organisational change, which increased staffing and pooled resources, has had great posi-
tive impact with respect to students. The centre has a high level of service, a growing
number of activities for international students, an extensive international handbook not
found at most colleges, a professional-looking newsletter, a new peer advisor programme,
and an expanded hosting programme. A steady improvement has been seen, and although
there is still much room for growth, the centre is clearly moving in the right direction.

According to the SAT, the following topics are of particular concern from the point of
view of services to international students:

• Orientation: We support the combining of international and general new student ori-
entations to allow international students and domestic students to get to know one
another before the start of classes.

• Retention: Retention of international students, particularly men, is a concern. The
revision of the freshman year experience – including joint orientation – should help
retain international students. A second effort designed to improve retention is the
new International Peer Advisor (IPA) programme which will provide every new in-
ternational student with a continuing student – international or domestic – as a sort
of mentor.

• Academic advising: Academic advising should be instituted in a rigorous fashion be-
fore classes begin. Waiting until two or three weeks into the semester is not ad-
equate; new students need academic advisers early on.

• Freshman courses: Could there be a required “Bentley 101” – a revamped “Freshman
Seminar” course – to introduce new freshmen to the college? Could there be a
“USA 101” in lieu of the United States government for international students? This
would be an introduction to the United States history, society and contemporary life.
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• English Language Issues: Should we develop a pre-matriculation ESL programme along
with more ESL support for matriculated students?

• Food service: This is a problem for many international students who, day in and day
out, are not able to eat foods they prefer or to which they are accustomed. We
would like to see a greater commitment on the part of Marriott to incorporating
foods from different countries into their daily menus, rather than only providing
these foods for special dinners or catered events.

• Residence life: The current policy of matching international and United States stu-
dents as roommates is supported by the International Centre. Could there also be
an international floor or dorm that would house equal numbers of United States
and international students who are interested in being more involved in program-
ming activities? International students frequently want single rooms, but there are
too few single rooms available.

For study abroad students, the SAT recommends that:

• Specific target numbers be set for Bentley student participation.
• Further recognition be given to student participation.
• More exchange options or more creative variations on exchange opportunities be

developed.
• A review of the financial aid policy be undertaken to increase the amount of institu-

tional aid applicable to study abroad.
• Study abroad scholarship opportunities be developed.
• The programme fee structure be re-examined.

For English as a Second Language students, the SAT recommends that:

• Bentley develop an intensive ESL programme to attract undergraduate and gradu-
ate students who could not otherwise be accepted to matriculate at Bentley.

• Options be explored to expand the scope of the Bridge Programme to add a
one-semester academic preparatory programme for students intending to enrol at
institutions other than Bentley.

• Full-time rather than part-time professors be hired for the ESL programme.
• Workshops and seminars in American business be held for international students.
• Profession development opportunities be offered to increase faculty inter-cultural

awareness and competence to work in cross-cultural ways.

In addition to the above comments, which focus on student services, study abroad and
the ESL programme, the following specific recommendations were made by the SAT:

• That creative ways be found to bridge the gap between wealthy students, many of
whom are international, and students of modest means.

• That the college calendar recognise a broader spectrum of religious observances
and holidays.
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• In publications, when naming an institution or place in a foreign country, that the
spelling of those words be in the national language.

• That a new recruitment video be developed with an international student commu-
nity as its focus.

• That the International Centre undertake a review of the needs of students for ap-
propriate space for religious observances.

• That the library be encouraged, especially under budget constraints, to continue to
subscribe to foreign newspapers.

Orientation, retention and academic advising are the most critical issues relating to
international students on campus. It is the SAT’s recommendation that all of the above
areas be addressed, to the extent possible, in the international strategic plan. And more
should be done to recruit students for the Bridge Programme.

Faculty and staff

International activities and mobility of staff

Over the past decade approximately half of the Bentley faculty (196 full-time) has been
involved in some form of international activity. Twelve different faculty members have led
summer, winter break, or spring break study tours, and five faculty members (four in ac-
countancy and one in information systems) have taught in Brussels. A total of 35 individu-
als from Bentley have been involved in the college’s extensive efforts in Estonia
alone – including teaching assignments ranging in length from a few days to a full academic
year, joint research, joint publications, and institutional development assistance. Bentley
conducted a series of two-week faculty development opportunities in Europe that involved
a total of 25 faculty members, and five more participated in a three and a half week faculty
development programme in Brazil and Mexico in 1996. And 19 different faculty members
have designed new or revised courses to include international components, with funding
from a variety of institutional development grants.

An annual $40 000 budget allocation supports international faculty development, in-
cluding biannual plans for group programmes abroad and self-designed opportunities for
faculty development in alternate years.

While no formal policies exist to encourage faculty to undertake assignments abroad/
sabbaticals, there is a very clear, de facto three part strategy: assistance from the Interna-
tional Centre in making arrangements prior to departure; support during the assignment
abroad; and administrative recognition of overseas assignments.

Foreign staff

There is a steady flow of international visitors to campus for periods ranging from a few
days to a full academic year. Visiting faculty from abroad are brought to Bentley either by
the relevant department or through an initiative of the International Centre. Over the past
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decade visiting foreign faculty from the United Kingdom, Portugal, Australia, the Nether-
lands, Belgium, Germany, Egypt, and China have taught at Bentley in economics, finance,
accountancy, and modern languages. In addition, visiting faculty from Brazil, Estonia, China,
Japan, and Germany have visited Bentley to conduct research.

Recruitment and selection procedures

Faculty are sought and selected by the academic departments based on the need
within the discipline, not on the origin of the faculty member.

Normally, appointments in most departments do not require faculty who are interna-
tionally experienced or active. The academic needs of that department are met; an inter-
national perspective is an asset in most cases, but not essential.

Procedures for selecting faculty for international education assignments are, basically,
informal. Individual faculty members inform the International Centre of their interests, and
the centre suggests their names to the inviting institution. Likewise with the study abroad
programmes. Individual faculty express their interest in teaching in an overseas programme,
and the centre investigates the possibility.

Staff development and promotion procedures

Bentley College faculty are carefully recruited by the academic departments in a pro-
cess involving close collaboration between the department chair and the tenured faculty
members of that department. The process is monitored by the Dean of Faculty who ap-
proves all hiring and issues faculty contracts. This careful process has resulted in Bentley
having a faculty in which 87% possess the terminal qualification of a doctoral degree in
their academic discipline.

Summer faculty development programmes regarding the EU and European business
have been held on a number of occasions and have in each case included travel to Europe
as part of the programme. This past summer a three week development programme in-
volving five faculty members was held in Brazil and Mexico to support international teach-
ing initiative at both the undergraduate and graduate levels. Other examples of faculty
development programmes sponsored by the International Centre include opportunities
to undertake research while teaching in countries where study abroad programmes are held.

The college has a number of arrangements with foreign institutions that allow faculty to
teach and lecture overseas. Faculty have travelled to China, Estonia, Spain, France, Bel-
gium, England, Australia, Germany, and Egypt.

In addition, a very generous sabbatical policy has been used to support faculty re-
search and study abroad in recent years. Faculty members have taken sabbatical leave in
France, Australia, Israel, Germany, India, the United Kingdom, and elsewhere. Overall, fac-
ulty have had very significant opportunities for development in the international dimen-
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sion in recent years and there is an institutional commitment in both programmatic and
budgetary terms to continue it in the future. Approximately 50% of the overall faculty has
participated in international activities of one type or another at least once in the past decade.

International activities have clearly been, de facto, an increasingly important part of
that agenda in recent years. There is at present, however, no formal weight given de jure to
this dimension of a faculty member’s portfolio of activities.

Self-assessment of internationalisation with respect to staff

In general, Bentley has performed well in this area, particularly with regard to interna-
tional faculty development and identifying possibilities for faculty to spend periods abroad
lecturing and teaching. De facto there has been very strong support given to faculty in-
volvement in these areas, almost to the point where one wonders if de jure weight needs
to be given to international involvement in the tenure, promotion and merit raise process.
Where there is still a gap, however, is in departmental and institutional policies regarding
international competence in new hires.

The SAT recommends that the strategic plan provide for continuation of international
faculty development opportunities and that it address the issue of including international
competence as a criterion in the hiring process for new faculty.

External relations and services

Partnerships and networks

Bentley has established a broad range of formal and informal international affiliations
over the past decade. At present there are 27 institutions in 18 countries with which the
college has such links.

The “International consortium” is a grouping of ten institutions that came together in
1989 at Bentley’s initiative to form the International Consortium for Business and Manage-
ment Education. The initial membership consisted of institutions in Australia, Belgium,
Brazil, Egypt, Estonia, France, Mexico, New Zealand, and Spain, in addition to Bentley. The
aim of the consortium is to foster the development of faculty and student exchanges and
assist member institutions in implementing their internationalisation strategies.

The “Estonian consortium” is a group of institutions that has come together to assist in
the creation of an Estonian International Graduate School of Management.

New partnerships and linkages are established after evaluation by the staff of the Inter-
national Centre and other relevant bodies on campus – the Graduate School in some cases,
individual departments in others, and the International Affairs Committee in all instances.
Following this evaluation and approval of the agreement, it is submitted to the Vice-Presi-
dent for Academic Affairs and Provost and President for their approval and signature. Agree-
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ments are managed by the staff of the International Centre. Evaluation is undertaken on an
on-going basis by the Dean of International Education and the Associate Dean who meet
with participants to solicit their input, and by the Director of Study Abroad.

Development assistance

Bentley has been actively involved as contractor in a series of development projects in
the field of management education in Estonia. These have included provision of faculty
development seminars both in Estonia and on the Bentley campus over a period of five
years beginning in the summer of 1991 as well as provision of teaching and library materi-
als to Estonian business faculties as they have made the transition to teaching mar-
ket economics.

Bentley’s Estonian involvement has been a direct outgrowth of its other
internationalisation activities and a direct contributor to the process as well. Initial contact
with Estonian institutions took place in the process of organising the International Consor-
tium for Business and Management Education, which itself has been a tool of
internationalisation at Bentley. The projects themselves have contributed to the process
by involving a large number of faculty – approximately 15% of the total faculty of the col-
lege – who have brought their Estonian experiences into the classroom. In addition, the
project has led directly to creation of the spring break study tours to Estonia, which have
been held for three consecutive years and enrolled a total of 40 students, a summer study/
internship programme in 1995 for a group of 15 students, and inauguration of a study abroad
site in Estonia.

Essentially these are handled in the same manner as institutional affiliations, with the
International Centre staff playing the key role in evaluating possibilities and preparing
grant proposals to support such activities.

Community services and project work

Bentley College has no education department; hence, there is no automatic entree
into the schools through practice teaching programmes. The International Centre, how-
ever, has developed a strong network with local area schools through the Massachusetts
Global Education Programme and the Economic Education Council of Massachusetts –
both active, pre-collegiate teacher in-service education agencies, which have collaborated
with the centre in teacher education programmes. The most extensive of these was funded
through the United States Department of Education under the Centre for International
Business Education and Research (CIBER) grant in the early 1990s.

External communication

If Bentley’s external communications are geared to an international audience it is usu-
ally by accident rather than by design. Some steps have been made in the past few years
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with the publication of a small international recruitment piece, but much needs to be done
in this area.

Self-assessment of internationalisation with respect to external relations
and services

This is an area where the institution’s performance has been uneven. In some areas it
has been superior – creation of linkages, involvement in the development assistance pro-
cess in Estonia, and (within limits) outreach to the K-12 education community. However, in
others there has been little activity – off-shore teaching, outreach to the business commu-
nity, and internationalisation of external communications. In the area of consortia, promis-
ing starts have, to date, not yielded the kind of results anticipated.

The Estonian programme has been a model of integrated development of
internationalisation at Bentley. However, because federal government funding for such
projects in Estonia is reaching its end, special attention is required to either find the ways
and means of sustaining the involvement or planning a careful and orderly exit strategy.

The SAT deems further action necessary on the following issues:

• Reinvigorating outreach to the K-12 education community.
• Developing international outreach to the business community through involvement

in international executive training programmes both at Bentley and off-shore.
• Giving greater attention to international audiences for certain college publications.
• Putting greater emphasis on maximising the benefits of involvement in consortia.
• Developing a strategy for either a) continued involvement in Estonia or b) an or-

derly exit from involvement in the country.

All of these areas mentioned above should be taken into consideration in the devel-
opment of the college’s strategic plan for the future of international education at Bentley.

Conclusions

Bentley College has established a comprehensive set of goals for internationalisation,
including clear targets for international enrolments and a mission to “internationalise” ev-
ery faculty member and student. While major strides have been made in the decade since
the Internationalising Bentley Report was issued, significant challenges remain.
These include:

• Integrating international students more thoroughly into the Bentley community, both
in and out of the classroom.

• Improving the international coverage in the curriculum so that graduates will pos-
sess the knowledge they will require for successful business careers in the
21st century.
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• Involving a broader range of faculty members in the process so that the goal of
thoroughly internationalising the educational process at Bentley becomes a reality.

• Finding external resources to support special projects and new initiatives in an era
of declining federal spending for educational exchange.

• Building stable and effective networks to facilitate recruitment of high quality inter-
national students, and effective support services to retain them once they have
been recruited.

• Selecting from among the many new programme initiatives that are presented so
that those with the greatest potential for long term benefit.

The most important steps that the institution should take are embodied in the devel-
opment of the international strategic plan.

Bentley College is at an important juncture in its history. The current president,
Dr. Joseph M. Cronin, announced last April that he will step down at the end of the current
academic year. He has been a major supporter of the internationalisation process since his
selection to assume the presidency in 1991. The rest of the core administrative team of the
college, starting with Vice-President for Academic Affairs and Provost Dr. Phil Friedman,
also have been extremely supportive of internationalisation. Clearly, the selection of a
new president who is as supportive as Dr. Cronin has been and the maintenance of a se-
nior administrative team which is as supportive as the current incumbents have been, are
of great importance to the future of internationalisation at Bentley.
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Using the IQRP in a Comprehensive University
University of Helsinki, Finland

by
Paul Fogelberg

The setting

As a university serving a small national population, the University of Helsinki
has for hundreds of years had the ambition of being international. University re-
searchers and teachers have followed international developments in their fields,
and literature in the world’s major languages has been widely used in teaching
and research. At first the language of academic publication was Latin that was also
used as the language of instruction during the 17th and 18th centuries. Subse-
quently, besides Latin, Swedish, later German and occasionally French came into
use as publishing languages. At present English is the main language in scholarly
publishing, with the exception of those fields with a strong national focus, in which
Finnish and Swedish are widely used. Foreign language teaching forms a signifi-
cant part of Finnish secondary education, and Finnish university students have
always assumed that they would have to read and pass examinations on books
written in languages other than their mother tongues.

For these reasons, internationalisation is nothing new at the University of
Helsinki, for the university has a long and deep history of developing interna-
tional activities. In this respect, a university serving a smaller national language
and culture differs from those serving larger nations or operating in one of the
major world languages.

Today, international activities at the University of Helsinki are manifested es-
pecially through international co-operation in research; researcher, teacher and
student exchanges; the widespread use of English as language of instruction; pub-
lishing in international journals and series; and the wide-ranging linguistic abili-
ties of both teachers and students, along with their active participation in interna-
tional co-operation projects.
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National context

There are 20 universities in Finland, of which ten are multi-faculty institutions,
and ten are specialist institutions. Of these specialist institutions, three are uni-
versities of technology, three are schools of economics and business administra-
tion, and the remaining four are art academies. Over 140 000 students are enrolled
in institutions of higher education, over half of whom are women.

Finnish institutions of higher education use the numerus clausus system; degree
students are selected on the basis of matriculation and/or entrance examinations.
A small number of places are also reserved for students who have not completed
the matriculation examination.

Finnish degrees correspond to bachelor’s, master’s and doctor’s degrees,
though some degree programmes do not include a lower academic degree and
thus the initial degree is a master’s. In most fields students can also take a vol-
untary licentiate’s degree after the master’s and before going on to the doctor-
ate. The bachelor’s degree requires at least three years of full-time study; the
higher, master’s degree requires five years, i.e. two years after the bachelor’s
degree. Full-time studies for a doctor’s degree take approximately four addi-
tional years. In general, however, Finnish students take much longer to com-
plete their degrees, and therefore the average age of university graduates is
older than in the rest of Europe. The independent nature of university studies in
Finland allows for considerable freedom of choice, and in most fields students
are able to choose from a wide range of options, including their choice of minor
subjects.

Higher education in Finland is funded mainly through the national budget, and
students do not pay tuition fees. Degree students at the University of Helsinki are
required to join the Student Union, which entitles them to various discounts and
services, including the services of the local Student Health Care Centre, reduced
travel costs, and subsidised meals at student restaurants.

The Finnish higher education system underwent considerable expansion from
the 1960s to the 1980s, and there are now universities in all parts of Finland with
the exception of the extreme north. By contrast, the 1990s have been defined by
cuts in higher education funding, mandated by the national government’s need to
cut spending. In 1997 the Ministry of Education introduced a new model for the
state funding of universities, based on target numbers of degrees to be taken at
each university within a certain period. These targets are decided upon in nego-
tiations between the ministry and each university.

The largest change in the system of higher education has been the creation in
the 1990s of polytechnics. By the year 2000 there will be 20 institutions on the
polytechnic level in Finland.
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International context

The Nordic countries share a long tradition of co-operation; in the university
sector the main channels for mobility and co-operation have been the NORDPLUS
and NORFA programmes. In addition, NUAS (Nordiskt universitetsadministratörssamarbete)
facilitates co-operation between Nordic university administrators, and NUS (Nordiskt
universitetssamarbete) between rectors.

As a close neighbour of Russia and the Baltic countries, Finland has naturally
cultivated ties with universities in these areas. This co-operation has especially
deepened in the aftermath of the area’s recent political changes. Co-operation is
arranged both bilaterally as well as through Tempus projects. Because of its geo-
political position as the easternmost of the western European countries, Finland
can function as a gateway to Russia, although Russian language skills have been
nearly as rare in Finland as they are in the rest of western Europe.

Finland’s joining the EU in 1995 has brought a number of new international
opportunities, particularly the opportunity to participate fully in EU research and
development framework programmes and various projects promoting the mobil-
ity of researchers, teachers and students. Since 1992, Finland has been able to
participate in the EU’s ERASMUS programme.

Institutional profile

The University of Helsinki is the oldest university in Finland. Founded in Turku
in 1640, and transferred to Helsinki in 1828, the University of Helsinki is the country’s
largest and most multidisciplinary university.

In 1997, there were 33 419 students studying in the University of Helsinki (23%
of the total number of university students in Finland). In the same year, 2 309 ba-
sic academic degrees were taken (21% of the total number for Finland), and 311 doc-
toral degrees (33% of the total number for Finland). There were 37 559 students
attending continuing education courses, 19 626 students participating in Open
University courses.

The teaching staff of the university comprised 1 712 persons in 1997 and the
other staff 4 477 persons, totally 6 189 persons.

The University of Helsinki is the country’s only bilingual multi-faculty univer-
sity, with Finnish and Swedish as the languages of instruction. About 100 of the
teaching posts are intended for instruction in Swedish; approximately 7% of the
student body is Swedish-speaking. Education of Swedish-speaking doctors and
lawyers, for instance, is also part of the university’s national responsibility.



OECD 1999

QUALITY AND INTERNATIONALISATION IN HIGHER EDUCATION

 114

The university is composed of nine faculties: theology, law, medicine, arts, sci-
ence, education, social sciences, agriculture and forestry, and veterinary medicine.
The latter became a faculty in August of 1995, when the former College of Veteri-
nary Medicine became incorporated into the University of Helsinki. Also included
in the operations of the faculties are five field stations and two research farms.
Teaching is provided in approximately 270 subjects.

The university contains 15 independent institutes and departments operating
under the supervision of the University Senate and a few others operating under
the supervision of the faculties. Some of these independent institutes and de-
partments provide services for the entire university (such as the University Lan-
guage Centre); others are research institutes.

The Centre for Adult Education operates in various units situated in Helsinki
and in six other locations. The university provides one quarter of the adult educa-
tion provided by institutions of higher education in Finland.

In 1997 the University of Helsinki’s total budget was Mk 2 202 million, of which
Mk 1 620 million came from the national budget.

On December 31, 1997 there were 1 384 foreign students studying at the Uni-
versity of Helsinki, which is approximately 4% of the student population; of these,
715 were studying for basic academic degrees and 291 for postgraduate degrees.
The rest, 378, were exchange students and other students admitted for a short-
term study at the university without the right to take a degree.

The university’s mission

The mission of the University of Helsinki is defined by law:

“The university is charged with promoting independent aca-
demic research and scientific knowledge, providing the highest quality
instruction based on research, and educating young people to serve their
country and humankind.”

The law specifies and further regulates university autonomy, granted by the
Constitution, and guarantees academic freedom in both teaching and research.

In the late 1990s, the university’s priority areas are to:

• Promote high quality research and education of researchers.
• Develop teaching and its assessment.
• Promote international activities through enhancement of interaction and by

taking advantage of international research funds.
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• Increase interdisciplinary co-operation in research and teaching.
• Promote the university’s impact on the external community.

The history of internationalisation at the University of Helsinki

International co-operation was originally based on personal contacts between
individual researchers rather than on official agreements, and such contacts still
form the basis for international co-operation. European universities have a long
tradition of mutual co-operation.

International co-operation in Finland has also taken the form of government
cultural exchange agreements and various stipend programmes.

The University of Helsinki concluded its first official bilateral co-operation agree-
ment with a foreign university in 1974; since then the number of official agree-
ments has grown and approaches 60.

Student exchanges, in particular, have expanded in the 1990s. In 1988 new
exchange programmes sponsored by the Ministry of Education were started with
France, Germany and Great Britain, and the university joined the NORDPLUS
programme sponsored by the Nordic Council of Ministers. The university has taken
part in the American ISEP programme since 1984.

Since the university joined the EU’s ERASMUS programme in 1992, the num-
ber of exchange students has increased dramatically. Finland’s joining the EU has
opened up many new opportunities for international co-operation; for example,
the EU’s Tempus and Alfa programmes support projects with non-EU countries.
The SOCRATES programme, which continues out of the ERASMUS programme,
includes other forms of co-operation besides student exchange. In addition, many
Finnish researchers have actively participated in EU research programmes.

Further development of student exchanges demands increasing reciprocity of
exchanges. In order to stimulate such reciprocity, the University of Helsinki has
from year to year increased the number of courses given in foreign languages (by
and large, in English), put a greater emphasis on marketing itself internationally,
and further developed services supporting exchanges.

Several administrative measures have supported internationalisation. In 1991,
an International Relations Office (including Swedish Language and Nordic Affairs)
was created in the central administration; today it is part of the Department of
Strategic Planning and Development. In 1990, the first post of Faculty Interna-
tional Affairs Secretary was established; at present, all faculties have an employee
with this specialisation. A post of Research Liaison Officer was established in 1994
mainly to handle EU research programmes. In addition, several departments in
the different faculties have appointed specific staff members, normally people
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working in either teaching or research, to co-ordinate international affairs. These
administrative reforms have proved beneficial, though there is a need to develop
the co-operation between the various units.

In 1992, the University Senate appointed a Committee for International Affairs
to replace the former International Relations Steering Committee and the Foreign
Admissions Committee. The Committee for International Affairs prepared an
internationalisation strategy which was approved in 1993. Subsequently it was
thoroughly revised, partially in light of the changes resulting from Finland’s join-
ing the EU, and the University Senate approved the new strategy in 1996.

In summary, internationalisation is one of the University of Helsinki’s priority
areas. According to the Strategy for International Operations, international con-
tacts are a key way of maintaining a high level of teaching and research and of
preserving their international competitiveness. The strategy document also states
that through international co-operation the university fulfils its responsibility as
set out in the University Act to educate students to serve their society by promot-
ing peaceful and sustainable development in the world (a new frame law for all
Finnish universities came into force on August 1, 1998). The university’s regional
perspective, specifically its European focus, can be seen in the strategy docu-
ments related to European co-operation. The EU strategy, approved on 19 Octo-
ber 1994, sets the guidelines for developing administrative support structures
and the European Policy Statement accompanying the university’s SOCRATES
application, submitted on 1 July 1996, ties the university’s general
internationalisation principles to the activities of the SOCRATES programme. Both
of these strategies have parallel objectives and support the development of the
university’s internationalisation process.

The self-assessment process

In the beginning of 1996, the University of Helsinki was asked to be one of the
three pilot institutions for the implementation of the first phase of the IQRP project.
The final decision to participate was made in early spring. After that a full-time
project co-ordinator was employed, which became possible through a grant from
CIMO (Centre for International Mobility, Helsinki), and a self-assessment team
(SAT) was set up according to the guidelines given, consisting of Vice-Rector Paul
Fogelberg as the chairperson, Ms. Anna Luikko (Director of International Relations),
Professor Jari Niemelä, Dr. Kari Takamaa, Ms. Elina Ussa (a student), and Ms. Kaija
Pajala (project co-ordinator, secretary).

The IQRP checklist for self-assessment was distributed to all nine faculties of
the university together with a number of questions prepared by the SAT. Other
recipients were a number of separate institutions, and the Student Union. Most of
these responded to the questions, and then the SAT, or more correctly a group
consisting of members of the SAT, visited every faculty for an interview with the
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deans, faculty secretaries and other leading officials. This exercise took place mainly
during the first half of June. The replies, the interviews and statistical information
formed the basis of the self-assessment report that was written by the project
co-ordinator in co-operation with the chairman of the SAT, mainly in July. The date
fixed for delivering the self-assessment report to the project team was the begin-
ning of August, and this deadline was adhered to.

One problem in the self-assessment was caused by its timing: at the University
of Helsinki the end of May and June are difficult months with respect to the annual
rhythm of faculties. Nevertheless, all faculties responded to the questionnaire
and were also willing to have a discussion with the self-assessment team. One
severe drawback related to the tight schedule of the exercise and the time of the
year was that it was not possible to extend the evaluation down to the department
level. It is of course clear that the replies received from the faculties were quite
general. However, the discussions between faculty representatives and members
of the self-assessment team were very useful, and they complemented the infor-
mation received from the written replies. It must be admitted that the self-assess-
ment report more became a descriptive inventory of the international operations
of the university than a real assessment of them. It was very much steered by the
IQRP pilot checklist that was then in use. This checklist was also subject to criti-
cism during the discussions mentioned, inter alia, for its very fragmented character
including too many questions. Anyway, the self-assessment report served as the
principal document for the peer review, but its further use within the university
has probably been quite restricted, because the report more or less has the char-
acter of a general presentation for outsiders.

Based on the Helsinki experience, the following critical observation can be
made: there should be more time available for the preparation of the self-as-
sessment report than was the case in the application in the University of Helsinki,
and the time of the year should be chosen so that students and faculty are not
intensively preparing for their holidays. A good self-assessment report should
not be merely a description of the international activities, but it should aim at
being a real evaluation in order to be of value also inside the university. When
preparing the report, one should really go into depth and ask the departments,
at least a representative selection of them, not only the larger units such as
the faculties.

The self-assessment process was considered useful in the faculties, and one
important effect, at least in certain faculties, was to open their eyes for many as-
pects of internationalisation. Thus, not only the outcome of the exercise, i.e. the
resulting report, but also the process itself was considered to have a value in its
own. However, a general opinion was that internationalisation should not be as-
sessed separately from other academic activities, since it is integrated in them as
a mainstream. There was also an opposition against too frequent qual-
ity assessments.
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The peer review

Between 9 and 11 September 1996, the visit of the IQRP peer review team
(PRT) took place, during which the members of the team met with the SAT, the
rector, the vice-rectors, the deans, other administrative and faculty staff, and stu-
dents who represented the Student Union. After that, the PRT prepared the re-
port, a draft of which was sent to the SAT for checking, and the final PRT report was
received in November, 1996.

The peer review team report was based on the self-assessment report, the
international strategy of the university (a revised version of which had just been
approved by the Senate), and discussions with groups and persons. The idea of
having a team consisting of outsiders to assess the university is of course that they
may note and observe such things that need improvement but are too familiar for
the insiders to be noted. On the other hand, the risk inherent in a very brief visit of
the team is that the impressions remain on a merely superficial level. Also, the
opinions and views transferred by single interviewees may be biased and merely
personal; for the members of the peer review team it may be difficult to judge
whether this is the case.

For practical reasons the members of the PRT in this case neither had the
possibility to meet before the review process to evaluate the written informa-
tion, nor after it to digest the impressions received against the background of
the documents. This being the case, the result is easily a fragmented report,
particularly if it is compiled in accordance with the very tight time schedule that
is recommended. There is also a risk for actual errors and misunderstandings. To
avoid such shortcomings, the draft report shall be sent to the SAT for checking.
This was the case, and a few errors and a number of misunderstandings were
noted and submitted to the PRT; however, not all these remarks were taken into
consideration in the final report. The readability of the report would also have
profited from a more efficient final editing that would have lessened the frag-
mentation, and some repetitions could also have been avoided. Consequently,
the PRT report is to be seen more as an impressionistic overview than a pro-
found analysis; anyway, also as such it has an undeniable value and interest for
the university assessed. The report also contains a lot of information and many
interesting views.

It would be most advisable for the PRT to meet both before and after the site
visit, first to evaluate the information obtained in written, then to collect all the
impressions and to outline the report. For practical and financial reasons this is,
however, difficult and utopian. Also, the interaction between the PRT and the SAT
in preparing the final report should be more functioning than was the case in the
Helsinki assessment. In addition, a careful editing of the report would have eased
its further use.
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On the whole, the PRT report is very positive with respect to the quality of
internationalisation within the University of Helsinki. It is to be noted that the
university’s strategy for internationalisation was in preparation and almost ready
when the university decided to join the IQRP process; it was finally approved by
the Senate about one month before the visit of the PRT. This timing was criticised
by the PRT, who would have recommended a final updating of the strategy only
after receipt of the final PRT report. However, the PRT understood the reasons
behind the acting of the university, particularly when it was emphasised from the
side of the university that the strategy document is not a static policy document,
but a guideline to be adapted in the light of new circumstances and continuous
self-assessment; also the PRT report will contribute to this process.

The report by far supports the international strategy of the university. How-
ever, it also contains criticism against certain principles of the university’s strat-
egy, against the way of managing certain things, or against the state of some issue.
It also in a few cases suggests priorities differing from the strategy. The Committee
for International Affairs of the university is continuously monitoring and develop-
ing the implementation of the international strategy; in this work the IQRP report
is also included.

In the following overview those suggestions and views of the PRT report that
complement the university’s strategy or are in conflict with it will be presented
with respect to how they are further processed in the implementation of the inter-
national strategy. The PRT report itself is included as an annex to this chapter, in
an abridged version.

The most important PRT suggestions and their impact

There are few suggestions in the PRT report that could be said, at this stage, to
have been directly applied to change the administration, research, teaching or
academic life. As pointed out above, many of the suggestions and ideas underline
elements of the university’s international strategy and thus support the imple-
mentation of it. The PRT report hardly contains anything in direct conflict with the
strategy, even if several views and suggestions complement it and introduce new
views that have been and still have to be carefully studied by individuals and
groups elaborating policy documents and planning activities.

European and global co-operation

The PRT notes the strategical emphasise on European co-operation and very
active participation of the university in European Union’s academic exchange and
research financing programmes. It expresses some concern for an over reliance on
the EU and a narrowing of internationalisation to Europeanisation.
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Concerning the good success in raising funds through the EU IV Framework
Programme the PRT states that it may be a double-edged knife: research priori-
ties may become influenced by the programmes to a greater extent than by uni-
versity strategies, and the EU funds become concentrated to restricted areas par-
ticularly in the field of natural sciences, whereas areas such as social sciences and
humanities have much less opportunities for receiving EU funds. Certain special
measures should be taken to guarantee the long-term funding from both in-
stitutional and national sources for fundamental research and research in ar-
eas that are not priority for the European Commission. Another problem is
that of sustainability: the external funds for research, such as those from the
EU, are short-term funds. The PRT suggests a certain level of buffer funding to
ensure the continuation of excellent research projects after the external money
has dried up.

The university has recently founded a new committee, the Scientific Council,
whose primary tasks are to promote research and its funding and to develop the
structure of academic positions. The problems mentioned above fall into the tasks
of this council and will no doubt be on its agenda. The council also grants the
universities own research funds on the basis of applications. The need for buffer
money can often be catered for through these funds.

In academic mobility, according to the PRT, too much emphasis has been laid
on the European programme ERASMUS and the Scandinavian programme
NORDPLUS. The mobility based on bilateral agreements should be increased and,
particularly, exchange with non-European countries, such as Pacific Asia and Latin
America, should be developed in this way. The PRT is worried about its interpre-
tation that achieving a balance between incoming and outgoing students would
be the main motivator for attracting foreign students and scholars, and it points to
the enriching effects students and researcher from abroad have on the quality of
the academic environment.

