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ABSTRACT

This study examines how higher education leaderslifierent socio-cultural
contexts are involved in the practice of distrilsuteadership in international
partnerships. This study employs socio-culturabtising to help explain the 22
New Zealand, Singaporean, Chinese and Taiwanedeerhigducation leaders’
multiple experiences, perceptions and practicemternational partnerships. In
this study, socio-cultural theorising entails awief constructivist epistemology
and the ontology of constructive realism. Groundeeory methodology and
Wallner's strangifications were employed to acquiemalyse, interpret and
compare qualitative data across different contéxtghis study. Semi-structured
interviewing and document collection were the mdthosed for data generation.

The findings suggest that distributed leadershipiniernational higher
education partnerships should move beyond simpingmg formal leadership
roles, responsibilities, and resources. Distribuéadiership in such cross-cultural
contexts should be conceived as an inclusive apprdea multiple leadership
practices. Five interrelated key elements of disted leadership emerged. They
are formal arrangements, enhanced leadership appiies, understanding the
context, sustainability and learning. All the kdgreents entailed certain levels
and aspects of learning. Learning and distribusadieérship practices are closely
intertwined and informing each other.

A conceptual framework for the learning and practiof distributed
leadership in international partnership is proposedheorise the relationship

between three sources of learning of distributeddéeship, and multiple



distributed leadership practices. The three souoédsarning identified in this

study are understandings of the context (in adgaliprior knowledge (in

lifeworlds), and knowledge of leadership capitagsues and factors (in
microworlds). This study provides wider implicatgofor education practitioners
in other contexts to explore in international parghips how social, cultural and
economic forms leadership capital can be succdgsfigtributed, exchanged and
sustained, and how higher education leaders a¢\&ls can actively participate
and learn in international partnerships. Recommtmua for researchers to

conduct cross-cultural studies are provided.
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Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

CHAPTER ONE INTRODUCTION
The main purpose of Chapter One is to provide @étiemale for and background to
this research project on “Distributed leadership ifmernational partnerships
between New Zealand and East Asian Chinese higthecagion institutions
(HEIs)”. Hence, this chapter firstly provides areoxiew of the nature, reasons and
context for international partnerships between ¥esand East Asian HEIs. The
second part of this chapter presents the ratidoakhis study. This chapter is then
followed by a discussion on the research objectarss questions. Finally, this

chapter outlines the overall structure of the thesi

Overview of the Nature, Reasons and Context for International Higher

Education Partnerships

Over the past two decades, higher education in ndamgloping and developed
countries has undergone significant policy develepiand a series of economic,
technological, socio-cultural and political transfations (Daly & Barker, 2005;
UNESCO, 2003; World Trade Organization, 2005). Eheshanges and
developments have encouraged greater internatiacatlemic exchanges and
co-operation among HEIs worldwide. In this studige tterm ‘international
partnership’ is used to refer to a variety of acadeexchanges and cooperative
activities and programmes that are enacted by khEd#gferent contexts, such as in
East Asia and New Zealand.

The first part of this section identifies the natuof international

partnerships at the institutional level with refese to Knight's (2004) six
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categories of internationalisation approaches ath@rorelevant literature. The
second part clarifies and defines some of the megasons for international
partnerships, including: a) globalisation and in&ionalisation, b)

entrepreneurship in higher education, and c) sugdpmn international agencies.
The third part introduces the context of the redean educational leadership for
international partnerships between HEIs in New &edland some East Asian

societies such as Singapore, Taiwan and China.
The Nature of International Partnerships

As Altbach and Knight (2007) noted, the nature rakinational partnerships are
the proactive responses to globalisation in theadeo higher education reform
context. They are facilitated through higher edwwrapolicies and practices at the
international, regional, national, sector, instdoal, and individual levels. The
literature has provided discussion on individuateinational activities or
programmes which have been undertaken by highera¢ida practitioners at the
personal and institutional levels (Edwards, 2007cQdwan & Potter, 2008;
Tedrow & Mabokela, 2007). Some literature has fagdu analysis of
internationalisation policy and governance at thgamal, sector, or regional level
(Mok, 2007a; Song & Tai, 2007; Wende, 2007). Asstktudy emphasises
individual higher education leaders’ practiceshait institutions, this study adapts
Knight's (2004) six categories of approaches toenmtionalisation at the
institutional level and other relevant literature tlarify the varieties of

international partnerships.

2|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

Knight (2004) categorised international partnerskapthe institutional level
in terms of six dimensions. They are activity agotn outcomes approach,
rationales approach, process approach, at-homeoagpr and cross-border

approach (Knight, 2004, pp. 19-21). These appraaahe defined below.
Activity Approach

The activity approach to international partnerstigamsises on specific activities,
programmes, projects, or developments. The actyifyroach was prominent in
the 1970s and early 1980s, and primarily involvexdbilising international students
to pursue higher education in an overseas couvitnye recently, diverse forms of
international partnerships have emerged, includigiculum and academic
programmes, students or faculty exchanges, institak linkages and networks,
development projects, and branch campuses (KniZfai4, 2008). The activity
approach mainly involves individuals (such as shisle professors, scholars,
researchers, experts, and consultants) engagimgtamationalisation activities.
Activities are seen as an outcome, and not as asrieaachieving the HEI's goals
for internationalisation such as enhancing insohdl competitiveness, and
developing an international atmosphere. Chineselach.iu's (#[#iifi, 2005)
definition of HEI internationalisation was basedtba perspectives of the activity
approach. Liu stated that internationalising HEiswdd involve activities such as
recruiting lecturers from diverse cultural backgrds; recruiting students
internationally; obtaining a portion of degree d¢tedrom overseas HEIls; and
adequately facilitating international inter-institnal academic exchanges and

interactions.
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Outcomes Approach

The outcomes approach to international partnershppsviously called the
competency approach (Knight, 1999), emphasisegé¢heration and transfer of
knowledge, skills, interests, values and attituafethe overall human resources of
the HEI. Knight (2004) further highlighted that thetcome approach has a strong
focus on accountability and results. Thus, impletingrinternationalised curricula,
activities, and programmes is not an end in itlsetfa means to maximise desired
outcomes, such as increasing student competeeaieancing institutional profiles,
and attracting more international agreements antgra or projects.

An example is the effort of many Chinese HEIs tharce the English
language capacity of their graduates through inctucthe national College
English Test (CET) Band 4 and Band 6 in the gradoaequirements. The CET
has come into effect since China’s open door pdliegan in 1987, and has been
promoted as one of the major approaches to incregber education students’
English language competencies by promoting studyoaah enhancing
international academic exchanges and co-operadiiod,increasing international
employment (CET, n.d.). The outcomes of integratireg CET into the graduation
requirements are enhanced student English compeserand international

employment competencies.

Rationales Approach

The rationales approach to international partnpssemphasises the inclusion of

explicit statements or rationales in policy statatae Knight (2004) identified a
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number of rationale for international partnerstbpgh at the national level and the
institutional level. At the national level, thereeademands for human resource or
brain power development, strategic alliances, coromletrade, nation building,
and socio-cultural development through higher etloainternationalisation
movements. At the institutional level, there aretiwations for higher education
internationalisation, such as international proitel reputation, student and staff
development, income generation, strategic allianaed research and knowledge
production. Among the many drivers, Knight (200Aued the primary rationale
remains significant in directing internationalisati partnerships. The HEI's
primary rationale is dependent upon its unique csoaitural context. For
example, Chinese HEIs’ primary driver for nurturimgernational partnerships
with Western HEIs may be building the capacity efgonnel and students for
greater international competitiveness (Mok, 2008T&h & Ng, 2007); whereas
New Zealand HEIs’ primary rationale for establighimternational partnerships
with Chinese HEIs may be recruiting internationtaldgnts for full tuition fees

(Codd, 2005; Curtis, 2008).

Process Approach

Knight (1999, 2004) stressed that the process approto international
partnerships is concerned with the sustainabilftynternationalisation policies,
procedures, change process, and overall leadeasthp institutional level. Hence,
a variety of curricular, extracurricular and orgaational activities, policies, and
procedures are introduced and integrated into #ily @peration of the HEI to

promote the sustainability of the internationalmat process. The process
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approach focuses on the long-term outcomes ofnatiemalisation approaches,
and is based on rationales of institutional develepts. This approach illustrates
a more far sighted vision than the outcomes andnates approaches.

For example, a Taiwanese university sets a long-tgplan for
internationalisation. The plan involves the processforming international
linkages with HEIs worldwide, initiating student aidange and study abroad
programmes with its bonding HEIs, as well as eihirlg an English-medium
campus to develop the English capacity of studemi$ to foster sustainable
international academic exchanges and co-operafiblese internationalisation

initiatives include, for example, student exchanged sister university bondings.

At-Home Approach

The at-home approach to international partnersippsyiously called the ethos
approach (Knight, 1999), relates more to the dearaeknt of a culture or climate
that promotes international and inter-cultural ustindings, values and initiatives,
with a focus on campus-based activities (KnightQ4)0 According to Knight
(2004), the at-home and process approaches bothasisp “the primary functions
of a higher education institution including curiexy extracurricular, and
organizational aspects” in relation to internaticsagion (p. 20).

The literature suggests that the at-home approsdhterrelated with the
process approach. Different foci of internatioretiesn processes may result in
different campus cultures. For example, if the ldEfiternationalisation process
emphasises recruiting international students andtinge their related needs, a

marketing campus culture would be promoted to susia expand sources of
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international students (McGowan & Potter, 2008).tHe internationalisation
process was placed upon developing communitiesashérs in the HEI, it may
help to nurture an institutional culture that enemes cooperative or collaborative

forms of leadership (Haigh, 2008).

Cross-border Approach

The cross-border approach to international partmgssinvolves offering higher
education services to students in another couhimyugh a mixture of delivery
modes and administrative arrangements. This apprbas been promoted as a
result of global connectedness through enhancearniation communication
technologies (ICTs), strengthened internationalulegns for exchanges and
trading of higher education services such as Winddle Organization (WTO), and
greater market demands (Marginson, 2006; Margid&s8awir, 2005; Mok & Yep,
2008; Stella, 2006). By delivery modes, Knight (2D0@efers to face-to-face,
distance and e-learning. In terms of administrabvengements, the literature
suggests that HEIs are concerned with deliverigdr education services across
national boundaries in three main ways: offshoreg@ammes and campuses;
collaborative or cooperative degree programmes; jaimd degree programmes

(Bennington & Xu, 2001; Chapman & Pyvis, 2006; Mieh& Balraj, 2003).
Offshore programmes and campuses

An offshore programme is a degree programme thatiges higher education
services to international students who are locatedforeign country, rather than

that of the higher education service provider (Begton & Xu, 2001; Chapman &
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Pyvis, 2006). An example is the provision of Aulfta degree programmes to
students in Singapore, Hong Kong and Malaysia. @rarampuses are established
by the degree-offering institution in a foreign oty to serve the purpose of
offering offshore degree programmes and can bedalffshore campuses. HEIs
have to meet the foreign country’s regulatory agidlative requirements in order

to establish an offshore campus.
Collaborative or cooperative degree programme

A collaborative or cooperative degree programmelabvered on a site that is
approved by the degree granting HEI and its partragher than on an offshore
campus. According to Michael and Balraj (2003),adlaborative or cooperative
degree programme is delivered in co-operation batwestitutions, with at least
one of the participating institutions being enttleo grant degrees, such as an
undergraduate, postgraduate, or professional degfbe other cooperative
non-degree granting HEIs can be a business, gowrnody, and private tertiary
education provider. For example, the master’'s degregramme being offered
between a New Zealand university and a HEI in Chimablves recruiting Chinese
students, mobilising Chinese full-fee-paying studento New Zealand,
implementing New Zealand curricular standards, gnanting New Zealand
degrees upon meeting graduation requirements.

Collaborative programmes can also be implementédubwi student mobility.
Under franchise arrangements, a foreign degreetigggHEI can authorise a local
provider, such as a business or private non-degpaing institution, to “offer

whole or part of a foreign educational programmenggally leading to a foreign
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degree) under stipulated contractual condition€@D, 2004, p. 23). For example,
the business consultant corporation that | workednf Taiwan was licensed by the
Newport University in the United States (USA) tdeofprofessional training

courses towards MBA degrees.
Joint degree programmes

A joint degree programme specifically refers toamademic degree programme
which is con-jointly offered by at least two higheztucation providers (Michael &
Balraj, 2003) and can be dual degree programmestwaimsing programmes.
Students in dual degree programmes will be gradegtees from both of the
participating HEIs. Twinning programmes are bas$ycalnder franchise
arrangements to allow students to spend certailogserof time in both HEIs
towards their undergraduate or postgraduate degfeesning programmes that
lead to undergraduate degrees are often descr&#2’ or ‘3+1’ programmes,
meaning undergraduate students spending two ye#isee years at a HEI in their
original country, and the rest years of their fgaar degree at another HEI in a
foreign country.

Although HEIs’ internationalisation approaches bancategorised based on
the six approaches, Knight (1999, 2004) argued ltias often adapt multiple
approaches to internationalise their curriculum,rspenel, cultural, and
organisational processes. For example, Sandersameg@oout that HEIs in
Singapore have actively engaged in internationaisahrough the coordination of

approaches, including:
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...cross-border movements of ideas, institutions, chees and
students,...‘promotion and marketing of courses’ slwore international
student programs’, ‘study abroad and exchange anogt and
‘development of links with institutions abroad’, a®ll as a myriad of
administrative and management processes behindoé#ich above.

(Sanderson, 2002, pp. 88-89)
International partnerships between Western and Esisin HEIs can be seen as
integrating a mixture of internationalisation apgcbes based on the HEI's unique
contexts. No matter what approaches are employesktaMh and East Asian
international higher education partnerships havaygqad a significant role in
meeting the survival needs of HEIs. The followirgction explores the main
reasons that drive international partnerships betw®/estern and East Asian

HEIs.

The Reasons for International Partnerships

The literature suggests three major reasons fegiating these approaches to the
governance and leadership of today's Western aral Esian HEIs. They are
globalisation and internationalisation, entrepreseip, and support from

international agencies.

Globalisation and Internationalisation

The main reasons for international higher educatiannerships are globalisation
and internationalisation. Globalisation and intéioraalisation are seen as different

but dynamically interrelated concepts in the litera.
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Scholars in Western and Asian higher education hased the term
‘globalisation’ to refer to economic, technologicabcio-cultural and political
change processes which foster growing intercondeets and interdependency
among different countries and people worldwide @itason, 2006; Mok, 2007b;
Mok & Lee, 2000). In particular, scholars belietaattglobalisation has encouraged
the interdependence and flow of financial and humeaources, knowledge, values
and perspectives across spatial and temporal baesdaltbach & Knight, 2007;
Giddens, 1994, 2000; Knight, 1999, 2004). Increglgirblurred or softened
boundaries have helped HElIs to exchange valuesylkdge and resources beyond
institutional and cultural differences.

Western and Asian authors of higher education hauggested that
internationalisation can be considered as proacim responsive international
strategies and processes to enact globalisatibie atstitutional, sector, or national
level (Altbach & Knight, 2007; Beerkens & Derwen@®07; Enders, 2004; Song
& Tai, 2007; Yang, 2005). The term ‘internationigl’'used in this study to portray
the relational networks between and among HEIsfierdnt “nations, cultures and
countries” (Knight, 2004, p. 11). Following Knigat'(2004) perspectives,
internationalisation places an emphasis on thesiiyeof cultures.

Globalisation and its related socio-cultural, eqoi® political influences
are rooted in the world higher education systeneneas international approaches,
processes, outcomes, rationales, ethos, and médedivery are integral to the
daily operation of the HEI in response to the trehdlobalisation (Knight, 2004).

Globalisation in the 21 Century has urged HEIs to engage in proactive

planning of institutional policy, regulations, sttures, and operational systems for
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internationalisation. However, British sociologStddens (1994) cautioned that,
under a mixture of influences, globalisation hasdmee “a complex nature of
processes, which often act in contradictory waysdpcing conflicts, disjunctures
and new forms of stratification”(p. 5). To applyd@en’s perspectives to higher
education, it appears that higher education systeonslwide consist of a mosaic
of similar as well as contradictory, conflicting,nda inconsistent roles,
responsibilities, agenda, ideologies, and practidée world higher education
system consists of hierarchies, centres and pergshdn particular, globalisation
has produced threats to the localisation of AsidalsH International higher
education partnerships are rooted within a complestd higher education system.
Specifically, Altbach’s notion of centres and péepes, and the metaphor of
twisted roots are helpful for explaining the reasdor international higher
education partnerships (Altbach, 2004b, 2007; Altb& Knight, 2007). Altbach
(1998) described the mainstream Western HEIs aséhéres, and the rest as
peripheries such as Asian HEIs. The metaphor ddtédiroots refers to the higher
education system being influenced by both “theifpreorigin of the academic
model and the challenges of indigenization of tmeversities as part of the

development process” (Altbach, 1998, p. 37).

Entrepreneurship in Higher Education

Another reason for international partnerships inlIHEs entrepreneurship.
According to Austrian economist Schumpeter’s (2af¥f)nition, entrepreneurship
refers to the practice of undertaking innovatived atreative approaches to

maximise current resources and overcome limitatitmsenhance profit and
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performance. Drucker (2007)) extended the scopntrepreneurship to contexts
outside the field of business, and suggested erimeprship is the collection of a
variety of important competencies which includedgample, communication and
marketing skills; willingness to change and inneyaand abilities to analyse

opportunities, initiate plans, set goals, and sediargets. The definitions offered by
Schumpeter and Drucker are used in this study tweqmualise international

higher education partnerships as entrepreneuratipes.

HEIs have become entrepreneurial in response togbdiberal free-market
economic policies in many Western and East Asiamttes, such as the United
States of America (USA), the United Kingdom (UK)udralia, New Zealand,
Japan, Hong Kong, Singapore, and Taiwan. Neo-libefarms have resulted in
HEIs' decreased public funding and increasing threies as marketers and
entrepreneurs. Within such a reform context, HEésraquired to be accountable
for seeking profits, raising tuition fees, allocafi resources, meeting market
demands, and surviving competitive market forcemugh higher education
leadership, management, governance and policy-m&&iadd, 2005; Curtis, 2008;
Pick, 2006; Yokoyama, 2006). In particular, therepteneurial character of higher
education becomes more evident where there aréstimesources and extended
competition (Chou, 2008; Gopinathan, 2007).

In the USA, for example, Slaughter and Rhoades 4p@@lapted the term
‘academic capitalism’ to portray the increasing dads for private sourcing of
research funding, and marketing of higher educatemvices. In Australia, Saffu
(2000) drew attention to the changing focus of Aal&tn higher education where

academic goals might not be valued as much as a@@mgrrevenue through
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strategic alliances among HEIs. Moreover, Marginaod Considine (2000) used
the term ‘enterprise university’ to highlight thateepreneurial and business-like
nature of Australian HEIs. Ori%November 2007, Marginson, in Beijing Forum,
commented that one of the challenges faced by ®#Hls was to transform HEIs
into suppliers of higher education knowledge, whishrequired for social and
economic development in a societgsEi i, 2007). Marginson’s comment
highlighted the commodification of higher educatgervices within a climate of
entrepreneurship.

Similar to Australian HEIs, New Zealand HEIs haveeb urged by
neo-liberal economic reform movements to follow ketarmechanisms, such as
placing strategic priorities on competition amongyhler education service
providers, implementing new performance-based rekedunding systems,
increasing domestic student fees, sourcing intemmalt students, and adapting
corporate models of higher education governanceb@&ean-Dunlop, 2004; Hope
& Stephenson, 2005; Middleton, 2004). HEIs in depelg economies in East
Asia, especially China, carry the leadership rdl@reparing competitive human
power for knowledge-based economies (Mok, 2008;aD0.& Ng, 2007; Vidovich,
Yang, & Currie, 2007; Yonezawa, 2007).

According to the literature, a knowledge-based eoon differs from the
traditional industrial economy in terms of the hi¢dvel of dependency on
information and knowledge, and the demand for argatpromoting, and
protecting intellectual property rights in a glolkeabnomy (Olssen & Peters, 2005;
Peters, 2006). Higher education is highly valued aasneans to economic

globalisation in knowledge economies. GovernmemtsEast-Asia, including
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Singapore, China and Taiwan, have argued that rgdtgir HEIs into the centres
of knowledge networks would reinforce the natioglsbal competitiveness and
knowledge-based economies (Chou & Ho, 2007; Saode)07; J. Tan, 2004).
Although the Chinese government’s open door pdioge the 1980s has resulted
in significant economic development, China’s hunm@ower development is
incompatible with its rapid economic growthif <", 2008). As the OECD (2007)
pointed out, China has suffered from the lack ofiowative technologies,
intellectual property rights, and creative humamve@o These limitations can be
attributed to the quality of China’s higher educatiln order to bridge the gap of
human capital, Zhu-£ &.5%, 2004) suggested building the capacity of higher
education and introducing advanced knowledge andourees through
international exchanges and co-operation betweame€a and Western HEIs.

It is arguable that neo-liberalism is a Westernngineenon. However, East
Asian higher education systems, such as in HonggKdaiwan, and Singapore,
have followed neo-liberal higher education reformes expand their higher
education through benchmarking, academic exchaagésco-operation, largely
with HEIs in Western societies (Mok, 2007a; Mok &py 2008). According to Tan
(2004), both the National Singapore University éinel Nanyang Technological
University in Singapore have introduced a North Aige modular system for
undergraduate studies, and have used Harvard Uitivesind Massachusetts
Institute of Technology as their benchmarking. tdiion, under the impact of
neo-liberalism, HEIs in China have gradually moveam government-centred
towards having more autonomy and flexibility thrbugo-operation, resource

allocation, and reconstruction of organisationatesmns. According to Qian and
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Verhoeven:

Interdisciplinary co-operation and the synergizatad resources are being
promoted, and institutional autonomy is graduallpcréasing...the
organizational structures of the universities hasteveloped a new
organizational structure that is more flexible amdre open. This more
adaptable structure is intended to meet the dewedopal demands of modern
universities with close links being created betw#wesir work and regional

economic and social development. (Qian & Verhoe2€04, p. 1)

Despite entrepreneurship and competition in higbducation, the role of
collaboration remains strong in the internatioraien process (Marginson, 2006;
Marginson & Sawir, 2005). Along with the effects market forces, international
academic exchanges and co-operation have becoma tmeemergent strategies
by HEIs to build organisational capacity, and tternationally seek new markets
and new service delivery approaches. HEIs aroumdwbrld have nurtured
increased regional and international co-operatimer-institutional linkages,
connections, and alliances (Dixon, 2006; PostigljoR005). According to the
literature, the main reasons for the developmentomiperative practices across
HEIs worldwide is the demand for building the capaof human resources that
are competent in taking up leadership positiorthénhome countries as well as in
working in a competitive, knowledge-based, globabremy (Abbott, 2006;
Altbach & Knight, 2007; Codd, 2005; Mok & Yep, 2008

In particular, international agencies provide cdasible resources and
support for both worldwide higher education parshgrs (UNESCO, 2003) and

have transformed higher education services intdetraervices (World Trade
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Organization, 2005).

Support from International Agencies

A final drive for international partnerships in HEhas been from international
agencies. It is worth-noting that the role of ingtional agencies in higher
education internationalisation, according to Masgim (1997), is “not to impose
extra-national rule on member nations, but to pepsommon governmental
strategies, designed to enhance national compidgss in the face of global
change, for nations...to implement voluntarily onithewn behalf” (p. 59).
International policies and agreements can be utatElsas supportive effort for
internationalisation within the context of self-gomance or state-governance of
HEIs across participating member countries. Inigaldr, international policies
and agreements by the United Nations Educationailengfic and Cultural
Organization (UNESCO) and the World Trade Orgamrat(WTO) further
facilitate higher education partnerships acrossonal and regional boundaries.
The UNESCO has strongly promoted proactive sociadl @&ntrepreneurial
approaches to international higher education pestmgs; whereas the WTO has
endeavoured to provide grounds for trading of higkducation services across
national boundaries.

The UNESCO expected HEIs “to increase relevance@beétter respond to
social needs, and to assure quality and compadsabflistudies and qualifications
within and between systems” through new forms anategyies of international
partnerships and consortia of institutions (UNESQD03, p. 4). With the

UNESCO’s support, new forms and strategies of iatonal higher education
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partnerships have emerged “to increase relevanddcahetter respond to social
needs, and to assure quality and comparabilityunfiss and qualifications within

and between systems” (UNESCO, 2003, p. 4). The VMi&® been important in

regulating the trade of educational services infést growing and diversified

international higher education markets (AltbachQ4%) Sauvé, 2002). Unlike

trade in goods, trade in education services is tdsarly defined. In order to

promote trade in educational services, the Gedgyaements on Trade in Services
(GATS) under the WTO identified four modes of sypphcluding cross border

supply, consumption abroad, commercial presencd, maovement of natural

persons (World Trade Organization, 2005). These theebasic guidelines for

establishing trade forms of international highem@tion partnerships.

According to the WTO (2005), cross-border-supplgicates that the
educational service is supplied by a provider ptgli located in one country, to a
consumer in another. An example would be a HEI ewNzZealand providing
educational programmes to a student in Canadadhrdistance education, virtual
education institutions, education software, andporate training through
information and  communication  technologies deliverySecondly,
consumption-aboard implies that a student travetnbther country to enrol in an
institution for a course of study or degree programand in the course of his or her
study consumes educational, transport, and touriservices. Thirdly,
commercial-presence allows a foreign educationatitution to establish a
presence in another country to provide educatisealices through the formation
of offshore degree programmes and campuses, assdest previously. Fourthly,

movement-of-natural persons refers to the temporapvement of services
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suppliers, such as a New Zealand professor of é#dacasiting China for several
months to give a series of lectures at the inatatif a local university. In addition,
collaborative or cooperative degree programmes & was joint degree
programmes, as described previously, involve moweroé students and higher
education personnel.

The OECD (2002) also identifies that individualtingions’ commitments
to the four modes of supply vary from country toucwy, but they have
incorporated a mixture of the four modes. Under @IS regulations, higher
education services have been transformed into anozhty. The notion of higher
education as a commodity specifies the utilitaritor;profit, and commercial
nature of higher education services. Higher edanaervices in today’s education
markets are products that can be sold, boughttraded between international
higher education providers and consumers (Knigh@82 Naidoo, 2003).

Over the past decade in New Zealand, Australial x84, the UK, Canada,
and other European countries, higher educationbe@s considered as a fast
growing export industry, involving offering higheeducation services to
developing countries (Deloitte New Zealand, 2006jgkt, 2008; Lefrere, 2007;
Sauvé, 2002). The export education industry hasorbecone of the rising
industries in New Zealand, primarily due to its mmmic contribution to New
Zealand, including foreign exchange earnings, sipgnah non-education services,
such as travel, accommodation, and home-stay ¢abtsott, 2006; Deloitte New
Zealand, 2006; New Zealand Ministry of Educatio@QP). Export education is
defined by the New Zealand Ministry of Educatiol®@@2) as “a transaction across

borders involving the provision of education seegidn exchange for financial
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consideration” (p.11). Apart from the expansionnebnetary rewards to New
Zealand, the export education industry also coute® to capacity building of
HEIs. At the institutional level, the industry ixpected to contribute to four
benefits. They are “increased income and increasmghcity to invest in
institutional development; enhancement of facsitia range of programmes and
staffing; enrichment of programmes and curriculimmough the experiences and
perspectives of international students; and ineastaff competence in
cross-cultural teaching” (New Zealand Ministry ofiu€ation, 2001, p. 14). In
addition, the New Zealand Ministry of Education @20 stated that the industry is
expected to give rise to three areas, includingsto programmes or perspectives
in the curriculum that might otherwise not be aafalié. These include exposure to
different cultures and perspectives, building keympetencies to succeed in a
cross-cultural and international context, and depielg relationships that may be
of future value.

This section has highlighted the importance of theed for both
internationalisation and localisation of HEIs, tbell for entrepreneurship in
higher education, and the bourgeoning of trade $oofrhigher education services
in Western countries with East-Asian HEI partngsshiHowever, the specific
educational leadership approaches that are reqtartttilitate Western with East
Asian international higher education partnershgmeain under-represented in the

literature.
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The Need for Educational L eader ship in Western Countrieswith East Asian

Higher Education Partnerships

This study presents the importance of educatiaedrship in Western with East
Asian international higher education partnershipgs a way to shift the
overemphasis on the entrepreneurial, market-odeated trade dimensions of
international partnerships. Komlavi Seddoh, theeBtior of Division of Higher
Education, the UNESCO, not only addressed the patignrole of higher
education partnerships in capacity building of hamesources, but also the role in

promoting human rights, peace and social justieecémmented:

Partnerships must be pursued and reinforced andrggs developed
whenever possible so as to collectively contribatstrengthening the role
of higher education in present-day society as a fkeyor for cultural,

social, economic and political development, as amdogenous
capacity-builder, as a promoter of human rightstanable development,
democracy, peace and justice. (Seddoh, 2003, p. 2)

However, the literature on higher education padhigis has been mainly
concerned with political-economic issues in relatim the steering of higher
education systems at a macro level, covering topizh as higher education
markets, governance, finance, quality, and theadveapacity of the nation (Law,
2004; Marginson & Wende, 2007; Ngok & Kwong, 2003)ttle has been
researched on the socio-cultural issues.

In the export education industry, Asia ranked numdree in providing full
fee-paying international students to New ZealandsHEhina, Singapore, and

Taiwan are New Zealand’s major export educatiorketar Nevertheless, bilateral
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or mutual exchanges have not been extensively rgrtoetween New Zealand and
these East Asian HEIs. Reports by the New Zealaimisily of Education have

largely centred on the economic benefits of regrgiEast Asian students; little
was covered in these ministerial reports in retatio approaches to engaging
leadership, nurturing inter-institutional relatibiss, and developing key
stakeholders’ professionalism as they relate teosoatural issues (Deloitte New

Zealand, 2006; New Zealand Ministry of Educatio®)®).

Instead, the increasingly important entrepreneumnadrket-oriented, and
trade dimensions in international higher educatipartnerships have been
promoted. Marginson critiqued that promoting tradeducation services may risk
the central task of education - that is enabliregglowth of students’ experiences
and competenciesZ€i#i, 2007). Economic motives remained dominant for
international partnerships between Western and &Asiah HEIs. Economic drives
have led HEIs to greater entrepreneurial practioesnodification of higher
education services, and demands for knowledge-basmtbmies. As a result, the
economic implications of international partnershipetween Western and East
Asian HEIs are over emphasised in the literature.

There is a growing need for more research and sksoa on the nature of
and educational leadership for the developmennteirmational higher education
partnerships for inter-cultural and socio-cultutleddership competencies. The
literature has identified a need for the sociowalt strand of international higher
education partnerships, with a focus on the ledggrstructural features, social
consequences, and practices at the institutional [@domssent, Godemann, &

Michelsen, 2007; Tedrow & Mabokela, 2007).
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In addition, there has been discussion on highaucatn leaders’
leadership roles in international higher educatmartnerships. According to
Slaughter and colleagues, collaboration among higldeication leaders across
boundaries helps to create new clusters of knowledgspond to greater
entrepreneurial demands, address conflicting facatid administrative values,
and consolidate diversified institutional and goweent resources and funding
(Slaughter & Leslie, 1999; Slaughter & Rhoades,£0®tudies of educational
leadership have advised education practitionersluding those who are not
involved in formal leadership roles or titles, teecise leadership within individual
institutions and thus collectively influence thestitution in one or more
dimensions (Gronn, 2006; Guy, 2006; Harris, Leitbdio Day, Sammons, &
Hopkins, 2007). This kind of leadership predomihangntails notions of
distributed leadership, empowerment and agency, emmaburages educational
leaders, not solely identifiable by titles, to urnidke leadership roles and
responsibilities (Fullan, 2002a; Robertson & Steat2001).

The literature suggests distributed leadership apramising style of
leadership for effective educational developmento(@, 2008; Hargreaves &
Fink, 2008; Harris, 2008). Distributed leadersilimot a new type of leadership.
Instead, Gronn (2006) argued that distributed lesddle is a different approach to
“thinking about and representing (in discourse)ghenomenon of leadership” (p.
4). ‘Distributed’, as an adjective, is used in thiady to describe how people in
networked work relationships collectively engagéesdership action that fosters a
sustainable leadership culture based on trust, c¢oment and professional

knowledge rather than titles or positions (Hargesa\2007; Harris et al., 2007,
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MacBeath, 2005; Spillane & Orlina, 2005). As Haf2603) claimed, distributed
leadership is possible “if certain prevailing cdratis are in place” (p. 319).

Although higher education appears to have embrao&dns of distributed
leadership, distributed leadership remains lesarlgielefined (Petrov, Bolden, &
Gosling, 2006; Woods, Bennett, Harvey, & Wise, 2004 addition, a mosaic of
leadership concepts, that are associated with ilwiséd leadership, has
complicated the task of defining distributed leatigy in international higher
education partnerships. Advocates have identifiadréety of characteristics of
distributed leadership in association with a raafjeducation practices. Included
characteristics are, for example, formal and infgrniorms of leadership,
democratic leadership, shared leadership, coliggiaocio-cultural networks of
interacting individuals, leadership as an emergeraperty, and leadership
according to knowledge or expertise, openness tanderies, leadership for
sustainable development, empowerment and agen@nfGR006; Harris et al.,
2007; Hartley, 2007; MacBeath, 2005). However, lterature seems to be
inadequate in explaining what distributed leadgrshieans to higher education
leaders in international partnerships between Wiested East Asian HEIs, what
is or shall be distributed, the processes involmesiich practices, and the necessary
conditions for preparing distributed leadership $ldw, Petrov, & Bolden, 2007;
Petrov et al., 2006).

Hence, the focus of this study is to explore tlseiés and factors that may
impact on the distribution of educational leadgrsioir international partnerships
between New Zealand and some East Asian HEIs.sTinily addressed the call for

an emphasis on the ethic of care{z=, 2004) and for “building middle level or
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domain-specific theories of leadership” (J. Chapmaeithwood, Corson,
Hallinger, & Hart, 1996, p. 1). Having discusse@ ttlemand for research on
educational leadership for international higher cadion partnerships, the

following section introduces the context of thedstu
Context of the Sudy

This study explored context-specific leadership cpicas in international
partnerships through international comparisons antdials and higher education
practitioners in New Zealand, Singapore, Taiwan @hutha.

New Zealand, Singapore, Taiwan and China represeimus positions along
the economic and political spectrum. In terms aérall national competitiveness,
IMD’s * (2006) renowned and comprehensive annual World p@titiveness
Yearbook 2006 reported Singapore as third, Taiw@h,1China 18 and New
Zealand 2% among 61 major world economies. In 2008, these@uies’ global
competitiveness rankings were Singapdlé Zaiwan 18, China 17, andNew
Zealand 18 among 55 major world economies (IMD, 2008). Theadshowed
Singapore’s and China’s improvement as well as M&aland’s and Taiwan’s
drop in global competitiveness over the past twaryeln addition, New Zealand

has established leadership roles and close linkagesSingapore, Taiwan and

LMD is an independent not-for-profit foundation &ed in Lausanne, Switzerland. For over 50
years it has trained managers of leading internaticompanies. IMD helps executives and
companies find new and innovative ways in whickustain global competitiveness. IMD’s World

Competitiveness Center has been a pioneer in cithmpeéess since 1989.
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China in terms of foreign trade (New Zealand Minjisif Foreign Affairs, 2008),
including education services.

Despite the variation in national competitivenddsw Zealand, Singapore,
Taiwan and China share some significant featureslation to international higher
education partnerships. As discussed previousthigichapter, neo-liberal higher
education reforms, to a varying degree, have ingghon the governance and
leadership of HEIs in the East Asian societies. abidition, New Zealand,
Singapore, Taiwan and China are WTO members, avel made commitments to
providing educational services. New Zealand andg&pore became WTO
members when the WTO was created on 1 January C3®%a became a member
of WTO on 11 December 2001. Taiwan (known as Cleinespei in the WTO)
became the 144th member of the WTO on 1 Januarg.28thong the five
economies, China and Taiwan are non-OECD countrigshey have been two of

the major “importers’ of educational services whend students abroad most
frequently” (OECD, 2002, p. 2). This implies thiaéy are obliged to some or all of
the GATS obligations and rules under the WTO. Havethe GATS allows each
country to determine limitations on market accessebich committed sector and
mode of supply (OECD, 2002, p. 5). To a varyingrdegthe above economies
made commitments to trade in higher education cesvi

Since the 1980s, Western scholars in the fielcdafmarative education have
had an increasing interest in studying reform pediand educational changes in
the Asia-Pacific region, for example Altbach (198898, 2004b, 2007; 2004),
Postiglione (2005, 2007), Walker and Dimmock (20@00b, 2002) and Welch

(1997, 2007). International agents and writers hemdeavoured to stress the
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importance of nurturing international awarenessjenstandings, and linkages
among and within HEIs in the same region. New Zehknd East Asia are situated
in the Asia-Pacific region. This study is intereksia exploring the partnership
practice between HEIls in New Zealand and theseASaah societies.

Higher education systems in East Asia have encaosegasmilar trends and
diverse agendas in reform policies along with glisb#ion and internationalisation.
Singapore, Taiwan, and China are undergoing magbreln education reforms and
integrating market-centred policies into state-emht approaches to higher
education governance (Mok, 2007a; Mok & Tan, 200k & Yep, 2008).
According to Mok and Welch (2003), governments @fny East Asian countries
play a significant role in promoting the value dlfueation, encouraging life-long
learning, and fostering comprehensive educatioedbrms with the aim of
enhancing these countries’ regional and internatioampetitiveness.

Furthermore, Robertson and Webber suggested tteahational learning
and comparisons of practice helps to effectivelgrads differences, broaden
leadership perspectives, facilitate inter-cultunahderstandings, and enrich
leadership practices (Robertson & Webber, 2002; b&el& Robertson, 2003,
2004). Comparing and contrasting the internatiguaatnership practice between
New Zealand and East Asian HEIs through this stadwgtributes towards
achieving these goals. Hence, this study developsti®r understanding of the
current practice of international partnerships weference to the New Zealand,
China, Singapore, Taiwan contexts, and arguesl¢iaaning by higher education
leaders across boundaries of difference and usifigrehtiated approaches is

required if a shared understanding is to be cotoatied in partnerships between
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Western and East Asian Chinese HEIs.
The following section provides an account of myspeal interests in this

research area.

