
 

HERJ Hungarian Educational Research Journal Vol 6 (2016), No 1  

 

 

Higher Education Internationalization and Economic-

Political Transitions 

 

 

Guest Editors 

 

Kata Orosz 

University of Pennsylvania, Philadelphia, PA., USA 

 

Laura Perna 

University of Pennsylvania, Philadelphia, PA., USA 

 

 

 

 

 

 



HERJ Hungarian Educational Research Journal Vol 6 (2016), No 1  

2 

Thematic Articles 

Edited by Gergely Kováts 

 

Kata Orosz, Laura Perna 

Higher education internationalization in the context of ongoing economic-political 

transtitions 

 

Anne Campbell, Sophia Gorgodze 

Internationalization of Georgian higher education 

 

Zakir Jumakulov, Adir Ashirbekov 

Higher education internationalization: Insights from Kazakhstan 

 Gabriella Pusztai, Ilona Dóra Fekete, Ágnes Réka Dusa, Eszter Varga 

Knowledge brokers in the heart of Europe 

 

 

Research Papers 

Edited by Edina Malmos 

 Anett Huszti, Ibolya Revákné Markóczi, János Máth 

Investigating the relationship between problem-solving and metacognition 

 

Ilona Weissenfels 

The Rostock model 

 

 

Book Reviews 

Edited by Laura Morvai 

 

K. Maag Merki et al.: Educational Governance as a Research Perspective (Springer) 

Claudia Rupp 

 

E. Tichy et al.: German as a Foreign Language in East-Central Europe (Peter Lang) Krisztina Sebestyén 

 

 



 

Recommended citation format: Orosz, K. & Perna, L. W. (2016). Higher Education Internationalization in the Context 

of Ongoing Economic-Political Transitions: Insights from Former Soviet and Eastern Bloc Nations. Hungarian 

Educational Research Journal, 6(1), 3-19, DOI: 10.14413/HERJ.2016.01.01. 

3 

Thematic Article 

  
Hungarian Educational Research Journal 

2016, Vol. 6(1) 3–19 © The Author s  6 

http://herj.lib.unideb.hu 

Debrecen University Press 

 
DOI: 10.14413/HERJ.2016.01.01.  

Higher Education Internationalization in 

the Context of Ongoing Economic-

Political Transitions: Insights from 

Former Soviet and Eastern Bloc Nations 

Kata Orosz1 & Laura W. Perna2 

Abstract 

In this introductory essay to the special issue, we discuss the importance of regional and 

national contexts for understanding internationalization of higher education and 

provide contextual information about the cluster of former Soviet and Eastern bloc 

nations. Drawing from findings from the three studies included in the special issue, we 

also identify themes that may characterize the internationalization of higher education 

in former Soviet and Eastern bloc nations. We conclude the essay by discussing the value 

of comparative research on internationalization of higher education and identifying 

directions for future research. 
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Introduction )nternationalization  is generally assumed to be a positive and important characteristic 
of higher education (Marmolejo, 2010). Also known as international education, 

international studies, transnational education, and more (de Wit, 2002), internationalization of higher education  has multiple dimensions and is inconsistently 
defined (Cummings & Bain, 2009; Egron-Polak, 2013; Friesen, 2013; Maringe, 2010). 

Like Campbell and Gorgodze (2016, this volume) and others (de Wit, 2002; Marginson & 

van der Wende, 2007; Maringe & Foskett, 2010), we understand higher education 

internationalization to be a response to globalization. According to the American Council 

on Education (2012), higher education institutions may engage in several types of activities to promote internationalization including: incorporating global perspectives 
into teaching, learning, and research; building international and intercultural 

competence among students, faculty, and staff; and establishing relationships and collaborations with people and institutions abroad  p. .  
Approaches to higher education internationalization vary across regions (Marmolejo, 

2010). Responses to the 4th annual Global Survey of Internationalization of Higher 

Education from 1,336 of 6,879 contacted higher education institutions in 131 nations 

around the world show regional variations in such aspects of the internationalization of 

higher education as: expected benefits, internal and external drivers, risks to institutions 

and society, internal and external obstacles, geographic priorities, values and principles, 

most important activities, funding, incorporation into the formal curriculum, and more 

(Egron-Polak & Hudson, 2014). For instance, outgoing mobility is reported to be the 

highest priority of internationalization in Europe and Latin America and the Caribbean, 

whereas international research collaborations are the highest priority for higher 

education institutions in Africa, Asia and the Pacific, and the Middle East. Recruiting fee-

paying international undergraduates is one of the top three priorities only in North 

America (Egron-Polak & Hudson, 2014). The United States has tended to emphasize 

globalization of the curriculum, area studies, and foreign language study, whereas 

Europe has tended to emphasize networking and mobility (de Wit, 2002). Responses 

from leaders of 200 of 500 invited higher education institutions in six regions (South 

America, North America, Middle East, Asia, Australia and New Zealand, and Sub-Saharan Africa  reveal that internationalization at western  universities – including institutions 

in North America – is driven mainly by a commercial imperative,  whereas 
internationalization in Asian and Middle Eastern nations tends to emphasize cultural rationales. Leaders of higher education institutions in southern  nations Brazil, 
Argentina, Chile, Mexico, Zimbabwe, South Africa, Botswana, and Mozambique) tend to see internationalization as a mechanism for improving their institutions’ curriculum 
(Maringe, Foskett, & Woodfield, 2013: 10). 

Regional variation in approaches to internationalization is not surprising, given the 

many variations across regions in historical, political, economic, cultural, and other 

contextual characteristics (de Wit, 2002; Maringe, 2010). Contextual differences also 
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contribute to variations in approaches to internationalization among countries in the 

same region (Luijten-Lub, van der Wende, & Huisman, 2005; Matei & Iwinska, 2015). (igher education systems within a broadly conceived Europe  differ in terms of 
accessibility (Triventi, 2014) and the forms of higher education internationalization that 

have developed over time (Luijten-Lub, van der Wende, & Huisman, 2005; Matei & 

Iwinska, 2015).   

Recognizing the importance of attention to both regional and national contexts, this 

special issue provides an in-depth examination of higher education internationalization 

in three nations (Georgia, Hungary, and Kazakhstan) that are located in one region: the 

cluster of former Soviet and Eastern bloc nations. Anne Campbell and Sophia Gorgodze 

(2016) explore the origins, goals, and perceived outcomes of higher education 

internationalization in Georgia, drawing on data from interviews with university staff 

and governmental policy makers. Gabriella Pusztai and colleagues (2016) draw from a 

review of prior research, survey data, and institutional records to describe patterns of 

international student and faculty mobility at Hungarian universities. Zakir Jumakulov 

and Adil Ashirbekov (2016) explore internationalization activities and the forces that 

drive them in the Republic of Kazakhstan, incorporating information from publicly 

available governmental and institutional documents. The three papers demonstrate 

distinct approaches to internationalization of higher education in each nation. Taken 

together, the papers also suggest some themes that may characterize the 

internationalization of higher education in this region more generally. In this 

introductory essay, we discuss the importance of regional and national contexts for 

understanding internationalization of higher education and identify four themes that cut 

across the three papers in this special issue. We conclude by reiterating the value of 

comparative research on internationalization of higher education and identifying 

directions for future research.  

The Role of Context in Understanding Internationalization of Higher Education 

To understand internationalization of higher education in any region or nation, we must 

understand key characteristics of the regional and national contexts. A total of 22 countries are included in the group of former Soviet  n=  and former Eastern bloc  
(n=7) nations. The 15 sovereign states that were once part of the Soviet Union are 

Armenia, Azerbaijan, Belarus, Estonia, Georgia, Kazakhstan, Kyrgyzstan, Latvia, Lithuania, Moldova, Russia, Tajikistan, Turkmenistan, Ukraine, and Uzbekistan B“hler, 
2001). The seven sovereign states that constituted the so-called Eastern bloc (i.e., the 

region east of the Soviet Union and under its direct political influence) are: Bulgaria, the 

Czech Republic and Slovakia (as Czechoslovakia), the eastern part of Germany (as the 

German Democratic Republic), Hungary, Poland, and Romania (Bunce, 1985). 

Collectively, former Soviet and Eastern bloc nations had a population of 383.7 million in , constituting approximately half a percent of the world’s population authors’ 
calculations based on the CIA World Factbook, n.d.). The collective land area 

represented by these nations was 6.5 million square kilometers in 2014, representing 
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approximately half a percent of the world’s total land area authors’ calculations based 
on The World Bank, n.d./a).3  

Nations of the former Soviet Union and Eastern bloc share the economic, political, and 

cultural history associated with being a formal part, or satellite state, of the Soviet Union. 

These nations all underwent major economic and political transitions following the 

dissolution of the Soviet Union in the 1990s and have since been transitioning from a 

centrally-planned economy to a market economy. Education and earnings are typically 

positively correlated, but the relationship tends to be smaller in centrally planned 

economies than in market economies because governments in centrally planned 

economies determine the distribution of workers across industries based on criteria 

other than supply and demand (Arabsheibani & Mussurov, 2007) and because centrally 

planned economies tend to have egalitarian wage structures (Clark, 2003). With the 

restructuring of national labor markets that followed the dissolution of the Soviet Union, 

many former Soviet and Eastern bloc nations experienced periods of high 

unemployment (e.g., Abrahart, 2000; Rashid & Rutkowski, 2001). Labor market restructuring throughout the s [placed] a heavy burden on the education and training sectors of the economy  of former Soviet and Eastern bloc nations Clark, : 
28). Decisions about higher education and training were governed during Soviet times by industrial sectors e.g., agriculture, health, transportation  and the size of 
educational programs was largely determined by their affiliated economic sector or enterprise  (eyneman, : . This vertical  structure of postsecondary education 
and training resulted in predictable employment for graduates but also over-

specialization of postsecondary educational and training programs (Heyneman, 1998). 

The transition to a market economy marked a shift away from the previous control by 
specific sectors to one free of sector-specific control  in the higher education systems of 
former Soviet nations (Heyneman & Skinner, 2014: 61). 

The higher education systems of former Soviet and Eastern bloc nations also share some 

similar characteristics. Prior to the transition, higher education institutions in Soviet and 

Eastern bloc nations had no authority to allocate resources and had no access to 

information that could have facilitated educational management and planning because budgets and statistics were controlled by ministries separate from their own sector  (eyneman, : . At the time of the transition, the structure, curriculum content, 
governance and admission procedures, for the most part, were identical across all fifteen of the [former Soviet] republics  (eyneman & Skinner, : .During the past two 
decades, many former Soviet and Eastern bloc nations have adopted similar higher education reforms, including establishment of a non-state sector, the introduction of 

user fees in the public sector, national tests to replace graduation exams in secondary 

school and admission exams to higher education, per capita funding, loans for education, 

differentiation and stratification of the institutional landscape  Froumin & Smolantseva, 
                                                 
3 Population and land area totals do not include present day Germany, as only the eastern part of what is today’s unified Germany was part of the Eastern bloc. 
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2014: 205). The higher education systems of former Soviet and Eastern bloc nations also 

share the continued challenge of corruption, including payments for grades, admission 

to a particular higher education institution or degree program, and institutional 

accreditation and professional licensing (Heyneman, Anderson, & Nuraliyeva, 2008; 

Heyneman & Skinner, 2014).  

Despite the similarities, nations of the former Soviet Union and Eastern bloc are not a 

monolithic group – and are not even always considered to be one regional group. Some 

consider former members of the Soviet Union to be part of Asia (with labels like Eurasia 

or Central Asia, e.g., Heyneman & Skinner, 2014; Silova, 2010; Drummond & Gabrscek, 

2012), whereas others consider countries of the Eastern bloc to be part of Europe applying labels like Central Europe or Eastern Europe, e.g., Kozma & Polónyi, . 
Nations of the former Soviet Union and Eastern bloc also vary in terms other 

characteristics. Table 1 shows that Muslim is the largest religious group in Central Asian 

and Eurasian countries (Azerbaijan, Kazakhstan, Kyrgyzstan, Tajikistan, Turkmenistan, 

and Uzbekistan) but Catholic is the largest religious group in Central European nations 

(Czech and Slovak republics, Hungary, and Poland) and Orthodox Christian is the largest 

religious group in nations of Eastern Europe and the Caucasus (Belarus, Bulgaria, 

Georgia, Moldova, Russia, and Ukraine, CIA, n.d.). Former Soviet and Eastern bloc nations 

also vary in ethnic composition. Table 1 shows that Armenia, Azerbaijan, and Poland are 

relatively ethnically homogeneous, with more than 90% of the population considered 

ethnic Armenian, Azerbaijani, or Polish, respectively (CIA, n.d.). In contrast, only 64% of 

the population in the Czech Republic, 63% in Kazakhstan, and 61% in Latvia is ethnic 

Czech, Kazakh, and Latvian, respectively (CIA, n.d.). While most former Soviet nations 

and all Eastern bloc nations existed as sovereign states prior to the formation of the 

Soviet Union, Belarus, Kazakhstan, Kyrgyzstan, Moldova, Tajikistan, and Uzbekistan only 

became sovereign states after declaring independence from the Soviet Union in 1990 or 

1991 (Epstein et al., 2006). 
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Table 1. Characteristics of former Soviet and former Eastern bloc nations4 

 

In addition to population size, land area, geographic location, religious and ethnic 

composition, and history of national sovereignty, nations of the former Soviet Union and 

Eastern bloc also differ in economic competitiveness. The positive correlation between 

education and earnings increased in former Soviet and Eastern bloc nations immediately 

after independence (e.g., Arabsheibani & Mussurov, 2007; Chase, 1998; Clark, 2003; M“nich, Svejnar & Terrell, , but the magnitude of the increase in returns to human 

capital varied among former Soviet and Eastern bloc nations (Newell & Reilly, 1999; 

Flabbi, Paternostro & Tiongson, 2007). The World Economic Forum now classifies the 

                                                 
4 Data sources: Population size estimates are from CIA (n.d.). Land area estimates are from The World 

Bank (n.d.). Largest religious group estimates and largest ethnic group estimates are from CIA (n.d.). 

Economic competitiveness levels range from 1 (low) to 3 (high) and are obtained from Schwab (2015). 

Political regime types are from The Economist Intelligence Unit (2016). Transparency International scores 

range from 1 (low) to 100 (high) and are from Transparency International (2015). Descriptive statistics 

for Germany are not reported, because only the eastern part of Germany was part of the Eastern bloc. 
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economies in most nations in the former Soviet and Eastern bloc cluster as transitional  
(Schwab, 2015). Table 1 shows that Azerbaijan, Kazakhstan, and Moldova are 

transitioning from the first stage of economic competitiveness (factor-driven economy) 

and Latvia, Lithuania, Hungary, Poland, Romania, and Russia are transitioning from the 

second stage (efficiency-driven economy) to the third and final stage, an innovation-

driven economy (Schwab, 2015). The economies of the former Soviet states of 

Kyrgyzstan and Tajikistan are in the first stage (factor-driven), while the economies of 

the Czech and Slovak Republics, both formerly of the Eastern bloc, are in the third stage 

(innovation-driven) (Schwab, 2015).  

Nations of the former Soviet Union and Eastern bloc are experiencing not only different 

rates of transition from centrally planned to market economies, but also different 

political transitions (Epstein et al., 2006; Levitsky & Way, 2002; McFaul, 2002). Table 1 

shows that, by 2015, none of the former Soviet and Eastern bloc nations had moved 

from a predominantly authoritarian political system to a fully democratic political 

system, as defined by performance on measures of the electoral process and pluralism, 

civil liberties, government functioning, political participation, and political culture (The 

Economist Intelligence Unit, 2016). Most former Soviet and Eastern bloc nations have a flawed  democratic system The Economist )ntelligence Unit, . Four former Soviet nations Armenia, Georgia, Kyrgyzstan, and Ukraine  have a hybrid  political regime, 

defined as a mixture of elements from democratic and authoritarian political systems. 

Seven former Soviet member states (Azerbaijan, Belarus, Kazakhstan, Russia, Tajikistan, 

Turkmenistan, and Uzbekistan) have authoritarian political systems (The Economist 

Intelligence Unit, 2016). Some former Soviet authoritarian governments continue to 

impose political restrictions on travel abroad (Chankseliani, 2015).  

Corruption in the public sector is another characteristic that defines this group of 

nations (Heyneman, Anderson, & Nuraliyeva, 2008), but varies across nations. 

Transparency International (2015) compiles and publishes an annual index of perceived 

corruption in 168 nations. Measured on a 100-unit scale, an index score of zero means 

that the public sector in a given nation is perceived to be highly corrupt and a score of 

100 indicates that the public sector is perceived to be very clean (Transparency 

International, 2015). Although most former Soviet and Eastern bloc nations received 

middling scores in the most recent edition of the Transparency International (TI) index, 

Table 1 indicates that the public sectors are perceived to be considerably less corrupt in 

Estonia (TI score: 70) and Lithuania (TI score: 61) than in Uzbekistan (TI score: 18) and 

Turkmenistan (TI score: 19).  

Former Soviet and Eastern bloc nations had remarkably similar higher education 

systems when the economic and political transition began, and their transition 

trajectories were remarkably similar as well (Heyneman, 2010). Nonetheless, the higher 

education histories of former Soviet and Eastern bloc nations differ in important ways. 

While higher education institutions in nations of the former Soviet Union were all part of 

a single, unified Soviet higher education system, the higher education institutions of 
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former Eastern bloc nations were not formally integrated into the Soviet system of 

higher education.5 In addition, with the exception of the Baltic states, former Soviet 

nations had no higher education institutions prior to the second World War, while 

nations of the former Eastern bloc did (Tomusk, 1998). 

Given the many variations, no three nations can be representative of all former Soviet 

and Eastern bloc nations. Nonetheless, the three nations featured in this special issue 

represent heterogeneity on important dimensions. Two of the three nations were once 

part of the Soviet Union (Georgia, Kazakhstan) and one was part of the Eastern bloc 

(Hungary). The three nations have populations that range in size from 4.9 million in 

2015 in Georgia, to 9.9 million in Hungary, to 18.2 million in Kazakhstan (CIA, n.d.). The 

largest religious group is Orthodox Christian in Georgia, Catholic in Hungary, Muslim in Kazakhstan C)A, n.d. . According to the World Economic Forum’s classification scheme, 

the economy of Kazakhstan is currently transitioning from the first (factor-driven) stage 

to the second (efficiency-driven) stage6, Georgia’s economy is in the second efficiency-

driven) stage, and the economy of Hungary is transitioning from the second (efficiency-

driven) stage to the third and final stage of economic competitiveness: innovation-driven economy Schwab, . (ungary’s political system is characterized by the Economist )ntelligence Unit  as a flawed democracy, Georgia’s as a hybrid regime, and Kazakhstan’s as an authoritarian regime. Transparency )nternational  
considers the public sectors of all three nations to be corrupt, but considerably more so 

in Kazakhstan (TI score of 28) than in Georgia and Hungary, with TI scores of 52 and 51, 

respectively. In 2013, the gross enrollment ratio (defined as total enrollment in tertiary 

education, regardless of age, expressed as a percentage of the total population of 18 to 

23 year olds in the nation) was lower in Georgia (33%) than in Kazakhstan (55%) and 

Hungary (57%, World Bank, n.d./b). The share of the population age 25 or older that has 

attained at least a tertiary education in 2010 was not reported for Georgia, but was 

15.4% in Kazakhstan and 17.7% in Hungary (World Bank, n.d./c). 

Higher Education Internationalization in Former Soviet and Eastern Bloc Nations 

Given the many variations across the three nations that are featured in this special issue, it is not surprising that each paper offers a unique story  of the internationalization of 

higher education. Anne Campbell and Sophia Gorgodze (2016, this volume) draw on the 

perspectives of university staff and government employees at three Georgian 

                                                 
5 The authors are grateful for Stephen P. Heyneman for highlighting this important distinction in his 

feedback on an earlier version of this manuscript. 

6 )n , the World Economic Forum rated Kazakhstan’s economy in the same competitiveness category 

as that of Hungary: transitioning from an efficiency-driven to an innovation-driven stage. In 2015, the 

Kazakhstani government introduced a free floating exchange rate for the Tenge, which resulted in an 

unusually high inflation rate (6.7%). Because high inflation is typically a deterrent for foreign direct investment, this recent characteristic of Kazakhstan’s macroeconomic environment led to the 
downgrading of its economic competitiveness in 2015 (Schwab, 2015). 
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universities to suggest the ways that internationalization activities in Georgia are 

influenced by western influences, national higher education accreditation processes, and 

internationally mobile faculty and students. Pusztai Gabriella and colleagues (2016, this 

volume) trace patterns of international student and faculty mobility in Hungary and 

argue that international mobility at Hungarian universities is a form of international 

knowledge brokerage. Zakir Jumakulov and Adil Ashirbekov (2016, this volume) identify 

a variety of governmental initiatives in Kazakhstan as internationalization activities and 

position these governmental initiatives in the larger national context of ongoing higher 

education reform. 

Despite the distinctive approaches to and manifestations of internationalization of 

higher education, the following themes emerge across the three studies:  

 Internationalization is perceived to be an important dimension of higher 

education but is not consistently defined;  

 Mobility is a predominant internationalization activity; 

 Internationalization is linked to quality assurance; and 

 Regional, European, and global forces influence internationalization. 

Internationalization is perceived to be an important dimension of higher 

education but is not consistently defined 

Together, the three papers in this special issue suggest that, while internationalization is 

an important dimension of higher education in these three nations, it has not been 

explicitly or consistently defined. In Kazakhstan, the perceived importance of internationalization to higher education is articulated by the nation’s leaders, as a government policy document specifies that, national systems of higher education 

cannot be developed outside of global processes and trends, and without considering the demands of global labor market  Jumakulov & Ashirbekov, 2016). But, Jumakulov and Ashirbekov also observe that Kazakhstan lacks a specific national strategy for internationalization  and fails to articulate a definition of internationalization.  
Similarly, in Georgia, at least some government officials as well as university employees refer to the need to internationalize  and see internationalization as a no-brainer  
(Campbell & Gorgodze, 2016). But, Campbell and Gorgodze also imply the absence of a 

clear definition of internationalization, as they conclude their paper by calling for 

government and/or university leaders to establish a definition of internationalization 

that is relevant to the Georgian context.  

Other studies (e.g., Bordean & Borza, 2013; Kushnarenko & Cojocari, 2012; Matei & 

Iwinska, 2015) have also noted the perceived importance of internationalization to 

higher education. Internationalization appears to be recognized by at least some policy 

makers and higher education leaders, administrators, and faculty members in former 

Soviet and Eastern bloc nations as a fundamental characteristic of higher education in 

the 21st century. 
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Despite the absence of clear and consistent definitions of internationalization, other data from the three papers suggest that internationalization  will be a feature of higher 
education into the future. Current internationalization activities appear to be generative, 

encouraging further internationalization. For instance, Campbell and Gorgodze (2016) 

find that institutional and governmental stakeholders in Georgia perceive that faculty 

who earned advanced degrees abroad or had a research experience abroad are catalysts 

for additional international research collaborations and drive implementation of novel 

pedagogical approaches and curricular content at Georgian universities. They also 

perceive that the implementation of novel teaching methods makes Georgian 

universities more attractive for international students.   