To this it must be said that the Ministry of Education emphasises the quantita-
tive aspects of student mobility, and that it is an imperative for the university to
actively raise the amount of both incoming and outgoing students and to strive at
a balance. Achieving a balance is a necessary goal, but it is by far not the main
motivator. Most students and staff at the University of Helsinki can be supposed
to appreciate the presence of foreigners in their immediate surroundings. Since at
least some degree of fluency in English is widespread among staff and students,
and many also speak other languages, there should not be any contact difficul-
ties either.

When dealing with the regional dimensions the PRT has also pointed out the
importance of consultancy, training, and institutional building in the Baltic States
and Russia. Important is the observation of the PRT about potential EU funding for
these purposes. With, inter alia, this in mind, the Committee for International Af-
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fairs has formed an ad hoc working group to find out about what academic
co-operation with these countries there has been, what would be needed, and
what are the future prospects. The group finished its report at the end of July,
1998, and its results will form the basis for the strategical discussions about
this issue.

Internationalisation of curriculum

Among potential sources for further internationalisation of curricula are:

• The presence of foreign students could be considered more explicitly as
sources for internationalisation of the teaching and learning process through
highly interactive course designs with both domestic and for-
eign participants.

• International research projects could be made use of in teaching, particu-
larly at the postgraduate level, and reward of staff performance in interna-
tional education could be created.

• Internationalised curricula should not be too narrowly defined as courses
taught in English, but an international dimension in both content and learn-
ing processes is necessary. All courses taught in other than the domestic
languages should be attended by both foreign and domestic students.

• A more structured approach to the offering of courses taught in English would
help in making the curriculum more attractive to foreign exchange students.
At present the impression is that there is a fragmented offer of isolated
courses (but there are master’s programmes and coherent course entities
offered in English).

All these issues have been noted at the university. The Committee for Interna-
tional Affairs has set up an ad hoc working group on developing international edu-
cation that has reached certain recommendations, very much in line with the PRT
comments. The faculties are encouraged to take measures for improving the
present situation.

The PRT noticed a dualism in the university policy with respect to foreign stu-
dents: there is a strong emphasise on recruiting exchange students, whereas for-
eign degree students according to the PRT seem to be considered more a burden
than an asset of the university.

This is a problem, one of the backgrounds of which is the Finnish legislation:
there shall not be any tuition fees for education leading to a degree. The foreign
degree students need a lot of more work in the departments than the domestic
students (such as introductory and language courses), and since the financing of
the departments greatly depends on the number of degrees taken the interna-
tional degree students do not benefit the departments economically, since most
of them study more slowly than most Finns. This is particularly the case with stu-
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dents from developing countries. The Committee for International Affairs set up a
working group and employed a researcher entrusted with the task to make an
account of the interaction between the university and countries of the Third World,
and to suggest possible solutions. The report was finished in late July, 1998. One
possibility suggested is the attempt to raise funds from development aid agen-
cies, and to offer education as development aid. The report will form the basis for
further discussions on this issue.

Marketing strategies

The PRT encourages the university to pay more attention to marketing its
strengths in teaching and research to the international community. Elements to
be emphasised include:

• Information on excellent research groups in general.
• Niche research areas (such as epidemiology).
• Unique resources (such as the Russian Library).
• IT based international co-operative network.
• Excellent research conditions and traditions.

It is true that the marketing strategies need to be developed. This should take
place as a co-operation between the Committee for International Affairs, the Pub-
lic Relations Department, and the Research Services Department.

The PRT was intrigued and puzzled by the role of the university companies
(Helsinki University Development Services Ltd, Helsinki University Knowledge
Services Ltd, and others) in marketing and internationalisation. They found them
to be separate and marginal. Also the highest administration of the university has
had similar feelings, and at present the role of these companies is being scrutinised.

Organisational issues

The PRT attempted an analysis of the sustainability of the internationalisation
effort, first along an axis with marginal and peripheral effort at one end, and high
priority and centrality at the other. The university was found to move rapidly to-
wards the latter position. Another axis stands for the degree of systematisation of
the efforts, running from an ad hoc attitude to a very systematic approach. With
respect to this axis the PRT was not quite convinced: are arrangements as system-
atic as they should be, without weakening that entrepreneurial urge which is es-
sential to operate effectively in the international arena, in research grants
or student marketing?

On the basis of the analysis the PRT wanted to recommend attention to the
following issues.



123

OECD 1999

CHAPTER 6. UNIVERSITY OF HELSINKI, FINLAND

Personnel politics

• Attraction of high quality overseas academics (competitive salaries and a
permanent basis).

• Better integration of visiting teachers.
• Adequate budget for staff travel and international sabbaticals.
• Broadening promoting criteria including high quality teaching and work

abroad.
• Staff development country briefings.
• EU briefings.
• Language skills.
• Teaching multinational classes.
• Development of distance learning materials.
• Contractual issues relating to work abroad.

The university has adopted a programme for developing politics on person-
nel, but most of the above items are missing from it. Some of the items have been
discussed, but a number of them do not seem realistic in the present economic
conditions, even if they would be most interesting.

Financial management

• Visibility of income and expenditure flows.
• Developmental/pump priming funds.
• Accurate costing and pricing of international services and optimum

fee recovery.
• Financial incentives to operate internationally.
• Stability, sustainability and diversification of international in-

come sources.
• Liability and risk cover for international projects.
• Adequacy of intellectual property arrangements.

The visibility of the flows is something that is soon being achieved at the uni-
versity. Financial incentives have existed since 1993, and based on the experi-
ences gained they were in late 1997 suggested by the Committee for International
Affairs to be revised. A revision has taken place and was implemented during the
latter half of 1998.

Convergence and compatibility of university and faculty plans

• The way in which some unconvinced departments may be activated to per-
form adequately on the international scene.

• Closer articulation of goals and budget priorities.
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These items are reflected in the annual agreements between the departments
and the dean, and between the deans of the faculties and the rector.

Consistent quality assurance processes across the whole domain of
international work

Research evaluation works well, since there is an old tradition of peer review.
In teaching, much has been done to create relevant methods of evaluation. In this
context reference can also be made to the self-assessment exercise, in which sev-
eral interviewees would prefer to integrate the assessment of internationalisation
in a general evaluation.

The question of centre/faculty/department relations

• Articulation of central policy priorities.
• The roles of central units.
• A close integration of effort between the International Relations Office and

other central units.
• The continuing proactive role of central units, but in an entrepreneurial rather

than a bureaucratic spirit.

At present, the central administration is going through a process of restructur-
ing, in which all these issues are being discussed.

Final remarks

The application of the IQRP in the University of Helsinki was an experiment
and a pilot project, aimed at collecting experiences. What could be particularly
criticised was the too tight timetable for the collection of data from the faculties
and their departments, and the point of time that was problematic in the faculties.
Also, the checklist then in use more steered the self-assessment towards an in-
ventory than an assessment. For this reason the SAT report more became a base
document for the peer review than a document to be used parallel with the PRT
report in implementing and developing the international and other strategies.
Very much based on the criticism received from Helsinki, a new questionnaire was
elaborated. It can be assumed that a self-assessment based on the new question-
naire leads to much better and analytic self-assessment report.

According to the guidelines of the IQRP every participating university has the
right to publish the results or to treat them as confidential, or anything between
these. The University of Helsinki preferred a total transparency, which was also
thought to benefit the future development and application of the IQRP, and in
consequence with this published the PRT report, the checklist used, and the SAT
report together in one volume (Fogelberg and Pajala, 1997).
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This publication has awaked great interest all over the world to the extent that
a new printing of it was needed. The Helsinki IQRP has been presented at interna-
tional fora, such as the EAIE conference in Barcelona in November 1997. One reason
for the great interest in the Helsinki case may be that the other pilot institutions
have hardly given any publicity to their assessments.

The Helsinki experience has had a significance not only for the university itself
but for the international community and for the development of the process. Infor-
mation about it has been largely disseminated thanks to the publication.
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 Annex
The 1996 University of Helsinki Peer Review Report

Abridged version

Peer review team members

• John Davies, Anglia Polytechnic University, UK/La Trobe University, Australia (Chair).
• Jane Knight, Ryerson Polytechnic University, Canada.
• Outi Snellman, University of Lapland/Centre for International Mobility (CIMO), Finland.
• Marijk van der Wende, Academic Co-operation Association (ACA), Belgium/Nether-

lands Organisation for International Co-operation in Higher Education (NUFFIC),
the Netherlands.

• Hans de Wit, University of Amsterdam, the Netherlands (Secretary).

Self-assessment team members at the University of Helsinki

• Paul Fogelberg, Vice-Rector (chair).
• Anna Luikko, Director, International Relations.
• Jari Niemelä, Professor, Faculty of Science.
• Kari Takamaa, Assistant, Faculty of Law.
• Elina Ussa, Student of Food Technology, Student Union.
• Kaija Pajala, Project Co-ordinator, International Relations.

Introduction

This report has been written according to the framework of the “Pilot Project on the
Development of an Internationalisation Quality Review Process at the level of Higher Edu-
cation Institutions”, a project of the Programme for Institutional Management in Higher
Education (IMHE) of the Organisation for Economic Co-operation and Development (OECD)
in co-operation with the Academic Co-operation Association (ACA).
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The peer review team (PRT) visited the university of Helsinki on 9-11 September 1996.
The PRT based its report on an elaborated self-assessment report, dated August 1996,
and on the document “Strategies for International Operations at the University of Helsinki,
1996-2005”, prepared by the Committee for International affairs for approval by the Sen-
ate of the University of Helsinki in August 1996. In addition to these two documents, the
PRT received before and during the visit several other background documents. The PRT
had an extensive programme of meetings and discussions with the rector and vice-rec-
tors, the Director of Administration, the heads of several central administration units, the
deans, a delegation of the Faculty of Social Sciences, the Foreign Student Advisor, the
Research Liaison Officer, and representatives of student organisations. Also, the PRT had
two intensive meetings with the self-assessment team, at the beginning and at the end of
the visit.

The PRT in its composition reflected the intentions of the pilot project and has ex-
ecuted its role according to the tasks stated in the project document, which are, to determine:

• What the goals for internationalisation of the institution include and whether they
are clearly formulated.

• How they are translated into the institution’s curriculum, research and public ser-
vice functions and how the institution is providing the necessary support and infra-
structure for successful internationalisation.

• How the institution knows that its internationalisation works (how it monitors its
efforts).

• How the university needs to change in order to improve its internationalisation
strategies.

The PRT was impressed, not only by the dedication but also by the commitment within
the university to internationalisation and to the quality review process of its
internationalisation strategy. The time and energy put into the self-assessment, not only
by the team but also by the central administration, the students, the faculties and their
deans and international secretaries, was clear, from the documents and from the intensive
participation in the meetings with the PRT.

The PRT welcomes the statement of the authorities of the University of Helsinki, that
quality review of the internationalisation strategy will be integrated into the overall quality
review process of the University of Helsinki, thus facilitating positive interaction between
the two processes.

Also, the PRT welcomes the observation by the SAT that in several faculties there has
been a catalytic effect of self-assessment, putting internationalisation higher on their agenda.
Their involvement has been stimulated by the self-assessment, and several new ideas
have emerged, mainly for the implementation, rather than on the goals and objectives of
internationalisation. “Transparency” and “interchange” were key elements of the self-as-
sessment process. It confirms the impression of the PRT that in quality review the most
important element is the actual process of self-assessment itself.
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General observations

Overall, the PRT is impressed with the results of the internationalisation strategy of the
University of Helsinki in a relatively short period. The International Relations Office of the
university has only been established in 1991, the Committee for International Affairs in
1992 and a first policy document, “Developing International Operations at the University 2
of Helsinki”, was produced in 1992 (and approved by the Senate in autumn 1993). The
participation in ISEP dates from 1984, in NORDPLUS programmes from 1988, and in the EU
programmes only from 1995 (partially in 1992). In 1994, the post of a Research Liaison Of-
ficer was established, and the success rate of this post is the most clear indication of the
effective way the University of Helsinki has implemented its internationalisation strategy.
The presence in most faculties of full-time or part-time (combined with academic posi-
tions) international secretaries, and the creation of an ERASMUS student network, are in-
dications that this strategy reflects itself at all levels of the university.

The general objectives of the internationalisation strategy of the University of Helsinki,
as formulated in the latest strategy document, are:

• To maintain high standards in teaching and research by making use of international
interaction and by promoting the mobility of Finnish and foreign researchers, teach-
ers and students.

• To increase international research co-operation and international funding
for research.

• To take the demands of present-day internationalism and European unification into
account in teaching and course content.

• To encourage the development of versatile language and communication skills. Stu-
dents will also be encouraged to study in languages other than their own.

• To promote the teaching of Finnish, Swedish and of the Finnish culture to foreign
students and staff members.

• To disseminate throughout the world information on Finnish cultural and scientific
achievements.

• To promote respect and tolerance for foreign cultures.
• To strengthen the Finnish national identity by emphasising Finland’s role and con-

tribution to Nordic, European and world-wide co-operation.

In reaching these objectives, the University of Helsinki has passed the stage in which it
reacted primarily to imperatives from the government. In the opinion of the PRT, the strat-
egy of the university gives the impression that to a certain extent the national imperatives
have been replaced by European Union imperatives. The PRT understands the argument,
that, given their history and location, the nation and the university see the participation in
the European Union and its programmes more as a natural attitude than as an imperative.
But there is an inherent danger of over reliance on the EU and a narrowing of
internationalisation to europeanisation. Overall, it would be too optimistic to conclude
that the University of Helsinki has reached a state where it is basing its strategy on its own
funds and plans more than on reactions to other funds and plans from national and inter-
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national sources. However, the new policy reflects the fact that the University of Helsinki is
heading in that direction.

Regionalisation and internationalisation

Related to the participation in the EU programmes is the issue of sustainability and
degree of influence. In other words, are the European programmes used to enhance and
provide resources for internationalisation plans or are they shaping and driving the strat-
egy? Clearly the former is most desirable but at this stage of participation and support
from the EU it is important to prevent the latter. The PRT wishes to raise questions about
finding the optimal balance and role that the EU programmes and funding play in the
internationalisation of the research, teaching and service functions of the University
of Helsinki.

Participation in the EU programmes has clearly been beneficial to the
internationalisation/regionalisation of the University of Helsinki. For instance, the success
rate for funded research projects is very impressive and to be applauded.

Also, the importance of consultancy, training, and institution building in the Baltic States
and Russia, is, given the location of the university, an important element of the interna-
tional policy of the university. In this area further opportunities are available, with poten-
tial financial support from the EU and other international funds.

However, the new opportunities and increasing emphasis on participating in EU funded
programmes also raise new questions and issues regarding the long-term
internationalisation strategy for the university. One of these issues relates to geographic
priorities and balance of the internationalisation plan.

The new long-term internationalisation plan for the University of Helsinki astutely in-
cludes objectives for the national, Nordic, European and international levels of co-opera-
tion. The current increase in European level co-operation is occurring at the same time
that development and technical assistance projects supported by FINNIDA are decreas-
ing. This is a result of reduced government support for work with developing countries
which can in turn have a negative impact on university co-operation with several partners
in the southern hemisphere.

Thus special attention may need to be given to alternative types of international
co-operation with countries outside of the Nordic and European region. Interest in
Pacific Asia and Latin/South America was expressed by students, administrators and
academics. It may be prudent to invest in developing closer linkages with countries
in these regions of the world. Allocation of resources is always a challenge when de-
veloping new international linkages and partnerships and therefore, income generat-
ing joint projects such as in-country contract education and training with the overseas
partners may need to be considered in order to support other kinds of international
academic activities.



OECD 1999

QUALITY AND INTERNATIONALISATION IN HIGHER EDUCATION

 130

External relations and services

Opportunities for new technologies and electronic/information exchange and distance
education are increasing exponentially. A thorough analysis of these opportunities from a
cost benefit (academic/economic) point of view may also help in the implementation of
the internationalisation strategy especially related to the best geographic and cultural
balance and mix of countries.

Local Partnerships for International Co-operation are, in the perception of the PRT,
providing interesting opportunities for internationalisation of the university. The Helsinki
Summer Academy Project is an excellent example of local partnerships for international
programming. This model may lead to other co-operative programmes with non-govern-
ment organisations, private sector companies and other public sector institutions in Fin-
land. International co-operation involves developing new linkages with local partners, an
area that needs further development. It requires clarity of purpose and goals as partners
often have very different motives and expectations which can be complementary or caus-
ing conflict. Identification and accommodation of these diverse motivations is critical to
the success of these local (as well as international) partnerships.

This raises the big question of the role of internationalisation in nourishing the
development of the Helsinki region of south-east Finland. There is no doubt that the
EU funded activities associated with research, including TACIS, PHARE, EURATOM,
the Fourth Framework, the Cohesion Fund, etc., have played a significant part in stimu-
lating research based technological enterprises, and the university clearly needs to
ensure its continuation with the Fifth Framework, whose priority areas accord with
many local needs.

The international dimension of continuing education – especially in fields like
executive development, postgraduate programmes for existing professionals, the
preparation of people for international employment and contacts – seems relatively
untouched by the international effort permeating much of the rest of the university.
The PRT would recommend early attention to this, and which organisations within or
attached to the university, should make the main initiatives. This is an area of ambi-
guity to which we now turn.

The PRT was both intrigued and puzzled by the role that the university companies,
such as Development Services Ltd, Knowledge Services Ltd, and the Lahti Research and
Training Centre, played in the internationalisation of the University of Helsinki. During the
PRT meetings with both administrators and academics, any questions about these units
usually yielded responses that they knew very little about these companies except that
they were very separate from the university, that they worked internationally and that
further information was desired and needed in order to assess whether co-operation was
possible with these units. Without having met with representatives of these companies,
the PRT does not have any concrete information with which to make any suggestions; there-
fore, the PRT comments are in the form of questions.
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The questions the PRT raises are:

• What contribution, academically and economically, do these companies make and
could they make to the internationalisation of research and teaching and to the
overseas reputation of the university?

• Are there opportunities for closer co-operation with other institutes, centres and
academic departments?

• Are there networks and contacts in foreign countries useful for other forms of inter-
national academic co-operation and the integration of an international dimension
into the basic functions of the university?

• Are there missed opportunities for cost-effective internationalisation initiatives by
having these companies appear to be so separate and marginalised from academic
units on campus?

The University of Helsinki should pay more attention to marketing its strengths in teach-
ing and research to the international academic community. In the opinion of the PRT, too
much attention is given to study and teaching abroad opportunities for its own students
and scholars. The success of the University of Helsinki in EU research programmes is an
indication of its strength in the area of research, as is its active participation in ERASMUS of
its strength in teaching. The university should make that a much more central feature of the
promotion of its internationalisation policy.

The elements here to be emphasising in a market strategy would include: i) information
on excellent research groups in general; ii) niche research areas (epidemiology); iii) unique
resources (the Russian Library); iv) IT based international co-operative network; and
v) excellent research conditions and traditions.

Research

The University of Helsinki has a strong research orientation. This is reflected in the set
of goals and priorities for the 1990s, where the promotion of high quality research is listed
as the top priority for the institution. The international research contacts of the university
are extensive, and the departments and individual faculty members have a clear sense of
international contacts in research as a basis for quality in research and teaching.

The university places emphasis on the internationalisation of research, and takes as
much as possible advantage of international research funds. The most important source of
these funds are the EU research programmes. Since the appointment of a Research Liai-
son Officer in 1994, the University of Helsinki has been extremely successful in attracting
EU funding for research, with a very impressive strike-rate percentage of bids submitted.
The support services for applying for the funds work well, including a person in the finan-
cial administration that assists in the preparation of budgets for EU research
fund applications.



OECD 1999

QUALITY AND INTERNATIONALISATION IN HIGHER EDUCATION

 132

The critical successful factors here which should be commended, include the following:

• Excellent on-line information networks which facilitate the speedy transmission of
intelligence for bids.

• Good intellectual property arrangements.
• Regular seminars.
• Quick processing and compilation of project bids by staff who understand the aca-

demic mind, who can screen projects sensitively from financial and scien-
tific perspectives.

• Good networking.

However, there does seem to be scope for the further development of the Research
Office services in:

• More exploitation of internationally funded research for local enter-
prise development.

• Diversified research funding from international foundations, multinational indus-
try, contract research.

• New parts of the world – South-East Asia, Latin America and Japan (with better in-
tellectual property arrangements).

• Ph.D. training – where very few international students exist, and where existing in-
stitutional consortia should be more heavily exploited.

As a result, an increasing proportion of the research conducted by the university is
being funded from outside sources, primarily from the EU IV Framework Programme. The
goal set by the institution for attracting EU funds is clearly being met. This may be a double-
edged knife: the institution is able to create large research projects in those areas prioritised
by the European Commission. However, this policy may be perceived as not very diversi-
fied, and, there is a potential danger that the institution in the long run will lose some of its
control over its research policy. In the discussions with deans and rectors, it was clear that
the university is aware of these potential dangers and takes them in consideration in its
research strategies.

The EU funds concentrate mainly on certain areas, that correlate in several cases with
those that have been defined by the university or by the ministry as Centres of Excellence,
and therefore are eligible for additional institutional or national funds. In areas as social
sciences and humanities, with less tradition of working in large research groups and with a
more indirect relevance to competitiveness, opportunities for external funds, particularly
EU funds, are more scarce. More external funds require a large financial input from the
institutional or other outside source. It is easier to obtain these for research by the Centres
of Excellence in the aforementioned areas. If the pace of development continues to be
equally rapid, it may result in the gradual channelling and concentration of funds to fields
that fit better into the EU priorities. Certain special measures should be taken to guaran-
tee the long-term funding from both institutional and national sources for fundamental
research and research in areas that are not priority for the European Commission.
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As the pressures for the university to fund an increasingly large proportion of its activi-
ties from outside sources grow, the issue of sustainability needs to be addressed. The
external funds for research, again the EU funds being a good example, are short-term funds,
often of the matching kind. They do not provide for a long-term funding of basic research
and, in the case of EU also cost money. The university is starting to address this issue by,
for example, placing emphasis on creating wide-ranging contacts with the business and
industrial sectors, but in the departments the awareness of the implications of the shifting
funding mechanisms for research may still be low. The faculties and departments are for
the most part responsible for funding their research, but a certain level of buffer funding to
ensure the continuation of excellent research projects after the external money has dried
up might be one possibility for ensuring sustainability. This would need to be addressed
at a strategic level in the institution.

As the amount of international funding has increased, the institution has improved its
monitoring of the financial health of its international operations. However, it is still rela-
tively difficult for the institution to conduct true cost-benefit analysis of its international
research activities, and to calculate the actual costs of the externally funded research
projects. The current accounting systems provide little possibility for a clear overview about
the international income. Again, as the proportion of external funds increases, the institu-
tion should be able to create a greater awareness of cost-effectiveness.

In a research university like the University of Helsinki, the choice of partners for inter-
national co-operation is of fundamental importance. At best, the partners in the various
research projects can also form the core for interaction in education. The institution would
be wise to consider benefits of a more proactive linking of the international educational
and research activities, so that they would benefit each other mutually. In this case, the
possibility of merging the research office with the international office could be beneficial,
as a “one-stop-shop”.

Academic programmes

At a general level, it is difficult to give any precise feed back on the internationalisation
of academic programmes at the University of Helsinki. As a result of the nature and struc-
turing of the IQRP checklist and of the time pressure under which the self-evaluation had
to be conducted, little evidence could be collected on the international dimension of
curricula. Consequently, the comments given below are rather based on general impres-
sions of the role of curriculum development in the wider internationalisation process, than
on a systemic analysis of the institution’s provisions in this area.

Motives to more explicitly involve the curriculum in the process of internationalisation
could be threefold:

• The rectorate’s emphasis on strengthening the teaching functions of the university;
internationalisation is an important means for achieving quality improvement in
teaching and learning.
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• The emphasis of the European Union’s educational programmes has currently shifted
towards developing an international (European) dimension in the study programmes
for the (95%) non-mobile students.

• The successful actions of the University of Helsinki in the area of student and staff
mobility and in research could be more effectively linked by integration into the
curriculum.

Potential sources for further internationalisation of curricula seem to exist in three areas:

• The presence of foreign students. Both exchange and degree students could be
considered more explicitly as sources for internationalisation of the teaching and
learning process. Highly interactive (e.g. group work, collaborative projects and case
studies, etc.) course designs increase the benefit of their presence for domes-
tic students.

• The institution’s distinguished international research projects seem to represent
an important source for internationalisation of the curriculum at, in particular, the
postgraduate level. Spin-offs of efforts and investments could be optimised by chan-
nelling the results into the curriculum.

• An important condition for further internationalisation of the curriculum rests in the
area of staff development. The existing opportunities for internationalisation of
teaching staff should be continued and reward of staff performance in international
education could be created.

Another important condition, or concern, is of a more conceptual nature.
Internationalised curricula should not be too narrowly defined as courses taught in En-
glish. An international dimension in both content and learning processes is implied. Al-
though teaching in English is of course a prerequisite for attracting foreign students, it may
as well work as a separating mechanism (Finnish and foreign students being taught sepa-
rately in different languages), detrimental to the above described spin-off effects. Also for
reasons of cost-effectiveness a sufficient number of foreign students should be ensured
by, for instance, clustering of courses or groups. The PRT has taken notice of the intention
of the university to move into a situation, where there is no duplication of courses for
Finnish and foreign students.

From an international marketing point of view internationalised curricula are impor-
tant. Experiences in other countries show that these curricula attract more international
students than traditional curricula do. Students are generally motivated to choose them as
they are interested to study together with students from different countries.

It seems appropriate and challenging to encourage faculty level debates and analyses
of the concept(s) of internationalised curricula, of the present provision in this area and of
opportunities for further development. As for the last point, the institution’s high quality
and well-established contacts with foreign partner institutions may very well represent
interesting options for joint curriculum development.



135

OECD 1999

CHAPTER 6. UNIVERSITY OF HELSINKI, FINLAND

Students

Domestic exchange students

The number of outgoing domestic students in the framework of exchange programmes
has been going up rapidly from 79 in 1989-90 to 451 in 1995-96. The target of 500 outgoing
exchange students for 1998, will be most likely reached. But the mobility, both outgoing
and incoming, is still too much taking place in the framework of ERASMUS (65%), followed
by NORDPLUS (20%). Exchanges in the framework of bilateral agreements and ISEP, al-
though growing in numbers as well, are still too much a minority. This can create an
overdependence on external programmes and on inner-European mobility.

According to the PRT, the University of Helsinki in its student exchange policy is still
too much reactive to external targets and programmes and too much inner-European Union
oriented, and lacks a clear autonomous policy to reach the ambitious aim, stated in the
internationalisation plan, “that by the year 2005 every graduate will have had the opportu-
nity to spend some time abroad”. Although there are clear signals by the central adminis-
tration that expansion outside the European Union is seriously considered, they seem to
be based more on national policies (expanding the relationship with South-East Asia) and
European programme opportunities (Latin America, through the so-called Alfa programme),
rather than on institutionally determinated priorities. Setting clear targets and budgets,
taking autonomous institutional initiatives and stimulating departmental initiatives for stu-
dent exchange, independent of the European Union and outside of the European Union,
are necessary instruments to reach that goal in the coming ten years.

The PRT was surprised by the fact that neither faculty nor students give much impor-
tance to credits in studying abroad. There is, in the system, a feeling that study abroad is
more of an added value, rather than an integral part of the curriculum; the prolonged study
time tends to be considered as a real problem. Neither national nor institutional regula-
tions have, until now, contributed much to really deflecting students from this feeling.
However, new measures by the government, such as the financing of the universities based
on the number of degrees, may change that soon. More attention to credit transfer and
integration of study abroad into the curriculum, is recommended. The decision of the
University Senate in 1993 to apply the European Credit Transfer System (ECTS) as exten-
sively as possible, is an important factor in stimulating the transfer of credits.

Foreign exchange students

The PRT noted a strong feeling of uncertainty about the attractiveness of the Univer-
sity of Helsinki as a place of study for exchange students. Asked what is the biggest con-
cern in the internationalisation strategy of the university, the answer, both of the central
authorities, the Student Union and the faculties, is: “How to attract students and academ-
ics to come to Finland.” At the same time, it is observed that the University of Helsinki
makes itself extremely dependent on recruiting exchange students for the creation of place-
ments for their own exchange students abroad. For that purpose the university even has
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allocated bonuses to the faculties on the basis of the number of foreign exchange stu-
dents. This does not give justice to the role foreign exchange students and scholars can
play in the teaching and research environment of the university, and to the potential at-
tractiveness of the quality of education and research at the University of Helsinki.

The PRT recommends that the university begin to move away from the present focus
on the danger of imbalance as the main motivator for attracting foreign students and schol-
ars, and instead stresses more the importance, in the own words of the SAT, that “foreign
students [and scholars] make the academic community more international and they are
seen as an enriching element as such”.

The PRT is positive about the measures taken by the University of Helsinki to reduce
the barriers for foreign exchange students to study at the university. The decision to create
opportunities for courses taught in English, in addition to the existing instruction in Finn-
ish and Swedish, is an important mechanism to create interaction in the classroom be-
tween Finnish students, foreign students and the teacher. An important requirement in
this context is that opportunities are stimulated for Finnish students to take part in English
taught courses. The knowledge of English among Finnish faculty and students makes
that possible.

The services for the foreign students are organised in a excellent way: orientation
programmes, providing accommodation, and so on. The active role of the University of
Helsinki’s Student Union, and in particular the ERASMUS Student Network in the provi-
sion of services and orientation to the foreign exchange students, is seen as positive. Fur-
thermore, it is important to note that the PRT was positive on the offer of introductory
courses in Finnish language and culture.

Foreign degree students

The PRT has observed a dualism in the policy of the University of Helsinki with respect
to foreign students. Everything is done to recruit foreign exchange students, yet, the PRT
also gets the impression, that foreign degree students are considered more as a burden
than as an asset of the university. At the faculty level, a more positive attitude to foreign
degree students is evident, but concern is expressed on the problems of language prepa-
ration, entrance levels of preliminary training and cultural integration.

In line with the internationalisation document of the university, the PRT recommends
that more attention is paid to the selection and preparation of the foreign degree student
(the creation of a preparatory year has in that respect been mentioned in the university)
and to mechanisms of improving their active cultural integration.

The PRT applauds the efforts of the ERASMUS Student Network to assist both the
foreign exchange and the foreign degree students in their introduction to the university.
This is an excellent example for the rest of the university, to consider both categories of
students as of equal importance for the internationalisation of the university. Indeed, the
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PRT would wish to commend the Student Union organisation as a whole for its comprehen-
sive range of services to overseas students and for the way in which it relates positively to
university and other authorities, which also seemed client-oriented.

Organisational issues

After this review of the main activities and outcomes of the university’s international
policy, the PRT should comment on other most important elements in the delivery of the
international portfolio, namely sustainability, centre-faculty relationships, planning and
general quality arrangements, which, of course are very interrelated.

As universities develop their international work, it is useful to conceive of their
internationalisation along two dimensions. The first is along a spectrum where at one end,
the international effort is really marginal and peripheral, to the other end where it is of
very high priority and centrality, and permeates the work of the university at all levels and
in all domains. Helsinki is clearly moving towards the latter position very rapidly.

The other dimension is where the university stands in terms of the degree of
systematisation of its efforts – from the ad hoc to the very systematic. Helsinki again is mov-
ing in the latter direction. The question for the university to consider is: are arrangements
as systematic as they should be, without weakening that entrepreneurial urge which is
essential to operate effectively in the international arena, in research grants or stu-
dent marketing?

The PRT recommends attention be given to the following important organisational is-
sues:

• Personnel policies: the attraction of high quality overseas academics on competi-
tive salaries and a permanent basis; the better integration of visiting overseas teach-
ers; an adequate budget for staff travel and international sabbaticals; broadening
promotional criteria to include high quality teaching and overseas work. Staff de-
velopment: country briefings, EU briefings, language skills, teaching multi-national
classes; development of distance learning materials; contractual issues relating to
overseas work.

• Financial management: visibility of income and expenditure flows for all aspects of
international business; developmental/pump priming funds; accurate costing and
pricing of international services – and optimum fee recovery; financial incentives to
faculties and schools to operate internationally; stability, sustainability and diver-
sification of international income sources; liability and risk cover for international
projects; adequacy of intellectual property arrangements.

• Convergence and compatibility of university and faculty/schools plans, and the ex-
tent to which faculty priorities include university policy imperatives. Attention might
profitably be given to: the ways which some unconvinced departments may be
activated to perform adequately on the international scene; the closer articulation
of goals and budget priorities; and how performance indicators for international
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work may be sensibly and sensitively used to monitor strategic goals and act as an
incentive for changing patterns of behaviour. These issues might be given attention
in the annual planning agreements between the departments and the deans, and
between the deans of the faculties and the rector.