Per sonal | nvolvement

The research interest is based on my past few yafaravolvement in and
experiences of active international higher educapartnerships. My different
roles in international partnership programmes ithbtaiwan and New Zealand
drew my attention to the potential issues of edanat leadership in international
partnerships. My roles included Co-ordinator of thewport University MBA
programme in Taiwan; student in the partnershiggmmme established by the
University of Waikato in New Zealand and the Unaigr of Calgary in Canada
during my Master’s study; and teaching assistantrfany Chinese students in a
collaborative partnership programme. In these iifferoles, | have experienced
enormous personal “emotional labour” (Sachs & Biacke, 1998, p. 244) in
sustaining partnerships and dealing with confllsééween my personal beliefs,
programme demands, institutional expectations different cultures. In addition,
my beliefs and perceptions of international contmetiand co-operation in higher
education have changed. | strongly felt the netessiengage in the process of
re-examining and re-shaping my assumptions abowhehi education
internationalisation, partnerships, co-operationltutes, power, sustainability,
reciprocity, professional development and educatiée@adership in international
higher education partnerships. These experiences leal to a commitment to

study issues and key factors of educational ledger®r the sustainability of
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international partnerships.
Based on the rationale for the study, the followsegtion presents the

research objectives.

Resear ch Objectives

This research project served six theoretical arattmal objectives. The first
objective of this study was to explore key factmd issues that may impact on the
distributed leadership for international partnegpsthetween the Western and East
Asian Chinese HEIs, using New Zealand, Singapomwdn and China as
examples.

The second objective of this research was to egplogher education
leaders’ perceptions of their leadership roles, Aod/ these perceptions may
impact on their practices in international parthess.

The third objective of this study was to understdfast Asian higher
education leaders’ perceptions of internationaknmaships with New Zealand
HEIs andvice versa

The fourth objective of this study was to addréssdignificance of culture,
its dynamic nature, and its impact on internatiopattnerships in the act of
exchange, co-operation, relationship building, podier and resource distribution
in New Zealand and East Asian contexts.

The fifth objective of this study was to inquiretanthe international
partnership strategies (if any), used by some HEINew Zealand, China,

Singapore and Taiwan.
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The fifth objective if this study was to illustradeconceptual framework that
theorises the knowledge that is required for lestuiprin international partnership
networks.

The sixth objective of this research project wasetaourage higher
education leaders’ reflection, discussion, critiqued critical thinking about

international partnerships.

Organisation of the Thesis

The research question is: What are the key faetogsissues that influence the
distributed leadership for international partngeshbetween Western and East
Asian Chinese HEIs? It highlights how higher ediacaleaders make meaning and
understandings about international partnershipsdest West and East, how they
perceive their own leadership roles in relationini@rnational partnerships, and
how factors impact on the sustainability of suctennational partnerships. The

following outline gives an overview of the thesis.
Chapter Two: Distributed Leadership for Internati@i Partnerships

This chapter identifies distributed leadership agassible suitable form of
leadership within the context of international legleducation partnerships. Due to
the thin literature on distributed leadership igh@r education, this chapter defines
and clarifies distributed leadership in internatibhigher education partnerships.
Theoretical perspectives related to the kinds aefléeship that are distributed
within the partnership networks are drawn upon.tribisted leadership in

international partnerships is theorised, based lom discussion on formal
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arrangements, enhanced leadership opportunitiederstanding the context,

sustainability and learning.

Chapter Three: Socio-cultural Theorising: Construgist Epistemology and
Constructive Realism

This chapter clarifies the epistemology and ontpladpich have underpinned the
discussion on distributed leadership for internaidigher education partnerships.

They are a constructivist epistemology and thelogtoof constructive realism.
Chapter Four: Research Methodologies

This chapter provides an overview of the researetthodologies used in this
research project. Specifically, this chapter, fiirstxplains approaches to maximise
the trustworthiness of this qualitative, constristiand comparative study. It then
provides the rationale for using specific reseangdthodologies for data analysis.
They are grounded theory methodology (Charmaz, 22008; Glaser, 1978, 1992;
Glaser & Holton, 2004, Glaser & Strauss, 1967, 19¥®auss & Corbin, 1990,

1998), and Wallner’s strangifications (Wallner, 599997, 1998a, 1998b, 2000,
2004; Wallner & Jandl, 2006). The rationale fordammrating interviewing and

documentation as data gathering methods is thesepied. The last part of this

chapter discusses approaches to participantsarstindy.
Chapter Five & Chapter Six: Research Findings

The research findings are reported in Chapter &nteChapter Six. Chapter Five
presents an overview of individual HEIS’' formal aargements of international

partnerships, under the headings of a New Zealaniersity, China-NZ
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partnership, Singapore-NZ partnerships and TaiwArphrrtnerships. Chapter Six
reports some of the major themes that emergedtihermterviews and documents.
These themes are interrelated and are discussext thred headings of enhanced

leadership opportunities, understanding the congerdtainability, and learning.
Chapter Seven: Discussion

Chapter Seven presents a theoretical framework ctorceptualising higher
education leaders’ learning of distributed leadgxsheflection, and multiple

distributed leadership practices in internatioratiperships.
Chapter Eight: Conclusion

Chapter Eight draws conclusions, indicates linoiadi of this study, and provides

implications for future research and leadershigfcas in related areas.
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CHAPTER TWO DISTRIBUTED LEADERSHIP FOR INTERNATIONAL
PARTNERSHIPS
The main purpose of Chapter Two is to theoriseribigied leadership in
international partnerships between Western and &siah HEIs. Due to a lack of
literature on distributed leadership in higher edion, this chapter draws upon
the literature on distributed leadership in schemitings and on higher education
leadership. This chapter then identifies key elemeh distributed leadership in
international higher education partnerships throligking the two sources of
literature. It is essential for this study to calesi What are the key leadership
elements that are embedded in the literature amildised leadership in school
settings and on higher education leadership? Aeg thlevant to the context of
international higher education partnerships? Whasddistributed leadership
mean to higher education leaders in internationghgrships?

Using this process, this study identifies five kelgments of distributed
leadership in international higher education padmgs. They are formal
arrangements, enhanced leadership opportunitiederstanding the context,
sustainability and learning. These elements ofribdigied leadership are not
proposed as sequential stages. Rather, they areslated and | argue that they are

required for distributed leadership in internatiomgher education partnerships.

Formal Arrangements

The literature on distributed leadership and orh&igeducation leadership gives
premise to the role of formal arrangements of lestdp, and is referred to as

top-down distribution of leadership roles, respbitisies, titles, and positions in
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school and higher education settings (Gornitzkaasen, 2004; Gosling et al.,
2007; Harris, 2004). In international higher ediarat partnerships, formal
arrangements in which roles and responsibilities identified form the basis of
inter-organisational co-operation (Beerkens, 2@&erkens & Derwende, 2007).
These arrangements are influenced by individuaitin®nal interests in terms of
the scope, intensity and complexity of such exckangnd co-operation. It is
suggested that successful partnership arrangementdve department or
faculty-based cooperative activities and leader@fgifernan & Poole, 2004, 2005;
Stohl, 2007; Webber & Robertson, 2003). The ledderBom the department or
faculty level echoes the discussion on middle mameamnt.

This section of the literature review identifiesrf@l arrangements as a key
element of distributed leadership in internatiohaher education partnerships
through the following three aspects: formal agreas)eindividual institutional

interests, and middle management.
Formal Agreements

The formal basis of international higher educatmartnerships is the formal
agreement. According to Bowen and Schwartz (26€&®)jal institutions consist of
linguistically-based institutional agreements ariabrules. By linguistically-based
institutional agreements, Bowen and Schwartz refeto using written, verbal and
other languages to regulate the necessary elemEmese agreements may be
articulated in a glossary of terms, such as duggponsibility, obligation, right,
constitution, contract, custom, tradition, and edlive choice. The structurally and

formally delegated leadership responsibilities gypatterns of actions in decision
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making situations, and allow a degree of secustyoa'what to believe or accept,
what to do or perform, or what to prefer or priggdbwen & Schwartz, 2005, p. 11).

International higher education partnerships asrm fof social bonding are
established on the basis of linguistically-basesditational arrangements among
international HEIs. Authors have categorised a egriof international
inter-organisational agreements in terms of, fameple, the participant diversity,
individual institutional or collective motives fao-operation, scope in time and
activities, the nature of integration, and the nisigy of linkages (Beerkens, 2002;
Beerkens & Derwende, 2007). For example, an agreefoe student exchange
would specify the discipline and year of targetedisnts, the duration of student
exchange, and criteria for application and crossht(Doyle et al., 2008; Messer
& Wolter, 2007). In particular, these formal intational agreements guide key
stakeholders’ patterns of actions and access turess and power (Chan, 2004;
Tedrow & Mabokela, 2007). Formal agreements idgndecifically to whom,
when, where, what, and to what extent resourcesepand responsibilities are
distributed in the international partnership netkvor

Hence, international higher education partnershipee@ments can be
understood as the interplay of a wide range of &rarrangements that are
required for distributing leadership between HEIs particular, formal

agreements are influenced by the individual insthal interests.
Individual Institutional Interests

Another aspect of formal arrangements in distridueadership in international

higher education partnerships is that of individuradtitutional interests. By
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individual institutional interests, this study ref¢o a number of self-interests that
direct one HEI to enter into a cooperative relatop with another HEI to pursue
an expected return on its inputs such as finamwi@stments, human resources or
knowledge (Heffernan & Poole, 2005; Johnson & Wils@006; Tedrow &
Mabokela, 2007). These self-interests, accordirthediterature, may range from
capacity building, risk reduction, financial gainssource or knowledge exchanges,
overcoming trade or investment barriers, to expamdinternational markets
(Abbott, 2006; Marginson, 2006; Marginson & Sawiv05).

In this sense, formally arranging international tparships based on
individual institutional interests is pragmatic mature. Formally distributing
leadership in international partnerships entailagpratic considerations such as
cost-benefit analysis of financial, human resouraas knowledge investments
(Beerkens, 2002; Beerkens & Derwende, 2007; MadBe4t05). For example, a
HEI may judge whether the outcome of collaboratiesearch would outweigh
the funds and resources that are invested.

There are also collective interests that guide ihier-organisational
cooperative practices among HEIs. For example, é&twl1950 and 1980 New
Zealand offered financial assistance to South amatiSEast Asian students to
pursue higher learning through the Colombo PlanciwHocused on economic
development and the raising living standards ofntdes in the Asian region
(Smith, 2005). Partnership arrangements that asedban a collective interest are
not so much derived from resource exchanges bwdencacy or aid (NZAID,
2007). However, as Zhou (2007) argued, internatigratnerships between

Western and East Asian HEIs in the 21st Centurye hargely moved from aid to
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trade partnerships, and have been primarily dribgnindividual institutional
interests.

As mentioned above, international partnerships eetwHEIs are largely
department- or faculty-based. The leadership fioerdiepartment or faculty level is

contained in the discussion on middle managemethieiteadership literature.
Middle Management

The third aspect of formal arrangements in distedueadership in international
higher education partnerships is middle managembhtdle management
emerges in the higher education context underdbalogy of new managerialism.
According to some literature, new managerialism higher education is
characterised by a greater accountability of sendelivery to the public, and
increased emphasis on performance management, uctaa rule-following
procedures, management activities, financial targahd market development
(Deem, 2002; Deem & Brehony, 2005; Deem & Morle§Q@). Higher education
leaders in the middle range of the hierarchicahéigeducation management
structure have been strategically selected andiagabto implement institutional
policies and strategies. In particular, | argue@irapter One that a growing area of
these higher education leaders’ work has beennati@nalisation strategies and
entrepreneurship.

The term ‘middle manager’ in the literature on laglkeducation has been
largely used to refer to middle-level academic ngans or manager-academics
such as heads of departments, schools and detawuttf. Middle-level academic

managers carry out entrepreneurial and strong neamegt leadership roles with
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respect to teaching, research, financial and hureaaurces management, and
facilitation of institutional missions, objectiveand strategies (Hancock &
Hellawell, 2003; Hellawell & Hancock, 2001; SantgegCarvalho, Amaral, &
Meek, 2006).

The term ‘middle manager’ has also been used intédhhich’s (2004, 2006)
discussion on professional administrative staff mmddle management roles.
Whitchurch (2006) pointed out that the boundariestwieen professional
administrative staff, academic senior and middlenagers, and other academic
staff have become blurry because of their comlnabtf both academic and
professional backgrounds and work responsibilitlasparticular, collaboration
among a variety of administrative units and acadedapartments or faculties has
become increasingly demanding due to the blurringoaindaries at least in the
context of academic exchanges and co-operatiorgireheducation (Slaughter &
Rhoades, 2004; Webber & Robertson, 2003). As sumtademic and
administrative middle managers within a HEI, or daraic and administrative
managers outside higher education campuses, suohgasernment bodies, may
share accountability over a number of activitiest they jointly coordinate.

Delegating leadership responsibilities to persoim#éie middle ranks of the
management hierarchy who can carry out internatianademic exchanges and
cooperative activities can be interpreted as adimpn, formal leadership practice
(Storey, 2004; Woods et al., 2004). Such formalegaiion of leadership
responsibilities, as MacBeath (2005) argued, iethagpon pragmatic and strategic
considerations, informed by knowledge of individsaff capacity and social

capital, and judgement of how far individual capadan be further developed.
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Middle managers are at the operational base ofehigucation institutions, and
are seen as change agents. They carry an ingtisitiore values, reflect upon their
competencies, and make significant contributiosttategic development (Clegg &
McAuley, 2005; Huy, 2001; Santiago et al., 2006hrough their middle
management roles, both academics and administratars accumulate
considerable professional benefits for themselweh s reputation, credibility,
and professional networks through collaboration himit and beyond their
institutions (Webber & Robertson, 2003; Whitchur2004, 2006). This echoes
Huy’s (2001) perspective on middle managers inrmss. Huy stated that each
middle manager is at the centre of relational netwavhich are powerful when
engaging necessary human and physical resourceshémge. Huy's argument
implies the use of social capital in nurturing cedgive relationships in
organisations. The term ‘social capital’ was introed by Bourdieu to refer to
networked relationships within and between soadialigs, which can be of help in
terms of getting access to resources and distnpytower (Bourdieu & Passeron,
1990). The notion of social capital will be furthexplained in Chapter Three.

The hierarchical structure of higher education ngen@ent and segregated
departments may have also become barriers tohiistrg leadership roles and
collaborative work within HEIs. Among many struclubarriers, Harris (2003)
argued that the most significant barrier to disttéddl forms of leadership is the
internal hierarchical, top-down, approach to lealdgr. Hellawell and Hancock
echoed that the predominance of leadership disiibthrough hierarchical modes
of managerial approaches in the UK higher educatiasa strong impact on

academic middle managers’ perceptions of leadershipat is leadership only
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comes from senior management levels (Hancock &adall, 2003; Hellawell &
Hancock, 2001). They also identified that highenadion leaders at senior levels
tend to act in ways that hinder collaborative pcast They recognised
considerable resistance from academic middle masaigeulty, and support staff
towards distributing management responsibilitiess,lemst in the UK higher
education, as opposed to other professions in tivatp sector. This and other
structural factors may impact on the commitmenel®f higher education leaders
at lower levels of the higher education managerh@riarchy, and hinder their
willingness to take up managerial responsibilitregnternational higher education
partnerships.

To sum up, the literature suggests that formalngeements in distributed
leadership in international higher education padhips are concerned with
formal agreements, individual institutional intdsgsand middle management.
Formal agreements provide a foundation or safergtdor leadership practices in
international higher education partnerships. Irmdinal institutional interests
further reflect the demands for entrepreneurshigp tnade of higher education
services under the impact of globalisation andrimggonalisation, as discussed in
Chapter One. Distributing leadership responsibgitito middle managers
essentially empowers more higher education personitein the hierarchical
management structure to be involved in internatigaatnerships. In particular,
the entrepreneurial climate of higher education as higher education
practitioners, including faculty members who aret novolved in formal
management roles or titles, to undertake leadersportunities and embark on

innovative entrepreneurial activities within ang/ted their HEIs (Altbach, 2006;
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Sheridan, Brennan, Carnes, & Handelsman, 2006). #a&keholders in higher
education, such as government bodies, senior marege academic faculties,
administrative staff, support teams, and commuuwitganisations, have been
expected to work collaboratively and across bouedamDistributing leadership
roles to a wide range of key stakeholders in irgomal academic exchanges and
co-operation implies greater leadership opportesitin boundary-crossing

networked relationships.

Enhanced L eader ship Opportunities

The literature on school leadership suggests emdthleadership opportunities as
a key element of distributed leadership (Fullan0Z0) Harris, 2008). The
literature on international higher education parthgs also gives rise to the role
of support personnel and administrators in partngreetworks (Robertson &
Webber, 2002; Webber & Robertson, 2003). As Maming&006) highlighted,
both academic and non-academic higher educatiomtifovaers have the
opportunity to take up leadership roles in inteoralisation activities based on
their merits, achievement and expertise.

Merit-based distribution of leadership roles isntiged as a key element of
distributed leadership in the school leadershigrditure (Harris & Muijs, 2005;
MacBeath, 2005). Distributed leadership makes aifsignt departure from the
leadership of senior management or executive Isaaene, for example the Vice
Chancellor and the Pro-Vice Chancellor (Locke, 2@0gin & Brennan, 2003). As
Fullan (2005) suggests, an organisation cannotdtmistainably on the actions of

the top leaders alone. Specifically, Muijs, Harkisiby, Morrison and Sood (2006)
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pointed out that distributed leadership in HElsaacerned with the involvement of

personnel “at least in middle management, and inyntases at lower levels, in

decision making and initiative taking” (p. 90) antherefore, requires the

leadership from many dimensions and levels. Distat) leadership as enhanced
leadership opportunities represents the tendenoyliat Harris (2003) termed “a

more democratic and collective form of leadersi{p”317).

Distributing leadership opportunities in educatgattings requires those in
formal leadership positions to empower others akldevels of the management
hierarchy to engage in leadership roles (Harrialet2007; Woods et al., 2004).
Both academic and administrative personnel of HEgen without middle
management authority, may make significant contidiouto the functioning of
international partnerships within and beyond tivadividual institutions, affiliated
disciplines, and the wider community, through tlereise of social influence in
social networks (Balkundi & Kilduff, 2006; Guy, 26 Here, social influence can
be understood as social capital (Bourdieu, 198hjchvis described in Chapter
Three.

However, Harris (2003) argued distributed leadgrshi schools does not
suggest that “everyone is a leader, or should p&1(/). Three factors are evident
in the literature that impact on distributing leestep opportunities and whether
practitioners make the decision to take up leadersipportunities. They are
hybrid leadership, institutional cultures, and slhfidence and leadership

perceptions.
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Hybrid Leadership

The first factor of enhanced leadership opportasiin distributed leadership is
hybrid leadership. A hybrid leadership perspecis/grominent in explaining the
distribution of leadership opportunities beyond kingher education management
hierarchies in international partnerships. Accogdito Gronn (2008), hybrid
leadership is a form of leadership practices thabraces flexible conceptions of
leadership and integrates “both hierarchical artéraechical modes of ordering
responsibilities and relations” (p. 150). The notiaf hybrid leadership helps to
portray processes which consolidate discrete sqgiakttices, and facilitate
team-based, cross-level and multi-level distributiof leadership practices,
structures and objectives (Day, Gronn, & Salasg2@arcia-Canclini, 2001). As
Day, Gronn and Salas (2006) suggested, the nofibghyid leadership opens up
the possibility for “better theories, models, tqolseasures, and analytic
approaches” to study leadership practices in educatettings (p. 214).

The notion of hybrid leadership is paramount fds thtudy to be able to
understand how leadership opportunities develogergey and mix with formal
distribution of leadership. It provides a tool fmterpreting how people with
differences and conflicts may come to negotiatee@mgents (Garcia-Canclini,
2001) in international higher education partnership particular, the notion of
hybrid leadership helped this study to explore tpauralities of emergent,
informal and interdependent leaders” and the “di/demsity of leadership” (Day,
Gronn, & Salas, 2006, p. 214). For example, | ergohow leadership
opportunities were distributed across differentelsvof the HEIs in this study,

how academic and non-academic staff members weodved in the practice of
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international partnerships, and how they workednétworks of relationships
within and beyond their HEISs.

Furthermore, hybrid leadership provides a basigfsirtutional cultures that
acknowledges “a plurality of cultures, knowleddasguages and their continuous
interspersion” (May, 2001, p. 38), and are suitdbleinternational partnerships.
However, initiating a hybrid leadership culture hiit a HEI requires certain
conditions. Day, Gronn and Salas (2006) indicated hybrid leadership exists in
team-based, self-led, or self-managed organisdtauitures where “pluralities of
emergent, informal and interdependent leaders” isb@4th formally designated

leaders (p. 214).
Institutional Cultures

The second factor of enhanced leadership oppoksnit distributed leadership is
that of institutional cultures. The cultures angtitutional dispositions within
individual HEIs contributes to practitioners’ temadg to distributed leadership in
international partnerships and their decision teetap leadership opportunities.
This is because leadership dispositions can bellittd, developed, sustained and
embedded within the culture of the institution (gf@aves, 2007; Hargreaves &
Fink, 2006; Hargreaves & Goodson, 2006). Instingiavhich display dispositions
of distributed leadership can encourage membenswaik collaboratively, and
distribute leadership roles based on knowledgeerathan titles. The possible
consequences of such collective practices are ¢évwelapbment of networked or
collective efforts, synergy, intelligence, energylatherefore, enhanced leadership

opportunities (MacBeath, 2005; Tuomi, 2007). Momgnstitutional cultures that
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encourage distributed leadership in networked wel&tionships encourage wider
involvement of education practitioners to make sigant contributions to the

institution (Harris et al., 2007; Muijs et al., )0

Self-Confidence and Leadership Perceptions

The third factor of enhanced leadership opportesitn distributed leadership is
self-confidence and leadership perceptions which @apact on people’s
decisions to take up leadership opportunities.

Self-confidence in higher education leaders is atrdmuting factor to
enhanced distribution of leadership opportunitfagthors have argued that unless
people have confidence in their capabilities todpae anticipated changes, they
have limited desire to take up leadership oppotiesi(Kark, Shamir, & Chen,
2003; Pillai & Willaims, 2004; Ross & Gray, 200&®elf confidence encompasses
efficacy beliefs for taking up leadership roles.eTiotion of efficacy refers to
“beliefs in one's capabilities to organize and execthe courses of action required
to produce given attainments” (Bandura, 1997, pC8nfidence in one’s abilities
to lead is essential for higher education leadeengage in distributed leadership
practices. Furthermore, Ross and Gray (2006) pesposvhen confidence or
efficacy beliefs become shared by members in arcaunal institution, it
provides the momentum for committing to the visodithe institution.

According to the literature, leadership perceptionpact on how people
perceive themselves and how others perceive thdeadsrs (Balkundi & Kilduff,
2006; Guy, 2006; Neubert & Taggar, 2004). Theseldeship perceptions may

impact on people’s decisions to take up leadersppgortunities. However, there
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seems to be a lack of equivalent studies on theepg&ons of leaders’ own

leadership capacity in the higher education contéxtthe higher education

literature, Guy (2006) pointed out that there haerbdiscussion on academic
leaders as being perceived by higher educatiorf atafeffective teachers and
educators. Although there has been growth in thediship roles of administrators
in higher education, the leadership roles of adstiaiors seems to be
under-representative in the literature (Whitchu@®4, 2006).

The findings of Ho’s (2003) study on beginning teaxs’ perceptions of
leadership helps us understand higher educatiateteaperceptions of their own
leadership roles and practices. The findings shoted the more positive
educational practitioners’ self-perceptions of thewvn leadership roles, the more
they are willing to embark on leadership opportesit Collaboration among key
stakeholders was an important condition for nuniyirpositive perceptions of
leadership and leadership practices, and for digirig leadership opportunities at
the beginning level of the teacher career hierar@hy, 2003). These findings
suggest that nurturing positive perceptions of éeslaip and leadership practices
would help educational leaders to distribute lesli@ropportunities across many
perceived boundaries. However, the literature darmational higher education
partnerships has largely focused on leaders in dbrsenior and middle
management positions. There is a lack of literatmehe leadership of support
persons, such as general staff in individual depamts or faculties.

So far, the literature suggests that distributeatiéeship in international
higher education partnerships can be understootbrasal leadership and as

enhanced leadership opportunities.
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Under standing the Context

The third key element of distributed leadershipnternational higher education
partnerships is understanding the context. The dcheadership literature
suggests that thorough and adequate understandifjgawareness of, and
sensitivity to the context or specific situations essential for sustainable
development of a school (Davis & Davis, 2005; Doeik 2004). In higher
education, Gu (2003, 2005) also pointed out thatetstanding cultural nuances
and developing key cultural competencies is esserfor constantly and
collectively working with education practitionersoin different socio-cultural
backgrounds.

Such understandings and sensitivity are particuhaluable in the study on
international partnerships between Western and Esisin Chinese HEIls. Four
aspects of understandings are paramount for pramdfistributed leadership
within the context of international higher educatipartnerships. They are
inter-cultural understandings, understanding nafiooultures, understanding
institutional leadership practices, and understandiotential power-relational

Issues.
Inter-cultural Understandings

The literature suggests that inter-cultural undemings is paramount to
distributed leadership in international higher etiom partnerships (Gu, 2005;
Webber & Robertson, 2004). In the sphere of intigwnal education, authors have
addressed the risks of privileging mono-cultural arainstream values, and failing

to acknowledge the realities of developing econamsigch as those in East Asia
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where Western values in Western-led educationaérvehtions have been
prevalent (Collard, 2007; Walker & Dimmock, 2008)is important that higher
education leaders from one context are open-minded, that they accept the
existence of other realities and engage in sociH@lly appropriate practices.
While respecting cultural uniqueness, Kezar (20€)@halled the importance of
higher education leaders acting as cultural agemtieal with conflicting values, to
build cultural consensus among faculty members, tanidstitutionalise change
initiatives on higher education campuses.

Distributed leadership in international higher eation partnerships is
concerned with developing appropriate leadershimpmiencies and practices
based on understandings of contextual differen&gsumber of interchangeable
terms such as cultural / inter-cultural / interoaéll sensitivity, awareness, or
consciousness have been used to refer to theseuparcompetencies (Lasonen,
2005; Poole, 2006; Zhou, Jindal-Snape, Toppingo&rian, 2008). Some authors
suggest that inter-cultural awareness, sensitigityconsciousness is enhanced
based on dialectical relationships that entailetfbn, conversations, cultural
observation, problem-posing, and exploration ofed#nces as well as common
issues between cultural groups (Lasonen, 2005;eR@0I06; Zhou et al., 2008).
According to Coulby (2006), inter-cultural awaremas demonstrated through
comparing cultures, curricular systems, educatipadities, without any relative
judgment or assumptions of superiority. Hence, atianal practitioners have the
obligation to be socio-culturally competent in tHeadership practices.

In particular, distributed leadership requires leigbducation practitioners to

nurture inter-cultural understandings, particulathetween mainstream and

48|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

subordinate groups. Based on their study of keygpolational issues between the
mainstream Pakeha (New Zealanders of Europeanrigscel Maori (indigenous

people) cultures in the New Zealand education syskishop and Glynn (1999)

highlighted the importance of cultural awarenesseducational policies and

practices. They advocated that “the developmerdaroexpansive view of what

constitutes educational policies and practices #uairesses cultural diversity”

resides in “the sense-making and knowledge-gemegrgtiocess of those cultures
the system seeks to marginalise” (Bishop & Glyr899, p. 13). They argued that
this moral obligation should be carried out acredacation sectors, institutions,
and classrooms.

Webber and Robertson (2004) recommended that higghécation leaders
in international settings firstly understand thewn practices and possible
prejudgements; secondly develop stronger internatiounderstandings of
leadership practices; and, as a result, act comipetd o enhance inter-cultural
understandings, it is important to explore differes and commonalities of
national cultures. As this study focuses on thectm@ of international higher
education partnerships in New Zealand and East Asacultures of these contexts

are briefly explored.
Understanding National Cultures

The literature suggests the significance of undadihg national cultures among
cultural groups and societies (Scandura & Dorfn2@04; Walumbwa, Lawler, &
Avolio, 2007) within the context of internationabher education. This is because

conceptions of leadership, leaders, and effeceaeldrship practices vary across
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contexts. Collard (2007) pointed out that educafwactitioners in different
contexts tend to employ different habitual appresdo their leadership practices.
Hofstede’s seminal work on cultural dimensions tded five national culture
dimensions, including power distance, uncertaintgidance, individualism or
collectivism, masculinity or femininity, and shderm or long-term orientation
(Hofstede, 1991, 2001; Hofstede & Hofstede, 2006se dimensions have been
widely used to analyse cultural differentials inagtices in the literature on
international business (Garrett, Buisson, & Yap)@®Zhu, Nel, & Bhat, 2006).
Hofstede’s studies involved New Zealand, Singap®datwan and China. Hence,
those five cultural dimensions provide a windowotigh which to view the
cultural differentials in leadership practices mernational partnerships between
East Asian and Western HElIs. It is noteworthy that following discussion on
East Asian and New Zealand cultures serves theoparpf providing general
information on leadership practices at the natideaél; and that variation and
exceptions exist in distributed leadership at tnstnal and individual level.
Authors who have used Hofstede’s cultural dimersi@asman analytical tool
have found that leadership practices in East Asihinese societies, such as
Taiwan, Singapore and China, is characterised iglalevel of power distance, a
high tendency to collectivism, and long-term oragimn (Garrett et al., 2006; Zhu
et al., 2006). Western societies such as New ZdalAustralia, the United

Kingdom, and the United States have been charseteds highly individualistfc

2 Among 74 countries, the rankings of individualiane United States™ Australia 2%, Great
Britain 3¢, Canada (total)d New Zealand 7, China 58' -61%, Singapore 56-61%, Taiwan
64" (Hofstede & Hofstede, 2005). The lower ranking methe more individualist-oriented:;

whereas higher ranking means the more collectoistated.
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(Hofstede, 1991, 2001; Hofstede & Hofstede, 200%)is implies that New
Zealand higher education leaders’ ways of working d@hinking in terms of
distributing leadership in international partnepshmay be different from those of
higher education leaders in East Asia. These dfffegs are discussed further in
the following sections. New Zealand has been ifiedtias being an egalitarian
society, which suggests a low power distance anpeuple (Oettli, 2004). As
long-term orientation is identified by Hofstede lasing a unique character of
Asian economies, New Zealand shows lower long-tesrientation when

compared within Asian countries (Hofstede & Hofgte2i005).
Leadership Practices in East Asian Chinese Societie

According to the literature, East Asian societiethwtrong Confucian influences
on interpersonal relationships, such as Singapa®yan and China, emphasise
differential social order among persons situateti@marchically structured social
relationships oguan xi(EFEJ ) (Chang, 2004; Hui & Craen, 1997; Hwang, 1997-8;
Wang, 2007). These societies are characterisedhighar level of power distance
than in New Zealarfd Power distance measures the extent to which paaver
expected and desired to be unequally distributeddd®n the less and more

powerful members within an institution (HofstedeHofstede, 2005). These East

% There is variation of the level of power distan¢&lew Zealand, Singapore, Taiwan, and China.
Among the 74 countries in Hofstede’s study, Charaked China ranked 12-14, Singapore 19,
Taiwan 43-44, and New Zealand 71 (Hofstede & Halist005). A higher power distance rank

implies lower power distance.
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Asian societies are highly obedience-oriented aspir@to authorities of power in
formal positions (Dalton & Ong, 2005). Thugyan xiin Chinese societies is
different from impersonal or broad relationshipsaggested in Western relational
rules, and is highly particularistic (Berrell, Watl, & Wright, 2001; Wang, 2007).

According to Hofstede, East Asian societies withhigh tendency to
collectivism emphasise group defined social norntsduty, promote group shared
beliefs, views, needs and goals over the individwald encourage group
co-operation over individualistic expression (Hetst, 1991, 2001; Hofstede &
Hofstede, 2005). For example, societies with angf@hinese culture heritage tend
to do business on the basis of moral norms su¢toasur or credibility, not by a
written agreement or contract (Zhang et al., 20B4ang et al. (2004) argued that
honouring credibility rather than an agreementacdntract reflects a low level of
awareness of laws and legal systems.

People in East-Asian societies use a high-contexhneunication style,
which is characterised by placing high value onliaipor non-verbal messages in
communication (Kotabe et al., 2005; Zhu et al.,80@r example averting the
glance to show respect in Confucius culture. Usirfggh context communication
style means Asian higher education leaders may énniggortant messages in the
context, without explicitly speaking what these sagges are. A high context
communication style is characterised by circulasoming and a unified whole, as
Gudykunst (2004) noted.

Hence, the ways through which Asian higher edunatieaders
communicate and act in international partnershipy be different. Zhu, Nel and

Bhat (2006) found that people in East Asian saegetincorporated more
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interpersonal strategies for building relationshign their New Zealand and South
African partners. As Hwang highlighted, interperaisstrategies such as facegin

zu /#/~’) and favourien quing ‘/[9/9) have been predominant in Chingg&n Xi
networks (Hwang, 1987, 1997-8, ZOC@;% !, 2005). Face and favour work as a
form of power to influence others in obtaining dable social resources, and are
employed to maintain harmony in relationships.

According to Hwang's (1987) seminal work entitledce and favour: The
Chinese power gam€hinese and other similar East Asian societidsviorules
different to those followed in the West, partichjanorms of reciprocity.
Reciprocity in Chinese societies operates by applgifferent relational rules such
as the need rule, equity rule, rule of favour, ard of face to different domains of
guan xi Hwang (1987) pointed out that face and favouriralggenous concepts in

Chinese culture and they are extensively governed:

...by the hierarchically structured network of socaigations (guanxi) in
which people are embedded, by the public natuabligations, and by the
long time period over which obligations are incdrréhrough a
self-conscious manipulation of face and relatedtsys (Hwang, 1987, p.
944)

Leung and Chan (2001) identified that, in Chinedational settings, face connotes
a set of social norms such as respect, pride, amdtyl as a consequence of a
person’s social achievement and the practice oftai@ing one’s face and the face
of others. On the other hand, favour ranges franpka to complex. Simple favour
entails socially acceptable behaviours such asptieg small gifts, offering help
and inviting business partners to dinner; compéasobir involves misallocation of

public or social welfare resources (Leung & ChaiQD.
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Leadership Practices in New Zealand

New Zealand is known as a bicultural country, witaeedominant European New
Zealand culture coexists with the traditional Mamwiture. Compared to East Asian
Chinese societies, New Zealand culture has beeadeased by: a lower level of
power distance, higher tendency to individualisng a lower level of long-term
orientation (Garrett et al., 2006; Zhu et al., 2006

As discussed previously, a lower power distancens®iew Zealand society
tends to be more egalitarian - everyone of equalust The New Zealand
participants in Hofstede’s studies were mostly Rakand they tended to regard
the individual as being most important in a sosé&ting, value independence over
dependence, reward individual achievement, andgrase individual uniqueness
(Hofstede & Hofstede, 2005). It is arguable thathsindividualist orientation is
not shared by Maori people in New Zealand (O&004). In addition, Garrett,
Buisson and Yap (2006) found that people in Newlafehtend to employ an
explicit low-context communication style. This ingd that New Zealand leaders
communicate primarily through explicit coding th& clearly spoken in
conversations (Kotabe et al.,, 2005). A low-cont@dmmunication style is
endorsed by Western thinking patterns. AccordingMertsch (1991), Western
thought is dominated by the narrative of abstratibnality, that is using linear
reasoning to express thoughts.

In terms of relationship orientation, New Zealandsibess leaders may
nurture relationships based on principles of ddinginess, such as focusing on

competition, marketing relationships, and flexibiées and goals (Garrett et al.,
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2006; Zhu et al., 2006). These principles are eide international higher
education partnerships. As discussed in Chapter, @ae-liberal free-market
higher education policies in New Zealand have mo¥#tls towards more
entrepreneurial, profit-seeking, and corporate-ligevernance; and higher
education services have been transformed into anomity. Compared to East
Asian societies with a focus on establishing losgrt relationships, the
mainstream Pakeha culture in New Zealand focusese mun informal
communication strategies to promote public relaidrhere is also a strong sense
of community in New Zealand cultures. In Zhu, Nedl&hat's study, New Zealand
businesses managers demonstrated a tendency toucoiyiand particularly “the
tradition of conducting business via referralsroates™ (Zhu et al., 2006, p. 327).
They contributed this tendency to the small sizthefNew Zealand economy and
population, and perhaps of the collective culturéhe Pakeha immigrants, and of
the indigenous Maori people.

Within New Zealand and East Asian Chinese socigetieerogeneity exists
across societies, and national culture is contéigech and embedded in the
complex historical and socio-cultural backgrounds tbe society. Hence,
understanding national cultures may help highercation leaders to understand
different practices. The following section explord® variation in leadership

practices at the institutional level.

Understanding Institutional Leadership Practices

Understanding the context also requires higher a&tlut leaders to understand the

differences and commonalities in institutional leatip practices. According to
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the literature, institutional habitus and the rules practice are powerful in
determining higher education leaders’ institutigmactices. Institutional habitus is
concerned with the specific dispositions of anitnson (Reay, David, & Ball,
2001; Thomas, 2002), such as staff and studertiae$hips within the HEI, and
an internationalisation orientation. The rules ohqgbice refer to the rules which
actors in a field of practice commonly follow tosttibute resources and power
(Bourdieu, 1992, 2000; Bourdieu & Wacquant, 199Zhis implies that higher
education leaders within a social structure malp¥ola set of socio-culturally and
historically embedded structural rules and insbial habitus.

For example, HEIs in New Zealand are highly seNagaed (Locke, 2001;
Meyer, 2007); whereas HEIs in Singapore, Taiwad, @hina exhibit a relatively
state-centralised model of governance (Mok, 20Q2Td&h & Ng, 2007). Chinese
HEIs have a higher level of political interventionder the governance of the
Communist Party of China (He, Wang, & Yu, 2007; YaNidovich, & Currie,
2007) when compared with HEIs in New Zealand, Taiwad Singapore. Thus,
apart from teaching and administrative positiohg, tommunist Chinese higher
education system designates senior managementiopgsifor government
appointed officials to carry out and monitor goveenmt policies (Pan, 2007).
Hence, differences in practice occur across cosatekhis implies that higher
education leaders may engage in international gestips based on fundamentally
different operation models, leadership approachemagement structures, and

support systems. Mutual understandings of partnesstutional constitutions,

* Institutional habitus and rules of practice wi#l Betailed in Chapter Three.
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structure, and operation systems are critical $tefoenhanced coordination within
international higher education partnerships.

The literature indicates that structural divisiobgtween academics,
academic disciplines, or departments within HEIdhie UK have predominantly
encouraged independent practices in teaching asehmreh (Burchell & Dyson,
2005; Kutner et al.,, 2006). Faculties may hold etdght perceptions about
professional practices with respect to inter-diegry, international and other
forms of collaboration (Holley & Dagg, 2006; StoRQ07). As such, structural
divisions can discourage collaboration and a sefis®mmunity. For example,
Cox (2004) reported that the growth of a senseeafriing community and
collaborative practices among faculty has been slatveast in the context of
higher education in the USA. Stohl (2007) argueat ttmany of the structural
barriers to practising in the field of internatibreducation are created and
determined by the faculty themselves as to whatntsowas professional
achievement.