Other available research also suggests that current internationalization activities foster 

continued internationalization in former Soviet nations. For example, Kushnarenko and 

Cojocari (2012) speculate that joint publications between faculty members from 

universities of Moldova and international research partners may promote the expansion 

of English language instruction at universities in this former Soviet nation. 

Mobility is a predominant internationalization activity 

Although higher education internationalization is inconsistently defined or measured, 

the three papers in this special issue suggest that a primary manifestation is student and 

faculty mobility. Jumakulov and Ashirbekov (2016) identify several programs that are 

funded by the government of Kazakhstan with the goal of promoting outbound and 

inbound mobility of students and faculty. Pusztai and colleagues (2016) describe 

patterns of outbound and inbound student and faculty mobility in Hungary and 

conceptualize international mobility as a form of international knowledge brokerage 

that may benefit Hungarian students and faculty members at large. Campbell and 

Gorgodze (2016) identify benefits that staff and faculty at Georgian universities perceive 

to result from international mobility of students and faculty, including participation in 

international research projects, development of novel content for university courses and 

degree programs, and establishment of overseas institutional partnerships.  

The outbound mobility rate (defined as the total number of students from the home 

country that is pursuing a tertiary degree abroad, relative to total tertiary enrollment in 

the home country) averaged across all former Soviet and Eastern bloc nations was 6.2% 

in 2013, while the average inbound mobility rate (defined as the total number of foreign 

students pursuing a tertiary degree in the home country, relative to total tertiary 

enrollment in the home country) was 3.1% (authors calculation; UNESCO Institute for 

Statistics, n.d.). In this volume, both Jumakulov and Ashirbekov (2016) and Pusztai and 

colleagues (2016) note that a substantial proportion of inbound student mobility is 

attributable to students from neighboring nations, and at least some of these inbound 

students from neighboring nations are ethnic Kazakhs and ethnic Hungarians, respectively. (orizontal mobility  Rivza & Teichler, , defined as the education-

related movement of students between national education systems of similar quality 
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and sometimes between neighboring nations, has been documented in prior research on 

former Soviet and Eastern bloc nations (e.g., Chankseliani, 2015; Heyneman & Skinner, 

2014; Rivza & Teichler, 2007). Chankseliani (2015) found that three of the five most 

popular destination countries for mobile students in the former Soviet region were 

Russia, Kyrgyzstan, and Kazakhstan. Heyneman and Skinner (2014) found that, with the 

exception of the Baltic states, one out of four internationally mobile students from 

former Soviet nations studies in Russia.  

Intra-regional mobility patterns of students from former Soviet and Eastern bloc states 

can be interpreted through the lens of world system theory (Chankseliani, 2015). 

Developed by Wallerstein (1974), world system theory categorizes nations as belonging 

to the global core, semi-periphery, or periphery based on the level of economic and 

political resources. Wallerstein proposed that the prosperity of core nations depends on 

their sustained economic and political influence over semi-peripheral and peripheral 

nations; the network of asymmetric economic and political ties between core, periphery, 

and semi-periphery constitutes the world system.  Some have conducted empirical 

analyses that show that mobile students typically move from the periphery to the core e.g., G“r“z, ; Perkins & Neumayer, . According to Chankseliani , Russia, 
Kyrgyzstan, and Kazakhstan are peripheral or semi-peripheral compared to global core 

nations such as the United States or United Kingdom, but are regional cores and semi-

peripheries relative to the regional periphery of other former Soviet nations. Placement 

in the world system reflects historic, cultural, linguistic, economic, and political ties 

among nations.  

Applying world system theory to the papers in this volume suggests that Kazakhstan 

may be peripheral to Western nations and even to the regional core of Russia, but a 

regional semi-periphery for other former Soviet states, as evidenced by the inbound 

mobility of students to Kazakhstan from Afghanistan, China, India, and Pakistan 

(Jumakulov & Ashirbekov, 2016). Similarly, Hungary may be characterized as a country 

on the global periphery but also considered a regional semi-periphery that drives horizontal mobility  of students from neighboring countries and non-neighboring, 

peripheral countries such as South Korea (Pusztai et al., 2016). As with Kazakhstan, the horizontal mobility  of international students to Hungary likely reflects historic, 

cultural, and linguistic ties with ethnic Hungarians living in neighboring nations as well 

as economic and political ties with former socialist nations that were established during 

the period of Soviet influence. Campbell and Gorgodze (2016) also note the influence of 

former Soviet ties on the composition of incoming student mobility at Georgian 

universities. 

Internationalization is linked to quality assurance 

A third theme that cuts across the three papers is the potential connection between 

higher education internationalization and quality in former Soviet and Eastern bloc 

nations. Quality assurance in higher education typically takes the form of institutional 
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accreditation, although the implementation of a credit transfer system can also be 

considered a de facto quality assurance mechanism (Heyneman & Skinner, 2014). In this 

volume, both Pusztai and colleagues (2016) and Jumakulov and Ashirbekov (2016) 

identify the implementation of the European Credit Transfer System (ECTS) in Hungary 

and Kazakhstan, respectively, as an important promoter of higher education 

internationalization. These studies suggest that, by making postsecondary credentials 

from different nations more readily comparable, ECTS is a higher education reform that 

has likely contributed to international student mobility.  

Another strategy that may promote both internationalization and quality is 

accreditation.  Jumakulov and Ashirbekov (2016) report that the Kazakhstani 

government now requires universities to be accredited by independent agencies, and 

that eight of the ten independent accrediting agencies currently approved by the 

Kazakhstani government to carry out university accreditation are international. Perhaps 

because of the predominance of international agencies, university representatives in 

Kazakhstan perceive that accreditation is the most important internationalization 

activity (Jumakulov & Ashirbekov, this volume).  

The accreditation process is also related to internationalization in Georgia, although 

perhaps not in the same way as in Kazakhstan. Campbell and Gorgodze (2016) 

document that, to meet national accreditation standards, Georgian universities have to 

commit to the internationalization of research and teaching and the cultivation of skills 

that makes university graduates employable in a globalized world. Although there are 

neither specific guidelines to assess commitment to internationalization nor penalties 

for non-compliance, Campbell and Gorgodze argue that the explicit incorporation of 

internationalization in national accreditation standards signals that the government of 

Georgia values internationalization and considers it important to the provision of quality 

education. 

Other research has concluded that higher education internationalization is a form of 

quality assurance in former Soviet and Eastern bloc nations (Bordean & Borza, 2013; (eyneman & Skinner, , as well as in peripheral  nations of Central and South 
America and Sub-Saharan Africa (Blanco-Ramirez, 2015; Maringe, Foskett, & Woodfield, 

2013). The focus on higher education quality in former Soviet and Eastern bloc nations 

may be motivated by the perceived low quality of university education at most former 

Soviet and Eastern bloc universities, as measured by such international rankings as the 

Academic Ranking of World Universities, also known as the Shanghai Ranking 

(Chankseliani, 2015). Concerns about education quality may also be driven by pervasive 

and persistent corruption as well as the explosion of private for-profit higher education 

providers that occurred in many former Soviet and Eastern bloc nations during the 

years following the dissolution of the Soviet Union (Heyneman, Anderson, & Nuraliyeva, 

2008; Heyneman & Skinner, 2014).  
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Regional, European, and global forces influence internationalization Western  models have influenced education policy developments in the former Soviet 
and Eastern bloc nations since the beginning of the economic and political transition 

(Silova, 2010). Consistent with conclusions from other research (Heyneman & Skinner, 

2014), the papers in this special issue illustrate that higher education 

internationalization in former Soviet and Eastern bloc nations has been influenced by 

the policy discourse of European integration, including the Bologna Process and the 

Lisbon project of forming a European Higher Education Area, although to varying 

degrees.  Pusztai and colleagues  note that (ungary’s participation in the Bologna Process 
may have catalyzed international student mobility at Hungarian universities. They also 

emphasize the role of European university associations and the professional and 

personal networks of Hungarian faculty in Western Europe in driving 

internationalization at Hungarian universities. Jumakulov and Ashirbekov (2016) 

suggest that internationalization in Kazakhstan has been shaped by European influences 

(e.g., the Bologna Process), Anglo-Saxon influences (e.g., partnerships between 

Kazakhstani institutions and universities in the U.S. and U.K.), and regional influences 

(e.g., the participation of some Kazakhstani universities in regional mobility and 

partnership initiatives, such as the Network of the Commonwealth of Independent 

States Universities). Campbell and Gorgodze (2016) identify the influence of the Bologna 

Process on higher education internationalization at Georgian universities, as well as 

non-European influences including international scholarships provided by the U.S. 

government and private foundations such as the Open Society Institute. The combined 

influence of domestic and foreign national governments, supranational organizations, 

international professional associations, and private foundations on higher education 

institutions in former Soviet and Eastern bloc nations is consistent with the 

conceptualization of higher education internationalization as a process driven by glonacal  global, national, and local  forces Marginson & Rhoades, . 
Conclusion 

Comparative research on higher education internationalization often considers nations 

as groups, comparing and contrasting patterns across such geopolitical entities as 

Europe, North America, Asia and the Pacific, Latin-America and the Caribbean, and 

Africa, with the latter sometimes grouped as Sub-Saharan Africa and Middle East and 

North Africa (e.g., Egron-Polak & Hudson, 2014; Farrugia & Bhandari, 2013; Maringe, 

Foskett, & Woodfield, 2013). We constructed this special issue to capitalize on the 

benefits of comparative research to advance understanding of the internationalization of 

higher education in nations of the former Soviet Union and Eastern bloc. The papers in 

this volume illustrate both the uniqueness of internationalization of higher education in 

each featured nation, as well as themes that are common to all three nations. Our 

attempt to identify themes is not intended to understate the importance of national 
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context, but rather to offer insights that may have transferability to these three and 

perhaps other former Soviet and Eastern bloc nations.  

The papers in this volume productively advance research-based knowledge of higher 

education internationalization in former Soviet and Eastern bloc nations and provide a 

foundation for continued fruitful research. We urge other researchers to further explore 

the transferability of findings presented in this volume to other nations, especially other 

nations in the former Soviet Union and Eastern bloc. More research is also required to 

understand the effectiveness of particular strategies for promoting various aspects of 

internationalization, as well as for measuring the benefits and costs of 

internationalization. We also urge researchers and other stakeholders to advance the 

collection and analysis of data that will produce in-depth, comprehensive 

understandings of the many dimensions of the most visible aspects of higher education 

internationalization (student and faculty mobility), and to identify reliable indicators to 

measure the many activities of internationalization (such as percentage of international 

students and faculty at domestic higher education institutions, commonly used 

language(s) of instruction in higher education, faculty participation in international 

research collaborations, institutional memoranda of understanding with higher 

education institutions in other nations, etc.) We also need more and better data to more 

completely understand the many potential and perceived benefits and costs of 

internationalization for students, faculty, institutions, and societies. 

In this global, technologically-driven world, internationalization of higher education will 

be an enduring characteristic of higher education in the nations of the former Soviet 

Union and Eastern bloc, as well as in other nations across the globe, into the future. The 

papers in this special issue improve understanding of higher education 

internationalization in the selected nations and provide a strong foundation to guide 

future research, policy, and practice.      
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Introduction 

The landscape of Georgian higher education was vastly different before and after 

independence from the Soviet Union in 1991. During the Soviet times, a central 

government controlled the number of universities and programs offered in the Republic. 

Following independence, the number of universities skyrocketed in the absence of 

quality assurance mechanisms and the presence of widespread corruption, as university 

licensing and admissions provided additional income to underfunded institutions 

(Janashia, 2004). As more Georgians pursued highly valued university education, private 

higher education institutions of questionable quality could be found in the buildings of 

kindergartens and schools, hospitals, and former factories (National Center for 

Educational Accreditation, 2006). At the time of independence, Georgia hosted 19 

universities, but this number increased to 26 public and 214 private institutions by 2005 

(Sharvashidze, 2005).  

Simultaneously, international aid programs and projects flowed into the new 

independent republics to promote a market economy, liberal democracy, and civil 

society following the collapse of the Soviet Union (Quigley, 1997). Among these 

initiatives, educational reforms and development programs were of paramount 

importance (Silova, 2008). With little financial support available from the national 

budget, Georgian universities accepted funds from private foundations or foreign 

national governments to modernize and improve the quality of higher education 

(Sharvashidze, 2005).  

In 2004, following a peaceful revolution, and with a new government aiming to usher in 

a liberal democracy, Georgia pursued a reform agenda to strengthen the quality of 

higher education in the country. The new administration, headed by President Mikheil 

Saakashvili, pursued policies and programs that emulated quality higher education 

systems abroad (Saakashvili, 2006). The government took measures to root out 

corruption at universities, encouraged university administrators to capitalize on existing 

international partnerships, and promoted greater exchanges for faculty and students. By 

setting their sights on European and American higher education models, the government s goals were both to learn from higher education institutions and scholars 
in the west and to ultimately improve the quality of Georgian higher education (Dobbins 

& Khachatryan, 2015). With new accreditation criteria introduced in 2004, the number 

of universities decreased to 28 accredited private and public universities today 

(Ministry of Education and Science of Georgia, 2015a).  

As the Georgian government and universities seek greater involvement with higher 

education abroad, it follows logically to explore the ways that Georgian universities have responded to the government s reform efforts and are establishing connections with 

overseas partners today. To best investigate these phenomena, we turn to the concept of 

higher education internationalization. According to the Altbach and Knight (2007), internationalization is defined as the policies and practices undertaken by academic 
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systems and institutions – and even individuals – to cope with the global academic environment  p. 9 . The ways that systems, institutions, and individuals engage in 
internationalization may include curricular enhancements, international partnerships, 

outbound and international student mobility, the establishment of new English-language 

programs, and many others (Altbach & Knight, 2007; Knight, 2012). To date, no extant research indicates what characteristics define Georgia s 
internationalization strategy or how Georgian universities themselves are involved in 

internationalization efforts. This paucity of research is not unusual; in fact, there is little 

peer-reviewed exploration of higher education internationalization in the former Soviet 

space. (One notable exception is a 2012 paper by Kushnarenko & Cojocari on 

internationalization of higher education in Moldova.)  

With this context in mind, the questions that guide this paper are as follows: First, what 

are the main characteristics of Georgian higher education internationalization? Second, 

what are the forces that guide internationalization efforts in the country? 

Research Methods 

This case study is rooted in a grounded theory approach, with an aim to gather a greater 

understanding of how internationalization is conceived and the forces that shape this 

phenomenon in the Republic of Georgia. As the discourse on higher education 

internationalization is in its early stages in Georgia, we decided to conduct interviews to 

seek deeper understanding of the concept, related terms, and understanding of the 

phenomenon.  

We conducted interviews with 18 individuals who were selected based on their role as 

an instructor, administrator, or manager of a program related to international higher 

education. Fourteen of these were interviews with faculty, administrators, and 

instructors in international academic departments or international or quality assurance 

offices at three universities; at Georgian universities, these positions are involved with 

international partnerships, student exchanges, international research, and ensuring the 

quality of the university according to international standards. To recruit these 

interviewees, the heads of departments or units were contacted first and asked to be 

involved in the research or to recommend a colleague; in most cases, the department or 

unit head agreed to be interviewed. These universities were selected because they 

represented the landscape of Georgian higher education: two large public (state) 

universities and one small private university. Six interviewees were based at one large 

public university, five interviewees were based at a second large public university, and 

three were based at the small private university. All three universities are located in the 

capital city of Tbilisi, as the majority of universities and tertiary-level Georgian students are studying in the nation s capital. )n addition, four interviews were conducted with 
administrators or appointed officials in government or international non-governmental 
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organization (NGO) offices that specialize in higher education accreditation and student 

mobility in Georgia.  

For the bulk of the interviews, participants were asked for their perception and 

characterization of higher education internationalization, as well as the individual 

factors that shape internationalization, at both their home institutions and in 

institutions of higher education across the country. Administrators and faculty had 

similar interview protocols, while government and NGO employees were asked questions more tailored to their agency s activities. )n some cases at least seven , the 
interviewees were known to have been involved in an international student or faculty 

mobility program themselves; these interviewees were asked specific questions about 

how their international experience affected their current duties as instructors and 

administrators.  

The interviews were conducted either in person or via Skype and were recorded. In 

most cases, participants chose to be interviewed in English, due to their comfort with 

the language and an understanding that the research was targeted for an audience 

beyond Georgia; in a few cases, interviews were conducted in Georgian language and 

translated by one of the authors. The interviews were transcribed and coded using an 

inductive coding strategy. Furthermore, we reviewed documents recommended by the 

interviewees (approximately 15), and those that influenced our analysis are referenced 

in this paper. From the interviews and document review, major themes were identified, 

and quotes that elucidated these themes are included in this paper.  

Key Findings 

In our examination of higher education internationalization in Georgia, we found that 

Georgian faculty, instructors, and administrators are familiar with and esteem 

internationalization efforts and cite numerous positive benefits. Interviewees cited three 

main engines driving internationalization efforts in the country: 1) western influences, 2) 

national university accreditation processes, and 3) faculty and students returning from 

abroad. Notably, the effectiveness of implementation is perceived quite differently 

among faculty and staff, with interviewees agreeing there is no unified effort to 

internationalize higher education. In addition, interviewees identified two areas where 

they anticipate growth and increasing influence in the future: foreign students enrolling 

in Georgian universities and joint degrees. Each of these topics is explored in detail in 

this section. 

Institutional responses identified as constituting internationalization 

On the whole, interviewees stated that internationalization is important for their 

universities, although their definitions of the phenomenon ranged considerably and were often vague. One interviewee called the need to internationalize  a no-brainer.  
Another interviewee said that there has been tremendous change in terms of 



HERJ - Hungarian Educational Research Journal 2016, Vol. 6(1) 
 

24 

international partnerships, curriculum, and exchanges since Soviet times, when internationalization was, in the interviewee s opinion, very close to zero.  Furthermore, 
respondents noted that any foreign collaboration – including with countries in the new eastern European Union neighborhood zone 3 and other post-Soviet states – was 

considered an equal international partner, although partnerships and exchanges with 

European or North American countries were highlighted more often in the interviews. 

When asked about the characteristics of Georgian internationalization, respondents 

most frequently reported two main activities in which Georgian universities were 

involved: 1) the internationalization of teaching and learning, and 2) cross-border 

mobility of students and faculty. Interviewees also listed additional characteristics: 

establishing joint and dual degrees between Georgian and foreign universities, 

reforming the quality assurance system to meet international standards, offering more 

classes in English (with a few degrees at private universities being taught only in 

English), availing students of a wider array of exchange opportunities, conducting joint research between Georgian and foreign faculty, and increasing access to the global society of knowledge  for Georgian students and academics.  
Perceived benefits of internationalization  

For most interviewees, internationalization was deemed important because it closely 

aligned with notions of quality. Georgian respondents noted that through various 

international efforts, university faculty, staff, and students had opportunities to increase 

their knowledge and improve their skills. Interviewees also suggested that internationalization contributes to the sharpening of faculty s expertise and the 
production of better quality teaching and learning materials. Furthermore, several 

faculty and instructors noted that through international partnerships, they learn new topics and pedagogical styles that improve their own courses  overall quality. )n one 
example, an interviewee mentioned sending his syllabi to western colleagues for input 

and advice. 

A second perceived benefit of internationalization efforts is research and other academic 

partnerships between Georgian and overseas faculty and students. Faculty, especially 

those who had participated on a mobility program, highlighted co-authored papers, joint 

conference presentations, or current research projects with partners abroad, primarily 

in Europe or the United States. In a specific example, an interviewee highlighted how her 

studies in the United States allowed her to establish a close relationship with a 

practicum supervisor, and together they had set a multi-year research agenda that had received funding from the supervisor s university. Another interviewee reported that 
while attending international conferences, he focused on establishing connections with 

overseas faculty to conduct research and publish together. 

                                                 
3 Other countries in the eastern European Neighborhood Policy zone include Armenia, Azerbaijan, Belarus, 

Moldova, and Ukraine. 
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With such internationalization projects underway, Georgian faculty, instructors, and 

administrators believed their universities are more competitive on the international 

market. This viewpoint was most often mentioned by university administrators and 

government officials and rooted in economic terms. As one interviewee succinctly noted, investments of human and financial resources  gives a Georgian university a chance to become a member of the international higher education community  and compete as 

one, with greater ability to attract international students.  

Main forces shaping internationalization  

Interviewees identified three main engines driving internationalization efforts in 

Georgian higher education: western influences, national higher education accreditation, 

and faculty and students returning from abroad. 

Western influences: One force driving internationalization efforts in Georgian higher 

education is the European and North American programs aimed at promoting higher 

education reform. The concepts of educational reform and internationalization are 

closely linked in many former Soviet Republics, with the latter seen as a technique to overcome the post-Soviet legacy  Kushnarenko & Cojocari, : . As such, 
internationalization is often viewed as a predominantly western concept, embodied in a 

partnership between universities, with a project often spearheaded and funded by the 

foreign university (Kushnarenko & Cojocari, 2012). 

Specifically, one driver for many international partnerships and programs in the former 

Soviet Republics is the European frameworks for higher education partnership. Among 

these, the European Higher Education Area (EHEA) – a set of agreements that allow 

national education systems to be more compatible and comparable – is considered by 

many to be the umbrella initiative for increasing international partnerships between 

Europe and the former Soviet countries (Heyneman & Skinner, 2014). Although the E(EA was ratified in , the Bologna Process  started the European organizational 

efforts a decade before, and Georgia signed on in 2005. Joining the Bologna Process 

provided Georgia, like many other post-Soviet states, a unique opportunity for 
integration with Europe beyond the traditional spheres of political and cultural co-operation by building close links in higher education  Glonti & Chitashvili, : 9 . 
In line with these western initiatives, several respondents in this study considered 

internationalization as a system or set of values encouraged by the European Union. 

They saw the concept as a western invention, and the expectation to follow internationalization activities as requirements of the government s agreement with the 
Bologna Process or another political arrangement. One interviewee stated it this way: 

In Georgia, given that we try to comply with international trends and Bologna... there is 

stronger emphasis on internationalization aspect of higher education than in previous years 

[and] there are some regulations that try to achieve to increase the level of 

internationalization.  
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Another talked about making their university programs fit their requirements,  
meaning those set by the European Union. 

However, there is an argument to be made that Georgia was distinct among its post-

Soviet neighbors, as it had been assertive in building European – and North American – 

partnerships before joining Bologna. As Jawad (2005) argues, Georgian education was on course to become more European  before Georgia joined the Bologna Process, 
largely due to the Saakashvili government s educational reform initiatives. Moreover, the impact of Saakashvili s break from the Soviet past and alignment with western 
education can still be felt today. As Dobbins and Khachatryan (2015) recently noted,  

We could not discern any major Russian influence over contemporary Georgian higher 

education. In fact, the opposite has taken place: Georgia has perhaps overzealously 

endeavored to purge itself of Soviet legacies and Russian influence by adopting numerous neo-

liberal steering elements (p. 203). 