• Curriculum review from an international prospective: here the role of interdiscipli-
nary area studies may have some attraction, and in this context, the evolution of
library provision, internet arrangements, etc., is relevant.

• Consistent quality assurance processes across the whole domain of international
work. At present, arrangements for research (of conventional standing) clearly work
reasonably well because of the primacy of external peer groups. The same cannot
be said of teaching, administrative operations or students services. The latter group
may well be excellent, but the PRT was not aware of specific quality assur-
ance arrangements.

Finally, there is the question of centre-faculty-department relations, on which the PRT
was able to develop partial insights, and which usually represents an area of some tension
in most universities. The main issues here seem to be:

• Articulating central policy priorities with those of the faculties, and below then the
departments. We have already referred to the rector-dean discussions. There is a
case for extending this practice to departmental briefings also, so that departments
prepare their priorities clearly aware of university wide goals and how they
should respond.

• The roles of central units. The university should consider how a service/client ori-
ented attitude may be extended, with the resultant pushing back of more tradi-
tional bureaucratic cultures. This may be accompanied by a version of service-level
agreements; explicit and visible incentive structures to departments to operate
constructively in the international arena; and designated link persons in depart-
ments and faculties for international business.

• A close integration of effort between the International Relations Office and other
central units, so that a cohesive set of views and support mechanisms is provided
for departments. From what has been already observed on aspects of personnel
and financial management, this is not always the case at present.

• The continuing proactive role of central units, and the senior academic officers of
the university, but in an entrepreneurial rather than a bureaucratic spirit. This may
have to go beyond the facilitating to the promotional dimensions in the context of
teaching, if not so much in research.
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  Integrating the IQRP in the Strategic Plan
Monash University, Australia

by
Grant McBurnie

The university setting

The Australian higher education system consists of 36 government funded
universities and two private universities. In addition, there are eight government
funded higher education institutions which are not called universities. Monash
University, a government university, was established in 1958, and began taking
students in 1961. The university is now Australia’s largest, with more than
45 000 students spread across six Australian campuses and one Malaysian cam-
pus, or enrolled in Monash transnational programmes in the Asian region. In Aus-
tralia, academic staff total some 2 500 and general staff number more than 2 700.
Monash has ten faculties/schools including: Art and Design; Arts (Humanities and
Social Science); Business and Economics; Information Technology; Education;
Engineering; Law; Medicine; Science; and Pharmacy. Qualifications offered range
from bachelor through to Ph.D., with master by coursework and/or research and
postgraduate diploma available in a number of fields.

The university is headed by the Vice-Chancellor, who is also President. There
are three Deputy Vice-Chancellors: International and Public Affairs; Academic and
Planning; Research and Development. Financial and administrative operations
are under the General Manager. Together these constitute the Vice-Chancellor’s
Group, or senior executive management of Monash. The basic academic
organisational unit is the department, and these are grouped by discipline into
faculties. Each faculty is headed by a Dean, and has three Associate Deans, rep-
resenting the faculty regarding variously teaching, research and interna-
tional matters.
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Nature and extent of international dimension

Monash has a strong profile across all of the dimensions of institutional
internationalisation identified by Back and Davis (1995, pp. 121-122) in their study
of “the scope of internationalisation in Australia”: staff and student mobility,
internationalised curricula, international links. Indeed, the authors of the inde-
pendent Good Universities Guide judged Monash the Australian University of the Year
in 1994 when internationalisation was the key criterion of the award (Ashenden
and Milligan, 1994).

Back and Davis (1995) describe the trend from “aid” (assistance for developing
countries) to “trade” (attracting fee paying international students) to “process”
(seeking to integrate an international dimension into the core functions of the in-
stitution) which broadly characterises the international focus of Australian higher
education in recent decades. Monash (along with the University of New South Wales)
was one of the universities at the forefront of these movements. Its history also
shows that these phases overlapped and combined in many ways. From its com-
mencement, the university integrated area studies into its teaching and research
programmes through the Centre for Southeast Asian Studies and similar specialised
operations. At the same time that Monash welcomed students from Asia under the
Colombo Plan aid scheme in the 1960s and 1970s, it also attracted significant num-
bers of private students. Interestingly, at Monash the highest percentages of inter-
national students (18%) were present on campus in the early to mid-1980s, before
fees were made chargeable at the end of that decade. As the university pursued
fee paying international students from the late 1980s, it made a commitment that
the key Asian countries from which students were drawn – including Malaysia, In-
donesia, Hong Kong, China, and Singapore – would be part of the academic re-
search and teaching profile as well as the “market” of the institution. In 1991, Monash
was the first Australian university to appoint a Pro Vice-Chancellor to deal exclu-
sively with international programmes and development.

In parallel with taking its own initiatives, Monash – sometimes in consortia with
other institutions – has participated with enthusiasm in the many Australian gov-
ernment programmes promoting international education links, such as
the “Targeted Institutional Links Programme”, the “University Mobility in Asia and
the Pacific” scheme, and country specific co-operation arrangements.

The university’s approach to internationalisation has been threefold:

• To internationalise the composition of the student body.
• To internationalise the educational experience of students and faculty.
• To establish and enhance a Monash presence overseas.

The international composition of the Monash student body is readily quantifi-
able. There are more than 5 500 international students from 70 countries enrolled
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at the Australian campuses of Monash, more than 600 enrolled at the Malaysian
campus (planned to grow to 5 500 by the year 2003), and over 2 500 undertaking
Monash courses transnationally in Hong Kong, China, Singapore, Indonesia and
Malaysia. Australia is a multicultural nation, and this is closely reflected in the mix
of national origins of Australian citizens and permanent residents enrolled at
Monash. For some 20% English is not the main language spoken at home, and
more than 20 languages are represented.

Success in internationalising the educational experience of students and fac-
ulty is, of course, not as easy to measure, and is an ongoing process. The univer-
sity has fostered an academic culture encouraging the internationalisation of the
curriculum. This has broadly taken four forms: degrees with an international focus
such as bachelor of arts (Asian studies) and bachelor of business (international
marketing); area and language studies; subjects with an international focus, such
as Indonesian politics or French history; the use, wherever possible, of interna-
tional examples within a subject, such as water purification in Thailand as a case
study within environmental science. There are a wide variety of such options for
Monash students.

Over the years, numerous Memoranda of Understanding have been signed
with foreign universities, institutions and government departments. Flowing from
this are ample opportunities for student and staff mobility, supported by bursa-
ries for students and funded sabbaticals and Outside Studies Programmes for
tenured faculty. Numerous research centres at the university specialise in interna-
tional, regional or country focused studies. These include the Monash Asia Insti-
tute, the Centre for Southeast Asian Studies, and the recently established Monash
Centre for Research in International Education. The physical presence of Monash
overseas includes a full campus in Malaysia, and various partnership arrangements
providing teaching sites in Malaysia, Hong Kong, China, Singapore and Indonesia.
Monash academic centres for Australian studies have been established in part-
nership with other universities in the United States, England and Germany. Plans
are well advanced for a campus in South Africa.

Why IQRP was introduced

To understand the context of the study at Monash, it is important to note that
the IQRP took place in advance of (and, to some extent, in anticipation of) major
planned changes in the overall organisational structure and senior leadership of
the university. The review of internationalisation at Monash was one part of a broad
internal review encompassing all aspects of the institution.

While Monash has a strong profile in international education, its achievements
in the field could be seen by the critical eye as a mixture of careful central plan-
ning, individual initiative, historical trends, happy circumstance and ad hoc de-
velopments. Monash wished to take stock, build on successes, identify and address
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problems. The overall goal was to reassess the university’s objectives, articulate
them as explicit university policy, and build strategies for internationalisation into
the new institutional plan.

It should also be noted that the Australian university system does not have a
strong history of external review. Government universities are self-accrediting, in
line with rigorous procedures supervised by each university’s Council or Senate.
National reviews of education quality have been ad hoc, and systematically ex-
amining the internationalisation of the student experience has not been a govern-
ment priority.

In looking at the internationalisation of education, Monash was and is keen to
use external quality measures, especially those internationally based, as a method
of examining its profile in the context of the world. Like institutions around the
world, Monash acknowledges that “quality” has many meanings (fitness for pur-
pose, world’s best practice, value for money, client satisfaction and so on) which
must be negotiated and discussed in relation to education. The university contin-
ues to promote debate about these issues.

The IQRP is an international, external quality instrument. In a climate where
external review is not a regular expectation, the connection of IQRP with the highly-
respected OECD would likely win the respect and confidence of the Monash com-
munity which would be involved in the process. The opportunity to undertake the
IQRP was very attractive to Monash for all of these reasons.

Implementation of the IQRP

The self-assessment analysis and report

Monash carried out the IQRP in a different order to that suggested by the model.
Given the size of the university, and the ongoing nature of planning, it was more
practical to consult the wider university community after distributing
the self-assessment report and the peer review report as a basis for discussion
and analysis.

The preparation of the SAT report was co-ordinated by the International Office,
headed by the Pro Vice-Chancellor, International Programmes and Development.

There were three aspects to completing the SAT report.

Assembling existing information held by the International Office

A range of internal and external material relevant to the IQRP was already held
in the International Office. Most readily available was information about the in-
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ternational matters for which the office was responsible, such as student mobility,
staff exchange, inter-university relations, international student recruitment and
support. Existing reports and studies were utilised, including documents prepared
for the visit by the Good Universities Guide panel; internal Monash reviews (on Lan-
guage and Learning Support Services, the Monash Asia Institute, Asian Language
Provision); and structured surveys of international student satisfaction. Other
sources included university strategic planning and policy documents, public rela-
tions and marketing material, course catalogues, statistical reports, staffing regu-
lations, and staff development course material.

The office also put together historical and contextual information relevant to
the internationalisation of higher education in Australia. This included material by
the Australian Vice-Chancellors’ Committee (AVCC) and federal government de-
partments such as the Department of Employment, Education and Training (DEET)
and the Department of Foreign Affairs and Trade (DFAT). In some cases it was
necessary to clarify for the PRT that certain staffing and student policies (regard-
ing employment restrictions and student visa regulations) were a result of compli-
ance with government legislation rather than university strategy.

Obtaining information from appropriate sections of the
university community

An explanation of the background and purpose of the IQRP, together with spe-
cific questions for completion was sent to relevant sections of the university. These
were the same people scheduled to be interviewed by the PRT. Those well-ac-
quainted with international issues welcomed the invitation to elaborate on the
role of their area. For those who dealt primarily with domestic issues, this was a
fresh opportunity to reflect upon the international dimension of their activities.

Carrying out additional institutional research

Once the collected material was combined into a coherent whole by the Pro
Vice-Chancellor and his staff, further research was carried out to fill in any identified
gaps and to update information. For example, at the request of the International
Office, the Human Resources Branch systematically examined Outside Studies
Programme (sabbatical leave) reports to draw a profile of countries where academic
staff carried out sabbatical activities. The Research Branch updated material on
Monash publications in international scholarly journals, and collaborative research
with international colleagues.

A first full draft was sent out to those who had contributed information, afford-
ing them the opportunity to revise their section in the light of the overall docu-
ment. The revised draft was then given to the PRT and those scheduled to be
interviewed.
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The Monash SAT report, while detailed and thoroughgoing, is something of an
interim document, which was later integrated into the larger Monash plan-
ning process.

The peer review team visit and report

Following the preparation of the self-assessment report, the second phase was
the visit by the peer review team. The PRT was aware of the order in which Monash
intended to carry out the IQRP. The PRT report noted that “the university’s self-
assessment report and this account of the external review will be used by the
university in an on-going institution-wide evaluation of the internationalisation
activities and planning” (p. 1).

Over two days, the PRT interviewed some forty Monash faculty, staff and stu-
dents according to an agreed schedule. Members of the Monash community inter-
viewed included:

• Senior management involved in university planning, governance and
organisational systems.

• Area and language studies faculty.
• Faculty teaching internationalised curricula (in arts, business, information

technology, and medicine).
• Student services administrative staff.
• External relations staff.
• Faculty and management dealing with international research and scholarly

collaboration.
• Human resources management, including those dealing with appointments,

professional development and the outside studies programme (sabbatical
leave).

• Language and learning services staff (providing academic support for stu-
dents with learning difficulties).

• Study abroad and student exchange students, faculty and administrative staff.
• International students.

As the third phase, the PRT provided a written report to Monash, addressing
each of the categories covered both by the IQRP and the self-assessment report.
The PRT report acknowledged areas of strength, and provided constructive criti-
cism regarding areas it suggested needed attention.

Benefits of the IQRP

Immediately following the IQRP, Monash underwent the GATE review of the
off-shore courses. Lessons learned from IQRP and GATE, each serving different
but complementary functions, were then incorporated in the Monash planning
system. GATE now has an ongoing role in Monash off-shore quality review, and the
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university anticipates carrying out an IQRP (or similar) exercise at its interna-
tional campus(es).

In light of these developments, the sections below look at the use of quality
instruments in relation to internationalisation across three dimensions:

• Institutional planning for internationalisation: IQRP and the Monash Plan.
• Quality assurance in transnational education: GATE certification of Monash

programmes offered in Hong Kong, China, Malaysia and Singapore.
• International campuses: the Monash Global Programme in Malaysia.

The IQRP and institutional planning: the Monash Plan

Strategic planning

The impact of the IQRP is most apparent in its contribution to the strategic
planning of the university. As part of an ongoing process of planning and develop-
ment, the university in 1997 published Leading the Way: The Monash Plan 1998-2002
which includes clear goals and performance targets. The internationalisation of
the university is a key element of the plan, expressed in the section entitled “Be-
coming Global” and throughout the document.

Following the IQRP, the SAT report, the PRT report and explanatory contextual
information were packaged together and forwarded to all faculty Deans and se-
nior management, who were asked to provide feedback. The combined informa-
tion was used as a resource in the broader task of producing the Monash Plan. One
of many resources, the IQRP was particularly valued because of its comprehen-
sive, systematic framework, and the external, international perspective it provided.

The peer review team report observes that Monash “is among the premier
institutions in the world to have internationalised to the breadth” (p. 5), and com-
mends the university on a number of strengths. At the same time, it makes several
incisive criticisms and suggestions, always in a constructive spirit and for the pur-
pose of facilitating the shared goal of improvement.

Rather than list the actions taken by Monash in response to each of the matters
raised in the PRT report and the self-assessment process, it can be noted that
each has been taken up, together with many other matters, in the context of the
Monash Plan and its associated activities. To illustrate, one key aspect,
internationalisation of the curriculum, will be highlighted and discussed.

Internationalisation of the curriculum

At the time Monash underwent the IQRP, the strategy for internationalising the
curriculum of the university operated chiefly by encouraging individual academ-
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ics and schools to incorporate an international dimension into the subjects they
taught, and providing students with many options for combined degrees. The other
key aspect was the provision of a suite of options for students to carry out part of
their study overseas.

In judging Monash the Australian university of the year for 1994-95 when the
theme was internationalisation, the authors of the Good Universities Guide commented
particularly on the efforts of the university to enhance the experiences of students:

“Monash has been among the first to see that there is more to being an
international university than selling places to international students. It
wants to change the way young Australians see themselves and their
working futures. Pushing this ambition further and faster than others, it is
among the first to find that some internationalising is easy to do, and
some is not. Opening doors to students from around the region, around
the world, can be done relatively quickly and relatively easily. Lifting the
quality of educational and other services to these students is harder, and
takes longer. Opening windows on to worlds for Australian students (...)
is hardest of all.” (Ashenden and Milligan, 1994, p. 83)

Internationalisation strategies proved very successful for some faculties (par-
ticularly Arts, Business and Economics, Law and Medicine), but internationalisation
was less evident for other disciplines.

The PRT report noted the successes of the university in this respect, but ob-
served that in their view “it remains unclear if there is a deliberate institutional
policy for internationalising the curriculum, currently carried out by individual teach-
ing staff or departments” (p. 3).

Under the Monash Plan, the goal of internationalising the curriculum is now
explicitly stated as university policy:

“Consistent with one of its three key themes, Monash will ensure that all
its students have the opportunity to gain an international education.
Within two years, all Monash award programmes will demonstrate within
their curriculum a commitment to key internationalisation outcomes.”
(Monash University, 1997, p. 8)

To assist with realising this goal, the international dimension has been inte-
grated as a standard part of the university’s course approval procedure. Each new
course routinely undergoes a peer review process in accord with specified criteria
(concerning matters such as elements of content, assessment methods, mode of
delivery and so on). One of the requirements is to demonstrate how the course
contributes to the student’s international perspective on the discipline (Monash
University, 1998, pp. 8-9). A similar requirement will be implemented for existing
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courses from 1999. The success of this strategy will need to be examined further
down the track.

Study abroad

Studying abroad is another key means of internationalising the educational
experience. While Monash can point to several of its student mobility programmes
which have had a strong impact, the university acknowledges it has not attracted
as many participants as it would like. Through the IQRP, the SAT and PRT together
identified a number of matters which needed to be addressed to raise the inter-
national mobility of Monash students:

• Integrating study abroad into the curriculum wherever possible.
• Developing a consistent policy on academic credit for international study.
• Streamlining the processes for students to avail themselves of study abroad

opportunities offered by the university.
• Drawing together the central administrative and faculty-based resources

for better service to students.
• Improving and linking the predeparture (including visa, accommodation ar-

rangements and academic programme information) and post return services
(including debriefing and granting of academic credit) to students.

In Leading the Way (Monash University, 1997), the university has taken three
steps to deal with these issues: setting a measurable target; putting a process into
place which involves close collaboration between academic and administrative
staff; devoting a substantial and increasing budget line to the task. The Monash
Plan sets the goal of 10% of commencing students to complete part of their studies
overseas for credit toward their Monash degree. In the first year of operation, more
than A$1 million has been budgeted for this purpose, and it is anticipated that the
figure will rise as the number of students participating in the programme increases.

A Monash Abroad Office has been established to administer programmes, and
to liaise with each faculty/school to devise discipline-appropriate strategies for
enhancing student mobility. A range of programmes is offered, including:

• Student exchanges.
• Language study.
• Internships.
• Business tours.
• Art and culture tours.
• Community service projects.

The success of this new mobility scheme will be measured by a number of
performance indicators, including: number of participants, spread across disci-
plines, academic progress, and student feedback. The Monash Abroad Programme,
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as it relies on various means of accessing overseas study opportunities, has un-
derlined the need to carefully evaluate the nature and vigour of the university’s
international relationships.

International institutional agreements

Over time, the university has signed Memoranda of Understanding (MOU) with
168 institutions from 30 countries, for the purposes of student and staff exchange,
and collaborative research. One of the issues raised in the IQRP was the level of
activity of these agreements. As one might expect, the answers ranged across the
spectrum from high to sporadic to moribund.

The Vice-Chancellor, Professor Robinson, has noted that:

“Formal co-operation is the most rapidly growing aspect of the
internationalisation of inter-institutional relations. Co-operation in this
sense is much more than paper agreements. Too many university vice-
chancellors and rectors have inherited too many such agreements, filling
too many rarely opened filing cabinets.” (Robinson, 1998, p. 5)

In an earlier phase of internationalisation, increasing the number of institu-
tional relationships was a priority. In line with the Monash Plan, the university is
reviewing its inter-institutional agreements “in order to identify a smaller set of
key relationships which are fully active and important” (Monash University, 1997,
p. 17). One approach is to clarify the nature of the relationship with each institu-
tion. The categories include:

• University level relationships (where three or more faculties/schools
are involved on each side).

• Faculty level relationships (where one or sometimes two faculties
are involved on each side).

• Relationships functioning across the range of activities: student exchange,
staff exchange, exchange of academic materials, collaborative teach-
ing, collaborative research.

• Relationships focusing on one activity, such as student exchange, or joint
consultation on a community service project.

A number of organisational actions have been taken to address these issues,
and to deal with the ongoing implementation of the Monash Plan. Under the Deputy
Vice-Chancellor, International and Public Affairs, three core consultative and advi-
sory groups have been established to promote cross-university interaction on
internationalisation. The “Monash University Global Group”, which includes Asso-
ciate Deans International from each faculty/school, deals primarily with academic
and discipline oriented internationalisation. The “International Working Group” is
a small “think tank” addressing institutional level international issues. “Country
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Focus Groups” comprise faculty and staff interested in interactions with a particu-
lar country.

Quality assurance in transnational education: GATE certification of
Monash University

The university’s concern to review the quality of internationalisation within its
Australian campuses was naturally mirrored by a desire to formally examine and
ensure the quality of its programmes operating overseas. To this end Monash in
late 1996 invited the Global Alliance for Transnational Education to pilot the GATE
quality assessment principles by reviewing Monash off-shore courses. The univer-
sity simultaneously piloted its own internal “Off-shore Quality Assurance” review
procedures. This undertaking was foreshadowed in the SAT report, and welcomed
by the peer review team, which noted (p. 3):

“The extensive off-shore offerings of Monash are generally well accepted
throughout the university and in the countries where they are provided.
Although the university is careful to assure general quality through a com-
bination of centralised and decentralised means, the recent instituting
of a quality assurance process for these programmes is both accepted
and necessary. The result is the adoption of an integrated quality assur-
ance system combining ongoing internal review and regular external cer-
tification.”

The GATE review process and the IQRP serve quite different purposes. IQRP is
concerned with helping a university assess its success in, and devise strategies
for, achieving its own goals regarding internationalisation – in this case the
internationalisation of the education experience for Monash students and faculty.
GATE focuses on the quality of the delivery and support of education programmes
offered outside their country of origin. In the experience of Monash, the two qual-
ity instruments complement each other well, and carry synergistic benefits for the
institution concerned with various aspects of the quality of internationalisation.

Transnational education

GATE focuses on the growing transnational dimension of the internationalisation
of education (refer to Chapter 11 for further discussion on GATE and the certifica-
tion approach). Some background on both transnational education and GATE will
help clarify these phenomena.

GATE offers a succinct definition of transnational education in the introduction
to its Certification Manual:

“Transnational Education denotes any teaching or learning activity in
which the students are in a different country (the host country) to that in
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which the institution providing the education is based (the home coun-
try). This situation requires that national boundaries be crossed by infor-
mation about the education, and by staff and/or educational materials.”
(GATE, 1997a, p. 1)

There are a variety of ways in which education is conducted transnationally,
including via: distance education (with or without local support); twinning
programmes; articulation programmes; branch campuses; and franchising arrange-
ments (McBurnie and Pollock, 1998).

Transnational education has been growing in popularity for some years. In 1998,
for example, 34 out of 38 Australian universities reported offering courses off-shore,
to an estimated total of more than 20 000 students (AVCC, 1998). Acknowledging
the importance of transnational education, the Australian Vice-Chancellors’ Com-
mittee has published a voluntary code of ethics for the provision of off-shore courses
(AVCC, 1995).

Transnational education is attractive to students seeking to gain a foreign quali-
fication without moving from their country of residence. It can also be attractive to
employers and governments looking at options for human resource development
(including multinational or global corporations with a geographically dispersed
workforce). Education providers seeking ways to expand their export markets are
also attracted to the possibilities opened up by transnational education. The de-
valuation of Asian currencies is likely to increase the demand for transnational
offerings in the region, as students find it more difficult to afford the cost of living
as well as tuition fees in foreign countries.

At the same time that it presents possibilities for students, governments, em-
ployers and providers, transnational education underlines the need for review
systems to address the quality of the education available. The operation of bogus
or substandard providers is of course an important “consumer protection” con-
cern. However, even where a qualification is provided transnationally by a repu-
table university, recognised or accredited by its home country, a number of ques-
tions arise, including:

• Is the course content the same as that provided at the home institution
(and should it be)?

• Is there appropriate cultural sensitivity to the local requirements in terms
of content (including appropriate use of local examples, and explanation of
foreign terms or context)?

• Are the methods of teaching appropriate for achieving the objectives of the
course (i.e. teaching styles may not always translate well from country to
country)?

• Are the physical, administrative, communication and other re-
sources adequate to support successful learning?
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Monash has pursued these quality issues regarding its transnational offerings
using its own internal guidelines and the GATE principles.

GATE certification

GATE gives the following reasons as to why an institution or government may
find GATE certification of value:

“To demonstrate commitment to quality education; certification is re-
quired by a country to permit a foreign institution to offer a programme;
certification is accepted by a country for the purpose of recognising the
institution’s graduates; to ensure or enhance the employability of gradu-
ates; to provide international comparability; to provide international
mobility; to permit transportability of qualifications and partial qualifi-
cations; to permit international credit accumulation; to attract students;
(...) as a check on the quality of education being exported by or imported
into the country.” (GATE, 1997b, p. 3)

Several of these reasons were applicable to Monash. The university is con-
cerned with assuring – and being seen to assure – the quality of its transnational
programmes. Motivations included showing a commitment to quality, demonstrat-
ing the university’s quality in a competitive international market, concern for the
consumer rights of students and, overall, maintaining the reputation and image of
Monash. Another motivation was the desire to take the initiative in an age where it
is likely that governments, employers and students will increasingly demand edu-
cation providers quality.

Review of Monash off-shore courses

With the mandate of the University Council, in late 1996 a small team (includ-
ing two GATE board members, and members of the Monash Off-shore Quality
Assurance Committee) simultaneously piloted the GATE principles and Monash’s
internal Off-shore Quality Assurance guidelines.

The review team examined 18 bachelor level and masters level courses across
Malaysia, Singapore and Hong Kong, China. The disciplines included business,
computing, nursing and arts. These were either fully taught in classrooms by a
combination of local academics and visiting Monash staff, or undertaken by dis-
tance education supported by local staff. In all cases, Monash curriculum material
was used, and students had access to staff support, computer and library facili-
ties. The partners were variously: local universities operating through their pro-
fessional and continuing education arm; local institutions or professional bodies
authorised by their government to offer foreign qualifications in partnership with
registered foreign universities; or licensed private education companies.
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The team requested written reports from the Monash academic faculties run-
ning the courses. These were normally prepared in co-operation with the over-
seas partner. In accord with the prescribed guidelines, detailed descriptions and
documentary evidence were provided for matters including:

• Provision of curriculum material.
• Appropriate use of local examples and context for material foreign to the

local culture.
• Admission standards.
• Assessment of students.
• Staff selection.
• Channels of communication.
• Teaching facilities.
• Notification of student results.
• Appropriate marketing of courses.
• Contractual arrangements.
• Local professional accreditation requirements.
• Legal requirements of the host country.
• Ongoing evaluation procedures.

After digesting the reports the team visited the off-shore operations, meeting
with academic and administrative staff and students, and inspecting physical fa-
cilities including classrooms, libraries, and computer equipment. For each course,
the Monash Off-shore Quality Assurance (OQA) team wrote an item by item report
which was submitted to Monash University Council, the relevant Monash faculty/
school and the off-shore partner. Each report contained recommendations con-
cerning any conditions the continuation of the course should be subject to, and
suggestions for improving the course. The faculty was then required to report to
council on how it has/will implement any changes recommended. Among the is-
sues raised in the OQA reports and acted upon by the university were, in
some cases:

• The need to ensure appropriate local content and explanation of context
for foreign material.

• Upgrading and substitution of library materials (in some instances the text-
book prescribed in Australia was not readily available in the host country).

• Enhancement of channels of communication between the host and the pro-
vider, including specifying protocols and turnaround times.

• Resolution of contractual issues with partners.

For each course the GATE members of the team prepared an itemised report
addressing each of the GATE principles. These reports were then considered by
the 12 member GATE board which awarded certification to those Monash courses
which had been reviewed and satisfied the requirements. While the outcome of
the certification was a Yes or No result, it was important that Monash received
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detailed evaluative comments for the enhancement of courses, and comments
anticipating possible future problems or issues requiring attention.

Following the pilot phase, both the Off-shore Quality Assurance system and
GATE certification have now been formalised and integrated into the overall
Monash academic, budgetary and strategic planning programme. The curriculum
content and academic standards of Monash courses operating off-shore are sub-
ject to the same processes of approval applied to all Monash offerings. Initially
they are carefully scrutinised by the faculty, the Education Committee, and Aca-
demic Board in accord with published regulations.

Off-shore courses undergo two additional processes to ensure that their stan-
dards are maintained when they “cross the border”: internal review in line with the
Monash Off-shore Quality Assurance Committee, and external certification by GATE.
Under the terms of the Off-shore Quality Assurance Committee, course proposals
are scrutinised twice-yearly, and courses are reviewed on a rolling three-year cycle.
The GATE certification is due for renewal in late 1999, when Monash courses will
again be subject to this independent review process.

The use of such quality instruments is a strategic part of the Monash Glo-
bal Programme.

The Monash Global Programme

As part of its internationalisation strategy, Monash has embarked on what it
calls the “Monash Global Programme”. The goal is to establish a significant Monash
presence in up to seven key international locations by the year 2002. Perhaps the
most innovative aspect of the programme will be the establishment of a number
of Monash campuses overseas.

The terms “branch campus”, “foreign campus”, “international campus” and “over-
seas campus” are ambiguous. In the North American context, these frequently
refer to an arrangement whereby the host institution – perhaps as part of a study
abroad programme – has licensed a site in a foreign country where its own (Ameri-
can) students can study for a semester or summer school for credit towards their
degree. In the Australian context, branch campus is sometimes used synonymously
with “twinning programme” or with overseas support sites for distance education
programmes (as discussed above).

In the context of the Monash Global Programme, three criteria define the inter-
national campus:

• It offers complete programmes from commencement through graduation,
culminating in a regular qualification of the provider institution.

• It is part of the education system of the host country.
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• It is a full campus of the provider institution, integrated as seamlessly as
possible into its mainstream academic, administrative and resource systems.

Monash has established the first such campus in Malaysia in 1998, at the invi-
tation of the Malaysian government. Plans are well advanced to establish a cam-
pus in South Africa, with the close involvement of that country’s government.

The Monash University Malaysian Campus

The Monash Malaysian campus is the first of its kind in Southeast Asia, and is
an example of what may become a new phenomenon in international education: a
sovereign government asks a foreign university to establish a campus, to offer
programmes in line with the national strategy, and to be integrated into the local
education system including reporting lines to the government.

This development offers interesting possibilities in internationalisation. It also
raises a number of important issues, and the need for appropriate quality instru-
ments. GATE is part of the process. In due course, the university anticipates the
need to carry out an IQRP (or IQRP related) review of the international education
experience of students in relation to the Malaysian campus. In that case the goals
to be explored would be those formulated collaboratively by the national govern-
ment of Malaysia and the university. Monash University has been involved with
Malaysia since shortly after the university’s foundation. From 1963, Monash wel-
comed large numbers of Malaysian students under the Colombo Plan and other
aid mechanisms. As fee paying international students became part of the Austra-
lian education environment from the late 1980s, Malaysia continued as a major
source of Monash students. The university also established twinning programmes
in Malaysia, whereby students carried out part of a degree in their home country
and completed their studies in Australia. There are some 9 000 Monash alumni in
Malaysia, many of them playing key influential roles in society. One consequence
of this close and continuing relationship, is that Monash enjoys a strong profile
with the Malaysian government, professions, employers and students.

The Malaysian government, as part of its “Vision 2020” national plan, declared
its goal to strengthen the educational infrastructure of the country. Addressing a
conference on “Reforms in Education: The Next Stage” shortly before the announce-
ment of Monash Malaysia, the Malaysian Minister of Education outlined
the approach:

“The introduction [of six pieces of education legislation was] intended to
bring about a quantum leap to the education system which will bring
about sweeping change to the country’s learning institutions ... This is in
line with our mission: to develop a world class quality education which is
flexible and innovative ... [and] will make Malaysia a regional education
hub and a centre for education excellence as we approach the next mil-
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lennium... Inherent in the policy, is the need to decentralise and liberalise
the system. It also became abundantly clear to us that education based
solely upon the public sector will restrict and inhibit growth. No govern-
ment has unlimited resources on education. The writings on the wall have
clearly pointed to the fact that we now require the private sector to be
involved in education, in particular, at the tertiary level. This has led us
to encourage the setting up of private universities... [within a] proper
legal framework.” (Razak, 1998)

The “Private Higher Educational Institutions Act” of 1996 and other legislation
opened the way for foreign universities, upon government invitation, to found
campuses in Malaysia.