According to Stohl, if the faculty does not valugernational academic
collaboration, development work, services and mesegrojects, international
activities would be considered as detrimental wdpctivity and to performance

evaluation. Stohl stated:

When the faculty member fails to meet these expeas often the
international is characterized as a drag on pradtctor as a
less-competitive environment substituted in plaioexcellence. Thus, it is
not surprising that relatively few faculty memberglicate that they
participate in international education activitieseybnd attending
international conferences. (Stohl, 2007, p. 368)
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In New Zealand, Mclnnis, Peacock, and Catherwood0§2 reported that,

professional achievement is determined largely matonal performance-based
research funding system. They noted that the fndiystem has impacted on
higher education leaders’ increasing participation international research.
However, the performance-based research fund systédew Zealand focuses
on the participation in internationalisation adies of individual academics.
Whether the funding system has impacted on thedole practice of individual

department, school, or faculty in internationalsatactivities remains under
explored.

As discussed in Chapter One, HEIs in Western argt Baian Chinese
societies today demand intense international, 4ciétural and inter-disciplinary
co-operation in research and teaching for sust@ndévelopment and capacity
building (Barth, Godemann, Rieckmann, & Stoltenb@@)7; Song & Tai, 2007;
Summers, Childs, & Corney, 2005). It is criticaldmnsider how higher education
leaders’ perceptions of internationalisation anebperation may impact on their
practices. Furthermore, understanding the conterternational higher education
partnerships demands higher education leaders ajeveah understanding of
inherent power-relational issues. Such understgsdine explored in the following

section.
Understanding Power-Relational Issues

According to the literature, understanding powdairenal issues appears to be
vital for distributed leadership in educational adistration (Day et al., 2006;

Gronn, 2008). In particular, Bishop and Glynn (1p8&hlighted that practising
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in any educational settings is value driven andgranherent when dominant and
subordinate groups are involved.

As discussed in Chapter One, international higltrcation partnerships
also involve HElIs of different international rangistatus and access to resources,
and this may impact on power-relations among HEisthe world higher
education market. Hence, power-relational issues @ithin and among HEIs, in
a society as well as across societies (Altbach,72@0tbach & Knight, 2007,
Zepke, 2007). For example, hierarchies among f@sukxist within individual
HEIls and thus higher education leaders hold diffeaéed power in
decision-making, especially in deciding to whom,atvland how resources are
distributed (Bourdieu, 1988; Stohl, 2007). Chap@ne described how the
phenomenon of centres and peripheries has resmtediequal distribution of
resources in world higher education, indicating thgher education practitioners’
awareness of power-relational issues is paramounternational partnerships.

Bishop and Glynn’s (1999) model for evaluating povetations in education
provided analytical lenses to explore power retatgsues and the micro politics
within an educational setting. At the macro lewdyter's (Porter, 2008; Porter &
Kramer, 2006) competitive forces analysis in bussnassisted this study to
understand power-relational issues among HEIs enwbrld higher education

market.

Bishop and Glynn: Model for Evaluating Power Relatis in Education

Bishop and Glynn’s model for evaluating power rielas in education is based on

the power imbalances between the dominant Paket#p gand Maori in New
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Zealand education settings. The model identifiee fnterrelated power-relation
issues concerning subordinate groups’ participdatiadhe benefits of the education
system or institution. The five areas of concerre anitiation, benefits,
representation, legitimation, and accountabilitgducational relations (Bishop &
Glynn, 1999).

As distributed leadership is concerned with howdérahip can be
distributed beyond hierarchies of power, it is @mprate for this study to take into
account the initiation, benefits, representati@gjtimation and accountability of
international partnerships. Applying these five agpts to the context of Western
with East Asian Chinese HEI partnerships, | exmlore
1. Whose interests and agenda are the academic exxshamgl cooperative

activities to promote? (initiation)
2. Who will directly gain from these international qmvative activities?
(benefits)
3. Whose ‘voice’ is heard or promoted in the co-opematprocess?
(representation))
4. 'Who holds authority to the arrangements of cooparatctivities, processes
and outputs? Whose realities and experiences gitariate? (legitimation)
5. Who are higher education leaders accountable to@ Nels control over the
initiations and monitoring of cooperative activitie(accountability)
(Adapted from Bishop & Glynn, 1999, pp. 55-57)
In addition, Bishop and Glynn (1999) consideredttiree principles of the Treaty
of Waitangi - partnership, participation and prd¢itat - as the foundation for

relationships at all levels, including at nationaktitutional and classroom levels.
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Partnership is concerned with how groups of peoplédd work in co-operation;
participation refers to the involvement of groupt people in educational
activities; and protection focuses on how well sdbwate groups can be protected
in educational settings (Bishop & Glynn, 1999). Timeee principles help to
refocus relations in education settings in New Zedlin ways that help to respect
all parties. They suggested that these three ptexiare interconnected with five
power and control related issues and that the m@elot confined to the
examination of relations between the Pakeha andiMathe classroom settings in
New Zealand.

Bishop and Glynn (1999) advocated that the modeldcbe applied to other
contexts as an evaluation method “to aid plannimdjta monitor progress towards
power-sharing goals” (p. 54) and as an approach‘doccessfully addressing
cultural diversity and inter-cultural interactiongd.198). As this study researched
relationships between Western and East Asian ChiréisIs, this model is
appropriate for addressing Western and East AsiameSe higher education
leaders’ diverse and power-inherent views, persgesit and actions in

international partnerships.

Porter’s Competitive Forces Analysis

A second way of understanding power-relational @ssis that of the five
competitive forces analysis in Porter’'s framewask developing and evaluating
business strategies in highly competitive markegsa(Porter, 2008; Porter &
Kramer, 2006). Porter’'s five competitive forces mbthvolves: a) bargaining

power of customers, b) bargaining power of supglie) threat of new entrants, d)
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threat of substitute products or services, andvalry among existing competitors.

Hence, a marketplace basically consists of fiveéiggrcustomers, suppliers, new
entrants, competitors, and substitute productseorices. By bargaining power,

Porter referred to the relative abilities of pagtie a marketplace to exert influence
over each other (Porter, 2008; Porter & Kramer,6200 all the parties are on an

equal footing, their bargaining power would be &glént. As all the parties are

interrelated, any changes in each party’s abiliiesld affect their power relations.

Altogether, these five forces determine the contipetintensity and, therefore,

attractiveness of a market.

Porter (2008) highlighted that awareness of theraht forces that shape the
market can help an organisation develop undersigadof the structure of the
market and its competitive position. Although comitpen is significant in
international higher education markets, collaboratand co-operation through a
variety of partnership opportunities is evidenteTherature reviewed in Chapter
One highlights that, on the one hand, East Asiané&3e HEIs can be perceived as
the major customers of Western HEIs. On the otlmgrdhWestern HEIs can be
understood as the primary suppliers of higher etlutservices (Larsen, Momii,
& Vincent-Lancrin, 2004). Porter’'s notions of cortipee forces help to clarify
the idea of HEIs carrying roles of suppliers angtomers of higher education
services. In terms of existing competitors in inggronal partnerships, American
HEIs can be understood as existing HEIs which Heaen dominant in recruiting
East Asian students after World War 1. New ensamiay be Australian, New
Zealand, and Singaporean HEIs that entered the @itlinternational education

relatively later than American HEIs. Substituteveges may be offered by
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suppliers other than the mainstream HEIs. For exampstead of establishing
international partnerships with Western HEIls, Eesiain HEIsS may seek partners
within the same region.

The literature suggests that higher education nautk@ve become bigger
and more diversified with old and new providershijher education services
independently, collaboratively or jointly supplyinglegree programmes
(Marginson, 2008; Marginson & Sawir, 2005). HEIge world higher education
markets may be partners in some internationalisaaiivities, but competitors in
other circumstances.

To sum up, the literature reviewed suggested thderstanding the context
may help to enhance distributed leadership pragtieggher education leaders
need to understand cultural, institutional and pesg&ational issues that are
embedded within international partnerships. Thegy aequired to nurture
inter-cultural understandings and understandings national cultures, of
institutional practices and of power relationaluss. Understandings of the
context of international higher education partngrsimay assist higher education

leaders to plan future leadership actions andstefaistributed leadership.

Sustainability

Having discussed distributed leadership in terms faimal arrangements,
enhanced leadership opportunities and understanidengontext, sustainability is
now discussed as another key element of distribleéadership. However, the
literature seems to offer limited discussion on twkastainability means in

international higher education partnerships. Thest fipart highlights the
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importance of sustainability in school and highelu@ation leadership. The
second part deals with how sustainability is a legment of distributed
leadership in international higher education paghi@s. The final part identifies
some necessary conditions for sustainability irermational higher education

partnerships.
Sustainability in School and Higher Education Leadship

The importance of sustainability in school leadgrsé promoted by Fullan (2005;
2002), and Hargreaves and colleagues (Hargreawfy,; Hargreaves & Fink,
2004, 2006; Hargreaves & Goodson, 2006). They pmegofocusing on
sustainability in school leadership to counterbedathe largely unsustainable,
short-term and narrow-scoped educational reformmtnies, activities, or targets.
The literature suggests that sustainability in stheadership can be defined as the
interplay between leadership, on-going learning andtainable improvement
(Hargreaves, 2007; Hargreaves & Fink, 2004, 20863ording to Hargreaves and
Fink (2006), sustainability is paramount in schiealdership as it “preserves and
develops deep learning for all that spreads artd, lesways that do no harm to and
indeed create positive benefit for others aroundaw and in the future” (p. 17).
In higher education settings, sustainability hasnblrgely promoted in
ecological approaches and processes in HEIs opesafRees, 2003; Wals &
Jickling, 2002). More recently, a holistic perspeetof sustainability in higher
education has been promoted as one that stressesle¢hof sustainability for long
term development of education systems, culturakdo, as well as socially just

practices (Adomssent et al., 2007; Morris, 2008n®alisto & Lindhqvist, 2008).
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Moore (2005) advised that sustainability in highducation should be understood
as a concept that “speaks to the reconciliaticsoofal justice, ecological integrity,

and the well-being of all living systems on then@#; as a goal that is “to create an
ecologically and socially just world within the mmsa of nature without

compromising future generations” (p. 78); and asagess or strategy of “moving
toward a sustainable future” (p. 78). Hence, tleeme discussion on sustainability
in higher education supports aspects of distributamblership, such as deep
learning, alternative worldviews, long-term bergfisustainable developments,

and effective leadership to make these happen (elavgs & Fink, 2004, 2006).
What is Sustainability in International Higher Eduation Partnerships?

International higher education partnerships asnérnationalisation strategy are
essentially concerned with some important elemehtsustainability in higher
education such as socio-culturally competent lesdder practices,
boundary-breaking approaches, and sustainablenattenalisation processes.
Socio-culturally competent leadership is concemnveld the competencies of
education practitioners in dealing with diversetut@dl and social factors and
issues in higher education (Barth et al., 2007; B00Q7). The literature on
sustainability in higher education has suggested shistainability initiatives in
higher education have largely employed outreadtoandary-breaking approaches,
such as forming networks and partnerships locaily iaternationally as well as
promoting inter-disciplinary collaboration (Bucha®pellerberg, & Blum, 2007;
Morris, 2008; Scott & Gough, 2006). In this sensestainability fits within the

discussion on international higher education pastnps, while it promotes and
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enables the process of international, inter-instihal, and inter-disciplinary
co-operation and learning. Seddoh (2003) pointed the significance of
international partnerships for collective and swsthle development in today’'s
higher education.

There is a growing trend for HEIs to be accountébtehe sustainability of
the internationalisation processes through intéggaan international dimension
into higher education provision, teaching, learniggearch and services (Barth et
al., 2007; Mazzarol, Soutar, & Seng, 2003). Acaogdio Altbach and Knight
(2007), sustainable internationalisation processedEIls move beyond simply
planning individual international academic exchanged cooperative activities or
programmes to the integration of a variety of atés and processes.

Distributed leadership in international higher eation partnerships is
concerned with the breadth and length of sustdibabjHargreaves, 2007;
Hargreaves & Fink, 2004, 2006; Hargreaves & Good2006). Hargreaves and
colleagues argued that sustainability occurs witthia culture of distributed
leadership in communities of learners, studenggiters and managers as leaders.

The above three areas of distributed leadershipnternational higher
education partnerships, including formal arrangesieenhanced leadership
opportunities, and understanding the context, wolformal partnership
agreements over a fixed period, individual insiioél interests for
developmental and survival needs, empowering pe@pletaking up middle
management and other leadership opportunities,sactb-culturally competent
leadership for diversity groups. Hence, distributeddership in international

higher education partnerships is concerned withstistainability of leadership.
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According to Hargreaves and colleagues, the naifsustainability offers a lens
to explore the impact of distributed leadershipeaiucational institutions over a

long period.

Conditions Required for Sustainability in Distribed leadership in
International Higher Education Partnerships

Certain conditions are required to affect sustalitgbn distributed leadership in
international higher education partnerships. Twadtmons are evident in the

literature. They are trust and commitment.

Trust

According to the literature, establishing and fastg international trust has been
regarded as one of the leadership strategies te wiih complexity in decision
making and the dynamics of relationship buildingimternational cooperative
activities (Edelenbos & Kilijn, 2007; Yamagishi, kemawa, Mashima, & Terai,
2005; Zhu et al., 2006). As international partngrshhave their roots in
cooperative relationships among higher educati@ades, it is crucial to foster
mutual trust as a strategy for sustainable leageid#velopment. As Gu (2005)
argued, reciprocity in international academic exgfes and co-operation can only
occur on the grounds of equal standing. Authorsehswggested a number of
approaches to build mutual trust: for example, ngitigening communication;
fostering networked relationships; building a skdakgsion or common goal,
developing understandings of each other's orgaoisat structures; sharing
different knowledge, practices, and values; anderaging confidence between

partner institutions in cooperative procedures fétein & Poole, 2004, 2005;
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Stella, 2006). These approaches are not discorthdmié interrelated and integral
elements of leadership practices in nurturing coapee relationships.

However, a lack of trust can hinder building sustaility in relationships
between HEIs. According to Heffernan and Poole’®0& 2005) study on
partnerships between Australian and Asian HEIsngpsust was found as the most
significant factor contributing to relationship dabration. Although Heffernan
and Poole identified a number of context-speciisues that have hindered
building mutual trust, they concluded that losingst was fundamentally a result of
mismatches. According to some literature, mismadstween partner institutions
may come from variation in expectations of the menghip; in the capacity of
individual HEIs in various societies; in approache$rust across societies; and in
power-relations that are inherent in the wider eanht(Johnson & Wilson, 2006;
Stella, 2006).

In particular, this research is concerned with satilturally constructed
leadership approaches to trust. Trust as a soamtat is constructed differently
across heterogeneous contexts where people areatedrio other individuals and
groups. How higher education leaders in differemieties perceive and perform
principles of trust in nurturing international c@vptive relationships is connected
to their cultural orientations (Carpenter, Danie&, Takahashi, 2003, 2004).
Chapter Three will further explain the notion ot capital, and explore cultural
orientations of individuals and their social growpgh reference to French scholar

Bourdieu’s seminal theoretical perspectives suctagsal, fields, and habitus.
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Commitment

Another important requirement for developing susthility in distributed
leadership is commitment. As sustainability is eaned with planning over a long
period of time and leadership succession, commitraets as a critical condition
for enhancing sustainable leadership in educatian@ities (Hargreaves, 2007,
Hargreaves & Fink, 2004, 2006; Hargreaves & Good2006). The continuous
commitment of higher education personnel or stakihe holds the key to
sustainable international partnerships.

In particular, commitment of a shared vision isgmaount. Commitment to a
shared vision among key stakeholders is perceisesh &ffective strategy to foster
sustainable international higher education parimpss(Heffernan & Poole, 2004,
2005). A diversity of stakeholders within and begandividual higher education
campuses collectively provide social networks facilitating international
partnerships. However, as mentioned earlier, theliure has been largely focused
on the leaders and leadership of university pemipnrather than those of
administrative departments, faculty or student @ssions, and government
bodies.

Among diverse groups of stakeholders, coordinabdrsuch activities and
programmes act as the main driver for successtat-institutional co-operation
(Eldridge & Wilson, 2003; Stohl, 2007; Webber & Rotson, 2003). Coordinators
are central to nurturing relationships and prowdnecessary conditions for such
international practices. For example, Stohl (20@&flected on his 15 years of

experiences of directing many academic exchangés@perative activities at the
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University of California, and discovered that almegery successful study abroad
programme was based in particular departments thihefforts of one or two
faculty members who had a direct relationship with or had been provided with
grant funds through him to facilitate internatiasation.

Webber and Robertson (2003) used the term “pattipeechampions” (p. 23)
to refer to the most respected academic coordimattio are responsible for a
university partnership. From the research findioiga collaborative study between
their Canadian and New Zealand educational leagerstntres, Webber and
Robertson (2003) concluded that an institutionatrgaiship would be difficult to
nurture without the leadership of partnership chiamg at each higher education
institution. According to Webber and Robertson @0@artnership champions
are usually senior academic staff; they are higldgarded as academically,
professionally and administratively competent inalistng international
partnerships; they are influential in decision-nmgki and they demonstrate a
long-term orientation towards collaborative initias.

However, a number of factors have a bearing upon $tekeholders’
commitment levels. Apart from a number of persocateer decisions, work
conditions that are embedded in the wider highercation environments may
influence the commitment level of higher educatieaders. According to Stohl
(2007), increasingly demanding work conditions hpk&vented higher education
leaders from distributing essential leadership weses such as time in the
administration and management of internationabsainitiatives. The literature
suggests that work conditions of higher educateadérs constantly change and

have become more demanding, and have resultedrimiment issues, including
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increased entrepreneurial roles (see Chapter One)workloads on higher
education staff (Houston, Meyer, & Paewai, 2006;itéfturch, 2004, 2006).
Higher education leaders in the practice of inteomal partnerships are constantly
working with commitment issues arising from the woontext. Thus, Stohl (Stohl,
2007) argued that it is crucial for higher eduaatieaders to overcome contextual
limitations, and consider how they could engagenternationalisation through
committing administrative time and budgets to in#&tional activities, and
essentially prioritising valuable resources. Actoogdo Heffernan and Poole (2004,
2005), a failure to identify leadership obligatioasd commit programme
coordinators in international relations would leéagbartnership deterioration.

The four dimensions of distributed leadership (fakmarrangements,
enhanced leadership opportunities, understandiagctimtext and sustainability)
have suggested the importance of achieving mutgdeanents and developing
shared understandings of what conditions, resousoes personnel have to be
involved to competently distribute leadership iemational partnerships. To

achieve mutual agreements and understandings esdaarning.

L earning

This section discusses learning as another keyeglewt distributed leadership.
Nurturing the learning of self and others is a pduleaspect of distributed
leadership in the workplace. This view is shared doholars of educational
leadership and business management (Bennis, 2003, Zullan, 2001, 2002a,
2002b, 2003, 2005; Harris, 2003, 2004; Harris £t28l07; Harris & Muijs, 2005;

Heffes, 2002; Senge, 2000, 2006). Learning as a dspect of distributed
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leadership in international higher education padnigs covers two major areas: a
commitment to learning, and constructing sharedetstdndings of distributed

leadership.
A commitment to Learning

An important aspect of learning in internationajher education partnerships is a
commitment to learning. A commitment to learning st only required for
building the capacity of the institution at eveeyél (Senge, 2006; Sidle, 2007), but
is also important for on-going and collective imypement of practices within and
across higher education contexts, as discussedopsty. In addition, higher
education leaders are encouraged to be lifelongdes (McGough, 2003; Taylor,
Canfield, Brew, & Sachs, 2007).

Webber and Robertson (2003) pointed out that ethnadtleaders in today’s
change contexts need to be lifelong learners bedeuswledge and skills have to
be constantly renewed and developed. Educationtifpoaers’ knowledge and
skills are mediated with ever changing leadersigignda and complex contexts,
in particular globalisation and internationalisatidn addition, higher education
leaders have the leadership obligation to lead @neg collective and reflective
learning.

This is because ongoing professional developmenhigher education
personnel is an essential part of higher educatipmovement (Huston & Weaver,
2008; Klenowski, Askew, & Carnell, 2006). Accordirtg Senge (2006), an
organisation would excel if people were committedl¢arning and building

capacity at every level of the organisation. Iniadd, Wallner (2004) commented
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that “[K]nowing without reflection is not knowledgépara 8). Higher education
leaders in international partnerships require oitbe® upon their experiences and a

process to help transform experiences into praassiknowledge.
Constructing a Shared Understanding

Constructing a shared understanding of internatioh&gher education

partnerships is an essential part of learning istrithuted leadership in
international higher education partnerships. Higbducation leaders have to
make sense of their partners, of context-specifactres, and of networked
inter-organisational relationships. In particuMlaar et al. (2006) suggested four
systematic approaches to facilitate inter-orgammeat sense-making through
formalisation. These four approaches are “(1) fowugarticipants’ attention; (2)

provoking articulation, deliberation and reflecti@B) instigating and maintaining
interaction; and (4) reducing judgement errors andividual biases, and

diminishing the incompleteness and inconsistencgagnitive representations”

(Vlaar et al., 2006, p. 1617).

Focusing participants’ attention is consistent wite discussion on
understanding individual institutional interestdanmal distribution of leadership
(Beerkens, 2002; Beerkens & Derwende, 2007). It cencerned with
understanding institutional self-interests in atithg international partnerships.
Provoking articulation, deliberation and reflecti@thoes the discussion on
reflection and learning in networked relationshipsigher education (Barlow &

Antoniou, 2007; Huston & Weaver, 2008; Savin-Bad&n Major, 2007).
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Instigating and maintaining interaction is paratielthe discussion on arranging
formal leadership roles and opening up leadersippodunities for higher
education leaders to participate in internatioratnerships (Ho, 2006a; Tedrow
& Mabokela, 2007). Minimising judgment errors andsechoes the discussion
on sources of prejudgments and using contextuallsadership to enhance
inter-cultural, inter-institutional and interpersdunderstandings (Davis & Davis,
2005; Dreikorn, 2004; Gadamer, 1975).

However, making sense of workplace practices mayinflaenced by
intentionality or incentives to learn (ArdichviRage, & Wentling, 2003; P. Knight,
Tait, & Yorke, 2006). According to Knight et al.q@6), unlearning and stopping
to learn may possibly arise as individuals gainifi@anity with certain situations.
Likewise, higher education leaders in internatigratnerships may lack intentions
for learning if they assume familiarity with the ahey do. Eraut (2006, 2007)
cautioned that workplace learning may not occurtdwelow level of awareness of
one’s practices leading to a low level of motivatfor learning.

Constructing a shared meaning and understandintisbfbuted leadership
is achieved collectively among higher educatiordésa within and beyond their
HEIs. Making shared meaning helps to develop aeshatision and shared
practice within a community of practice (Lave & Vigem, 1999; Wenger, 2000;
Wenger, McDermott, & Snyder, 2002). There has b&mne agreement among
scholars that communities of practice act as a golweetworked social system for
developing shared meaning and sustainable collabereultures in distributed
leadership (Hargreaves, 2007; Sergiovanni, 2004ilaBp & Orlina, 2005).

Communities of practice may serve as what Benrggested, in an interview with
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Heffes (2002), the “embedded, enabling systems” iarkplace leadership
learning and development (p. 19). Developing shanedning and understandings
of practice is embedded in networked and collabggatvorkplace relationships
(Boud & Middleton, 2003). Authors such as Coplag@Q3), Huston and Weaver
(2008), Robertson (2005), and Silins (2004) hawggested the effectiveness of
learning through networked social interactions épehdent upon a distributed
form of leadership.

In the context of internationalisation, higher ealinn leaders are working
across boundaries of structures, systems, valadshaliefs (Enders, 2004; Yang,
2004). In particular, Leithwood et al. (2004) adwsthat networked and
collaborative professional learning holds the po&n for large-scale
organisational change and expanded organisatioaphoity. Such reflective
leadership practice was based on networked soddaictions and a distributed
form of leadership.

Learning by higher education leaders, as an asjetistributed leadership
involves not only understanding the conditionsdistributed leadership, but also
understanding how such leadership might be suadbsséarried out. The process
of continually negotiating higher education leaderslerstandings of distributing
leadership within the context helps to develop rth@actices(Wertsch, 1991,
1998; Wertsch, Rio, & Alvarez, 1995). In particular, contextualisedership as a
part of distributed leadership is concerned withveligping in-depth
understandings of the socio-cultural roots of pcactn different contexts. It is
also concerned with power-relational issues invibdd higher education system.

As discussed previously, higher education leadergternational partnerships
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require inter-cultural understandings, and undaditeys of national cultures and

power-relational issues.

Theorising Distributed L eader ship in International Higher Education

Partnerships

The key question that guides this literature revisw'How can the literature on

distributed leadership in school settings, and liteeature on higher education

leadership be linked to build a theory of distrdmitteadership in international
higher education partnerships?” The literature mbernational higher education
partnerships largely focused on formal distributaineadership positions, roles
or responsibilities within and between HEIs. Litthas addressed in terms of
enhanced leadership opportunities, understandiagctimtext, sustainability, and

learning. Based on the literature review, this ¢biagheorises and suggests five
essential elements of distributed leadership ireridtional higher education

partnerships. They are formal arrangements, endalea@lership opportunities,

understanding the context, sustainability, andnliear These five elements are
relevant to the practice of international higheueation partnerships, and are
interconnected to determine higher education lesadecio-cultural competences
in such practice.

With these five essential conditions of distributéshdership, higher
education leaders in international partnershipsdcaddress the formal delegation
of leadership, the availability of human resourcé® thinking and acting of
higher education leaders, and the importance ofhileg Hence, this study argues

that formal distribution of leadership is one o€ tkey elements of distributed
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leadership, but not equivalent to distributed |eslkip.

Formal arrangements are concerned with formalildigion of leadership,
including formal agreements, individual institutedninterests, and middle
management. Enhanced leadership opportunitiesvd#althe breadth and depth
of distributed leadership, and suggest enhancinfcsefidence, nurturing
institutional cultures, and empowering leaders thagse knowledge not titles.
Understanding the context helps to prepare thessacg leadership thinking for
international partnership practice. Four areas rafeustandings are particularly
valuable. They are inter-cultural understandinggjenstanding national cultures,
understanding institutional leadership  practices,nd a understanding
power-relational issues. Sustainability helps topsut distributed leadership over
a long period of time in international partnershifsistainable leadership can be
facilitated through promoting trust and making coinments to learning and a
shared vision. Finally, nurturing the learning @ifsand others is seen as the
foremost and most powerful aspect of distributeddérship in workplace.
Leaders in international higher education partripssimeed to learn about the
necessary conditions for distributed leadershipwa as the approaches to
successfully carry out distributed leadership. &rtipular, the literature review
suggests an interactive relationship between legrand development of practice.

This theory of distributed leadership in internatib higher education
partnerships is built from the literature. The thyechowever, seems to be
simplified, and may overlook the complexity of aatueadership practice as
experienced by New Zealand and East Asian highecatn leaders. To bridge

the gap between theory and practice, this studioeepwhat the theory looks like
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in practice by using socio-cultural theorising. @tem Three discusses
epistemological and ontological underpinnings @& #ocio-cultural theorising of
this study. In particular, Chapter Three exploress these underpinnings could
assist this study to develop contextualised undedstgs of the practice of

international partnerships between New Zealandesasd Asian Chinese HEIs.
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CHAPTER THREE SOCIO-CULTURAL THEORISING:
CONSTRUCTIVIST EPISTEMOLOGY AND CONSTRUCTIVE

REALISM

I ntroduction

The central message that emerges from the literairthat higher education
leaders need to foster leadership and ongoingitegiacross cultural boundaries,
and that such learning is a key part of distribuleadership for international
partnerships. Learning is a requirement for undedihg the socio-cultural
dynamics of distributed leadership in internatiopattnerships between Western
and East Asian Chinese HEIs. Learning in intermaiohigher education
partnerships can be viewed as the socio-cultunastcoction of knowledge and
practice. This study employs socio-cultural thengs to explain the
socio-culturally embedded influences on higher atlon leaders’ distributed
leadership practice in international partnerships.

In this study, socio-cultural theorising entailsveew of constructivist
epistemology and Wallner’s perspectives of consitraaealism (Wallner, 1998b;
Wallner & Jandl, 2006). They underpin the theogsih distributed leadership for
international partnerships (Chapter Two) and tiseaech methodologies (Chapter
Four).

This chapter is divided into three parts. The fpsit theorises higher
education leaders’ knowledge construction, thatemning and understanding

based on a constructivist epistemology. The secpad acknowledges the
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perspectives of Wallner's constructive realism, ahhacknowledges two types of
reality in knowledge construction. Finally, this agiter presents the research

guestions.

Constructivist Epistemology

A constructivist epistemology incorporates threseesial features: individual
active construction of knowledge, the importance poior knowledge, and

knowledge construction as embedded social practice.

Individual Active Construction of Knowledge

The first essential feature of the constructivigiseemology is the active
construction of knowledge by individuals. By actieenstruction of knowledge,
this study refers to individual higher educatioaders’ intentional construction of
understandings (Cooperstein & Kocevar-Weidinge®£2Qiu & Matthews, 2005;
Puntambekar, 2004) of distributed leadership faerimational higher education
partnerships. The word ‘active’ indicates a serfisggency on the part of the higher
education leader to construct meanings and unaelisigs (Billett & Pavlova,
2005; Smith, 2006; Wertsch, 1991, 1998; Wertsclalgt 1995). To illustrate,
higher education practitioners may employ languagesxts and other
communication tools to articulate their understagdiof their practices, and to
make sense of communication from another highercachn leader. In being
active, leaders are linking incoming informatioretasting knowledge, to construct
new knowledge, that is, new for the leader. Thikitig is done through reflection

and in interaction with others.
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Authors have highlighted the importance for higlestucation leaders
reflecting upon their practices, and thus bettedenstanding how their practices
can be enhanced and further developed (Barlow &#inot, 2007; Huston &
Weaver, 2008; Savin-Baden & Major, 2007). Reflettserves as a powerful tool
for conceptualising relationships between pastsgmeand future practices. The
literature on workplace and informal learning suggehat reflection upon and
discussion on past episodes helps to evaluatentpractices, and recognise and
plan possible future improvement, and learning eacter opportunities (Eraut,
2007; Gray, 2007; McMahon, Watson, & Patton, 200%)e process of reflecting
upon past practices and emerging new practicebeamderstood as a learning
process. Development of leadership practices fdermational partnerships
requires such a learning process.

In addition, Wallner (2004) considered reflection a critical element of
constructing knowledge because it requires indisitto step out of a closed
mindset or a belief system where their reasoningnibedded. Hence, higher
education leaders’ construction of leadership keoge and practices for
international partnership is an active, interactlearning and developmental
process. It encompasses a sense of personal a@mda, 2006; Wertsch, 1991,

1998; Wertsch et al., 1995).
Importance of Prior or Existing Knowledge

The second feature of a constructivist epistemoisgyre importance of prior or
existing knowledge. Bruner (1990) emphasised tleat and incoming concepts

are linked to existing knowledge in the proceskeafning and understanding. The

8l|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian
Chinese higher education institutions

literature indicates that higher education pramtgrs’ new professional knowledge
and practices are constructed upon prior knowlefigardré, 2005; Major &
Palmer, 2006). This prior knowledge includes eéfty in-school, out-of-school,
and work experiences, in areas of professionakrated responsibilities, higher
education governance, structure and leadershigestuearning, and pedagogy
(Ramsden, 2003; Ramsden, Prosser, Trigwell, & Ma2®d07; Smith, 2005). Prior
or existing knowledge, which is socio-culturally leedded, influences the learning
of new knowledge, practices, and social relati®d@mufdieu, 1992).

Some dimensions of prior knowledge that may immachigher education

leaders’ leadership practices in internationalneaghips are discussed next.

Prejudgments

By definition, prejudgment is a judgment reachedhaut possessing full or
adequate evidence or examination (Reber & Reb8d,)2@rejudgment is a neutral
term that covers any negative or positive assumgtiand biased views with
reference to historical events. Gadamer (1975)goaiged these historically
oriented assumptions into two categories: pre-istdading and oppressive views
of authority. Pre-understanding refers to perspesti knowledge, goals, and
understanding which people assume in decision-rgakidppressive views of
authority may be outcomes of historical conditiosach as imperialism and
colonialism. Pre-understanding and oppressive viefnauthority may be carried
out in forms of prejudices or stereotypes.

According to Johnson (2000), prejudices are therthef racial and other

forms of inequality. As a form of prejudgment, mdices entail either a positive or
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negative cultural attitude or emotional dispositimeluding preconceived beliefs,
value judgments or opinions. As Abercrombie, Hilbdarurner (2006) identified,
such a cultural attitude is often irrational anchates hostility that is directed
against an individual, a group, a race, or thgipsised characteristics. For example,
Bishop and Glynn (1999) criticised Pakeha New Zwsddas as having been
monolingual and monocultural - implying their laa¥ incentive to learn
languages other than English or other than prdaiie® and their perceptions of
European cultures and languages as superior ta oites in New Zealand.
Monolingualism and monoculturalism can be seen ke butcome of
ethnocentrism. By ethnocentrism, Abercrombie, &liitl Turner (2006) referred to
prejudicial views of a social group’s attitudeshaeour, and customs as being
superior to others'.

Similar to individual prejudice, stereotypes arencaonly held by a group.
From a socio-cultural perspective, stereotypesbeannderstood as a collection of
shared representations or impressions of the uwaish characteristics,
circumstances, values and beliefs of the people hdlong to a social group
(McGarty, Yzerbyt, & Spears, 2002). Thus, stereesypemerge based on
assumptions that are commonly held by groups opleeand may reflect widely
shared ideologies.

For example, the literature suggests that higheucaibn leaders in
Australian universities commonly held stereotypigaivs of students from Asia as
if they are a homogeneous group of people withlamaultural background and
educational experiences (Chapman & Pyvis, 2006; bRanth & McCormick,

2001). In addition, as discussed in Chapter OndarAsand Western higher
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education institutions are perceived as periphemescentres respectively within
the main stream knowledge networks. However, exaoeptto the stereotype of
Asian higher education institutions as peripheaied Western ones as centres can
be easily identified in the literature, for exampleSingapore. Singapore, as an
Asian society, has a growing recognition as arrmatonal educational hub in the
Asia region (Sidhu, 2005; Yonezawa, 2007). The Nésaland Ministry of
Education (2001) has identified Singapore as amatcthn centre in Asia “which
competes successfully for postgraduate researdersts’ (p. 19).

As prejudice and stereotypes are formed withoutcgssing sufficient
knowledge and considering just grounds, prejudgiag hinder the rationality and
autonomy of people in decision making (Gadamer,61%ankey, 2007). In
particular, Gadamer (1975) pointed out that an ergent emerges as each party
mediates their prejudgements and establishes a oanmramework of discussion
between contexts of meaning. Taking internatioredtnerships between New
Zealand and East Asian Chinese higher educatiomutiens as a focal point, this
study is concerned with any possible prejudgmemas may be used by higher

education practitioners in their leadership pradic

Tradition

The second aspect of prior knowledge is traditidradition is defined as a
constellation of culturally specific practices, ib&, concepts, institutions and
artefacts that are passed on from generation terggon within a social group
(Abercrombie et al., 2006; Banneriji, 2003). Thuagdlition can be conceptualised as

collective knowledge which is integral to the lié¢ individuals and groups of
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people within a specific context. Tradition playgraater or lesser role in differing
societies and cultures. Tradition as collectivevkealge is automatically used by
higher education leaders when they construct utatedsigs in new contexts.
According to Gadamer (1975), “old and new are abvaymbining into something
of living value, without either being explicitly fe-grounded from the other” (p.
306). As such, tradition may work in a subtle wayirtfluence individual higher

education leaders’ development of leadership kndgde and practices in

international partnerships.

Without recognising the impact of tradition on gree, higher education
leaders may continue to uncritically use traditigoractice. In so doing, conflicts
and contradictions between higher education leatladstional and new roles may
occur, and thus hinder the implementation of edoat initiatives. For example,
Stohl (2007) pointed out that some higher educdgaders and some disciplines
do not have the tradition of international co-opiera and may not value
internationalisation as an important indicator ennts of performance appraisal.
Hence, individual higher education institutionsiemtation towards international
partnerships may impact on individual higher edocat practitioners’
internationalisation practices.

The critical task for tradition, according to Giddg1994), is to become open
and socially reflexive. Giddens’ perspective isghlet to Gadamer’s (1975) idea of
“‘openness to the other” (p. 361). Openness to tterorequires people’s
engagement with the wider world. To understanddestdp issues in international
partnerships, higher education leaders today akengacross boundaries between

structures, systems, values, and beliefs (Webbdrokertson, 2004). To do so,
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higher education practitioners in internationaltparships may need to be aware
of the link between their context-embedded traddiopractices and present

practices, and the social, economic, political dedsaor change.

Habitus

The third aspect of prior knowledge is that of tadiIn this study, habitus refers to
a durable yet fluid and dynamic system of disposgiwhich guide the norms and
practices of particular social groups under theesaonditions (Bourdieu, 1992;
Bourdieu & Passeron, 1990; Lizardo, 2004; May, E)9®lontenegro, 2002).
Disposition means the many tendencies to act iertia manner under given
circumstances. Hence, in this study, habitus acthe@overarching umbrella term
of all the social and cultural dispositions. Habitis used to denote the habitual
tendency of individual or groups of higher educatieaders to a particular
perception, state, character, or action in New a&wehland East Asian higher
education contexts (Bourdieu & Passeron, 1990).0Ating to the literature, a
higher education leader’s present practices canutmerstood as constantly
changing and building upon individual habitual tendes, life history, past
educational and work experiences, and prior knogdeBourdieu & Wacquant,
1992; Nash, 2003; Smith, 2005). The movement ofithebacross new and
unfamiliar contexts may result in new socialisatpncesses, and thus a blend of
existing habitus with the new (May, 1999a). As kdm (2004) described, the
changing nature of habitus implies that higher atlon leaders’ knowledge
construction is mediated by “actors, situated pecactind durable institutions

(fields)” (p. 376).
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The specific dispositions of an institution aredaisiportant and are defined
as institutional habitus (Reay, 1998; Reay et20(Q1; Thomas, 2002). The term
‘institutional habitus’ is drawn from Bourdieu’s than of habitus and is used to
articulate the impact of different social groupiasses within a higher education
institution on individuals’ action. Individual habs is mediated with institutional
habitus at the workplace. By expanding Bourdieapkasis on the habitus of the
academics and faculties, Thomas (2002) suggestdtplaufoci of habitus,
including “the academic and the social spheresimitie field of higher education”
(p. 438). Hence, the notion of institutional habitnoves beyond merely focusing
on the culture of the institution, and presentslatively inclusive approach for this
study of higher education international partnersiipaddress potential “relational
issues and priorities, which are deeply embeddedi ,sab-consciously informing
practice” (Thomas, 2002, p. 413). Institutional ihabis less capable of change and
less fluid than individual habitus. As Reay (1988jued, the collective nature of
institutional habitus makes institutional habitufsicult to change.