National higher education accreditation: A second engine of internationalization widely cited by respondents is the Government of Georgia s higher education accreditation 
process. According to the Accreditation Standards of Educational Programs of Higher Education )nstitutions issued by the Ministry of Education and Science, The institution 
is oriented on internationalizing teaching, scientific work and employment of its graduates  in order to meet national accreditation standards Ministry of Education and 

Science of Georgia, 2015b). 4  )n addition, the Government s National Center for 
Educational Quality Enhancement (2015) also notes that universities should promote mobility of student and staff, joint educational programs and cooperation in the frames of different research projects  para. . Thus, for many university administrators, the government s inclusion of these elements of internationalization in the state s 
accreditation process emphasizes both a call for attention to, and action for, 

internationalization efforts. Adherence to all of these principles is not a necessary 

condition for university program to be accredited. Instead, these attributes are included 

to signal that the government values them as part of quality education. 

As internationalization is included in the guidelines for accreditation, university 

administrators see internationalization as more than just a good idea to enhance the 

competitiveness of Georgian higher education. They deem internationalization as part of 

a recommended protocol to keep the university running. According to the study s participants, Georgian universities will do in the first place what is required of them according to the [guidelines] of the state accreditation and authorization standards.  
One interviewee noted that because of accreditation, her institution focused on strategies to enhance the teaching of these international perspectives and components  
                                                 
4 The higher education accreditation review happens every five years. At the time of writing, new 

legislation, with changes to the characteristics and requisites for accreditation, is under review by the 

Georgian Parliament. In evaluating universities, the Georgian government often relies on overseas experts, 

hoping for a committee with both unbiased review and familiarity with international standards. 
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over other internationalization efforts, such as joint research in the humanities or social 

sciences with overseas partners. 

Faculty and students returning from abroad: The third driving force behind Georgian 

higher education internationalization efforts that emerged from our interviews is the 

contributions made by faculty and students who studied overseas and returned home. 

This process is made possible by the notable high rate of return of Georgian students.5 

Although the exact number of students and faculty participating in overseas exchange is 

unknown, the popularity of foreign study can be captured in a few statistics. First, 

according to the interviewees in this study, Georgia has been very active as a partner 

with the Erasmus+ program (formerly TEMPUS)6, the coordinating program that 

supports cross-border academic exchanges and research among European countries and 

their partners. In a 2015 report paraphrased by government administrators, Georgia 

was ranked in the top 10 among 74 participating countries for the number of sending 

students and faculty. Second, according to the UNESCO Institute of Statistics (2016), 

nearly 10,000 Georgian students studied outside of their country in 2013 (the most 

recent data available), which is approximately 10% of the estimated total student 

population.7 Third, according to Chankseliani (2016), Georgia has the fourth highest 

outbound mobility ratios of 14 post-Soviet states, with the most popular destination 

countries being (in order) Russia, Germany, Armenia, the United States, and France. 

However, after speaking with various government officials, it is not clear if student 

mobility figures are accurate, as government offices have reported that there is no 

unified mechanism for capturing student and faculty mobility data. As one example, 

statistics offices from different government agencies noted there is no mechanism to 

collect data on self-funded students who pursue degrees abroad.  

In addition to the Erasmus+ coordinating program, international scholarship programs 

may have also contributed to the number of Georgian students abroad. As part of aid 

packages following the collapse of the Soviet Union, foreign governments and private 

foundations like the Open Society Institute provided overseas scholarships for Georgian 

students. One of the most popular programs, the U.S. government–sponsored Edmund S. 

Muskie program, has provided support for more than 360 Georgian students to pursue Master s level study in the United States since 99  )REX, . )n the past decade, a 
bulk of the funding for overseas higher education scholarships has moved from 

international donors to the Georgian government and private funders. For example, the 

                                                 
5  According to research by one of the paper s authors, Georgia has a high rate of return of international 
scholarship recipients when compared to nearby Moldova (Campbell, 2016). 

6  According to the European Commission , Tempus-like activities, namely capacity building activities, have become part of a new cooperation programme called Erasmus+  starting in . 
7 Most individuals enrolled in Georgian higher education are studying in Tbilisi and likewise, the bulk of 

students who participate in the Erasmus+ mobility programs attend one of these universities in the capital 

city (Erasmus Student Network Tbilisi ISU, 2015).  
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Prime Minister s Office has developed a program to provide academic scholarships in 
priority public service fields (Government of Georgia, 2014). One government 

representative who participated in our study estimated that another 1,000 students 

annually were studying outside the country, fully or partially funded by international or 

domestic scholarships.  

When Georgian faculty and students go abroad, they are exposed to alternative 

education pedagogies, additional disciplines and new specializations, and cutting-edge 

research methods and discoveries. They bring this newfound knowledge and experience 

back with them to their universities, sharing it with their colleagues in various ways, 

such as conducting international research, proposing new courses or degrees, or seeking 

overseas institutional partnerships. 

Perceived effectiveness of implementation 

Collectively, interviewees had mixed opinions on whether various internationalization 

efforts in the country resulted in the intended effects. On the one hand, interviewees 

deemed that various programs – in particular, faculty and student mobility programs – 

had increased the overall quality of higher education in Georgia and that these changes 

were embedded in policy and practice. The first example of this is faculty who studied 

abroad and then returned to develop new degree programs and courses. In one case, 

students with American graduate social work degrees noted their role in helping to 

develop the field of social work in Georgia – an academic field that was virtually nonexistent  in the post-Soviet world twenty years ago (Watkins, 2013). Upon 

completing their international scholarship program requirements, Georgian graduates 

formed the Georgian Association of Social Workers and through this organization, 

designed social work degree programs at two national universities and teach there 

today (Georgian Association of Social Workers, 2015). 

In addition, faculty returned from overseas studies to introduce internationalized 

curriculum and share new pedagogies. One instructor noted that he teaches in the American way,  promoting class discussion, encouraging his students to identify 
multiple answers to large problems, and designing homework assignments that spur 

critical thought. He said that despite his heavy teaching load, he is still proposing new 

courses, although he often has difficulty finding relevant texts in the Georgian language.  

Moreover, faculty and student mobility transcends beyond the teaching and learning in 

Georgian classrooms to also influence international research partnerships. Respondents 

indicated that the student mobility among faculty and graduate students often led to 

partnerships for research. These connections appear to be paying off for Georgian researchers. A government official reported, based on a study the paper s authors could 
not access, that approximately 80% of the science, technology, engineering, and 

mathematics (STEM) research published by Georgian academics also included an 

overseas research partner. 
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Georgian students who return from abroad may also have a powerful effect on Georgian 

internationalization efforts in terms of demanding greater quality. Interviewees noted 

that these individuals return to Georgian campuses and compare the educational experiences, are more demanding to their home universities,  as they expect the same 
level of teaching and learning as what they experienced abroad. One interviewee stated 

that Georgian students who studied abroad are agents of change  and are not afraid of accepting new standards.  Recently, Georgian students held a protest outside the 
Ministry of Education and Science, demanding higher quality in Georgian institutions. 

However, not all programs with internationalization goals are perceived to be effective. 

In this study, a majority of respondents noted that the government or their own 

institutions provided little guidance on the definition, components, or strategies of 

internationalization, or exemplary models of internationalization at the university level. 

Professors and instructors were particularly vocal, with some faculty noting that no one 

requires them to incorporate global examples or foreign perspectives into their 

curricula, test or build their cross-cultural competencies, or state specific 

internationalization learning outcomes. One university administrator suggested that his 

university had a robust student and faculty mobility scheme, while a faculty member at 

the same university suggested the approach to internationalization was quite sporadic and varies from faculty to faculty.  Other respondents noted that there are no specific indicators in accreditation standards  to assess their university s efforts in encouraging 
student and staff mobility, few suggestions for how to count foreign classes for Georgian 

university credits, and no decisive guidelines on establishing international joint or dual 

degree programs.  

In this context, interviewees noted that, while the number of international projects is 

quite large, various efforts are not connected on a national level. Some respondents characterized efforts as non-systemic  or superficial.  One interviewee noted, There 
are no concrete action plans or implementation strategies among Georgian universities 

to accomplish internationalization.  Despite this lack of guidance and coordination, 
several interviewees suggested that internationalization was happening – even excelling – in Georgian higher education but in an organic  or casual way. One interviewee 
summarized the process by saying it is not managed, but it happens anyhow.   
On the whole, most respondents agreed that Georgia is moving in the right direction by 

learning as they go. Most interviewees also believed that with increased 

internationalization efforts comes greater quality of higher education in the country. 

Several respondents acknowledged the leadership of the Ministry of Education and 

Science in recently recognizing that additional guidelines would be helpful to the 

accredited universities and one government official interviewed noted that the Ministry 

in in the process of responding to this request. 
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Future opportunities for internationalization 

Interviewees identified two areas that they believe could be significant for Georgian 

higher education internationalization efforts in the near term. 

International students in Georgia: The first area is international students coming to study 

in Georgia, with more students enrolling in degree programs every year. Most of the 

international students are from nearby countries of Azerbaijan, Turkey, and Iraq; the 

South Asian countries of India and Sri Lanka; and the African continent, primarily 

Nigeria. Most of these students seek degrees in undergraduate programs offered in 

English, especially in the medical or hard science fields. Few European Union or North 

American students select Georgia for their host country, with recent data showing that 

approximately 70% of Europeans coming to Georgia through the Erasmus+ Program are 

academic staff and not students (Glotni, L., personal communication, February 6, 2016). 

According to the National Statistics Office of Georgia (2015), 4,780 foreign students 

studied in private and public Georgian higher educational institutions. According to one 

government official interviewed for this study, the number of foreign students seeking 

higher education in Georgia is increasing annually, with approximately 5% of the 

undergraduate student body currently being international students.  

Perceptions of the role of international student population in higher education 

internationalization efforts are quite divergent among participants in this study. On the 

one hand, international students are seen as important contributors to Georgian 

classrooms. One interviewee noted, sending Georgian students abroad is important, yet to host international students, it will [be a] bigger effect because then Georgian 
students will have contact with this international student and they will get some more international perspective.  On the other hand, many participants noted that the chief 

contribution of international students was not to their host university classroom but to 

the Georgian economy in terms of tuition payments and living costs. Moreover, a few 

suggested that the Georgian government is concerned about students from certain 

countries being involved in criminal activity, and worried about the burden placed on 

host universities of additional screening of applications and lengthy visa procedures. 

Anecdotal evidence suggests that the foreign students are not well integrated with 

Georgian students either in the classroom or socially and that they typically leave 

Georgia following degree completion. From these comments, it appears that international students  role in internationalizing the university is not yet widely 

accepted at many Georgian universities.  

Dual and joint degrees: A second growth opportunity for internationalization in Georgian 

higher education is the recent establishment of joint and dual degrees. More than just 

exchange programs, these degrees allow students access to quality foreign education 

while completing a majority of their studies in Georgia. In some cases, students study at 

campuses in both countries and receive certificates from two universities upon 

graduation. In one example, three Georgian universities partnered with San Diego State 
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University in the United States to provide undergraduate degrees in STEM fields (Price, 

2014). At the time of writing, the Georgian government and university partners were 

negotiating joint graduate degrees and several international research projects in the 

STEM fields. To support the growth of these programs, new legislation on joint, dual, and 

multiple degrees with foreign universities is currently being proposed. 

Conclusion 

This study examined how Georgian university faculty, instructors, and administrators 

and government and NGO administrators characterize internationalization within the 

Georgian higher education context. In many ways, the Georgian context is similar to 

other national cases, as it includes a variety of approaches and activities at the system-

wide, institutional, and individual levels (Altbach & Knight, 2007); multiple definitions 

and characteristics of internationalization are common (Knight, 2012); and there is little 

consensus on the best strategies to promote it (Cross, Mhlanga, & Ojo, 2011; Warwick & 

Moogan, 2013).  

Moreover, our findings support some of the key points made in another study examining 

internationalization efforts in the similar, post-Soviet state of Moldova. As Kushnarenko 

and Cojocari (2012) found, student and faculty mobility and academic exchanges are 

central characteristics to internationalization efforts in small post-Soviet Republics. We 

also noticed that some of our respondents share similar opinions of internationalization 

as a predominantly western concept.  

On the other hand, this study highlighted a few items that make the Georgian case 

distinct from Moldova, and perhaps other neighbors as well. First, the Georgian 

government has incorporated the notion of internationalization into its accreditation 

process, thereby indicating that international programs and partnerships signal quality 

in higher education. Second, with the availability of and participation in international 

scholarship programs and a corresponding high rate of return, many Georgian faculty 

and students have parlayed their international experience to create new programs, 

partnerships, and curricula that, in turn, have contributed to internationalization efforts 

at home. Third, Georgian interviewees noted that both international students and joint 

degrees are likely sources of future progress in internationalization. Neither of these 

initiatives was mentioned at length by Kushnarenko and Cojocari (2012) in their 

examination of the Moldova case. 

Finally, the findings in this paper allow us to suggest four points for further research or 

policymaking considerations that are specific to Georgia. First, if internationalization is 

considered an important characteristic of Georgian higher education, the government or 

university leadership should develop and disseminate a clear definition of the concept in 

the Georgian context. This would include identifying specific components, setting 

benchmarks, and recommending strategies to achieve them. According to this research, 

such guidelines would be especially useful to those university administrators who are 
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seeking to meet accreditation standards. Furthermore, by providing a framework for 

internationalization, leaders can help boost internationalization efficacy and output, instead of leaving it to happen organically.   
Second, this study included perspective from 18 individuals from three universities, the 

Georgian government, and other organizations working in Georgian international higher 

education – all based in Tbilisi. Notably, few interviewees mentioned examples from 

institutions or organizations outside the capital city. Moreover, there is almost no data 

available on internationalization efforts in the regions of Georgia. (One exception is data 

collected by ERASMUS+ that shows participation in mobility programs is lower for those 

outside of Tbilisi (Erasmus Student Network Tbilisi ISU, 2015).) Therefore, additional 

research could illuminate the perceptions and forces driving Georgian 

internationalization in the regions, and these findings could be compared to our 

research to provide a deeper and broader understanding of Georgian higher education 

internationalization.  

Third, data on inbound and outbound student and faculty mobility are not collected 

systematically and are not unified, therefore limiting the potential for accurately 

charting and monitoring internationalization efforts. Currently, student mobility data 

appears to be primarily collected based on program, with no shared definition of terms 

across programs and certain populations (e.g., self-funded students) being neglected. 

With clear guidelines and systemic data collection, the Ministry of Education and Science, 

educational organizations, and researchers would strengthen their ability to produce 

accurate reports on the rate of student mobility – identified in this study as a significant 

indicator for internationalization in the country. This in turn would support current, and 

potentially foster additional, internationalization efforts. 

Fourth, this study also indicates that hosting foreign students is one area in which 

Georgian universities can increase their internationalization efforts in the future. At this 

point, Georgian universities give great attention to the income-generating potential of 

foreign students. However, university hosts could be persuaded to widen this view and 

establish ways to capitalize on their contributions to campus internationalization 

(Urban & Bierlien Palmer, 2014). Developing a strategy to better understand and 

support the increasing number of international students will likely assist Georgia in its 

higher education internationalization efforts, and in turn, attract more foreign students 

to the country. 
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This paper sheds light on the approaches, forms, goals and influencing factors of iБterБatiВБaliНatiВБ Вf higher educatiВБ iБ KaНakhstaБ. KaНakhstaБ s educatiВБ system is 
regulated centrally by the Ministry of Education and Science, and most internationalization 
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education, and developing a multicultural society. The government promotes higher education 

internationalization by: sponsoring degree and non-degree student and faculty mobility 

programs; signing intergovernmental agreements on educational exchange; incentivizing the 

internationalization of curriculum by setting accreditation regulations; creating an international 

university; and signing the Bologna Process which requires universities to make deeper 

structural reforms. These governmental initiatives were the main drivers for Kazakhstani 

universities to internationalize. Although most universities adopted strategies on 

internationalization, their approaches could be characterized as an activity approach rather than 

a comprehensive approach to internationalization.  
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Introduction 

This paper sheds light on the goals of, approaches to, and forces influencing 

internationalization of higher education in Kazakhstan. Kazakhstan is one of the former 

republics of the Soviet Union, with a geographic size of Western Europe and population 

of only 18 million. It is a landlocked country bordering Russia, China, Kyrgyzstan, 

Uzbekistan, and Turkmenistan. After reaching the goal of being among the top 50 

countries with the most competitive economies, Kazakhstan set a new goal to reach the 

top 30, which requires the development of its higher education system (Strategy 

Kazakhstan 2050, 2012).  

The Kazakhstani government is actively reforming its higher education system by 

borrowing practices of more developed countries. This is similar to other Central Asian cВuБtries whВ imГlemeБted ГВst-sВcialist educatiВБ refВrm Гackage  - extension of 

schooling to twelve years, reduction of the number of subjects in the curriculum, 

introduction of new subjects, student-centered learning, standardized student 

assessment, reorganization of schools by either closing them down or merging them 

with ones that were larger and better equipped, decentralization of educational finance 

and governance, liberalized regulations for textbook publishing, and private-sector 

involvement in higher education (Silova & Steiner-Khamsi, 2008). 

Particularly, initiatives such as government-sponsored academic mobility programs, 

intergovernmental agreements on educational exchange, encouragement for 

international accreditation of universities, participation in the Bologna Process, and the 

establishment of a university according to international standards influenced the 

internationalization of higher education in Kazakhstan. These separate initiatives could 

be considered activities of internationalization. An activity approach to higher education 

internationalization defines internationalization in terms of categories or types of 

activities. De Wit (2011) argues that an activity approach is the most common strategy .  

An activity approach to internationalization is usually contrasted with the process aГГrВach, which is defiБed by KБight  as the ГrВcess Вf iБtegratiБg aБ 
international, intercultural or global dimension into the purpose, functions or delivery of 

post-secВБdary educatiВБ  Г. . The ГrВcess aГГrВach is clВsely related tВ what 
Hudzik (2011) defines as comprehensive internationalization: 

a commitment, confirmed through action, to infuse international and comparative perspectives 

throughout the teaching, research, and service missions of higher education. It shapes 

institutional ethos and values and touches the entire higher education enterprise. It is essential 

that it be embraced by institutional leadership, governance, faculty, students, and all academic 

service and support units. It is an institutional imperative, not just a desirable possibility (p. 6). 

Kazakhstan does not have a specific national strategy for internationalization as do 

countries as the UK, and policy documents do not provide a consistent definition of 

internationalization. Thus, governmental and institutional initiatives are not always 
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connected with each other. The internationalization of higher education in Kazakhstan 

has a fragmented and diverse outlook, although each internationalization initiative has the ultimate aim tВ develВГ KaНakhstaБ s higher educatiВБ system. (Вwever there is the 
Strategy for Academic Mobility in the Republic of Kazakhstan for 2012-2020, which 

highlights the importance of accounting for global processes and trends to develop the higher educatiВБ system, statiБg: )t is becВmiБg clear БВwadays that БatiВБal systems 
of higher education cannot be developed outside of global processes and trends, and withВut cВБsideriБg the demaБds Вf the glВbal labВr market  MiБistry Вf EducatiВБ aБd 
Science of the Republic of Kazakhstan, 2012: 5).  

The aim of internationalization, as described by a Kazakhstani policymaker, is imГrВviБg the efficieБcy of the educational and research activities, the expansion of the 

mobility of faculty and students, [and] compliance with international standards of quality educatiВБal services  Omirbayev, , Slide . This suggests that iБcreasiБg 
the quality of education is an important goal of internationalization in Kazakhstan and it 

puts emphasis on academic mobility. The connection between internationalization and 

education quality is also emphasized in a definition of internationalization recently 

proposed by de Wit (2015): 

The intentional process of integrating an international, intercultural or global dimension into 

the purpose, functions and delivery of post-secondary education, in order to enhance the 

quality of education and research for all students and staff, and to make a meaningful 

contribution to society (Slide 24). 

In this paper, we studied available policy documents and prior research and conducted 

Internet searches to identify relevant government initiatives and forces that may drive 

internationalizatiВБ iБ KaНakhstaБ s higher educatiВБ system.   
Kazakhstani Context As with Вther SВviet states, KaНakhstaБ s higher educatiВБ was ceБtrally ГlaББed; the 
government provided educational programs and curriculum standards. Universities 

were part of a supply chain in the planned economy, producing graduates who would 

then be distributed to workplaces. Education was free for the users and research was 

conducted separately in research institutes. The Soviet legacy can still be found in the 

separation of teaching and research, the government-regulated salary system for faculty, 

and centralized curriculum, administration and governance (Jones, 2011). These characteristics Вf KaНakhstaБ s higher educatiВБ system are БВt iБ syБc with the curreБt 
trend of internationalization or Bologna principles (Tomusk, 2011).  

After independence from the Soviet Union in 1991, a series of reforms took place in KaНakhstaБ s educatiВБ system as well as iБ almВst all fields Вf it s ecВБВmy. As Вther ГВst SВviet states, KaНakhstaБ s higher educatiВБ started tВ cВБvert frВm the SВviet 

model that was secured from the influence of outer world for decades into a new academic system that is fully iБtegrated iБtВ the glВbal academic БetwВrk  Kuraev, 
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2014). The new law on education allowed for the establishment of private universities; 

more autonomy was granted to higher education institutions in academic matters; three levels Вf higher educatiВБ BachelВr s, Master s aБd PhD  were iБtrВduced; aБd credit 
systems (first the US credit system and later the European Credit Transfer System) were 

implemented. In the aftermath of legislative changes, the number of universities 

increased from 55 in 1991 to 181 in 2005 (Nazarbayev University Graduate School of 

Education, 2014), in response to market demand. However, the quality was inconsistent, 

with some institutions offering low quality education. In response to concerns about 

quality, the Ministry of Education and Science steadily reduced the number of 

universities to its 2014 level (n=126) through accreditation requirements (Ministry of 

National Economy of the Republic of Kazakhstan, 2015a). 

Accreditation requirements had a significant influence on private institutions, as it was 

mainly the private institutions that were eliminated. The decrease in the number of 

higher education institutions was followed by a decline in higher education enrollment. 

The number of enrolled students was 419,000 in 1996; enrollment peaked in 2005 at 

775,104, but was gradually reduced to the current level of 477,387 (Ministry of National 

Economy of the Republic of KazakhstaБ, b . LВw birth rate iБ the s is believed 
to be another reason for the recent decrease in higher education enrollment (Ministry of 

National Economy of the Republic of Kazakhstan, 2015c).  