The present Monash Malaysia campus has developed from its successful twin-
ning programme run since 1990 in partnership with Sunway College, a private
Malaysian educational institution. The operation at Sunway was reviewed as part
of the GATE certification discussed above. The ministry has made it clear that
government funded institutions are well able to meet the nation’s requirements
in the fields of arts, humanities and social sciences. Monash Malaysia will concen-
trate particularly on disciplines which clearly relate to the government focus on
improving the industrialised science-technology profile of Malaysia: engineering,
science, information technology, commerce. The campus will also offer programmes
by distance education. The government of Malaysia has been negotiating with a
number of universities from various countries concerning the establishment of
foreign campuses. It is possible that such arrangements may be made involving
several universities and countries. While these are early days, it is worth reflecting
upon some of the issues involved in what may become a new dimension in the
internationalisation of education.

There are a number of benefits to the host country, in this case Malaysia:

• At no cost to the Malaysian taxpayer, a well-regarded foreign institution is
integrated as part of the Malaysian system to provide programmes in line
with goals of national development.

• Programmes are introduced with the consultation and approval of
the government.

• The educational infrastructure of the country is expanded particularly with
respect to science and technology programmes (or whichever fields are pri-
orities for the nation).

• Students can fully carry out a foreign degree at home, thereby saving costs
in terms of travel and overseas living expenses.

• The campus can assist Malaysia in its goal of becoming a net exporter of
education, by attracting students outside the country to study on campus
or by distance education.
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There are two key differences between this relationship and the other off-shore
components of the university: it is a full (seventh) campus of the university; it is a
part of the education system of the country, with Monash having a direct line of
responsibility to the Malaysian government.

A number of issues in the internationalisation of the university arise from these
two factors. There will be additional opportunities for international and intercul-
tural cross-fertilisation in the fields of teaching, research and administration:

• Strategies for internationalising the curriculum will be able to incorporate
perspectives from the international campuses, including case studies and
subjects devised in response to specific country needs.

• The international profile of research programmes can be broadened as staff
at campuses in different countries collaborate. Research undertaken in re-
sponse to the needs of other countries where Monash is represented will
also have an international focus not necessarily present in Australian based
projects.

• The staff and student profiles of the university will be increasingly
internationalised.

• Administrative structures and procedures will have opportunity to take on
international components, as the regulations and requirements of different
countries must be met within the overall Monash system.

• The Monash Abroad mobility programme will be extended to include
Monash students regardless of the country they are based in.

• Monash will need to develop some new programmes which would not oth-
erwise have existed within the university. For example, Monash will offer
students in Malaysia subjects in line with ethics and culture components of
the government’s plan: “Islamic Studies” for Malay students; “Moral Stud-
ies” for non-Malay students from Malaysia; “Malaysian Studies” for foreign
students. Monash faculty in Australia and Malaysia will collaborate in the
design and teaching of these courses. Naturally, there will be opportunity
for such studies to inform cultural and other studies at the Australian cam-
puses, and for cross-cultural perspectives to be an integral part of
the courses.

Allowing for national differences, Monash is developing a model for imple-
menting this kind of arrangement in several countries.

A number of critical concerns and potential problems must be kept in mind.
These include:

• Appropriate handling of Western values.
• Sensitivity to local requirements.
• Ensuring the full programme is provided to students in the branch campus.
• Appropriate pedagogical styles.
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• The danger of academic matters being driven by financial considerations
ahead of educational values.

• Industrial issues for faculty and staff.
• Political, cultural and equity issues relating to the language of instruction.

These issues are topics of energetic discussion at Monash and elsewhere, and
must be addressed in the planning mechanism. In addition to systems applied
internally by Monash, there are at least two external quality instruments Monash
has found important, and which it intends incorporating into the Global Programme.

The Malaysian campus (and future campuses in the planned Global Programme)
will be reviewed by GATE to provide an external quality assurance mechanism, as
well as by internal Monash Off-shore Quality Assurance procedures. Indeed, certi-
fication by the independent, internationally based GATE was one of the compo-
nents considered by the Malaysian government in its invitation for Monash to
establish a full campus in that country.

The university anticipates that, in due course, an IQRP oriented review will be
needed to help rigorously gauge progress in realising the possibilities of the Glo-
bal Programme in terms of further internationalising the educational experience
for staff and students of Monash University, regardless of country.

Conclusion: what is the impact of IQRP

The IQRP benefited Monash in at least four ways:

• It brought together a diverse cross-section of the Monash community to
focus, in a rigorous and structured manner, on international matters.

• It provided an impetus to take a detailed snapshot of internationalisation
at Monash. The range of information had not previously been put together
into one package (rather it had been spread across filing cabinets and minds
around the university).

• The university received feedback and suggestions that were internal, exter-
nal, local and international.

• It helped to identify areas of strength, and areas needing attention. This
had of course been done before, but the external/international aspect of
the process added extra weight to the observations.

The IQRP material fed ideally into the planning process Monash embarked on
in 1997, and is redeveloping annually.

If the internationalisation of education is to provide real benefits for the uni-
versity community, there is an ongoing need to define goals and objectives, to
implement strategies for their achievement, and to gauge the quality of the out-
comes. In this light, the key impact of IQRP at Monash has been at the level of
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university planning. Together with quality instruments such as GATE it has played,
and will continue to play, a vital role in energising the internationalist axons of the

institutional mind.
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IQRP as a First Step
Moi University, Kenya

by
Joseph Koech and Peter Opakas

Introduction

The Internationalisation Quality Review Process (IQRP) of Moi University,
Eldoret, Kenya, took place with different objectives from the other case studies in
the pilot phase of the IQRP project. At Moi University, IQRP has been used as an
instrument to prepare a self-assessment report of the international activities of
the university as the first step towards preparing a strategic planning seminar
on internationalisation.

The Seminar on Internationalisation of Higher Education took place in Moi
University from 21 June to 29 June 1998. It was organised under the auspices of the
MHO Central Services Project, the objective of which is the improvement of the
central services, both academic and administrative, at the university. The project
is part of a broader institution building project, run by NUFFIC, in which Dutch
universities co-operate over a long period with faculties and schools of Moi Uni-
versity, in the field of environmental studies, health sciences, technology, agricul-
ture and tourism.

The seminar was facilitated by two external experts in the field of
internationalisation of higher education: Jane Knight, Ryerson Polytechnic Univer-
sity, Toronto (Canada), and Hans de Wit, University of Amsterdam (the Nether-
lands), who are also the project leaders for the IMHE/OECD internationalisation
project and the IQRP pilot project. Peter Opakas and Joseph Koech, principal ad-
ministrative officers at Moi University, were assigned as project leaders for Moi
University MHO Central Services Project.
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The university

Moi University was established as the second public university in Kenya on
the 8 June 1984 by an Act of Parliament. The decision to establish a second univer-
sity was necessitated by the increasing demand for higher education, and the
consequent pressure that this demand was exerting on the University of Nairobi
which was the only public university in the country at that time. The proposed
university was to introduce new areas of learning which would help to meet the
high level manpower requirements of a modern and increasingly technological
society. In this connection, Moi University was established as a technologically
oriented university, focusing on problems of rural development in its training and
research programmes.

The first group of 83 students were admitted in October 1984 and all were in
the Department of Forestry on transfer from the University of Nairobi. Since then
the university has grown from strength to strength and currently has a student
population of 5 594 and 2 748 members of staff.

The university has three campuses. At the moment, the university is composed
of the following faculties, schools and institutes: at the Main Campus: the Faculty
of Education, the Faculty of Information Sciences, the Faculty of Technology, the
Faculty of Law, the School of Graduate Studies, the School of Environmental Stud-
ies, the School of Social, Cultural and Development Studies, and the Institute of
Human Resource Development; at the Chepkoilel Campus: the Faculty of Agricul-
ture, the Faculty of Forest Resources and Wildlife Management and the Faculty of
Science; at the Town Campus: the Faculty of Health Sciences.

Nature and extent of the international dimension

Since its establishment, Moi University has had key defining international char-
acteristics. The Report of the Presidential Working Party which recommended the
establishment of the second university in Kenya in 1981 (eventually Moi Univer-
sity), was Chaired by a Canadian, Dr. Collin B. MacKay, President, Emeritus Uni-
versity of New Brunswick, Canada. As part of the inauguration of the university in
December 1985, an international conference was organised to map out the vision
of the university and the faculties and departments that were to be established.
The theme of the conference was “The Role of a New University in a Developing
Country”. Since its establishment, the university has continued to experience growth
of the international dimension in its functions and programmes. However, despite
this growth the international dimension is still marginal and rather implicit in-
stead of a recognised, explicit strategy of the university.

For that reason and in preparation for the Seminar on Internationalisation of
Higher Education, an institutional self-assessment on the status of
internationalisation at Moi University was carried out. The Internationalisation
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Quality Review Process questionnaire was distributed to all the deans of faculties
and the staff of the central administration. The deans in consultation with mem-
bers of their departments completed the questionnaires which were then used to
compile the self-assessment report on the state of internationalisation at Moi
University. The self-assessment report in turn served as a starting point for the
seminar and the planning of an internationalisation strategy for Moi University. A
summary of the findings of the self-assessment exercise follows.

Academic programmes

Area and language studies

The School of Social, Cultural and Development Studies offers courses in area
studies. The Department of Linguistics and Foreign Languages offers studies in a
variety of languages such as English, Arabic, Kiswahili and French. There are also
plans to introduce Spanish. Anthropology and other aspects of cultural studies do
focus on specific areas of interest. Other degree programmes also include an in-
ternational component such as studies on international co-operation and peace
which train students to co-operate in international contexts.

Students who go through Kenya institutions where English is the language of
instruction usually have good command of the language. It is, therefore, not man-
datory that students have to learn other foreign languages but they can undertake
that at their own will. All courses are taught in English except in cases where other
languages are being learnt.

Research and scholarly co-operation

One area in which the university has a fairly strong international dimension is
in research and scholarly co-operation. Moi University scholars are able to attend
international conferences in their respective areas of specialisation funded by the
Dean’s Committee of Moi University Senate. On the other hand, faculties/depart-
ments invite international scholars to the university to share their knowledge and
experiences and explore joint initiatives. University researchers publish articles
in international, refereed journals and present papers at international conferences.

Relatively few research projects in Moi University are funded by the private
sector. Most of the research undertakings are sponsored by international funding
and development organisations, at both bilateral and multilateral levels.

Moi University has organised, hosted and continues to participate in many
international conferences and workshops. In 1997, the university hosted the Inter-
national Medical Students Workshop which attracted participants from 30 coun-
tries. More recently there was a regional workshop on Information, Education Com-
munication and Behavioural Changes in the Prevention of HIV/AIDS organised in
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conjunction with the Royal Tropical Institute of Amsterdam in the Netherlands
(KIT). A number of workshops and seminars are being held at faculty level ad-
dressing critical issues in teaching and research taking into consideration the rapid
technological advancements.

Moi University has a successful research co-operation project between the
School of Environmental Studies and the Faculty of Environmental Sciences of the
University of Amsterdam supported by the MHO programme. The Faculty of Health
Sciences has established linkages with Linköping University, Sweden; Indiana
University, United States; McMaster University, Canada; and Limburg University
in the Netherlands. The Faculty of Information Sciences has links with Thames
Valley University in the United Kingdom. The Faculty of Technology of Moi Univer-
sity has links with Delft University of Technology, the Netherlands. The Faculty of
Forest Resources and Wildlife Management has links with Toronto University, Ox-
ford University, Memorial University of Newfoundland and Wageningen Univer-
sity, the Netherlands.

Faculty and staff

International activities and mobility of staff

Moi University encourages and provides opportunities for interaction and ex-
change of ideas for its staff with other local, regional and international scholars.
Staff are therefore involved in international seminars, conferences and workshops.
Faculty staff have a lot of direct intellectual contacts. The recent development of
modern communication technologies and especially e-mail services, provided with
the support of the World Bank and the MHO project, will facilitate and speed up
the creation of new contacts and enrich existing ones.

The university’s terms of service allows and encourages staff to utilise their
sabbatical leave for research and teaching in foreign universities. A significant
number of Moi University staff have taken advantage of this opportunity. Funding
problems and difficulties in arranging for substitute teachers have been the most
common obstacles to teacher exchanges. The university is trying to create close
links with donor organisations like the British Council, NUFFIC, DAAD and USAID
to help in expanding staff exchange projects.

Although exact figures are not available, it is clear that a large proportion of the
faculty of Moi University has received its master’s and Ph.D. training abroad, mainly
in the United States of America, Canada, the United Kingdom, neighbouring coun-
tries in Africa and more recently in the European continent, China, India and Ja-
pan. Given this large number of staff with overseas training, it is imperative that
their experiences be used in the development of international linkages
and activities.
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Foreign staff

As at March 1998, Moi University had 52 foreign members of staff. The majority
originate (29) from other African countries, 12 from the European, seven from In-
dia and four from North America. Foreign members are accorded full opportuni-
ties to teach, carry out research and interact with both students and other members
of staff.

Visiting foreign members of staff are limited in number. Those who come and
wish to teach are usually incorporated in the running schedule of academic
programmes in their host department. They also have opportunities for classroom
interaction and research.

Students

Domestic students abroad

The university tries to send a number of its students to undertake studies
abroad, but mainly for Ph.D. training. During the period of their study, the univer-
sity keeps close contact with the foreign host university in order to monitor the
performance of the students. These students are usually attached to supervisors
who send regular reports to Moi University on the student’s progress. Every for-
eign study assignment has a specific time period which the students must honour.
Graduate students are encouraged to participate in international research projects,
networks and exchanges.

Due to inadequate funding only a few students get such opportunities.
The university is seeking for financial support and other sources of funding to
alleviate this dismal rate of international opportunities for students. Depart-
ments, in liaison with the office of the Chief Academic Officer, contact stu-
dents about international opportunities. Information is provided by the of-
fice of the Educational Planner and that of the Public Relations Officer. The
office of the Students Counsellor is responsible for the social counselling of
the students while the office of the Chief Academic Officer advises students
on their academic programme.

Study abroad and student exchange programme

The university has not been involved in exchange programmes which involve a
large number of Kenyan students going abroad to foreign universities. Any ex-
changes that have taken place, have been through individual faculty/departmen-
tal arrangements. The level of exchanges is higher in some faculties than others.
For instance the Faculty of Health Sciences has active exchanges with Indiana
University in the United States, Linköping University in Sweden and Limburg Uni-
versity in the Netherlands. The bottleneck in these exchanges has been the lack
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of funding. The university is therefore seeking funds to expand these ex-
change programmes.

Foreign students on campus

There are few foreign students at Moi University. Some have come in the frame-
work of development co-operation projects, such as the MHO programme between
the University of Amsterdam and the School of Environmental Studies. Medical
students from Linköping University undertake part of their training at the Faculty
of Health Sciences, but these students are at Moi only for part of their studies.
However, full time degree students mainly come from the region. In the academic
year 1997/98, there were nineteen foreign students most of whom are in the Fac-
ulty of Forest Resources and Wildlife Management. The distribution by nationality
is as follows: seven Sudanese, eight Malawians and four Rwandese students.

As part of the university’s strategy to increase the number of foreign students,
the Senate has passed a resolution to admit from the 1998/99 academic year on,
above the number of new Kenyan students set by the national government, an
additional 20% of foreign students. Income generation has been the main motive
for this policy. The implications of such a steep increase in the number of foreign
students have important implications for language, academic, social, accommo-
dation and other support services.

Linkages

Since 1985, Moi University has continued to establish links with foreign univer-
sities. Most of these links consist of staff development for Moi University staff,
provision of state of the art equipment for the university, staff exchange between
the two partner institutions and joint research projects. Most of these links have
focused mainly on institution building.

Moi University has for instance had collaborative links with five different uni-
versities/research centres on the European Continent, three in the United Kingdom
and four in North America.

Services

Moi University has a modern and computerised library, the Margaret
Thatcher Library donated by the British Government. The library is the big-
gest and most modern in East and Central Africa. The library serves the Moi
University community and the entire Western Part of Kenya. The community
therefore has access to requisite reading and research material from the li-
brary. Due to its communication network the library also enhances communi-
cation in the region and beyond.
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The university recently hosted a Regional Informatics Network for Africa (RINAF)
workshop for Internet systems administrators. This is to link all the countries in
the region and be a centre for storage and retrieval of all research materials con-
ducted within the region.

The creation of an International Liaison Office and the appointment of an Inter-
national Liaison Officer by the university in 1998, is intended to support the de-
partments and the central administration in strengthening the facilities for inter-
national students. In addition, plans to establish a project co-ordination office for
international activities, programmes and linkages are at an advanced stage. This
office will help both staff and students with information and fund-raising and can
play an active role in the marketing of the university and its projects in
the international arena.

Summary of the self-assessment

From the self-assessment it is evident that Moi University has certain strengths
and opportunities for internationalisation. To build on these strengths and expand
the scope of internationalisation, there is a pressing need for a more strategic, sys-
tematic and co-ordinated approach to planning and monitoring the fragmented and
isolated international activities which already exist. International activities and link-
ages have silently existed for several years without policies or any strategic direction.

Most of the linkages have a strong development nature, dependent on donor
funding. In some of the faculties, as Faculty of Health Sciences, Forest Resources
and Wildlife Management, Agriculture, interesting examples of international ac-
tivities take place. Most staff of Moi University have in general had some interna-
tional training and exposure, and the university has a relatively high presence of
foreign faculty, but these experiences appear underused. The university needs to
create increased awareness of the importance and dimensions of
internationalisation to its staff and students and to develop more dynamic poli-
cies and structures. The Seminar on Internationalisation of Higher Education was
designed to be the starting point for a debate within the university on the devel-
opment of an international strategic plan including the appropriate policies and
organisational structures.

The Seminar on Internationalisation of Higher Education

Seminar objectives

The seminar was expected to:

• Bring awareness and an appreciation of the fact that Moi University should
be part of the wider world-wide effort in advocating planning, implement-
ing, reviewing and improving the university’s international strategy.
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• Enhance internationalisation in Moi University. It was necessary first for the
complex term of internationalisation to be fully understood to avoid confu-
sion and so that it could be provided with a clear working definition.

• To assess Moi University’s perception of internationalisation. The seminar
had to look into the self-assessment of the international dimension of Moi
University and see to what extent the university has internationalised al-
ready, by way of the successes achieved; the failures encountered and the
university’s strengths and weaknesses.

• To look into how and why Moi University wants to internationalise. The ra-
tionale, reasons and objectives for internationalisation need to be defined.

• To assess the role internationalisation plays in the academic, economic,
social, cultural and political sectors of the country and the institution.

• Increase awareness among the staff of Moi University on the need for qual-
ity assessment and assurance on the internationalisation of higher educa-
tion and set up guidelines/framework to assess and enhance the quality of
internationalisation strategies in accordance with the mission and objec-
tives of Moi University.

• Provide feedback and complementary analysis from a different external and
international perspective through the external peer reviewers/semi-
nar facilitators.

At the end of the seminar the participants were expected to:

• Appreciate that an international dimension is part of the university’s mis-
sion and major functions.

• Come up with specific internationalisation policies, procedures and
programmes at Moi University.

• Acknowledge that quality assurance and related procedures benefit from
an international input and approach.

• Be able as an institution to assess and enhance the quality of international
efforts according to the university’s stated mission and objectives by:
– developing stated goals and objectives for internationalisation;
– integrating an international dimension into the teaching and research

priorities of the university;
– including internationalisation as a key element in the university quality

assessment system.

On the basis of responses enlisted from the self-assessment questionnaires, a
list of participants was constituted. The list was composed of the deans of facul-
ties and senior administrators of the university.

Seminar programme

The Seminar on Internationalisation of Higher Education was held at the uni-
versity. The seminar itself was divided into three parts.
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First part: opening session

The first afternoon session started with a welcome address by the Vice-Chan-
cellor of Moi University, who stressed the importance of linking Moi University to
the rest of the world; a presentation by the two external facilitators on “The Mean-
ing and Rationales for Internationalisation”; a presentation by the internal facilita-
tors of their self-assessment report of Moi University; and an introduction of the
participants, their units and their expectations of the seminar.

Second part: visits to faculties and administrative units

After this first session, the four facilitators visited over two days the different
faculties, centres and schools of the university. They discussed with the deans of
faculties and their staff, as well as senior university administrators, the issues and
challenges related to the development and implementation of international ac-
tivities and strategies in their respective faculties and departments. The purpose
of the visits and discussion was to sensitise seminar participants and the univer-
sity community to the importance and dimension of internationalisation and to
get an idea of the issues and concerns with respect to international activities within
the university.

The facilitators were in particular keen to learn:

• What the objectives and priorities for internationalisation at Moi University
are and whether they are clearly formulated.

• Whether or not the university is providing the necessary support and infra-
structure for successful internationalisation.

• Whether or not the university is aware of its present international dimen-
sions, what kind of operational framework it has to enhance its international
activities and if so, what plans are there to improve the internationalisa-
tion strategies.

From the discussions during these visits, the following key issues emerged.

a) Need for mechanisms

The university has fragmented and isolated international activities without
adequate policies and there was a need to develop a more strategic, systematic
and co-ordinated programme of activities for internationalisation.

The recent establishment of an International Liaison Office is a step in the right
direction and the university community needs to understand the mandate and
work of this unit.
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There is a clear need for the development of policies to guide and monitor the
internationalisation activities of the university.

b) International experience and expertise of staff

It is evident that a good number of both academic and administrative staff at
the university had been trained abroad. It is felt therefore that their international
experience and their linkage with their foreign host university should be used for
greater advantage in the internationalisation of Moi University.

c) Staff training and development

Most faculties/departments see internationalisation as one avenue for
staff training and development overseas.

d) Uniqueness of centres for teaching and research

It is noted that the university has some unique centres or areas in its programmes
which could be used to enhance international work. These include the Faculties of
Information Sciences, Wildlife Management, Refugee Studies, Tourism, Kiswahili
and Cultural Studies, to name only a few.

e) Curriculum issues

It is agreed that curriculum is a fundamental area for the development and
enhancement of internationalisation both for domestic and foreign students. It is
noted, however, that the existing curriculum is inflexible as it does not accommo-
date foreign students. It needed to be more flexible so as to provide for credit
transfer to other universities and vice-versa.

f) Need for more linkages

Most faculties/departments are keen to develop more linkages to enhance
teaching, research and service of the university. At the same time, it is necessary
to look for ways to sustain these linkages so that they are active agreements not
just paper ones. The development, sustaining, and evaluating of linkages requires
the investment of resources.

g) Electronic access to information

An efficient and effective tool for faculty and students to stay in touch with the
world is through electronic access to information. There is need to access journals,
publications and colleagues at foreign universities. However, it was noted that the
establishment of the infrastructure for electronic communication is an expensive
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exercise and therefore it is necessary to strategically plan and invest more re-
sources in this area.

h) International students

It is encouraging to note that the University Senate has adopted a policy which
provides that 20% students being admitted to a faculty are international students.
However, given this development, there is need to critically examine the implica-
tion of this policy in terms of the diverse support services needed for interna-
tional students.

i) Income generation

The university should consider and plan for international activities that would
generate income which could be used to fund internationalisation activities and
other university’s priority areas.

j) Need for means and funding

It is difficult to internationalise without some investment of human and finan-
cial resources. Concern was expressed about the overreliance on donors for inter-
national activities and this dependency could jeopardise the sustainability of some
initiatives. Internationalisation should be planned, budgeted and implemented
strategically and in phases.

Third part: strategy session

The final session lasted one and a half days. During the first part of the session,
the facilitators reviewed the key issues and challenges identified during their
meetings with the deans and central administrative units. After a full discussion of
these issues it was agreed that there was a need for international training of staff;
further promotion and utilisation of Moi University’s unique strengths in academic
programmes and research interest and capacity; more extensive development of
linkages with universities abroad for research, teaching and student/staff exchange;
and a review, where appropriate, of the curriculum restructuring so as to make the
curriculum more flexible and responsive to international exchanges and foreign
students. It was emphasised that there is not “one way or a right way” to
internationalise a university. Moi University has to internationalise “in its own way”
responding to its own particular needs, priorities, strengths and resources.

The importance of a clear and explicit set of rationales and objectives for
internationalisation was stressed. Moi University identified its motives and pur-
poses for internationalisation as the following: the need to be connected to the
rest of the world and not isolated; the desire to achieve international standards
for academic excellence; the importance of preparing all round graduates who are
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able to function and contribute to Kenya, Africa and the world; the opportunity to
generate additional and alternative sources of income from international initia-
tive; and lastly, the promotion and development of Kenya. There was
strong agreement that Moi University needs to market itself to neighbouring coun-
tries and the rest of the world.

The following were cited as important steps and components in the develop-
ment of an internationalisation strategy for Moi University:

• Staff development and training.
• Publicity, information and awareness.
• Flexibility of the curriculum.
• Rewards and reinforcement to outstanding achievers in internationalisation.
• Planning, policies and budgetary provision for internationalisation.
• Income generating projects.
• Review of international activities in the university.

The second part of the strategy session, participants were divided in three
subgroups. Group 1 was to design possible programmes and organisational strat-
egies at the level of faculties, centres and schools; the task for Group 2 was to
design programmes and organisational strategies at the central administrative
level; and Group 3 was to concentrate on developing strategies for a particular
internationalisation activity – the case of international students. This case study
was chosen because of the recent Senate decision to substantially increase enrol-
ment of foreign students.

In the final part of the strategy session, all the results of the seminar – the
conceptual framework, the findings of the self-assessment exercise, the identified
needs and key issues and the subgroup reports – were brought together in for
conclusions and the development of an action plan.

Seminar conclusions

The main conclusions of the Seminar on Internationalisation of Higher Educa-
tion were:

• Internationalisation is a timely, important and inevitable activity that Moi
University has to endorse and adopt.

• It will enable Moi University to live up to its mission statement.
• Excellence in research and training needs an international dimension.
• Due to the global nature of issues, internationalisation is important for the

development of Kenya as a modern society.
• Internationalisation is not a way to erode a people’s culture but a way of

strengthening people’s indigenous cultures.
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• Internationalisation does not lead to homogeneity but to acknowledgement
of the valuable differences that exist amongst people.

• National identity and culture are the key to internationalisation and it re-
spects and strengthens local, regional and national priorities and cultures.

• Moi University needs an action plan for sustaining and improving the qual-
ity of the international activities at the university. The university stands to
benefit from a strong internationalisation strategy.

Action plan task forces

One of the deliberations of the seminar was the formation of four action plan
task forces that will prepare and organise implementation strategies to help achieve
internationalisation at the university. These task forces consist of between four to
six members with the option of co-opting other members as and when necessary.
The reports of these task forces were to be fully discussed at the Dean’s Commit-
tee of Moi University Senate in the fall of 1998.

The task forces established were:

• International students committee.
• Linkages and partnership committee.
• Curriculum reviews and development committee.
• Electronic and communication committee.

Concluding remarks

The use of the Internationalisation Quality Review Process at Moi University
has been a very interesting and useful case study both for Moi University and the
IQRP pilot project. IQRP was designed to assist institutions of higher education in
assessing i) the achievement of the institution’s stated goals and objectives for
internationalisation; ii) the integration of an international dimension into the pri-
mary functions and priorities of the institution; and iii) the inclusion of
internationalisation as a key element in the institution’s overall qual-
ity assurance system.

However, in the case of Moi University IQRP is used mainly as a self-assess-
ment instrument to help the institution become aware of the opportunities and
threats of internationalisation and its strengths and weaknesses in this area and
secondly, based on an analysis of existing activities and programmes, to design
possible goals and objectives for internationalisation of the university, and to
develop new international priorities. IQRP in this case comes at the very begin-
ning of a process of planning instead of in the course of an existing strategy. The
role of the external facilitators was not one of peer review, but a supporting one,
bringing in external expertise to the internal debate, more than as a review.
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The use of IQRP for such a purpose requires adaptations. The self-assessment
becomes more a kind of inventory of activities, events and statistics, than an as-
sessment. The peer review becomes more a facilitating exercise to help the uni-
versity in formulating objectives, goals and priorities as well as possible
organisational structures. It might be useful to make a follow up to this endeavour
after two years to see what has been the effect of the project.

In summary, the self-assessment and the seminar were a challenging, timely
and worthy undertaking. The entire IQRP process received positive response at
all levels within the university, as became clear from the evaluation of the seminar
at its end, and out of an evaluation meeting with the Vice-Chancellor and senior
administrators after the seminar. It has placed internationalisation on the agenda
of Moi University. There is no doubt, that with time, the impetus created on the
internationalisation initiatives of the university should bear fruit.
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The International Dimension under Review
Warsaw School of Economics, Poland

by
  Marian Geldner and Bernd Wächter

Introduction

In the spring of 1998 the Warsaw School of Economics (Szkola Glówna
Handlowa – SGH) underwent the Internationalisation Quality Review Process (IQRP).

One of SGH’s main features is its openness and its international orientation.
Internationalisation as an SGH policy is clearly stated in the school’s mission, and
in its SOCRATES/ERASMUS “European Policy Statement”. The academic leaders
of SGH consider internationalisation as one of the school’s strategic priorities, which
result directly in quality improvement in both teaching and research.

After 1989, internationalisation of the school progressed rapidly, substantially
impacting on the curriculum, and becoming visible in the implementation of nu-
merous international programmes and in the intensification of internationally-ori-
ented research. Thus, after several years of very dynamic transformation of the
school, it was thought that IQRP could offer SGH an opportunity to assess and
critically evaluate the quality and the outcomes of the internationalisation efforts
of the last years. Therefore, SGH welcomed the possibility to take part in IQRP
and considered it as a very timely and potentially rewarding exercise. In particu-
lar, after having already included internationalisation as a key component into its
quality assurance system, IQRP was seen as an attractive tool to:

• (Self-)evaluate the present scope and level of internationalisation.
• Assess the extent to which the school achieves the aims and objectives it

set itself in its mission and strategic plans.
• Benefit from the feedback and the opinions of the peer review team.
• Benefit from the discussions and exchange of opinions during the IQRP self-

assessment and the peer review team visit.
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In this contribution we describe the context of Polish higher education, the
institution itself, its international orientation, the self-assessment, the peer re-
view and the impact of IQRP on SGH.

Context: higher education in Poland

The Polish higher education system has been subject to considerable transfor-
mation processes in the 1990s. At the beginning of systemic transformation, the
economic, social and political life was centrally planned and regulated, and so
was academic life. As early as 1989, the academic community, not waiting for sys-
tem change, started to undertake the modernisation of the school’s curricula through
implementation of necessary changes. The Act on Higher Education of 12 Sep-
tember 1990 granted more autonomy to universities and their constituent units,
resulting in a better adjustment of the graduates’ profile to the needs of the emerg-
ing market economy.

Poland has 99 state higher education institutions: universities (uniwersytet), tech-
nical universities (politechnika), academies (akademia) and colleges called “higher
schools” (szkola wysza). Some 770 000 domestic students were enrolled in state higher
education institutions in the academic year 1996/97, plus some 5 000 foreign stu-
dents. Full-time students constitute about 62% of the total student population,
while part-time students in extra-mural (evening) or extension programmes make
up the remaining 38%.

Until 1990, the Catholic University of Lublin was the only private university in
Poland. Today, there are 134 non-state higher education institutions. They are usu-
ally smaller than state institutions, and their total enrolment is at 50 000. They
offer programmes in those fields of study in most demand. The most popular dis-
ciplines are business and management, chosen by more than two thirds.

The rapid growth of the private higher education sector should be viewed as a
generally positive phenomenon. At present, however, it also creates some
organisational, ethical and legal problems and dilemmas, such as double or triple
employment of staff resulting in conflicts of interest. To guarantee high academic
standards in the private sector, the Ministry of Education and/or other accredita-
tion bodies should introduce an accreditation system, which can be valid for many
years to come.

In terms of enrolment, state higher education institutions in Poland can be
ranked as follows: traditional universities (38%), technical schools (27%), teacher
training colleges (11%), agricultural and economic academies (8% each), medical
academies (4%), academies of physical education (3%), naval and art colleges, and
theological academies (about 1% each).
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Since 1991, non-state higher education institutions have offered programmes
in fields of study with high demand from students. Most popular are the business
and management academies, enrolling about 41% of all students in the private
sector. They provide courses in management, marketing, banking and computer
science. The other favoured fields of study are education (25%), theology (14%),
and social sciences (13%).

The institution

Historical background

The Warsaw School of Economics is the oldest school of economics in Poland.
Its history dates back to 1906. In 1919, the school obtained academic status, and it
was granted the right to award master’s and doctoral degrees in 1925. After World
War II, SGH resumed its activities. Curricula remained very similar to those in
force before the war. In 1949, the Communist authorities changed the name to that
of the Central School of Planning and Statistics (SGPiS) and termed it the “first
and prime socialist school of economics in Poland”.