In this study, institutional habitus is used to lexg the collective habitual
practice of faculty members and other key stakedrsld/ho are involved in higher
education international partnerships. It helpsdaan leaders’ collective tendency
of applying certain values, collective actions ahithking patterns towards other
groups of leaders, for example New Zealand higlecation leaders’ collective
views of East Asian leaders avide versa

To sum up, prejudgments, tradition and habitusasculturally embedded
prior knowledge are capable of influencing highduaation leaders’ leadership

knowledge and practices in international partn@shAs some forms of prior
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knowledge may be biased, they may create diffiesiltin achieving mutual
understandings, and may result in contradictiond aanflicts of roles and
responsibilities. Furthermore, individual knowledge mediated by the actor,
practice and context. Individual leaders’ prior Whedge is constantly in
negotiation with the wider institutional and soaletontexts which guide their
collective practice. Hence, higher education legdmilective leadership practice

is also socially embedded.
Knowledge Construction as Embedded in Social Pregti

The third essential feature of a constructivistsggmology is the view that
knowledge construction and learning are embeddedotio-cultural contexts,
with a stronger social view, stating that learnargl knowledge construction is a
social practice (Hagstrom & Wertsch, 2004; Hatag&od/ertsch, 2001; Wertsch,
1991). Wenger (2000) highlighted that social pccis essential for developing
group identities, learning across boundaries, amdleatively improving
professional practices. In particular, if we viewokledge construction in
international partnerships as a social practicen ihis power inherent. According
to Inkpen and Tsang (2005), the partnership betwewniders and receivers of
knowledge creates a differential power status, vkietermines each party’s level
of control and need for further co-operation. Thagws echoed Foucault’s (1980)
concept of knowledge as power. Inkpen and Tsan@5R€oncluded that learning
has the potential to shift power-relations anddbgree of knowledge dependency

between partners.
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To understand the impact of learning on distribgitifeadership in
international partnerships in higher education, dtvcepts of capital, fields, and
communities of practice are of importance. Theydiseussed under the topics of

capital and social contexts (fields and communibiegractice).

Capital

This study draws upon Bourdieu’s notion of capitatefer to both economic and
symbolic forms of capital, including cultural cagitand social capital (Bourdieu,
1985). Economic, social, and cultural forms of talpembody interests and
function, and are accumulated, devoted and excldarige maintain group

distinction and dominance within social structui®arker, 2004; Bourdieu, 1984,
1996). International partnerships between Westend &ast Asian higher
education institutions essentially involve the sfen of knowledge, expertise and
skills, expanding social networks, charging tuitiees, and meeting individual
institutional interests, as discussed in Chapteo.Tnowledge, expertise, skills,
social networks, and tuition fees can be undersedorms of capital that are
exchanged and acquired to meet individual higheucatibon institutions’

developmental needs. These multiple forms of chpitaract with habitus and
inevitably produce power relations in a social pcacwithin a field of practice

(Bourdieu, 1985). This section focuses on symbfuiens of capital, including

cultural capital and social capital. They are dssad to develop an in-depth
understanding of how power is inherent in the extgve relationship between

higher education leaders.
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Cultural capital

Cultural capital can be understood as various foofsultural and linguistic
competencies, such as knowledge, dispositionss s&ild cultural taste (Bourdieu,
1973, 1985; Bourdieu & Passeron, 1990) as well aagylage, credentials,
reputation, prestige, honour, religion, sciencej philosophy (Bourdieu, 1991).
Cultural capital is a manifestation of power. Intgalar, Bourdieu (1991) noted
that language, as a form of symbolic capital, es“grincipal support of the dream
of the absolute power” that is the power to prodtmalectively recognized, and
thus realized, representations of existeng®"42). In international higher education
partnerships, it is possible that the language Wwisawsed by partners to facilitate
mutual understandings and co-operation may be pmlerent.

Higher education institutions will share culturadpital aspects as they
consent to co-operation. However, power-sharingvéen international higher
education partners is not straight forward. As uksed earlier, social groups may
control certain resources and power to maintainr tdeminance in a social
structure. Dominant groups may use languages tat briginated within their
contexts to secure their positions and privilegegducation settings (Bishop &
Glynn, 1999; Morgan, 2007; Siegel, 2006). As disedsin Chapter One, the
promotion of Western academic models (the origircafrent higher education),
theorising, epistemologies, and English languagem$ of cultural capital) has
allowed Western higher education institutions tantzan their dominance in the
world higher education system. However, Haste (2@@jued that symbolic tools
such as language and text not only facilitate et aonstrain human actions. In

the mainstream knowledge networks, the dominanceWektern academic
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standards have limited the opportunities for saisadad educational practitioners
from other cultural and linguistic backgrounds te becognised for their
achievements (Fairbairn-Dunlop, 2004).

Furthermore, individual societies emphasise a raofeontext-specific
cultural capital. For example, as discussed in @hapwo, cultural differences
between New Zealand and East Asian Chinese saxidétieexample Singapore,
Taiwan and China, have been significant in the saar@fapower distance, and
collectivist or individualist orientation. Differees in linguistic and cultural
backgrounds may not only impact on patterns andecds of discourses about
leadership, but also may increase the complexity feaching mutual
understandings and benefits among key stakeholoersiternational higher

education (Ridley, 2004; Stella, 2006; Stier, 2QR)4).
Social capital

Another source of symbolic capital is social cdpita this study, social capital

refers to an attribute of an individual or a sogebup that is used to benefit not
only those who create it but also its group mem{akpen & Tsang, 2005). Social
capital is located within and derived from a relatl context where relational
bonds or networks of relationships are well-essiidd (Bourdieu, 1985; Coleman,
1988; Putnam, 1995). Interpersonal conducts, suchha on-going effort of

co-operation, networks, reciprocity, and trust,cahstitute key aspects of social
capital (Carpenter et al., 2003, 2004; McGonigallgt2007). Hence, social capital
can be perceived as a concept for describing amdacterising a range of

relationships that people carry in a HEI. Simiacultural capital, social capital
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operates in the framework of exchange. According/tssonigal et al. (2007),
social capital as a form of power can be “utilisedded, exchanged, drawn upon,
invested or cashed in” (p. 80). Using social capdaensure the expected benefits
or payoffs from these interpersonal endeavour®imsidered as one of the major
tasks of relationship building (Hwang, 2000; Putna805, 2002).

However, reciprocity as an essential element ofat@apital is interpreted
differently across contexts. For example, auth@gehargued that Chinese and
other similar societies in East Asia, includingdg&pore and Taiwan, operate norms
of reciprocity differently from those of the Westwang, 2000; Westwood, Chan,
& Linstead, 2004). Westwood, Chan and Linstead 420@entified that people in
Western work relations generally engage in exchabgsed on rational analysis of
costs and benefits, with a focus on market-basddemally-operated exchanges. In
their view, reciprocity in Western work relations primarily conceived in
individualist and functionalist terms. However, Kmm(2007) indicated there are
variations in the use of reciprocity in differenegtern as well as in non-Western
contexts. Despite the many different and conteidadlapproaches to reciprocity
in cooperative networks, some literature suggdststhe core in nurturing work
relationships is leadership - the ability of peopte bridge gaps and form
cooperative relationships across cultural bounda(@hen & Tjosvold, 2005;
Paldam, 2000).

Western and East Asian higher education institgtane located in different
contexts and follow a set of socio-culturally emtbed practices. In this study, the
notions of field and community of practice helputtderstand the social context in

which individual higher education leaders work am@xplain how leadership can

R2|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

be distributed across national cultures, and insbital and individual habitus.

Social Context: Field and Communities of Practice

The terms ‘field’ and ‘community of practice’ aréien used interchangeably in the
literature on higher education to refer to the alocontext where higher education
practitioners work. However, the notions of fielddacommunity of practice have
emerged from fundamentally dissimilar theorisingeTocus of field is on social

reproduction within a social structure; whereas éhghasis of communities of
practice is to promote ongoing learning and impugvipractices through

networked work-relationships. Nevertheless, thisidgt argues that some
arguments of field and community of practice armpatible in the discussion on
distributed leadership for international partngoshin higher education. To further
understand knowledge construction as embeddeckindhtext, this section firstly

defines the notions of field and community of pieetand then explores their
shared features, including learning as embeddegaio-cultural contexts and as
social practice, learning the rules of practiced éarning across boundaries in

international higher education partnerships.
Definition of field

According to Bourdieu and Wacquant (1992), a fiedsh be understood as “a
network, or a configuration, of objective relatidmstween positions” (p. 97). For
example, higher education institutions in a sodietyn a field of practice or power
(Bourdieu, 1988; Deem & Lucas, 2007; Yao, 2005ghdr education as a field of

power consists of differentiated institutions, ¢ioes and positions in
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hierarchically structured relational networks. Higreducation leaders mediate
and reproduce fundamental principles of socialsifizgation, including habitus
and forms of capital, based on the power-statuth@f institutions, disciplines
and positions within the field of higher educat{@ourdieu, 1985).

Building upon Bourdieu’s notion of higher educatias a field, Marginson
(2008) further integrated the global dimension ajhlkr education, which is
characterised by cross-border or global flows ebtgces, and worldwide patterns
of difference that hinder global flows. By glob&ws, Marginson (2008) referred
to “flows of people (students, administrators, arait faculty); flows of media
and messages, information and knowledge; flowsasims, ideas and policies;
flows of technologies, finance capital and economagources” (p. 304). In terms
of differences, Marginson (2008) meant “lateral edsity in languages,
pedagogies and scholarship, and in organisatiofsiesis and cultures; vertical
diversity including competitive differentiation,drarchy, inclusion, exclusion and
unequal capacity” (p. 304). International partngrstbetween Western and East
Asian higher education institutions are embedddtiwihe field of global higher
education relationships and networks. In higher catan international
partnerships, resources and power are dynamicalty unevenly distributed,
based upon a mosaic of linguistic, pedagogicalplscly, organisational, cultural
and capacity differences. These differences areceswof hierarchies and power.
As discussed previously, hierarchies and power ymeddifferential access to
capital and may limit the skills and resources thmtividuals can bring to
interactions (Bourdieu, 1996). Hence, power-shanm@ternational partnerships

in higher education may not be an aim because saayewish to retain the power
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and maintain differentiated access to capital. Théy be an area of concern for
distributing leadership capital in higher educaiioternational partnerships.

In the field of global higher education, Clegg (3D0Gdentified several
tensions between providers and consumers of highacation services, and
between prestigious and less reputable higher #dacanstitutions. These
tensions denote the hierarchies and power-relatameng higher education
institutions with different capacities. As discussa Chapter One, international
partnerships between Western and East Asian higtlecation institutions are
largely centred around less-experienced Asian higiducation institutions
learning and acquiring advanced knowledge, skitid expertise from the West,
where the notion of higher education originatedt§ath & Umakoshi, 2004;
Tedrow & Mabokela, 2007). Through such learningstEssian higher education
institutions expect to enhance their capacity ansler their global profile in the
mainstream higher education arena.

The field of global higher education operates @e®of global rules as well
as context-specific social rules. According to BRbeu, actors in a field of practice
commonly follow shared social rules, or game rutesdlistribute resources and
power (Bourdieu, 1992, 2000; Bourdieu & Wacqua®92). The notion of field
helps this study to attend to the inherent rules ¢uide higher education leaders’
patterns of thinking and acting. At the global levegher education leaders in
differentiated fields of higher education commoniyse information and
communication technologies, return travel, andofsliinternationally recognised

social rules to facilitate global flows, as ideietif above.
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Moreover, Bourdieu’s (1988) notion of higher ediumatas a field of
practice stresses conflicting and contrasting @sr or agenda among groups in
higher education and overemphasises competitivéalsoelations rather than
co-operation. This is because power is seen aggheimerent in any social
relationship and as the tension between two or racters (Foucault, 1980). It is

this tension that gives rise to competition betwegernational HEIs.
Definition of community of practice

A community of practice is defined as a social gpabere groups of practitioners
with a shared domain of interest, develop iderdjtiateract regularly through
networked professional relationships, collectidelrn and improve their practices
(Wenger, 2000; Wenger et al., 2002). This definittemggests that members of a
community of practice may develop socio-culturakymbedded collective
knowledge and practice, such as community idestitighare commitments,
common goals, and a repertoire of qualities (Fuldwdkinson, Hodkinson, &
Unwin, 2005; Handley, Sturdy, Fincham, & Clark, BOOWenger, 1998).
Communities of practice provide a social spacepi@ctitioners to collectively
step outside their formal roles, to compare andrastiviewpoints and practices, to
explore common issues, to accept different opiniossd to build shared
understandings of how issues might be otherwiseedolArmistead & Pettigrew,
2004; Keppell, Au, Ada, & Chan, 2006; Wiessner &li8an, 2007). The literature
suggests that the fundamental purpose of commsmtipractice is to improve the
practice through ongoing learning in a professidiaddl. This proposition denotes

a collaborative view of relationships. However,descussed previously, Foucault
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(1980) argued that, if people are interacting, theg discursively constituting
power, tension, and competition in their relatiapshThe relationships that are
embedded in communities of practice may be bothpetitive and collaborative.

Lave and Wenger (1991) proposed that learning mroanities of practice
is a situated activity and is “an integral and pe@ble aspect of social practice”
(p.31). The central characteristic of situated re®y is legitimate peripheral
participation, a process through which newcomerstenknowledge and skills in
the socio-cultural practice of a community and gedly move toward full
participation in this community (Lave & Wenger, 199According to Lave and
Wenger (1991), the social relations of newcomerange through their direct
involvement in activities and their understandiragsl skills that develop in the
process. Involvement in a community of practicetae a potential curriculum for
newcomers to learn and increase their legitimatesscto the core activities of
community (Lave & Wenger, 1991) as well as to amynowledge and power in
relational networks (Foucault, 1980). Hence, thekplace provides learning
opportunities for members to master professionalisies, organisational cultures,
skills, competencies, and other attributes thatezegnised as symbols of power
in a particular area of practice, such as inteonali partnerships in higher
education.

Having briefly defined the terms ‘field’ and ‘commity of practice’, this
section then addresses three shared featureslotdyots: learning as embedded
in socio-cultural contexts and as social practlearning rules of practice, and

learning across boundaries.
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Learning as embedded in socio-cultural contexts andocial practice

Learning as embedded in socio-cultural contexts amdsocial practice is an
important part of distributed leadership for higheducation international
partnerships, and can be theorised using the téield’ and ‘community of
practice’. Both terms address the importance oBspcactice as learning, but the
purposes of learning that both terms suggest #iexeht. Field focuses on the role
of the following in constructing knowledge: sociokarally rooted knowledge
and resources, specifically habitus and capitalegrning, from generation to
generation within the same class or group to meuriteeir distinction, status and
power (Bourdieu, 1988). Whereas community of pcactiuggests active learning
for ongoing improvement of practice, such as leagnbetween junior and
experienced community members, learning to padteipand learning across
boundaries (Lave & Wenger, 1999; Wenger, 2000; \Wengt al., 2002).
Communities of practice are social networks whheesharing of power is agreed.
Social practice in the field of higher educatios,d@scribed by Bourdieu, is more
limited within a hierarchically structured highatueation system. Social practice
in community of practice is more open and extensivel includes co-operation
across disciplines, systems, institutions, departsp@ations and other boundaries
to achieve common goals. Hence, learning withifd$ieof practice is hindered by
vertical hierarchical power-relations; whereasi@ay in communities of practice
may be seen as facilitated through horizontally eedically expanded relational
networks. The two views of relational building withthe social practice that

constitute learning co-exist in the world higheueation.
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Learning the rules of practice

Learning the rules of practice is another esseaspkct of distributed leadership
for international partnerships in higher educatamg may be theorised using both
the terms ‘field’ and ‘community of practice’. Iihis study, the rules of practice
refer to the implicit, taken-for-granted, and coutelised regular principles that
guide higher education leaders’ practices at thekplace.

In Bourdieu’s (1985) theory of practice, the wagtoas in a field commonly
adapt to distribute resources and establish relships are influenced by
socio-culturally and historically embedded habittlds of higher education in
different societies, such as in East Asian so@gtigaintain particular academic
logic and activities of selection and control, andintain positions and practices
that reproduce and strengthen the structure ofi¢he (Mok, 2007a; Yang et al.,
2007; Yonezawa, 2007). The metaphor of ‘rules efgame’ is used by Bourdieu to
understand the inherent artefacts, symbols andeptiep that guide professional
practices (Bourdieu, 1992, 2000; Bourdieu & Wacqud®92). Drawing from
Wittgenstein’s (1968) notion of language games,rthes of practice can only be
experienced and understood by participants in #meg For example, in a card
game, rules are used to govern the actions of app@sayers, and to determine
whether they are suitable for the game. Playersshape their understandings and
interpretation of game rules, and strategicallycde#or the fit between the game
and their future actions. The artefacts and symttasare highly recognised in a
field can be perceived as carriers of power thihddhe types of resources and
skills that higher education leaders can accessnaaidtain. Higher education

leaders, as agents in the field of internationatneaships, inevitably involve
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distributing different forms of resources, in Boeus term ‘capital’, based on
certain rules of practice.

Advocates of communities of practice also use nietegto portray the rules
of practice in the workplace. For example, legitienperipheral participation as a
metaphoric model was initially proposed by Lave aNdnger to explain the
process for new comers to learn from the experignead to achieve full
participation in the community (Lave & Wenger, 19911999). Authors have
identified the process of legitimate peripheraltipgration which involves less
experienced higher education leaders developingntittes, mastering
competencies, understanding institutional hab@égsumulating experiences, and
gradually moving towards full participation in thaifiliated communities (Hardré,
2005; Jawitz, 2007; Reybold, 2003, 2008). Followithge logic of legitimate
peripheral participation, in the context of intdronal partnerships, individual
higher education institutions that are new to sprdictice may develop shared
knowledge, competencies, experiences, and identitierder to negotiate how to
participate within and across community barriersaining by higher education
leaders involves constructing and reconstructingepertoire of knowledge,
understandings and meanings of social practice.|@daer learns the operational
as well as socio-cultural fundamentals in ordemptactise in higher education
international partnerships.

Not only is learning of practice important, butalsontrol, selection and the
need for access to community of practice are atigtements in communities of
practice (Lave & Wenger, 1991, 1999). However, ¢hier scant literature on the

selection of personnel who are entitled to paréitgpn international exchanges and
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co-operation. Compared to the vast amount of lieea on international

partnerships that emphasises policy analysis aadtijative data on partnership
and international student numbers, how inter-oggtional learning is facilitated
through leadership demands more attention (TedroMia®okela, 2007; Webber
& Robertson, 2003). Hence, this study particulafbcuses on how higher
education leaders could learn across boundariesighrdistributed leadership in

international higher education partnerships.
Learning across boundaries

Learning across boundaries is an essential palistfbuted leadership for higher
education international partnerships and can beriged using aspects of
community of practice (Fuller et al., 2005; Laaslli, Simons, & Wenger, 2006;
Wenger et al., 2002) and Marginson’s (2008) vieWwshe field of global higher
education. As mentioned previously, community @fgbice suggests that learning
occurs across boundaries of social hierarchiespameer. This proposition seems
to be in conflict with Bourdieu’s views of field, mch argues that learning is
facilitated within a socio-cultural group to maimahe status and power of that
group. Marginson’s (2008) notion of field of globhigher education extends
Bourdieu’s original concept of field and addressesld ' tendency to learn across
national and cultural boundaries as they maintathraproduce class distinctions.
In this study, the term ‘learning across boundariefers to higher
educational leaders’ inter-cultural learning, whmtcurs beyond boundaries that
are fundamentally imposed by cultures, roles, tastins, economies, and national

borders (Robertson & Webber, 2002). Boundariesonfiraunities emerge as an
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outcome of differentiated collective practice ofsacial group. According to
Wenger et. al. (2002), members in a community ma&yebbp “a shared
perspectives on a domain, trust, a communal idetdgitgstanding relationships, an
established practice” as well as a common goal,aarepertoire of professional
gualities, competencies, skills, and knowledge. Mers of a community develop
the above shared qualities and understandings ke mr@e community distinctive
from another. However, the qualities and understeysdthat are specific to a
community of practice may “create divisions and @eource of separation,
fragmentation, disconnection, and misunderstandif\yenger, 2000, p. 233).
Hence, Wenger pointed out the importance for membea community to learn
across boundaries, to move beyond the focus ataisf the community, and to
be open to others.

An important reason for learning across boundasi¢lat tensions between
individual or community competencies and experisnogy create discomfort,

and so may create momentum for learning. Accortbidenger,

If competence and experience are too close, if @deypys match, not
much learning is likely to take place. There are aimllenges; the
community is losing its dynamism and the practisein danger of
becoming stale. Conversely, if experience and coemgpe are too
disconnected, if the distance is too great, notmmiearning is likely to take
place either. (Wenger, 2000, p. 233)

Learning across boundaries may allow higher edocapractitioners in one
society to negotiate their own competencies an@mempces with those of another.
If the higher education leader’s competencies amemences are not too close or

disconnected, they are likely to learn from diffezes in the practice. Hence,
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boundaries act as social arena where “perspectnext and new possibilities
arise” (Wenger, 2000, p. 233). Learning across Haties is parallel to
Gadamer’s (1975) notion of fusion of horizons, whmeans linking our socially,
culturally and historically embedded prior knowledgith our new experiences.
If higher education leaders in international padhgs can learn across
boundaries, they are likely to develop new perspest practices, and
competencies.

While boundaries exist among higher education comti@s, the role of
collaboration remains strong in the internatioraien processes. As Roberts
(2005) stated, “there is certainly ... more talk @bperation, collaboration, cultural
identity, citizenship, inclusion and social devetgmt” in today's education
contexts (p. 44). Boundaries between higher edutatommunities are in the
process of diminishing and disappearing due te@eed regional and international
co-operation, inter-institutional linkages, conneas, and alliances (Altbach &
Knight, 2007; Knight, 2008). For example, Webbed &vobertson’s studies on a
collaborative master’s leadership programme betvidmm Zealand and Canadian
educational practitioners supported breaking boueslgRobertson & Webber,
2002; Webber & Robertson, 2003, 2004). They hidiégd that learning across
boundaries has become increasingly paramount &olelship development in the
era of internationalisation.

To sum up, constructivist epistemology holds prenia theorising in this
research project. Constructivist epistemology impeunt in this study as it helps
to understand higher education leaders’ active,testtmalised, and social

construction of knowledge, understandings and nmggniof international
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partnerships. It offers useful analytical lensesxplore higher education leaders’
individual active construction of knowledge, thepontance of prior knowledge,
and knowledge construction in a social context.

Furthermore, learning across boundaries impliegexistence of different
higher education practices that is embedded iremdifft contexts. Instead of
arguing which or whose practice is legitimate iternational partnerships, this
study seeks to theorise Western and East Asiane€aihigher education leaders’
practices and understandings of distributed le&deréor higher education
international partnerships. Wallner’s constructigalism is helpful in meeting this

purpose.

Constructive Realism

This section argues the suitableness of using keaiste realism for theorising
higher education leaders’ learning and practicedwtributed leadership in
international partnerships. Constructive realisndigcussed under the following
headings: background, wirklichkeit (or actualityifeworlds (constructing life

experiences), and microworlds (constructing discgsly knowledge).

Background

Wallner’'s constructive realism emerged in the [41@80s. It expanded the
constructivist view of knowing with a realist onigly. Wallner (1998b) argued that
observation of what has been constructed in aqodati discipline is required to
facilitate understandings and to develop knowledymstructive realism offers a

way to theorise knowing, understandings and legrmrthis research.
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First, constructive realism suggests co-existencéwo types of reality,
which are equally valid: the reality that is embeddn the given world whether
people understand it or not, and the reality tkatanstructed in the cognitive
world that leads to knowledge (Wallner, 1995). hbges of reality are seen as
equally important and are foundations of all knage (Wallner, 1995, 1997,
1998a, 1998b, 2000, 2004; Wallner & Jandl, 2006 Tirst type of reality is the
real world, which exists external to people. Theality that exists in the given
world is ‘out there’ whether people notice it ortnti is not until people make
sense and understand what is out there that theyl@zelop knowledge in their
cognitive world. This relates to the second typereHility, that is constructed
reality (Wallner, 2004).

The second type of reality cannot be separated fhmrknower and his or
her contexts. This type of reality underpins a @eamiltural constructivist
epistemology, as discussed in the first part of thiapter. Wallner (2004) stressed
the importance of linking new knowledge with pricmowledge in constructed
reality. He explained that, for example, his untierdings of Chinese cultures was
developed through experiences with Chinese peapid, through connecting
European cultures with Chinese cultures. As contttuknowledge is interpreted
differently based on individual prior knowledge nstructed knowledge is not a
direct and absolute picture of the world. This ireplthat Western and East Asian
Chinese higher education leaders will constructnalar yet different view of
international partnerships. Constructive realismthier suggests that no given
world can exist independently of our perceptiong ¢fvallner & Jandl, 2006). In

the case of this study, although there are thes rafepractice that exist in higher
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education systems, higher education leaders maymagrstand those rules until
they make sense of them and find shared meaningsscboundaries of
differences. Specifically, constructive realismahxes two types of reality. They
are ‘wirklichkeit’ in German language (or actualily English language), and
constructed reality, which comprises lifeworlds amdcroworlds. A further
definition and explanation of actuality or wirkliokit, lifeworlds, and
microworlds will be provided later in this chapter.

Second, in constructive realism, individuals empdpgcific approaches to
knowledge construction with respect to the two et#ht types of reality.
Constructive realism offers lenses to interpretibigeducation leaders’ different
approaches to knowing and understanding, rangarg §imply describing rules of
practice to using intuition or rational thinking ¢onstruct knowledge in different
realities (Wallner, 1995, 1997, 2004). For exampie, higher education
international partnerships, higher education lesd®may have established an
understanding of the neo-liberal reform policiesatths characterised by
entrepreneurial practice, trade in higher educaservices, greater demands for
competition and co-operation, and market-orientedtre (Chapter One). Higher
education leaders understand the rules of prathiae exist in the wider higher
education environment. Higher education leaders imajtively use certain ways
to greet people in international partnerships, sagchugging, shaking hands, and
smiling, based on their early socialisation experées within a socio-cultural
group. This approach to understanding is descrilmedVallner’s notion of
lifeworld. Higher education leaders may also ragibnreflect on and analyse the

strengths and weaknesses of their practice innatemal partnerships to inform
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future practice, for example publishing a journaticee about international
partnerships. This approach to learning is iderdifby Wallner in microworlds.
Notions of lifeworld and microworld will be discuess later in this chapter.

Third, constructive realism suggests both commtgalin practice as well
as diversities in practice in all cultures (WallnE995, 1997, 2004). Some human
experiences are common across cultures, for exasmpiéng. However, merely
searching for commonality in all cultures may leadnisunderstanding because
interpretation of the same practice differs acroeatexts (see discussion on
constructivist epistemology in this chapter). Fomample, constantly filling a
guest’s plate with food is considered as politenas€hinese culture, but this
practice may be considered impolite in Westernuce#t (Huang, 2008). Thus, this
study attempts to address the diversities in Nealatel and East Asian Chinese
higher education leaders’ knowledge constructionrough considering
context-specific individual and institutional halst capital, and the rules of
practice in the context of international partngpshi

Fourth, constructive realism proposes the strabégyrangification (Wallner,
1995, 1997, 2004), which a) offers implications fesing multiple research
methodologies to interpret data, and b) borrowioigcepts and terminologies that
are used in one discipline to interpret and undasta social phenomenon that is
traditionally located in another discipline. Thisesearch project adapts
strangification as a methodological tool (Chapteur.

The following sections theorise higher educatioradkrs’ different
approaches to understanding distributed leadershigternational partnerships in

the following types of reality: wirklichkeit (or aeality), lifeworlds, and
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microworlds.

Wirklichkeit (or Actuality)

The German term ‘wirklichkeit’ expands notions ofian, actuality and becoming
effective, and is conceptually richer than realighich is the commonly used

English translation. Scharf stated:

Wirklichkeit contains the notion of wirken, of becoming effeetior of
Wirkung, the effect. These two implications gett lahenWirklichkeitis
rendered “reality”. Another connection &Nirklichkeit is action and
actuality, i.e. the way in which someone or somwglhacts as well as the

result of that action. (Scharf, 1999, p. 319)

Thus, wirklichkeit emphasises the effectiveneggrattice. Practice in wirklichkeit
(or actuality) is guided by “the complex social sl codes and behavioural
regularities” (Ashe et al., 1999, p. vii) that &@h observable and invisible. Actors
in wirklichkeit construct their understandings ofiet world through their
experiences with both observable and hidden soclas, codes, and behaviour
regulations (Wallner, 1995, 1997, 1998a, 2004). hdig education leaders’
knowledge that develops within wirklichkéitnctions as rules of practice (see the
section of learning the rules of practice in thigter). Applying the concept of
wirklichkeit in higher education international partnerships $ielp to understand a
number of external factors and the rules of practibat impact on higher
education leaders’ practice. However, the neo-ibeeform policies, market
mechanisms, guidelines and regulations that aresegbby international agencies,
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such as the UNESCO and the WTO, can also be unddrat external factors that
guide higher education leaders’ practice in intBomal partnerships (see Chapter
One). These rules within the field of higher edimamay either be observable or
tacit. Higher education leaders may be or may reoftware of these rules, but
develop certain patterns of practice based on theiderstandings and
interpretations of the rules.

The following section theorises higher educatiomdkrs’ knowledge
construction within lifeworlds and microworlds witfeference to notions of
prejudgments, individual and institutional habitcapital, and contexts (fields and

communities of practice), as discussed earliehig¢hapter.

Lifeworlds: Constructing Life Experiences

According to Hwang (2000, 2003), a lifeworld is #eial space where individuals
a) observe the external world, b) try to avoid tfeevn will and intention, and c)
learn to interpret, organise, explain, structuostemplate, and respond to daily life
experiences, primarily within their social or cudiligroups. They do this before
they begin to develop disciplinary knowledge. Camnding lifeworlds requires
using language to represent and describe thinggh@nomena as what they are,
without involving personal opinion. According to lng (2003), the type of
rationality employed in lifeworlds is intuition; dnthe worldviews, which
lifeworlds entail, are developed based on individii@ experiences. Intuition can
be conceptualised as a holistic hunch correspontbngndividual subjective
judgement. According to some literature, intuitim generated by automatic

cognitive processes based on prior knowledge amkraences, rather than
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conscious reasoning (Downey, Papageorgiou, & StoRQ@6; Miller & Ireland,
2005).
The literature on educational leadership and bssineanagement supports

the importance of intuition in professional praetiéccording to MacBeath (2005),
intuition functions as the primary mechanism in thétural form of distributed
leadership in school settings. Intuition helps edional leaders make hunches and
instant decisions as they distribute leadershgrhool settings. In addition, Miller
and Ireland (2005) proposed that intuition may Heaatageous for supporting
decision-making, under situations of resource cags, such as time and funds.
Matzler, Bailom and Mooradian (2007) also suggetatlintuition can be used as
a leadership tool to accelerate decision-makirgpmplex and changing situations.

If intuition is used to construct lifeworlds, arfdntuition is based on prior
experiences and knowledge, then prior or existingwkedge is used in the
construction of lifeworlds by people, for examplgher education leaders. This
prior or existing knowledge is influenced by theciag cultural and historical
knowledge in which it is embedded. For example,khewledge of life that is
constructed within socio-cultural groups can bedbned by prior knowledge such
as prejudgments, habitasd tradition, as discussed previously in the sactin
constructive epistemology. Habitus can furtheruafice the distribution of capital
in lifeworlds. Among many types of cultural capjtabnstructivist realist scholar
Hwang (2003) described language as the most imutaréarier of cultural heritage
that is used to consistently construct, comprehandlyse and record individual
lifeworlds. Following Hwang's idea of lifeworld, tural heritage is similar to

Bourdieu’s notion of habitus.
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To illustrate, part of higher education leadergierstandings of international
partnerships are acquired through life experiemgtsn their own cultural groups,
for example in New Zealand or East Asia. Higher cation leaders may use a
particular language and intuitive thinking approesko construct their lifeworlds.
In addition, people construct disciplinary knowledgithin microworlds (Wallner,
1995). While lifeworld is a useful notion to linkipr knowledge with an intuitive
reaction to life experiences, the notion of microgohelps to describe
systematically constructed knowledge that syntlessigior knowledge and rules

of practice.

Microworlds: Constructing Disciplinary Knowledge

In constructive realism, microworlds are workplagdsere individuals construct
disciplinary knowledge, for example the sciencesoWledge in microworlds is
developed by each person through systematic thgnKidwang, 2003). This
approach to knowledge construction is evident inokrly works. Scholars in
higher education may incorporate systematic thighkim acquire knowledge on
particular aspects of the world. This researchnb@rnational partnerships in New
Zealand and East Asia is constructing a microwdrtdfacilitate this, a systematic
process of reviewing related literature, plannieggarch methodologies, analysing
data, and interpreting research findings was uadert
Knowledge construction in microworlds thus entéolsnal rationality, and is

based on a technical mode of thinking - which isrded by intentions and goals
(Hwang, 2003). In particular, Hwang (2003) hightigth that the type of language

used in technical thinking may entail “a compulsand aggressive character that
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demands the most gain and the least cost” (p. Z2bt-effective analysis is thus
evident in technical thinking in microworlds. Howvexy IJsseling (1996)
commented that purely university or academic wakaimost impossible to
achieve because of higher education leaders’ parsoiotives for constructing
professional knowledge may not be purely acadericqiumber of pragmatic
motives as well as historically and socio-cultiyra&inbedded prior knowledge such
as tradition, prejudgments and individual habitusyrhinder rational thinking, as
described previously. These factors are taken ¢otwsideration when theorising
higher education leaders’ development of profesdi@nowledge and practice in
international academic exchanges and co-operation.

Furthermore, constructive realism suggests thetengs of multiple
microworlds. This means that higher education lead#o engage in the practice
of international partnerships may have establisietiplinary knowledge of
higher education and partnerships in the workp(@mud & Middleton, 2003;
Ellinger, 2005). They may also construct other igigtary knowledge before they
engage in international partnerships, for exampézalcy, science, and the arts.
However, as discussed in Chapter One, internatjpendherships between Western
and East Asian Chinese HEIs in the®2Century have emerged as a new
phenomenon, and encompass new meaning of highea#alu and international
partnerships. This study argues that higher edutdgaders may lack systematic
knowledge of international partnerships betweent#vasand East Asian Chinese
HEIs before they start to practise in such a fiel@jher education leaders’ lack of
systematic knowledge of international cooperaticévdies does not deny the

influence of life experiences with internationaloperative activities on the
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construction of professional knowledge. An underdtag of the factors that may
impact on knowledge construction in lifeworlds anigroworlds helps to draw the
bigger picture of higher education leaders’ corderd knowledge.

To sum up, Wallner’s constructive realism as arologly offers lenses for
this study to understand higher education leadeeshing in different types of
reality, including wirklichkeit, lifeworlds and mioworlds. Wallner’s constructive
realism also helps me to understand higher eductdtaders’ differentiated
approaches to understanding. They are describintigouti making judgments,
using intuition, and reflecting. The three differeapproaches to understanding
collectively impact on higher education leadersterstandings and practice of

distributed leadership in international higher eation partnerships.

Linking Learning and Practice

In this study, learning and practice are intertwlin€he view of learning has been
theorised based on a constructive epistemologyw¥aither’s constructive realism.
A constructive epistemology helps to explain thdividual active construction of
knowledge, the importance of prior knowledge, dowigeractions for learning,
learning the rules of practice, and learning acrbsandaries of differences.
Wallner’s constructive realism has provided lenfmsthis study to recognise
higher education leaders’ different practice tisataoted in their social contexts
such as Western and East Asian higher education.

While there has been research on internationakhigtiucation partnerships
between Western and East Asian Chinese HEIls, litile been emphasised on

distributed leadership for international higher emtion partnerships. This study is
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concerned with the main research question: Whaharkey factors and issues that
may impact on distributed leadership for internagio partnerships between

Western and East Asian Chinese HEIs? New Zealandafore, Taiwan and a

province in China are the focus of this study.

The following questions serve as supplementary toques Why are
international partnerships in higher educationndéiiest to New Zealand and East
Asian Chinese HEIs? What are the major driversifiéernational partnerships
between Western and East Asian Chinese HEIs in2fffeCentury? How is
distributed leadership practised by higher eduoagaders to nurture successful
international partnerships?

Chapter Four presents the methodologies, data amerand analysis

methods, and approaches to participants that veae in this study.
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CHAPTER FOUR RESEARCH METHODOLOGIES

Introduction

This research project sought to theorise distribuéadership for international
partnerships as experienced by some New ZealanBastd\sian higher education
leaders. The methodological approach used is ddtailthis chapter.

In order to achieve research trustworthiness i #study, this research
explored in-depth the meanings that higher educdtiaders had constructed with
reference to their leadership experiences andipeaict international partnerships.
Grounded theory methodology and Wallner’s strangtfons served as powerful
methodological approaches to acquire, analyserprgeand compare qualitative
data across different contexts in this study. Ssmietured interviewing and
document collection were the methods used for gexteration.

This chapter firstly defines qualitative researck &ocio-culturally
constructed inquiry, and as a comparative inquirthis study. The techniques for
maximising the trustworthiness of this study arenthdentified. Secondly, this
chapter provides the rationale for using grounthedy as the main methodology,
and strangifications as a supporting methodologiparoach. The third part of this
chapter outlines the research methods, includingruirewing and document
collection. Fourth, this chapter introduces theeagsh participants. Finally, ethical

considerations that were employed in this studydaseribed.
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Qualitative Research

Qualitative research entails a wide spectrum ofrlapeing but sometimes
contrasting philosophies, methodologies and theofihis study is only concerned
with qualitative research that has its roots imastructivist epistemology and the
ontology of constructive realism. This section idfegs three major characteristics
of this qualitative research project: qualitativesearch as socio-culturally
constructed inquiry; qualitative research as cowupge inquiry; and quality

qualitative research.
Qualitative Research as Socio-Culturally Construdtequiry

This qualitative research study focused on the dexity of meanings that were
socio-culturally constructed by the research piicts and me as the researcher.
Denzin and Lincoln’s (2005) accounts of qualitatresearch support this study’s

emphasis on the socio-culturally constructed nadfirequiry. They stated:

Qualitative researchers stress the socially coct&dunature of reality, the

intimate relationship between the researcher arat vghstudied, and the

situational constraints that shape inquiry. Suceaechers emphasize the
value-laden nature of inquiry. They seek answerguiestions that stress
how social experience is created and given meaning.