Activities of Internationalization 

The Kazakhstani government articulates the importance of the internationalization of 

higher education through various policy documents, such as the Strategy for Academic 

Mobility in the Republic of Kazakhstan for 2012-2020 and the State Program on 

Educational Developments, both of which have set specific goals for internationalization 

(Ministry of Education and Science of the Republic of Kazakhstan, 2012). The Ministry 

initiated several programs and structural reforms that have also influenced 

internationalization of higher education of Kazakhstan. They include: sponsoring study 

abroad through the Bolashak international scholarship program; a university-based 

student mobility program; a faculty exchange program; the establishment of Nazarbayev 

University; and new programs at eleven Kazakhstani universities in collaboration with 

international university partners to prepare specialists for the demands of the State 

Program on Industrial Development (Ministry of Education and Science of the Republic 

of Kazakhstan, 2014). In the following sections, we discuss the influence of these iБitiatives ВБ the iБterБatiВБaliНatiВБ Вf KaНakhstaБ s higher educatiВБ.  
Outbound Student Mobility  

International student mobility is endorsed on the national level in Kazakhstan, and 

indicators of international mobility are stated in policy documents outlining educational 

development strategies. There are several schemes that enable students from 

Kazakhstan to fund their study abroad, which are summarized below: 
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Kazakhstani government funded programs 

 Bolashak Program (degree programs and internships) 

 Academic mobility program (non-degree programs) 

Intergovernmental grant exchange 

 Eight intergovernmental agreements with equivalent levels of academic 

exchange: Egypt (7), Belarus (6), Romania (5), Ukraine (40), Kyrgyzstan (5), 

China (100), Slovakia (4), Mongolia (5)   

Grants from other governments and international organizations 

 Russian Federation (300 grants in 2016) 

 European Union (Erasmus plus),  USA (Fulbright), Germany (DAAD), India 

(ITEC), etc.  

University level student exchange 

 University of Shanghai Cooperation Organization (USCO)  

 Network of Commonwealth of Independent States (CIS).  

 Inter-university agreements 

Kazakhstan is among 15 countries of the world with the largest number of students 

studying abroad, and the first in the Central Asian region. (University World News, 

2014). Although the Kazakh government provides a considerable amount of funding for 

study abroad programs, it only covers about 10 percent of it, whereas the vast majority 

of the ВutbВuБd studeБts study at fВr their ВwБ family s cВst. (aviБg cВmГaratively 
higher income in the region and limited higher education in the country can be 

considered as main pulling factors contributing to this number (Agarwal and Winkler, 

1985). Kazakhstan is the only country in the region with a higher middle income level. 

Also, higher education in Kazakhstan is limited to those who scored 50 points out of a 

maximum of 125 in Unified National Test (UNT). For example, in 2015, out of 125 000 

school leavers, 87 000 participated in UNT and 20 000 were not able to attain a passing 

score, some of whom could have looked at opportunities to study abroad.  Among self 

funded students studying abroad, Russia is the main destination that hosts about 35 000 

students. (UNESCO, n.d.). 
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Table 1 - Number of students abroad/Number of international students hosted in Central Asian countries in 2014 

# Country Number  of students abroad Number of international students hosted 

1 Kazakhstan 48 875 19 336 

2 Turkmenistan 35 854 1 158 

3 Uzbekistan 18 783 378 

4 Tajikistan 9 749 87 

5 Kyrgyzstan 5 885 11 263 
Source: UNESCO Institute for Statistics, 2014 

Other than government and private funding, students can fund their academic mobility 

through intergovernmental student exchange agreements, which gave opportunity to 

505 Kazakhstani students in 2015 to study in 13 countries (Omirbayev, 2016). The 

largest student exchange agreement is signed with China (n=100 students).  

Other opportunities are also available through inter-university agreements, international 

programs, financed by other countries, political associations and international organizations. 

These include the Fulbright Scholarship Program, the Global UGRAD, Chevening, Erasmus 

plus, and DAAD programs, the University of Shanghai Cooperation Organization (USCO) 

and the Network of Commonwealth of Independent States (CIS) Universities. International 

scholarship programs such as the ones listed above not only allow students from 

Kazakhstan to have international experience, but also often promote cooperation 

between Kazakhstani universities and international partners (Ashirbekov, Jumakulov, & 

Lisnyak, 2013). For example, USCO University is a network of universities, including 14 

Kazakhstani universities, aimed at promoting student and faculty mobility, facilitating 

research and academic partnerships, and creating mechanisms for the mutual 

recognition of postsecondary credentials (University of Shanghai Cooperation 

Organization, n.d.). The Network of CIS Universities aspires to promote student 

exchange at the graduate level through facilitating the creation of joint degree programs 

(Network of CIS Universities, 2015). Between 2007 and 2013, 23 universities in 

Kazakhstan participated in a total of 22 Erasmus Mundus projects partially funded by 

the European Union (Ashirbekov et al., 2013). Participation in the Erasmus Mundus 

program is also aimed at fostering cooperation among universities from different 

nations.  

Bolashak International Scholarship Program 

The government-funded Bolashak international scholarship program and a university-

based non-degree mobility program are the two largest state programs, which we 

discuss in more detail below.  

Initiated in 1993, the Bolashak international scholarship program was aimed at 

preparing specialists for the political and economic transition that Kazakhstan was 

embarking on. Since its inception, more than 11,000 students have been trained through 

this mobility program (Center for International Programs, 2015).  
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In the typology of 183 international scholarship programs, the Bolashak program is 

categorized as a program aiming at developing advanced knowledge in developed 

nations. Among 94 programs in this category are Becas (Chile), Kristjan Jaak (Estonia) 

and others. This category is contrasted with programs that aim at training students to 

develop basic skills in developing countries, developing advanced knowledge in 

developing nations and providing opportunities for short term studies (Perna et al., 

2014). 

The Bolashak program is ongoing, although its nature has changed. Changes in program characteristics are related tВ the gВverБmeБt s effВrts tВ aligБ ГersВБal chВice, iБdustrial Бeeds, aБd the cВuБtry s strategic develВГmeБt SagiБtayeva & JumakulВv, 
2015). Until 2011, the Bolashak program was aimed at preparing specialists for the 

general labor market. Since then, the program is focused on training specialists in БatiВБal ГriВrity areas at selected uБiversities  ГВstgraduate ГrВgrams. )Б additiВБ tВ 
promoting the degree attainment at the graduate level abroad, the Bolashak program 

also awards internships for university staff, faculty, and civil servants. 

The program awards full scholarship that covers tuition and fees, a monthly stipend, 

transportation, medical insurance and book allowances. In 2014, the Kazakhstani 

government allocated 16.5 billion Tenge (about 105 million US dollars) to the program 

(Official Site of the Prime Minister of the Republic of Kazakhstan, 2014). Eligible 

categories of applicants for 2016 are: people working in public service, arts, and mass 

media; faculty members or researchers; engineers; those who were self-admitted to a Master s Вr PhD ГrВgram abrВad; aБd thВse whВ were admitted tВ the tВГ teБ MBA 
schools in the world. All applicants for the graduate degree programs should have at 

least two years of work experience in their respective field. The selection process 

consists of proficiency in Kazakh and a foreign language and an assessment of 

psychological well-being (Perna et al., 2015).  

All applicants to the Bolashak program must demonstrate collateral or have guarantors 

who are willing to assume financial responsibility if the scholarship recipient fails to 

meet the contractual obligations associated with receipt of the scholarship (Perna et al., 

2015). Although it might seem controversial, the policy has proven to be effective, as the 

non-return rate is under one percent. One of the main conditions for scholarship 

recipients is the obligation to work in their specialty area in Kazakhstan for five years 

after program completion.  

Contribution of the Bolashak program to the country's development is continuously 

noted by policymakers; there are already well-known graduates in government, 

business, medicine, and other industries. Research on this program suggests that 

Bolashak scholarship recipients may acquire global competencies abroad; Kazakhstani 

employers reportedly value the strong soft skills and foreign language proficiency of 

Bolashak program graduates (Perna, Orosz, & Jumakulov, 2015). 
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Short-term Study Abroad 

While the Bolashak program supports study abroad that leads to degree attainment, 

more recent governmental initiatives support short-term study abroad opportunities. 

The program was created to reach the Bologna goal of having at least 20% of each 

Bologna-sigБatВry БatiВБ s ГВstsecВБdary studeБts Гarticipate in an international study exГerieБce by  CВmmuБiqué Вf the CВБfereБce Вf EurВГeaБ MiБisters ResГВБsible 
for Higher Education, 2009). Almost 7,000 Kazakhstani students received this 

governmental scholarship for short-term study abroad since funding for this type of 

mobility became available in 2011 (Diagram 1) (IAC, 2015).  

Diagram 1 - Number of Kazakhstani students funded by short-term study abroad program in 2009-2015 

 

Unlike the Bolashak program which is administered by the Center for International 

Programs, grants for short-term study abroad are administered at the university level 

and recipients may only study at host institutions with which the home university has 

signed contractual agreements. Grants are not limited by field of study (Concept of 

academic mobility of students studying in universities of the Republic of Kazakhstan, 

2011). The Ministry of Education and Science of the Republic of Kazakhstan funds the 

short-term mobility program and determines the number of scholarships to award to 

each university. From 2012 till 2015, the government allocated 2.36 billion Tenge (about 

12.8 million US dollars) to the program (Omirbayev, 2016). 

Grants for short-term study abroad cover travel, living, and insurance costs. Host 

universities agree to waive tuition costs and provide free accommodations for 

participating students (Concept of academic mobility of students studying in universities 

of the Republic of Kazakhstan, 2011).  

A survey of participating universities found that there are a number of challenges 

pertaining to the implementation of the program. The credit transfer system and 
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discrepancy in academic periods are part of the problem. Also Kazakhstani universities 

find it difficult to find partners from such countries as the USA and the UK, where tuition 

fees are typically higher than in most European countries. Substantial differences in 

tuition, fees, and living costs between Kazakhstan and more developed countries and 

language barriers have restricted the choice of destinations for participating institutions 

and students and led to the cluster of students in countries that used to be under Soviet 

influence. However, to fully comply with the Bologna Process mobility requirements, the 

Kazakhstani government encourages universities to send students to partner 

institutions within the European Higher Education Area, which is reflected in the 

distribution of the students, in 2015 Europe hosted 840 students, USA 50 students and 

South Asia hosted 19 students (IAC, 2015). 

Although the international experience of Kazakhstani students is considered to have a 

positive effect in individual and system level, at university level this is considered one of 

the biggest challenges for some local universities. The number of students studying 

abroad constitute about 10 percent of the students studying in Kazakhstani HEIs. This is 

especially sensitive now, when the number of the student-age population is falling in the 

country and especially sensitive for the universities in the northern regions of the 

country bordering with Russia. They have to compete with Russian universities and 

some Kazakhstani universities are not successful in this, for example, over the past three 

years, the North Kazakhstan State University lost one third of their student body from 

about 7100 to 4800 students (IAC, 2015: 171). Reflecting to this the Ministry is 

considering to increase the access to higher education in Kazakhstan. 

Inbound Student Mobility  

Although the Strategy for Academic Mobility in the Republic of Kazakhstan for 2012-

2020 states the importance of balanced mobility, currently only 9,077 international 

students study in Kazakhstan (Ministry of National Economy of the Republic of 

Kazakhstan, 2015d), whereas about 48,875 Kazakhstani students are studying abroad 

(UNESCO, n.d.). Most international students studying in Kazakhstan come from one of 

the Commonwealth of Independent States (CIS) nations, India, Pakistan, China, and 

Afghanistan (UNESCO, n.d.).  

During the period of 2000-2015 the average number of international students in 

Kazakhstan was 11 000 students, which is about 2.4 percent of the total number of 

Kazakhstani tertiary students in 2015/16. The Ministry of Education has the goal of 

increasing this number to 5 percent by 2019 (SPESD, 2016). 

When Kazakhstan was part of the Soviet Union, internationalization referred mainly to 

cross-border partnerships with countries under Soviet influence. Such partnerships, 

including institutional partnerships and student mobility, extended not only across the 

Soviet Union and the Eastern bloc but also to countries such as India, Pakistan and Cuba. 

Some of these international partnerships are still functioning today, as evidenced by the 
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relatively large number of students from India (n=1,003) and Pakistan (n=489) studying 

in Kazakhstani universities in 2004 (Ministry of National Economy of the Republic of 

Kazakhstan, 2015d). In more recent years, the number of students from these countries 

has decreased. Currently, Indian students account for 8% and Pakistani students 

account for 4% of all international students in Kazakhstan; students from these nations 

typically enroll in medical schools (Ministry of National Economy of the Republic of 

Kazakhstan, 2015d).  

The majority of international students (approximately 70%) come from CIS countries 

(Ministry of National Economy of the Republic of Kazakhstan, 2015d). While data on 

student profiles from CIS countries is not available, it is likely that most international 

students coming to Kazakhstan from these countries are ethnic Kazakh students, also called OralmaБs  traБslated as returБees frВm KaНakh . AББually  ГerceБt Вf 
government scholarship is allocated for them. Seven (7%) percent of all international 

students in Kazakhstan are from China, many of whom may also be ethnic Kazakhs. 

Anecdotal evidence suggests that as the level of business activity is increasing between 

Kazakhstan and China, Chinese citizens of non-Kazakh ethnicity also increasingly choose 

to study in Kazakhstan and then continue their career in Chinese companies operating in 

Kazakhstan. These Chinese students typically pay fees at Kazakhstani universities, as 

government grants are only available to international students who study at 

Kazakhstani universities as part of a bilateral exchange agreement. 

Students from Afghanistan make up four percent of all international students in 

Kazakhstan (Ministry of National Economy of the Republic of Kazakhstan, 2015d). 

Afghan students study in Kazakhstan as part of the Official Development Assistance 

(ODA) program through which the Kazakhstani government aids Afghanistan. The ODA 

program allocates 1,000 grants for five years to Afghan students; the program is meant 

to contribute to the economic development of Afghanistan and mitigate security risk in 

the region as international coalition troops withdraw from the country (Orazgaliyeva, 

2014). 

To further increase the number of incoming students, universities are increasing the 

English language courses and programs. This is also due to the broader trilingual policy 

at all levels of education. The literature suggests that inbound mobility can have positive 

benefits, such as creating an international environment in the classroom among others. 

However, in her study, B. Leask concludes that it does not occur by default and that the 

involvement and support of faculty and the entire university community is needed. More 

work is needed to promote their involvement in this process. 

International Faculty Exchange 

Faculty play an important role in the internationalization of higher education. Stohl  argues that the chief challeБge fВr develВГiБg aБd sustaiБiБg 
internationalization in the context of the challenges and opportunities of the 21st century 
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is the eБgagemeБt Вf the faculty  Г. . ExГВsiБg the faculty tВ iБterБatiВБal 
experiences may contribute to professional development, increase cultural awareness, 

and result in the adoption of novel teaching methodologies and choice of curricular 

content (Biraimah & Jotia, 2013). Eurasian National University, one of the leading 

national universities in Kazakhstan, describes its commitment to attracting international 

faculty in order to improve the quality of educational programs, expand the faculty 

network, develop joint research projects with scientists from other nations, increase the 

number of publications in international journals, improve the quality of scientific 

publications, improve the quality of doctoral and master's degree programs, promote 

joint ventures with partner universities from other nations in the form of double-degree 

master's and doctoral programs, and form a basis for further scientific and educational 

cooperation (Eurasian National University, n.d.). 

The Kazakhstani government promotes the recruitment of international faculty and the 

sending of Kazakhstani faculty abroad through Bolashak program and individual award 

for selected faculty members. The Bolashak program sponsors faculty members and 

research staff to earn a doctoral degree abroad or undertake a research internship 

abroad. Faculty and research staff whose foreign language proficiency is insufficient to 

facilitate independent research or doctoral studies abroad may receive funding for 

foreign language training if selected for Bolashak participation. Upon completion, 

program participants are contractually obligated to work for their Kazakhstani 

university for at least three years in the case of a research internship grant and for five 

years in the case of a degree abroad scholarship (Government of the Republic of 

Kazakhstan, 2015). 

Another opportunity for Kazakhstani faculty to obtain international experience is 

through receipt of a state award for outstanding faculty member. According to the 

governmental decree that established the program, the title of outstanding faculty 

member is awarded to 200 faculty members (Government of the Republic of Kazakhstan, 

2012). Universities nominate candidates from among their faculty members; each 

university is allowed to nominate one candidate per every 50 faculty employed at the 

university. The list of candidates is then considered by a commission consisting of 

representatives of the Ministry of Education and Science, other government 

representatives, leading scientists and specialists, and representatives from political 

parties and non-governmental organizations. Recipients can use the awards for 

conducting research or training at universities or laboratories abroad (Government of 

the Republic of Kazakhstan, 2012).  

In addition to promoting the international experiences of Kazakhstani faculty, the 

Kazakhstani government also allocates funds for universities to attract an annual 300 

international faculty members and researchers to Kazakhstani universities through the 

Attracting International Researchers program (Omirbayev, 2016). The program requires 

that the visit of international faculty should be at least 12 days. Governmental funding is 

disbursed annually, and usually not until several months after the start of the academic 
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year, which means Kazakhstani universities have limited time for contracting and other 

logistics (Workshop on Mechanisms of Internationalization of Higher Education, 2016). 

Kazakhstani universities also face difficulties in establishing connection with 

universities abroad and attracting faculty members for visits due to limited language 

competency among Kazakhstani university staff and faculty (Sagintayeva & Ashirbekov, 

2014). The British Council estimated that in 2011, only four percent of university faculty 

based in Almaty had a fully operational command of English (Woodword, 2011). Despite 

these challenges, 7,679 international faculty members and researchers from Europe, the 

US, East Asia and Russia have visited Kazakhstani universities since 2009 (Omirbayev, 

2016).  

Another opportunity to involve international faculty in Kazakhstani higher education is 

through PhD supervision. It is required for all PhD students in Kazakhstan to have one 

internal and one international supervisor (State Educational Standard of Republic of 

Kazakhstan, 2011). This requirement is to ensure the quality of PhD training; the 

expectation is that the international supervisor will help Kazakhstani doctoral students 

prepare at least one paper acceptable for publication in an international research 

journal that has non-zero impact-factor or is included in the Scopus database (State 

Educational Standard of Republic of Kazakhstan, 2011). 

Establishment of an International University 

An important element of Kazakhstani higher education reform was to create a flagship 

university. In the pre-2010 legal environment, it was not possible to have an 

autonomous university. In 2010, a special law for Nazarbayev University was adopted, 

which allowed the creation of a university outside system regulations (Law on Status of 

Nazarbayev University Nazarbayev Intellectual Schools and Nazarbayev Fund, 2011). 

The new university was given academic and administrative autonomy and substantial 

financial resources. Located in the capital city of Astana, Nazarbayev University (named after NursultaБ NaНarbayev, KaНakhstaБ s PresideБt siБce the БatiВБ s  
independence) is a Western-style, English language university (Hartley et al., 2015).  

Nazarbayev University has a unique partnership structure, with each school of the 

university created in partnership with distinguished universities around the world. For 

example, the NU Graduate School of Education was created through partnerships with 

the Faculty of Education of the University of Cambridge and the Graduate School of 

Education of the University of Pennsylvania. Other partner universities include Duke 

University, Singapore National University, and the University of Wisconsin 

Madison (Hartley et al., 2015). 

Generous governmental funding allowed NU to recruit faculty and administration 

internationally. These faculty members have brought diverse international perspectives 

into the teaching and learning functions of the university. As stated in the mission statemeБt Вf NU, the uБiversity is exГected tВ be a mВdel fВr higher educatiВБ refВrm 
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and modern research in Kazakhstan and to contribute to the establishment of Astana as aБ iБterБatiВБal iББВvatiВБ aБd kБВwledge hub  NaНarbayev UБiversity, : . The 
state program on education and science development action plan states that all 

universities should be implementing the experience of the NU in terms of academic and 

administrative autonomy, which has international dimensions in it (SPESD, 2016).  

International Graduate Programs at Kazakhstani Universities 

The latest national initiative that influences the internationalization of at least some 

Kazakhstani universities is the training of specialists for the implementation of the State 

Program on Industrial Development of Kazakhstan 2015-2019 (SPID, 2014). KaНakhstaБ s ecВБВmy is a resВurce-based economy heavily dependent on oil. To 

diversify its economic portfolio, the government identified six priority industries 

(metallurgy, chemical industry, petrochemical industry, machinery, construction 

materials, and food industry) to be developed though the SPID program. 

After the first five years of the State Program of Forced Industrial-Innovative 

Development 2010-2014, it was determined that one of the major challenges in 

implementing the program was the lack of appropriately trained personnel (SPFIID, 

2010; SPID, 2014). To address this problem, the Ministry of Education and Science 

selected eleven Kazakhstani universities to create new graduate-level programs in 

partnership with universities abroad and with companies participating in SPID 

(Omirbayev, 2016). Partnering international universities are expected to ensure that 

new programs comply with the same quality requirements as at their own institutions. 

These new programs are expected to have a multiplicative effect on other programs of 

participating universities and beyond. In the 2015-  academic year,  master s 
degree programs and the same number of laboratories were upgraded in the eleven 

selected universities to train an estimated 1,900 students (Ministry of Education and 

Science of the Republic of Kazakhstan, 2014). 

As part of the SPIID program, the Kazakhstani government also provides funds for 

training university leadership and faculty, signing contracts with universities abroad 

and procuring necessary equipment for laboratories (Nazarbayev University Graduate 

School of Education, 2015). The training for university leadership and faculty includes 

three model courses, one of which involves visiting universities in the US, UK, Japan and 

Singapore. In these training sessions, university leaders and faculty are divided into 

three groups to learn the best practices of the institutions abroad in entrepreneurship, 

research and leadership (Nazarbayev University Graduate School of Education, 2015). 

International Accreditation 

Following the recommendation by the 2007 OECD Review (Organisation for Economic 

Co-operation and Development, 2007), Kazakhstan established a system of accreditation 

for universities by independent agencies. Currently, eight international and two national 

http://ortcom.kz/en/program/program-progress/text/show
http://ortcom.kz/en/program/program-progress/text/show
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accreditation agencies oversee the quality of Kazakhstani universities. Accreditation is 

voluntary, but there are advantages to obtaining it. Accredited universities do not need 

to go through the government attestation process. More importantly, from 2015, only 

those universities who have at least one program accredited are eligible for the 

government tuition grants (Law on Education, 2015). To date, international accrediting 

agencies have accredited a total of 252 programs in 30 Kazakhstani universities, while 

national agencies have accredited 390 programs in 66 universities (Omirbayev, 2016). 

Although it is not clear how international accreditation influences the 

internationalization of higher education, it was perceived as the most important 

internationalization priority in a survey conducted by international office 

representatives employed at Kazakhstani universities (Sparks et al., 2015). One third of 

respondents ranked accreditation as the first priority in internationalization efforts 

(Sparks et al., 2015). The Ministry will be further incentivising universities to go through 

international accreditation, for example new provisions in Law on Education, it states 

that those universities who obtained international accreditation will be allowed to issue 

their own diploma.  