The Polish reforms of 1989 resulted in very favourable changes for SGH. It re-
mained a state institution, but it gained much more independence in deciding
over its study programmes. As reflected in the mission, the main objective of the
school is to educate its students for the needs of a market economy and according
to the highest academic standards. As part of the reforms, the school’s
organisational structure was changed, and so were the study programmes. Some
of these changes were revolutionary in Polish higher education, such as the aboli-
tion (and substitution) of faculties, freedom of the study programmes, the stu-
dents’ right to choose their lecturers, enhanced democracy in the management of
the school, and broad internationalisation. The school has also re-adopted its
original name: Szkola Glówna Handlowa (SGH) or Central School of Commerce. For
international purposes it decided to use the name Warsaw School of Economics.

The abolition of the five former faculties meant that students are no longer
enrolled in a specific faculty, which limited their choice of courses, but admitted
to the school as a whole. The former faculties were replaced by the collegia, which
are made up of a group of departments and institutes. The collegia are
organisational units, responsible for research, course development, and profes-
sional development of staff.

In its new and changed shape, the school has retained much of its heritage. It
is still an institution concentrating on management and economics, together with
a broad selection of offers in social sciences, mathematics, econometrics, statis-
tics, demography, computer science, and foreign language teaching. In the cur-
rent curriculum, problems of economics and management find their reflection in
many subjects of a particularly practical character. In this sense, SGH continues
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the tradition of the pre-war School of Commerce and the Central School of Plan-
ning and Statistics. SGH students can choose from a wide range of course offer-
ings, practically setting their own “path of study”. Thus, the knowledge they gain is
very similar to that offered at schools in Europe and the United States. The study
programme is interdisciplinary in nature, giving students the opportunity to study
problems in the fields of economic sciences, management and other social sciences.

Unlike the Central School of Planning and Statistics, SGH today is not a school
which predominantly educates its students for positions in the state economy and
administration. Instead, it has regained its pre-war mission of preparing highly-
qualified professionals for Polish and foreign companies, who need a thorough
knowledge of economics and management and who are capable of anticipating,
identifying and solving problems.

Today, SGH has a total of 1 402 staff, including 803 academic staff, of whom 189
are full or associate professors. In the academic year 1997/98, the school has some
13 000 full-time and part-time students. The teacher-student ratio is 16.

Education and types of studies

SHG has introduced a teaching system, which ensures constant updating and
improvement of the quality of content taught, and which enables students to make
wide-ranging decisions concerning the selection of their teaching programme, and
their resulting professional profile.

Responsibility for the school’s programmes rests with the autonomous Senate.
Degree courses are divided into an initial three-semester “basic studies” phase, with
an obligatory curriculum, and an ensuing “diploma studies” period, with a high de-
gree of freedom for students to select courses. A bachelor’s degree (licencjat) can be
earned after three and a half years, a master’s degree after five years of study.

The SGH system of studies allows for significant flexibility in shaping an indi-
vidual “study path”, and particularly in the choice of specialisations. SGH awards
bachelor’s and master’s degrees in the following specialisations: Economics, Finance
and Banking, Quantitative Methods and Information Systems, Management and
Marketing, Public Economy, and International Economic and Political Relations.

The Warsaw School of Economics offers four types of studies:

• Full-time studies: these are free of charge. Every year, approximately
1 300 students enrol in full-time studies.

• Part-time studies: these are fee-paying programmes, which run in parallel
with full-time studies. Again, about 1 300 students enrol each year in
this programme.
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• Post-master studies: these studies address students who hold a degree
and who wish to develop and update their professional qualifications. They
are open to full-time and part-time graduates of SGH as well as other uni-
versities. SGH offers about fifty such fee-paying programmes per year. They
take the form of part-time studies and usually last for two semesters.

• Doctoral studies: doctoral studies are available both full-time and part-time.
Students can obtain a doctorate in economics, management and market-
ing. Full-time doctoral studies are free of charge, part-time students pay
tuition fees.

Diploma studies are result-based. Within the limits of minimum requirements
set by the Senate, students freely choose their courses from an extensive range of
offerings listed in the school’s course catalogue every year. The results of student
achievement are expressed in a credit system which allows students to adjust the
intensity of their studies to individual needs and abilities. It is also possible to
obtain more than one degree during the five years of study. SGH introduced its
credit-point system also with the aim of creating compatibility with higher educa-
tion systems and institutions in other countries. Equally, it has been designed in a
way which ensures compatibility with ECTS and which creates a basis for interna-
tional student exchange.

The international character of studies at SGH finds expression in two ways: by
basing the teaching programme on those quality standards applied in the leading
academic centres of the world, and by creating the conditions for international
student exchange. A part of SGH’s courses are taught in a foreign language. Credits
obtained at foreign universities are recognised for SGH degrees.

Nature and extent of international orientation

Internationalisation of the curriculum

SGH has recently radically changed its curricula and their modes of function-
ing. The changes have been inspired not only by SGH’s experiences, but also from
models practised in foreign countries. The most important ones are:

• Professional development of SGH’s lecturers at foreign universities.
• Use of course books and teaching aids developed at foreign universities.
• A transfer of teaching methods and content originating from international

programmes.
• The introduction of “international” disciplines (international busi-

ness, international economics, European studies and international relations)
into the curriculum.

• Delivery of part of SGH’s courses in a number of foreign languages.
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A high internationalisation effect has been achieved by a good foreign lan-
guage provision at SGH. More credits are awarded trough a course taught in a
foreign language than through the same course held in Polish. Similarly, incen-
tives have been created for teaching staff teaching their classes in foreign lan-
guages, by counting these courses with a multiplier, thus reducing teaching load.
At present, almost 100 members of the SGH teaching staff are able to conduct
classes in foreign languages.

Foreign language studies (as distinct from delivery of normal courses in a for-
eign language) are an important part of the curriculum. The share of foreign lan-
guage classes in an SGH master’s degree amounts to 23%. It is compulsory for SGH
students to study two foreign languages. Many additional foreign languages are
available in SGH’s Foreign Language Learning Centre, on a fee-paying basis. SGH’s
admission policy attaches considerable importance to foreign language command.
In the very competitive entrance exams, besides tests in mathematics, geography
or history, students sit for tests in two foreign languages of their choice. The aim of
the high entrance requirements is to recruit as good students as possible to SGH.

International programmes and exchanges

International co-operation is an important element in the school’s mission,
having been one of the cornerstones of SGH’s programme reform. The aims of the
international orientation are in particular:

• To develop and dynamise the school’s international links.
• To increase the qualification of SGH teaching staff and to introduce new

teaching methods.
• To prepare teaching programmes of an international standard.
• To initiate international research, educational programmes, and joint publications.
• To increase SGH’s activity in the central and eastern Europe region.

Funding for international co-operation comes from two sources: SGH’s overall
budget, on the one hand, and a number of external funding programmes of vari-
ous agencies (USAID, CIDA, TEMPUS, SOCRATES, etc.), on the other.

The following administrative units are in charge of international co-operation:
the International Co-operation Office, the International Programmes and Student
Exchange Office, the Polish-American Centre for Economics and Management, the
Polish-Canadian Programme Office, and the Polish-Japanese Management Centre.

The International Co-operation Office has the following duties:

• To provide administrative support in the framework of any international
SGH activity and contact for which no separate administrative structure has
been created.
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• To provide information and advise to all parts of SGH on available forms of
international co-operation and exchange.

• To service all foreign Ph.D. students and visiting scholars at SGH.
• To provide organisational and logistic support for activities in the frame-

work of TEMPUS, SOCRATES and CEEPUS.
• To provide organisational service to all outgoing SGH staff (about 300 mis-

sions a year).
• To organise the programmes of official visitors to SGH.
• To provide information on SGH’s Internet homepage.
• To provide organisational and administrative support to international con-

ferences held at SGH.
• To administrate SGH’s accounts for international co-operation.

The International Programmes and Student Exchange Office is responsible for
a number of specific programmes, amongst which are the following:

• The postgraduate programme “Managing the European Economy”, carried
out in close co-operation with the HEC Group in Paris under the patronage
of the Fondation France-Pologne and the French Embassy.

• The postgraduate programme “Banques et marchés financiers”, carried out in
co-operation with the Université Paris Dauphine, likewise under the pa-
tronage of the Fondation France-Pologne and the French Embassy.

• The “School of Practical Management”, an undergraduate programme run
jointly with the French Institute of Management.

• The “Polish-German Academic Forum”, an undergraduate scheme, funded
by the German Academic Exchange Service (DAAD) and the Foundation for
Polish-German Co-operation, and carried out in close co-operation with a
group of leading German universities in Duisburg, Mainz, Jena and Cologne.

Among the responsibilities of the Polish-American Centre for Economics and
Management (PACEM), the most important programme is the Executive MBA run
in co-operation with the University of Minnesota. The centre also organises courses
and training sessions for American students, such as a CIEE programme and the
Penn Summer Abroad Programme implemented in co-operation with the Univer-
sity of Pennsylvania. It also organises round table seminars, academic workshops,
and it conducts publishing activity and runs a library and a computer lab.

The Polish-Canadian Programme Office started an Executive MBA for Polish
and foreign students taught in English together with the Canadian Consortium of
Management Schools.

An interesting programme is also the master’s degree in “European Integration
and Public Relations” in co-operation with the IEP in Paris.

The Polish-Japanese Management Centre has only just started its operations.
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SHG has a wide net of partner institutions in many parts of the world. In this
context, the co-operation with the “Community of European Management Schools”
(CEMS) is of particular importance with regard to the internationalisation of the
school. Full membership in CEMS has been a priority target for SGH. Co-operation
within the CEEPUS programme is also of great importance in the school’s activi-
ties. This programme, which organises a short-term exchange of students and teach-
ers, covers the region of central Europe, and in particular Slovakia, Hungary and
Austria. Another specific regional SGH programme is the “Academic Initiative East”,
focusing on academic co-operation with the Baltic States, and on help for the Pol-
ish minorities there. Within this programme, the school accepts a number of stu-
dents of Polish origin from the area of the former Soviet Union, in particular from
Lithuania. In the framework of this programme, vocational training and academic
co-operation are being conducted with Baltic States’ partners. It should also be
mentioned that SGH participates in various academic and non-academic interna-
tional programmes, such as DIS in Copenhagen, and student exchanges with several
French universities.

Co-operation within the TEMPUS programme, and – since its opening to Po-
land in 1998 – within the SOCRATES programme, is of particular relevance and
opens many opportunities. Both programmes facilitate significantly SGH’s inter-
national exchange and co-operation with foreign universities in Western Europe.
For the year 1998, SGH has signed 52 co-operation agreements with European
universities in the framework of SOCRATES.

In addition to organised mobility within structured programmes, a substantial
number of SGH students spend a period of study abroad on a self-arranged basis.
Annually, over 3% of all full-time students pass a semester or a year at a foreign
university. In the reverse direction, a total of about 300 foreign students enrol at
SGH in full-time, MBA or Ph.D. programmes, of whom 70% study at master’s level.
Many being of Polish origin, a majority of them take courses held in Polish. For
non-Polish speakers, SGH offers its courses in foreign languages (mainly English).
All foreign students have the opportunity to benefit from the Polish lan-
guage instruction offered by SGH.

Internationalisation of research

International co-operation plays an important role in the school’s research ac-
tivities. In 1997, SGH’s academic units undertook 76 joint research projects with
foreign partners, mainly from Germany, the United Kingdom, the United States,
Japan, France, Canada, Belgium, Italy, the Czech Republic, Hungary and
the Netherlands. Also, a considerable increase of interest in joint research with
institutions in central and eastern Europe could be observed. Apart from Hungary
and the Czech Republic mentioned above, this concerned Lithuania, Latvia, Esto-
nia, Ukraine, Russia, Slovakia and Slovenia. Due to financial constraints, the op-
portunities are obviously more limited than with Western countries. An attempt at
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a temporary solution to these constraints is the participation in international re-
search conducted by Western institutions with an interest in Eastern problems.

SGH also conducts research and consultancy work for major international
organisations, such as the European Union, the Council of Europe, the World Bank,
the IMF, OECD, UNIDO, UNFPA, ILO and CECO. Research themes of the past year
concerned in particular European integration, restructuring and privatisation of
the state sector, transport and ecological policies, systemic transformation, bank-
ing, public finance, and demographic and sociological processes.

Results of SGH research have been presented in numerous publications, as
well as at international conferences. Conference participation has been a source
of the transfer of latest knowledge in the field of economic sciences to SGH aca-
demic staff, and it has naturally enriched their lectures, seminars, studies and
publications. Participation in conferences, as well as faculty exchanges carried out
within institutional partnership arrangements, have allowed the school’s academic
staff to establish, continue and renew academic and research contacts with many
institutions, and to present to the international academic community SGH’s work.
On average, some 300 visits of SGH staff are undertaken to academic institutions
abroad. Twenty per cent of those concern research collaboration, and 50% partici-
pation in conferences and seminars. SGH publishes an annual English language
report entitled “Poland: International Economic Report”.

The self-assessment analysis and report

The self-assessment team (SAT) set up by SGH had eight members, including
both academic and administrative staff. The team was headed by the Vice-Rector
for External Relations. Other members were the Chair of the Senate Committee on
Curriculum Development, the Deputy Dean of the Diploma Study Programme,
the Director of the International Programmes and Student Exchange Office, the
Head of the International Co-operation Office, the Director and another member
of the Centre for Economic Studies Development, and the CEMS Exchange
Co-ordinator. The members of the SAT can be characterised by their key role in
SGH’s internationalisation process, of which they are promoters or “champions”.
The task of the SAT was to:

• Collect data necessary for the self-assessment report (SAR).
• Perform a critical analysis of the collected data and information.
• Prepare the SAR.

The SAT organised its work along the lines suggested by the self-assessment
structure contained in the IQRP guidelines. The SAT worked for almost three months
and produced the SAR (30 pages and annexes). The analysis resulted in
the identification of certain weaknesses (or areas in need of improvement) and
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strengths of SGH in the field of internationalisation. The main weaknesses were
thefollowing:

• An administrative and technical infrastructure not yet sufficiently devel-
oped for the purposes of international exchanges and co-operation, which
includes a foreign language barrier among administrative staff.

• An imperfect division of responsibilities and flow of information inside SGH
with regard to foreign co-operation.

• Too small a range of courses taught in foreign languages, which are only
available in certain fields, with the consequence of mostly not being able
to admit foreign students to SGH’s full degree programmes.

• A small number of visiting faculty only, with effects on
the internationalisation of teaching at SGH.

• The absence of a foreign language journal presenting the school’s research
results.

• Remaining shortages in the field of information technology and
computerisation, despite constant and significant progress.

• An under-utilisation of the existing infrastructure with a view to new
co-operation forms, such as an international summer school.

• An insufficient integration of student organisations into the process of
internationalisation (such as an involvement in the preparation of student
exchanges).

Regarding SGH’s strengths, the following points were identified:

• The quality of academic staff, and the strong international orientation of a
substantial part of the latter.

• The foreign language requirements, both for admission and as an obliga-
tory component of the curriculum.

• Flexible programmes, which facilitate both student participation in foreign
exchanges and the transfer of credits (e.g. through the use of ECTS).

• A large number of renowned academic institutions among SGH’s foreign
partners.

• A high appreciation of the quality of SGH students by their foreign host
universities.

• A top position in the ranking of Polish universities.
• A high appreciation of SGH graduates by employers, inclusive of interna-

tional companies.
• Impressive careers of SGH graduates on an international scale.

The peer review visit and report

The joint OECD/ACA peer review team visited Warsaw from February 22 through
24, 1998. It was composed of the following members:
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• Bernd Wächter, DAAD/ACA, Bonn/Brussels (co-ordinator).
• Jan Karlsson, OECD/IMHE, Paris (rapporteur).
• Sr. Miriam Mikol, University of Western Sydney, Nepean, Australia.
• Professor Knud Erik Sabroe, University of Aarhus, Denmark.

The peer review team received the SGH SAR well ahead of the visit, thus
enabling it to develop a joint approach and a set of questions already prior to
meeting in Warsaw. On arrival, the team had a half-day meeting to fine-tune its
strategy for the visit.

During the three-day visit the team had the opportunity to meet with all deci-
sion-makers of SGH, including the Vice-Rector Marian Geldner, who was in charge
of organising the visit at SGH, and the Rector, Janina Józwiak.

The peer review report, which was drafted by the rapporteur and complemented
by team members, was submitted to SGH a few weeks after conclusion of the visit.
SGH accepted the report with a few corrections of factual errors.

It should be underlined that the peer review team decided to concentrate on the
field of education, and did not look, in any systematic way, at SGH’s research efforts.

Institutional aspects

The most eye-opening and instructive experience for the peer review team
was the realisation that an approach which differentiates too rigidly between in-
ternational activities of a university on the one hand and more “domestic” aspects
relating to the “core areas” of a university, on the other, is less than adequate for
institutions in countries of transformation. It might, incidentally, also be an out-
moded concept for world regions such as Western Europe and North America. For
SGH, such aspects as catching up with the global academic state of the art are
intrinsically international in nature. This applies to all major reforms introduced
since 1989, such as an overhaul of the degree structure, which makes for more
compatibility with foreign models, the academic reorganisation with the result of
abandoning the older type of faculty model and substituting it by collegia, the
individualisation of degree content after the third semester, the organisation of a
fee-based part-time and continuing education sector, and the general orientation
towards competition, which finds expression in SGH’s student admission policies.
For SGH, institutional reforms are thus only partly domestic in nature. Rather, they
also constitute the institution’s forceful attempt to find answers to present-day
globalisation and to catch up with international standards.

Given the difficult framework conditions, the SGH hopes that the speed and
determination with which institutional reforms have been implemented would
endorse SGH’s claim to joining Europe’s top international schools of economics
very soon again.
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Internationalisation of curricula

The above applies to the field of curricula in particular: the introduction of a
system comparable to the bachelor – master model, the injection of “international”
or comparative teaching content into the degrees, and the changes in teaching
methods, have an intrinsically international dimension.

In a more traditional sense, the internationalisation of curricula has been imple-
mented through the wide range of degree programmes offered in conjunction with
high-profile universities in Western Europe and North America, leading either to
foreign or international degrees (such as an MBA), or even to double degrees.
These schemes, many of which encompass a study-abroad period, clearly consti-
tute SGH’s flagship programmes, and they bear witness to the institution’s high
aspirations in terms of quality and prestige. The peer review team acknowledged
the model efforts made in this domain, and expressed its hope that these flagship
schemes might positively reflect on the entirety of SGH’s educational offers.

A most suitable measure in this regard is the introduction of a substantial for-
eign language requirement in all SGH degrees. Each SGH student needs to study
a minimum of two foreign languages, amounting to nearly a quarter of the total
study load over the full duration of a degree course. As already mentioned, the
school’s Foreign Language Learning Centre provides additional language offers on
an optional basis. Other aspects of the institution’s foreign language policy are the
offer of a number of content-based courses taught in standard foreign languages,
and the higher “weight” such courses carry in the SGH credit system. While such
measures might not yet be sufficient to attract larger numbers of foreign students
to a country with a less-widely-spoken language, the peer review team felt that
they constituted a considerable achievement for SGH’s Polish student body.

Another measure introduced with the obvious intention of creating compatibil-
ity with higher education systems and institutions abroad is SGH’s credit system.
It is a systemic instrument to facilitate student mobility with foreign countries by
easing recognition procedures both for studies undertaken abroad and for credits
earned at SGH. What is more, its main orientation along the lines of the European
Union ECTS credit point system should provide the basis for a further growth in
student exchanges in the framework of the SOCRATES programme, which Polish
institutions now have access to.

Student exchange

Apart from internationalising study conditions at home, SGH attaches particu-
lar priority to an increase in student mobility, to and from the institution.

The broad array of SGH’s partnership agreements with higher education insti-
tutions abroad, both in terms of numbers and target countries, is quite excep-
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tional for an institution of its size, and should provide the basis for a future large-
scale student exchange, even if some of the partnerships might not be active
at present.

Outward mobility is high. Out of the roughly 5 600 full-time students enrolled
at SGH in 1997, 180 studied abroad, making for an annual rate of 3.2% and a total
rate of 16% (multiplied by five years). A high percentage, even if it cannot be ruled
out that some stays of a rather short duration might be included in these data. If
any improvement would be conceivable in this domain, it concerns the distribu-
tion of the mobile students, who, to a considerable extent, seem to concern the
most performing ones. Likewise, the outward mobility appears to happen to a
considerable degree within SGH’s flagship programmes and partnership networks,
such as CEMS. A future step would appear to consist in an opening up to the more
average members of the student body.

SGH’s statistics show inward mobility at a percentage of 3.9. Included in this
figure is a fair number of Polish speakers from Lithuania or other countries in cen-
tral and eastern Europe. While the present situation is by no means an under-
achievement given the language barrier that Polish constitutes for most foreign-
ers, it is understandable that SGH is eager to increase numbers. In this respect,
the strategy adopted, which combines tuition in foreign languages with a substan-
tial offer of accompanying Polish language classes, should be continued and
strengthened. A supplementary strategy proposed by the peer review team is to
step up information about SGH’s study opportunities abroad. One component of
such a strategy would appear to publish an English language version of SGH’s
course catalogue on the institution’s Internet homepage.

SGH makes use of a variety of programmes by national, foreign and international
funding agencies in order to finance student mobility. Clearly, sufficient funds are of
strategic importance to keep up and increase the present level of mobility. The peer
review team encouraged SGH to actively look into the possibilities of the SOCRATES
programme, for which the institution submitted a first proposal, in order to increase
exchanges, but also to make use of the other components of the programme.

Academic staff mobility

Given the aim of acquainting teaching staff with modern teaching methods,
and of increasing their foreign language expertise (for classes to be taught at SGH),
it is understandable that SGH is set on increasing teaching staff mobility, particu-
larly in the outgoing direction. Academic staff mobility statistics display a consid-
erable extent of missions abroad of SGH staff. It appears, however, that these are
very often of a rather short duration, and serve such purposes as attendance at
conferences and meetings as well. Longer stays, for teaching or research, should
indeed be stepped up.
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Support structures

SGH’s work in the field of international relations rests on many shoulders. Be-
yond those responsible in a political function (Vice-Rector, Senate, deans of the
collegia), a broad range of individuals and administrative units are available to
carry out the day-to-day tasks necessary to keep up the high level of activity.
There are presently no less than five offices which look after SGH’s international
affairs. On the one hand, this a privilege which few institutions can boast of. The
peer review team also learned that the existence of the variety of administrative
units had a historical explanation and that, moreover, the continuation of the ex-
istence of some was explicitly required by the foreign partners in those programmes
described above. On the other hand, it is clear that the wide distribution of func-
tions necessitates an enhanced level of communication and co-ordination between
the different actors. With the activity volume possibly still rising in the future, SGH
might find this co-ordination task to become increasingly difficult to handle. This
might be the stage where SGH would want to introduce more formal communica-
tion and co-operation procedures between theses units, in order to avoid double
effort and ensure a minimum of a joint strategy.

In its self-assessment report, SGH stressed the perceived need to increase the
professionalism of those administrative officers managing the international rela-
tions. While the peer review team found that SGH international staff was acting
both with dedication and competence, it suggested that SGH might consider larger-
scale staff exchanges with the international offices of the partner institutions to
further improve the professionalism of its staff.

Strategy and quality assurance

International activities are an explicit part of SGH’s mission. This applies in two
ways: it becomes apparent in the de facto priorities of the school, as described
above. But there is also explicit mention of international co-operation, and orien-
tation at international standards, in the school’s written mission. A more recent
example of a spelled out mission is the SGH’s “European Policy Statement”, pro-
duced as part of the first ever SOCRATES application. In line with these docu-
ments, SGH’s leadership attaches a high priority to the international character of
the school, and it is clearly able to state its guiding principles. Yet, as in almost
any university in Europe and beyond, actual activity, while in no way in contradic-
tion to codified policy, seems to develop rather independently of it. To a degree,
this is inevitable. Moreover, decentralisation and autonomy of the “collegia” is a
stated policy of SGH as well.

Yet, it might be in keeping with SGH’s ambition to be one of the motors of
internationalisation in central and eastern Europe, to create, as one of the first
institutions, a clearer interface between international policy and practice. Espe-
cially since the volume of activity can be expected to increase, and more formalised
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ways of communication, co-ordination and decision-making might be advisable, it
would be worth the attempt to break down policy level orientations into activity
targets, and to check on achievement at regular intervals. No doubt, this is a
far-reaching expectation. No doubt, few institutions around the globe do today
live up to such an expectation. But SGH, the peer review team felt, has the poten-
tial to introduce such self-evaluation measures which might further contribute to
the quality of its international activities.

Conclusions on the case and its impact

Overall, SGH found its participation in the IQRP a most valuable exercise. The
self-assessment component of the process created a useful opportunity to reflect
on key issues and to perform a critical self-evaluation with regard to the strengths
and weaknesses of the international activities of SGH. This was particularly valu-
able given that the recent years in SGH’s development were characterised by a
very dynamic “internationalisation drive”, combined with radical reform of the in-
stitution as a whole and with fundamental systemic changes in the school’s envi-
ronment. The rapid pace of development and change over the last decade made
it necessary to take stock in a structured way, to review and possibly rethink op-
tions, and to formulate future strategic and operational targets. IQRP proved to be
an adequate instrument for this purpose. In this regard, the discussions with the
peer review team in the course of the site visit, and the observations and com-
ments contained in the peer review team report proved to be very valuable. Com-
ments and observations concentrated on the areas specified by SGH as in par-
ticular need of scrutiny, thus answering to the self-identified needs of SGH, but
they also brought to awareness other issues which had not been the object of
reflection previously.

As to the further development of the IQRP instrument itself, the main conclu-
sion is probably that the check list of aspects and activities so far contained in the
methodology would need to be widened beyond international aspects sui generis
towards more institutional matters. Certainly for higher education institutions and
countries in transition, but probably also for institutions in a more stable environ-
ment, “core” matters of an institution such as the degree structure, the organisation
of studies, and forms of governance and management, decidedly must have an
international dimension, and must be taken into account alongside the more ob-
vious international matters such as co-operation, exchange and curricu-
lum development.
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Reflections on Using IQRP
by

Jane Knight and Hans de Wit

In the previous chapters, case studies on the use of Internationalisation Qual-
ity Review Process in six different institutions have been presented. These case
studies and the other pilot cases of IQRP have provided valuable insights and
information on using IQRP to assess and enhance the international dimension of
higher education. This chapter discusses the experiences gained and lessons
learned from the case studies and reflects on the application of IQRP to institu-
tions which will use IQRP in the future.

Application of IQRP in different contexts

Use in different educational contexts

One of the most complex issues in the design of the guidelines for the
Internationalisation Quality Review Process was to take into account the diversity
of cultures and systems in higher education. As already stated, a guiding principle
for the project was that “the review process be international in application... and
that acknowledgement and recognition of differences among institutions and coun-
tries is essential.” Therefore, a key factor in selecting the pilot institutions was
diversity. The final selection included nine institutions in eight countries in five
continents.

During the review of the lessons learned from the pilot case studies, there was
consensus that IQRP was useful and effective in different types of institutions in
different regions of the world. The pilot case studies have demonstrated that IQRP
is relevant to and adaptable to the following differences in educational contexts:

• Differences between private and public institutions.
• Differences between the universities and the non-university sector.
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• Differences between large, comprehensive universities and specialised in-
stitutions.

• Differences between undergraduate colleges, research universities and pro-
fessional schools.

During the revision of the IQRP guidelines particular importance was given to
ensuring that the guidelines were applicable and sensitive to different types of
higher education institutions. Therefore, the revised IQRP guidelines (see p. 241),
have been crafted so that they are flexible enough to recognise and accommodate
the variety of higher education institutions which are interested in assessing and
assuring the quality of their internationalisation efforts.

Use in different cultural contexts

A key challenge in developing the conceptual and operational frameworks for
the IQRP was its application in different cultural contexts. Because IQRP is based
on two fundamental principles, those of self-assessment and peer review, it was
very important to be sensitive to different cultural orientations to these principles.
The notion of “face” or “reputation” was of particular concern. Would the process
of self-assessment result in a “promotional or public relations report” which would
identify strengths and accomplishments only and gloss over areas needing im-
provement? Would the peer review report be credible and accepted if it focused
on specific issues and activities which needed further development and enhance-
ment? Would culturally based interpretations of the concepts of internationalisation
or globalisation negatively influence the process of reviewing the international
dimension? Would the need for an explicit rationale and clearly stated goals and
objectives for an internationalisation strategy be problematic in different cultures
and regions of the world? These were the types of questions which were being
asked during the design and revision stages of IQRP.

The experiences of the pilot case studies have demonstrated that the flexibil-
ity of the IQRP makes it adaptable and useful in different cultural contexts. Of
course, the most important principle is that the IQRP respect and adapt to the
individuality and fundamental cultural value and beliefs. Therefore, the frame-
works and guidelines of IQRP have intentionally been developed to respect and
accommodate different contexts, and in particular the cultural context. The dis-
cussion on approaches to self-assessment later in this chapter illustrates the way
different institutions in different contexts have adapted the self-assessment pro-
cess to suit their situation.

Use in institutions at different stages of internationalisation

The IQRP project was originally based on the assumption that IQRP would be
most useful to institutions where there were a variety of international activities
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and relationships already operational and that secondly a comprehensive
internationalisation strategy was in place to ensure that there was a holistic and
integrated approach to the international dimension. In fact, the experiences of
IQRP at several institutions proved this assumption to be false. There were sev-
eral institutions where an explicit internationalisation strategy was not developed
in spite of the many international initiatives and where the IQRP was instrumental
in developing such a strategy.

It is interesting to refer to the actual experiences of the pilot institutions to
elaborate on this point. The discussion on the different development stages of
internationalisation at the pilot institutions is used for illustrative purposes. There
is no comparison inferred or intended among or between the institutions.

In institutions like the University of Helsinki, Bentley College, Monash Uni-
versity and Royal Melbourne Institute of Technology there was, as expected, a
comprehensive internationalisation strategy developed and more or
less operational.

The cases of the National University of Mexico and Moi University in Kenya
demonstrated that IQRP can also be used as a planning instrument to help design
the overall institution’s strategy for internationalisation. This was done, by assess-
ing the strengths and weaknesses, opportunities and threats for a strategic
internationalisation plan and/or for the formulation of the international dimension
in the overall strategic plan of the institution.

In the case of Moi University, the self-assessment exercise was used as an in-
strument to help create awareness of the international dimension of higher edu-
cation and its possible contribution to the overall mandate and goals of the insti-
tution. IQRP was a catalyst and a tool to raise awareness about the importance of
the international dimension and to collect and analyse the existing but fragmented
international activities, contacts and projects. Through the IQRP, the strengths and
weaknesses of the current state of international activities were analysed and pri-
orities for an internationalisation strategy were identified. Thus the first steps to-
wards developing and implementing an overall internationalisation plan were taken
through the IQRP.

In the case of the National University of Mexico, one can speak of an ad hoc and
marginal approach to internationalisation, but recognise at the same time, an im-
pressive selection of international activities, linkages and projects. The institu-
tion needed the IQRP to place the selection of international activities into a more
explicit and coherent perspective and look to the possibilities to make
organisational and programmatic changes for the development of an
internationalisation strategy and for the incorporation of the international dimen-
sion in the overall strategic plan of the institution.
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In summary, the experiences with nine case studies have shown that IQRP can
be used by educational institutions at different stages in the development and
evolution of a comprehensive internationalisation strategy.

Practical issues in using IQRP

The commitment to undertake an IQRP

Implementing a quality review of the internationalisation strategy only makes
sense under certain conditions. The institution must be clear about the rationale
for undertaking a quality review of the international dimension. The different con-
stituency groups, including the leadership and the academic and administrative
staff as well as students of the institution must be committed to all stages of the
process of review. This includes the decision to undergo the review, the
self-assessment, the peer review and the implementation of conclusions
and recommendations.

There must be a clear identification of the follow up procedures to the review
and how to implement any recommendations. Finally, there must be awareness
about the resource implications of the review itself and of potential resource im-
plications of the recommendations of the review.

Description versus analysis in the self-assessment

One of the greatest challenges and perhaps striking aspects of the self-assess-
ment exercise was the tendency for the SAT report to be more descriptive than
analytical. This is easily understood and can happen for a variety of reasons. In
some cases, preparing the SAT report was the first time that the institution was
attempting to systematically collect information on all the international initiatives
and policies which exist in the institution. Developing a comprehensive picture of
the nature and extent of internationalisation activities can be both a very reveal-
ing and overwhelming undertaking. In situations where this type of inventory did
not exist, the SAT tended to focus more on the collecting of the data than on the
analysis of the findings. In other cases, the membership of the SAT was too fo-
cused (i.e. international office only). In another instance, the team members were
not experienced enough in dealing with academic planning and governance is-
sues at the macro level.