(Denzin & Lincoln, 2005, p. 10)
Hence, qualitative research has the potential ppoes higher education leaders’
socio-culturally constructed perceptions of leadgrs and practices in
international partnerships through interactionsween me and the research

participants.
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In addition, Denzin and Lincoln (2005) describe@lgative research as a
“situated activity” (p. 3). Qualitative research ascio-culturally constructed
inquiry has the advantage of locating the researcheatural social settings to
discover how people make sense of their social dgoflCohen, Manion, &
Morrison, 2000; Maykut & Morehouse, 2001; Neuma03). In this study, natural
social settings refer to the New Zealand and EasarAChinese higher education
systems, and the work contexts of the individughbr education leaders. Spillance,
Halverson and Diamond (2004) suggested that algocennected work context is
“the appropriate unit of analysis for studying piee’ (p. 23); a position also
supported by Conger and Toegel (2002) with referetac studying leadership
practice.

It was appropriate for this research project toufoon both personal and
institutional leadership practice in internatiopalrtnerships in higher education.
By employing qualitative research approaches, rdggarch project explored how
natural social settings, environments, cultured, @her factors have impacted on
higher education practitioners’ leadership pereeytiand practice (Frankel &
Devers, 2000; Glaser, 1992). In this study, theaesh findings were grounded in
the experiences of the New Zealand and East Asadicipants. New theoretical
aspects are grounded in the research data throwging ugrounded theory
methodology (Glaser & Holton, 2004; Glaser & Stsgu999). Grounded theory
methodology further supports comparisons of data iandetailed later in this
chapter.

This qualitative study incorporated a mosaic otlfiptetive approaches to

record the participants’ worlds (Denzin & LincoR005, 2000). | used field notes,
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interviews, recordings, and memos to transform ghdicipants’ worlds into a

series of representations. In particular, Denzith lancoln (2005) argued that all
research is interpretive, in this case, guided lyyperceptions of the world and
research designs. Researchers may hold persona$ \d@bout certain actions,
activities, experiences and practices. Attentivende possible bias and
prejudgments was constantly addressed during geareh process to maximise
the research trustworthiness. Approaches to rdséarstworthiness are identified

later in this chapter.
Qualitative Research as Comparative Inquiry

A second characteristic is that this qualitativedgtis comparative inquiry. This
research project compared and contrasted the NalaZetand East Asian higher
education leaders’ practice, perceptions and espees across different contexts.
In the field of comparative education, there israwgng interest in comparing
Western and Asian educational practice (Walker &nDiock, 2000a; Yao, 2005).
However, comparative higher education studies, whiave been carried out by
Chinese scholars, largely fall into the categorypolicy analysis and literature
review. For example, Pan and Luo’s (2008) compadsaf American, European,
East-Asian, and Latin American models of highercadion massification have
emphasised comparisons of financial models; Zhaal.&t (2008) comparative
inquiry of educational studies in China and thetebhiStates was a literature review
on research methodology used by Chinese and Amergsearchers. Although
these studies presented comparisons of statisticalumerical data, little was

discussed in terms of the socio-cultural impactsedncational practice. King
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(2000) cautioned that comparative studies woultebs valuable when they only
provide documentary evidence. Rather, King argueat the significance of
comparative investigation lies in the interpretataf interdependent factors, such
as contexts, policy-making and opportunities fdfiltuent. While comparing data
collected during the course of this study, | patkrgion to the individual HEI
contexts and the wider socio-cultural and policgyteats.

Deeper level socio-cultural influences on higherucadion leaders’
leadership perceptions and practice were addresdbd qualitative comparative
study. This study moved beyond merely reviewingrditure or second-hand data.
It explored in-depth the common patterns and difiees in perception and
practice as experienced by the participants. ¢t sataight to understand the impacts
of contexts, socio-culturally embedded knowledgel ather inter-related factors
on the patrticipants’ leadership perceptions andtip@a Hayhoe (2007) reflected
on her personal practice in comparative educatgime urged comparative
education researchers to engage in cultural agetwyfacilitate enhanced
understandings, and to anticipate future developsnéthrough exploring
deep-level cultural patterns” (p. 189).

However, cultural comparative studies may have sameceptual and
methodological drawbacks. Cheng (2000) identifi@he drawbacks in relation to
a lack of multiple perspectives, unclear definitminconcepts and cultural terms
in analysis, making simplistic and problematic aggtions of cultures, and
over-attributing the impact of cultures on eduaaioperformance. In order to
address these potential conceptual and methodalogmoblems, this study

regarded individual higher education leaders asvidgal cultural agents who
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carried socio-culturally embedded leadership kndg#e and practice. Their
institutional and national cultures were also cdesed as heterogeneous, complex
and multi-layered. In this study, each HEl was rdgd as having unique
institutional habitus and rules of practice undherambrella of national culture. On
the basis of the national culture, institutionabibhas distinguishes one HEI from
another. In addition, this study clarified and cargal the meaning of different (or
even the same) terms and concepts that were repedday the participants.
Another important characteristic of this qualitativesearch project was
attentiveness to the research quality. The follgwaaction further explains how

quality was facilitated during the course of thimltative study.

Quality Qualitative Research

The quality of this qualitative study was maximiseg considering some
dimensions of trustworthiness. Following a condiwgt epistemology, Denzin
and Lincoln (2005) and Lincoln and Guba (1985) tdexd that trustworthiness
subsumes some important constructs of researclityqual particular, this study

addressed the research credibility, dependabitapsferability, and authenticity.

Credibility

Credibility deals with how well data generation hus and processes address
the research questions and objectives. Credibgitgoncerned with making a
decision about “the focus of the study, selectidncontext, participants and

approach to gathering data” (Graneheim & Lundmag@42p. 109).
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Based on the research questions and objective(€kaOne and Three),
New Zealand was chosen as representative of Wesecieties; whereas
Singapore, Taiwan and China were selected as mpetve of East Asian
societies. Research participants were selected figimer education institutions
within these societies. Before approaching thei@péants, | developed familiarity
with the context of the participating higher edimatinstitutions. Interview
guestions (Appendix A) were developed based orittiature reviewed. Each
interview was conducted based on a list of intevvggiestions as guidelines for
in-depth discussion. For example, | asked the Nealahd, Singaporean, Chinese
and Taiwanese higher education leaders their peoospof their own leadership
roles in international partnerships, such as “Hawdu feel about your leadership
roles in the partnership?” and “Can you tell mewbgour involvement in the
decision-making of cooperative strategies in tlaigership?”.

| incorporated the same interview probing technsgueall interviews, such
as using open ended questions, and asking “Carnejlomme more about.?” and
“Can you explain to me what do you mean B¥... My multi-cultural background,
proficiency in both English and Mandarin, and usteandings of New Zealand and
East Asian higher education contexts allowed nmtaluct the interviews myself
across cultural and linguistic boundaries.

Triangulation was intensively used in this study n@ximise research
credibility. Triangulation uses a combination ofearch strategies and sources of
information in a single study, and helps to es#hbliinks and present a

comprehensive picture of data. In this study, gidation was achieved by
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methodological triangulation, theory triangulatiamd data triangulation (Denzin,
1970).

First, to facilitate methodological triangulatiothis study incorporated
grounded theory and Wallner’'s strangifications @search methodologies, and
interviewing and document collection as researcthous (Table 1). Throughout
the research process, | constantly collected dontsrfeom various sources, for
example university websites, newsletters, stratptsins, and reports. Documents
were compared and contrasted with interview datnteance the completeness of
findings.

Second, theory triangulation (Table 1) was achievbtbugh using
socio-cultural theorising, which incorporates disited leadership elements,
constructive epistemology, and the ontology of tamasive realism. Grounded
theory methodology also served the purpose of thigimngulation. Denzin (1970)
regarded grounded theory methodology as an ideahreh methodology to work

with data “with multiple perspectives ... in mind”.(@03).
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Table 1 Triangulation

Triangulation

Approaches

Methodological

triangulation

Grounded theory methodology, Wallner’s strangifiwas,

interviews & document collection

Theory triangulation

Distributed leadership perspes, constructive

epistemology, the ontology of constructive reali€m,

grounded theory

Space triangulation

Interviewing 22 participantigher ed

in New Zealand, Singapore, Taiwan and China.

ucation institutions

Time triangulation

Phase orJeInterviews: Generatin

guided interview questions

information based on thecollected

yDocuments were

throughout the

Phase two| Interviews: Feeding backlength of the

initial research findings an

getting new insights

dresearch project

Third, | sought data triangulation through spacéantyulation and time

triangulation (Denzin, 1970). Space triangulatioaswfacilitated through data

generation from 22 higher education leaders inedifiit contexts (New Zealand,

Singapore, Taiwan and China). The interview respsn@ere compared and

contrasted. Time triangulation was facilitated tigl generating data during two

research phases (Table 1). Phase-one of the datmagjen process focused on
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eliciting the views of the participants based oa fuided interview questions.
Based on the interview data, | developed initildesgch findings. The main
purpose of phase-two data generation was to prdhielenitial research findings
to some of the participants to seek their feeduk input into this study. The
second interviews allowed the participants to msies if | had interpreted the
interview data true to their original meaning. Tiheerview data generated from

phases one and two were then compared and coxfraste

Dependability

Denzin and Lincoln (2005) suggested that, if a igai@te study has dependability,
the study is possible to be replicated following #ame research processes while
taking into account factors that may impact on tégearch outcomes. This is
because in qualitative studies research particgpantd contexts are dynamic.
Following the same research design and processté® isame context may not
lead to the same research outcomes. Hence, thily stonsidered possible
research design, methodologies and methods basedhen effectiveness,
adaptability, and suitableness for this particstady.

In this chapter, the methodological description donducting this study is
provided to ensure the replicability of the reshadesign in the future, but not
necessarily the same research outcomes. Drawingh uplzenton’s (2004)
comments on dependability, this study specificgllpvided accounts of the
research design and its implication, the operatidetail of data gathering, and
reflection on the research process undertaken.r@$@arch process is explained

later in this chapter.
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Transferability

Lincoln and Guba (1985) suggested that researataary the responsibility to
provide sufficient contextual information about esearch project to help the
reader make judgement of whether the researchnfysdare transferable. To
facilitate this, Chapter One provided dense desonof the research background
and the phenomenon under study, and Chapter FouFiae provided details of
the demographic background of the participants #mr higher education

institutions.

Authenticity

Authenticity is concerned with whether the studpresents the view of and
protects the interests of those involved in theaesh (Denzin & Lincoln, 2005). It
is highly valued in small-scale qualitative reséarBishop and Glynn’s (1999)
five interrelated power-relation issues helped 8tigly to address authenticity in
interviewer-interviewee relationships. As discussedChapter Two, these five
areas are initiation, benefits, representationititagtion, and accountability. |
carefully considered: Whose interests and ageneldhar interviews to promote?
Who will directly gain from the interviews? Whossice’ is heard or promoted in
the interviews? Who hold authority to the arrangetsef the interviews? Who is
the interview accountable to?

For example, to enhance interviewer representattom,participants were

encouraged to not only respond to interview quastibut also comment on areas
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that were not included in the interview questiofise interview findings were fed
back to the participants to allow them making clesng
The next section explains the research methodaogied the research

methods.

Research M ethodologies

By Crotty’s (1998) definition, methodology is thstfategy, plan of action, process
or design lying behind the choice and use of palaicmethods and linking the
choice and use of methods to the desired outcome3)(Metz (2000) also pointed
out the importance of identifying the methodolodiest underlie certain methods
in qualitative research. Prior to discussing daaegation and analysis methods,
the following section acknowledges the two researsthodologies that were
used in this study. They are grounded theory metlogg as the main research

methodology and strangifications as supportive wadtogical approaches.

Grounded Theory Methodology

The Background

Grounded theory methodology provided this studyhwitiluable approaches to
code data, compare categories, develop themesrammlirage dialogue between
data and theory. Grounded theory methodology wisialip developed by Glaser
and Strauss (1967) in health research, and has \bigley used in educational
research (Cohen et al., 2000). The central praposif Glaser and Strauss’
grounded theory is that theory is not predetermimgdhe researcher, but emerges

from the experiences of research participants siihsed on the research data and
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findings (Glaser, 1992; Glaser & Holton, 2004; @Gla& Strauss, 1999). In this
study, grounded theory helped me to develop thdmaged on the higher
education leaders’ experiences in internationaineaships.

Grounded theory methodology consists of a variety data analysis
procedures and techniques as promoted by diffacdrdcates of grounded theory.
For example, in 1990 and 1998, Strauss and Cot88Q, 1998) proposed a
contradictory approach to Glaser and Strauss’s rgled theory procedures.
Strauss and Corbin suggested using predeterminedjorées to guide data
generation; whereas Glaser and Strauss arguedategfories should emerge from
the data, and should not be predetermined. Dedpievariations in coding
procedures and techniques, the works of Glaseausirand Corbin emphasised
using methods or systematic approaches for “catigend analyzing data to build
middle range theoretical frameworks that explaia tollected data” (Charmaz,
2000, p. 509). According to Peterson and Bredovd&20middle range theories
are less abstract than grand theories, and focgeeerating new knowledge that
is context-specific, practical, and directly appbte to practitioners who deal with
a particular issue at workplace. Hence, groundesbrth was suitable for this
research project that was specifically concerneth véiome New Zealand,
Singaporean, Chinese and Taiwanese higher educ#dtiaters’ distributed
leadership practice in international higher edwrapartnerships.

In addition, Charmaz (2000, 2003) commented thatremphasising
systematic methods would reduce the researchex#bility to adapt new research
strategies, to address the meaning that partigplnng to their situations, to

acknowledge the roles of the researcher, and teerbeyond methods. Charmaz
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added constructivist views to Glaser and Straussumged theory through
emphasising the flexibility of methods, and thewse beliefs, assumptions and
ideologies of individuals in the research.

In Chapter Two, the theory of distributed leadgrsis grounded in the
literature.

In order to link theory with practice, this studped grounded theory
methodology, particularly coding systems, to idignéind develop concepts from
higher education leaders’ practice. New theoretiparspectives of higher
education leadership for international partnershipsre derived from the
experiences of the participants through a setstesyatic procedures (Glaser, 1992;
Glaser & Holton, 2004; Glaser & Strauss, 1999) whaddressing research
flexibility by addressing multiple perspectives tbe individuals in the research
(Charmaz, 2000, 2003). Categories and themes warstantly compared and
contrasted to ensure that new theoretical persjsctepresented the experiences
of the participants in this study as seen by me.

The following strategies are essential to improve tigour of grounded
theory methodology. They are a) simultaneous génerand analysis of data; b)
memo writing for construction of concepts and catexs, c) data coding
procedures for emerging and integration of thecaétideas, and d) intensive
comparisons (Glaser & Holton, 2004; Walker & Myri@006). In this study, data
analysis was integral to data generation, and durtlata generation was informed
by analysis of the existing data. This approaatwadd for flexibility in deciding on
follow-up research directions. Grounded theory apphes, when operated

systematically and flexibly, may allow data generat data analysis and theory
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development to occur simultaneously (Charmaz, 22003). Memos were kept to
record codes, concepts, categories, and any insidieat emerged from the data
generation and analysis process.

In addition, grounded theory methodology is regdrdes a constant
comparative method of analysis due to its intensise of question-posing and
comparisons in coding procedures (Glaser & Stral@6&7, 1999; Strauss & Corbin,

1990, 1998).

Coding Procedures

Grounded theory methodology allowed me to constasimpare data and follow
a set of coding procedures which enabled me tefivam data into new theories.
Specifically, this study constantly compared andt@asted data in order to clarify
commonalities as well as major discrepancies (@|4$992) in the perceptions and
practice among the New Zealand and East Asian higbacation leaders. In
grounded theory, constant comparisons of data raegral to a set of coding
procedures. Three major coding steps are openggaabmal coding, and selective

coding.
Open coding

The grounded theory literature suggests that titialistep in coding data is open
coding (Glaser, 1978, 1992; Glaser & Strauss, 1888@uss & Corbin, 1990, 1998).
The first task of open coding is to transform data concepts. This is done by

line-by-line coding of the data. This approach keip identify substantive codes
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and develop categories of concepts based on tha dath minimum
preconceptions about broader findings.

According to Glaser and Holton (2004), questioningy help researchers to
be theoretically sensitive during the process alysing, collecting and coding the
data. In this study, | asked the following questiowhich were initially proposed

by Glaser and Holton:

a) What is this data a study of? b) What categogsdhis incident indicate?
c ) What is actually happening in the data? d) W&dhe main concern
being faced by the participants? and e) What adesdion the continual
resolving of this concern? (Glaser & Holton, 2004ra48)

Categories and codes were then developed basdw®sn questions, grouped and
compared throughout the data generation and asglyscess.

Open coding was done for all data in this study.es@mple, a New Zealand
higher education leader commented on higher edurcatistitutions’ common
practice of signing MOUs that do not necessaridléo substantial co-operation.
This datum gave rise to a number of concepts cexad documented in Table 2.
This datum described the phenomenon of issues astdré that may impact on
distributed leadership in international higher eation partnerships (Table 2,
labelling phenomenon). Several concepts emerged fhos and other data, for
example reciprocity, the rules of practice, feedtbaystems, and individual
institutional interests (Table 2, conceptualisingddmong these concepts,
reciprocity and feedback systems can be furthezgoaised as conditions for

sustainability (Table 2, categorising). Some cotespch as the rules of practice
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and individual institutional interests were not gped with other concepts and

formed separate categories or sub-categories.

Table 2. An Example of Open Coding

Labelling phenomenon Issues and factors that mapadt on
distributed leadership in international higher

education partnerships

Conceptualising Reciprocity

The rules of practice

Feedback systems

Individual institutional interests

Categorising Conditions for sustainability

Memo writing is the technique used to identify cgpits in Table 2. As Charmaz
(2000) suggested, memo writing can assist resea gharticulating their thinking,
exploring data and codes in new ways, defining deections of data generation,
focusing on the analysis of research, and conrgetivalytic interpretation with
empirical reality. Through memo writing, the conti@es among categories and
properties were examined to grasp a broad undelistaof distributed leadership

practice of the participants.

Axial coding

Axial coding refers to the second step of codingtrauss and Corbin’s grounded

theory approaches. Its main goal is to reconcdetérred data through linking a
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category and its subcategories (Strauss & Corb@901 1998). During axial
coding, | worked to construct the relationships agaategories and their
subcategories. | perceived this approach as dewngldipe storyline of the data.
Charmaz (2000) highlighted the importance for regdess to, “define the
properties of our categories; to identify the cahia which they are relevant; to
specify the conditions under which they arise, megntained, and vary; and to
discover their consequences” (p.519). Specific&8tyauss and Corbin (1990, 1998)
suggested that the axis of the category emerges! lmassystematic considerations
of the causal conditions, context, intervening dbos, strategies and
consequences of the phenomenon under study. Tudy sbnstructed the axis of
categories in terms of background conditions, odsfefactors and issues,

leadership strategies, and outcomes (Table 3).
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Table 3. Examples of Axial Coding

Categories

Description

Examples

Background

conditions

Understanding backgroun
conditions of international highe
education partnerships in Ne
Zealand, Singapore, China a

Taiwan

d

r

Export education has grown as an

windustry in New Zealand.
nd

Contexts

Exploring  different leadersh

practice in internationa

partnerships as experienced by

participants

prhe New Zealand university

hiarough student exchanges and

partnership degree programmes

| promoted internationalisation, main

Factors and

issues

Addressing issues and factors thathe proficiency of English language

have a bearing upon the 22 high
education leaders in internation

higher education partnerships

eof the Chinese partner may impact
athe communication with the New

Zealand university.

Leadership

strategies

Identifying follow-up leadershig
strategies, used by the participarn
to certain issues and factors

international partnerships

The New Zealand university used

itommunication with its Chinese

partner.

tenandarin-speaking staff to facilitate

Outcomes

Identifying subsequent outco

because of applying leadersh

strategies, as experienced by 1

participants

mehe Chinese participants were
imatisfied with communicating with

heandarin-speaking staff in NZ

of communication and thinking

because they shared similar pattern
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First, |1 explored the background conditions of intgional higher education
partnerships through interviewing the 22 New Zead)a&ingaporean, Taiwanese
and Chinese research participants. Second, | sotoghinderstand individual
leadership practice in international partnershgpsyperienced by the participants.
Third, | identified a number of issues and facttivat had a bearing upon the
participants’ leadership for international partigps. They resided in the wider
social, cultural, historical, political, technologi, economic, and organisational
conditions within their work contexts. Fourth, thata showed a number of
follow-up strategies that the participants undektmotheir practice in response to
certain issues and factors. In particular, thiggtidentified the significance of
some leadership strategies that emerged from tlae alad the connections among
those strategies. Finally, | identified some pdssibutcomes as a result of
applying follow-up leadership strategies. Througk taxial coding process, I
connected categories and subcategories aroundyéirsto
Comparing the data led to modifying and developimg storyline until it

filed the data, and enabled me to ensure thatgoats were capable of
portraying the complex leadership practice withm across geographic contexts
(New Zealand, Singapore, Taiwan and China). Thegmtions, experiences, and
practices of individual participants were compaaad contrasted. The statements
from the same participant were also compared tanmag data consistency. New
codes and categories were compared with existinggodes to enhance
interconnectedness among categories. Through cargienparisons of concepts

and categories, non-applicable concepts were redi@aser, 1992).
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Selective coding

Selective coding, according to Strauss and Corb®9§), is the final process of
“integrating and refining the theory” (p. 143). [ng selective coding, | integrated
different stories and emerged themes that are gexlim the experiences of the
participants (Chapter Six). This approach helpedtongee the broader picture of
international partnerships between Western and &sah HEIs, and to transform
codes into new theory.

During selective coding, researchers must idewtiépre category and then
relate all other categories around the core (Walkbtyrick, 2006). For example,
the category of distributed leadership in partniersietworks emerged as the core
category. It covers sub-categories such as disindpuleadership roles and
opportunities, active communication to foster relahips, distributing forms of
leadership capital, and medium for distributingnierof leadership capital. This
core category interrelates to the category of calysembedded prior knowledge,
issues and factors embedded within the contextnaultiple leadership practice,
as well as their sub-categories (Chapter Six).

Another key task of selective coding is to fill th&ps in the research data and
holes in the emergent theory through constant casges of core categories and
other categories around it (Strauss & Corbin, 19998; Walker & Myrick, 2006).
For example, this study found the East Asian and/ Mealand participants were
both concerned about the English language profigieof East Asian higher
education leaders; whereas none of the New Zegdarittipants addressed their

familiarity with East Asian languages. Having idéad the gap, | then asked the
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New Zealand participants about their views of laagr) especially the dominance
of English language and learning of East Asian U@aggs in international
partnerships between Western and East Asian higthecation institutions. This
approach helped me to seek feedback and acquirtoaddinformation from the
participants to construct new theory. Finally, ttetigal saturation (Strauss &
Corbin, 1998) was attained where no new categaorigsoperties emerged from
the data.

Overall, using grounded theory was an untidy prec@pendix J). It
started with my initial understanding of HEI intational partnerships. | then
developed research questions, conducted phaseadnghase-two data collection
and analysis, refined theories and judging thecaksaturation, and concluded
this study.

In addition to grounded theory methodology, thigdgtemployed Wallner’s
(1995, 1997, 1998a, 1998b, 2000, 2004) strangifinatto compare and contrast

data across linguistic, ontological and socio-galtbboundaries.
Strangifications as Supportive Methodological Stegfies

Strangifications are one of the major methodoldg&@ategies of Wallner’s
constructive realism. Strangifications are the Bpecstrategy that Wallner
proposed for promoting inter-disciplinary and intettural coordination of
knowledge. Strangifications can be understood asodification process which
makes the language or knowledge of a particularciglise or context
understandable in another (Wallner, 1998a). Adwexcaf Wallner's constructive

realism, for example Hwang (2000, 2003, 2005; 20&3) Shen (1995, 2003),
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concurred that strangifications have the followalyantages: a) enhancing mutual
understandings among disciplines; b) allowing redeas to reflect on the
methodology and principles of their original didoips; and c) constructing a
coherent reality through correlation among différdisciplines. Strangifications
are facilitated following a process of: firstly,kiag out research findings,
theoretical propositions, or terminologies from odiscipline in their original
languages and contexts; secondly, translating timonthe language of another
discipline; and thirdly, applying them in this unfdiar disciplinary context (Shen,
1995; Wallner, 1998a).

In this study, leadership knowledge and practice New Zealand,
Singaporean, Taiwanese and Chinese HEIs were seemerging from different
contexts and using different languages, and thaybeaunderstood as disciplines.
In order to construct a sound understanding of destdp for international
partnerships between East Asian and New Zealartehigducation leaders, this
study adopted strangifications to translate langsagnd link concepts among
disciplines and contexts. This study followed Walla (1995) three
methodological approaches to strangifications. Tdreyinguistic, ontological and

pragmatic strangifications.

Linguistic Strangification

Linguistic strangification is a methodological tedue for researchers to translate
directly from one language used in a particulacigie or context to another. It is
the superficial form of strangification. This studgmployed linguistic

strangification to translate interview transcriptisen necessary to make the views
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of the participants understandable by users ofremdanguage, either English or
Chinese.

However, translation is not straightforward. Thevere conceptual and
terminological differences across higher educatistiplines. As Marco (2007)
stated, the gaps between terminologies may be @t re$ socio-culturally
embedded and discipline-specific use of termin@sgiln particular, Marco
identified two forms of differences between terndagies, by suggesting that
“conceptual similarities are clouded by terminotagidifferences, and conceptual
differences lurk beneath apparent synonymy” (Ma2@Q7, p. 255). Marco’s
statement implies that different terms that areduise different societies may
convey the same meaning; and that the same teithne(Bame language) may mean
different things in different societies.

For example, the Taiwanese and Chinese higher #docéeaders are
Mandarin speakers. The Taiwanese participants tetedese the tertji hua’ (Ff
1) whereas the Chinese participants were inclineshtploy the term ‘xiang mu’
(‘FIE") to refer to the concept ‘programme’, such asneaship programmes,
student exchange programmes, and cooperative casgargrammes. In addition,
there was variation in using the Chinese word ‘lohap’ (ﬂﬁ%"—) between the
Chinese and Taiwanese participants. In Taiwarg ‘tlao’ is used to refer to the act
of leading and leadership; whereas in China, ‘tila@’ may beaused as the leader,
leadership, or to lead based on the context ofdtineersation.

| employed some strategies to clarify terminolobiead conceptual
differences during the research process. Firssighificant, terminological or

conceptual differences were identified during indial interviews, | paused the
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interview and asked the participant to explainrtfeaning of the term. Second, as |
found differences in using terminologies, | invitide participants to comment on
these differences where possible. Third, if diffees were discovered after the
second phase of data generation, | sought exptensally reviewing the literature.
Through these strategies, | was able to compareirietogies within the data
across cultural and linguistic barriers.

Nevertheless, understanding leadership perceptiadspractice in different
contexts is far more complex than translating laggs. Directly translating
languages may overlook the ontological underpinginghind terminologies. For
example, as discussed in Chapter Two, leadersliipshAsian societies may entail
significantly different characteristics from thoge Western societies, such as
collectivist orientation and higher power distanc€herefore, this study
incorporated ontological strangification to explavatological similarities and

differences of terminologies in the data.

Ontological Strangification

Ontological strangification is proposed as the sdcphase of the strangification
process (Hwang, 2003). According to Wallner (199Bjtological strangification
refers to the process of “applying a system ooéatethods of one discipline to a
very different discipline” (para 12). It requireckrto take out a set of concepts that
underpin a terminology in a discipline, and appherh to another through
understanding certain actions that both emphasmselro other words, if the
knowledge can be applied and function in anotheteod, this knowledge offers

wider implications. As mentioned previously, highetucation context in New
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Zealand, Singapore, China and Taiwan can be comzlesgd as different
disciplinary areas. East context has its own cadrgprcific knowledge, practice,
and language. In order to understand New ZealamfjaBorean, Chinese and
Taiwanese higher education leaders’ practice iernational partnerships, |
compared and contrasted their patterns of commtimgcand acting.

This study drew upon Hwang’s (2003) approachesidrast the similarities
and differences of terminologies that emerged ftbenparticipants’ own contexts.
Hwang suggested applying a set of aspects whisk &#om one context to another.
To facilitate this, one should understand the comrpeactice on which both
contexts lay emphasis. For example, Chinese elhigier education leaders in this
study used the term ‘guan XEFE([}T':) in the discussion on relational issues. Hwang
(1987, 1997-8, 2000) contributed that guan xi &h@ese relational system is
central to leadership practice in Chinese sociefldse first step to find the
compatible English term for guan xi was to clasfyme of the key characteristics
of guan xi through reviewing relevant literaturedagoding the interview
transcripts, following the techniques and procefered by grounded theory
methodology. At this stage, | have moved from kmayhe term ‘guan xi’ (upper
left circle, Figure 1) to understanding its key @weristics (right circle, Figure

1).
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Chinese term:
Common practices:

Guan xi
® Reciprocity

® Co-operation

English term:
® lLong-term

Relationship orientation

Relational rule:

Figure 1 An Example of Ontological Strangificatigauan Xi with Complex

Relationship

| then reviewed the Western literature on relatips, and found the notion
‘relationship’ in Western contexts and the termaguwi’ in Chinese societies both
focus on reciprocity, co-operation, and long-terriemtation (Chapter Two and
Three). However, differences in national culturasénimpacted on the function of
relational rules in different societies. Apart frahe literature review, the research
findings also show differences in denoted meanarys approaches to relational
rules in New Zealand and in East Asian societiésoligh the process of finding
common and dissimilar patterns of practice, | mowemn understanding the
Chinese term guan xi to understanding the Westetiom of relationship (lower
left circle, Figure 1).

In this study, the process of ontological stramgifion served two purposes.
First, understanding the denoted meaning of a teiogy was required to
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construct new leadership knowledge between Newadedahand East Asian higher
education contexts. A researcher cannot achiewer-@oftural understandings
without in-depth reflection on the events underdgtuSecond, ontological
strangification opened up the possibilities of nplét interpretations (Hwang,
2003). It helped to promote alternative interpiietat of distributed leadership for
international partnerships.

Ontological strangification is intertwined with St® (2003) notion of
inter-cultural strangification. Shen suggested thaintrasting, not simply
comparing, cultural concepts is critical to develogernational understandings. To
Shen (2003), the term ‘contrast’ is fundamentalbher than comparison, and
entails “rhythmic and dialectical interplay betwebfierence and complementarity,
continuity and discontinuity, which leads eventyadl the real mutual enrichment
of different traditions in philosophy” (p. 358). addition, Wallner (2004) echoed
that strangifying perspectives across contexts @enpowerful than simply
strangifying cultural perspectives within a context

To sum up, ontological strangification helped #tisdy to compare, contrast
and synthesise multiple theoretical perspectives laadership practice. It also
assisted me to develop an awareness of the differanifestations of distributed

leadership for international partnerships in Westard East Asian societies.

Pragmatic Strangification

This study also used pragmatic strangificationdentify whether the leadership
perceptions and practice that emerged from the Esisin and Western higher

education contexts are context-specific or had medepragmatic implications.
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According to Shen (2003), pragmatic strangificatisrconcerned with whether
the knowledge that is socio-culturally constructeda particular discipline or
context can offer more pragmatic possibilities tigio taking it out of its original
context and applying it to another.

In addition, pragmatic strangification encourage@ rto observe my
socio-cultural context, where the knowledge is dgyed, as | drew upon new
theories (Wallner, 2000; Wallner & Jandl, 2006).isTis because researchers
cannot interpret the worlds of participants apaoirf their own socio-cultural
background, heritage and assumptions (Bishop & GIWr®99; Wallner, 2004).
This view resonates with the discussion on pri@videdge in Chapter Three. As a
citizen of both Taiwan and New Zealand, | knew bbiher education systems
based on my own experiences. In addition, my egpe&s of studying at a higher
education institution in China over a summer vacgtitravelling in Singapore
several times, and patrticipating in conferenceSimgapore also allowed me to
have basic understandings of the higher educatystems in China and
Singapore. During the data generation periods,sited participants in New
Zealand, Singapore, China, and Taiwan. Being ab#pénd at least two weeks in
each area, | had the opportunities to observe uhiaral nuances and practice of
some higher education institutions in these geducajreas. These cultural
experiences helped me to examine and identify vemettertain leadership
perceptions and practice offered widened pragnmaftications.

The following section provides accounts of the aesle methods used.
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Research Methods

This study employed interviewing and document cbibe as research methods to
elicit information for synchronic data analysistdrviewing acted as the principal

approach to acquire information and documents sesmgecomplementary data.
Interviewing

Interviewing is the most common data generationr@ggh in qualitative
constructivist educational research. Interviewimgpives direct verbal interactions
between the researcher and participants for cotaatimg knowledge. It helps to
elicit participants’ views of a phenomenon andwaidheir stories to be heard and
for others to reflect on those stories (Bishop &, 1999; Cohen et al., 2000).
This study used semi-structured interviews, and p#tention to power-relational

issues in the interviewer-interviewee relationship.

Semi-structured Interviews

This study employed semi-structured interviews widpen-ended questions
(Appendices A & B). Although semi-structured intews are often conducted
based on a set of themes for discussion and degexadly on the social and
communication skills of the interviewer, they hasenumber of advantages.
Advantages may include, for example, a) promotheg interactions between the
interviewer and interviewee, b) allowing flexibylitfor pursuing a discussion
around the main areas of concern, c) elicitingigigants’ views of their past

experiences and practices in their own words, gngednitting probing into the
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context of and reasons for answers to intervievstjoies (Bishop & Glynn, 1999;
Wellington, 2000).

The data gathered from the semi-structured intesvi@ere used to identify
thematic categories. In addition, this study wasigied so the research
participants could co-construct and theorise thta dath me. This was achieved
through feeding back research findings to the @@dnts, and inviting them to
comment on the thematic categories. Finally, emmrdbemes were used to
construct a new theory of distributed leadership ifdernational partnerships
between New Zealand and some East Asian Chinese HEI

The data generation process was divided into twasgd, as mentioned
previously. In phase one, | conducted face-to-fagami-structured individual
interviews with 22 higher education leaders in Nésaland, Singapore, Taiwan
and China. Each interview was conducted at an dgnee at the convenience of
each interview participant. During face-to-faceemtews, important non-verbal
cues of interviewees were observed, and added efurthformation to the
participants’ verbal expression (Curasi, 2001). Nerbal interactions from the
interviewer, such as a questioning nod of the ugah interested expression, may
have encouraged interviewees to express theiramsnnore thoroughly.

| conducted the interviews in either English or Marnn. The New Zealand
and Singaporean participants were interviewed igliEm. Most of the higher
education leaders in Taiwan and China were intemein Chinese because the
Taiwanese and Chinese participants were secondidgegspeakers of English.
Conducting interviews with participants in their tier tongue helped them to be

more confident and relaxed as they shared theiwsvi®f leadership for
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international partnerships in higher education. lFE&hinese interview was
summarised and then translated into English.

The second phase of the data generation involvetit eiace-to-face
interviews, one telephone interview, and one wrifeedback. Each interview was
conducted based on the themes that emerged fromitilaéresearch findings. The
predetermined themes for discussion were initiadlgitten in English then
translated into Chinese for the Taiwanese and Gkihgher education leaders to
comment on. Interviews with the New Zealand andg&porean leaders were
conducted in English language. All the participantse encouraged to express
themselves and reflect upon the responses of othielle they concentrated on
specific interview questions. Follow-up questiahegeded, were derived from the
responses of the participants. The semi-structumegtviews were capable of
exploring in-depth the inner knowledge of the higbducation leaders. The longest
interview was 2.5 hours, and the shortest was 25ut@s. The rest of the
interviews were approximately 45 minutes. The witaws were audio recorded so
that | could concentrate on the flow of each in@my and follow each participant’s
responses.

However, cultural diversity added a complexity te interview process. As
Cohen, Manion, and Morrison specifically pointedt,oseveral sources of

interviewer bias may hinder the trustworthinesghefinterview, including:

...the attitudes, opinions, and expectations of therviewer; a tendency
for the interviewer to see the respondent in hisher own image; a
tendency for the interviewer to seek answers thapasrt preconceived
notions; misperceptions on the part of the inteveie of what the
respondent is saying; misunderstanding on the qfafte respondent of

146|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

what is being asked. (Cohen et al., 2000, p. 121)

In order to offset potential bias, | reflected upoy implicit cultural assumptions
before | conducted the individual interviews. Faample, | assumed giving gifts
to participants is appropriate in Chinese cultuegs] asking participants to sign a
consent form is a general practice in HEIs. Aftgeiacting with the participants,
| found the Singaporean participants refused tepicgifts from me, and signing
a written consent form for interviews is not a gahepractice in China. In
particular, this study paid attention to power-ielaal issues in cross-cultural

interviewing.

Power-relational Issues in Cross-Cultural Interviamg

Based on their model for evaluating power relatimnsducation, this study drew
upon Bishop and Glynn’s (1999) ideas of addrestieginterviewer-interviewee
relationships in interviews, while using a groundeeory methodology. Bishop
and Glynn (1999) conceptualised interviewing asugded theory data gathering
through considering five power-relational issuasgluding initiation, benefits,
representation, legitimation, and accountabilisydescussed previously.

| initiated this study, and thus had power over fibldowing aspects of the
research: the design of the methodological framkwtre definition of the
research objects and questions, the approachesrtducting semi-structured
interviews, who gets benefits from this study, dmmiv to present the research
findings. | was accountable to the participantswis also important for the
participant’s voices to be heard. To facilitatestHiinvited the participants to take

part in the framing of a new theory, and providegartunities for them to benefit
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from this study through reflecting on their praeti@and being informed about the
research findings and the practice of others. Tdmtigipants held higher work
positions than | did. Most of the research partioig were or had been either
involved in senior or middle management positionshad rich experiences in
international partnerships. On the other hand, $ wadoctoral student, was less
experienced in the practice of international paghigs, and was not in any formal
position within a higher education institution.tims sense, the interviewees in this
study acted as the experts. To bridge the knowlegdge | sought to enhance my
knowledge of international partnerships in highduaation through, for example,
reviewing the literature and related documentsrdeustand the practice of the
participants and the unique contexts of their HEIs.

In addition to interviewing, document collectiomssd as a complimentary

approach to data gathering in this study.
Document Collection

This study took into account Yin's (2003) categatiisn of five types of documents.

They are:

a) letters, memoranda, and other communiqués; bgndss,
announcements and minutes of meetings, and othié&envreports of
events; ¢) administrative documents — proposalggrpss reports, and
other internal records; d) former studies or evabug of the same ‘site’
under study; and e) newspaper clippings and ottietes appearing in the
mass media or in community newsletters. (Yin, 2Q}83,85-86).

Documents were collected from a variety of soursash as publications by the

participants, national policies on internationajher education, individual higher
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education institutions’ websites, vision statemeatsd reports produced by the
mass media. Some of the participants had publighedal articles or books with
reference to international higher education. Tpatlications have been included
in the review of literature (Chapter One).

Document collection has many advantages. Accortiingn (2003, p. 87),
“documentary information is stable (can be reviewsgzkatedly), unobtrusive (not
created as a result of the study), exact (contaiast names, references, and details
of an event), and broad-covering (long span of timany events, and many
settings)”. In addition, document collection asamnplementary data generation
method provides comparisons with the interview datee participant’s writing
over the past few years provided additional infdrara to their individual
interview data.