Regional Forces that Influence the Internationalization of Higher Education The KaНakhstaБi gВverБmeБt's attemГts tВ advaБce the БatiВБ s higher educatiВБ 
system were mediating regional and global forces that influence the internationalization 

of higher education. KaНakhstaБ s asГiratiВБ tВ becВme Гart Вf the EurВГeaБ (igher 
Education Area (EHEA) led to the signing of the Bologna Process. The Bologna Process is 

the main regional force pushing the internationalization of higher education in 

Kazakhstan. Several Kazakhstani universities signed the Magna Charta Universitatum in 

2003; other Kazakhstani universities also became signatories in later years. In 2010, the 

Kazakhstani government signed the Bologna Declaration and became a member of the 

Bologna Process with the gВal Вf harmВБiНiБg the БatiВБ s higher educatiВБ system with 
that of Europe. The commitment to higher education reform in line with Bologna 

principles is reflected in the State Program of Education Development for 2011-2020, which stiГulates the iБtegration into the European Higher Education Area through 

bringing the content and structure of higher education into compliance with the Bologna PrВcess  MiБistry Вf EducatiВБ aБd ScieБce Вf the ReГublic Вf KaНakhstaБ, : .  
As part of the State Program of Education Development, the Center for Bologna Process aБd Academic MВbility CBPAM  was created iБ  with the missiВБ Вf ГrВmВtiБg 
proper and full implementation of the agreed principles of the Bologna Process in the 

Republic of Kazakhstan at the national and university levels in order to ensure the cВmГetitiveБess Вf the higher educatiВБ system  CBPAM, : . The ceБter is 
subordinated to the Ministry of Education and Science. It provides guidelines for 

universities on the implementation of Bologna compliance reforms and activities, 

monitors and analyzes their implementation, and interacts with the ministry and the 

Bologna Process Follow-Up Group. Most universities have a person or unit responsible 
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for overseeing the implementation of the Bologna Process and reporting to the CBPAM 

(Sparks et al., 2015). At least some institutional stakeholders perceive the Bologna 

principles as having a guiding role in internationalization, as evidenced by a statement 

from a university representative who likened the Bologna process to a lighthouse 

(Sparks et al., 2015). 

Pursuant to implementing the principles that define the Bologna Process and the EHEA, the gВverБmeБt ideБtified the fВllВwiБg areas fВr future refВrms iБ KaНakhstaБ s higher 
education system: developing and implementing a Kazakhstani National Qualification 

Framework (NQF); developing a NQF for lifelong learning; creating a national higher 

education quality assurance system; developing degree programs that are compatible 

with Bologna Process provisions; creating up-to-date mechanisms for the recognition of 

prior learning; enhancing the portability of student grants and loans; increasing student 

and academic staff mobility (e.g., with attention to visa, residence, and work permit 

procedures); increasing uБiversity autВБВmy; aБd iБcreasiБg the level Вf studeБts  
participation in the modernization process (Dixon & Soltys, 2013). 

The Kazakhstani government has already implemented the NQF, introduced the three-

cycle degree system, adopted the European Credit Transfer System (ECTS), and created 

a quality assurance policy in higher education.  DiГlВma suГГlemeБts,  Вr brief 
summaries of the curricular content and skills associated with degree programs, are 

issued in Kazakh, Russian, and English languages to all university graduates. These 

governmental initiatives served as a good basis for other internationalization activities, 

such as academic mobility and joint degree programs. In 2015, there were 338 joint 

undergraduate programs between Kazakhstani and international universities, 185 master s degree ГrВgrams aБd  PhD ГrВgrams Omirbayev, .  
Joining the EHEA and signing the Bologna Process is a major regional force that 

triggered other internationalization activities on national and institutional levels in 

Kazakhstan. The same could not be said about regional university networks in which 

Kazakhstani universities are involved. For example, the Network of CIS Universities can 

be seen as a continuation of higher education collaboration during Soviet times, 

although in a new format. Members of this network share a similar educational past and 

are jointly searching for approaches to be incorporated into the global education space. 

The activities of these networks are limited to a few participating Kazakhstani 

institutions and are not influencing higher education policy on the national level. 

Another regional force that Kazakhstan became part of in 2014 is Asia-Europe Meeting 

(ASEM). ASEM promotes similar provisions as the Bologna Process, such as recognition 

of qualifications, involvement of business and industry in education, balanced academic 

mobility, and lifelong learning. The effect of this initiative have not been felt yet.  
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Conclusion 

In this paper, we have looked at approaches for the internationalization of higher 

education in Kazakhstan based on policy documents, existing research, and Internet 

searches. In its current form, the internationalization of higher education in Kazakhstan 

has a dominant government influence, which includes initiation of various programs to 

reform and improve the quality of higher education. Higher education reform and 

quality improvement appear to be an important dimension of internationalization in 

Kazakhstan, which is not the same for the US or Western Europe, where 

internationalization does not imply a systemic reform of higher education or quality 

improvements.  

Among other initiatives, joining the Bologna process is the main force that brings an 

international, predominantly European dimension to the Kazakhstani higher education 

system. Bologna compliance reforms, such as adopting ECTS created the ground for 

other internationalization activities, such as student mobility and joint degree programs. 

Outbound student mobility is another important aspect of internationalization - 

Bolashak scholarship program, government mobility program combined with other 

grant opportunities and self-funding put Kazakhstan among the top-sending countries in 

the world. However, in the circumstances of shrinking student number in Kazakhstan it 

is considered as threat by local universities. There is other governmental support for 

internationalization like grants for faculty mobility, educational development programs 

that include international components, and the creation of a Western-style, English-

language flagship university among others. 

Thus, the internationalization higher education in Kazakhstan may be characterized as a tВГ dВwБ aГГrВach that emГhasiНes iБterБatiВБaliНatiВБ activities  with little fВcus ВБ 
international / global competences, as a comprehensive approach to 

internationalization would (De Wit, 2009).  

Despite the influence of the Bologna process and the EHEA, the Soviet legacy can still be 

seen in the internationalization of higher education in Kazakhstan. Internationalization 

was happening even before independence from the Soviet Union, both within the Soviet 

Union and between Soviet-friendly countries. This legacy has extended to today, both in 

outbound and inbound student mobility. Several reasons may explain the ongoing 

prominence of Soviet ties, including the emergence of regional university networks and 

the ethnic composition of neighbouring countries, as well as the asymmetric costs of 

study abroad for outbound and incoming international students. 
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Abstract 

Until the late 1980s a Soviet-type interpretation of internationalization was used in Hungary, 

which isolated countries of the communist bloc within the Iron Curtain. In 1993, after the 

democratic transformation, a new Higher Education Act was passed. Although the first 

democratic government started to replace the old type of higher education policy with a 

European one, the internationalization process progressed slowly. Hungarian education policy 

puts a special emphasis on internationalization strategies based mainly on the encouragement of 

individual mobility. However, the socio-economic disadvantages of Hungarian population 

compared to Western Europeans reduce the efficiency of these endeavors. This paper describes 

four aspects of higher education internationalization in Hungary drawing from a review of prior 

research and analysis of survey data: 1) the political and institutional context of higher 

education internationalization in Hungary; 2) the mobility of Hungarian faculty and researchers; 

3) the outbound mobility of Hungarian students; and 4) incoming student mobility to Hungarian 

universities. Our paper is a significant contribution to the literature, because (1) we use the 

actor-centered approach of internationalization (2) we not only analyze national and 

international statistics, but also we drew our conclusions from original survey data, that is we 

are able to summarize the individual motives and obstacles as well. 

Keywords: higher education, international education, universities, student mobility, faculty 
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An Overview of Higher Education in Hungary 

Before the political transition in 1989, the socialist model of higher education was at 

work in Hungary. State interest came first before academic or market concerns. 

Participation in higher education was not influenced by student or labor market 

demands, as labor-force production was planned and controlled by the state and tertiary 

enrollment numbers were regulated by the use of admission quotas. During the last two 

decades of the socialist era, students from elite families were admitted to the limited 

number of higher educational posts. Reflecting political and ideological priorities, quotas 

were set up to admit students from the working class and other state-preferred groups. 

Only about one-tenth of Hungarian high school graduates participated in higher 

education prior to transition. 

After 1989, the state abandoned these restrictive higher education policies and the first 

wave of tertiary education expansion followed almost immediately. At the turn of the 

millennium, partially as a result of the demographic wave, multitudes of youth entered 

the Hungarian higher education system. As a consequence of the expansion, institutions 

increased their capacity, new campuses were built, and the faculty was overloaded with 

high course load and high student/faculty ratio.  

The democratic, law-regulated model abolished the monopoly of the state as a maintainer of higher education. )n , of the nation s  higher education institutions, 
28 are public universities and colleges, 25 are church-run, and 13 are run by private 

foundations. Most (87.5%) students are studying in state universities, 6.5% in church-

maintained, and 6% in private institutions. In the middle of the 2000s, after the rapid 

expansion, the demographic downturn started in the 18-25 cohort (Statistical Yearbook 

of Education, 2014). In 2015, 306,000 students were enrolled in bachelor and master s 
degree programs in Hungary, of which 217,000 were enrolled in full-time training, and 

another 14,000 in two-year undergraduate programs.  

Free market principles of effectiveness, free competition between institutions, quality 

assurance, introduction of tuition fees to limit overconsumption, and involvement of 

private investors gained political traction in Hungary in the 1990s. After the fall of the 

Iron Curtain, the concept of the welfare state in Europe was on the verge of crisis. The 

concept of the retreating state was brought into Hungary by Hungarian researchers, 

lecturers and students who studied or worked in the US and UK with scholarships, including current Prime Minister Viktor Orbán, who studied abroad in Oxford with a scholarship received from the Soros Foundation Kávássy, . While the application 
of free market principles to education in general, and to higher education in particular, 

gained political traction in Hungary in the 1990s and early 2000s, some groups of 

Hungarian intellectuals started to oppose the neoliberal principles after the crisis in 

2008 (Pusztai, 2003). 
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After the political transformation in 1989, many Hungarian academics were looking for 

financial support from the west in several fields. The previously (forcibly) dominant ties 

with academics from Eastern Europe were no longer perceived to be important and were cut. Only much later did academic cooperation with (ungary s eastern neighbors come to the center of attention, when the glamour  of the free western world wore off 
(Fekete, 2008). Hungary, which had been at the western periphery of Soviet influence, 

became the eastern border of the European Union after joining it in 2004. Membership 

in the European Union had a great influence on academic cooperation as well as on the 

formation of new academic networks among higher educational institutions (Kozma, 

2004). The Central and Eastern European Region (CEE) became a kind of mediator 

between academics in the east and west. 

The import of western ideas and practices to Hungarian higher education is not without 

challenges, due to the many prevailing, Soviet-influenced characteristics of Hungarian 

higher education institutions (Weber & Liikanen, 2001; Polyzoi & Cerna, 2001). For 

example, the higher education system inherited from Soviet times is characterized by 

the duality of degrees and ranks in universities and so-called academies of sciences. The 

hierarchy within the academic community manifests itself in academic degrees, which 

stand parallel to or even independently from, and sometimes not even harmonizing with, 

the university ranks (Kozma, 2004). Specific ranks may indicate both institutional status 

and academic advancement, and old terms used prior to 1989 co-exist with new ones Fináncz, 2009). To make things even more complicated, the Hungarian higher 

education system is subdivided into the university sector and the college sector, and 

lecturers and researchers have to meet different requirements for academic 

advancement depending on the sector in which they are employed. 

The first steps of higher education internationalization in Hungary started a decade into 

transition. In 1999 Hungary was among the countries signing the Bologna Declaration, 

and the Hungarian government undertook the establishment of a higher education 

system based on two major cycles. Currently, the system has four levels. Doctoral 

studies (PhD) were introduced in 1994 (ISCED 6 level) following the enactment of the 

Higher Education Act in 1993. Advanced vocational programs (ISCED level 5B) were 

introduced in 1997. The launch of three-year bachelor degree programs became 

possible in 2004 with the modification of the Higher Education Act of 2003. The multi-

cycle system of higher education was fully implemented by 2006 (Pusztai & Szabó, ; 
Pusztai, 2015). 

Another important development in Hungarian higher education policy post-1989 was 

the introduction of the European Credit Transfer System (ECTS) in 2002, which was the 

result of a long process and was aimed at making the Hungarian higher education system Euro-compatible.  Since , there have been institutional attempts to 
restructure the student assessment system and introduce an assessment system based 

on credit accumulation. The introduction of ECTS on a legal level appeared with the 

modification of the Higher Education Act of 1996, and it became compulsory for all 
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institutions beginning in 2002. The so-called diploma supplements,  introduced in , 
were aimed at improving the transferability of credits and higher education credentials across national borders Pusztai & Szabó, ; Pusztai, . After , the 
government established technology-transfer offices and international affair offices at 

Hungarian universities and created academic departments at the most prestigious 

universities in the country specifically with the intent to facilitate international 

academic collaboration. 

Guiding Perspectives, Research Questions, and Data Sources Jane Knight s article  defines the use of the concept of internationalization in 

academic works and differentiates between the bottom-up (institutional) and top-down 

(national/sector) approaches of internationalization. It also emphasizes that it is so 

complex that there cannot be one universal definition used for it. Our approach is 

specifically actor- and activity-centered. In countries belonging to the former Soviet bloc, 

internationalization was a liked slogan, however, it had its own unique and formal 

meaning. Institutional relations between countries within the Soviet bloc were possible 

with the approval and control of the Soviets, and the relations could only be strictly 

formal. Following the political changes, bringing in the new understanding of 

internationalization meant getting rid of the former highly formal internationalization 

concept, and the possibility to act was shifted from the institutional to the individual 

level. This relationship is most clearly represented in mobility – regardless of whether 

the goal of mobility was learning, teaching or research –, because it helped the 

individuals to create their own international and comparative views, which is one of the 

crucial results of internationalization that appears through the global flow of technology, 

economy, knowledge, people, values and ideas across borders. The official policy, 

funding, programs, and regulatory frameworks are only a formal layer of it; the 

countries of today show a convergent progress in this, while displaying significant 

differences in social action. 

For the purposes of this paper, we define internationalization as the spatial mobility of 

individuals and the transmission of information, views, behavioral patterns, and 

everyday practices, and the effects of these activities, on local cultures. We shift from 

considering internationalization as a political, organizational topic to considering it as a sociological question. Simmel  describes the concept of social actors, or brokers,  
who are positioned to negotiate between two groups and allow or enhance resource 

flows between otherwise unconnected or only weakly connected actors. Based on their 

strategic position in social networks, these actors, while their activities result in various 

changes in the groups, could be mediators, arbitrators or tertius gaudens. The 

classification is based on whether the act of brokerage is to the advantage of the 

community as a whole or only to the social actors themselves (Simmel, 1922). A 

knowledge broker is an individual who participates and contributes in multiple 

communities to develop relationships and networks between producers and users of 

knowledge, facilitates knowledge transfer, initiates the common construction of new 
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knowledge, and supports changes (Kakihara & Sorensen, 2002; Meyer, 2010; Sverrisson, 

2001). 

Cosmopolitan behavior is a type of orientation described by Merton (1968) that we use to characterize the activities of knowledge brokers. Cosmopolitan  individuals 
habitually consider themselves to be a part of the global society. They tend to use more 

diverse media to collect globally valid information and they may leave their homeland to 

join the society of the global labor market and cosmopolitan community. In contrast, local  individuals define themselves with respect to their own local community and 
they highly value local friendships and close connections. Findings from prior research 

suggest that the impact of knowledge brokers who mediate between social networks 

may increase with the extent of the gap that they are able to bridge with their mediating 

activity; the larger the gap between social networks, the greater the amount of social 

capital brokers may be able to create (Burt, 2000).  

The emergence of individual knowledge brokers (Baruffaldi & Landoni, 2012; 

Lightowler & Knight, 2013) played an important role in preparation of the political 

transformation (1989-1990) in post-socialist countries. Despite anecdotal evidence of 

the role of knowledge brokers in the political and economic transition of Hungary post-

1989, prior research has paid little attention to the role of knowledge brokerage in the 

spreading of higher education internationalization. To understand the deep structures of 

internationalization, we have to analyze more thoroughly the activities of knowledge 

brokers and their impact, and assess the potential benefits and drawbacks of knowledge 

brokerage for communities. In this paper, we study the internationalization of 

Hungarian higher education by identifying individual actors that mediated between the 

local (Hungarian) context and outside forces. We focus on two groups of international 

knowledge brokers: internationally mobile faculty and internationally mobile students.  

To gauge faculty mobility, we explored patterns of academic cooperation appearing in 

the Hungarian higher education system, drawing on data from interviews with 20 

Hungarian experts of the field. The interviews were conducted and recorded by the (ungarian Academy of Sciences  Sociological Research Group for Organization and Work 
and were analyzed by the Centre for Higher Education Research and Development 

(CHERD) at the University of Debrecen. Further data were collected between 2009 and 

2012 from a research study carried out in the Partium international higher education 

region, which is located at the border region of three countries: Hungary, Romania, and 

Ukraine. We investigated the mobility of faculty and students in the five higher 

education institutions located in the Partium region; two of the five institutions are 

church-maintained. Our analysis of faculty mobility is based on institutional records at 

these five institutions. The international networks of Hungarian faculty were examined 

at two faculties: one located at a prestigious research university and the other at a 

college of applied sciences. More than 200 faculty members (n=210) responded to our 

survey, out of the whole body of approximately 750 faculty members employed at these 

two faculties. Our sample was stratified by field of science.  
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The data on internationally mobile Hungarian students come from surveys conducted by 

CHERD staff between 2008 and 2014. The survey, which CHERD repeats every two years, 

is carried out among students at a prominent Hungarian university and two colleges of 

applied sciences. The sample was stratified, multi-stage and clustered. Since the survey 

aims to be representative of the entire student body at each of these three higher 

education institutions, we randomly selected a course from each faculty, and invited all 

students enrolled in the randomly selected course to participate in the survey. The 

number of students responding to the survey varies across years and degree program 

types: 1,009 students who were enrolled in a BA or BSc degree program in 2008; 485 

students who were enrolled in a MA/MSc degree program in 2010; 1,270 BA/BSc or 

MA/MSc students in 2012; and 1,198 BA/Bsc and MA/Msc students in 2014. 

Information on the number of incoming international students is based on institutional 

records at the University of Debrecen from the years 2014 and 2015. Findings 

pertaining to the experiences of international students studying at the University of 

Debrecen are based on in-depth, educational life interviews with three international 

students from South Korea who were identified using the snowball method.  

Patterns of International Mobility in Hungarian Higher Education 

(ungarian Students’ Participation in )nternational Mobility 

Higher education institutions in Eastern European countries were eager to build 

connections with other European institutions through student mobility in the 1990s 

(Kasza, 2010). International associations that represent higher education institutions 

across Europe, such as the International Association of Universities, Conference des Recteurs Européens, and the Academic Cooperation Association, facilitated this process 
(Hrubos, 2005). In addition to initiatives at the institutional level, and like other former 

Soviet and Eastern bloc nations (Perna, Orosz, & Jumakulov, 2015), the government of 

Hungary also established scholarship programs to develop human capital. The 

Hungarian Scholarship Board Office was established in 1991 to coordinate student 

mobility and in 2004 a government decision called for the promotion of student mobility 

for the sake of the establishment of the European Higher Education Area (EHEA).  

Despite governmental and institutional efforts to increase the mobility of Hungarian 

students, little is known about the extent and characteristics of international student 

mobility in Hungary. Publicly available data on outbound student mobility only capture 

short-term credit-mobility (that is, semester abroad). No data are systematically 

collected about degree-mobility, that is, the extent to which students go abroad with the intention to get a university degree. We discuss (ungarian students  participation in 
international mobility with this limitation.  

In 2004, only 2% of Hungarian students studied abroad, a considerably lower percentage than the European Union average Tót, . The low rate of study abroad 
participation was likely due to the fact that Hungarian study abroad scholarships cover 
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only 40% of the living costs abroad, and the Hungarian minimum wage is too low to allow the majority of parents to supply the missing amount Tót, . Other studies 
also found that outbound student mobility is low in Hungary (Dusa, 2015a, 2015b; Kasza, 

2010). Hungarian university students who responded to a survey reported to be 

motivated to study abroad but perceived that they cannot afford it financially; another common reason for not participating in study abroad was the students  self-assessment 

that they cannot speak a foreign language well enough (Kasza, 2010, Dusa, 2015a, 

2015b). 

Changes in the number of Hungarian students who studied abroad in the framework of 

the Erasmus mobility scheme suggests that the short-term outbound mobility of 

Hungarian students is increasing. Study abroad, as measured by participation in the 

Erasmus mobility program, doubled from 1998 to 1999 and has increased nearly 

sevenfold to 2014. According to the 2011/2012 edition of the Follow-up Survey of 

Hungarian University Graduates Diplomás Pályakövető Rendszer, , . % of all 
Hungarian university graduates studied at least a few months in a foreign country 

during their university years. We can trace some typical mobility channels by the most 

popular target countries. In Europe and worldwide, mobile students typically go from east to west and from south to north Kasza, ; Langerné, . Mirroring global 
student mobility trends, the most popular destinations of Hungarian mobile students are 

Western- and North-Western European countries. The most popular destination 

countries of Hungarian students are Germany, Austria, Great Britain, France, and Finland Kasza, ; Langerné, . 
Most Hungarian students who study abroad are from the traditional (five-year) training 

system and have a single university major (Kiss, 2014). The number of study abroad 

participants is lower among students enrolled in short-term (three-year  bachelor s 
degree programs, students enrolled at colleges (as opposed to universities), and 

students enrolled in correspondent training. Hungarian students studying humanities 

participate in Erasmus mobility programs at the highest rate (7.8%). Humanities 

students enrolled in foreign language degree programs are the most likely to 

complement their Hungarian university education with semesters abroad. They are 

followed by those who study economics (participation rate in this group is 6.8%) and 

social sciences (6%). In contrast, only 2.5% of students in teacher education programs 

have studied abroad (Kiss, 2014). Data from other sources also suggest that the 

outbound mobility of Hungarian students varies greatly by field of study. Kasza (2010), 

relying on data from the Graduate Research 2010 survey, found that 39% of students 

participating in international student mobility study economics, 21.6% study humanities, 

8.3% study law and administrative studies or engineering (also 8.3%). Only 6.1% of 

Hungarian students abroad are involved in medical or natural sciences, 3.8% in IT 

technology, 3.4% in agrarian majors and 2.3% in teacher education (Kasza, 2010). 

Variation in study abroad participation may be linked to differences in mobility plans 

across study fields. Only 16.4% of Hungarian students in teacher education programs 
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reported to have plans to study abroad in the Eurostudent survey (Kiss, 2014). In 

comparison, 34% of students who study medicine report that they would like to study 

abroad, although only 2.5% of them actually do so. 

The majority of Hungarian students participating in short-term study abroad attended the biggest and most prestigious universities in Budapest Eötvös Loránd University, 
Corvinus University of Budapest, and Budapest University of Technology and Economics , and big rural universities such as the University of Pécs, the University of 

Szeged, and the University of Debrecen) send ever smaller quantities. Small rural colleges send the fewest number of students to study abroad Kasza, ; Langerné, 
2009).  

In our research-series we examined the students of the higher educational institutions 

of the same region between 2003 and 2005. Thus we collected longitudinal results of 

experiences and plans regarding student mobility. While there is a moderate approach 

in connection with international study experiences, the proportion of those who plan 

mobility shows much more growth. It displays that the gap between the desire to be 

mobile and actually achieving it is bigger in the underdeveloped regions in the country. 