For the SAT report to be a useful document for the institution and the PRT, it is
necessary for there to be a clear articulation of goals and objectives/targets for
internationalising the institution. The importance of having an explicit rationale,
as well as clearly stated goals and objectives cannot be overstated. It is the ratio-
nale, goals and objectives which will guide the SAT and PRT as the whole exercise
is driven by the institutions’ mission and aims. Given that the underlying prin-
ciple of IQRP is to assess and assure the achievement of the aim and objective as
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identified by the institution itself, it is critical that they are clearly stated. They
can also provide or drive the framework for the analysis. The analysis of the
strengths, weaknesses, opportunities and threats (SWOT) of internationalisation
strategies is at the heart of the IQRP. Therefore a SWOT analysis is critical to ensur-
ing that the SAT report is more than a catalogue of internationalisation initiatives.
The SWOT analysis helps to identify what works well, what can be improved and
what are new opportunities.

A second factor in ensuring an analytical approach to the IQRP, is the selection
of the chair and members of the SAT and the type of support that is available to
the team. The next section will address the importance of selecting the right chair
for the SAT and the composition of the team members.

Self-assessment team members

The pilot case studies have indicated how important it is to carefully select the
members of the SAT. It is important to have a senior leader of the university who
is directly involved in or responsible for the internationalisation to head the SAT.
This is important for a number of reasons. First is the strong message given to the
community about the importance of the international dimension and the IQRP.
Second is the leader’s familiarity with the internationalisation work in particular
but also the more general policy and governance of the institution. The third re-
lates to the benefit of having a senior person’s insight and influence for the imple-
mentation of the final recommendations for improvement.

To ensure that different constituencies of the institution are involved and to
avoid appearing that it is a top down process it is important to have representa-
tives of teaching and administrative staff as well as students on the committee.
Experience has shown that it is also worthwhile to have members who are in-
volved in international activities as well as those who are not. If only champions
and promoters are members of the SAT, one gets a skewed picture of the commit-
ment and support for internationalisation. The non-involved and even the
internationalisation “nay sayers” can make a very useful contribution. That being
said, one has to be aware of the size of the SAT. Of course it will greatly differ
according to the institution but a team of four/six is often most effective. Consulta-
tion with the wider community within the institution is critical and this can be
done in a variety of ways to ensure that a broad cross-section of views are heard.
The views and voices of both domestic and international student views play a
central role in the self-assessment process. In some cases, it may also be appro-
priate for the SAT to have a member external to the institution.

Approaches to the self-assessment exercise

The experiences of the pilot case studies have demonstrated that the IQRP
framework is flexible enough to be adapted to different needs and characteristics
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of institutions. This is illustrated by the different approaches used to complete
the self-assessment exercise. The guidelines outlined a process whereby the ap-
pointed SAT would consult with the different stakeholder groups on campus, col-
lect information, conduct a SWOT analysis, and be fully involved in the prepara-
tion of the SAT report with recommendations. This process was successfully adapted
to particular situations at different institutions. For instance, in two institutions,
the SAT acted as an advisory committee to the leaders responsible for
internationalisation who undertook the preparation of the SAT report and then
consulted widely in the community for reactions and additions to the report. In
another case, both the SAT and the PRT reports were prepared and then shared
with the university for feedback and support for the recommendations. In another
institution, seminars were held with representatives of the different stakeholder
groups and the process was explained and participants became engaged in the
preparation of the SAT and the whole IQRP. It is impossible and ill-advised to
indicate which is the best approach. The culture of each institution is different and
must be respected. Therefore, the IQRP framework and guidelines are deliber-
ately flexible and adaptable to enable them to be used in the most effective way
according to the goals and characteristics of the institution. An important point,
which bears repetition is the necessity of the university community to be involved
and committed to the process of internationalisation. The Internationalisation
Quality Review Process, including both the self-assessment and peer review, can
be a constructive way to increase awareness, involvement and commitment to
internationalisation. It is for this reason that special attention needs to be given to
the composition of the SAT and the best approach for the self-assessment exercise.

Peer review team members

As with the SAT, the composition of the PRT is also crucial. There are a number
of factors to take into consideration when selecting the members and building the
best team. However, experience has shown that there are two or three factors
which are key. First it is assumed that all members are external to the institution
and do not have any vested interests or biases. It is important to have at least one
member who knows the local context and culture i.e. national education policies,
trends, issues and can brief the other team members if necessary on any critical
local issues. This has been especially important and successful feature in the pilot
case studies. It is equally important to have at least one team member who is
external to the country or region and is knowledgeable about different education
systems and policies. Expertise and practical experience in internationalising an
academic institution is absolutely essential, theoretical understanding is not
enough. Experience in a senior management position in academia is also advis-
able so that both the macro governance and policy issues as well as operational
issues are understood.

While it is an advantage to have quality assessment expertise represented on
the team, it is not an absolute necessity. In fact, knowledge of best practices of
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internationalisation in different types of institutions in various countries of the
world is probably more useful to the peer review process. Experience has shown
that diversity of backgrounds of the team makes for a perceptive and robust review.

Conclusions and recommendations

The process of undergoing a self-assessment exercise is at the heart of quality
assessment and assurance and improvement. The PRT is the second step and acts
as a mirror to the findings and conclusions of the SAT process and report. The
conclusions and the recommendations are an essential part of the SAT report. In
some pilot case studies there was some hesitation to draw any conclusions or
make any recommendations before the PRT visit. On one hand, this is understand-
able as it is helpful to get feedback and external perspectives on the findings of
the SAT exercise before recommended changes are put forth. On the other hand,
because the PRT serves as a mirror and a feedback mechanism, it is important for
the PRT to be aware of the suggested recommendations and discuss them with
the SAT and senior leaders of the institution. It is therefore highly recommended
that the SAT think through and articulate the conclusions and recommendations
prior to the PRT visit; then review and revise them after the PRT report has been
received and then finally make a report on the recommendations for quality im-
provement. As already stated, ownership and commitment to improvement is an
important outcome of the IQRP and this is especially true for the conclusions
and recommendations.

Timing of the IQRP

There are three major points to be made with respect to the timing of the IQRP
exercise. The first one relates to the stage of development of the institution rela-
tive to internationalisation. The original expectation was that institutions which
were well along the path of internationalisation would be most interested in un-
dertaking an IQRP. However, as discussed in two of the case studies, one of the
unexpected outcomes of the project has been the value of the IQRP guidelines as
a tool for strategic planning for institutions which are in early stages of
internationalisation. This has been one of the key lessons learned and has ex-
panded the potential use and benefits of IQRP beyond the initial design and ob-
jectives of the project.

The second factor relates to the institutions’ priority and preoccupation with
quality reviews. In the past several years there has been increasing importance
being given to quality reviews for both accountability and improvement reasons.
While this is a positive sign, there is also a greater risk of the “quality review fa-
tigue” syndrome being experienced at the institution. It is therefore important to
be sensitive to the timing of IQRP with respect to other evaluation or audit exer-
cises so that there is not undue pressure or expectation put on the institution.
However, another unexpected outcome of the project has been that IQRP is com-
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patible with other quality review systems and that there are potential benefits in
combining IQRP with other review exercises. Therefore, while attention needs to
be given to other institutional reviews, one can also consider the possibility of
undertaking an IQRP in conjunction with other exercises. An institution consider-
ing an IQRP should consider all factors which may positively or negatively influ-
ence the ability to consult a cross-section of the institution and its commitment to
the process and the eventual improvements.

The length of time it takes to complete an IQRP is obviously influenced by
many factors which are usually institutionally based and therefore differ from in-
stitution to institution. Experience has shown that between three and six months
is an appropriate time to complete the exercise. Taking more time can result in
“review fatigue” and it may be hard to sustain a high level of commitment and
participation. An extended SAT exercise may also be a sign of overemphasis on
data collection rather than analysis. After completion and submission of the SAT
report, it usually takes another three months at least before the PRT phase is
finished and the final report is submitted. Therefore one should aim to have the
entire the SAT and PRT finished within nine months and then the institution can
focus on implementing the recommendation for improvements.

Follow-up phase

At the start of the project, IQRP was designed as a three step process: 1) SAT
phase; 2) PRT phase and 3) Improvement phase. Several of the pilot studies have
indicated that a fourth step, a follow-up PRT exercise approximately one to two
years after would be very useful to assess the impact of the changes made and the
evolution of the strategic planning and institutionalisation of the international di-
mension. To date, a follow-up exercise has not been undertaken as it is premature
for most of the institutions in this pilot project. There have been some requests
and therefore serious consideration will be given to undertaking follow-up PRT
visits. It is for this reason that the idea of a follow-up phase has been introduced
into the IQRP guidelines (see p. 241). It may not be necessary for all the members
of the original PRT to participate in the follow-up but it would be important that at
least one or two members of the original team guide the follow-up peer re-
view process.

Conceptual issues in using IQRP

Concepts and terminology

At the beginning of the project careful consideration was given to the selection
and use of terminology. The term “internationalisation” was deliberately chosen
over the term “globalisation”. As discussed in Chapter 1, the notions of nation and
culture are key elements of internationalisation. It seems that the current use of
the term globalisation implies a type of homogenisation and does not appear to
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acknowledge or respect the notion of an individual nation’s culture/s and cultural
diversity. Internationalisation is therefore a preferred term for this project. Qual-
ity, as discussed in Chapter 2 is a term that also has many different interpretations
and innuendos. That being said, however, the project is committed to using the
term quality and takes a “fitness of purpose” orientation to the definition. “Review”
was intentionally used to denote the ideas of “evaluation and improvement” and
to avoid the ideas of accreditation or certification. The notion of “process” was
used to ensure compatibility with the process-based definition of
internationalisation and to reinforce the approach of a cycle of planning, integra-
tion and review.

At the end of project review, the title and terminology were evaluated to en-
sure that they were still appropriate and relevant. It was decided that the title
adequately describes and denotes the original intention of developing an ap-
proach and set of guidelines to assist institutions to assess and improve the qual-
ity of the internationalisation efforts. Therefore, the notions “internationalisation”,
“review” and “process” remain as the conceptual underpinnings of the qual-
ity assessment and assurance instrument.

Rationale

As already noted, it is important for an institution to have a clear view of the
major reasons for internationalisation. The pilot case studies indicate that in the
majority of cases, there is not a well articulated set of rationales. Instead, there is
a well-developed sense of the need for internationalisation (usually attributed to
the impact of globalisation) and that secondly, there is an inherent goodness in
internationalisation (that international initiatives will contribute positively to the
institution). This leads to the conclusion that internationalisation should be a pri-
ority. However, when one probes further into “why” internationalisation should be
a priority, there are often general and insupportable statements about wanting to
be a world class institution. Clarity on the rationale, not on the need for
internationalisation is therefore the challenge; but in reality, one cannot really
separate the rationale from the need.

On the whole once can say that there is confusion and even tension about why
institutions are placing increasing importance on internationalisation. There are
several reasons for this but one of the most notable is the necessity for institu-
tions to find alternate sources of funding. In many countries this can be attributed
to the decline in government support. Income from full fee paying international
students both on shore and off-shore, and revenue generated from international
technical, training and consulting projects are two major sources of alternative
funds. Therefore, there is a strong impetus to search for international markets for
education products and services. This market orientation is often described as an
economic or commercial approach and rationale for internationalisation – if in fact,
it can be called internationalisation at all. An important question to be asked is
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whether selling of educational products and services to international markets is a
strategy or form of internationalisation. This of course depends on the working
definition of internationalisation. Nevertheless, if the working definition of
internationalisation is “the process of integrating an international/intercultural di-
mension into the teaching, research and service functions of a higher education
institution” a pure commercial approach could be a form of internationalisation
but not necessarily. This is an issue worthy of further examination and debate.

What seems to be more emerging is an espoused academic rationale i.e. being
a “world class” institution and achieving international standards but an implicit
economic or commercial motivation. These rationales are not necessary in conflict
nor are they mutually exclusive. What is most interesting is the desire to be seen
as striving for a world class reputation but in fact taking a business like approach
to generating revenue. Clearly, this does not apply to all case studies in the project
but a distinct trend in this direction is discernible.

Focused or comprehensive IQRP

It was clear from the pilot institutions in the project that there are different
rationales for why a university or college is interested in doing an IQRP. This was
anticipated and for that reason IQRP was designed to be flexible to adapt to dif-
ferent types of institutions and different motivations for an IQRP.

An interesting aspect of two of the case studies (UNAM, Mexico and USM, Ma-
laysia) was their focus on only part of the institution not the whole organisation. In
the focused approach, however, it is still important that both academic depart-
ments and central administrative or service units are included. In addition, it is
essential that a wide selection of faculty members, senior administrators, students,
researchers, etc., are consulted by the SAT and PRT. When only the international
office and other support units are included in the review, there are significant
limitations to understanding the strengths, weaknesses, opportunities and threats
of integrating the international dimension into the teaching, research and service
activities of the institution. Likewise when only administrators are consulted by
the SAT or PRT one gets a very skewed view; the opinions and perceptions of
faculty, staff and students are important and should not be excluded. Therefore
for both a focused and a comprehensive IQRP, it is essential that a cross-section of
both academic (teaching/research) and administrative/support units is reviewed;
and secondly that there is broad consultation across the institution.

Ad hoc versus co-ordinated and integrated approach

An interesting and encouraging trend is the gradual shift towards a more stra-
tegic approach to internationalising an institution. The process approach to
internationalisation has emphasised the concepts of integration and co-ordination
and has de-emphasised the fragmented activities approach. The key point is that
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there is an awareness and a gradual but perceptible change in planning and man-
aging the international dimension.

The fact that IQRP has been used as a planning tool as well as a review instru-
ment illustrates that institutions are ready to think about internationalisation strat-
egies, not just as a series of isolated activities. And furthermore, institutions are
ready and trying to develop an overall institutional action plan to integrate an
international dimension into the teaching, research and service activities. The
movement towards strategic planning is helping to make internationalisation a
central part of the university mission and mandate, not a marginal, ad hoc, optional
group of activities.

IQRP guidelines and self-assessment outline

In the two phases of the IQRP pilot project, two different types of guidelines
have been used. In the first phase, the team worked with an extensive checklist,
addressing the following major areas: the (inter)national context; the institutional
profile; governance and organisation systems; academic programmes; research
and scholarly collaboration; students; faculty and staff; external relations and ser-
vices; and conclusions (project document The Development of an Internationalisation
Quality Review Process at the Level of Higher Education Institutions (ACA, IMHE/OECD,
March 1996).

In the second phase, the team worked with a more global self-assessment struc-
ture, covering six major areas without a detailed checklist: summary of the higher
education system and the institutional profile; analysis of the (inter)national con-
text; analysis of the institution’s policy and strategies for internationalisation; analy-
sis of the implementation and effects of the internationalisation strategies; analy-
sis of the organisational structure and procedures for internationalisation; and
conclusions (project document The Development of an Internationalisation Quality Review
Process for Higher Education Institutions (IMHE/OECD in consultation with ACA,
March 1997).

The reason for this change was that when the first three pilot institutions used the
checklist, there was a tendency for the self-assessment teams to follow too closely
the checklist and to be too descriptive in answering the questions in the list. Also,
the checklist created confusion in the terminology used. Some of the terminology
was too culture and region bound, such as “off-shore programmes”, a term more fa-
miliar to Australian higher education than to Finnish higher education.

In the second phase, it was clear that several institutions found the new self-
assessment structure too general and vague and started to use the checklist of the
first phase in helping them to do the self-assessment. This was in particular true
for those institutions which used IQRP more as a planning instrument.
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The experiences with the two methods, as described in the case studies chap-
ters and summarised above, have resulted in the development of a third version
of the IQRP guidelines which are at the end of the volume, p. 241. The guidelines
include a detailed self-assessment outline which covers the following major cat-
egories: context; internationalisation policies and strategies; organisational and
support structures; academic programmes and students; research and scholarly
collaboration; human resources management; contracts and services; and conclu-
sions and recommendations. Each category requires a Strengths, Weaknesses,
Opportunities and Threats (SWOT) analysis and contains a list of possibly rel-
evant questions on the what and how, the effectiveness and possibilities of im-
provement. The outline is designed in such a way that it is distinctive from and at
the same time applicable in combination with other instruments of quality assess-
ment and assurance; and that it can be used at different stages of development of
internationalisation, as well as in different regional, cultural and educa-
tional contexts.
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Quality Assurance Instruments and
their Relationship to IQRP

by
Jane Knight in co-operation with Tony Adams

and Marjorie Peace Lenn

The purpose of this chapter is to identify and briefly describe several quality
assessment instruments which are being applied to the international dimension
of higher education and which can be used alone or in conjunction with IQRP. These
include: codes of practice, ISO 9000 guidelines, and the GATE certification pro-
cess. An examination of these instruments illustrates the evolution in the tools
being developed to assess and assure the quality of international education. They
also reflect the complexity and diversity of quality review processes. Other qual-
ity assessment tools, such as bench marking, performance indicators and total
quality management are not elaborated on in this chapter. They are noted as fur-
ther examples of quality review and enhancement instruments used in higher
education.

Codes of practice

Codes of practice are one of the more traditional approaches used to address
the issue of quality assurance of specific international activities. For the most part,
these codes of practice are statements of principles and can be interpreted as
moral imperatives in defined areas of internationalisation. Codes of practice are
very common at the national level. For example, the United Kingdom Council for
Overseas Student Affairs (UKCOSA) in conjunction with the British Council, educa-
tional institutions and professional organisations were among the first organisations
to develop a “Code of practice for educational institutions and overseas students”.

In the mid-eighties, UKCOSA recognised that institutions were more and more
interested and successful in selling education and training as a commodity
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to overseas students. Examples of good and bad practice were evident and it was
recognised that “it is both good business practice and a requirement of business
ethics that value for money be provided”. To that end a set of guidelines for good
practice were developed in 1989 by UKCOSA on key aspects of international stu-
dent recruitment. The guidelines cover marketing, information and promotion
materials, admissions, and the need for an institutional level policy on the recruit-
ment of overseas students.

The UKCOSA code is an example of the kind of approach used in the
mid-eighties to ensure ethical and responsible recruitment practices and support
services for international students studying in the United Kingdom. As the size of
the market for international students increased, codes of ethics took on more im-
portance and were often broadened in scope. The “Code of Ethical Practice in
International Education” developed by the Canadian Bureau for International
Education (CBIE, 1996) is a good example of this. It is interesting to note that the
term “international education” is used in this code (not “international students”)
and that it covers many different types of activities.

The goal of the CBIE code is to provide standards of integrity for all facets of
international student programmes against which organisations can measure their
own performance. The development and implementation of exchange agreements
and international education contracts are also addressed in this code thereby
covering mobility programmes for international fee paying students and exchange/
study abroad students. The code therefore is also applicable to local students
who seek opportunities to study abroad.

The CBIE code is essentially a statement of principles which all members ac-
cept by virtue of their membership in CBIE. Protocols for the monitoring or en-
forcement of the code are not articulated. However, there is a clear statement
which reinforces the institution’s individual responsibility. The code is not to be
used as a substitute for the mission statements, goals and objectives which each
institution must develop to satisfy its own requirements and standards.

The set of principles recently revised by the Australian Vice-Chancellors’ Com-
mittee (AVCC, 1998) is an example of how codes evolve to respond to the changes
in the provision of international education. The AVCC revised two of its existing
codes of practice and has combined them into a new “Code of Ethical Practice in
the Provision of Education to International Students by Australian Universities”.
International fee paying students studying in Australia and in off-shore locations
or by distance education are addressed in the code by the following statement:
“the provision of education services to international students, both onshore and
off-shore, by Australian universities brings with it the ethical commitment that
quality education be provided and that value be given for the investment made
by international students”.
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The first part of the revised code contains “Guidelines for universities provid-
ing courses to international students”. The major points covered by these guide-
lines are the following: promotion and marketing; agents and partners; admission;
pre-arrival information for international students studying in Australia; arrival and
orientation for international students studying in Australia; information for stu-
dents; university infrastructure; student support and off-shore students return-
ing home.

The second set of guidelines included in the code addresses the issue of fee
refunds for international students. There are eight major points: total refunds; par-
tial refunds; grounds for refunds; no refunds; fee refunds related to international
students who obtain permanent resident status in Australia; agreements between
institutions and international students regarding fee charging and refunds; pay-
ment of refunds and appeals process related to fee refunds.

The code is framed as a set of guidelines rather than as policy, thereby allow-
ing a measure of flexibility for both institutions and their students. The AVCC has
established the International Standing Committee to monitor and review the con-
tent and the implementation of the code and guidelines. The committee also acts
as an advisory group to the AVCC where cases of questionable ethical practice are
brought to the attention of the AVCC.

While codes of practice have been developed and adopted by national
organisations for many years now, they remain a generic type of quality assurance
instrument. In general, there is no regulatory system in place to assess compli-
ance. Instead such a code appeals to the ethics and conscience of the institutions
and the staff who are involved in international student mobility programmes and
it tries to develop a set of values and principles to guide the process.

A more recent development in the field of quality assessment and assurance
for one aspect of internationalisation has been the creation of a new organisation
called GATE (Global Alliance for Transnational Education) which developed a code
of good practice and a certification process.

The Globalisation for Transnational Education (GATE) certification process1

The impact of the global marketplace and the growth of new information/com-
munication technologies have been major contributors to the internationalisation
of higher education. For instance, higher education is no longer provided solely
within national borders. There has been substantial growth in the number, nature
and type of education opportunities being offered abroad (external to host coun-
try). These opportunities are offered through a variety of means including: dis-

1. Parts of this section were taken from GATE (1997), GATE (1998) and Peace Lenn (1998).
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tance education courses through mail, broadcast or electronic means, twinning
programmes, satellite campuses among others. The term which is currently being
used to label this kind of education provision is transnational education.

Transnational education, as defined by GATE (1997) “denotes any teaching or
learning activity in which the learners are in a different country (the host country)
to that in which the institution providing the education is based (the home coun-
try)”. This situation requires that national boundaries be crossed by information
about the education, and by staff and/or educational materials.

The significant growth in transnational education provision by higher educa-
tion institutions and the private sector, a growing preoccupation with issues re-
lated to the quality, purpose and responsibility in the new arena of transnational
education, and rapid globalisation of the economy and the professions are three
key factors which led to the founding of the Global Alliance for Transnational Edu-
cation (GATE) in 1995. The need for an organisation such as GATE was identified
and acted upon by an international consortium of representatives from business
(including multi-national corporations), government (including national quality
assurance bodies) and higher education (including institutions with both virtual
and traditional forms of educational delivery). GATE’s primary purpose is to ad-
dress the assurance and improvement of higher education and training which cross
national borders.

GATE has developed a set of “Principles for Transnational Education” (1997) to
guide the provision of transnational education. The principles serve as a code for
good practice which institutions should adhere to when offering transnational edu-
cation. A process of certification has also been developed.

GATE certification is an international quality assurance process for higher
education and training which crosses national borders. The process itself fol-
lows internationally acceptable practice related to third party review for educa-
tional quality in that it: a) defines the characteristics of quality; b) asks the edu-
cational entity to conduct a self-evaluation based on those characteristics of
quality; c) conducts an external review of the programme on site (at the “home”
institution for virtual offerings and at the foreign site for physically based offer-
ings); and d) confers GATE certification or not, dependent on the outcome of
the process.

Principles for transnational education

At the core of the GATE certification process are the “Principles for Transnational
Education”. These principles were derived from an in-depth study of characteris-
tics of quality provided by a variety of organisations related to transnational edu-
cation. An abridged version of the principles follows.
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Goals and objectives

Transnational courses must be guided by goals and objectives that are under-
stood by participants who enrol in them and must fit appropriately within the
provider’s mission and expertise.

Standards

Students receiving education and education(al) credentials through
transnational courses must be assured by the provider that these courses have
been approved by the provider and meet its criteria for educational quality, and
that the same standards are applied, regardless of the place or manner in which
the courses are provided.

Legal and ethical matters

Transnational courses must comply with all appropriate laws and approvals of
the host country.

Student enrolment and admission

Participants in transnational courses must be treated equitably and ethically.
In particular, all pertinent information must be disclosed to the participants and
each participant must hold full student status or its equivalent with the pro-
vider organisation.

Human resources

The provider organisation must have a sufficient number of fully-qualified
people engaged in providing the transnational courses, and their activities
must be supervised and regularly evaluated as a normal activity of
the provider.

Physical and financial resources

The provider organisation must assure an adequate learning environment and
resources for the transnational courses, and must provide assurances that adequate
resources will continue to be available until all obligations to enrolled partici-
pants are fulfilled.

Teaching and learning

Transnational courses must be pedagogically sound with respect to the methods
of teaching and the nature and needs of the learners.
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Student support

The provider organisation must ensure that students are provided with ad-
equate support services to maximise the potential benefit they receive from the
transnational courses.

Evaluation

Transnational courses must be regularly and appropriately evaluated as a nor-
mal part of the provider organisation’s activities, with the results of the evalua-
tions being used to improve these courses.

Third parties

Where third parties, such as agents or collaborating institutions are involved in
the transnational education, there must be explicit written agreements covering
their roles, expectations and obligations.

Symbiosis: GATE certification, the IQRP and other evaluation processes

The GATE Principles for Transnational Education are not confined to the GATE
certification process alone. They can be self-applied by institutions to their off-shore
offerings, whether physically based or virtually transmitted; or GATE certification
can be used in conjunction with other forms of internal or external review.

It should be noted that with growing frequency, the transnational offering, of-
ten conferring the same degree/course as the parent institution, is serving larger
numbers of learners than the parent institution. Further, the transnational offering
is affecting a significant population elsewhere and should be reviewed not only
with the educational integrity of the parent institution in mind but with the quality
of the offering within a different cultural context. Too often, “out of sight” means
“out of mind” but as the global economy and new technologies accelerate the
globalisation of higher education, “out of mind” is a risk one cannot afford to take.

Internal quality review

The most important component of all external review processes is the self-
evaluation required of and by the institution or programme within an institution.
Any educational entity can create its own set of standards/principles/performance
indicators or use others already prepared and evaluate themselves against said.
The GATE Principles for Transnational Education just like the self-assessment ex-
ercise of the IQRP, can be used separately from the external peer review process
which each provides. Self-evaluation for the purpose of making regional or global
comparison is a healthy process for higher education institutions and programmes.
However, third party testimony (i.e. external review), if free of potential conflict of
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interest, assures a more objective evaluative process and renders the institution
or programme with a “seal of approval” that comes from outside the institution
and protects the institution from self-professed excellence.

External quality review

The GATE certification process has been used by institutions in combination
with national accreditation, ISO 9000 and the IQRP. In each case, GATE certifica-
tion addresses the transnational programmes which typically the other processes
do not cover in depth.

National accreditation

GATE certification is the only external review process which specifically evalu-
ates off-shore (i.e. transnational) offerings of institutions or educational programmes.
Only two countries are known to follow and evaluate the cross-border educational
activity of their institutions of higher education (the United States and the United
Kingdom). GATE certification recognises this national accreditation process which
goes a long way toward achieving GATE certification itself.

ISO 9000

ISO is a “process-driven” exercise (i.e. certain internal processes need to be
present in order to have a framework for assuring quality), originally designed for
industry. Accordingly, it is a generic exercise, applicable to a number of adminis-
trative settings, educational or not. Where ISO is process driven, GATE certifica-
tion is both process and outcomes driven as specifically related to educational
objectives of a transnational offering.

IQRP

The IQRP and GATE certification offer institutions a healthy symbiosis in edu-
cational review in both physical and virtual settings (although there has not yet
been an IQRP process applied to a virtual institution). As currently envisioned,
the IQRP is designed to ask information of an institution about the breadth and
depth of its international activity, including but not limited to what offerings it
may have outside its own national borders. However, as with most higher educa-
tion evaluative process globally, the IQRP allows the institution to report the na-
ture and quality of its transnational offerings but does not always conduct visits to
each site to provide third party confirmation of this self-declared quality. As with
most evaluative processes, this is predominantly a product of expense.
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The ISO set of standards2

ISO 9000 is a generic term for the ISO family of standards and guidelines relat-
ing to quality assurance of management systems. In short, the standards specify
requirements for what the organisation should do to manage processes
which influence quality.

The ISO group of standards originated in the manufacturing industry and has
been embraced and adopted by the service industry. The relevance to the educa-
tion sector is seen to be growing as increasingly education is being seen as a
service industry. The current emphasis on the quality of education services
is leading governments to demand from colleges and universities to publicly dem-
onstrate that they not only could state they were quality institutions but could
provide evidence for it. As a result institutions are searching for concrete and co-
herent quality assurance systems which provide evidence in ways acceptable to
an external audit process. The ISO 9000 family of standards has thus entered the
education sector as one of these standardised external audit procedures. ISO 9000
standards are seen as a reliable means of providing quality assurance over the
broad range of institutional processes and in some cases the design of the educa-
tional product itself.

ISO is not a certifying authority. It publishes agreed standards but does not
certify the outcome. This is the responsibility of organisations which choose to
implement ISO and they must approach the agency which is licensed to pro-
vide certification.

There are several sets of standards, each one having a specific purpose. For
example, ISO 9001 is a standard that incorporates all facets of design, production
and servicing of a product or service. ISO 9002 incorporates all facts of 9001, but
not the design component. Two new ISO standards are under development. The
first is ISO 9001:2000 which addresses Quality Management Systems Requirements
for Quality Assurance and the second is ISO 9004:2000 which focuses on Quality
Guidelines for Management of Organisations. This section will focus primarily on
ISO 9002.

Institutions compete for government funding, for students, for research grants
and training opportunities. Government funded institutions compete with private
institutions and providers. Clients of a university will typically include students,
parents, government departments, prospective students, current and future em-
ployers of graduates, community groups, companies or government departments
requiring training, research sponsors, aid organisations, professional associations,
and national accrediting authorities. The competition among higher educa-

2. Parts of this section are excerpts from unpublished paper by Adams (1998).
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tion institutions, the increasing market approach and the breadth of the institu-
tion client base are reasons often cited for the importance and relevance for qual-
ity review and monitoring.

Universities in many countries are subject to national or regional quality assur-
ance processes over their “educational product”. Highly regulated accreditation
processes both by government and professional associations have meant tight
control by the community over standards of course design and delivery. Examples
of this type of accreditation include the engineering or any other professional edu-
cation programme. However, the standard of the educational product is only one
aspect of quality assurance within a higher education institution. Another key as-
pect of quality assessment and assurance is the process or in other words the
management system. This is where ISO is applicable. ISO 9002 addresses man-
agement processes. Basically, there are four primary aspects the ISO 9002 focuses
on: documentation of systems, compliance with systems, audits, incremen-
tal improvement.

In an education setting, some of the management processes amenable to
ISO 9002 application include student admissions, staff selection and development,
strategic planning, teaching and learning, research and project administration, in-
ternational activities, financial planning and accounting, etc.

A process for ISO 9002 implementation in a university environment

The following section examines the application of ISO to the international di-
mension of university activities. By extension it can be developed to relate to
other university activities. It needs to be noted that the steps outlined below are
key for the implementation of the ISO process of quality assessment and assur-
ance. These steps may or may not lead to an ISO certification. It is the institution’s
decision as to whether it wishes to be certified. If so, only then is the last step,
“external certification”, undertaken.

Management commitment

Ensure that there is senior management commitment for the project and that it
links to the institution’s quality policy (if such a policy exists) and to the strate-
gic plan.

Project responsibility

Appoint a person with delegated responsibility for the project and its adminis-
tration. This person should report to a high level steering group. This could be a
university wide international committee, and is intended to ensure that the project
remains closely linked to the institutions’ international strategy and objectives.
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Management team

Establish a management team made up of representatives of work groups to
review the current systems, provide advice on areas to be covered by certifica-
tion and on the current status of systems, and develop an action plan. Undertake
training of staff in TQM principles and ISO requirements.

Contact with auditing authority

Discuss with the auditing authority the proposal and timelines for an audit.

Quality system manual

Develop the quality manual. This document describes system processes, and
the procedures within those processes. Checklists and flow charts show the con-
nection of procedures and guidelines to be used where judgement is required.
The manual also shows the responsibility for each process, external references to
other documents and procedures, and the assessment and feedback procedures
in place. It may also include the service contracts that the group has with clients,
such as incoming international students, partner universities, etc.

The preparation of such a manual as a single unified document is a huge
commitment. Where the international unit has in place a range of existing proce-
dures in the form of individual documents such as student exchange handbooks,
procedures for approving off-shore projects, etc., a more manageable approach
is to develop a quality table that contains external pointers to the specific docu-
ments. Thus depending on the extent of existing documentation, the manual
may be at one extreme a table to existing documents and procedures. At the
other extreme, it may be a single document describing the quality system. The
preparation of such a table in any case serves to highlight the gaps in exist-
ing systems.