However, there were some perceived weaknessesiatesbwith gathering
documents. In this study, the accessibility of salmeuments was low. For instance,
many higher education institutions’ newslettersewveot retrieved easily from the
Internet. Some documents produced by individuahdiigeducation institutions
were for internal use only; and information was nptlated on a regular basis.
Documents were incorporated with interview dataeréhwere some discrepancies
between the interview data and documents. These elarified by reporting to the

participants in the second-phase interviews, aridrg to the literature.

Research Participants

There were three reasons why this qualitative stisyd convenience sampling to

recruit a small number of participants, the infotiora on the participants, and the
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participant profile. First, as a doctoral student New Zealand, recruiting

participants from a New Zealand higher educatiostitution was considered
cost-effective. Second, a public university in N&ealand was selected as
representative of Western higher education ingtitigt The School of Education
within the New Zealand university was the centrdaaius. Third, the following

were selected as representative of East Asian grahips because they had
relationships with this New Zealand university t& School of Education: one
Singaporean university, one private university siwan, and one government
Department of Education in a province in China.sTaiudy also included five
participants from a public university in Taiwan aade participant in Beijing,

China. The three New Zealand with East Asian pastnps represented different
levels of interaction, ranging from general memdan of understandings,
agreements to exchange student and short visitg, twllaborative master’s
programme for teacher professional development.

The 22 research participants of heterogeneous bawkd had experiences
of working in international partnerships. They wérem diverse geographic,
national, institutional, socio-cultural, and demegnic backgrounds. They were
not selected on their positions, but whether thag demonstrated leadership
experiences and knowledge that are necessarydhristernational practice. They
came from a wide range of academic or adminisgatanks (Appendix C). In
addition, their demographic backgrounds were dffierin the following ways:
gender, ethnicity, position, discipline, departménfaculty / institution, and
affiliated higher education institution. The paigients were or had been involved

in the following leadership roles. Senior managenretes included current or
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former pro vice-chancellors, presidents or equivia(eéhree participants). Middle
management roles included current or former headdeans of departments,
faculties, colleges or schools and co-ordinatorgastnership programmes within
HEIs or equivalent (nine participants). The studgoainvolved six faculty
members and two administrative staff within deparits, faculties, colleges,
schools or support units in HEIs or equivalent.r€nir staff or middle managers of
local government bodies who are in charge of ional academic exchanges
and co-operation (two participants) were also imedlin this study.

Due to the small number of East Asian Chinese Hidshad cooperative
partnerships with New Zealand, the East Asian gpeints were only required to
either have had experiences with international meration or be involved in the
negotiation or implementation of partnership areangnts with Western HEIs, not
necessarily New Zealand ones. A heterogeneous saemabled this research
project to identify common patterns and core exgrexes that were shared across
the entire group. According to Patton (2002), “[eshselecting a small sample of
great diversity, the data and analysis will yielgportant shared patterns that cut
across cases and derive their significance fromingavemerged out of
heterogeneity” (p. 235).

All the prospective participants were provided wah invitation letter
(Appendix D), a written consent form for participaitAppendix E), the research
design (Appendix F), the criteria for selectingtmgpants (Appendix G), and the
nominee form (Appendix H). These documents wergriliged to the participants
using emails, as there is advanced use of ICTsast Bsia and New Zealand.

Once the higher education leaders were interviethesy, were asked to nominate
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some key contacts who had knowledge and experiendéesnternational
partnerships. | then approached these nominatddigand sought their consent to
participate in this study. A list of themes foralission (Appendix A) was sent to
the participants before the phase-one intervietvhel participant was unable to
complete the interview at the agreed time, anabpbintment was made. After the
first-phase interviews, the participants were pdedi with a letter of thanks
(Appendix 1), and the summary of initial researtctdings (Appendix B) and were

invited to comment on the findings.

Ethical Considerations

Ethical considerations were constantly addresseathgiithe research process.
Radnor (2001) commented that the researcher isebearch instrument “who
engages in a transactional process, recognizingdtagrocess is ethics-in-action”
(p. 30). The ethical guidelines were developed dhase the Western research
context. While employing these Western guidelimegast Asian contexts, some
approaches became socio-culturally inappropriatenguthe research process.
The Western guidelines for research ethics thatewewiewed included: the
University of Waikato Human Research Ethics Regutst 2000, the ethical
guidelines of the New Zealand Association for Regean Education, and some
useful principles for good research practice frow literature, including Bishop
and Glynn (1999), Ember and Ember (2001), and Uaedsand Knobel (2004).
These documents are concerned with two broad dioen®f ethical research

practice, the participation and protection of p@nts.
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Soobrayan (2003) cautioned that research ethicsangextually driven and
simultaneously contextually bound” (p.107). As thesearcher in this
cross-cultural study, |1 sought to develop intetunal understandings, including
understandings of national cultures, institutionptactice and potential
power-relational issues that were embedded withen research context. These
understandings were essential for distributing destaip in higher education
international partnerships, as discussed in Chapigo. Based on these
understandings, alternative approaches were saogheflect the participant’s
cultural practice.

The following section outlines the specific stragésgand specific cultural
approaches to research ethics that were used smealparticipant participation

and protection.
Participation

Participation was enhanced through seeking inforneeshsent from the
participants, their right to withdraw from the raseh, and their access to data.

First, | sought informed consent without coerciononi the participants
before the individual interviews. The participanteere provided with the
necessary information (Appendices D-I) to assisinthn making an informed
decision about participation in the research. Tleke given accurate information
about the aims and methodology of the research,tlagid involvement in this
study.

| used culturally-specific approaches for inforngeshsent with the Chinese

and Taiwanese participants based on their culijprattice. New Zealand and
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Singapore participants accepted the practice ohirsgga consent form. As
mentioned in Chapter Two, Chinese people valudtaad honour more than laws.
Chinese people tend to do business without signomgracts. Signing consent
forms is not considered as the norm in educatigesdarch in China and Taiwan. |
was frequently asked by the Chinese and Taiwanadeipants: “What is this
form for?” and “Do | need to sign this form?” Hen¢®btained oral consent from
some Chinese and Taiwanese participants as thewriebmfortable signing a
consent form. | started each interview by seekimg participant’s consent, to
record his or her interview using an audio recorder

Second, the participants were informed about thigint to withdraw
partially or totally from the study within a reasdnte timeframe. In phase one, one
New Zealand participant withdrew from the studyother participant was
recruited. In phase two for personal reasons, spamgcipants were unable to
participate in a face-to-face interview. The pdpant’s individual reasons for
withdrawing from participating in this study werespected and addressed. They
also had the right to choose not to answer anycpéat question. They had the
right to direct any questions regarding the reseyane or to my supervisors.

Third, the participants had the right to know tlesearch findings. They
were entitled to the copyright on any data contediby them; whereas | had sole
ownership of the analysis of the information praetiin the course of the research.
Summaries of the interviews were made availablahttm for checking the

accuracy as well as approving its usage in theareke

154|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

Protection

Another key area of research ethics is protectidn participants. When
approaching participants, | sought to protect thdigipants through ensuring
privacy and confidentiality, minimising potentiadtm, and demonstrating respect.
As Stake (2003) advised, qualitative researcheosildhperceive themselves as
guests in the world of the participant, and follggod manners and strict code of
ethics.

| was committed to respecting the research paantip privacy and
confidentiality. All information collected was kept secure storage. In addition,
the findings of this research are strictly confitedcademic use only, such as this
study and any resulting publication arising frorns ttesearch, conference papers
(Ho, 2006a, 2006b, 2007) and a book. Pseudonymse usgd in this study and
other reports to protect the identity of each pgréint. For example, | adopted
codes such as NZ1, TWT2, SG3 and CN4 to refer tacpsar New Zealand,
Taiwanese, Singaporean and Chinese participantsnadimes of their institutions
were also replaced by using the New Zealand untyerhe Department of
Education in a province in China, the Singaporeainarsity, and the Taiwanese
university. These New Zealand (NZ) with East As@nminese HEI partnerships
were referred to as China-NZ, Singapore-NZ and aaiNMZ partnerships.

Protecting the participant’s privacy and confidality reduced potential
harm to them and their institutions. In additiohe tinterview questions in this
study were designed to encourage in-depth reflecom the participant’s
leadership perceptions and practice. However, éf plarticipant considered an

interview question to be sensitive, he or she hadight not to answer.
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Furthermore, the research participants were resg@edtiring the research
process. They were able to decide the time andepiac interviewing at their
convenience. All the face-to-face interviews weoaducted at the participant’'s
workplace either in their offices or in meeting m®as discussed previously. This
study followed Bishop and Glynn's (1999) framewdidr grounded theory
interviewing to maximise partnership, participatiaand protection within
interviewer-interviewee relationships. The partaipgs opinions and comments on
the overall study and the interview questions wespected.

In particular, this study valued politeness asmpartant element of respect,
yet societies may follow different approaches tditpoess. For example, in the
planning stage, | did not plan to give presentsgh® participants. | initially
approached New Zealand, Taiwanese and Singaporesitigants without
bringing gifts. | was then advised by one of thevBaese participants that it is the
norm to give presents to scholars in China. Basetthis advice, | gave presents to
Chinese participants only. Some Chinese particgpanén gave presents to me in
return to show their generosity and appreciationvds inappropriate in Chinese
culture to refuse receiving presents because itdviet the other party lose face.
Having identified this cultural practice in termf politeness, | gave presents to

the participants and accepted theirs to show résg®en | was in China.

Summary

This study employed a qualitative research approasing grounded theory
methodology and strangifications for dealing withltgral data. This study

involved 22 research participants from New ZealaBthgapore, China and
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Taiwan. Semi-structured interviews and documeriecbbn were used to collect
data. The research findings were grounded in thécgents’ experiences of
international partnerships. Chapters Five and $&sent the findings that emerged
from the interviews and documents. In particuldna@ter Five gives accounts of

formal arrangements of the China-NZ, Singapore-N& Baiwan-NZ partnerships.
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CHAPTER FIVE RESEARCH FINDINGS: FORMAL ARRANGEMENTS
OF INTERNATIONAL PARTNERSHIPS

Chapter Five presents an overview of the formahrayements of the China-Nz,
Singapore-NZ, and Taiwan-NZ partnerships. This trappecifically identifies
some of the formal arrangements that were orgarigdtiese HEIs, for example
the motives, leadership, involvement of personnel students, scope, interaction,
and communication. These formal arrangements forthedbasis of distributed
leadership practice in the New Zealand with EasaE€hinese HEI partnerships.
The findings are presented with reference to tieediure on formal arrangements

in distributed leadership as discussed in Chapter. T
A New Zealand University

A public university was chosen as representativélelv Zealand HEIs in this
study. This is because there are no private untiessin New Zealand. The
documents from this New Zealand university showatisics of student exchange
agreements only. According to the documents, 260bU87 student exchange
arrangements were with North American and Europegis. In addition, the
university had eight Asian partnerships, includomg in Hong Kong, four in Japan,
one in Korea, one in Malaysia, and one in Singapd@eprivate Taiwanese
university established student exchange arrangemerth the New Zealand
university in 2007. The Singapore-NZ and Taiwan-Nartnerships will be

discussed in this Chapter.
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Apart from student exchanges, over a four yearogerthe School of
Education at the New Zealand university establishedollaborative teacher
professional development programme with the Depamtnof Education in a
province in China. The China-NZ programme enroliedduates, teachers at all
levels, and administrative staff in government lkesdb undertake one to two years
of study towards a Masters of Education degrees T®hina-NZ partnership
involved the New Zealand university receiving Clsmeforeign fee paying
students, and sending New Zealand faculty memlze@hina. This China-NZ
partnership can be understood as export educdtimvolved implementing New
Zealand curricular standards, charging foreign extidees, and delivering higher
education services to Chinese students.

In addition, the New Zealand university had parshgr agreements with a
Singaporean university, and a Taiwanese univerSibme staff members within
the School of Education of the New Zealand univgr&acilitated a short-visit
programme for a group of aspiring school principaisolled a Singaporean
university. The short-visit programme appeared écohe-off and unsustainable.
The New Zealand university also had a student exgdaagreement with the
Singaporean university. Up until 2007, the SingapdZ student exchange
programme accepted some Singaporean students, abkedl New Zealand
students who were interested in studying in Singaphs far as the Taiwan-NZ
partnership was concerned, the New Zealand untyesggned a MOU with a
Taiwanese university in 1998, and a student exahaggeement in 2007. During

1998 and 2007, the two universities lacked subistiagtchanges and cooperative
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activities. The China-NZ, Singapore-NZ and Taiwad-Nartnerships will be

discussed in the following sections.

China-NZz Partnership

The China-NZ partnership was formed between the Mealand university and
the Department of Education (the Department) inravipce in China. The
Department acted as a legal agency for facilitagingriety of international cultural
and academic exchanges and co-operation on behtifsoChinese province in
this study. The Department also provided services farge number of social
bodies, educational institutions, non-governmemnages, study abroad students,
foreign teachers, researchers, and scholars inptbeince. One of the major
responsibilities of the Department was to faciditatmplement, and administer
international partnership programmes which wereoesetl by local and foreign
HEIs, mainly English-medium HEIs. Different ranké IEls in this Chinese
province engaged in the act of establishing int&wnal partnerships. These
partnerships reflected individual HEIS’ needs aimmbirt partner institutions’
strengths.

In particular, the Department formed a collaboetiivlaster’s degree
programme with the New Zealand university. The @HNYZ programme was
government funded and targeted the discipline afcation. It allowed Chinese
education practitioners to undertake professiorealetbpment courses in New
Zealand. The findings indicate that the China-Ndgoamme involved a number

of inter-institutional arrangements.
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Motives

The Chinese and New Zealand HEIs formed the patiiebased on significantly
different motives. To the Chinese partner, thermaghip was initiated to respond
to the call for bilingual education, to train qulteachers, in particular English
teachers, and to speed up the pace for internéigatian at all levels of education
systems in the province. To the New Zealand uniyerthie motives for initiating

the China-NZ partnership were three-fold: to recmiernational students for
establishing Asian connections, to expand inteonali linkages, and to make

profits from foreign student fees [NZ1, NZ2, NZ4 N&Z5].

Implementation

The Chinese province authorised a local teacheratiun institution to administer
and deliver language training over a three montiogeorior to the actual degree
programme. The New Zealand university also semtiters over to China to help
train prospective students and to prepare thenlefaming in a New Zealand
academic environment. One Chinese participant cartedethat having Chinese
and New Zealand lecturers on site for preparatibstedy abroad had several
advantages [CN3]. For example, the Chinese lecuaderstood the thinking
patterns of Chinese students; they were in charggaohing writing and grammar.
New Zealand lecturers were responsible for teachistening and oral

conversation. Integrating both Chinese and New at®hllecturers in English
preparation courses can be understood as a coalisetll approach to course

delivery. Upon finishing the preparation coursesyspective students sat an
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English test. Some Chinese participants [CN4 & Cdtb]sidered the English test
as simpler and easier than the International Emdlanguage Testing System
(IELTS), which was widely accepted by New Zealan&lI# for considering
prospective students’ eligibility for a degree pargme.

The China-NZ programme could be classified as alackhip programme.
The Chinese province paid one third of the tuifiees in the first year. The rest of
the tuition fees were sponsored by their employ&ish as schools and tertiary
education institutions, and the Chinese studeng&nselves. The amount of
funding from their employers was reliant on the tcact the student negotiated
with their employers. The New Zealand universitpaipted one local lecturer to
act as the coordinator of the partnership in Newla®d; whereas the Department
in the Chinese province was responsible for moimitprthe progress of the
partnership in China. There was evidence of frejgemmunication and visits
between partners.

Degree courses offered by the New Zealand uniyessgte taught in English
by New Zealand lecturers and were confined to etcastudies. Some
compulsory courses were tailored to meet the neédlse Chinese students, and
did not involve domestic New Zealand students. w é®urses involved Chinese
tutors to assist the Chinese students with academaiters. The New Zealand
university involved a number of administrative ftafiddle managers, and senior
leaders to support the China-NZ partnership. Thgomta of them were of
European ethnicity and did not speak Chinese.derdio facilitate communication,
the New Zealand university used staff members ®himese backgrounds in other

disciplines other than education. These Chinedé stambers were valued as
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translators, interpreters, negotiators and cultuadVisors in the China-NZ
partnership [NZ1, NZ4, CN2 & CN3]. They had the adiage of being fluent in
both English and Chinese and familiar with the audstiation processes and
academic requirements in both systems, and underste thinking patterns of
both parties. This helped to improve communicatefficiency and student
learning.

One of the staff members advised that the partipersbuld be further
enhanced if the New Zealand university had empl@asadiemic staff members of
Chinese ethnicity within the education disciplinassist the Chinese students with

academic issues as well as facilitating internai@ommunication [CN3].

Termination

The partnership finished in 2006 due to the Chinesince’s shift in funding
directions. It showed that over time this Chinesavimce changed its priority in
supporting professional development for educatigmrattitioners. One Chinese
participant commented that there was a burgeonamgathd for partnering with
Western HEIs which can offer doctoral degree pnogngs [CN2]. This was
because of the rising demands for Chinese seniachégs, lecturers, and
administrative managers to pursue higher qualibcgt Another Chinese
participant also noted the province’s emphasis pgrading the capacity of
education practitioners through introducing intéiovaal doctoral degree
programmes [CN4]. However, due to Chinese educatiaatitioners’ low level of
English proficiency, writing doctoral thesis in Hisg was considered as the main

barrier for them to pursue higher degrees in alplieglish-speaking Western HEI.
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Hence, it would be ideal for Chinese HEIs to partmi¢h HEIs which are capable
of understanding Chinese students’ special neemlamuinicating with Chinese
students in their mother tongue, and at the same tlelivering Western or
advanced knowledge in education.

In addition, the rise of the New Zealand dollar othee past few years had
increased the cost of pursuing master’'s degreabeafNew Zealand university
[NZ4]. Some negative publicity about New Zealandher education from the
Chinese students who had returned to China alsecteff potential Chinese
students’ decisions to study in New Zealand HEI[B4MN. NZ5].

Up until 2008, this Chinese province had only pded funding for
education practitioners to study in a master’s @ogne in educational leadership

in a Singaporean university.
Singapore-NZ Partnerships

This section provides an overview of the SingapéZepartnerships, which were
established by the New Zealand university and ay&iarean university. This
Singaporean HEI was ranked among the top 201 waalss HEIs, based on the
Times Higher Education Supplement (2007) resultsyd awas highly
internationalised. The Singaporean university ex¢éib a wide range of
international exchange and cooperative opportumnfbe staff and students across
different disciplines and levels. The partnershipgoammes for students fell into
four categories: student exchange programmes, isddbroad programmes,
working abroad programmes, and travel programmes. particular, this

Singaporean university had a student exchange ragragewith the New Zealand
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university in this study, and sent a group of s¢hponcipals and teachers over to
the New Zealand university for a short-visit pragrae. The following sections
introduce the Singapore-NZ student exchange promenmand the short-visit

programme.

Student Exchange Programme

The Singapore-NZ student exchange agreement allaaddergraduate students
from both parties across different disciplinesgersd a period of time, preferably a
semester, at the partner institution. As in otlhedent exchange programmes, this
Singapore-NZ student exchange programme was dekigmebe reciprocal.
However, one of the New Zealand participants [NZ&Jealed a difficulty of
mutual exchanges and little activity because ofundergraduate New Zealand

students participating. A New Zealand higher edondeaders stated:

In the first 5-year term of that agreement, we drdg ‘one’ student from

[Singapore] here, and we didn’t send the studen{Singapore]...When

we renewed the agreement, we also did accept t® #mother two

[Singaporean] students to come next semester (Bsem2006)... After

we have accepted these two additional studentsrebgrocity balance’

on that agreement will be three to zero! Now, unl@s get students to go
back in the other direction, we will not be able &mcept more

[Singaporean] students, for the government reaswtisulated before,

also,...because it's embedded in their agreementhlikaigreement being
reciprocal. [NZ5-1]

Despite the lack of activity and reciprocity, theeWl Zealand university had

endeavoured to sustain the Singapore-NZ studehiege partnership. The main
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reason may be because this Singaporean universt/ aonsidered as highly

ranked among top-tier HEIs worldwide [NZ5].

Short-Visit Programme

The Singaporean university provided professionakebigpment programmes for
educational practitioners in Singapore schools.s&éhprofessional development
programmes integrated elements of internationatisvisr extending the learning
of educational practitioners. One Singaporean @pént [SG3] commented that
up until 2006 the Singaporean university had semumgs of educational
practitioners to Europe, Australia, Hong Kong, @Ghiand New Zealand. She said
“We see the world as a campus!” [SG3].

The Singapore-NZ short-visit programme began iM2@0d was sponsored
by the Ministry of Education in Singapore to meke tpurpose of learning
internationally. According to the participants [NZ4& SG3], a group of twelve
Singaporean aspiring school principals visited Nesw Zealand university for
leadership development over a period of two we&kss short-visit programme
involved visiting various primary and secondary aal in New Zealand, and
allowed the participants to learn the managemergpart systems, government
policies, teaching, and learning in New Zealandsth

The initiators at both universities played a siguaift role in realising this
partnership. The New Zealand initiator was an acacleniddle manager, had
well-established international networks, and sufggbmaking linkages with HEIs
in Asia. The initiator in Singapore supported bmggthe Singaporean group to

New Zealand for professional development. The tnitiators met at various
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conferences, began to know each other's work, ater lon developed the
short-visit programme [NZ4-1]. It implied the impance of establishing
international connections as higher education lsadmgage in international
exchanges of knowledge and practice.

This partnership was a one-off programme, and dtdurn into a long-term
partnership. This may be because of the departtirtheo initiator from the
Singaporean university. This would affect the Spwaan university’s
connection with the New Zealand university. Anotreason may be because the
Singaporean university tended to send its studentlifferent education systems
for professional development. As they had sent @umrof teachers to New
Zealand, it would be more likely to send other g®wo different countries. In
addition, the Singaporean participants in this giedealed a lack of New Zealand
contacts and motives for forming partnerships with New Zealand university
[SG1, SG2 & SG3]. The lack of interest may be altesf New Zealand HEIs’ lack

of visibility and low profile in East Asia.
Taiwan-NZ Partnerships

The New Zealand university also nurtured partn@sshiith a university in
Taiwan. This Taiwanese university placed a strategoriority on

internationalisation, and mainly involved establigh sister university
relationships and study abroad programmes withdorelEls. The New Zealand
university in this study initially formed a sistaniversity relationship with this

Taiwanese university in 1998. By sister universitighis study refers to
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university-wide or comprehensive partnerships betwelEls. In 2007, the two

universities further developed a student exchargeership.

Sister University Relationship

According to the documents, from 1968 to 2008, Tlagvanese university had
signed 102 sister university agreements with HEdsiad the world. However, the
statistical data lacked information as to whichtipenrship agreements had expired
and which were active. Among these agreementshatk led to cooperative
programmes. These six cooperative programmes Weestablished after 2000.
This suggested that partnerships which lead totantal academic exchanges and
co-operation between the Taiwanese university emdverseas partners had only
started recently.

The Taiwanese university signed a memorandum oénstahdings (MOU)
with the New Zealand university in 1998 to formistex university relationship. It
was initiated by both parties with an intentionestablish a balanced spread of
partnerships across geographic regions, and aguolbkc and private higher
education providers. There were mutual visits dased with the Taiwan-NZ
partnership at the contract signing stage. A Newlated participant who was part

of the team that initiated the Taiwan-NZ sisternvensity relationship, revealed:

The Vice Chancellor visited China and Asia with elegation and we
discussed the possibility. | then looked at a nundfenstitutions that |
might want to visit, and | tried to get a balaneween the state funded
institutions and private institutions. [This Taivesm® university] is a really
good private institution. That's how that came abdund then we visited
them...I think signed a MOU. And then they came aisited us...and

then | returned...so it basically starts with leadeisting each other.
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[NZ1]

A Taiwanese participant who knew about the Taiwah-Bister university
relationship also recalled mutual visits [TWTL1]. wever, apart from reciprocal
visits between leaders and scholars, this MOU hadaen pushed further into
substantial programmes until 2007. The term ‘slegpiartnership’ was raised by a
Singaporean leader to refer to the partnership Veih level or non interaction
during the term of the agreement [SG1]. The tereejsing partnership’ helps to
describe the Taiwan-NZ sister university relatiopsh

Between 1998 and 2007, the Taiwanese universitrteg the New Zealand
institution as its sister university; whereas ttewNZealand institution did not. One
New Zealand administrative staff [NZ5] revealedtttie different understanding
of this Taiwan-NZ sister university relationship yndie in the different
interpretation of what counts as an existing pastme. To this New Zealand
participant, a MOU which follows no collaborativetigities did not count as
substantial partnership, and only provided booki@aéven though this MOU did
not have a date of expiry [NZ5]. The comments ftomNew Zealand leader [NZ5]
on the MOU as providing book value may be truglier Taiwanese university. The
Taiwan-NZ sister university relationship had beerdely reported on the
Taiwanese university’s promotional materials, sasmewsletters and web pages.

When asked if they know about the Taiwan-NZ sigteversity relationship,
all of the leaders within the College of Educat@inthe Taiwanese university
except for one senior manager revealed that itthedirst time they had heard
about this partnership. However, the Taiwaneseigyeants noticed that the

Taiwanese university in general had a lot of sisteiversity relationships. One
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participant mentioned:

As staff members, we know very little about [thewlnese university’s]
international partners...This is because generallydwienot touch that
area. We are not informed of how those sister usitres were selected.

All 1 know is that [this university] each year seadyroup of people for a

tour to visit sister universities. [TWT5]

According to a Taiwanese participant [TWT2], intgional partnerships that
empowered professional dialogue between collegesultfes, schools or
departments within a large HEIl would create moracfical values than
comprehensive partnership agreements between aitigsr This Taiwanese
leader further suggested that a focus on sharesiholar issues in a region, for
example collaborative research on educational mgan the Asia-Pacific region,
may help to facilitate professional dialogue betwpartners. This perspective was
agreed by all the participants in the second-phdeeviews.

However, an academic middle manager pointed out phedox that
partnerships established at the department levgl meashort of funding when
compared with those at the university level, arad thay result in a lack of support:

For example, sometimes overseas scholars woulddikeme to visit us,

but the College of Education did not have speciatiing to support their

visits. You have to use resources though! In tesfrisrancial support, the

College of Education still requires that kind effdrom the mother

university. This is because individual collegeséémited resources. Up

until now the College of Education has not hadragete set of processes
and flexible funding. If you have considerable supdehind you, you

may be able to speak louder and you are more liteelgarry out your
promises. [TWT2]
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This participant’s comments conveyed the signifteaaf flexible funding, support
and formalised operating processes within individdapartments, colleges,
schools, or faculties for guiding higher educatigsders to engage in international

partnership.

Student Exchange Partnership

The Taiwanese university formed student exchangengahips based on
reciprocal terms. This implied the Taiwanese ursigrwould send and receive
students to and from some of its sister universitie

During my visit to the Taiwanese university in 200@as asked by a lecturer,
who | interviewed, to give a speech in English abitne New Zealand higher
education system to a class of around 40 studanthat time, the students had
limited understandings of the New Zealand higheucation system. The
Taiwanese university expected to send some studertsto the New Zealand
university in the 2009 academic year for an oversgady experience. This was
based on Taiwan-NZ student exchange agreemenikiig2907. The data showed
tremendous development in the Taiwan-NZ partnerdbijng the past few years.
However, the documents only provided evidence onflisg Taiwanese students to
its sister universities, including the New Zealamiversity. There was lack of data
to show that this Taiwanese university receivedestis from its sister universities,
apart from arrangements with a Japanese univetsityas unclear that mutual
exchanges of students existed in the Taiwan-Nzpseship.

Student exchanges have become one of the majotegaa for

internationalisation in the Taiwanese universitpweéver, the participants at the
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College of Education reported that education stteddsicked participation in
student exchange activities [TWT2, TWT3, TWT4, aWT5]. English language
capacity was an area of concern. Students who cjated in exchange
programmes at this Taiwanese university mainly cémoma disciplines of English
and other foreign languages. In addition, one ggdint considered the decision
makers within the College of Education were getgtatturers above 50 years of
age, not proficient in English, and were shortrafeintives to learn English and
participate in international activities [TWT5]. Bhimay have a bearing upon
education students’ perceptions of internationabsaand incentives for taking
part in student exchange programmes. In additienfield of education in Taiwan
was rather static than other fields of study [TW]the time | conducted the first
interviews (year 2005), the College of Educationd ha&cently established
international partnerships with HEIs in Hong KoMgcau, the United States and

the United Kingdom.

Theorising Formal Arrangementsin Distributed L eader ship

The literature review and the findings of this stumbth support the knowledge
claim that formal arrangements act as a fundamegl&hent of distributed
leadership in international higher education padhigs. To sum up, the New
Zealand university formed partnerships with a goment Department of
Education in China, and universities in Singapone daiwan. The China-NZ
partnership was based on a master’s of educatmgrgamme in New Zealand, and
involved delivering New Zealand curriculum and tiecey Chinese students. The

Singapore-NZ partnerships included a student exgiaagreement, and a
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short-visit programme for Singaporean teachers e@arnl the New Zealand
education system. The Taiwan-NZ partnership watsallyi formed based on a
sister university MOU, and was later on expandeib ia student exchange
agreement.

The findings support the literature on formal agaments in three aspects:
formal agreements, individual institutional intdsgsand middle management.
First, formal distribution of leadership roles re@gd signing formal agreements
which specified the duration, scope, personnel, r@sdurces of the partnership
programme or activity, as well as relevant finahaiad professional gains, and
responsibilities of both parties. The interviewsd aiocuments suggested that
university-wide bonding or sister university retetships, formed by the top
management of two HEIs, did not necessarily leadutostantial exchanges and
co-operation. Sister university bonding was covelogdMOU. Most of those
MOUs remained static or had little substantial pemtal activity, lacked
interaction, leadership champions, and a home se lbar nurturing long term
relationships.

In this study, formal distribution of leadershiple® involved top-down,
bottom-up, and horizontal models. By top-down medghis study referred to
partnerships that are initiated by the top managemiethe HEI, and that specific
partnership activities, resources, and leadersblpsrare later specified and
developed between partner institutions. As Har{2907) noted, within the
framework of government education policies and dgethierarchical forms of
accountability remain legitimate in distributingatéership. The findings suggest

formal top-down distribution of leadership rolessamie norm and guided the

173|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

HEIs in this study to meet education standarddgdhe government. Bottom-up
models of international partnerships involved depant or faculty-based
partnership initiatives, and were championed bydewac staff, who shared
common research interests at two HEIs. These adadeatders may not be in
middle or senior management positions within théls. However, they are the
foundation of the partnership. The research finslislgow bottom-up approaches
to international partnerships with faculty commititee and engagement hold
promise for building substantial partnerships. \With large pool of partnership
agreements, this study found only a small numbeM@U had grown into a
substantial exchange, collaborative or joint degnegrammes. These substantial
partnerships involved intensive interaction, daparit-based leadership, clearly
defined personnel roles, and carefully designedescand complexity of the
programme or activity.

Leadership roles and resources can be distributedzamtally and
cross-culturally between the partners, based omndbrarrangements. This
research finding is parallel with Beerkens and DCmrde’s (2007) views that
international higher education partnerships involverizontal arrangements
between HEIs. Initiators and implementers of pasing@ programmes, alumni,
and a number of supportive groups from both patbeether formed a network
of inter-organisational work relationships.

Second, the China-NZ, Singapore-NZ and Taiwan-N#&ngaships were
developed based on the interests of the univeosityovernment Department of
Education in a province in China. The institutioself-interest changed over time.

Hence, international partnership programmes andiiées were not sustainable.
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Third, middle management acted as partnershipatoits, implementers or
co-ordinators within the faculty, school, collegedepartment of education. They
were either designated leadership roles by theosemanagement, or they
initiated partnership programmes and sought sugpmrt the senior management.
Distributing leadership roles to middle managemé&mdamentally involved
vertical (top-down and bottom-up) distribution eatlership.

The findings of this study suggest that formal agements are only a
fraction of distributed leadership in internatiorragjher education partnerships.
Distributed leadership in international higher emtian partnerships should also
involve enhanced leadership opportunities, undeditg the context,
sustainability, and learning. Chapter Six presehes research findings that go
beyond formal arrangements of the New Zealand Vatst Asian Chinese

partnerships.
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CHAPTER SIX RESEARCH FINDINGS: DISTRIBUTED LEADERSHIP
IN INTERNATIONAL PARTNERSHIPS: BEYOND FORMAL
ARRANGEMENTS

Chapter Five has presented the findings that wpeeifically relevant to the
formal arrangements of leadership roles and regdpiitiss based on the
experiences of 22 New Zealand and East Asian higiaerication leaders and
documents. Chapter Six further identified otherug of interrelated issues and
factors that impacted on the practice of distridukeadership in the China-NZ,
Singapore-NZ and Taiwan-NZ partnerships. They anhaeced leadership
opportunities, understanding the context, sustdibhgblearning, and multiple
practice.

These themes are linked back to Chapter Two the é&leynents of
distributed leadership in international higher etion partnerships. The
constructivist epistemology as discussed in Chapheee also helped to interpret
the interview data, particularly individual actigeenstruction of knowledge, the
importance of prior knowledge, and knowledge cartdion as embedded in
socio-cultural contexts and as social practice. Tigher education leaders’
multiple distributed leadership practice can beceptualised as the outcome of
learning, understanding and interpreting their &neir partners’ practice and

contexts, based on culturally-embedded prior kndgde
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Enhanced L eader ship Opportunities

The literature reviewed in Chapter Two suggests #wahanced leadership
opportunities is a key element of distributed lealig in international higher

education partnerships. The findings of this stsidgw that the New Zealand with
East Asian Chinese HEI partnerships involved a wagye of people within and
outside the HEI to support international partngyshiThey are administrators,
mandarin-speaking staff, doctoral students and milurihey actively used

multiple channels to facilitate inter-institutionabmmunication. Nevertheless,
some higher education leaders in this study did se& themselves as having
formal leadership positions to initiate internatbrpartnerships. These higher
education leaders’ views of leadership were infagehby culturally embedded
prior knowledge, as discussed in Chapter Thred, hia@ impacted on their
involvement in internationalisation activities. Thellowing sections provide

accounts of the themes which are specifically @advo enhanced leadership
opportunities: widened leadership roles and oppdras; and perceptions of

leadership roles.

Widened Leadership Roles and Opportunities

Key finding: Widened leadership roles and opporttias were found as being a
strong contributing factor for distributed leadergh in international higher
education partnerships.

The interview data showed that widened leadersilgsrand opportunities had an

impact on distributed leadership in internationgjhler education partnerships.
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This study identified a number of key stakeholdé&sth academics and
administrators, who helped to distribute leadershifthin international
partnerships. These key stakeholders were paripenstiators, implementers,
administrative staff, academic staff, alumni, Mamaigpeaking staff, and other
support groups. They were not confined to the seamaol middle management of
the HEI. They were key support persons who conteidbuo the partnerships,
based on their expertise, knowledge and experiemgdsn and outside the HEI
as well as at different management levels of thé HE

Hence, the findings of this research project shothecexistence of hybrid
leadership (Gronn, 2008), including lateral andzwntal leadership, as discussed
in Chapter Two. Distributing leadership opportuestiin the HEI required an
institutional culture that encourage people at lovevels of the management
hierarchy to engage in leadership roles (Harr&d.e2007; Woods et al., 2004). The
findings support Harris’ (2008) views that distdbd leadership allows
coexistence of formal leadership and informal leslti@ within an organisation,
and consolidates the relationship between “vertiaad lateral leadership
processes” (p. 174). Vertical leadership procetssdo formal and hierarchical
distribution of leadership roles and responsiletiti (Harris, 2008). Lateral
leadership process involves engagement of formdlisiormal leadership across
different levels of the HEI (Hargreaves & Fink, 300 The literature on
distributed leadership identified lateral distriont of leadership as emergent
activities when groups of people work together, rehkeadership roles, and
collectively make decisions towards desired go@so(n, 2008; Harris et al.,

2007). The research findings show enhanced leagevpportunities were carried
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out through laterally distributing leadership rotexl responsibilities.

Partnership initiators were perceived by the pgdicts as people of
authority who could oversee the big picture, comitate vision, allocate physical
resources, align human efforts, and foster partmgrspportunities through their
social networks. A New Zealand participant gaveeaample of how he, as the

initiator, developed an international postgradymt®ramme:

| had a representative come from [Europe] whichmig [European]
connection and they asked me if I'd like to take ptist graduate
students...Academically | can do it, but | didn'tlisaat the time that it
would necessitate me becoming engaged in a whotgeraf relationships
which | didn't think...Very quickly | developed a wWlemew range of skills
and expertise which | had never thought of...| camthé realisation that
this is a really good way for students to get amcational programme. No
university has the claim on all knowledge. You aatrgo to one university
anywhere and think, “I am going to get the total@tion”. Universities
can't afford the critical mass of staff, they cafford the resources, they
can't afford a whole range of things and by dabnit professors or
teachers - some are better than others. | stdmtekirig about that we could
actually start putting programmes together andhgogroup programme
actually used 4 or 5 professors from [Europe] waime to [my university]
to work with us. | used one Canadian professor,lahsb used a couple of
industry people and | think we had about 14 orifferént people working
at some stages of the programme. [NZ2]

Initiators were normally higher education lead@rsenior or middle management
positions, such as Pro Vice-Chancellors, univergisesidents, heads of
departments or faculties, deans of schools, orrpb@ons of departments. In
particular, the China-NZ partnership involved Cls@egovernment officials in a

province as it was a government funded partnergtagramme.
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Implementers were essential to promote, build amdtasn existing
partnerships on a daily basis. Implementers wermally nominated by initiators
upon considering their expertise and knowledge lémpnters could involve both
academic and administrative higher education peedoimn middle management
positions or without managerial responsibilitiefieTiollowing comment from a

New Zealand participant points to the importancergflementers:

It's the specialisation we are talking about. Ifp€leds very often on
individuals. That's the key ...It is individuals thaake it work. | can go
and sign documents, but unless there are indisduaho are
interested. [NZ1]

Higher education leaders who had major administatesponsibilities provided
tremendous support to other higher education pasowithin and/or outside
individual HEIs. These administrative staff migle¢ bt any level of a HEI or
government body. They might be senior managersdlmidhanagers, or staff
without management responsibilities. They demotedra wide understanding of
issues and factors that affected their instituticgkls the New Zealand and East
Asian higher education leaders with administratiegponsibilities understood the
complexity of inter-organisational administratidime impact of currency exchange
rates on foreign student tuition fees, the sigaifice of the media on the HEI's
reputation, and the cultural as well as financiahdfits that emerged from
partnerships. The administrative staff who diredidalt with international students
also provided pastoral care [NZ4 & CN3].