Table 1. Mobilty and the plans for mobility among the students at Debrecen (2003-2015) 

 Regional 

University 

2003 

(N=1040) 

Regional 

University 

2005 

(N=562) 

TERD5 

2008 

(N=728) 

TERD 

2010 

(N=439) 

IESA6 2015 

(N=1062) 

Students’ mobility 
experience at University of 

Debrecen 

5,1% 9,3% 8,1% 9,1% 8,8% 

Students’ mobility plans at 

University of Debrecen 
7,6% n.a. n.a. 35,8% 28,1% 

Based on our survey it is evident that the greatest supporters of the mobility of students coming from an underdeveloped region, are the parents  superior education, the 
objective and subjective financial situation, the type of settlement, as well as language 

knowledge, which is also dependant on social status. We wanted to examine the biggest 

obstacles as well, and we found these to be the following: the extra financial burden that 

come with mobility, insufficient foreign language knowledge, being far from family and 

friends, and also falling behind and the risk of losing credits (Dusa, 2015). 

Incoming Student Mobility 

While only 2,485 international students studied at Hungarian universities in the mid- s, their number increased tenfold after the change of regime Berács, (ubert, & 
Nagy, 2009). Before the political and economic transition, foreign students arrived at 

                                                 
5 TERD - The Impact of Tertiary Education on Regional Development 

6 IESA - Institutional Effects on Student Achievement in Higher Education 
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Hungary through a variety of bilateral exchange programs that the Hungarian 

government supported. Bilateral student exchange programs typically covered 

neighboring socialist countries and a number of developing countries from Asia and 

Africa. While in Hungary, these foreign students could earn degrees in English or in 

German at a number of Hungarian universities.  

Since the 1980s, the composition of incoming students has changed. In the academic 

year of 2007/2008, students from 118 countries were studying in Hungary; there were 

24 countries with more than 100 students pursuing studies at Hungarian universities. In 

2011/2012, the distribution of foreign students coming to Hungary by regions was as follows: Africa . %; Asia . %; America . %; and Europe . % Berács et al., . 
International students made up 5.6% of total university enrollment in Hungary in 

2011/2012. Most international students at Hungarian universities participate in short-

term study abroad programs; only 7.1 % of incoming students pursue a degree. About 

half (54%) of all international students in Hungary in 2007/2008 were coming from 

neighboring countries. Many of these students were ethnic Hungarian students hailing 

from the border regions. These students were typically enrolled in degree programs 

taught in Hungarian. In other words, about half of the international students in Hungary at the time were quasi  international Berács et al., . 
Within Europe, the largest sending countries of international students to Hungary are 

Germany, Norway, and Sweden (Fekete et al., 2014).7 Outside Europe, other countries 

that send the largest number of students to Hungary include Iran, Israel, and Turkey. 

Among the Asian countries, Vietnam leads, perhaps due to the fact that during the 

socialist era, Hungary established a student exchange program with this country. Other 

sending nations from this region include China, Japan, and South Korea. Several 

diplomatic relations and initiatives have been established with Asian countries in recent 

years, which may partially explain the modest growth in Asian students studying in 

Hungary in recent years. Interestingly, the number of students in Hungary from South 

Korea and Saudi Arabia has doubled in the past two years (Fekete et al., 2014). This 

growth is likely the result of changes in the domestic higher education systems of these 

nations (Fekete et al., 2014). 

Most international students enroll in the undivided medical training programs. The 

concentration of incoming students at medical training programs is not surprising; 

Hungarian universities boast medical faculties that are renowned internationally. Only 

Belgium and Spain have similarly high proportions of popular medical courses 

(Organisation for Economic Co-operation and Development, 2013; Szemerszki, 2005). In 

addition, Hungary hosts a high number of international students studying in agricultural 

departments compared to the European Union average (OECD, 2013). Descriptive 

statistics about the international student population of the University of Debrecen 

mirror international student enrollment patterns nationwide. In the 2014/2015 

                                                 
7 The ranking only includes countries that send more than 100 students to Hungary. 
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academic year, the number of international students enrolled at the university was 

3,801, which is the largest number of international students at a single university in 

Hungary (University of Debrecen, 2014). This group of international students came from 

89 different countries. The most students came from Nigeria (576), Iran (205), Israel 

(249) Vietnam (124), China (118), the United Kingdom (177), Turkey (189), and Brazil , not counting quasi  international students from the neighboring countries of 

Romania, Ukraine, and Slovakia (University of Debrecen, 2014). 

An exploratory study by one of the authors of this paper focused on the perceptions and 

experiences of three international students from South Korea who studied general 

medicine at the Medical and Health Science Center of the University of Debrecen. The 

author found that these international students perceived studying in Hungary as a 

starting point for their global mobility, and specifically as a potential entry point to 

American medical education. Studying in Hungary was seen as the starting point in their process of global capital accumulation  Kim, . Our surveys and interviews show 
that students choose Debrecen University because compared to international schools, it 

offers affordable high quality and acknowledged diplomas, as well as an environment 

that is learner oriented and relaxed. It is proven that this piece of information is passed 

down through the cooperational networks of incoming students (Dusa, 2015; Varga, 

2015). 

Incoming and outgoing faculty and researcher mobility 

Prior research has focused on the effects of higher education expansion on Hungarian 

faculty and the problems that occurred with the introduction of the multi-cycle training 

structure, but very little is known about (ungarian faculty members  academic networks 
and the ways that academic relationships, including international academic collaborations, are being formed Fekete & Simándi, . A study focusing on church-

maintained higher education institutions in the Partium region found that the regional 

academic networks of university faculty were influenced by the church affiliation of the 

institutions where they worked (Fekete, 2008).  

Although not focusing exclusively on higher education faculty, Viszt (2004) conducted a 

study at 45 Hungarian research centers, some of which were university-affiliated and 

others were maintained by the state or by private foundations. Viszt (2004) found that 

the destination nations of internationally mobile Hungarian researchers varied by 

academic discipline, and that researcher mobility was more common among individuals 

working in science and medicine than among researchers in other fields. 

A potential explanation for higher rates of international mobility among Hungarian 

researchers working in the field of sciences and medicine may be related to a 

characteristic of faculty mobility in Hungary that pre-dates the transition. In a study 

based on interviews with leaders and experts of higher education, Pusztai (2007) found 

that prior to 1989, certain fields of study were considered to be politically and 
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ideologically less dangerous,  and lecturers and researchers in these fields experienced 
greater freedom when it came to travelling abroad and building international co-

operational networks. The fields considered to be less dangerous  corresponded, for the most part, to what Kyvik and )ngvild  described as hard  sciences, including 
medical and natural sciences. 

The out-going instructor of the Erasmus teacher mobility program can choose from 31 

countries – 27 EU members, 3 EFTA countries and Turkey. The research carried out by Rédei  show that since , when the program was launched, the number of participants tripled by , and since then it has doubled Rédei et al., 007, Erasmus + 

annual report, 2014).  

In our research we analyzed the data of out-going lecturers of a big research university 

and a regional college, which have plans to become university. Neither of them are in the 

capital, instead they are in a country town in the Eastern part of  the country. Data 

shows that the number of incoming and out-going lecturers does not differ significantly, 

thus these institutions cannot be seen as obvious receiving or sending institutions. When 

the data from the research university and the regional college were compared we 

pointed out that though the absolute data seem to favour the big research university, the 

proportion of outgoing researchers is considerably higher in the regional college. 

Therefore it seems that the regional college can motivate their lecturers in gaining 

foreign experience better. Since in the regional college some hundred full-time lecturers 

are employed, in the big research university about one and half lecturers work. In the 

regional college there were 3% mobile workers in the beginning of the investigated 

period, but in the end of the era the proportion of mobile lecturers reached 10%, while 

mobility proportion of the big research university were 3% and they doubled.     

Figure 1. Out-going lecturers at the regional college and at the research university with Erasmus (2001-2014) 

 
Sour e: International Relations Center at the University of De re en and at the Eszterházy Károly University of Applied 
Sciences 
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According to the data there are few knowledge brokers, and there is a lack of so called cosmopolitan  researchers in the investigated higher education institutions. The majority of the lecturers are local  individuals. Due to financial and organizational 
reasons few can afford to go abroad for a longer time. The roots of the problem are the 

lack of the sabbatical leave system, and the effect of a longer leave, which is dropping out 

from institutional social networks, that can lead to slower career. The financial side of 

the problem consists of limited resource for research mobility and difficulties in 

connection with arranging accommodation especially for researchers with families.  

Conclusion 

In this paper we documented the international mobility patterns of Hungarian students 

and faculty, as well as the mobility patterns of international students enrolled at 

Hungarian universities. According to our research experience internationally mobile 

students and faculty can be thought of as knowledge brokers, or nodes of international 

networks affiliated with higher education institutions who serve as pioneers for 

international co-operations, mediators of new research methods and research results. 

Knowledge brokers may encourage and support their colleagues and peers by 

distributing essential information, setting examples, and composing possible pathways 

that others may also use. Hungarian scholars and students on long-term visits abroad 

may enhance publication and other career opportunities for their fellow citizen 

colleagues.  

Very little is known about the extent to which any of these potential benefits were 

realized at Hungarian higher education institutions that either send students and faculty 

abroad or receive international students. A major challenge in expanding knowledge 

about the potential benefits and drawbacks of international student and faculty mobility 

in Hungary is a lack of systematically collected, nationally representative data system 

that tracks outgoing and incoming student and faculty characteristics, their experiences 

while studying or working abroad or in Hungary, and the individual and societal 

outcomes associated with international experiences. We performed regional surveys, 

and our results show that the two groups of international knowledge brokers, which are 

internationally mobile faculty and internationally mobile students proved to be a 

narrow stratum. We investigated the reasons behind this phenomenon, and we can state 

that they are either financial or organizational reasons. 
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Understanding and solution of science problems, advanced-level mastering of science 

knowledge and methods cannot take place without this ability. However, research has suggested 

that in recent years students starting their BSc in science do not possess the necessary level of this skill Radnóti, . Finding the reasons is a multi-faceted and complex task. This study 
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problem-solving and metacognition. The investigation involving 156 students entering BSc 
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solving was measured using a series of tasks on biology and general, everyday life topics while 

metacognition related to problem-solving was assessed using the MCAI (Metacognitive 

Assessment Inventory) standard devised by Cooper and Urena (2009). To establish correlations, 
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perform a more detailed and more thorough analysis. The study presents the results for the 

various clusters and the conclusions that could be drawn from them. 
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Introduction 

The results of research into problem-solving and the present situation of science 

education reveal the fact that teachers do not make proper use of the potential of the 

development of problem-solving in their classes.  Students’ unsatisfying science 
knowledge and attitude, however, is the result of several shortcomings. Finding the 

reasons is a multi-faceted and complex task.  But the problem does exist, as suggested by 

the results of several investigations.   )nternational surveys have been measuring students’ applicable knowledge since the 
1970s. The first investigations related to sciences were the surveys IEA (International 

Association for the Evaluation of Educational Achievement) in 1983 followed by TIMSS 

(Third International and Science Study) in 1995. TIMSS focused on the level of 

development of the ability of problem-solving thinking as well as the application of 

acquired knowledge. The results clearly showed that 18-year-old Hungarian students 

leaving secondary school education cannot keep pace with the other students from other 

participating countries given the fact that they finished 18th among the 21 participating 

countries. In the late 1990s OECD (Organisation for Economic Cooperation and 

Development) launched the triennial international monitoring PISA (Programme for 

International Student Assessment) survey that measures 15-year-old students’ ability to 
apply their knowledge to real-life situations, in other words, the extent to which they 

possess the knowledge and skills that will equip them for full participation in society, 

further study, or finding employment (Engler, 2013).  

The low level of the science knowledge of Hungarian students entering higher education 

and application of that knowledge has been attested by a body of research in Hungary Tóth & Radnóti, ; Radnóti, a, b; Revákné & Radnóti, .  (owever, 
diagnosis alone is not sufficient, further investigations are necessary to uncover the 

causes of these results. The research to be described below, which investigated the 

factors affecting the science problem-solving performance of students who have just 

started higher education, is such an investigative analysis. Our research focused on 

examining and analysing the relationship between problem-solving and the awareness 

of problem-solving. 

The role of metacognition in problem-solving 

Research into the role of metacognition in problem-solving has reported that the level of 

metacognition is a good predictor for students’ performance in problem-solving (Lester, 

1994; Desoete, Roeyers & Buysse, 2001; Veenman, 2005). According to Goos, Galbraith 

and Renshaw (2000) the main connection points of metacognition and problem-solving 

are the collection, selection, and sorting of relevant information necessary for the 

understanding and representation of the problem, the conscious planning of problem-

solving as well as the conscious monitoring of the various steps of the solution process.  
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Artz and Armour  have demonstrated that the causes of students’ failure in 
problem-solving are their inability to monitor their mental processes during the 

problem-solving process and their lack of knowledge the various stages of problem-

solving. This is the reason why the process of problem-solving needs to be taught 

explicitly. This is particularly true for problem-solving in science subjects where the 

success or failure of performing an experiment often depends on whether the students 

are familiar with the various steps of experimenting analogous to the logical course of 

problem-solving and their interrelationship.  

In relation to the development of declarative metacognition Lin (2001) concluded that, 

in terms of convictions about knowledge and knowledge of subject matter, it is implicit methods that are the most fruitful. According to Péntek , implicit methods involve 
contextual diversification and structuring of content, in other words, the relation of as 

many diverse situations as possible (tasks tied to various subject contents as well as in 

diverse situations) in order to decide and recognise whether the solution to the given 

problem is correct or not, how and in what diverse ways we can think about a problem, 

and whether we understand the task or not, etc. Lin (2001) also notes that we cannot 

make much progress in the field of development by collecting metacognitive phrases 

pertaining to the way a problem is solved (e.g., I read the task, I understand it, consider 

whether it is correct or not, etc.) and making students consciously cram and apply them. 

In fact, it can lead to a slowing down of the problem-solving process and a decrease in 

performance. Tóth , too, highlights the central role of metacognition in problem-solving. He 

defines problem-solving, as applied thinking, as a complex cognitive process in which 

critical thinking, guidance of the restructuring of already existing knowledge structures, 

and creative thinking, in charge of gaining new knowledge, are equally important. 

Among the cognitive components of critical thinking he emphasises analysis, evaluation, 

and the search for correlations. He identifies three cognitive components of creative 

thinking: synthesis, elaboration, and recognition of relations, including metacognitive 

knowledge. In his interpretation metacognitive knowledge covers all those higher-level 

checking and monitoring processes that are used during problem-solving and decision 

making. These elements are the following: choice of the strategy necessary for problem-

solving, the ways of analysing and evaluating data, and comparison of the ways a 

solution can be worked out.  

It is also still a bone of contention whether to perform development of metacognition 

through subject-related content or independently from it.  

According to the theory of „conceptual shift” development of cognitive abilities takes 
place while mastering some subject-related knowledge at school, which can then be 

transferred to other fields of science and can also be well applied in solving problems of 

everyday life (Carey, 1985). This is true for the development of metacognition, too. The 

Hungarian educational system today prefers acquisition of knowledge within the 
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framework of lessons, which is why we will have to keep this option in mind during 

development. The common experimental nature of science subjects makes it possible for 

problem-solving strategies acquired in biology, physics, and chemistry lessons to be 

used in the process of solving problems in other sciences as well. Thus development of 

metacognition linked to subject-related content allows an internal transfer among 

science subjects and an outward-pointing external transfer in solving problems of 

everyday life.  

The results of the research presented here demonstrate that the success of problem-

solving is influenced by how conscious learners are during the solution process, whether 

they are aware of what they are doing, why and how they are doing it, and whether they 

can monitor the solution process. This makes the raison d'etre of implicit and explicit 

methods that develop awareness justified in lessons. 

Measuring awareness of problem-solving  

In his monography on metacognition published in 2007, Csíkos summarised the issues 
belonging to evaluation of metacognition and concluded that at present there is no 

uniformly accepted appropriate method or measuring device to evaluate metacognition. 

In this work he mentions that previous studies have identified three stages of measuring 

components of procedural metacognitive knowledge: (1) before, (2) during, and (3) 

after solution of the task. Among the methods of pretests he lists use of questionnaires 

and oral interviews, the think-aloud technique and observation in the „on-line” stage, 
and finally the use of questionnaires and interviews as posttests.  

Most of the investigations relating to the awareness of science problem-solving have 

been performed /carried out within the framework of the subjects of physics and 

chemistry and the measuring devices used there were similar to the measurement 

techniques described in Csíkos’s study  Meijer et al., ; Anderson & Nashon, 
2007). In terms of the purpose of measurement these techniques belonged to one of two 

large groups: (1) measurement of various components of metacognition during 

problem-solving (declarative, procedural, and conditional knowledge, planning, 

monitoring, and evaluation), (2) measurements related to the consciousness of the 

various components of the problem-solving process. 

An example of measuring the various components of metacognition on-line is the 

complex measuring system MSA (Metacognitive Skills and Knowledge Assessment) 

developed by Desoete, Roeyers and Buysse (2001), in which students compared their 

predictions about their own performance in the field of problem-solving in mathematics 

with  the actual results of the solutions. During the measurement, both oral interviews 

and written tests were employed and seven parameters (declarative, procedural, and 

conditional knowledge, and the skills of prediction, planning, follow-up, and evaluation) 

within the two main metacognitive components (knowledge and skills) were studied. 

During measurement of declarative knowledge students were asked to choose the five 
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most difficult and the five least difficult tasks just by looking at them, before actually solving them. Then they solved all the tasks. During the evaluation the students’ 
predictions were compared with the solutions and were given scores accordingly. The 

researchers followed the logic of declarative knowledge measurement in the case of 

procedural metacognition, too, asking students to explain how they solved the tasks 

whereas during measurement of conditional knowledge students had to answer the 

question why they perceived the tasks as easy or difficult to answer. Examination of the 

reliability of the MSA method Cronbach α for the seven parameters: ,  – 0,87) 

revealed medium reliability, while examination of its validity (correlation between first 

and last measurements: r = 0,81, p < 0,005) showed correct validity. 

When measuring consciousness during the solution of problems in physics, Meijer et al. 

(2006) studied not only the specific components of metacognition (planning, monitoring, 

and evaluation) but also the concrete extent of awareness that accompanies the various 

steps of the problem-solving process (orientation, elaboration, and implementation). 

The think-aloud method was used for measurement, which had medium reliability.   

Measuring awareness of science problem-solving can be done using questionnaires, too. 

This method is preferred if a great number of students (over 100) are examined at any 

given time. However, their use is questionable on several counts. One problem is that 

students may manipulate in judging the truth content of the statements, over- or 

underestimating themselves. Another problem is that statements about procedural 

metaknowledge can often be regarded as meta-knowledge about metaknowledge. Forming the actual picture is also made difficult by students’ inability to understand the 
content of the statement or to treat the generality of the statements properly Csíkos, 
2007). However, by taking account of correcting potential sources of error the 

questionnaire format can be improved and turned into a reliable and valid measurement 

instrument.  

Among the questionnaires mention should be made of the Metacognitive Activities 

Inventory (MCAI) by Cooper and Urena (2009), designed to measure awareness of 

chemistry problem-solving. It has an internal structure that enables detailed exploration 

of the awareness of the problem-solving process. These structural elements can easily 

be compared with the details of performance of the actual problem-solving and can be 

used to interpret them, which is why we chose to use this questionnaire in our study to 

measure awareness of science problem-solving. 

The study 

Purpose of the study 

The investigation was part of our research carried out between 2012 and 2015 to study 

how awareness of problem-solving affects science BSc students’ performance in 
problem-solving. To measure awareness we looked for a measuring instrument which 

would enable us to explore the metacognitive features of as many elements of the 
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problem-solving process as possible. The MCAI (Metacognitive Activities Inventory) 

questionnaire designed by Cooper and Urena (2009), which was originally designed to 

measure the metacognitive features of chemistry problem-solving, turned out to be such 

a device.  

The purposes of the investigation described in the study are: (1) to analyse the 

performance of the students in science problem solving tasks and (2) to explore the relationship between students’ performance in the actual problem-solving task and 

awareness. The main questions of the study:  What is the students’ performance like in the test 
measuring the process of problem-solving?  What is the extent of students’ 
awareness related to problem-solving based on the MCAI questionnaire? (3) What 

correlation can be found in the examined sample between the process of problem-

solving and the results achieved on the metacognitive questionnaire? 

Sample and methodology 

The study was conducted at the University of Debrecen in September 2014 and involved 

a total of 55 biology students (BSc level) who had just entered higher education. Our 

first-year university students write an aptitude test every year when they start their 

university studies to assess knowledge of content and skills necessary for progress. This 

aptitude test was completed in 2012 with a series of problem-solving tasks as well as 

with an MCAI questionnaire to measure awareness of the problem-solving method.  

The students needed to judge statements in the MCAI questionnaire as pertaining to 

themselves based on a five-point Likert scale. The questionnaire, designed by Cooper 

and Urena (2009), was originally used to measure metacognitive regulatory skills pertaining to first and last year chemistry students’ chemistry problem-solving. When 

compiling the content of the questionnaire, the main goal was to include items related to 

activities and skills necessary for successful problem-solving. The items, originally 53, 

were collected by an expert panel consisting of professors, students, and psychologists 

and were pre-tested. The main test contained the final questionnaire consisting of 29 

(21 positive and 8 inverse) items that students needed to judge using a 5-point Likert 

scale. The scores given to the items demonstrated how often the students used the 

particular activity during problem-solving.   

Cooper and Urena (2009) subjected the final version to structural analysis during which 

they looked for internal structures and dimensions. However, these dimensions could 

not be demonstrated during the investigation conducted using factor analysis, which the 

authors interpreted as the high interdependency of (the elements of) metacognitive 

regulatory skills and the difficulty involved in their separation from one another.  This measuring instrument also provided the students’ professors with important 
information which they could use to conclude how the students perceived their own 
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problem-solving activities and skills. The measurement results made the approach of 

professors to students more conscious as, in view of the deficiencies, they changed their 

teaching methods to make problem-solving and learning more efficient.  

Simultaneous completion of the questionnaire by the students, following proper 

instructions, took 20 minutes in our study.  

In later parts of our study we wished to analyse what kind of relationship there is 

between the outcomes of problem-solving and awareness of the problem-solving 

process. To this end, we compiled a series of problem-solving tasks consisting of 6 tasks, 

which were analysed using the activities in the MCAI questionnaire, thus the two 

outcomes were comparable.  The first two of the six tasks were calculation exercises 

requiring biological knowledge. These were followed by two tasks that used well-known 

examples of medical science and finally by tasks related to solving problems from 

everyday life. Every singly task contained similar questions asking for the existence of the components of Polya’s cognitive model: 
a) What is the main problem of the experiment?  

b) What is the problem of the experiment?  

c) Preliminary information (knowledge, correlations, formulae, equations, 

algorithms)  necessary to solve the question. Demonstrate what you can, using 

drawings or graphs. 

d) Make a plan to solve the problem of the question. (Describe the way you would 

solve the problem. If you have more than one plan for solution, describe them 

each separately.)  

e) Carry out your plan(s) of solution, solve the task, explain and interpret the 

solution. (Explain why you chose the given solution.)  

f) Check the solution. Has the main problem of the experiment been answered? If 

not, how would you think go on?   