Development and implementation of new procedures

An outcome of the review of the system is likely to be the requirement to de-
velop new systems and to modify existing ones. This is an opportunity to open up
the process to ensure staff undertaking work roles are deeply involved in
the activity.

Internal audit of quality system

Undertake an internal quality audit to test compliance and to recommend im-
provement measures to be carried out.
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External certification

This is optional and is the sole decision of the institution. The external audit is
always carried out by the audit authority, followed by corrective action arising
from it. The process should then be cyclic with a focus on incremental improve-
ment of systems and remedying deficiencies in the system.

ISO and the international dimension

Quality assurance processes provide a means of demonstrating the institution’s
commitment to its clients both domestic and international. As a way to illustrate
how ISO standards are equally important and appropriate for international initia-
tives several key areas of internationalisation activities which lend themselves to
an ISO 9000 review are listed below. In each of the categories, examples of the
management processes which could be documented and then monitored for quality
compliance are given.

Development of appropriate missions, strategies and values

• Relationship of internationalisation strategy to institutional strategy.
• Mission and values.
• Explicit articulation of rationale, goals and objectives for internationalisation.
• Policy statements to enable and monitor internationalisation activities.
• Relationship of international initiatives and programmes undertaken to the

international strategy.

Provision for international experience as part of academic course credit
for 10% of students

• Promotion and access to study abroad opportunities.
• Criteria for selection of participants.
• Admission procedures.
• Academic, cultural, logistical support for incoming/outgoing students.
• Student satisfaction.
• Cross-cultural briefing and support.
• Articulation arrangements.
• Appropriate partner or host institutions.
• Relationship to internationalisation of the curriculum strategy.
• Relationship to internationalisation strategy.
• Programme evaluation.
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Development of off-shore (transnational) degree programmes

This includes a range of delivery modes and direct teaching that pro-
vide opportunities for students to study and obtain a foreign degree completely
or partially in their own country:

• Contract development and maintenance.
• Selection of partners and representatives.
• Project approval and review.
• Student admission standards compared to degree granting country.
• Processes for transfer of off-shore students to degree granting country.
• Relationship of courses taught transnationally with domestic courses.
• In-country cultural and ethical standards.
• In-country regulatory and tax advice.
• Local teaching standards compared to degree granting country.
• Marketing, recruiting and admissions.
• Evaluation of programmes.
• Relationship to strategy.
• Student support.

Recruitment of international fee paying students

• Marketing and recruiting strategy for international students.
• Publications strategy.
• International student admissions.
• International student support.
• Cross-cultural teaching and learning strategies.
• Cross-cultural training for teaching and administrative staff.
• English language standards of entry and support.
• Acceptance of overseas qualifications for entry and advanced standing.
• Relationship between domestic and international standards of entry.
• Selection and support of recruiting agents.
• International student performance and graduation rate.

Explicit and implicit internationalisation of the curriculum

• Cross-cultural teaching and support.
• Staff development.
• Courses internationalised.
• Relationship to student and staff mobility.
• Resources available for project development.
• Evaluation of projects.
• International internship and co-operative education openings for students.
• External funding performance.
• Use of best international professional practice case studies.
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• Relationship of language teaching to student and staff mobility and inter-
national strategy.

There are other key areas of internationalisation where the management pro-
cedures can be documented, monitored and improved. These could include the
development of strong collaborative arrangements with overseas institutions in
the areas of student/staff mobility, best practice bench marking, collaborative re-
search, joint teaching activities, international training and consulting both com-
mercially and through aid funded projects.

In summary, ISO 9002 attempts to provide a coherent means of assuring the
quality of international education by requiring a strategic framework and processes
for detailed implementation and auditing of the strategies. Where appropriate
ISO 9001 can go one step further and address the actual design of the product, or
in other words assess and ensure the quality of the design of education or training
programmes.

The relationship between ISO 9000 and IQRP

A discussion of the relationship between ISO 9000 and IQRP shows that
there are some fundamental differences but areas of similarity as well. ISO is
an approach that provides a measure of compliance against an external stan-
dard. Even though there is a great deal of flexibility and interpretation built
into the process the outcome is likely to be primarily aimed at seeking a busi-
ness reference with external clients. It is thus externally oriented even though
an objective is to provide the organisation with confidence in its systems. It is
this internal objective that may easily be lost if the organisation focuses too
much on the external advantages of certification. On the other hand, IQRP is a
process that is directed at the organisation understanding how its systems
relate to its strategy. The self-assessment and peer review are reflective pro-
cesses only. They are designed to ensure the organisation is on track and that
there is an alignment between strategy and reality.

ISO 9000 is interested in the detailed implementation of processes and
the evidence of their documentation and implementation. IQRP seeks only
macro evidence of the system documentation and performance. It seeks as-
surance that such processes exist and are documented but is not interested
in the fine detail. However, both ISO 9000 and IQRP are interested in strategic
objectives, missions and goals. The primary focus of IQRP is how the strategy
is borne out in practice.

The integration of ISO 9000 and IQRP can provide the opportunity to ensure
that the self-assessment and peer review processes provide assurance that the
organisation is reflecting properly on its strategy and implementation and is not
over focused on external certification issues. ISO 9000 also provides the evidence
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to the IQRP process that detailed processes and procedures are “in control” and
that incremental improvement processes are in place.

The IQRP self-assessment and peer review provide evidence to the ISO exter-
nal auditors that the organisation is reflecting on its own systems in a real desire
for improvement and not only on external certification.

Conclusions

This chapter has focused on three different quality assurance mechanisms which
are all being used to review and improve the internationalisation of higher educa-
tion institutions. Codes of practice are usually established by a national level
organisation and individual institutions endorse and adopt these statements of
principles. Codes of practice related to the international dimension are clearly
different from but completely compatible with IQRP.

The GATE certification process has been described as both conceptually and
operationally complementary to IQRP. The case study of Monash Univer-
sity, Australia, demonstrates how these two different instruments can effectively
work in conjunction with each other by addressing different aspects and processes
of internationalisation.

In a similar way, the recent experience of the Royal Melbourne Institute of Tech-
nology, Australia, has shown that it is possible to successfully combine IQRP and
ISO 9002. Through IQRP the goals, objectives, strategies for internationalisation
are addressed and through ISO 9002 the quality of the management systems and
processes are addressed.

There are several other quality assurance instruments which are being used for
improvement and accountability purposes in higher education institutions. Per-
formance indicators, benchmarks, TQM, institutional reviews, programme accredi-
tations are examples of more generic quality instruments which are being applied
to the international dimension. This is an important stage in the evolution of the
internationalisation of higher education.

It is recognised that the international aspects of education and research have
historically been an important feature of higher education institutions. However,
current issues such as globalisation, decreased government support for educa-
tion, the knowledge economy, the rapid growth of information technologies are all
directly influencing higher education. It is resulting in major shifts in the rationales
and motivations for internationalisation. There are increasing tensions between
academic and commercial based motives. One can also see the development of a
more strategic, integrated and comprehensive approach to internationalisation. It
is therefore very important that attention is given to developing new quality re-
view instruments and that existing instruments are adapted and applied to
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internationalisation. It is equally important and an ultimate goal that the interna-
tional dimension becomes a regularised part of all institutional audits or
programme accreditation.
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Quality Assurance of Internationalisation
and Internationalisation of Quality Assurance

by
Marijk van der Wende

Introduction

While quality and internationalisation of higher education are closely linked
concepts, the internationalisation of higher education is challenging current qual-
ity assurance systems and practices, which are generally national in scope. This
chapter reviews both the relationship between internationalisation and quality in
higher education, and the tensions and incoherence between the two areas. Sev-
eral approaches and models for ensuring the quality of internationalisation and
for internationalising quality assurance are discussed. The conclusions emphasise
the importance and relevance of developing the Internationalisation Quality Re-
view Process.

Quality and internationalisation: a problematic definition

The internationalisation of higher education seems closely related to improv-
ing educational quality; many policy documents consider it to be a means to en-
hancing quality rather than an end in itself. In the 1980s, OECD publications exam-
ined quality, particularly in relation to the expected impact of the presence of
foreign students on teaching and learning processes, curriculum and services
(Ebuchi, 1989). The Maastricht Treaty (1992) articles that provide the basis for
Community action in higher education reflect the aim of improving the quality of
education through co-operation among the European Union member states. Na-
tional and institutional policies for internationalising higher education generally
also target quality (Kälvermark and van der Wende, 1997).

Statements concerning internationalisation and quality usually assume that
international co-operation and student, faculty or research exchanges add to the
critical mass, allow for mutual learning, for a comparison and synthesis of best
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approaches and practices, for cross-cultural understanding, and for foreign lan-
guage acquisition, etc. International co-operation and exchange are expected to
contribute to the quality of processes and outcomes at the individual, project,
institutional, and even the system levels.

These are, however, just assumptions. There is considerable personal obser-
vation of positive and negative examples of the impact of internationalisation on
quality, but this often simply reconfirms predetermined positions. There is little
evidence on what the relationship between internationalisation and quality really
means, partly because there is little empirical research. Moreover, there is gener-
ally very little systematic monitoring of internationalisation and existing quality
assurance systems rarely address internationalisation adequately. Therefore, while
higher education is internationalising, it continues to be assessed almost solely
by nationally-oriented quality assurance systems.

Emphasising quality as an important goal of internationalisation without sys-
tematically monitoring and evaluating its impact is paradoxical and contrasts with
the harmonious relationship between internationalisation and quality in research
where tradition is different. In most academic fields, not only is it firmly believed
that international co-operation contributes to research quality, but also research
has a higher status and is truly assessed and recognised in an international arena
through international competition for funding (e.g. European R&D funds). More-
over, major scientific bodies, organisations and journals are international in breadth
and reach. Consequently, international activities and appraisal are taken into ac-
count in national assessments of research. Therefore, both the link between the
concepts of internationalisation and quality, and the integration of practices, are
more consistent in research than they are in education.

Furthermore, the internationalisation of higher education may also have other
aims. It may target economic goals which play an increasingly important role in
higher education (Kälvermark and van der Wende, 1997). Economic goals may be
short term (increasing institutional fee income) or long term (investment in inter-
national trade relationships). In the former, there is a higher education export per-
spective which raises new questions concerning quality: is there, for instance, an
“export quality” of education? And is that better or worse than “home quality”?

Therefore, although higher education may still be nationally based, it can no
longer be considered as nationally bound. Consequently, systems for quality as-
surance which are nationally limited in breadth and reach are no longer satisfying.
In general, historically the domestic process for quality assurance was not intended
to serve an international purpose. But the internationalisation of higher education
is forcing it at least to consider matters beyond its borders. Furthermore, as
Peace Lenn (1994) and others have emphasised, there tends to be little
co-ordination between those bodies formally involved in assuring quality in higher
education and those which promote internationalisation. The question now is how
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to resolve this disparity. Should national quality assurance systems pay more and
better attention to internationalisation, should quality assurance systems them-
selves be internationalised, or should they be replaced by completely different
mechanisms? And who is to take the initiative and to have the responsibility? Is it
the national or the supranational government, the institutions, independent
organisations or “the market”?

Quality assurance and internationalisation: approaches and models

Scott (1996) identifies five different models, for the quality assurance of
internationalisation:

• To concede that national quality rules imposed in the domestic context need
not apply internationally. This is not to say that lower standards should be
accepted; merely that, outside national jurisdiction, the laws of the market
must apply. He adds that “although few European countries, or universi-
ties, would admit such an approach, it is still perhaps the most common”
(p. 30).

• To extend existing quality assurance systems designed for the domestic
environment to the internationalisation of higher education. The attempt of
the Higher Education Quality Council to audit collaborative arrangements
entered into by British institutions, including franchising arrangements, is
one example of this type of effort.

• To adapt quality assurance systems to take better account of the special
issues raised by internationalisation such as “codes of practice” on over-
seas marketing and recruitment of international students. Quality assur-
ance systems could also be used to encourage institutions to improve ser-
vices for international students, to internationalise academic programmes,
and to develop systematic policies for internationalisation.

• To attempt to create a common currency for quality assurance, thus enabling
supra-national systems to develop. Although this would probably enable
cross-national comparisons, it would not necessarily encourage institutions
to internationalise their staff, students, or programmes. Moreover, the diffi-
culty of establishing such a currency would most likely limit it geographically.

• To treat the internationalisation of higher education as a political project to
be encouraged. This goes beyond the competence of quality assurance in
the narrow sense. All actors should be engaged in the evolution of higher
education, its purposes, missions, and role in the global knowledge economy.
In this context, self-evaluation instruments will be crucial to the ownership
of internationalisation and its links to innovation and improvement.

This overview shows that there are various dimensions in the relation between
internationalisation and quality assurance. One concerns the quality assurance of
international activities and whether this should be included in existing quality
assurance systems. Another refers to the internationalisation of quality assurance
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systems themselves. In many discussions and documents these two dimensions
are mixed or confused. While exploring these two dimensions we will illustrate
some of the models described by Scott.

Internationalisation of quality assurance

With respect to internationalisation of quality assurance, various approaches
can be observed. In addition to initiatives on international co-operation and infor-
mation-sharing between associations, agencies, and institutions responsible for
quality assurance such as the International Network of Quality Assurance Agen-
cies in Higher Education (INQAAHE), several interesting projects have been un-
dertaken in recent years. In general, these concern initiatives aimed at widening
the national basis for quality assurance, although they do not necessarily address
the internationalisation of higher education per se.

The first example concerns the EU pilot project on quality assurance. Under-
taken between 1995 and 1997 at the initiative of the European Commission, this
project sought to increase awareness of the need for quality assessment in higher
education, to give it a European dimension, to enrich existing national level qual-
ity assessment procedures, and to help improve the recognition of diplomas and
study periods by promoting institutional co-operation and improving mutual un-
derstanding about programmes taught in different countries (Commission of the
European Communities, 1995). The main European quality assurance systems share
several features: the role of an independent (metalevel) managing agent, self-
evaluation, peer review, and process outcomes reporting (van Vught and
Westerheijden, 1993). This pilot project consisted of subject-based self-assess-
ments by all participating institutions according to a set of common guidelines,
and followed up with an evaluation visit of a group of peers (including experts
from other European countries) and a published report. This process provided
experience in developing a European dimension in quality assurance; the Euro-
pean dimension of the institutions and their study programmes were given only
limited attention, however.

A second example concerns the Programme of Institutional Quality Audits of
the Association of European Universities (CRE). Here also the process is based on
self-assessment and a peer review conducted by a team of European experts. The
focus is on the management of the institution as a whole rather than on a specific
subject area or discipline. Consequently, a wider, but more general range of is-
sues is considered. Additionally, the development of thematic audits to address
specific areas, such as financial management, human resources policies, and
internationalisation is being planned.

Other “bottom up” initiatives can be observed in Europe. Networks of Euro-
pean institutions, in some cases established in the context of European
co-operation programmes, are developing their own models and mechanisms for
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quality assurance. For instance, the Community of European Management Schools
(CEMS) offers a common master’s degree in Economics and Business Administra-
tion. It has taken the initiative to develop a quality review process of all aspects of
the CEMS programme aimed at quality control, the transfer of good practice,
co-operation on quality improvement of the CEMS curriculum, developing a com-
mon CEMS policy and approach to quality improvement, and designing a tool
that can help CEMS evaluate potential partners. The first step of a pilot project
begun in 1997 involved collecting information about the institutions’ experience
with and traditions for internal quality assurance. The assessment phase of the
project combines information gathered through questionnaires for student evalu-
ation of the exchange term at another CEMS institution with peer review (Kristensen
and Plannthin, 1997).

It is important in this context to elaborate on the development of common
(European) degrees and standards and, in particular, on the role played by pro-
fessional organisations. Initiatives such as the European Association of Biologists
and the European Federation of National Engineering Associations (FEANI) dem-
onstrate that an agreement on quality standards can be reached and that a spe-
cific designation (“European Engineer”) can be awarded on that basis.

Professional organisations are actively involved because professional recog-
nition of foreign credentials and qualifications is becoming important for in-
creased professional mobility. This, in turn, is facilitated by regional (e.g. EU,
NAFTA, APEC) and global trade agreements (e.g. the World Trade Organisation’s
General Agreement on Trade in Services, 1994). These indirectly affect higher
education by calling upon the member countries to develop mutually accept-
able standards and to provide recommendations on mutual recognition. Fur-
thermore, professional organisations and their respective accrediting bodies are
being pressured to consider mutually acceptable standards for co-operation with
other countries; they will also have to accept international application. These
organisations are facing a new situation in which higher education institutions
may seek multiple, regional, or global accreditation (Peace Lenn
and Campos, 1997).

The Accreditation Board for Engineering and Technology (ABET), a federation
of the United States professional engineering societies, and its international ac-
tivities, is an important example. As, in recent years, the global economy has ex-
panded and the demand for engineering mobility has increased, the assessment
of the quality of education in engineering programmes at institutions outside the
United States has become increasingly important. To meet these needs, ABET has
become involved internationally through mutual recognition agreements,
programme evaluations, educational consultancy visits, assistance in developing
accreditation systems in other countries, and, only very recently, in the accredita-
tion of engineering programmes outside the United States (Aberle, Paris and
Peterson, 1997).
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The question now is how these initiatives and developments are to be under-
stood and interpreted and what the possible future directions in
internationalisation of quality assurance in higher education will be. In an attempt
to answer this question, we will draw comparisons between authors who emphasise
the differences between national quality assurance systems and others who stress
their common features.

Kells (1997) claims that although some general patterns can be identified in
the existing quality assurance systems, they tend to travel poorly because of cul-
tural differences and preferences regarding purpose. These include tendencies
towards elitism versus egalitarianism, positions concerning church-state relations,
the extent of differentiation and the range of quality permitted in the system, the
willingness to compare and rank, openness about weaknesses, the relationship
between higher education and the state, the extent of accountability, etc. For Kells,
these cultural forces may produce very different systems.

The CEMS project illustrates the influence of cultural differences. Kristensen
and Plannthin (1997) reported that in a multi-institutional and multi-national as-
sessment process, the cultural element becomes crucial in several ways, related
to different academic traditions. Different views of the concept of quality consti-
tuted the first main obstacle to terminological clarity. Harvey and Green (1993)
analysed different meanings of quality and noted that it can be viewed as excep-
tional, as perfection (or consistency), as fitness for purpose, as value for money and as trans-
formation. In the Humboldtian tradition, quality is largely related to the reputation
of professors (quality as exceptional), whereas in the Nordic tradition, the teach-
ing and learning processes and interaction (quality as transformation) are more
important. No general understanding on the concept of quality could be reached.
Nor could the question of who the stakeholders of the process are be easily re-
solved. Are students products, clients, customers, consumers, users, or partici-
pants? Furthermore, participant institutions emphasised improvement and ac-
countability differently as functions of quality assurance. Differences of opinion
and tradition occurred in several other areas as well (Kristensen and Plannthin,
1997). “Those who believe that higher education is being homogenised
and becoming very similar across the world – because of the existence of similar
problems and some similar initiatives which are attempted by leaders who are
communicating in a global community – should consider the vastly different incli-
nations on the cultural dimensions and concerning why, what and how to evaluate
in higher education” (Kells, 1997, p. 4).

Quality assurance systems also share many elements. Van Vught (1994) sug-
gests designing a general framework of a system of multiple accreditation in higher
education based on common elements of systems in the United States, Canada,
and Western Europe (involvement of a management agent, the self-evaluation
and peer review processes, reporting results and the relationship with funding).
Here, a number of accrediting organisations would each offer accreditation
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to institutions or programmes, using pre-stated standards and a review process
combining self-study and peer review. Furthermore, many accrediting organisations
already exist, each with its own set of clearly defined standards attuned to the
needs of their constituencies: employers, students, professions, etc. Higher edu-
cation institutions would seek accreditation for their programmes on a voluntary
basis from one or more accrediting organisations, and together they would form a
“market” and quality networks (networks of institutions or programmes with re-
lated missions, and accredited by the same accrediting bodies and thus with the
same status). Regional level (e.g. the United States, the European Union) could
offer a sufficient scale for this type of multiple accreditation. However, no interna-
tional or supra-national decision-making is required for a multiple accreditation
system to develop. The “third round” quality assessment procedure in the Neth-
erlands, for example, contains the possibility to replace the “normal” assessment
by an ABET accreditation. This is a first step towards a multiple accreditation system.

Peace Lenn claims that multiple accreditation activity will eventually be re-
placed by global accreditation motivated by trade agreements. She argues that
the globalisation of the professions and the need to provide common professional
preparation have accelerated the movement to set global standards and accredi-
tation (Peace Lenn and Campos, 1997).

Quality assurance of internationalisation

Many countries have become aware, over the past few years, of the importance
of quality assurance of internationalisation strategies and activities and have at-
tempted to evaluate and assure it. Several approaches have been taken.

Codes of practice. These generally apply to student exchanges and overseas re-
cruitment or delivery of educational programmes and services overseas. They
usually concern a set of minimum requirements to be respected in certain prac-
tices but may also refer to situations or actions to be avoided. These codes are
descriptive, objective, and can be used ex-ante or ex-post. They are generally
used independently of broader quality assurance or accreditation processes in
institutions or programmes. These codes lead to no external judgement, funding
decision, or particular status (accreditation or licensing). Examples include: the
Code of Ethical Practice in the Provision of Education to International Students by
Australian Universities (Australian Vice-Chancellors’ Committee); the NAFSA Eth-
ics Programme – Ethical Practice in International Exchange; Recruitment and Sup-
port of International Students in the United Kingdom Higher Education (Commit-
tee of Vice-Chancellors and Principals of the Universities of the United Kingdom);
the Code of Practice for Overseas Collaborative Provision in Higher Education
(Higher Education Quality Council).1

1. The HEQC has been subsumed by the Quality Assurance Agency for Higher Education (QAA), which
is currently developing a new code of practice on collaborative provision in higher education.
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Self-evaluation instruments for internationalisation strategies and activities offer
a framework that allows an institution to evaluate its internationalisation efforts
and achievements against its objectives, including student and staff exchanges,
internationalisation of the curriculum, teaching and learning processes, joint de-
grees, organisation and services. These instruments are analytical and subjective
and used ex-post. They may be part of a wider quality assurance process involv-
ing outside evaluation of self-evaluation outcomes through peer review and lead-
ing to recommendations. The Centre for International Mobility, Finland (Snellman,
1995) developed Goals, Prerequisites and Quality Assurance for International Education;
the Netherlands Organisation for International Co-operation in Higher Education
(NUFFIC) and the Association of Dutch Colleges and Polytechnics (van  der Wende,
1995) developed Quality in Internationalisation – Guidelines for the Assessment of the Qual-
ity of Internationalisation in Higher Professional Education. The Dutch example was designed
especially to fit into the wider quality assurance process for higher professional
education, by applying the methodology and structure of the national system to
the evaluation of the quality of internationalisation. The general manual for qual-
ity assurance recommends its use, but on a voluntary basis for self-evaluation and
peer review. This integrative approach was made possible by the co-operation
between an internationalisation and a quality assurance agency during the devel-
opment stages.

Certification practices were developed by the Global Alliance for Transnational
Education (GATE). This organisation represents a partnership of the multi-national
corporate community, national associations, and governments and higher educa-
tion institutions, primarily to address the assurance and improvement of educa-
tion crossing national borders. Transnational education is defined as: “any teach-
ing or learning activity in which the students are in a different country (the host
country) to that in which the institution providing the education is based (the
home country). This situation requires that national boundaries be crossed by
information about the education, and by staff and/or educational materials (whether
the information and the materials travel by mail, computer network, radio or tele-
vision broadcast or other means)”. Examples of such transnational education in-
clude: branch campuses, franchised programmes, twinning arrangements, corpo-
rate programmes, distance education programmes, etc. GATE has developed a
set of “Principles for Transnational Education” that can be used as a code of prac-
tice. Furthermore, through a process of self-evaluation and external review, GATE
can certify an institution that provides transnational education, primarily for con-
sumer protection. And although certification concerns a yes/no decision, recom-
mendations for improvement are normally also made. Compared to the others,
this approach seems to address a wider range of initiatives, including corporate
and distance and virtual programmes.

Situations exist where internationalisation is being assessed as an integrated
part of a broader or general quality assurance or accreditation procedure at either
the institutional or programme level. In Europe, this fourth type of practice is
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emerging in some countries, Sweden, the Netherlands, and France for example.
However, this part of the evaluation process is not always clearly defined or suffi-
ciently explicit. Appropriate evaluation criteria may be lacking along with a clear
understanding of the issues or their context. These approaches often take a very
narrow look at internationalisation, focusing almost exclusively on student mobility
and exchange.

As the examples above show, higher education institutions, individually or in
groups, or associations, have undertaken many initiatives, some of which interest
national agencies. Besides the Dutch example (above), in Australia, the Australian
Committee for Quality Assurance in Higher Education regularly comments on
internationalisation. Its 1994 report expressed particular concern about integrat-
ing international content into the general curriculum. In the United Kingdom in
1996-97, the Higher Education Quality Council undertook some audits on collabo-
rative programmes of British institutions overseas. The Dutch Inspectorate for
Higher Education has regularly expressed concern about institutional
internationalisation activities and has recommended that those undertaken in
European programmes and in foreign partner institutions be subject to regular
quality assurance (Inspectie van het Onderwijs, 1995).

Despite these expressions of concern and some related initiatives, national
governments or agencies have difficulty defining their position and role towards
quality assurance of international(ised) higher education. This may well be re-
lated to the fact that internationalisation is affecting the relationship between higher
education and the national government, as the next section illustrates.

The influence of internationalisation on the relationship between higher
education and the nation state and on the functions of quality assurance systems

National systems assess higher education generally but pay little attention to
its international dimension, for several reasons: the close relationship between
higher education and the central government, the importance of public funding
for higher education, and the emphasis on public accountability as an important
function of quality assurance systems. However, these factors are changing rap-
idly creating tensions between internationalisation and quality assurance.

As a (logical) result of the internationalisation process, higher education is out-
growing its national context, including its quality assurance system. This process
is taking place in various ways and to various extents, as will be described below:

• Internationalisation as a policy outcome aimed at integrating international el-
ements into teaching, research and service, introduces co-operation, ex-
change and an internationalised curriculum into higher education. In addi-
tion to bi-lateral co-operation and mobility schemes, multi-lateral initia-
tives such as the European Union’s SOCRATES and LEONARDO programmes
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and the EC-United States, EC-Canada, EC-China programmes, provide an
important basis for developing this type of activity. These initiatives are
based on agreements among countries but respect the national basis of the
education system and national sovereignty in governance. International el-
ements introduced by this type of internationalisation are generally ex-
pected to contribute to the quality and competitiveness of the system and
its outcomes at different levels, as described above. Furthermore, these
elements are becoming structural characteristics of the higher education
systems in many countries. However, quality assurance systems and proce-
dures, generally do not include or address them adequately, and thus be-
come incomplete or insufficient.

• De-nationalisation of higher education refers to several processes causing or
facilitating the expansion of higher education systems across national bor-
ders. The balance in the control of higher education systems is changing. As
introduced by Clark (1983) in his triangle of co-ordination in higher educa-
tion, the forces of academic oligarchy, state authority and market demand
interact with each other to give shape and direction to academic work in
national systems of higher education. Many governments have introduced
deregulation policies and concepts like “steering at a distance” in favour of
more institutional autonomy and stronger market influences (Dill and Sporn,
1995, Goedegebuure et al., 1994). Furthermore, increasing competition,
globalisation, and decreasing public funds motivate higher education insti-
tutions to expand their activities across national borders: the United States,
Canada, the United Kingdom, Australia and New Zealand all have examples
of internationally enterpreneurial universities. These not only attract many
fee-paying foreign students, but also operate actively overseas through
branch campuses, franchised programmes, etc. Finally, information and com-
munication technology (ICT) facilitates transnational delivery through a new
type of distance learning programme making it easier to export higher edu-
cation on a large scale to a virtual, borderless world.
International strategies and activities resulting from the de-nationalisation
of higher education usually exceed the restrictions of existing quality assur-
ance systems. Consequently, a proper assessment of international
programmes and overseas activities must be separately organised. Further-
more, these developments may affect the functions of quality assurance
systems (e.g. accountability in relation to new money flows from interna-
tional income and funding) and raise questions about responsibility and
other legal issues (e.g. in the case of virtual universities).

• Race (1997) describes the regionalisation of higher education, or cross-border
co-operation between neighbouring states, as “large scale sub-continental
co-operation between economically comparable regions”. Such co-operation
exists in the Nordic countries, between the Netherlands and adjacent Bel-
gium (Flanders) and Germany (Bremen, Lower Saxony and Rhineland
Westphalia) (see Race, 1997 for other types and definitions of regional
co-operation in higher education). This is a new type of international



235

OECD 1999

CHAPTER 12. QUALITY ASSURANCE OF INTERNATIONALISATION AND INTERNATIONALISATION OF QUALITY ASSURANCE

co-operation that emphasises structural educational and administrative
co-operation to make both systems more responsive to the needs of re-
gional labour markets and to enhance mutual access and complementarity.
Joint programmes and degrees are being developed and human resources
shared. The future may include cross-border co-ordination of educational
provision and ultimately even institutional mergers. Initiatives would then
face different quality assurance systems, if and as they exist in the
co-operating countries, and mutual recognition and trust in each other’s
quality and systems would be required. This would mean adjusting, mix-
ing, choosing from among national quality assurance systems, or develop-
ing entirely new systems.

These various forms of internationalisation have shown how the relationship
between higher education institutions and the national government is affected.
Furthermore, as described above, globalisation trends through the role of profes-
sional organisations and the practice of international accreditation influence higher
education directly (i.e. without any direct involvement of the government) in the
development of internationally acceptable standards for professions.

Finally, internationalisation also seems to influence the functions performed
by a quality assurance system: accountability, improvement, transparency and accredita-
tion (Weusthof and Frederiks, 1997). Especially when internationalisation repre-
sents foreign sources of income, the government cannot require the same degree
or type of accountability for spending as it does for national or public funding.
Furthermore, internationalisation increases requirements for the transparency of
quality assurance systems. Consumer protection emphasises this by requiring
adequate information on institutions, their courses of study, programmes, quality
and differences. This is particularly important for students interested in taking
study programmes from or at foreign institutions and for employers recruiting in-
ternationally and who must be able to evaluate foreign courses and degrees.

Conclusions

In this chapter, the relationship between the concepts of quality and of
internationalisation of higher education has been discussed. Quality improvement
may be a major aim of internationalisation but the process of internationalisation
of higher education puts pressure on the current systems of quality assurance, which
are generally national based and do not adequately address the international
dimension of higher education. There is generally little co-ordination or co-operation
among those organisations involved in quality assurance of higher education and
those promoting internationalisation. A number of initiatives have been described.

Internationalising quality assurance systems and methods. In addition to one project
initiated at the supranational (EU) level, “bottom up” initiatives have been identi-
fied. They originate from international networks of quality assurance agencies,
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and from international associations, consortia or networks of higher education in-
stitutions. The role of professional organisations is important here because of the in-
creasing international mobility of professionals that is facilitated by regional and
global trade agreements on international trade in professional services. They have
initiated far-reaching agreements on mutual recognition of professional qualifica-
tions and on international quality standards, and actively support the develop-
ment of international accreditation practices. Arguing from the similarities between
various quality assurance systems, multiple accreditation on a regional and even-
tually global accreditation is forecast for the near future. However, different cultural
and academic traditions will also prove to be stumbling blocks. This may imply that
areas and disciplines strongly influenced by the professional field may internationalise
quality assurance (e.g. international accreditation) more rapidly and easily than in
disciplines where cultural factors and different academic traditions and concepts
of quality may be less easy to overcome.

Quality assurance of internationalisation. Many of these initiatives have a “bottom up”
character and have been undertaken by institutions or by groups of institutions.
Although national governments and agencies are concerned about the interna-
tional activities of higher education institutions, their initiatives are generally quite
limited, both in number and scope. This may well be related to the blurring effect of
the internationalisation process on the role of national governments and agencies
and their relationship with higher education institutions, and on the accountabil-
ity function of quality assurance systems. At the same time, the transparency func-
tion of quality assurance systems has become more important because employ-
ers and students need to be able to evaluate the quality of foreign courses and
qualifications. This introduces the concept of consumer protection as an important
new consideration and responsibility for governments regarding the quality of
internationalised higher education.

It is to be hoped that progress in the quality assurance of internationalisation
and in the internationalisation of quality assurance will converge where both the
scope and the methodology of quality assurance will be international. This would
mean an approach that takes the international dimension and elements of higher
education explicitly into account, is internationally applicable, and which gives
outcomes that can be internationally recognised. In order to achieve this, at least
two important conditions have to be met. First, as Scott (1996) states, institutions
should make internationalisation explicit, and develop clear institutional strate-
gies in order to internalise it and to create a sense of ownership. Only in this way
can a shared responsibility for quality assurance and improvement be achieved.
Secondly, co-ordination among those organisations involved in quality assurance
of higher education and those promoting internationalisation should be encour-
aged and enhanced.