The academic staff in this study focused on theeac side of international

partnerships. They presented an in-depth undelisi;ofithe academic issues they
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experienced or their students experienced in pastties, for example different
approaches to teaching and learning, different eroéx standards, and different
understandings of plagiarism [NZ1, NZ3, CN1, SGG2SSG3, TWC1, TWC2,

TWT1, TWT2, TWT3, TWT4, & TWT5]. Some of them meoried that they

provided pastoral care to their international stisle

Alumni who had been trained at a foreign institntiand had positive
experiences with the institution were found toia@aortant in partnership building.
For example, many New Zealand leaders found alupantjcularly postgraduate
international graduates, acted as agents or andmasséor the institution or
country where they obtained their overseas quatiios. These postgraduate
international graduates included government officier people involved with
educational institutions in their home country. &wW Zealand leader gave an
example of an Indonesian travel study programmehvinvolved an Indonesian
graduate who had completed her master’s studyedtléw Zealand institution and
who was contacted by her government to foster tn@eship [NZ1].

However, alumni who had negative social interactexperiences in a
foreign institution may be less willing to fostearerships with that institution.
For example, one female Taiwanese participant pdiout that many senior staff
members in HEIs in Taiwan pursued their doctorarees in Western countries,
primarily in the United States. They appeared teehdtle incentive in initiating
and participating in international partnershipshvilitese Western institutions. She
felt this might be because these academic leadads not developed social
networks and had not become involved in the locahmunity during the course

of their doctoral studies. She commented:
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When they did their doctoral studies in the Unittdtes, they did not
watch TV, read newspapers...they did nothing butysindthe research
office or laboratory...they had little participatiom the foreign
society...Even at the time when they got their degrekey had few
contacts with other places except their supervigndscolleagues...so they
did not have in-depth ‘cultural observation’ of tisaciety, and they will
encounter cultural problems in international parthgs. [TWT5]

Mandarin-speaking staff members were found to be tkethe New Zealand
university in communicating with Chinese and Taiesa partners. This study
found Chinese Mandarin-speaking staff members walteed as match makers of
partnerships, interpreters and advisors of cultisales at the New Zealand
university. In this study, the China-NZ and TaiwdA-partnerships were promoted
by a Chinese staff member at the New Zealand usityerwho had complex
relationshipsguan x) with many Asian HEIs due to his previous work esences
in China. As mentioned previously, one Chineseigipent [CN2] commented that
the New Zealand university was chosen over anofuestralian HEI for a
partnership because of this Chinese staff membelésional networks in China.
The relational networks of staff members contridute the New Zealand
university’s success in winning the partnershiparpmity.

The interview data showed that Mandarin-speakiaf stere used during
the negotiation processes. After the MOU or pasdinigr agreement was signed,
they were irregularly requested for assistance amraunication with the
Mandarin-speaking partner so communication couldfamditated through the
partner’s mother tongue. Other support includedtatat students who helped
international students with academic issues, atetnational centres that assisted

international students with enrolment and studésd applications.
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The findings of this study show that lateral dlsition of leadership
capital could be hindered by the divisions betweeademic disciplines and
departments within HEIls. For example, information student exchange
programmes was not openly shared between the eobégpplied linguistics
(which sent out a large number of exchange stuilantsthe college of education
(which lacked exchange students) at the Taiwanesensity. This was probably
because the disciplinary division of HEIs predomihaencourage independent
practice in teaching and research and may havebiiadi networks and
collaborative practices (Burchell & Dyson, 2005;lldg & Dagg, 2006; Kutner et

al., 2006).
Perceptions of Leadership Roles

Key finding: The higher education leaders’ culturigl embedded perceptions of
leadership roles were seen to provide a strong ®afr their practice in
international partnerships.
Culturally specific perceptions of leadership rolesre identified as a key
contributing factor influencing higher educatioraders’ different approaches to
distributed leadership in international partnershifss discussed in Chapter Three,
culturally embedded knowledge shapes higher educéaders’ attitudes, values,
action and beliefs. This prior knowledge impactedite participant’s perceptions
of their own leadership roles and practice in indgional partnerships.

In terms of the perceptions of their own leadersbips, the New Zealand
and Singapore leaders revealed a higher level afewhip of leadership in

international partnerships than their Taiwanese @hthese counterparts. This
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study found the Chinese and Taiwanese scholargdeiodaspire to leadership and
relationships governed by rules. When asked abbair teadership roles in
international partnerships, the Chinese and Tais@aeademic leaders articulated
international partnerships as something additiemaheir work responsibility and
indicated that only those in authorities or posisian relation to international

partnerships could exercise leadership. For examplaiwanese leader revealed:

I am not in the position of developing internatibpartnerships...you
should really ask the head of the Internationaltf@ear someone at the
senior management...[TWT4]

Some of the participants had been in senior managepositions in the past.
However, they felt that they were not currently‘afficial’ positions to initiate
partnerships [CN1 and TWT3]. The research findiofsthis study show that
leadership was interpreted in a narrower sensehbyTaiwanese and Chinese
participants when compared with the New Zealandiggaants. Chinese and
Taiwanese patrticipants believed that leadershimimaiame from authority of
power and academics in middle and senior managemiest

In the New Zealand university, not only academghler education leaders
acknowledged their leadership responsibilities, ldiministrative staff also
believed in their leadership roles in internatiopartnerships. Administrators’
leadership roles involved sustaining ties, shaexygertise, providing pastoral care
to international students, and assisting acadetaftis international partnerships.
As this study interviewed Singaporean academicyg, anlwould be meaningful
for future studies to explore Singaporean admiaists’ views of their own

leadership roles in international partnerships.
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This study found that some cultures supported iddals taking up
leadership opportunities and roles based on thepertise, knowledge and
experiences, but some did not. This research fiqnchdicated the link between
the higher education leaders’ culturally embeddedrpgknowledge, and their
tendency to taking up leadership opportunities (@dra Two). This finding
echoed the literature on efficacy beliefs and amrice as discussed in Chapter
Two. As mentioned previously, the more positivehe@erceives his or her own
leadership roles, the more likely he or she woalketup leadership opportunities.
Hence, taking up leadership opportunities did nmtuo immediately under the
influence of cultures that support higher levepofver distance, such as Chinese
and Taiwanese cultures (Chapter Two). The Chinexk Baiwanese higher
education leaders in this study needed conditiook as self-efficacy beliefs and
confidence to step outside of their original rotesl engage in other leadership
roles, such as international partnerships.

Hence, self-confidence becomes an essential condifor distributed
leadership at the personal level. According to &dttb and Knight (2007), social
confidence in higher education international paghips requires “giving priority
to defining the roles and responsibilities of albygrs involved in quality
assurance—including individual institutions and \pders, national
quality-assurance systems, non-governmental ancepemtent accreditation
bodies, professional associations, and regionatternational organizations” (p.

302).
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Under standing the Context

The second category that emerged from the resefinclings is that of
understanding the context. In this study, the idial higher education leaders’
personal and organisational practice appeared tmbstantly in negotiation with
issues and factors that were embedded within laedlglobal higher education
contexts. The research findings suggest the impoetaof understanding the
context where international partnerships betweerstiike place. As Southworth
(2004) highlighted, “[c]ontext is not a simple plemenon—it is multiple,
blended and variable” (p. 347). Hence, understanthia context was complicated
and required the higher education leaders’ atterttiothe issues and factors that
were embedded within the context. An understandfrthe context helped higher
education leaders to move beyond cultural diffeeen@nd focus on shared or
similar issues that different countries encountered

This section identifies some issues and factordiiwithe context that
impacted on the development of international pastmgs. Included themes are
centres and peripheries in world higher educatcampetitive forces in higher

education markets, and culturally-specific relatiiomles.

Centres and Peripheries in World Higher Education

Key finding: The phenomenon of centres and periplesr in the world higher
education system was evident

The research findings echoed the literature onresr@nd peripheries in the world
higher education system. With globalisation anérmationalisation, the world of

centres and peripheries has developed in a morplegway than in the past (see
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Chapter One for discussion on Altbach’s notionearitees and peripheries).
Traditionally, the West was considered the centickEBast Asia was regarded

as the periphery. The suggestion was made thagdpbebetween East Asia and
West was narrowing. In this study, some of the éesgherceived East Asia and
West as a fluid and dynamic concept, rather tham deparate notions. To them,
boundaries between East and West in these Eash Asicieties have become
blurred. In particular, the research findings shibat the concept of East and West
has become less relevant to today’s HEIs. EasiVdest can be categorised based
on different standards such as cultural orientatiand economic development.

One Chinese leader commented that:
Traditionally, the East was generally perceivedcasintries strongly
influenced by Confucianism such as China, Taiwapad, Korea and
Singapore. This is to view the East from a narrcaps. If we expanded
the scope of the East a bit, Middle Eastern, Istaand Buddhism cultures
can be included in Eastern cultures. Another aspiadentifying East and
West is from an economic perspective. Comparedntesunder developed
and developing economies in Asia, Japan can beteduas a Western
country.[CN1]
In addition, the Singaporean, Chinese and Taiwapadeipants commented that
New Zealand HEIs were not on their universitiesiopty list as far as
partnerships were concerned. In addition, the Wies$i#&ls which the East Asian
participants referred to were in highly industseli European countries in the
OECD. On the other hand, Singapore, China and Talveae not yet entered the
OECD realm. Industrialised OECD countries have keaditionally perceived as

the centres, and their HEIs have been highly rariked Chapter One). However,

to the Taiwanese and Singaporean higher educatiets, New Zealand HEIs
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were not highly ranked as far as international raghips were concerned. It
implied a peripheral status of New Zealand HEIshi@ context of world higher
education markets. In this study, the Singaporearsity also emerged as a centre
of international higher education in Asia whereréhes blend of East Asian and
Western cultures.

The research findings suggest that categorising ldEIEastern or Western
or as centres and peripheries has become comptezcarfusing in today’s higher
education environment. The traditional interpretaif the West as the centre and
the rest as peripheries is inappropriate to pottnaymultiple roles and practice of
individual HEIs. Hence, it would be meaningful tentify the special practice of
a HEI, other than simply labelling the HEI as Easter Western based on its

geographic location. For example, one Singaporeater commented:

Japan is the East...but Japan is very modernisedmamd modernised
than New Zealand! So how do you define the Easteré/Hoes the East
stop? Does it stop in India? Does it stop in Afghkam? Does it stop in
Turkey? Those categories of East and West areantigiproblematic. So
you have to sort that out when you are lookingastiand West institutions
and defining by looking at those institutions, pautarly institutions in
Taiwan, China are of a certain kind, institutionsSingapore are of a
different kind, and institutions in New Zealand afea different kind. And
use those three different categories of institwido see how the
integration and co-operation can work out. And tiiea might find some
similarities and differences. [SG]

Along with the phenomenon of multiple centres amdigheries in the world

higher education are competitive forces in higlteroation markets.
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Competitive Forces in Higher Education Markets

Key finding: The international higher education p#amerships discussed can be
conceptualised as being competitive forces in imi@ional higher education
markets

Supporting Porter’s (2008) model (Chapter Two), rdeearch findings indicate a
number of competitive forces in international higleelucation markets. These
forces are customers and suppliers of Western higtlecation services, new
entrants, substitute higher education servicestiagi competitors, and partners.
HEIs may carry multiple roles in the practice diimational partnerships.

In this study, East Asian HEIs can be perceivethasmajor customers of
Western higher education services. HEIs in Austrdlianada, New Zealand, the
USA and the UK are suppliers of English-medium degprogrammes. These
Western HEIs are in some ways competing with edlebran terms of recruiting
international students from East Asia. However, #@sand East Asian HEIs can
also be conceptualised as partners as they emtepantnership agreements. New
entrants may be new HEIs or companies that offersté&/e knowledge,
non-degree-granting professional training or cedtes in East Asia. Substitute
services may be advanced knowledge other than We&towledge that is
required by East Asian HElIs.

A Chinese participant noted some market mechanisefged to balance
power relations between export education providerd consumers of higher

education services. She revealed:

| think Western hegemony in world higher educatsgradually reducing.
Now they are not so much dominant. If they becoegemonic, we could
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choose not to cooperate with them, couldn’t weldd’'t necessarily have
to partner up with a particular HEI. There are detg of HEIs in many
countries that we can choose from!...It's becauseare buyers and they
are sellers! Buyers still have some ascendancyseitars. [CN3-2]

This comment indicates the bargaining power of uoress in the international
education market. Porter’s (2008; 2006) modelw# tompetitive forces provides
an analytical lens to explore the bargaining posvétast Asian HEIs (as customers
of Western higher education services), and thediairgg power of Western HEIs
(as suppliers).

According to the interview data, East Asian HEIsastomers presented the
following bargaining power. Firstly, the cost inved in switching Western higher
education service providers was low in collaboeatprogrammes without joint
establishment of campuses, such as the China-NZaboohtive degree
programme, and the Singapore-NZ short-visit prognenand student exchange
programmes. Secondly, rankings of world HEIs andrmation of individual
HEIs (such as university websites, newsletters,eguwent reports, journal
articles) were open to the public and were avasldbiough the media. The East
Asian HEIs as customers of Western higher educa@wices had full access to
information by simply searching the internet. Thyreééxisting substitute Western
higher education services were available in thdduoigher education markets for
East Asian HEIs to partner with. Fourthly, EastaksHEIs as customers were
very price sensitive in the international educatioarkets. Changes in East Asian
HEIs’ funding, their partners’ tuition fee struotrand currency exchange rates

influenced their partnership decisions.
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Western HEIs as suppliers also possess some bagaiower. The findings
suggest their main bargaining power came from lappser switching costs. In
particular, prestigious Western HEIs can terminat@artnership with an East
Asian HEI, and initiate a new one relatively easiipwever, the data from this
study showed the New Zealand university may haviersad from weak
bargaining power due to the following reasons.tiirshe visibility of this New
Zealand university in East Asian higher educatioarkats was low. The East
Asian higher education leaders in this study urideds very little about the
expertise and reputation of the New Zealand unityerSecondly, the East Asian
HEIs in this study had already established partnigss with other higher
education service providers in the USA, the UK,/andustralia. This may have
impacted on this New Zealand HEI's partnership opputies. Thirdly, the data
showed the cost of delivering Western higher edoadervices was fixed, and
could not be adjusted along with the currency ergkarate. The above factors
hindered this New Zealand university’s partnershipgk East Asian HEIs.

The interview data of this study showed the Newlata university had
advantages when competing with other internatidngher education service
providers. These advantages include New Zealandgban English speaking
country, having a comparatively safe environmeaty kuition fees and living
expenses, developed international networks and afasecess to the Asia-Pacific
region. These advantages allowed the New Zealamekensity to serve as an
alternative to dominant North American, Europeard afustralian higher

education service providers.
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In addition, the Singaporean and New Zealand usitres were at the same
time competitors for and partners in different oppoities within a complex
international education market in the Asia-Paciggion. The Department of
Education in a Chinese province was a customehefNew Zealand university’s
and the Singaporean university’s education servidesnwhile, the Singaporean
and New Zealand universities were partners in steechanges.

Porter's (2008) notions of competitive forces helfias study to review the
New Zealand university’s strategic position in migtional partnerships with East
Asian HEIs. However, this study argues that contipetforces can only serve as a
starting point for practitioners to understand plogver-relational context where a

particular international partnership programmeadivdy is situated.

Culturally-specific Relational Rules

Key finding: Understandings of culturally specificelational rules helped to

enhance interaction and communication with highedecation leaders from

other cultures in international partnerships.

Culturally-specific relational rules were impligittmbedded in the participant’s
practice in international higher education parthggs. This study found that the
New Zealand and East Asian higher education leadsesl culturally-specific

approaches to establish relationships. The ways Kealand and East Asian
participants communicate, show politeness, and dbuilationships were
constructed differently. The findings show the k@d of Chinese ethnicity in
Taiwan and China demonstrated a strong Chinesptatien in the discussion on

leadership practice and relational rules. Neveefgel this study found that, if the
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participant could distribute resources and arrgregsonnel based on the partner’s
unique cultural orientation and needs, chancesusfaging HEI international
partnerships were high. This study identified sarakurally specific relational
rules: face, favour, power distance, long-term rdggon, and attitude towards
signing contracts.

In this study, the Taiwanese and Chinese leadd&rsoadedged how ‘face’
(mein zi/#/~") and ‘favour’ (en quing ‘/[9/9) work in building relationshipg(an
xi) in Chinese societies. During the interviews, @smand Taiwanese participants
talked in Chinese about notions of face and favouChineseguan xinetworks
without needing to explain the meaning. Most ofiflesv Zealand and Singaporean
participants neither used these terms nor idedtifieem as important relational
rules in New Zealand. Only one New Zealand leadentified the notion of ‘face’
and said it was exercised by some Asian leaders whom higher education
leaders had interactions. Other New Zealand leaden® study might be aware of
face and favour but they did not mention theseiqdar terms. The Singaporean
leaders of Chinese ethnicity agreed with the inguré of face and favour in
Chinese societies, including China, Taiwan and &woge. Other New Zealand
participants made no comment about face and fawou€hinese relational
networks. New Zealand, Singapore, Taiwanese andeShiparticipants’ different
attention to notions of face and favour can be rdoutied to cultural differences
(see Chapter Two). A Chinese participant noticé@dint approaches to favour in

the China-NZ partnership:

When | saw the theme “face and favour”, | had girff@elings. In this New
Zealand programme, some students who had jusedriivNew Zealand
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were capable of studying in the master’s programrhey did not adjust
very well. That’s why they could not follow the ase instructions in the
beginning. It was understandable that some of thaited their
assignments. Sometimes, we would like to “intertdeath the New
Zealand university] to allow these students to paessain courses. But
they refused to do so and required these studetdake these courses again.
Therefore, | felt if it was in China, things woub& much easier! Chinese
people tend to follow the work of favour, but West@eople tended to
follow regulations, and there’s no room for inteasien. [CN3-2]

Interceding could be understood as an interverdioh attempt to use pressure to
persuade the New Zealand university not to takemchgainst the Chinese
students who failed the courses. Such favour fatls the category of complex
favour. As mentioned in Chapter Two, complex favimwolves misallocation of
public or social welfare resources (Leung & Cha@01), slipping money to
interfere with HEIs’ decision making on studentdgs.

However, complex favour was not acceptable in Nealand. One New
Zealand leader commented that he refused to ldweerdquired IELTS score for
recruitment when requested to do so by a Japanigderheducation leader,
supporting the above Chinese leader's commentsNEmeZealand leader noted:

We require IELTS 6.0 or something like that — &t¥iright - for someone

who wants to enrol in a degree programme. And it WwaJapanese

university, they wanted IELTS 5.0 and | made thepto them that | felt it
was unethical if we accept the student and acdeptstudent’'s money
when we know fully well that she would not be aloi@ass with such a low
level of English. We argued about that for sevarahths and finally they
agreed...and when we were going to sign [the ageagmthe Vice
President got in the car with me and then triegitiome to lower the IELTS

requirement, and | had to say to him, “Look, eitiverleave it where it is or
we will not be signing”. Higher education would leaest an awful lot of
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face if we had to call it off, so it stayed. [NZ]-

This shows the New Zealand leader’s high respecthi® values of fairness,
meritocracy, honesty and equity. By meritocracys tstudy refers to this New
Zealand participant’s recognition of power beinganied by merit, defined in
terms of achievement, rather than by ascribed raitesuch as wealth
(Abercrombie et al., 2006). In addition, the Newalémd leader’'s comment
indicated the interconnectedness of face and favoefusing to perform certain
favour may result in the other party’s loss of fadeereas giving favour may imply
enhancing the face of the other party but not atetkpense of one’s core values.
For example, a Taiwanese participant felt thattmisi from Western institutions
often thought “Going to Taiwan is giving you ‘fatd’do you a big ‘favour’!”
[TWT4]. This participant expressed his disappoimimi@ some of the Western

conference delegates’ failure to meet his expextatin a joint conference:

Look! Some were invited to Taiwan for conferencas3 years in a row,
but have they asked us to attend any academidtegiat their institutions?
No! A few days ago, | spoke to them in the confeeethat some of them
came because of personal ties, some becauseitftiostl ties, but when
they leave Taiwan they should remember us regaralibsre they go, and
regardless of who will take over their positionBey should keep this tie!
[TWTA4]

Furthermore, the Taiwanese leader’s comment restealéng-term orientation

towards building relationships and sustaining tiese Taiwanese leader did not

express his expectations of reciprocity to the Westpartners of the joint

conference programme in the first year; and explettite partners to understand

his expectations without making them explicit. Tslws this Taiwanese leader’s
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tendency to embed important messages in impliaoo-verbal communication.
As discussed in Chapter Two, such communicatiole stias identified as a key
characteristic of collectivist cultures. This mag Wwhy Chinese leaders [CN4 &
CNB5] preferred communicating with mandarin-spealgtajf at the New Zealand
university rather than non-Mandarin speakers. B @hina-NZ partnership, the
New Zealand university used support from Mandapeaking staff and

postgraduate students to earn the trust of thegShipartner.

This Taiwanese leader had also expected his Wesgi@imers to invest
comparable effort and resources. However, thogegrarmay not understand these
expectations or may be unable to meet these expadaHe stated:

Some even came to the conference with only a Pawsr&ocument, not a
full paper!...But we tended to provide a ‘highlyucteous reception’ to
foreign conference delegates or visiting schol&smetimes they will
have the impression that “Wow! It’s very fun to ceto Taiwan! We live in
five-star hotels and eat delicious cuisine!” Théywddn't take it for
granted! They should meet their obligations! [TWT4]

One of the New Zealand participants commented erNtaw Zealand university’s

difficulties in providing a highly courteous recipt to visitors from partner

institutions:

If | travel in Asia, and particularly in Korea, egtreated as though | were
minor royalty. When you have reciprocal visits,elmember one visit in
Japan where | arrived on a Saturday afternoon, ingggeans and an
open-necked shirt and here were eight people ik slats, ties and white
shirts waiting at the airport to greet me. And tioe next four days, | had
the president’s car, an interpreter, a chauffedragoung man whose job
was to run ahead of me and open doors so | diéw ho open any doors
myself...The problem that this creates is that if/tivere to come and visit
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here, | don't even have a ministry car. So whatddito do is | used to say
to them, “Now, in your country, if you honour a gtieyou provide a car, a
chauffeur, but in our country we honour the guestabtually driving
yourself’. Those were still expectations which ywad to negotiate quite
carefully so you didn’t offend your partners andl showed him respect
and hospitality and so on and so forth. But somesiihcan lead to a bit of
trouble. [NZ1]

The previous Taiwanese and New Zealand participaatements illustrate that
meeting expectations in international settings wasiplex. This is because the
East Asian and Western higher education leadelswich set of culturally and
institutionally different practices, communicatiatyles, and ways of showing
respect.

In addition, this study found differences in theveo distance between New
Zealand and East Asian higher education leaders. Sihgaporean, Taiwanese,
and Chinese leaders preferred being called by ttidgs and were greatly
concerned with providing differentiated recepticacikages based on the guest’s
positions and titles; whereas New Zealand leadere fine with being called by
their first names and paid relatively less attemtio their reception packages. The
findings indicated that there was higher power atise within East Asian
universities, and lower power distance in the Nealand university.

A New Zealand leader reflected on his past expeegrof dealing with
Taiwanese, Singaporean and Chinese higher edudatialers, and found their
different approaches to signing partnership cotdracthe New Zealand
participant noted that Singaporean and Taiwanesks HWEre more Westernised
than Chinese ones in terms of the negotiation pcéle commented that

Singaporean and Taiwanese HEIs “first negotiata #ign agreements” whereas
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Chinese HEIs “sign agreements then negotiate” [NZh]s is an example of the

higher education leader’s understandings of thnpes patterns of practice.

Sustainability

Sustainability acted as another key element ofridiged leadership in these
international partnerships. Most participants iis gtudy considered sustainability
in international partnerships as a matter of corimgitto and continuing of current
partnership agreements or programmes. A commitrieenistributing leadership
capital in the partner HEI was identified as anamgnt attribute to sustainability
in the international partnerships. The participantye positive that exercising
leadership and engaging in long-term interactiogtsvben international partners
helped to awaken sleeping partnerships and lesalistantial academic exchanges
and co-operation. As discussed in Chapter FiveT#an-NZ student exchange
partnership did not occur until nine years after signing of the sister university
MOU bonding. This study found long-term orientatias identified by Hofstede
(2001), was not only a key characteristic of thestEasian higher education
leaders but also emerged as a key criterion forinrmaig sustainability in these
New Zealand with East Asian higher education pastnps. However, the
findings of this study suggested that it was undabie that the international
partnership programmes or activities had to ermbdtin point in time along with
the changing needs of the universities and the rgovent Department of
Education. Thus, it would be more meaningful tooggise the importance of
sustaining leadership capital, as well as estahlish process for sustaining the

internationalisation of the HEI rather than simpigintaining a contract.
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In this study, the concept of sustainability invadvtwo aspects of meaning,
in addition to sustaining partnership agreemenkeyTare: first, the commitment
to and continuance of social, cultural and econdiorims of leadership capital to
current partnership agreements; and second, thenitamnt to and continuance of
internationalisation processes and awareness o¢ sotternal factors. These two
aspects are discussed under the headings of cangrigadership capital, and

institutional feedback systems and external factors
Committing Leadership Capital

Key finding: The New Zealand with East Asian HEI farnational partnerships
required committing social, cultural and economiorims of leadership capital
One of the important findings that emerged fromns teiudy is that successful
international partnerships between Western and BEasan HEIs involved
commitments to and continuance of distributing masi forms of capital such as
social capital, economic capital and cultural cpiBustaining leadership capital
moved beyond simply distributing leadership posgioand was contingent upon
individual institutional interests and the leadgustf the HEI. Bourdieu’s (1985)
notion of economic capital and symbolic capitalclinling social capital and
cultural capital) provided this study with a theaaral lens to interpret the 22
higher education leaders’ practice of distributsmgial, cultural and economic
capital in international partnerships (see Chapteree). This section presents
how sustainability was addressed through distmigutsocial, cultural and
economic forms of leadership capital within and dved the HEI partnership

network.
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Social Capital

The research findings of this study suggest thatriduted leadership in
international higher education partnerships invdlvaising, exchanging,
expanding and sustaining social capital, such aganks of relationships.

The higher education leaders in senior and middlaagement positions in
universities or government bodies established tbeaial networks before they
engaged in international partnership programmeactivities. They understood
who they could source to assist with internatioc@hmunication. As discussed
previously, the China-NZ partnership used Mandapeaking staff in other
departments or faculties other than the School dlicBtion to facilitate
cross-cultural communication and negotiation. Thi@yew which faculties,
departments, colleges, or schools had certain ggeeior achieving particular
partnership tasks. The government Department ofc&dn in a Chinese
province also recognised a teacher education ufistits expertise in teaching
English as a second language and assigned thitutiast to deliver English
preparation courses for the China-NZ partnershigJQCN3, & CN4].

Within the individual HEIs, support from a wide g of units formed
clusters of support networks. For example, the &wogean university involved a
number of university units, such as Internationala®ons Office, Global
Immersion Programme Office, and Career Attachmdfitey to support its
international partnership programmes [documentsniveusity website]. They
collectively contributed to academic exchanges anebperation, as well as

international employment opportunities for theiuddnts. However, the New
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Zealand university’s documents indicated that ththg not seem to offer
international postgraduate students future emploympportunities. A Taiwanese
participant [TWC1-2] commented that future employinepportunities were one
of the main reasons for Taiwanese students to pysestgraduate studies in the
USA.

Within the same faculty or department, senior mara@ssigned tasks to
administrative staff, middle academic managers,aradiemic staff based on their
knowledge of individual staff capacity. As discusg®eviously, a New Zealand
higher education leader [NZ3] in this study was apted to coordinate the
China-NZ partnership programme. International alymwho had positive
learning experiences at their HEIs, would activalt as ‘match makers’ of
international partnerships for their HEIs. Thisdiimg showed alumni’s high level
of trust in the HEI may lead to future partnersopportunities. Postgraduate
students were temporarily used to help with acadeproblems that were
experienced by international students in partnprginogrammes. For example,
the China-NZ partnership used postgraduate studentsitors to help with the
Chinese students’ learning needs (Chapter Five).

The interview data echoed the literature on inteonal higher education
partnerships that the departure of key personngl impose potential threats to
the sustainability of international partnershipgraoimmes or activities (Heffernan
& Poole, 2004, 2005). Specifically, the interviewata showed that the change of
leadership in the partner institution led to pagnthallenges in communication,

resourcing, and funding. For example, one Singapoideader portrayed how
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changes in leadership would affect the partnerahgphow leaders could deal with

these challenges:

...If there’s a change of leadership in the othetituisons, and then unless
you have the leadership - they have the same nmdg¢ame drive, you do
have some challenges. [SG1]

Through participating in international conferendeigher education leaders knew
the capacity of higher education leaders in anotbeuntry or institution.
International conferences emerged as a commonlg aggroach to extend
international relational networks which could latégad to international
partnership opportunities. For example, the Singayd¥ short-visit programme
was developed based on the personal relationshighwartnership coordinators
established at international conferences [NZ4].

The research findings support Gooderham and Nogkatew (2003) that
the extent to which knowledge was transferred deéeeénupon the social
interaction in which both parties engaged during thteraction process. As
discussed in Chapter Five, longer terms of partmgss such as degree
programmes, were found to be more likely to nurBustainable relationships and
transfer substantial knowledge than shorter terrtnpeships, such as conferences.
One Taiwanese participant noted that joint confegerprovided opportunities for
meeting people who shared similar research intwrddbwever, conference
delegates may not meet their obligations of delngequality presentations, and
the level of interaction may be limited due to madilimit [TWT4]. International
conferences can be an arena of conflicting thouglrd expectations. As

mentioned previously, a Taiwanese leader [TWT4] memted on Western
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partners’ failure in meeting principles of recipitgcin a joint conference. This
resulted in the Taiwanese participant losing tinsthe partner. The reasons for
failing to bring reciprocity in responsibilities ptint conferences may be because
of cultural differences, and different patterns a@immunication, thinking and
acting. Considering a number of significant soaittaal differences, formal
distribution of leadership roles across HEIs is eneomplicated than within

institutional distribution of leadership responéilas.

Cultural Capital

The interview data suggested that distributed lesddle in international higher
education partnerships involved using, understandind sustaining cultural
capital, such as languages, positions, and tithethis study, all the participants
noted the transmission and exchanges of cultug@tataincreased inter-cultural,
inter-institutional, and interpersonal understagdinThere was also evidence of
sustaining cultural capital in partnership practmgch as the New Zealand higher
education leaders using English language to comrataiwith the East Asian
partners.

As discussed in Chapter Three, individual higheucation leaders are
carriers of socio-culturally situated personal amstitutional habitus (Bourdieu,
1992; Bourdieu & Passeron, 1990; Reay et al., 200hyough partnership
networks, Western higher education leaders’ petsand institutional cultures,
ways of acting, and patterns of communication amdking were exposed to
higher education leaders in East Asia, awide versa Learning across

communities of practice was also facilitated thtougteractions in partnership
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networks.
All the higher education leaders in this studyattarger or smaller degree,
learnt the social practice of another HEI or coynfior example, a Singaporean

participant noted:

Australia and New Zealand, they seemed quite ragmllaccept more
autonomy. This was quite different from Singapoesduse we have a
largely conservative system. England also wentwlast It provided very
interesting contrast to Singapore. This is probablye of the reasons why
visits to some of the places [HEIs] provide us with opportunity to look
at the ways good systems work differently. [SG3]

However, they did not necessarily know what theg lemrnt until they reflected
upon particular incidents. In this study, the indual interviews acted as a
medium for the participants to reflect on theirqtiee, and construct professional
knowledge of international partnerships. For exanpine Chinese participant
revealed, “Yes, yes, yes! | think you just reminahed of this area. This is what
we did not have in other partnership programmes [CN3-2]. The data
illustrated the participant’s new insights andeefion upon past work episodes as
a result of interacting with the interviewer. THiading indicated that, if the
higher education leaders could reflect upon papeeences, they were likely to
systematically develop knowledge of internationaftperships. This approach to
learning echoed Wallner’s discussion on microwo({@isapter Three).

The higher education leaders in this study usedtiphell channels of
communication, languages and texts to articulateir thhinking, exchange
perspectives, and promote mutual understandinggemational partnerships. In

particular, English acted as the main languagé¢hi®iNew Zealand and East Asian
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higher education leaders to facilitate internatipnanter-cultural, and
inter-institutional understandings. In this stuthg Western HEIs which the East
Asian HEIs partnered with largely fell into the egory of English-medium HEIs.
The East Asian higher education leaders were reduo use English language to
facilitate cross-cultural communication. English ndaage and other
communication approaches in the context of higlkeication partnerships can be
interpreted as contextualised symbolic tools (Cérapthree). The findings
correspond with Bourdieu’s discussion on language #orm of cultural capital
which groups of people use to maintain and prontbtsr educational and
socio-cultural status and distinction, and limithet groups’ access and
participation (Bourdieu, 1991; Bourdieu & Passerd®90). Protection was
sustained when the university in a less advantatgds in the partnership was
provided with opportunities to use its first langeafor communication, to
negotiate terms and conditions for co-operatiord Aror to discuss areas of
concern.

The research findings suggest Chinese HEIs’ peater of working with
people who can understand their thinking pattewsss of acting, expectations,
and mandarin-speaking staff. In particular, theg8porean university in this
study demonstrated the advantage of offering addngestern knowledge and
expertise, as well as Chinese cultural heritagbss $ingaporean university was
capable of meeting Chinese HEIs’ expectations ofking with similar minds’.

The interview data showed that academic and adtratiee higher
education leaders who were at a lower level ohtheagerial hierarchy presented a

lower level of confidence and efficacy beliefs @éation to their leadership roles in
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international partnerships; whereas the higher a&itut leaders in middle
management and senior management positions weheraigs of power, and
were more confident about their leadership roles. é&xample, one Singaporean

participant in middle management revealed confidendis leadership role:

International partnership is very much defined lmywhwo parties can
come and work together. There is the win-win siamt.| drive the
partnership and | pro-actively seek partnership&1]

A Taiwanese participant, a junior academic, comexkrthat the bureaucratic

culture of his HEI had prevented lecturers fromirigkup leadership roles:

Confucius said “he who holds no rank in a Statesdoet discuss its
policies”. | had very limited involvement of intationalisation activities
in my university. You have to know the ‘ecology’tbie university - if you
do not hold the position, do not meddle in theiedfaf that position. If you
act aggressively, people would question your imbenf{TWT4]

Although some higher education leaders may @ean xior complex relational
networks, titles and positions, they may use Ehdbsiguage as a cultural capital
to assist them to increase participation in inteomal partnerships. Hence,
widened leadership opportunities, which were ole@ithrough using higher
education leaders’ language competencies, helpedertbance distributed
leadership within the HEI. In East Asian HEIs, pmfaculty and administrative
personnel, with high level of English proficienegay be granted resources and
opportunities by middle and senior management tiggaate in international
partnerships [TWT5]. Similarly, in New Zealand, @i#ty with foreign language
competencies were used by middle and senior mareageas cultural agents,

advisors, negotiators, translators, and/or intégpse in partnerships with
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non-English-medium HEIs. Although these supporspes are secondary players
in international partnerships, they used intermeticcooperative opportunities to
increase their social networks, experiences, coemgets, and inter-cultural

understandings.

Economic Capital

The interview data suggested that distributed lestgle in international higher
education partnerships involved using, exchanging austaining economic
capital, such as international student fees andaffesigher education services.
For example, the NZ-China partnership involved €bkanstudents paying tuition
fees to the New Zealand university to enrol a masfogramme; the Chinese
student number dropped as the currency exchange matreased the students’
cost of consuming New Zealand higher educationicesv[CN3]. This finding
echoed the literature on financial factors. If emoic capital and financial
benefits could not be sustained, the partnershiy meaken and eventually
terminate. In addition, as discussed previousky,HIEl's institutional self-interest
may change over time. Those changes may also ingratte sustainability of
economic capital. For example, the China-NZ pasim@rwas initially established
to provide Chinese school teachers with advancedegsional development
opportunities. As the partnership progressed andl tnained a considerable
number of Chinese teachers, the Chinese provindedeeview the partnership
and sought other professional development oppdi&snivhich target a different

group of teachers. A Chinese participant commented:
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We would like to continue the partnership with thew Zealand
university, but [the province] will not provide fdimg next year. We are
in the process of considering developing a doctdegjree programme.
We've also got a group of school leaders studym§ingapore. [CN2]

All the participants commented on the flow of morfeyn East Asian students
through various cooperative activities and prograsnio European, North
American, Australia and New Zealand HEIs. The nesrsi of economic capital

from Asia are mainly industrialised OECD memberad a&nglish-speaking

countries. This finding reflected Asian HEIs’ derddor Western knowledge from
these countries, as well as Western HEIs’ needuimiling as a result of reduced
government funding and resources (see Chapter Blogjever, Singapore was an
exception in this study. The findings show the sleourses offered to a group of
Singaporean teachers and principals did not actieancial benefit to the New
Zealand university [NZ4]. The benefit was the Neealand university’s interest
in developing social relationships with the Singaam university.

This study found that knowledge transfer was a ifackted economic,
social and cultural activity. In this study, didajary knowledge which had been
transferred from Western HEIs to East Asian onésdaas economic capital that
was traded in the Singapore-NZ, China-NZ and TaiNZrpartnerships (Chapter
Five).The interview data showed that formal disttibn of economic capital for
international partnerships was subject to the calltand social capital individual
higher education leaders possessed. The higheaaiudeaders indicated that
they got increased access to economic capitalegsghew social capital within
and beyond their institutions or communities ofgiee [TWT5, NZ1, CN1, CN2

& TWC1]. The findings support MacBeath’s (2005) aHdy’s (2001) use of
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higher education leaders’ personal and professiamgtivorks to facilitate
partnerships (Chapter Two).

The findings suggest that economic factors inclutlgiibn fee structures,
currency exchange rates, decline of public fundind resources, availability of
financial endowment, and competitive forces in rinédional higher education
markets. The finding on disciplinary knowledge asemonomic form of capital
extends Bourdieu’s notion of knowledge that is péthabitus, social and cultural
capital (Bourdieu, 1973, 1985, 1992; Bourdieu &dg&asn, 1990).

Bishop and Glynn's (1999) discussion on the thraencjples for
educational relationships - partnership, particgratand protection - aided this
study lenses to explore if distributed leadersh@s wustained in the New Zealand
university with East Asian Chinese higher educapantnerships. Applying the
three principles to the context of internationalh@r education partnerships, the
findings broaden the scope of Bishop and Glynn'®9@) discussion on
relationship building in school settings. The fimgs show the New Zealand
university’s commitments to power-sharing, cultusansitivity and reciprocity
which the literature suggests to be key contrilgutfactors to successful and
sustainable international partnerships (HeffernaRa®le, 2004, 2005; Johnson &
Wilson, 2006; Webber & Robertson, 2003, 2004). Tihdings of this study and
the literature both indicate the interconnectednelsTommitment, trust, and
reciprocity in the international partnerships (Besris, 2002; Beerkens &
Derwende, 2007; Latham, 2001).