Evaluation of the solutions took place according to the following points of view:  

1. The problem 

1.1. Understanding the problem:   yes: 1   no : 0 

1.2. Representation of the problem (can describe the understood problem, can 

illustrate it using drawings and graphs): yes: 1 no: 0 

1.3. Collecting all information relevant to the solution (even if one piece of 

information is missing, the solution cannot be accepted): complete: 1, incomplete 

or something missing: 0 

1.4. Demonstrating the relationship between pieces of relevant information: yes: 

1 no: 0 

2. Plan of solution and implementation 

2.1. Formulating a hypothesis:  yes 1;  no: 0 



HERJ - Hungarian Educational Research Journal 2016, Vol. 6(1) 
 

75 

2.2. Description of plan of solution accompanied by reasoning: yes, there is one, 

and the reason explains the chosen plan: 1; the reasoning does not explain choice 

of plan or there is no reason or plan, or there is neither: 0 

2.3. Shift between different plans of solution: more than one plan of solution with 

reasoning: 1;  not more than one plan of solution: 0 

2.4. Implementation of solution: the solution is correct and shows a relationship 

with the plan of solution: 1;  the solution is not correct: 0 

3. Evaluation 

3.1. Reasoning behind the solution: yes, and it is correct: 1; yes, but not correct or   

there is none: 0 

3.2. Comparison of the solution with the problem: yes, and it is correct: 1; yes, but 

it is not correct, or there is none: 0 

3.3. Restructuring of the problem-solving process for a better solution. At the end 

of the solution, the learner realizes that there are other solutions, or their 

solution proves to be incorrect, finding out, they restart the process: 1; no other 

perspective: 0 

To analyse the results the SPSS 17.00 programme was used. To analyse the problem-

solving tasks and the MCAI questionnaire, ANOVA (The one-way Analysis of Variance) 

and descriptive statistics, while for the analysis of correlations correlational study was 

employed. To enable a deeper understanding of correlations between problem-solving 

skillfulness and the level of awareness affecting it, cluster analysis, similar to pretesting, was used Revákné, Máth, (uszti & Pollner, . 
Results and discussion 

First of all reliability of the problem-solving tasks and the MCAI questionnaire was 

determined. Cronbach-α was .  for the problem-solving tasks and 0.81 for MCAI (the 

latter verifying the values 0.6-- .  in Cooper and Urena’s  measurements .   
To answer the first question of the study (What is the performance of the students like 

in the test measuring the problem-solving process? , we analysed students’ performance 
on the problem-solving tasks. When evaluating the tasks, we employed the scoring 

method described above in each task. We found the means of the components of the 

process as pertaining to the sample studied (Figure 1) and the values of significance 

between them. The mean of the total score of the students studied on the problem-

solving tasks was 29, which represented 44% of the tasks solved - a result below the 

average. 

The students involved in the study had the least difficulty with understanding and 

representing the problem and with formulating hypotheses. At the same time, collecting 

the preliminary information necessary for the solution was difficult for them as was 

finding potential correlations between them. In lack of these the course of the solution 

may become problematic, relevant information and knowledge that could lead to 
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successful solutions may be missing. This is attested by the fact that in the studied 

sample making a plan of solution had a significantly lower mean compared with 

hypothesis formulation, and the level of the stages following planning was really low. 

Naturally, the weakness of the latter stages may have other reasons as well, one being 

that education does not place due emphasis on developing these skills. The most 

conspicuous problem is that the students in the sample cannot see the correlations and 

cannot think flexibly or creatively to find new paths and alternatives after failure to 

solve a problem. This means that our students are not experienced in solving problems 

since education fails to pay due attention to developing problem-solving skills (or if it 

does, it is ineffective). There was a significant difference between the means of the 

various dimensions (F(10)= 609,233, p = 0,000). Exceptions to these were the 

differences between the means for hypothesis-making and problem representation (p = 

0,515) and those between the means for finding relevant information and reasoning for 

the solution (p= 0,140). All in all we can say that the first third of the problem-solving 

process (understanding and representation of the problem, formulating hypotheses) 

does not cause any problems for the students studied, however, they are poor at 

performing later stages (planning, implementation, evaluation) of it that are very 

important from the aspect of finding a solution.   

In later stages of the study we tried to find out about the extent of students’ awareness 
of problem-solving using the MCAI questionnaire. The measurement in our sample had 

been  preceded by a pretest in 2012, which allowed us to make changes to the 

questionnaire to make it more effective (it is necessary to explain the purpose and 

structure of the questionnaire to the students in advance, explain the meaning of the statements and make students practise correct judgement of the statements  Revákné, Máth, (uszti and  Pollner, . Cooper and Urena  performed factor analysis to 

find out whether distinct blocks of statements comprising the components of the 

problem-solving process can be identified in the questionnaire. However, neither they 

nor we were able to demonstrate presence of these, a fact that can be explained by the 

interdependency of (the elements of) metacognitive regulatory skills and the difficulty 

involved in their separation from one another. Thus the performance achieved on the 

MCAI questionnaire can be described in terms of the total score achieved, but this result 

in itself is not informative from the aspect of our research. It gains meaning only in 

comparison with performance achieved  on the problem-solving tasks. The total mean 

score of the students involved in the MCAI questionnaire sample was 97, 86% of the 

maximally achievable 113 points. Based on this, the students in question show good 

awareness of the problem-solving process. Like in the pretest, the question still remains: 

how real is this value is and what is the extent of students’ under- and overestimation?. 

We get a better chance of answering that question by examining the correlation between 

the results in the problem-solving process and the results of the MCVAI questionnaire 

and assuming that it really does exist.  
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Thus, in order to answer the third important question of the study (What correlation can 

be found in the examined sample between the process of problem-solving and the 

results achieved on the metacognitive questionnaire?), we performed a correlation 

analysis between the various dimensions measured in the problem-solving tasks and the 

various statements of the MCAI questionnaire.  

The following significant correlations were found between the 11 dimensions of the 

problem-solving tasks and the 29 statements of the MCAI questionnaire (Table 1). 

Table 1.  Significant correlations between the various dimensions of the problem-solving tasks and the statements of the 

MCAI questionnaire  

Dimensions of 

the problem-

solving tasks 

Statement of the MCAI questionnaire 

R 

(Pearson’s 

correlation 

coefficient) 

Understanding 

the problem 

I read the statement of a problem carefully to fully understand it. 0, 265* 

I determine what the goal is. 0,225* 

I try to determine the way and form in which the results will be 

evaluated. 
0,235* 

I find relations between concepts, quantities, and factors before 

attempting a solution. 
0,227* 

Representation 

of the problem 

 

I identify the goal of a problem. 0,250* 

Once I have understood the problem, I try to gain further knowledge 

and experience to secure successful solution of the problem. 
0,226* 

I find relations between concepts, quantities, and factors before 

attempting a solution. 
0,220* 

I do not read every single unnecessary detail before starting to solve 

the problem 
- 0,230** 

Hypothesis 

making 

I identify the goal of the problem. 0,254** 

Once I have understood the problem, I try to gain further knowledge 

and experience to secure successful solution of the problem. 
0,234** 

I do not read every single unnecessary detail before starting to solve 

the problem. 
0,241** 

Making a plan 

of solution 

It makes me feel good to find the mistakes and be able to correct them. 0,167* 

I write down everything during the solution process. 0,206* 

I find relations between concepts, quantities, and factors before 

attempting a solution. 
0,169* 

I do not read every single unnecessary detail before starting to solve 

the problem. 
- 0,240** 

Execution of 

the solution 

 

It makes me feel good to find the mistakes and be able to correct them. 0,270* 

I make sure that my solution actually answers the question. 0,169* 

I do not reflect on how it feels to find the answer. - 0,187* 

Reasoning for 

the solution 

It makes me feel good to find the mistakes and be able to correct them. 0,203* 

If I think I can solve a problem, I do not spend time gaining new 

knowledge. 
- 0,182* 

Restructuring 

of the solution-

-- 

I write down everything during the solution process. 0,218** 

I check that my result is an answer to the problem. 0,176* 

I always think about whether what I am doing at any time is necessary 

and good for the solution of the problem. 
0,208** 

I always analyse every step of the solution process. 0,175* 

I find the starting point through detailed analysis of the problem. 0,169* 

One I have solved a problem, I do not spend time looking for new 

knowledge. 
- 0,196* 

If I think I can solve a problem, I do not spend time looking for new 

knowledge. 
- 0,189* 
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Table 1. shows that there is a significant correlation, albeit not strong, between the total 

score of the components of the problem-solving tasks achieved by the students in the 

sample and those of the students on the MCAI questionnaire. This means that the MCAI 

questionnaire predicts, although weakly, performance in the problem-solving tasks. It 

remains to be seen how much this correlation could be improved if students were more 

experienced in completing questionnaires on metacognition and on the conscious 

analysis of the metacognitive processes of problem-solving. One thing is certain: in the 

studied sample, it is the dimensions of the problem-solving tasks with higher means 

(understanding, representation of the problem, hypothesis formulation, making a plan 

of solution) that show a higher correlation with the metacognitive activities on the MCAI 

questionnaire, while in the weaker dimensions (collecting relevant information, finding 

relations between pieces of information, finding relations between plans of solution, etc.) 

no correlation was found between the two variables. There is one exception to the latter 

group, namely restructuring of the solution, in other word, finding another path to the 

solution after one has failed. The statements provided by the students on the MCAI 

questionnaire suggest that this is a met cognitively complex, multi-step activity, the 

possession of which could indeed improve the success rate of problem-solving. As a result of the „two-step” cluster analysis two clusters were identified in the MCA) 
questionnaire, those of the underestimators (78 students perceived the activities 

represented by their statements as medium difficult or even weaker and the other 

consisting of the overestimators (76 students, mostly giving the items 4 or 5 points).  There was a marked difference in items  „) read the statement of a problem carefully 
to fully understand it”  and  „Once a result is obtained, ) check to see that it agrees with what ) expected”  as well as the  statements with a negative content -  „One ) have solved a problem, ) do not spend time looking for new knowledge”, „)f ) think ) can 
solve a problem, ) do not spend time looking for new knowledge”;  „) do not reflect on how it feels to find the answer”;  „)f ) do not know exactly how to solve a problem, ) immediately try to guess the answer”;  „) do not read all unnecessary details before starting to solve the problem” , „) spend little time on solving problems especially if ) know ) cannot do them” ,  „”)f a problem takes several attempts and ) cannot get it right, ) get someone to do it for me and ) try to memorise the procedure” . )n these cases the 

over-estimators almost entirely rejected or failed to use these activities to solve the 

problems, thus giving themselves remarkably lower scores compared with the previous 

statements. We examined the correlation between the scores on the problem-solving 

tasks and those on the questionnaire on metacognition. We found a negative correlation 

(r = - 0.334; p < 0.01) in cluster two (over-estimators), that is, students who 

overestimated themselves on the questionnaire on metacognition performed poorly in 

carrying out the problem-solving tasks. 

We can conclude that, in the studied sample, the MCAI questionnaire was a weak 

predictor of the performance achieved on the problem-solving tasks. The reasons for 

this may be: 1) The activities described in the MCAI questionnaire are not specific to the 
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components of the problem-solving process. 2) Students are not experienced in 

performing and judging similar metacognitive activities. 3) Students are not realistic 

when judging the statements on the MCAI questionnaire. 4) In contrast to the 

measurements of Cooper and Urena (2009), the MCAI questionnaire is not a perfect 

predictor of performance on the problem-solving tasks. 

Conclusion 

The background of our study was provided by the poor biology knowledge and problem-

solving of students entering science BSc-level education measured in the past couple of 

years. Since science problem-solving is an indispensable element of learning and 

researching science subjects, it is imperative that it should be raised to the required 

level in the students concerned. However, to be able to do this, it needs to be clarified 

what reasons lie behind the poor performance and also what we can do to improve 

these results. Of course, the success of problem-solving is affected by several factors. In 

our study we undertook to find correlations between problem-solving and its awareness 

assuming that the success of problem-solving is greatly affected by the awareness and 

metacognition of problem-solving.  To this end, we compiled a problem-solving task 

series consisting of 6 items which we then analysed for the presence and level of the 

components of the problem-solving process. To measure awareness of problem-solving 

we used the MCAI questionnaire, a standardised measuring instrument of metacognition 

designed by Cooper and Urena (2009). The results show that the studied students are 

indeed weak in terms of their performance on the results of the problem-solving process 

and are also inexperienced in the field of awareness of the problem-solving process.  

Using the instrument measuring metacognition, we were able to find only a weak 

correlation between the success and awareness of problem-solving. In this way our 

hypothesis was only partly proved. We are convinced, however, that this weak 

correlation is not necessarily the fault of the measuring instrument. It can be due to students’ inexperience in metacognitive activities and in judging similar questionnaires. 
To prove this assumption, further studies will be necessary. It is also necessary to find out what factors are responsible for the unsatisfying level of students’ problem-solving 

skills. 

Note 

The research was supported partly by the Hungarian Scientific Research Fund. Grant No. 

OTKA K-105262. 
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Preliminary assumptions 

This model is based on the following theoretical assumptions about learning and 

development: children are willing to communicate and to learn new things. They have 

an innate desire for education. They want to learn something. Children start school with 

these essential properties. 

Learning is an individual- constructive, social process of appropriation. Consequently, 

children cannot be considered to be objects in knowledge transfer. Instead, children 

should be looked upon as subjects of their own learning process, which is characterized 

by desire for instruction (imitation), for freedom (creativity) and for teamwork 

(cooperation). Therefore, instructive, cooperative and independent forms of learning are 

not competing categories but there is rather a dialectical and supplementary 

relationship between them. As a result, these various forms of learning should be 

considered in equal measure when it comes to didactic design. 

Learning can be characterized as a series of long-term processes; i. e. children need time 

to develop ideas, to discuss and to prove them. They also need time to to think about 

their own concepts and to put their thoughts into words. Children need time for revision, 

practice and experiments. They need time for their questions and for conversations. 

They also need a great deal of time for playing and moving around. Consequently, 

learning processes at school should not be planned from lesson to lesson, consisting of 

small, separate units. Instead, it is favorable to choose a complex, long-term approach 

which also integrates cross-disciplinary elements, whenever possible.  

Learning at school is a planned and goal-oriented form of learning, which takes place in 

a class. Teachers have to know exactly what they want to achieve in class in order to 

make the right decisions about how they teach. Children also need specific goals if they 

want to be successful learners. Therefore, when it comes to setting learning objectives, 

not only teachers but children should also have a say. Furthermore, these discussions 

with children should be properly documented, too. 

In elementary school, children learn basic competences which they must be able to 

activate in the long run because these will be essential for advanced learning. The sign of 

effective and long-term learning is that children start to think in terms of general 

concepts. This implies an extensive network of models and generalized patterns which 

help children to explain and to comprehend various phenomena. There is an interaction 

between these models and concepts can be transferred from one model to another. 

Working with general themes which focus on essential elements of a concept, is the way 

to develop conceptual knowledge. 

Basic structure of the didactic conception Rostock model  

Treating children as independent learners means that from the very beginning, they 

should take an active part in organizing their own learning. Therefore, they should be 
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involved in decisions in a clear and transparent way. This should be considered as early 

as in the planning stage when teachers set group specific learning objectives, think about 

general themes, identify essential concepts. This is also the stage when teachers make 

decisions about learning content, appropriate teaching and learning methods. 

Each learning unit starts with an initial phase (introduction, raising awareness). The 

teacher discusses with the children what material they are going to cover. They set 

learning objectives and criteria and also develop a general theme together for the new 

topic. These categories are put on display in the classroom so that children can have a 

look at them any time. 

At the beginning of the exploratory phase (elaboration), the teacher provides general 

cognitive guidelines by giving and justifying examples and models. Teachers should also 

be ready to explain these guidelines and to provide additional clarification. Children are 

given the opportunity to carry out practical actions with objects within a social learning 

context. Instruction, independent learning and cooperation are present in equal 

measure. The teacher motivates children to work carefully and makes sure that all 

constitutive activities are carried out in full. Furthermore, the teacher gives ongoing 

feedback and enables the qualitative assessment of learning achievements. Children use 

learning objectives and criteria to reflect on their activities and results.  

In the concluding presentation phase, which has a monitoring function, the teacher 

encourages children to present their findings by using various techniques such as 

overviews, charts, diagrams or models. At the same time, children are asked to comment 

on their chosen topic in a written form and/or in an oral presentation. For example, they 

can write a test or give a talk.  

Each learning unit ends with a reflection phase. Relying on the learning objectives and 

criteria, children evaluate their learning processes and achievements. They also reflect 

on their feelings and emotions during the activities.  

Depending on the unit, the presentation phase can also follow the reflection phase. This 

means that teachers are free to decide which didactic function they take first.  

Action-oriented didactic elements within the model 

The Rostock Model is characterized by specific action-oriented didactic elements which 

enable a child-friendly approach to organizing and optimizing learning and teaching 

activities. These elements help teachers plan, teach and analyze their own lessons. 

Focusing on the significance of the learning content 

Within this model, it is a fundamental didactic idea that children should take an active 

part in organizing their own learning. They should be involved in decisions in a clear and 

transparent way. As a result, at the beginning of each unit teachers discuss with children 
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why the upcoming topic is significant: why is it important and why is it useful to learn 

about this topic? If one considers how the human brain works, this approach also proves 

to be appropriate. The brain always has some expectations about incoming information 

and compares these with the stimuli it receives. Consequently, learning can be enhanced 

if specific stimuli raise learner's awareness beforehand (Spitzer, 2004). Children 

(actually not exclusively) are always curious about how they benefit from learning something new Schneider, : . They make a kind of cost-benefit calculation  and 
are willing to learn only what they think is useful for them. Consequently, teachers 

should select themes which children can clearly relate to and can recognize as useful for 

their everyday life. Children should discuss in pairs why they find it important to learn 

about the upcoming theme. Finally, some of the comments is written on a poster or on 

the blackboard, representing the various opinions of the students. The comment should 

be placed in the classroom so that children can see it during the entire learning process 

and the teacher should also refer to this sentence again and again (Clarke, 2001). 

Involving children in setting learning objectives 

Speaking of learning management, why is it important to set clear objectives at all? To a 

great extent, interest and attention are raised by expectations which correspond with 

learning objectives, provided children are informed about these in advance. It proves to 

be an effective way to keep children focused if these objectives are not exclusively looked upon as components of teachers  work but they are also deployed as learning 
tools within classroom. 

Traditionally, it is the teachers who make decisions about learning objectives during the 

preparation. These decisions are based on what knowledge children should acquire, 

what skills and attitudes should be developed (the teachers' perspective). What is new 

about the Rostock model is that learning objectives are formulated in two different ways: 

by asking open questions (what is the problem? what has to be explained?) and by 

determining the desired outcome (what will children know, learn, discover, be able to do 

etc.) As for skills development and attitude formation, the teacher also sets specific goals: 

which general, transferable and evaluable skills are developed especially? Which 

essential attitude is emphasized? 

If teachers want to exploit the expectations of the children as a tool for learning, it is 

essential but not sufficient to set learning objectives as described above. Learning 

efficiency increases when children  

 know exactly what they have to do and to achieve 

 can participate in decision-making and are in control of their own learning. 

As for learning objectives and units, children continuously need some orientation from 

the very beginning. This implies that guidelines should always be visible and easy to 

remember. Clear objectives are like docking stations for expectations. Therefore, the 
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learning objectives within a course unit should always be determined not only from the 

teacher's but also from the pupil's perspective. After the initial discussion about the 

significance of the upcoming unit, the teacher also discusses the learning objectives with 

the children: What are we expected to know and to be able to do? Goals and objectives 

are formulated in a clear and very specific language which is easy to understand for children children s perspective . )n order that each and every child can use these goals 
as a means of orientation, they are put on display in the classroom and during the 

learning process they serve as a constant point of reference. 

Working with generative themes 

It is essential to acquire comprehensive cognitive and practical concepts in order to take 

appropriate actions in a complex world and to cope with new situations properly. As we 

all know, after learning something it takes only little time to forget it. This is why it 

makes sense to focus on a central theme which comprises the gist of a given subject. In 

this context, Daniel Goleman (2008) uses the notion of memes. This concept refers to 

ideas and themes which spread from one human being to another, just like emotions: „Memes with particular power, like democracy or cleanliness, lead us to act in a specific way . Several advanced and complex ideas are based on central, generative themes, which are characterized by transdisciplinarity and support comprehension Blíthe, 
1999).  

An example: Constant dripping wears the stone away. Within the context of natural 

sciences, for instance when discussing a topic related to water in class, this sentence 

may refer to how powerful water is. Within a social context, endurance may be 

highlighted as a generative theme in this respect. A generative theme can be 

conceptualized as a pervasive theme (similar to themes in music). It constantly refers 

back to the essential theme of the unit and it also opens up new vistas enabling fresh 

insights again and again. When teachers work consciously with such themes, it results in 

a rhythmic form of learning and teaching. Generative themes vary depending on pupil's 

age, social and cultural background, personal interest and intellectual experience. In 

elementary school, proverbs, rhymes and core statements lend themselves for such 

themes. Generative themes are mainly thought-provoking ideas and impulses for 

attitude formation. 

Elementary school students are very much responsive to such themes and they refer 

back to these themes in their line of argumentation. However, it is important to note that 

children usually start understanding what these statements actually mean only after 

extensive discussions. When teaching a unit based on such a generative theme, teachers 

should always pay special attention to conscious repetition. This enables children to 

interpret meaning on their own. According to our experience, children are very much 

interested in such content-related discussions (Olbrich, 2014).  
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Child-friendly explanation of essential concepts 

The Rostock model was developed nine years ago and since then it has been tested 

several times (e.g.:  Revákné-Markóczi, . Findings from these pilot studies are 
always included in current model descriptions. The explicit introduction of central 

themes Hauptbegriff  as didactic principle has been a major innovation. What is the 

significance of all that? Central themes denote concepts which are essential for students 

to understand a learning unit. At the same time, teachers assume that children are not 

familiar with or do not have a firm understanding of these concepts. Focusing on their 

own classes, teachers identify and describe these themes in a professionally accurate, 

but still child-friendly language (Weisenfels, 2015: 87; 96; 105). In order to observe the 

various stages of children's cognitive development, teachers should pay special attention 

to how they describe these themes. Therefore, they should primarily rely on pseudo 

concepts, i. e. they should present examples or propose potential definitions by referring 

to functions (Vygotskij, 2002). In class, teachers then work with these particular 

descriptions. 

Establishing specific learning criteria  

As explained above, classwork is always organized on the basis of themes which were 

identified in advance and all discussions are continuously guided by learning objectives. 

The underlying assumption is that is less effective to discuss the learning content „step by step  and to assess progress only at the end. Potential learning resources get lost if 
assessment is restricted to be a mere conclusion of each unit. Instead, integrating 

assessment into the learning process by providing regular feedback proves to be far 

more fruitful. Children are supported in their learning by self-assessment or by receiving 

ongoing feedback from their teachers and their peers. For example, tasks are revised 

once again after follow-up comments. In other words, this is all about giving every child 

the hope of improving their performance (Charles, 2000).  