The project on the Internationalisation Quality Review Process (IQRP) is there-
fore a major step forward. It encourages institutions to make their inter-
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nationalisation strategies explicit, to review them in their own right and to search
for improvement. Moreover, it is the first international level project combining the
perspectives of quality assurance of internationalisation and internationalisation
of quality assurance. Finally, it has been undertaken by two organisations – the
IMHE programme of the OECD and the Academic Co-operation Association – which
bring together extensive expertise in the fields of quality assurance and
internationalisation of higher education.
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Guidelines for the Internationalisation
Quality Review Process (IQRP)

for Institutions of Higher Education

The key role of internationalisation and its contribution to higher education are gaining
recognition around the world, in both developed and developing countries.
Internationalisation of higher education is understood as the process of integrating an
international dimension into the teaching, research and service function of the institution.
As internationalisation matures, both as a concept and process, it is important that institu-
tions of higher education address the issue of the quality assessment and assurance of
their international dimension. For those institutions that want to implement an
internationalisation strategy, it is important to have a framework that assists them in the
design and evaluation of such a strategy.

The Internationalisation Quality Review Process (IQRP) is a process whereby individual
institutions of higher education assess and enhance the quality of their international di-
mension according to their own stated aims and objectives. The review process includes
procedures, guidelines and tools to be adapted and used in both a self-assessment exer-
cise and an external peer review. The purpose of IQRP is to assist institutions to improve
their internationalisation work; it is not a certification or accreditation process.

The IQRP is a process developed by the Programme on Institutional Management of
Higher Education (IMHE) of the Organisation for Economic Co-operation and Develop-
ment (OECD) in collaboration with the Academic Co-operation Association (ACA) in Brus-
sels. IMHE/OECD together with ACA owns the intellectual property of the guidelines.

1. Background of the IQRP project

The IQRP project was designed with the following objectives in mind: to increase aware-
ness of the need for quality assessment and assurance in the internationalisation of higher
education; to develop a review process whereby individual institutions can adapt and use
a set of guidelines to assess and enhance the quality of their internationalisation strate-
gies according to their own aims and objectives; and to strengthen the contribution that
internationalisation makes to the quality of higher education.
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There have been two phases to the IQRP project. In phase one, 1995-97, draft guide-
lines were developed and piloted in three institutions: University of Helsinki, Finland;
Bentley College in Massachusetts, the United States, and Monash University, Melbourne,
Australia. In 1997-98, a second group of six institutions used the IQRP and assisted in test-
ing and further refining the process: National University of Mexico, Mexico; Warsaw School
of Economics, Poland; Tartu University, Estonia; Moi University, Kenya; Universiti Sains
Malaysia, Penang; and Royal Melbourne Institute of Technology, Australia.

The testing of the IQRP in eight countries in five different parts of the world, provided
valuable information for the design of the final guidelines. Three comprehensive institu-
tions (Helsinki, Monash and Tartu) and two specialised institutions (Bentley and Warsaw)
with well developed strategies for internationalisation used the IQRP to assess their strat-
egies. Two comprehensive universities (Mexico and Moi) used the IQRP to assist in moving
from a marginal and implicit international dimension to a central and explicit
internationalisation strategy. One comprehensive university (Sains Malaysia) used IQRP to
create awareness of the importance of an internationalisation strategy by assessing certain
parts of the institution. The Royal Melbourne Institute of Technology used IQRP to further
the integration of the international dimension into all functions of the university.

As part of the project, presentations and seminars were given on the IQRP in many
countries in different parts of the world. The feedback and comments gained from these
sessions were extremely valuable in helping the IQRP recognise and be sensitive to the
intercultural and international influences on quality assurance of the interna-
tional dimension.

The preparation of the IQRP guidelines was done by a team of international experts,
who were also involved in the peer reviews. After consultation with the experts and the
Academic Co-operation Association, the present guidelines were approved by the Direct-
ing Group of the Programme on Institutional Management of Higher Education (IMHE) of
the OECD for use in the field of higher education.

Based on the results of the IQRP project, IMHE and ACA are exploring with the Associa-
tion of European Universities (CRE) how to offer an Internationalisation Quality Review
(IQR) as an option to European institutions of higher education. In the near future, it is
expected that similar services (using the IQRP guidelines) will be created to provide assis-
tance to institutions of higher education in other parts of the world to implement a quality
review of their international dimension.

2. Purpose of the IQRP

The purpose of the IQRP is to assist institutions of higher education to assess and
improve the quality of their international dimension by focusing on the identification of:

• The achievement of the institution’s stated policy (goals and objectives) for
internationalisation, and its implementation strategy.



243

OECD 1999

GUIDELINES FOR THE IQRP FOR INSTITUTIONS OF HIGHER EDUCATION

• The integration of an international dimension into the primary functions and priori-
ties of the institution.

• The inclusion of internationalisation as a key theme area in the institution’s overall
quality assurance system.

3. Guiding principles of the IQRP

The starting point for the review is the institution’s own stated aims and objectives.
The review process assesses the extent to which institutions actually achieve the aims and
objectives which they set for themselves. The assessment of the relationship between
objectives and actual achievement is the core of the quality issue.

The purpose of the self-assessment process is to provide a critical self-evaluation of a
variety of aspects related to the quality of the international dimension of the institution.
The more emphasis given to self-assessment, the more self-assessment will function as a
means of training and assisting the institution to take responsibility for its own quality
improvement. Self-assessment should not be seen as an exercise to produce information
for the external peer review team, but rather as an opportunity to conduct an analysis of
the extent and quality of internationalisation initiatives.

The purpose of the external peer review is to mirror the self-assessment process and to
provide feedback and a complementary analysis to the self-assessment by the institution,
from a different, external and international perspective.

Whilst the review process is intended to be international in application,
acknowledgement and recognition of differences among institutions and countries is es-
sential.

The self-assessment and external peer review reports are for the use of the evaluated
institution only. The reports are owned by the institution and can only be published by the
evaluated institution or with its explicit approval.

The review process is not intended to prescribe practices or advocate uniformity or
standardisation of internationalisation approaches or procedures. There is no explicit or
implicit comparison with other institutions involved, it is an exercise for self-improvement.
This does not exclude the possibility for an institution to combine the IQRP with other
quality assurance procedures such as bench marking, ISO 9000, Global Alliance for
Transnational Education (GATE) certification or Total Quality Management.

The review process is seen as part of an ongoing cycle process of advocating, planning,
implementing, rewarding, reviewing and improving the internationalisation strategy of the
institution.
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4. Who should conduct an IQRP?

The IQRP guidelines and framework are designed in such a way that they are appli-
cable in a great variety of circumstances. Experience of the use of IQRP has indicated that
the IQRP can be used in:

• The university and the non-university sectors of higher education.
• Small and large institutions.
• Comprehensive and specialised institutions.
• Private and public institutions.
• Institutions wishing to assess an existing strategy for internationalisation but also

institutions wishing to initiate such a strategy.

• Institutions in both developed and developing countries.

The specific circumstances of the institution and of the objectives have to be taken into
consideration in the implementation of the IQRP. This implies a flexible use of the guide-
lines. Whilst the IQRP is guided by the institution’s own goals and objectives for
internationalisation, there are major areas which are common to many institutions and
which the review process will address.

5. The operational framework of IQRP

The emphasis and orientation of the self-assessment exercise is on the analysis of the
quality of the international dimension of the institution. It should not merely be a descrip-
tion of the various internationalisation initiatives. At the same time, it is recognised that, in
particular for those institutions that intend to use the IQRP to initiate an internationalisation
strategy, a qualitative and quantitative inventory of international activities will be an im-
portant basis for the assessment.

5.1. Self-assessment

5.1.1. Role and structure of the self-assessment team

A self-assessment team (SAT) is formed at the institutional level and is given
the mandate to:

• Collect the necessary information.
• Undertake a critical analysis of the provision for and the quality of

internationalisation, as well of the contribution of internationalisation to higher
education.

• Prepare the self-assessment report.
• Engage the commitment of various parties inside and outside the institution to the

whole process.

The institution chooses the members of the team to reflect the internal organisation
and aims of the institution. Ideally, the SAT should consist of (central and departmental
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level) representatives of both the administrative and the academic staff as well as interna-
tional and domestic students. In order for the team to be functional and accomplish its task
in a relatively short period of time the group should be relatively small and the members
should be administratively supported to undertake the work.

The full endorsement and active involvement of the institutional leadership is essen-
tial for the success of the self-assessment team.

The SAT has a chairperson and a secretary. It is recommended that the key person in
the institution responsible for internationalisation strategy and policy be the chair of the
SAT. The secretary will be responsible for organising the work of the SAT and for co-ordinating
the preparation of its report.

The SAT will exchange comments with the PRT on the self-assessment report prior to
its visit, will prepare the programme of the visit in conjunction with the PRT and will dis-
cuss the draft peer review report with the PRT. The secretary of the SAT plays an important
role in the liaison with the secretary of the PRT.

5.1.2. The design of the self-assessment process

It is important to emphasise that the whole purpose of the self-assessment is to analyse
the international dimension, not merely to describe it. Collecting data to build a profile of
all the different activities, programmes, policies and procedures related to the interna-
tional dimension of the institution is only a first step. It certainly is an important and rather
time-consuming step, in particular for those institutions that use the IQRP as an instrument
to assist in the preparation of an internationalisation strategy and that do not yet have
mechanisms in place to make a quantitative and qualitative description of these activities,
programmes, procedures and policies. But the analysis of an institution’s performance and
achievements according to their articulated aims and objectives for internationalisation is
critical to assess and eventually assure the quality of the international dimension and the
contribution internationalisation makes to the primary functions of the institution. The
process must indicate directions for improvement and change of the internationalisation
strategy of the institution, which follows from the diagnosis itself.

The self-assessment outline is designed as a template for the process of analysing the
aims and objectives, the performance and achievements, the strengths and the weaknesses,
and the opportunities and threats regarding the international dimension of the institution.
It needs to be emphasised that it is the international dimension which is being reviewed
and analysed. For instance in the case of curriculum activities and research initiatives, it is
how the international dimension is addressed and integrated which is under review, not
the curriculum or research itself.

The outline is a starting point and a guide for the institution to undertake the prepara-
tion of their self-assessment. It is not intended to be a coercive structure. There may be
questions and issues included in the outline which are not relevant or appropriate to the
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mandate of the specific institution. In other instances, there may be important items which
have not been included in the outline which the SAT wants to address and therefore these
should be added.

The self-assessment report should give an adequate profile of the institution, reflect-
ing its particular directions, priorities and effectiveness of its operations, and is aimed at
giving directions for improvement and change. The self-assessment should recognise and
reflect the potential diversity of rationales and strategies between faculties and schools.

This self-assessment should not primarily be regarded as a descriptive exercise, but
rather as a critical analysis of the institution’s performance and achievements in the field of
internationalisation. Besides providing the necessary information, an analysis should be
made of strong and weak points, indicating how well the various internationalisation ef-
forts are being realised, and formulating potential avenues to improvement.

Terminology often differs from country to country and from institution to institution.
Institutions should use the terminology which they find appropriate for their situation. It
would be helpful to add a note of explanation so that the peer review team understands
the use of terms in their institutional context.

5.1.3. Outline for the self-assessment process

A. Context

a) Summary of the higher education system

Provide a brief description of the higher education system in the country and indicate
the position of the institution in the system.

b) Summary of the institutional profile

Provide information on:

• Age of the institution.
• Student enrolment (undergraduate/graduate).
• Number of faculty and staff.
• Faculties and departments.
• The mission of the institution.
• The history of internationalisation efforts in your institution.

c) Analysis of the (inter)national context

Undertake a Strengths, Weaknesses, Opportunities and Threats (SWOT) analysis of the
(inter)national context for internationalisation of the institution. Make reference to national
and regional policies and programmes of relevance for the institution’s international dimension.
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B. Internationalisation policies and strategies

(Address those issues which are relevant to your institution and undertake a SWOT
analysis on the internationalisation policies and strategies of the institution.)

Why is internationalisation important to your institution (rationales)?

What is the institution’s stated policy (goals and objectives) and implementation strat-
egy for internationalisation? Attach existing policy documents, if available.

What is the relationship between the internationalisation strategy and the institution’s
overall strategic plan, and what links exist with other relevant policy areas?

How is internationalisation valued with respect to the institution’s overall strategic plan
by the different actors in the institution: administration, faculty, students?

How has the decision-making process for internationalisation policy been structured?

What is recommended to improve the policies and strategies for internationalisation?

How can the support and involvement be improved of both leadership, administra-
tion, faculty and students to the internationalisation policies and strategies of the institution?

C. Organisational and support structures

(Address those issues which are relevant to your institution and undertake a SWOT analy-
sis on the organisational and support structures for internationalisation of the institution.)

a) Organisation and structures

What office/unit/position has the overall and ultimate policy-level responsibility for
the internationalisation of the institution?

Which unit(s) have direct operational responsibility for international activities?

What is the reporting structure, liaison and communication system (both formally and
informally) between the various offices/units/persons involved in interna-
tionalisation? Provide an organigram, if possible.

How effective are the existing support structures in relation to the strategic plan for
internationalisation?

What improvements are recommended to make the organisation and support struc-
tures more effective in relation to the existing strategies and policies?
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b) Planning and evaluation

How is internationalisation integrated into institution-wide and department level plan-
ning processes and is it effective?

What system is in place for the evaluation of internationalisation efforts? What impact
does it have on these efforts?

Does the overall quality assurance system (internal/external) include reference to
internationalisation? If so, what is its impact?

What proposals for improvement in the planning and evaluation processes for
internationalisation are recommended?

c) Financial support and resource allocation

What internal and external sources of support exist for internationalisation? How effec-
tive are these funds for the realisation of the objectives and goals for internationalisation?

What is the mechanism for the allocation of resources (at both central and departmen-
tal level) for internationalisation? How effective are these mechanisms?

What is the institution’s process for seeking, securing and maintaining internal and
external funding for internationalisation? Are these processes effective?

What proposals for improvement in the fund allocation and fund-raising for the
realisation of the internationalisation of the institution are made?

d) Support services and facilities

What specific services and infrastructure exist to support and develop international
activities and how effective are they?

What level of support is available from institution-wide service departments? What is
their impact?

To what degree do the facilities (e.g. libraries) and the extra-curricular activities on cam-
pus include an international or cross-cultural dimension? What is their impact?

What recommendations are made to improve the support services and facilities to
bring them in line with the internationalisation strategies and policies of the institution?
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D. Academic programmes and students

(Address those issues which are relevant to your institution and undertake a SWOT analysis on
the international dimension of the academic programmes and student policies of the institution.)

a) Internationalisation of the curriculum: area and language studies, degree programmes,
teaching and learning process

Are there programmes which include options for area and language studies (including
courses in intercultural communication and culture studies?) What is their impact?

How has the international dimension been integrated into the courses/units in the
various disciplines? How effective have the integration efforts been?

What joint or double degree programmes are offered by the institution in partnership
with foreign institutions? What is their impact on the curriculum and the students?

Does teaching include the use of examples, case studies, research, literature, etc., drawn
from different countries, regions and cultures? To what effect?

To what extent is the “international classroom setting” applied, i.e. are stu-
dents encouraged to study together and to interact with foreign students?

To what extent is instruction given in languages other than the primary language(s) of
instruction of the institution?

What recommendations are made with respect to the future place of area and language
studies in the institutional strategies and policies for internationalisation?

What measures are recommended to improve the international dimension in
the curriculum?

What recommendations are made to improve the internationalisation of the teaching
and learning process?

b) Domestic students

What are the quantitative goals (if any) for the number of students studying abroad
annually? Are they being met and how effective are the mechanisms to achieve them?

Do students participate in international research projects and international networks.
How? What is the impact?

What policies and support services are in place to encourage and support students to
participate in international activities? How effective are they?
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Are students being informed and advised about international work/study/re-
search opportunities? Are the mechanisms effective?

How are students being prepared for international academic experiences (including
language and cultural preparation)? Is the preparation effective and what is the impact?

What recommendations are made to improve the opportunities for students to add an
international dimension to their study?

c) Foreign students

What are the quantitative goals (if any) for the number of foreign students (both fee
paying students and exchange students)? How effective are the measures taken to reach
these goals?

What strategies does the institution have to attract, recruit and select foreign fee pay-
ing students? What are the objectives behind these strategies and how effective are these
strategies?

What strategies does the institution have to attract and select (bilateral and multilat-
eral programme) exchange students? How effective are they?

How is the level of academic success of foreign students monitored? How effective is
it? How is the integration (educational and social) of foreign students with domestic stu-
dents and with their local environment monitored? How effective is it?

How is social guidance and academic counselling for foreign students organised?

Does a difference exist in objectives, impact and attention between the strategies for
foreign fee paying students and exchange students?

What measures should be taken to improve the strategies for recruitment, selection
and integration of foreign fee paying and/or exchange students?

d) Study abroad and student exchange programmes

What is the range of programmes available for study abroad and student exchange?
How effective are these programmes?

How effectively are study abroad periods integrated into the curriculum? Has the transfer
and recognition of credits been arranged in an adequate manner?

To what extent have international work experience or internships been incorporated
into the curriculum? What is the impact of these arrangements?
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How are study abroad and student exchange programmes evaluated? In what way have
the results of these evaluations been taken into account in the further delivery of
these programmes?

What measures are recommended to improve the quality of the study abroad and stu-
dent exchange programmes in the overall context of the internationalisation strategies
and policies of the institution?

E. Research and scholarly collaboration

(Address those issues which are relevant to your institution and undertake a SWOT analy-
sis on the international dimension of research and scholarly collaboration of the institution.)

Which collaborative agreements exist with foreign institutions/research centres/private
companies for research? How effective are these?

What international/regional research and graduate centres belong to or are sponsored
by the institution? What role do they play in the internationalisation strategies and poli-
cies of the institution?

To what degree is the institution involved in international research projects?
How successful is it?

How actively involved is the institution in the production of internationally published
scientific articles? What mechanisms are in place to stimulate the involvement?

What mechanisms are in place to stimulate the institution’s performance in organising
and benefiting from international conferences and seminars? How effective are these?

What support (internal and external) structures are in place for international collabora-
tive research? How effective are these?

What mechanisms exist to guarantee that international research (and its outputs) is
linked to internationalisation of teaching? What is the effect?

What opportunities and resources are made available to stimulate the international
dimension in research? Are they effective?

What recommendations are made to improve the international dimension of research,
as part of the strategies and policies of the institution?

F. Human resources management

(Address those issues which are relevant to your institution and undertake a SWOT analy-
sis on the international dimension of human resources management of the institution.)
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What mechanisms are in place to involve academic and administrative staff in interna-
tional activities (at home and abroad)? Please distinguish between research, teaching,
publications and development assistance. How effective are these mechanisms?

What mechanisms are in place to stimulate the presence of foreign academic and ad-
ministrative staff members on campus (temporary/permanent)? How effective are they?

How are teaching and research of visiting staff being organised? How effectively are
they integrated into the curriculum?

Do appointment procedures seek for staff from abroad? How effective are they?

How is selection and recruitment of new staff (academic and administrative) targeted
at personnel who are internationally experienced/active? How effective is that policy?

Are there procedures for selecting staff for international education assignments (e.g. for
teaching international programmes/to international groups/teaching in other languages)?
How effective are they?

What mechanisms are in place to guarantee and stimulate that staff members possess
the knowledge and skills required for teaching in international programmes and for other
international assignments? How effective are they?

Are there mechanisms in place to guarantee that international teaching/research/de-
velopment assistance experience counts toward promotion and tenure? If so, how effective
are they?

What recommendations are made to improve the international dimension of the hu-
man resource management of the institution as part of its internationalisation strategies
and policies?

G. Contracts and services

(Address those issues which are relevant to your institution and undertake a SWOT
analysis on the international dimension of contracts and services of the institution.)

a) Partnerships and networks

What is the range of bilateral and multilateral collaborative agreements with foreign
partner institutions for education? How active/functional are these?

What procedures exist for the establishment, management and periodic evaluation of
partnerships and linkages? How well do these procedures function?
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What is the relation between the policies and strategies at the faculty level and those
at the central level? How effective is that relationship?

What measures are recommended to improve the partnerships and networks the insti-
tutions takes part in and their relation to the strategies and policies of the institution?

b) Out of country education programmes

Does the institution deliver educational programmes to students located in other coun-
tries. If so, what methods are used to deliver these courses (i.e. correspondence, partner
institutions, www, satellite campus, franchise partners or brokers, etc.)? What are the ra-
tionales for such programmes?

Is there a process (internal/external) of the institution for the evaluation of such
programmes, if provided? If so, what is the impact of these evaluations?

What are the institution’s strategies to attract, recruit and select students and staff for
such programmes and courses? How effective are these strategies?

What measures are recommended to improve these programmes and their relation-
ship to the institution’s overall internationalisation strategy?

c) Development assistance

What is the institution’s involvement (as a contractor or partner) in development projects,
how are they perceived by the faculty? What is their impact on the teaching and research
functions of the institution?

What is the link between development assistance projects and other internationalisation
activities of the institution?

What policies and procedures exist for the design, management and evaluation of de-
velopment projects, and what is the effect of these procedures on the projects and on the
institutions strategy for internationalisation?

What measures are recommended to improve the quality of the role of the institution
in these activities and of the integration of these projects in the overall internationalisation
strategy of the institution?

d) External services and project work

How active is the institution in external services (e.g. contract education, training,
consultancy), and to what extent do these services include an international or cross-cul-
tural dimension?
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What is the impact of these services on the internationalisation strategy of the institution?

What measures are recommended to improve the quality of these services and their
relationship to the internationalisation strategy of the institution?

Conclusions and recommendations

What are the main conclusions from the self-assessment on internationalisation?

What are the main concerns and challenges for the institution with regard to the further
development of internationalisation?

What are the main recommendations to the institution for the further improvement of
its international dimension?

Are the goals and objectives for internationalisation of the institution clearly formulated?

Are these goals and objectives translated into the institution’s curriculum, research
and public service functions and does the institution provide the necessary support and
infrastructure for successful internationalisation?

How does the institution monitor its internationalisation efforts?

What specific topics or questions would you like to bring to the attention of the peer
review team?

5.1.4. The self-assessment report

After the self-assessment exercise has been completed, the preparation of the self-
assessment report is the next step in the IQRP. The report should be limited to a maximum
20-30 pages plus possible annexes. It would be most helpful if it followed as much as pos-
sible the general pattern of the self-assessment outline, with the caveat that not all the
categories and questions in the outline may be appropriate or relevant for each institu-
tion. It is also important to stress that the self-assessment team may add issues not cov-
ered by the framework but considered relevant. Thus the self-assessment outline should
be considered as a guide only, intended to introduce many of the areas and issues to be
considered and to encourage the teams to undertake an analytical approach.

The self-assessment report will be much more than a description of the type and ex-
tent of internationalisation efforts; it is meant to critically assess and address ways to as-
sure and improve the quality of internationalisation of the teaching, research and public
service functions of the institution in the light of existing issues and forthcoming challenges.

The language of the self-assessment report will in part be guided by the make-up of
the PRT. During the initial stages of the IQRP the secretary of the SAT will decide in collabo-
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ration with the secretary of the PRT the working language of the PRT site visit and also the
language of the self-assessment report. If a language, other than the native language, is
used for the SAT and PRT reports, it is assumed that the supporting documents, such as
data annexes, can be in the institution’s national language.

The peer review team members are to receive the self-assessment report at least one
month prior to the visit. The institution will send one copy of the SAT report for each of the
PRT members plus two additional copies for the IQRP-archive to the secretary of the PRT.

5.2. The peer review process

5.2.1. Membership of the peer review team

The peer review team (PRT) can vary in size but requires a minimum of three members
and usually consists of three-four members; all must be external and independent of the
institution undergoing the IQRP. The experts appointed to the PRT will have a general
understanding of quality assessment and assurance, will have a particular expertise in the
internationalisation of higher education, and will be knowledgeable and experienced in
higher education.

The PRT chairperson with preference should be a senior academic with expertise in
higher education governance and preferably the development and management of inter-
national relations/programmes of institutions of higher education. Knowledge of recent
developments in the internationalisation of higher education globally is also essential.
The expertise and experience of the other members should relate to the priority areas of
the institution’s aims and objectives for internationalisation. They should be knowledge-
able in academic culture and governance. It is considered an additional asset to have a
team member with prior experience in quality assurance review exercises.

The composition of the PRT is primarily international, but it may include one member
from the institution’s home country or a member with considerable experience in and
knowledge of higher education in the country (but not related to the institution itself). At
least one member of the PRT should come from another continent than the institution’s
home country. The first person is likely to be able to provide the PRT with insight in the
national context, the second person is likely to provide the PRT with a perspective beyond
the regional context.

One member of the PRT will serve as secretary and be responsible for organising the
work of the PRT and for co-ordinating the preparation of its report. The secretary of the PRT
is also the liaison person with the secretary of the SAT for the response of the PRT to the
self-assessment report, and the preparation of terms of reference of the site visit (see 5.2.3).

The secretary of the PRT prepares a written agreement with the institution on the terms
under which the self-assessment and peer review reports will be placed in the IQRP ar-
chives of IMHE. The following options are available:
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• The documents will not be included in the archives.
• The documents will be included but permission for use by parties other than the

institution has to be granted by the institution on each occasion.

• The documents will be included and permission is granted by the institution to
IMHE to provide a copy of the documents upon request.

In the last two cases, the SAT secretary is responsible for providing two copies of the
self-assessment and peer review reports to IMHE.

The institution will be responsible for all costs related to the peer review. It is impor-
tant to clarify and agree upon all the financial aspects of the review, before individuals are
invited to become members of the PRT.

5.2.2. Responsibilities of the peer review team

The task of the PRT is to examine:

• The goals for internationalisation of the institution and whether they are clearly
formulated.

• How these goals are translated into the institution’s curriculum, research and public
service functions and if the institution is providing the necessary support and infra-
structure for successful internationalisation.

• How the institution monitors its internationalisation efforts.
• The institution’s capacity to change; and its autonomy in order to improve its

internationalisation strategies.

• The adequacy of its diagnosis and proposals for change and improvement.

The PRT members will receive the self-assessment report at least one month prior to
the visit. After thoroughly reviewing it, the PRT may provide general comments to the self-
assessment team prior to the site visit. Then the PRT will pay a two- to three-day visit to
the institution and produce a detailed report (20-30 pages) for the institution no later than
two months after the site visit.

5.2.3. Design of the peer review process

Ideally the PRT meets once before the actual site visit to discuss the self-assessment
report, finalise the terms of reference for the visit and agree on the division of labour
among the team members. It is preferable that such a visit takes place at the institution
where the IQRP is carried out, and includes also a meeting with the self-assessment team
to discuss the comments on the self-assessment report and to prepare the programme.

It is acknowledged that in many cases for reasons of costs and time such a preparatory
visit will not be possible. In that case, the secretary of the PRT will establish active commu-
nication with the other PRT members to receive their comments on the self-assessment
report and suggestions for the terms of reference and the programme of the site visit. Also,
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in that case it is recommended that the secretary will pay a preparatory visit to the institu-
tion to discuss the comments on the self-assessment report and finalise the terms of refer-
ence and the programme with the SAT.

The PRT will have on site a half or one day planning meeting prior to the commence-
ment of the official PRT programme.

Based on the initial review of the self-assessment report and discussions of the PRT, a
decision will be made as to whether additional information is needed before the site visit.
Prior to the site visit a list of specific issues to be addressed, individuals/groups to be met
will be prepared by the PRT and forwarded to the self-assessment team.

The institution prepares a detailed schedule for the PRT visit, which may vary in length
between three and four days. The team should meet key persons among selected admin-
istrative and academic staff, students and graduates, and, if possible, representatives of
other bodies (both inside and outside the institution) responsible for, or involved in inter-
national activities. Where appropriate, it may be useful to visit the units where students or
staff receive assistance and service as well as other related facilities of the institution. In
some cases it may be appropriate for PRT members to visit locations and programmes of
the institution in other parts of the world. The schedule includes also meetings with the
self-assessment team, the leadership of the institution, chief academic and administrative
staff responsible for international activities and related support services.

At the end of the site visit, the PRT meets with the SAT to comment on the site visit and
discuss the plans for the preparation of the PRT report and its presentation to the institu-
tion. The PRT also meets with the senior leaders of the institution to give a brief report,
oral and preliminary, on the visit.

5.2.4. The peer review team report

The major issues to be addressed in the PRT report are the following:

• Is the institution’s self-assessment report on internationalisation sufficiently ana-
lytical and constructively critical?

• Are the strengths and weaknesses of the institution’s international activities clearly
articulated and the plans for improvements clearly presented and realistic?

• Is the institution achieving the aims and objectives it has set for itself?
• How do the institution’s vision and goals relate to the development and sustainability

of its international activities within the totality?

• What action is required of the institution in order to monitor progress and provide
continuing impetus?

The PRT prepares a draft report and sends it to the chairperson of the SAT within two
months after the site visit. The draft version of the PRT report is meant for review and
comment before the final version is submitted. This provides the institution with
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the opportunity to correct any factual errors and errors of interpretation. The institution
provides feedback to the PRT within two weeks of the receipt of the draft version of the
report. It is up to the PRT to decide whether to include the recommended changes in the
report or not. Any required changes are made by the PRT and the final report is sent to the
institution. The institution will receive five copies of the report. It is up to the institution to
decide how many additional copies it will make for internal and external use. The institu-
tion has complete ownership of the report. The report is strictly confidential if the institu-
tion wishes to consider it as such.

The follow-up activities and other use of the PRT report are the responsibility of the
institution. It is suggested that both the self-assessment report and the PRT report be
made available at least internally. Given the self-assessment process has taken place with
active participation by many individuals and groups in the institution, it is important that
they are included in an open discussion or planning session about the comments and
suggestions made in both the SAT and PRT reports. In other words, the use and follow-up
to the reports is an integral part of the process of assessing, assuring and improving the
internationalisation strategies.

6. Follow-up phase

The institution may add to the IQRP a follow-up phase, occuring one and a half to two
years after the PRT report has been delivered. This is particularly important in those cases
in which the IQRP is used to start a process for the development of an internationalisation
strategy within an institution. As part of this follow-up phase the self-assessment team will
write a document analysing the progress in implementing the recommendations made by
the SAT and PRT and the internationalisation strategy. It will make recommendations for
further actions. This report is the basis for a one- to two-day site visit by the PRT to give
their views on the progress and the recommendations for further action.

The decision to include a follow-up phase in the IQRP preferably should be taken at
the beginning of the IQRP and at latest at the end of the PRT visit.

7. Time-frame of the IQRP

Whilst this has to be sensitive to the particular setting of the institution, the following
provides a broad template against which the institution may devise a specific schedule.
The indicated length of the IQRP is approximately ten months and in the case of a follow-up
phase another six months. Of the ten months, four months are needed for the
self-assessment process, and in the follow-up phase two months.

Month 1 Decision to start an IQRP: appointment of the SAT, contact on the imple-
mentation of the IQRP and PRT assistance.

Month 2 Start of the self-assessment process, appointment of the PRT, dates fixed
for PRT visit (signing of the contract).

Month 7 Self-assessment report ready and sent to PRT members.
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Month 8 Preparatory meeting of PRT (half to one day on site), visit of the PRT
(two to three days), decision on follow-up project and involvement of PRT.

Month 9 Draft report of PRT sent to the institution for comments (response in two
weeks by institution).

Month 10 Final PRT report ready and sent to the institution.

In case of follow-up:

Month 31 Preparation of self-assessment follow-up report by SAT.
Month 33 Self-assessment follow-up report ready, self-assessment report sent to

PRT members (includes terms of reference and programme of PRT
site visit).

Month 34 Visit of PRT (one to two days).
Month 35 Draft follow-up report of PRT sent to the institution for comments (re-

sponse in two weeks by institution).

Month 36 Follow-up report of PRT ready and sent to institution.

8. The use of the IQRP

Each institution is in principle free to use the IQRP guidelines, but should make refer-
ence to the intellectual property by IMHE in co-operation with ACA. For reasons of coher-
ence, servicing and assessment, it is highly recommended that the institution which un-
dertakes the IQRP, makes use of expertise in quality assurance of higher education by
(inter)national bodies and agencies. IMHE, ACA and CRE co-operate in the implementa-
tion of IQRP in Europe. For information on assistance in the realisation of the IQRP at an
institution, one may contact the CRE Secretariat in the European case and the
IMHE Secretariat in other cases.
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