Assessment and feedback must have some indicative criteria in order to support the 

learning process in class. Learning objectives are cornerstones for establishing learning 

criteria. Teachers are required to establish these assessment criteria as early as the beginning of each unit. What must students know or be able to accomplish at a certain level?  An accurate indexing of performance levels allows teachers to identify the 

present and the proximal stage of development for every single child. Consequently, 

teachers can provide target-oriented support by giving instructions or designing tasks 

that best suit their children. It is well-known that there can be a productive interaction 

between cognitive processes and emotions if teachers consider the following aspects 

when designing the learning process. Children should concentrate on a restricted, well-

defined task. Instructions should be clearly formulated and related to each other. Tasks 

should be followed by clear and comprehensible feedback (Schneider, 2003: 146 etc.). 
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Just like learning objectives, learning criteria are also established at the beginning of 

each unit by considering not only teacher's expectations (analysis and assessment 

toolkit) but also involving the perspective of students. All along the learning process, 

children are aware of both these criteria and the learning objectives, so they can 

recognize on their own if and to what extent they have accomplished these objectives. It 

is highly recommended that the teacher and the children elaborate together these 

criteria (student's perspective) and children formulate expectations in their own words. For example: „(ow do ) know what ) m already able to do? – „What are the tasks ) cannot complete or ) can complete only to some extent? – „What are those areas where ) need some improvement? „ To sum it up, learning criteria  
 are discussed and established at the beginning of each unit. 

 are strongly connected to learning objectives. 

 define a performance level (e.g.: a good performance). 

 are highly specific and are formulated in a clear, child-friendly language. 

 are reconsidered during the learning unit if necessary. 

 are explained by using examples if necessary. 

 are either displayed in the classroom or handed out in list format so that every 

child can look them up any time. 

Learning criteria provide children with the chance to take a critical look on their own 

improvement and to evaluate themselves. 

Exploring the learning background 

There are still only few teachers who design their classes with regards to what their 

students expect. If teachers do rely on children's everyday experiences at the beginning 

of classes, then they primarily treat these in class discussions as a form of motivation. 

However, individual experiences can only turn into important learning factors if 

discursive debates take place. It is an important question how experiences and 

expectations of students can be deployed in classroom. 

As a first step, one can use brainstorming to collect associations. Children talk about 

their topic-related experiences, thoughts and ideas. Furthermore, the reflection phase at 

the end of each unit offers valuable insights about how children think. Peer discussion 

appears to be ideal for both brainstorming activities and for follow-up reflection. As 

previously mentioned, teachers can get clues to identify the levels of knowledge by 

observing how children participate in game activities. Children usually play on the 

borderline between their present and next stage of development. There is a tension 

between what they are already able to do and what they are not yet (Schneider, 1997: 

113). Taking a careful look at what kind of questions children ask about the topic is 

another way to explore learning conditions, i. e. to find out more about what children 

already know and are able to do. Questions refer to the next stage of development and 

indicate that children are aware of the limits of their knowledge and are willing to learn. 
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Even if adults might think the counterpart, children actually never ask questions at random. Especially reform pedagogy looked upon students  questions as a rich source of learning: )n every single moment when children ask questions, they are truly interested in that thing because their mind is simply made for picking up new insights  Otto, : 
11).  

By using a combination of visualization (children's drawing) and picture reading, 

teachers can also get an idea of what and how students think. What concepts students 

use or do not use and how they establish links may be indicative of their explicit 

knowledge. Concept mapping can prove to be appropriate for this purpose. This method 

requires that children establish connections between concepts of a given field and even 

discover predicative relationships between them (Novack, 1998). 

A culture of communicative discussion and inquiry  

The Rostock model aims at making planning and organization of learning units 

transparent and comprehensible for children. It also targets at an extensive student 

involvement. Creating a communicative classroom culture with discussions and 

questions is an essential prerequisite for realizing all that. Children learn to form an 

opinion, to present their ideas in the group, to listen to others, to refer to statements 

made by fellow-students and to find arguments that support their own views.  

Especially topic-related peer discussions make children familiar with a so-called „culture 
of thoughtfulness Kultur der Nachdenklichkeit). Students are gradually encouraged and 

enabled to engage themselves in discursive forms of discussion (Schneider, 2007: 11). In 

this context, communicative exchange crucially depends on what questions and 

presumptions children have. If teachers accept and treat these questions in a respectful 

manner, then children learn that not understanding something and asking questions are 

actually very important elements of the learning process. To struggle and to make 

efforts show that one has learned something new. At this stage, it is essential that 

children are able to talk about their problems and to ask for help. This is the reason why 

it is necessary right from the very beginning to create a culture of communicative 

discussion and inquiry, so that children can take an active part in their own learning 

processes. 

Combination of individual learning, cooperation and instruction 

Within the Rostock model, planning and teaching learning units implies a mutual 

interdependence of teacher's instructions, independent learning, pair and team work.  

As already explained, even in elementary school, learning processes always depend on 

individual learning. Individual learning takes place both in manual tasks with objects 

and in tasks that require thinking. Therefore, it is necessary to provide children with the 

chance to work with objects in everyday situations as much as possible. At the same 

time, children should also be given enough opportunity to take a critical look at these 
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activities. Not only individual work, but also teacher's instructions play an important 

role in classroom learning (Hodson, 1998). The human mind is designed to pick up and 

to process as much information from others as possible. This is especially true about 

children to a high degree (Gopnik, 2000). How and for what reason? Children want get 

information which is rooted in the collective memory of a society and which they 

assume adults know. They would be unable to acquire this knowledge on their own. 

Teacher's instructions which summarize, explain or elaborate various aspects, enable 

and help children to structure new information. Speaking of classroom learning, a third 

key element is cooperation among students. At a particular time, every child reaches a 

particular level of development in every learning process. For this particular level, Lew 

Vygotskijj (2002: 327) coined the term level (zone) of present development. However, 

he argues that this term describes the present level of development insufficiently. In 

order to exploit the possibilities classroom work offer, it is necessary to determine the 

next or proximal zone of development in case of each and every child. This way, 

Vygotskij distinguishes between two different levels according to how children can 

accomplish tasks with guidance and on their own. Learning something new takes place 

in the zone of proximal development. Vygotskij refers to this zone as the stage of cooperative learning and ascribes great importance to it: „what children can do with 
assistance today, they will be able to do by themselves tomorrow  : . 
Cooperation within the zone of proximal development should not be restricted to the 

teacher's assistance only. Parents play an equally important role. Pair and team work in 

class prove to be effective if tasks are designed according to the particular zone. Social 

cooperation can have diverse forms and may include both practical and theoretical task 

formats, pair or group work, discussions with experts and even help from parents. All 

these forms of class work provide feedback for children and inform them about their 

performance and perspectives with regards to their learning. 

On-going self-assessment and feedback 

Classroom learning will be more successful for children if they have specific guidelines. 

Furthermore, they also need an appropriate level of individual control and freedom. 

Teachers should increase this autonomy as students are getting more and more 

competent. Learning objectives and criteria which are formulated from the students' 

perspective and are put on display in the classroom, are crucial in this respect because 

they enable students an ongoing reflection on their own level of development: What can 

I already accomplish? What do I still struggle with? At the same time, one should also 

keep in mind that all forms of assessment provide possible guidelines. If teachers 

evaluate their students' only at the end of a lesson, then many potential learning 

resources get lost, which would provide an opportunity to evaluate and comment on 

students' performances.  
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This is the reason why the Rostock model emphasizes that during the entire learning 

process children should  

 be familiar with learning objectives and criteria and should be encouraged to 

reflect on these over and over again. 

 receive ongoing feedback about their level of development (from the teacher, 

from fellow students or through self-assessment). 

 have the chance to take a critical look at their work every little while.  

 learn how to consider mistakes as sources of their further learning. 

 have the chance to talk about how they feel about learning. 

 have the opportunity to evaluate their own achievements. 

From the beginning to the end, children are given the opportunity to talk about their 

present understanding. Learning processes are designed in a way that children can 

establish connections between their own experiences and similar actions or situations. 

Time after time, students are encouraged to explain their intermediate results, to 

speculate about what would happen or would have happened if the circumstances had 

been different. Achievements should be assessed not only by using tests but instead 

evaluation should primarily consist of individual and creative presentations such as 

posters, collages, exhibitions, talks or essays etc.  

Critical assessment of the learning process 

According to the Rostock model, each learning unit should be concluded with a critical 

reflection about the learning process. This didactic function can even precede the 

monitoring phase. Using the learning criteria, children are asked to assess whether and 

to what degree they have achieved the learning objectives. Once again, they become 

aware of what they have learned, what they have found interesting, where they had 

difficulties, how they felt about certain activities and tasks. The ability to recap the 

learning process, its results and the emotions associated with the whole process 

contributes to establishing a long-term knowledge.  



HERJ - Hungarian Educational Research Journal 2016, Vol. 6(1) 
 

91 

 
Sample questions for critical reflection on the learning process 

Cognitive learning objectives Emotional state Hints for teachers to initiate 

discussions 

- What do I know about this 

topic? 

- Do I understand the topic now 

as much as I would like to? 

- What questions do I have? 

- What is the connection between 

my previous expectations and 

what I have learned so far?  

- Which tasks were difficult for 

me? Which tasks and activities 

were good for me? 

- What would I change if I had to 

do the tasks and activities once 

again? 

- What or who helped me the 

most to understand the topic? 

(ow did it feel when …. 
- I solved a task successfully? 

- I had difficulties with a task or 

activity? 

- I asked for help? 

- received help? 

What classroom atmosphere 

helped me the most to learn new 

things? 

 - … 

 

- What did you find difficult about 

this topic? 

- How can you use what you have 

learned in order to explain 

something or to solve a problem? 

- Which social forms made you 

feel that you are part of what is 

happening?  

- What possibilities did you have 

to create something new? 

- In your opinion, did the class 

recognize you and did the others 

appreciate your contributions? 

- Do you think you worked well 

both on your own and with the 

others? 

- Regarding teamwork, what 

should be changed in your view? 

 

Thinking about one's own learning is also a competence that has to be trained. Peer 

discussion is a suitable form for reflection phases. At the beginning, the teacher explains 

this social form and manages the individual turns by asking thought-provoking 

questions that structure the discussions. The aim is that the teacher-talking time should 

be gradually reduced in elementary school. Thinking about the learning processes also 

makes children understand that they are responsible for their own learning. At the same 

time, this boosts their self-confidence and the teacher can also find out more about what 

level students have achieved – which is an important prerequisite for planning advanced 

learning processes. 

Strengthening the self- esteem of every single child 

According to the Rostock model, all measures must aim at strengthening the self-esteem 

of every single child. Self-esteem is defined as a psychological construction, which, based 

on one's emotions may express a positive or negative self-recognition (Damon, 1989). 

Self-esteem has its foundations in various emotional experiences which are contrasted 

on intra- and interpersonal levels and are linked to specific situations and fields of 

cognition. Later on, these experiences are generalized across time and forms of 

cognition and are turned into the defining emotional state of a given person (Hauser, 

1995). Striving for a positive self-recognition is an essential human need, which 

consequently determines behavior. Children in elementary school usually express the 

following needs and wants at school (Charles, 2000): they have a desire for safety, 

recognition and respect. They hope that in the future they get the chance to improve 

their performance at school over and over again. They would like to have a degree of 

control over school activities which they participate in. Children are willing to take part 

in activities that they enjoy and are rewarding for them. They would like to know and 
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understand things and they want to be able to solve tasks successfully. Last but not least, 

elementary school children also have a very dominant and innate need for play. 
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)n the German speaking educational research, the concept of Educational Governance  
gains more and more importance. The concept has its origins in the field of sociology 

and political sciences. Over the past few years, a growing number of research projects 

use the Governance concept for analyses in educational contexts. Educational Governance research analyses how performance and social order soziale Ordnung  
are maintained, built and transformed in educational settings. )n their book Educational Governance als Forschungsperspektive. Strategien. Methoden. Ansätze , Katharina Maag 
Merki, Roman Langer and Herbert Altrichter assemble a variety of different perspectives 

on Educational Governance research in the field of Educational Sciences. The 14 

contributions are centred on methodological aspects as well as research strategies and 

approaches.   

The first section of the book focuses on Educational governance and (school) 

effectiveness research. The two articles in this section cover two different perspectives: 

The first article written by Helmut Fend takes a theoretical, methodological point of 

view on how the concept of Educational Governance could be combined with school 

effectiveness research. He explores how new  ways of governance Neue Steuerung  
could be evaluated for their effects. In his conclusion, Fend argues that case studies and reconstructive research methods interpretative Verfahren  offer a rich source for the 
analysis. However, these should be combined with quantitative research methods in 

order to generalize research results. In the second contribution, Katharina Maag Merki 

discusses the benefits and drawbacks of working with a quasi-experimental research 

design in the field of school effectiveness research. Taking her own research project on the introduction of central school leaving exams zentrale Abitur  in two German 
Bundeslaender (Hesse, Bremen) as an example, she discusses in how far a quasi-

experimental design is suitable for educational governance research. She concludes that 
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this combination is only partially fruitful and suggests that careful attention should be 

given to the integration of other methods and a quasi-experimental research design.  

The second section of this volume focuses on how Educational Governance research 

could be used in different fields of analysis, e.g. in the field of further education, 

professionalization or political science. The first article by Julia von Blumenthal 

addresses the field of political science. After having highlighted core elements of 

governance in the field, Blumenthal critically reflects strengths and weaknesses of the 

concept. In her conclusion, Blumenthal outlines what these findings might mean for 

research in the field of education. Michael Schemman shows the potential of an 

Education Governance perspective in the field of further education. By taking a historical 

perspective (which also includes more recent developments), he outlines the governing 

structure of this field.  He suggest that governance regimes could be analysed by using 

the so-called Governance Equalizer  Schimank, 7 . (e demonstrates this by looking at two research projects which work with the Governance Equalizer . (e then draws 
conclusions for further research projects in the field of further education. In the last 

article of this section, Uwe Schimank argues that research in educational governance 

should include a sociological perspective of professionalization. Schimank takes a closer 

look at how New Public Management works on professionals in the field of education. 

Drawing on these considerations, Schimank develops an analytical perspective for 

empirical educational governance research in the field of professionalization.  

The third section focuses on specific research methods, at the centre is the question in 

how far the chosen method is suitable for educational governance research. Based on 

empirical research projects, the authors provide concrete examples of how the chosen 

method is applied. As this section is very comprehensive, I will mainly focus on the 

research methods.  )nka Bormann uses discourse analysis Wissenssoziologische Diskursanalyse  in order to find out more about the symbolic dimensions of the action coordination . One of her 
conclusions is that the use of discourse analysis in Educational Governance research 

helps to broaden the understanding of action coordination. Barbara Asbrand employs the documentary method dokumentarische Methode . She uses group discussions 
with teachers in order to reconstruct governance processes at school level. Asbrand 

argues that the documentary method carries potential for Educational Governance 

research, e.g. as the method helps to analyse talk and action. Fabian Dietrich works with objective hermeneutics Objektive (ermeneutik  and highlights the potential and 
drawbacks of a reconstructive governance research. He takes a closer look at the latent meaning structures latent Sinnstrukturen  of the action coordination with regards to 
school inspection.  Anne Bosche and Lukas Lehmann examine how changes in the Swiss 

governance of schools (Zurich) can be analysed by using the concept of educational 

governance. They focus on action coordination and examine a variety of documents from 

the 1960s and 1970s, for example statutes and laws in order to gain insight into formal contributions. Sebastian Niedlich,  Markus Lindner and Thomas Br“semeister use the 
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contribution analysis  approach in order to examine cause-and-effect relationships of 

local educational management. The authors illustrate the challenges of developing a Theory of Change  for 4  local authorities. They suggest starting at the level of the single local authorities and gradually develop a Theory of Change .  Julia Warwas 
examines how subjective role definitions and organisational conditions are influential 

on governing strategies of head teachers. In her research project, she uses a specific quantitative approach iterative- partitionierende Clusterzentrenanalyse . This 
approach allows her to differentiate between various governing types. Kathrin Dedering 

uses case studies in order to explore the potential of external consulting for school 

development processes. Dedering suggests that case studies carry high potential for 

reconstructing consulting processes, in particular if a variety of methods is used. 

The last section of the compilation deals with the question how specific heuristics could 

be applied to educational governance research. At the example of their research project Bedingungen f“r die erfolgreiche Institutionalisierung eines Qualitätsmanagementverfahrens an Schulen , Doris Kunz (eim and Simone 
Rindlisbacher discuss the potential of the actor-centred institutionalism as a heuristics akteurzentrierter )nstitutionalismus als (euristik  for Educational Governance 

research. They also show ways of integrating this analytical approach into the 

methodological design of the study. 

All in all, the compilation offers a very good insight into the broad field of Educational 

Governance research. It is one the first books in the German speaking research 

community which assembles a great variety of methodological aspects in the field of 

Educational Governance. Its strength lies in its well-structured overview of a complex 

and still developing field of research. It reflects an openness towards different 

discourses and research perspectives which does justice to the connectivity the concept 

of Educational Governance carries in itself. All in all, the compilation is a very useful 

resource for scholars in sociology or education who are interested in the field of 

Educational Governance research. 
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We know that nowadays English is the lingua franca in Europe but it wasn’t so many 
years ago. There are many countries in Central and Eastern Europe, in which German language had an important role beside Russian in the Soviet era because German was 
the only Western language, which was an official language of the state in the Eastern bloc  p. 7 . . Nowadays English is the first foreign language in these countries too, but 
German has a significant role as well. This volume is also about the actual role – after the 

political changing – of the German language in the following eight countries of Central 

and Eastern Europe: Bulgaria, Estonia, Poland, Moldavia, Romania, Slovakia, the Czech 

Republic and Hungary. 

The volume was edited by Ellen Tichy, who is a teacher at the Lucian Blaga University of 

Sibiu and Viktoria Ilse, a research worker at the Ludwigsburg University of Education. 

The volume collects 18 papers with total 23 authors from these eight countries. The 

number of the papers is not equal from each country. There are one paper about Estonia 

and the Czech Republic; two-two papers about Bulgaria, Moldova, and Slovakia; three-

three about Poland and Romania and four papers about Hungary. The topics of these 

papers are the followings: study of Germanistic, teacher training in German as a foreign 

language, German as a foreign language course and exercise books, foreign languages in 

the schools, as well as German as foreign and technical language teaching (p. 6.). But not 

all of these topics are discussed concerning every country in this volume. 

The case of Bulgaria is a good example for highlighting the main topic of this book. This country is the only one whose papers are about German as a medical  language.  )t is 
important in teaching German as foreign language in Bulgaria to learn terminology and 

to talk about special country-information because the aim is to reach proficiency in 

German and – if it is possible – to work in Germany after the university (p. 14.). 
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Opposite to Bulgaria, it is important to know more foreign languages in Estonia. It is 

prosperous to learn two languages in elementary school and then at least one more in 

secondary school. These languages are Estonian or Russian – it depends on the teaching 

language of the school –, than English and in the most cases German as a third foreign 

language for the students (p. 46-49.). 

The main point concerning the German language in Poland is the teacher training of 

German as a foreign language. The teacher trainings welter at the universities and in the foreign language colleges  p. 55. . The universities provide philological and theoretical 

trainings meanwhile the colleges offer practical trainings. The main difference is 

between the two types of institutions in the Bachelor-Master system. The teachers with 

Bachelor degrees can teach in elementary schools while the teachers with Master 

degrees can teach in secondary schools too. There are more problems with the German language’s teaching and learning in Poland:  the quality of teaching German as a foreign language isn’t high enough,  the further education isn’t obligatory for the teachers and there are lots of course books on the market from which it isn’t easy to sort 
out the best ones (p. 64., 91.). 

The case is the same in Estonia, and the proficiency of speaking more foreign languages 

is important in Moldova too. The reason is mostly that there are many foreign 

companies in the country and people need to know more foreign languages (p. 124.). 

German usually is the second or third foreign language in the schools and lots of 

students learn it at universities because it is obligatory to learn at least one foreign 

language at the universities in Moldova (p. 103.). 

We can say more about foreign languages in Romania too because a significant German 

minority lives in this country. But there are a lot of people who learn German as a 

foreign language in the schools as well (p. 129-130.). The reason of this can be – 

similarly to Bulgaria – that lots of people go abroad for better working conditions and 

salaries. Therefore it would be important to have different curricula for German as a mother language and for German as a foreign language but there isn’t any marked 
difference in the curricula in teacher training (p. 130-131.). The other problem is that 

only a few students attend teacher training and the quality of the training is quite low in 

this country (p. 150-151.). 

It is important to learn more foreign languages in Slovakia as well. From 2011 there has 

been a rule that the students must learn English firstly in elementary school (p. 188.). 

Another foreign language is also obligatory in this country from the 6th class. The 

students learn two foreign languages in grammar schools too (p. 189.). Differently from 

the previous countries the authors from Slovakia mention the situation of the course 

books on German as a foreign language. The main interesting thing is that all of the 

books (Slovakian or international, etc.) are allowed to be used but the Slovakian ones 

are for free while the others are not (p. 170.). The other difference from the previously 

mentioned countries is that there is a paper which is about course book evaluation. 
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The next country is the Czech Republic, which has only one paper in this volume. This is 

about the situation of German as a foreign language among the other languages. German 

is not so popular as it had been many years ago in this country and the students have 

German as a second or third foreign language in the schools (p. 203.). This situation is 

similar to the Estonian and the Moldavian cases. 

The last four papers are about Hungary in this volume. We can read that the teacher 

training is philological – just like in Poland – and the Bachelor-Master system is used in 

Hungary too but from 2013 there is an undivided system of the teacher training as well 

(p. 210.). As in the other countries in this volume, German can be the second foreign 

language after English and this means that there are lots of course books on the book 

market (p. 248.). These can be national and international books as well (p. 251.) but 

there are no price differences (like in Slovakia). As in one of the Slovakian papers we can 

read about course book evaluations concerning Hungary too, but it is another difference 

among the course books: are the books used for learning grammar or are they used for 

practising communication (p. 251.)? Grammar proficiency is quite important in the 

foreign language exams for example in high school graduation or in other language 

exams (p. 229., 265.). There is an interesting difference between the Hungarian foreign 

language learning methods: it is not the same method if the student learns for a general 

exam or he/she learns for a technical language exam. Needless to say it can be an 

advantage on the labour market to complete at least one of these examinations (p. 233-

234.). 

As a summary the followings can be said: it is an interesting volume about the situation of the German language in eight countries after the political changing. There isn’t a 
uniform sketch for the introduction of all the countries that means the papers cannot be 

compared with each other fully. We can read the main characteristic points of the situation of the German language’s learning and teaching methods. )n each country 
something else is important so this diversity is more interesting than the well calculated 

rows of the standpoints. This volume can be recommended for scientists who would like 

to get a line on this topic but this volume can be a good beginning for a comparison 

among the countries too. 

 