Based on the interviews and documents, this stadgd that substantial

partnerships were sustained when the higher educétaders committed time,
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and social, cultural and economic forms of leadprstapital to meet their

obligations and their partners’ expectations. Tindifgs of this study show the
higher education leaders enhanced their accessternational partnership
opportunities and leadership capital through insireathe level of commitment
and support, and engaging learning and professideatlopment. The findings
challenge Bourdieu’s (1984) discussion on distorctiof social groups, and
suggest the possibility for the higher educaticadérs and their universities to
develop practices and promote their overall capadind international

competitiveness, based upon the notion of commuafipyactice.
Institutional Feedback Systems and External Factors

Key finding: The sustainability of the HEI's interationalisation processes was
influenced by institutional feedback systems andesral factors

The research findings show that the institutioeadback systems and a number
of external factors impacted on the sustainabdityhe HEI's internationalisation
processes. Specifically, this study identified fici@l factors, publicity and safety

as imperative in sustaining these internationangeaships.

Institutional feedback systems

All the participants perceived on-going feedbacktesms, including monitoring
and evaluation, as a critical requirement for inmprg and sustaining partnership
practice. The New Zealand and East Asian Chinesés HEthis study used
informal approaches to monitoring the progress artrership programmes. As

discussed earlier, implementers of partnershiprnaragnes commonly used emails
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for inter-institutional communication. They wouldformally seek feedback from
relevant stakeholders within the institution. Foxample, a New Zealand
participant noted that, although formal monitoringas available, informal

monitoring was done through chatting or conversatio the staff room:

I monitor - big focus on monitoring getting progseand pushing and
giving support where it was needed...There needs dostmeone
monitoring and if there’s indication of progressigbhisn’t as might be
expected, then we move quickly and put in effartsupport the students —
and that’s my job to keep in touch and to know vghgoing on. | have all
sorts of informal channels with different peopleontbll me about things. |
talk to staff in the tea room — | mean there’s puddt of informal talking.
[NZ3]
Informally seeking feedback on the progressionha&f partnership provided an
opportunity for learning. The literature on leagyims embedded in socio-cultural
contexts and as social practice (Chapter Thredpsh® explain the higher
education leaders’ learning within partnership roeks.

The HEIs in this study did not use formal and tasibnalised systems or
procedures to monitor the progress of individuatrgship agreements. However,
there was a lack of platforms for higher educatiesders to share knowledge,
experiences and progress of international partipgskvithin the HEI. For
example, the documents and interview data [TWT1,TPWTWT3, TWT4 &
TWT5] provided statistical and descriptive evident¢he Taiwanese university’s
student participation in study abroad programmetleLwas known about the
actual learning and life experience of the studemstheir return, and the

effectiveness of those study-abroad programmesubecthere was a lack of

evaluation systems. According to a Taiwanese ppatnt [TWT5], she was
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required by the university to prepare a document their overall
internationalisation approaches. However, she faouwdry difficult to familiarise
herself with study abroad programmes and identibplematic areas due to a lack

of feedback systems. She commented:

| am concerned about the effectiveness of the justody abroad

programme, how the programme had benefited theestadand in what

ways the programme had inspired the students ammhated on the
student’s personal growth. There is supposed twlee kind of evaluation

of how things were done! However, there was nowatan!...The Office

of International Exchanges and International Edooadt [the Taiwanese

University] only sent out students, and did no eatibn on their return.

[TWT5-1]

Other participants from the Taiwanese universityensso unfamiliar with study
abroad programmes as their education studentsodidatively participate in these
programmes. The findings indicate a lack of instalised feedback systems
and common platforms for sharing and exchangingeepces and expertise in
international partnerships in the New Zealand, €&@n Singaporean and
Taiwanese HEIs.

In addition, this study found efficient and flex@bbperational processes
within and between partner institutions were equathportant for preparing
conditions for sustainable internationalisationinternational partnerships. For
example, a New Zealand leader commented that atheersities in New Zealand
and Australia had acted more efficiently than thesv Zealand university in terms
of processing student applications, responding itereal inquires, and

administrative requirements [NZ4]. This would impam this New Zealand

university’s international competitiveness. Sometipipants highlighted the
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importance of a certain level of flexibility in inddual HEI's internal operation
processes [NZ4, CN2, & CN3]J. It was suggesteddiartain level of flexibility in
the co-operation process would empower both pattiesork out problematic

areas more effectively.

Financial Factors

Financial factors were seen as influential precions for sustaining these New
Zealand with East Asian Chinese HEI partnershigse Gost of implementing

programmes, currency exchange rates, financial stpp funding from their

faculties/colleges/institutes, universities, gowveemts or foundations were
perceived by all the participants as influentiattéas. In degree programmes,
where Asian students had to pay full tuition fels, cost of getting qualifications
from Western HEIs was linked with the currency exule rate. A New Zealand
higher education leader recalled the downward tnetite New Zealand dollar that
had led to the changing landscape of internatistualent markets in New Zealand.

She stated:

Of course we can't change, we can’t say “becausdmnesv that, we'll
reduce your fees”, we can’t do that! Because thermational fees are set,
it doesn’t matter that your dollar is up or dowrnals a key factor. The
other thing is, you don’t know when it’'s going thange! Like years ago,
China was a way up there because the dollar isesapc Japan was a huge
market. Now, it is disappearing! They are sayirgg they are getting better
value in Australia, so, how do you compete? [NZ4]

The effect of currency exchange rates on the satdity of partnership

programmes was a factor in the China-NZ partnerghiigmale Chinese leader
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commented that part of the reason why the numbé&hoiese teachers enrolled in
the China-NZ programme dropped in 2005 was probaibéyto the rise in the New
Zealand dollar. She explained that might have tdféche actual cost to the

Chinese teachers who took part in the partnersioigramme:

For example, at the time we started to send [Ckinesichers to the New
Zealand institution, 40,000 RMB [Chinese dollar] sv@nough for
NZ$10,000 tuition fees at the exchange rate of @wthe exchange rate
has reached almost 6, the cost on the teachermbeRRIB 60,000! [NZ4]

Furthermore, continuing and sufficient funding frtime local government played a
critical role in sustaining these partnerships. Bwailability of funding was
strongly linked with the institution’s decisions otarrying out long-term
programmes. Once the funding became insufficieé participation of the
institution or the students/staff in a partnershigs affected. For example, one
Chinese participant revealed that, since the logavernment had stopped
providing part of the funding for teachers to papate in the China-NZ
programme, the number of Chinese teachers enraflethe programme had
declined. This New Zealand participant said “thegdito send around 30 teachers,
but this year (2005) only around 10 teachers wehidw Zealand” [NZ4].

One Chinese leader revealed that people in infemmatacademic exchanges
and co-operation would choose partners firstly 8asea financial benefit analysis,
and secondly based on the private relationshigs fereign HEI staff [CN2]. This
Chinese leader commented that both parties hadayse the degree of financial
benefits and profits because co-operation has teli@nt upon certain conditions

and contexts: “In international interactions, thestimportant principle is benefits
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because benefits could last for a long term, aiehdis or partners are temporary
and are conditional” [CN2-2]. Hence, mutual bersefiain be described as one of
the preconditions for international partnershipdgeinational partnerships can be
viewed as a trading activity.

In particular, Taiwanese and Chinese leaders pmeadithat financial support
was closely linked to their personal or their ington’s relationships with higher
authorities of power. For example, a Taiwanese fenlaader considered
partnerships with prestigious institutions in Westeountries as “backyard
diplomacy”[TWCL1].

Increasing future employment opportunities was fified as an area of
improvement for the HEI to provide internationaludgnts with financial
incentives. As discussed previously, one of thesara why Taiwanese students
preferred studying abroad in the USA was that thdEls provided job
opportunities for international students [TWCL1].ig linding supported Stohl's
(2007) comment that expanding employment oppoigsitto international
graduate students would significantly benefit HElsareas such as introducing
future partnerships, expanding study-abroad oppii®s, encouraging

foreign-language acquisition, and recruiting futsnedents.

Publicity

Publicity was considered by some New Zealand amdarese leaders as another
source of influence on the sustainability of thegernational partnerships. This
aspect was not identified in the literature revi@twapter Two). It provides a new

lens for wunderstanding sustainability in interna#ib higher education
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partnerships.

The participants commented that negative publigitgt biased propaganda,
which was reported through the media, were harnduthe development of
understanding the outside world, and to establgsh@hationships with particular
foreign countries. For example, some New Zealaratldes noticed that the
negative publicity of crimes committed by Asians\ew Zealand portrayed by the
mass media in China might have a direct relatignghithe lower number of Asian
students coming to New Zealand in 2005 comparet wreviously. Publicity
about a country and the HEI impacted on internalistudent numbers.

This study found the East Asian higher educatioaddées had little
understanding of New Zealand higher education.tivetNew Zealand leaders in
this study knew about some prestigious Asian usities such as Tsinghua
University and Peking University in China and Namyaechnological University
in Singapore [NZ1, NZ2, NZ4, & NZ5]. This was besalof the high profile of
these HEIs in international higher education mak€he lack of publicity of New
Zealand higher education in foreign education ntarkeay have limited the New
Zealand university’s opportunities for extendingeimational partnerships.

In addition, promoting higher education partnershipatives across a large
geographic area increases the difficulty of gettmblicity. For example, the
China-NZ programme was open to all graduates andatihn practitioners within
a province in China. This study found all the Ckmegoarticipants in the capital
city of the province knew about and took part i tGhina-NZ partnership.

However, other Chinese higher education leadersl[&@NCN5] in the field of
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education in other cities, near the capital citytto§ particular province, were not
familiar with the China-NZ partnership.

Furthermore, the research findings show that &lHikls in this study did
not fully promote the publicity of international ma@erships within these
institutions. For example, the Singaporean leanhetisis study all worked within
the education faculty and did not know about theg&pore-NZ student exchange
programme [SG1, SG2 & SG3]. Similarly, the staffieer within the School of
Education at the New Zealand university did notwrabout the Singapore-NZ
student exchange partnership. There was a lackoafigtion of student exchange

programmes within these HElISs.

Safety

The safety of the host country and institution w@sn to impact on the choice of a
HEI as a partner institution. Safety was an impuréspect in determining a HEI's
suitability for international partnerships, espégiwith East Asian parents’ strong
involvement in educational decisions. Safety wasitinaed by some Taiwanese
and one New Zealand leader [TWT1, TWT5, NZ4 & NZbhe Taiwanese leader
said she had needed to recall exchange studerkdrbat France when there was
an incident of terrorism [TWT1]. Another Taiwangsarticipant also noted that
after 9/11, the number of Taiwanese students whliesi abroad dropped
dramatically [TWT5]. However, a New Zealand leadarealed confidence in New
Zealand’s safe environment [NZ5]. Another New Zadléeader echoed that New
Zealand was considered as a desirable locatiof$an international students

primarily because of its English-speaking environtnand secondly due to their
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parent’s perceptions of New Zealand as a safe op{MZ4].
The interview data further showed parents’ concéon a safe higher

education environment for international students.dxample,

There may be a perception that New Zealand is e @afintry, whereas
America or some of the big cities in the United ¢gdom may well be the
perceived as unsafe! You have to remember thatphegnts may perceive
it as being safe. [NZ5]

It was raised by one New Zealand participant [N#idt Asian HEIs exercised
stricter discipline over their students than didwN&ealand HEls, and that the
parents of Asian international students would ekplw Zealand HEIs to follow
the same practice. The New Zealand leader reflegied the difficulty of ensuring
Asian students’ road safety as New Zealand HEIs@abinterfere with adults’

social life:

The driving was a big one [issue] because the guesame up, “should
we stop Chinese buying sports cars and killing geues?” And the thing
is that legally under the human rights legislatiwe,can’t do that. We can't
do that so all we can do is to advise them, andam regulate their social
life. Stop the boys and the girls going off to tieach together — well we
can't do that. It's against the law...Yeah, which tave to be very
careful that on one hand we don’t damage our réipatawve stay within

the NZ law, and we make it clear to the parentswleaare in no position to
exercise parental authority over adults. So the&n a challenge. [NZ1-1]

The above comment suggests the New Zealand HESsgtemphasis on and
respect for laws and regulations; whereas somendapaand Chinese higher
education leaders would try to intercede with s@auiorities not to follow certain

actions or regulations, such as negotiating thel &LThis finding corresponded
with the literature on Chinese people’s low serfdaws and legal systems (Zhang
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et al., 2004).

L earning

The findings of this study show the importance e#rhing in distributed
leadership, particularly across cultural and insihal differences for sustaining
the international partnerships. Learning was idedtiin the literature review
(Chapter Two) as a key element of distributed lestdp. This study found other
key elements of distributed leadership (formal mgeaments, enhanced leadership
opportunities, understanding the context and suaiality) all involved learning.
As discussed previously, to formally arrange |leskligrroles and resources
in international partnerships, the higher educatieaders had to know the
expertise of people in their social networks, ustierd the academic and
administrative constituents of the partnership, addntify the institutional
motivations for the partnership. The interview dstiggested that it was possible
to facilitate enhanced leadership opportunitiegshé higher education leaders
learnt to become self-confident in taking up leabgr roles, considering the
culture of the country and the HEI. Understandimg ¢ontext required the higher
education leaders to learn and understand how pmiaional issues in the
international higher education markets might impactthe partnership, such as
national cultures, centres and peripheries, andoetitive forces. Sustainability in
these international partnerships was facilitatedugh on-going monitoring the
progress of the partnership, and observing extefaetbrs (such as financial
factors, safety and publicity) and their effectstib@ partnership. Publicity was an

area which was not identified in the literatured amas important in the New
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Zealand with East Asian HEI partnerships.

Specifically, the interview data suggested two e8akroles of learning in
the New Zealand with East Asian HEI partnershiggeylare discussed under the
headings of learning for bridging differences ama@rhing through a shared

language.
Learning for Bridging Differences

Key finding: The higher education leaders in inteational partnerships
indicated they would learn from each other to brielgultural differences.
Although the higher education leaders in this stuggre influenced by their
culturally embedded prior knowledge and instituéibpractice, it was possible to
bridge differences through learning how to addrédss partner's needs and
through active communication.

The higher education leaders had developed thesfeped ways of
communicating and acting before they came to thectjpe of international
partnerships. For example, as discussed previoti®yChinese leaders revealed
their preference for working with Mandarin-speakistgff at the New Zealand
university. The research findings show that higbducation leaders’ culturally
embedded prior knowledge provided a strong position directing their
leadership practice in international partnershifis. discussed previously, the
Chinese and Taiwanese participants had a tendengyavide guests with a
highly courteous reception with the expectations mirturing long-term
relationships; whereas the New Zealand participantthis study revealed the

difficulty of providing the same level of receptida their guests. These were
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areas of differences which occurred because ofir@lltifferences. Socio-cultural
constructivist views of learning (Chapter Three)lphg¢o understand the
importance of individual construction of knowledgprior knowledge, and
knowledge construction as embedded in socio-cultcoatexts and as social
practice.

However, it is possible to bridge cultural diffeces if higher education
leaders learn across boundaries of differences.eSapproaches for bridging
differences between partner HEIs were identifiedidting collaborative research
in the Asia-Pacific region was considered a poweafproach to help to solidify
and strengthen substantial partnerships [TWT2 ai@ll]S The following
statement from a Singaporean leader is represemtatithe leader’'s perceptions

of establishing partnerships beyond cultural boueda

| don’t think that there is a difference in termisfactors affecting the
success of partnerships between Eastern and Webtemme, | believe that
it is the leadership in the programmes that couhigiu have a far-sighted
leadership view and if there is also a proactitguate behind the leader
who drives the programme of partnership, | thinks tivould lead the
partnership with greater flame and success...Themadee leadership
difference that has an impact on the success aftagrship rather than the
thoughts, you know the cultural thoughts...Some eké&challenges will
come in, but | don't think that there is a challertpat is so deep, so
enormous that we cannot resolve [it]. | am posibigeause | drive it![SG1]

Interpersonal approaches that were commonly emgldoyethe New Zealand,
Singaporean, Taiwanese and Chinese leaders taaténittross-cultural HEI
partnerships included adapting appropriate greetimjreception approaches, and

using appropriate communication styles based on plaetner’s cultural
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preferences. However, the perceived appropriattiggeand reception approaches
and communication styles differed across the highkeication leaders in this study.
For example, the Chinese participants in this sju@ferred communicating with

Mandarin-speaking staff at Western HEIs. A Chinaseticipant commented:

We certainly feel that mandarin-speaking staff @aymportant role at the
New Zealand university. If we need to communicatgtiaing with the
New Zealand university, we would use them becausey tare
negotiators...A lot of issues have been successollyed because of them.
If we communicate directly with the senior or mieldhanagement at the
New Zealand university, we feel they [the senionoddle management]
couldn’t understand our customs and ways of dolmggs so issues
couldn’t be successfully dealt with. [CN3-2]

Another Chinese participant stated that, upon camsgig which foreign HEIs to
partner with, they chose the New Zealand universitgr an Australian HEI,
which was of similar prestigious status and quatidythe New Zealand one
[CN2-2]. The main reason was because the New Zealamversity used
Mandarin-speaking staff to help initiate the parsh@gp. One of the
Mandarin-speaking staff was a lecturer, who orijyneame from China, and had
experiences of working in Chinese HEIs. He esthbtissome useful relationships
(guan xi) within the Chinese higher education nekspand understood both
Chinese and New Zealand ways of thinking and acting

In addition, observation was considered as an itapostrategy for higher
education leaders to address different culturalregohes to politeness and
communication. For example, one New Zealand pagiti commented on how
he reacted in a dinner reception at the host HEu“can’'t go wrong from first

watching the host then following what the host'djNZ1].
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Reciprocity acted as a key leadership strategyherparticipants to bridge
cultural differences. According to the interviewndings, reciprocity entailed
mutual contribution, mutual respect, mutual underdings, mutual trust, and
mutual benefits. Mutual benefits were consideredheas precondition for any
partnership. Benefits may not occur immediatelyr Example, the Taiwan-NZ
student exchange arrangements did not occur Wil 2nine years after the initial
MOU in 1998; and the New Zealand university renetedSingapore-NZ student
exchange agreement despite the lack of New Zeakindents travelling to
Singapore. However, without benefits, no partn@siwould exist. In terms of
benefits, international partnerships may also doute to individual HE leaders’
personal and professional growth. For example, & Kealand participant [NZ3]
commented on the professional and personal bertbiits emerged from the

China-NZ partnership programme:
...with the [Chinese] students there is that samé @&oreciprocity. We
contribute, they contribute — that kind of to-ingdafro-ing in terms of
every aspect of our academic work... | have foundesofrmy work with
the [Chinese] students incredibly enriching ...orr@fgssional level and
on a personal level. So working with them is onéhef most interesting
things I've done in my career... [NZ3]
This quotation indicated that the New Zealand pigdint’s learning emerged as
she interacted with the Chinese students. Thigrfighéchoed the discussion on
learning as embedded in socio-cultural contextsaana social practice in Chapter
Three. Nevertheless, the extent to which the higkducation leaders learnt

cross-culturally remained problematic because eif individual and institutional

habitus and the socio-culturally embedded rulgzrattice (Bourdieu & Passeron,
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1990; Reay et al., 2001; Thomas, 2002).

The findings show that there were benefits of imaéipnal partnerships on
the student’s widened learning and future caregoodpnities. The overall
internationalisation processes, learning, improvasieand changes that were
involved in international partnerships would cdmiite to the HEI's enhanced
capacity. In addition, active communication to &stelationships and reach
mutual understandings was perceived as a critpgaicach to bridging differences.
All the participants in this study noted that theeuof active communication
helped them to reach mutual understandings innatemal partnerships. For
example, a Chinese participant commented that “oftyough active
communication and interaction can mutual understgsdoe promoted, and only
through mutual understandings can empathetic utaelimigs, peace, and
harmony be promoted” [CN4]. They indicated thattiparships were built upon
individual leaders’ social networks. This requidedders to engage in frequent
communication and interactions, based on theirtiegisnstitutional contacts and
personal relationships. Furthermore, the leaddrsvael that personal contacts and
expertise could be shared among staff membersmathd between partner HEIs
to enable strengthened and widened partnershipriypypites.

Languages were found to be essential for bridgiffgrdnces between the
New Zealand and East Asian higher education leaddéosvever, the findings
show that the higher education leaders may nonleaoss-culturally if their
differences were too distinct. For example, a diggmt language difference
existed in the China-NZ and Taiwan-NZ partnershiasd the New Zealand

higher education leaders revealed a lack of ingestifor learning East Asian
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languages. This finding supports Wenger’s discussino the tension between
individual or community competencies and experiesnc&Venger (2000)
commented that such tensions may cause discomfwit sb may create
momentum for learning, but “if experience and cotapee are too disconnected, if
the distance is too great, not much learning islyiko take place” (p. 233). The
following section discusses the issues relatedetrning languages in these

international partnerships as experienced by theareh participants.
Learning through a Shared Language

Key finding: A shared language, either English &ast Asian languages, was
considered imperative for learning the practice dhe partner and for
distributing leadership capital at an equivalentel.

The higher education leaders in this study perckige shared language as
paramount in international partnerships throughcitihey learnt the practice of
their partners, and distributed leadership capttiveen their universities and
partners at an equivalent level. English languagjedaas a gateway to Western
with East Asian Chinese HEI partnerships. Althotigh New Zealand and East
Asian higher education leaders in this study emgdofznglish as the common
language, the communication approaches they usddcilitate cross-cultural
communication appeared to be culturally embeddedoAling to Crystal (2003),
the dominance of English is phenomenal becausamgubhge other than English
have ever been widely shared and distributed by ethermous numbers of
speakers. The increasingly hegemonic role of Ehglsa global language and as

the common language in professional knowledge ndsvinas increased the
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competitiveness of HEIs in English-speaking cowstrin the rapidly growing
international higher education markets (Altbach)£4) Bennell & Pearce, 2003;
Postiglione, 2005). Tsui and Tollefson (2007) comted that, as English has
become an essential constituent of global literaylls in the era of
internationalisation and globalisation, non-Englégieaking countries particularly
face enormous challenges in acquiring English sirhptause English “is not their
native tongue” (p. 1).

In this study, English was used as the medium ohmanication. As
English is not the first language in China and Baiwthe Chinese and Taiwanese
leaders experienced greater challenges than Sirempand New Zealand leaders
as they engage in international partnerships. Ehdénguage affected the higher
education leaders’ partnership practices in twceeisp the English proficiency of
the East Asian higher education leaders, and Newladd leader’s lack of

incentive for learning Asian languages.

English Proficiency of East Asian Higher Educatiobheaders

The English proficiency of individual higher eduocat leaders in East Asia
influenced the competencies of the HEI in partitiga in international
partnerships with English-medium HEIs. This studyrfd the overall English
capacity or proficiency of the East Asian HEIs leathearing upon the level of
co-operation and the involvement of the faculty imernational partnership
programmes and activities.

In this study, the Western HEIs which the East Agarticipants referred to

were those in Australia, Canada, France, New Zdaldoe USA, and the UK.
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Except for HEIs in France, the majority of thosesten HEIs fell into the
category of English-medium HEIs. English languages & medium through which
the leaders communicated to reach an agreementtoahunderstanding, initiated
student or staff exchange programmes, conducteabcohtive research, engaged
in professional dialogue, or jointly delivered pragnmes. As English is the
language of instruction in Singapore and New Zagldanvas not surprising that the
New Zealand and Singaporean leaders indicated nip@rtance of English in
communication in international partnerships. Thebglisation of English as a
language also affected the practice of higher educdeaders in Taiwan and
China. The research findings suggest that, Taiweamesl Chinese participants
perceived English as a leading language in acadamiian international education.
However, the findings suggest that partnerships Wistern institutions,
which included professional development for facuttgmbers and collaborative
research, were rare in Taiwan and China. This wabably because these
partnerships required a high level of English mieficy of the participants to be
able to engage in professional dialogue. In thislgtthe Chinese and Taiwanese
higher education leaders agreed that their profedgsanight encounter a language
barrier in partnering with English-speaking indithas. In particular, one lecturer
[TWT5] pointed out that the major source of obstador exchanges was the low

level of English proficiency of Taiwanese lecturgrgieneral. She commented:

Even those who had received training at foreign $;1Ehey are not
necessarily capable of teaching their subject are@rglish; they may not
engage in English conversations quite comfortablgedless to say,
teaching in English is another challenge. The fowus is on the students.
How much can students learn and understand [ini€hjgl However, |
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think the actual obstacles are the lecturers. ¥ousee that many lecturers
had training overseas, but they still couldn't teacEnglish. They are the
actual obstacles to academic exchanges. [TWT5-1]

Hence, Taiwanese and Chinese lecturers might héfieulies in delivering
English-medium courses to international studenitss Timited the opportunity for
mutual exchanges. In addition, this Taiwanese @pent commented that junior
staff members, who were proficient in English, weupported by powerful senior
professors to facilitate international partnersh[p®VT5-2]. Powerful senior
professors in Taiwan relied on junior staff membErgylish ability to engage in
international activities and to apply for intermaual funding. However, these senior
professors tended not to attribute the succedsesktinternational activities to the
endeavour of junior staff as far as rewards andlifugn were involved. This
Taiwanese participant termed these senior professs “scholar tyrants”
[TWT5-2]. According to the literature, scholar tgtar scholar lord refers to senior
scholars who control resources in higher educatiwaugh their authority and
power (g%;ﬂ;a%, 2006; ﬁ?sﬁﬁz 2003; ¥[]*, 2004). Zeng Pﬁ%ﬁ@% 20086) criticised
that scholar tyrants as symbols of corruption andilpge, and are harmful to
Chinese academia. The research findings are ingriti to show whether the
phenomenon of scholar tyrant had occurred in Newlatel and Singaporean
academia. This may be an area for future researekplore.

Singapore and New Zealand HEIs were at an advanthge developing
partnerships with top tier world class universitipgmarily European and North
American ones. The New Zealand participants notegaporean’s English ability

as being better than Chinese and Taiwanese. A Naladd leader revealed that
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she did not have any difficulty working in a pansi@p programme with

Singaporeans due to their high level of EnglishitgbBhe noted:

Singapore is an easy one because of the Engliglisknis their main
language. That will eliminate a lot of the diffites because you're
dealing with countries of English speakers...andehlegre no difficulties
at all! ...1 would say that they’re the Chinese ofdf¢gn culture. They were
very much Westernised | found...saying just pick oglongs very quickly,
and didn't require explanation where | do find deglwith [Chinese].
[Nz4]
The Singapore participants contributed their Eihglsoficiency to the nation’s
colonial background and English as a medium ofulesion and communication.
All the Singapore leaders, thus, revealed no diffycwhen jointly working with
Western institutions in research projects and tmgnprogrammes as they
considered Singaporean institutions as Western.

The findings suggest that English language as tralily-contextualised
mediated tool has provided both facilitations andstraints to the HEIs (Haste,
2001). In terms of facilitations, English langudgeltural capital) was used by the
New Zealand and Singaporean universities as andigtn to maintain their status
in the world higher education system. In terms arfistraints, the globalisation of
English as a language affected the practice of HEIson-English speaking
countries in East Asia (D. Hui, 2001; Postiglio2605). The East Asian higher
education leaders needed to use English languagthegs pursue advanced
knowledge and participate in mainstream knowledg®varks. Thus, the Chinese

and Taiwanese leaders may switch from their locatlamic languages and topics

to a dominant Western one in order to meet theireaents of the majority
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participants.

New Zealand Leaders’ Lack of Incentive for Learninsian Languages

The lack of incentives for learning Asian languagesay limit partnership
opportunities. English is the official languageNgw Zealand along with Maori,
and is the medium of instruction in HEIs. The Neealand participants in this
study, including European or North American migsanised English as the
official language at the workplace, and as the comtanguage for international
communication. The findings of this study suggést in New Zealand there was
a lack of incentive to learn Asian languages. Téibnked to New Zealand higher
education leaders’ prejudgments (Chapter Thre®ngfish and Asian languages.
For example, one New Zealand leader [NZ5] commented
There is not a high prestigious factor in New Zedlan speaking in
foreign languages. If you come from a non-Englighaking country, in
many ways to engage to the rest of the world, yaxeho learn English. In
terms of exchanges, that makes English-speakingties so much more
attractive because everybody wants to go to anigingpeaking country
and, you know, work on their English, study in Esigl...| think New
Zealanders would still have a feel of closer afffinvith going to European
countries or North America as opposed to goingdiaAvhich may indeed
be far closer geographically, far less expensived ghe quality of the
institutions that we have relationships with in @&snay indeed be higher
than the quality of some institutions we have ia thorth America or
Europe. [NZ5]
The findings reflect New Zealand people’s tendeoickearning languages except
for English “for other than purely utilitarian (evmmic and trade) reasons”
(Bishop & Glynn, 1999, p. 44).
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In addition, a New Zealand participant noted thiatienship between
language curriculum in schools and student exchapgectices in higher
education. He took Japanese language for exampmlecammented on New
Zealand students’ lack of interest in going to Astauntries if they did not know

their languages.

...people are going [to Japan] for language reasenause Japanese is a
taught foreign language at many many high schdmls ,Korean is not,
Chinese is, but still not nearly as many as peogie learn Japanese,
French, Spanish, or German. At the time when Chiteesomes widely
taught in New Zealand high schools, | wouldn’t knatven that’s going to
happen. We may then find students who come to tsities and they have
a greater aspiration to go to Mainland China, tongicKong, to
Taiwan...Because of what they've learnt, they man fieel a greater level
of comfort about going to Asia, and a greater @ityd [NZ5]

Furthermore, this study found that lacking inceesifor learning other languages
was not confined to New Zealand HEIls, but was commnw HEIs in other
English-speaking countries, such as the USA, thead& Australia. A Taiwanese
participant particularly commented on American dat® lack of incentives for
learning second languages, and this in turn mai thmese scholars’ opportunities
for partnerships:
Okay, | can see that in the United Sates, too. TUspally just use their
language and they can go everywhere in Englishineg have low
interests in other foreign languages. Wherever they people speak
English anyway, right? They accommodate me, why ukhol
accommodate them? So it’s very normal. A lot okfgn scholars that |
met when they come to Taiwan, sometimes they'rerawa that;

sometimes they would say “I feel terrible that h'taommunicate with
you in Chinese!” Of course, they limit themselvesni learning Asian
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languages, and they limit their cooperative oppuoties. [TWT5 — 2]

This quotation is indicative that language profme is linked with partnership
opportunities in HE.

To sum up, the findings of this study suggest laguage ideology shaped
language practices (Tsui & Tollefson, 2007). Ashdeson pointed out, “[t]hose
who write the rules, write rules that enable thentantinue to write the rules”
(Lieberson, 1985, p. 167). The East Asian higharcation leaders who did not
use English language as a medium for teaching,nite@r and research
experienced unfavourable power-relational occumsncin international
partnerships. The dominance of English languagenmélae East Asian higher
education leaders in this study believe that omtgugh English language are they
entitled to participate in international partnepshiand other international
activities in the world higher education system.sThanguage ideology also
undermined reciprocity and equal power relationsthe partnerships. This
language ideology remained difficult to change with short period of time in the
Singaporean, Taiwanese and Chinese contexts.

So far, from the interview data and documents esteftye categories of
distributed leadership which help to enrich theriture reviewed in Chapter Two.
These categories are formal arrangements (Chaptej, Fenhanced leadership
opportunities, understanding the context, sustdibabnd learning (Chapter Six).
The sixth category that emerged from the data a$ ¢ multiple international

partnership practice.
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Multiple Practices

The findings of this study indicate that multipigarnational partnership practice
was carried out differently at the individual levashd institutional level across
contexts. This implied different interpretation distributed leadership in New
Zealand, Singapore, China and Taiwan. The 22 higksucation leaders
interviewed were involved in multiple practices @#®y moved across roles,
perspectives, and cultural nuances in internatigaatnerships. This aspect of
distributed leadership in international higher eaion partnerships is under
explored in the literature. This section discusses higher education leaders’
multiple international partnership practices undee two headings: multiple

individual practices, and diverse institutionalgiiees.
Multiple Individual Practices

Key finding: The higher education leaders in inteational partnerships carry
multiple work responsibilities in their practice.

The research findings of this study show that tighdr education leaders in
international partnerships carry multiple work r@sgibilities. This had a bearing
upon the higher education leaders’ commitment teteldistributed leadership in
international partnerships.

International partnerships were integral to thénbrgeducation leaders’ daily
practice. While taking part in international parsteps, the higher education
leaders also embraced other work responsibiligesl/or were associated with
other communities of practice. For example, oneg&morean leader [SG2]

commented on his multiple leadership roles sucheasarcher in comparative
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education, Dean of Education, and Vice Dean ofaarch centre over the past few
years. They were not confined to their primary wooktexts. In particular, all the
academic higher education leaders in the studyicgaated in international
associations, conferences and research projeaghttatudents from a variety of
linguistic, cultural and ethnic backgrounds; hostesiting scholars from overseas
countries; and/or published internationally to commicate with a wider audience
or scholarly community [NZ1, NZ2, NZ3, CN1, CN4, 6NSG1, SG2, SG3,
TWC1, TWC2, TWC3, TWC4, TWT1, TWT2, TWT3, TWT4, &NT5].

In addition, this study found that internationatisa conveyed dissimilar
messages to the New Zealand and East Asian partisip The notion of
internationalisation has become increasingly canfusStandards and models
which were ideal in one context may not be suitail@nother. To the East Asian
and New Zealand higher education leaders, Engpgleared to imply a symbol of
internationalisation. The research findings shoat the Chinese, Taiwanese, and
Singaporean leaders considered English as a syofib@lesternisation’. To the
higher education leaders in China and Taiwan, matgonalisation meant
incorporating English as a medium of instructionprogramme delivery and
conference presentations, and the language ofqatioin. To the New Zealand
higher education leaders, internationalisation rmearbracing and learning Asian

cultures, but learning Asian languages was notgfattis.
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Diverse Institutional Practices

Key finding: The New Zealand and East Asian Chineld&ls pursued multiple
practices in international higher education markets

The New Zealand and East Asian Chinese HEIls indtudy pursued local and
national practices while being bound to global uefices and international
standards. The New Zealand and East Asian ChineBé¢s Hended to
internationally benchmark with relatively advancetEls, with the goal of
becoming academically as well as financially corapetand competitive in the
local and world higher education system.

The findings also indicate the phenomenon of twlisteots, as defined by
Altbach (1998), that not only existed in Asia, s also experienced by the
New Zealand university. The interview data showbdt tthe New Zealand
university encountered demands for internationtdisa such as the need for
foreign-fee-paying students, and developing its detds’ international
perspectives and competitiveness [NZ1 & NZ2]. Thr@mv\Zealand university’'s
mission statement also indicated the need for r@sow Maori achievements,
integrating Maori cultures in its curricular, aneétaining Maori students.
Balancing both needs is a central task for the Mealand university.

Individual institutional interests played a sigoént role in determining the
level of synergy, the win-win outcome, and the malthenefits. It raises the
importance of identifying both parties’ institut@ninterests as higher education

leaders plan partnership strategies. Partnerstopil doe fruitfully developed
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between institutions that are of different needsiaterests if individual HEIs were
committed and had something to offer. For exanthkeChina-NZ partnership was
driven by fundamentally different motives. The Glga partner demanded
capacity building of its education practitionersotingh learning Western or perhaps
advanced knowledge in a New Zealand university. Neev Zealand university
required foreign fee paying students to meet itarfcial targets. The partnership
was initiated based on the partners’ different satwneeds. Differences between
partners provided opportunities for mutual learningparticular, one New Zealand
participant commented that mutual learning andprecity was as a result of

differences:

There are different things we can offer, just &yttan offer us something.
That brings me back to this “reciprocity” thinghat it's not just us being
experts and teaching everybody else, but we le#am €ach other. [NZ1]

Reciprocity emerged as a key element in internatipartnerships that reoccurred
in individual interview data.

In addition, a Taiwanese patrticipant pointed oat,tbecause of the needs for
survival, Taiwanese higher education leaders neddethttach to” [TWT2]
prestigious or large HEIs in foreign countries ider to receive funding from
international sources. This perspective was supfddry other Taiwanese academic
leaders in this study. In the sense of ‘attachmeFdaiwanese scholars did not
determine the research agenda, directions andstdpitt followed their partners'.
On the contrary, another Taiwanese participant chdteat Western scholars
sometimes would invite Taiwanese scholars for boltative research in order to

apply for funding from a leading scholarly foundati in Taiwan, Chiang
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Ching-kuo Foundation for International ScholarlycBange [TWTS5]. In this case,
Taiwanese scholars were highly valued by Westédnnlacs in terms of their social
networks in Taiwan. Power relations between pastrierinternational research
projects may change according to the availabilityresources that each party
possesses.

The findings of this study also suggest that irdirnal institutional interests
and needs may vary at different points in time andifferent situations. Thus,
substantial co-operation and exchanges may naidiaisable or may be hindered
due to individual institutional needs. For exampke, Singaporean leader
commented on the strong institutional needs thay mgpede the partnership

practice between his university and a Canadianeusiiy:

[A] challenge will be that their own institutionakeds may be very very
heavy and as an outcome they may not have resoymeg&now, to meet
your needs as you originally planned. If | need ¢atiwnal Psychology
from [a Canadian university], and in that particud@mester, they also
have very heavy academic programme. [SG1]

Therefore, the Canadian partner did not have speseurces and personnel to
support the Singaporean university.

In this study, the East Asian Chinese HEIs werg wencerned about the
university rankings. To many Taiwanese higher etloca leaders,
internationalisation fundamentally conveyed the sage of partnering with
prestigious Asian, European and North American HRkBw Zealand has not yet
become a priority as far as international partnpssare concerned.

The East Asian and New Zealand higher educatiodelsaalso showed

different attitudes towards professional integrityinternational partnerships. As
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mentioned previously, two New Zealand leaders esqm@ that they had been
asked by some Asian leaders to lower recruitmeqiirements such as the IELTS

ranks [NZ1& NZ3].

Summary

This study provided opportunities for the 22 Nevaldad, Singaporean, Taiwanese
and Chinese higher education leaders to rethinkeftett on their perceptions and
experiences of Western with East Asian higher eitlutgartnerships. Themes
that emerged from the documents and interview datzuded: formal
arrangements (Chapter Five), enhanced leadersippriomities, understanding
the context, sustainability, learning and multiptactices.

Figure 2 shows the relationships of the five kegnednts of distributed
leadership in international partnerships. It heipsunderstand what distributed
leadership means in partnerships between WesteémBagist Asian Chinese HEIs,
what is or shall be distributed, the processeslwaebin such practices, and the

necessary conditions for sustaining distributedéeship.
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Figure 2 Distributed Leadership for Internationaghér Education Partnerships

The interview data and document information in tlsitsidy suggested the
following distributed leadership practices in theernational partnerships, in
relation to Chapter Two. First, the higher educateaders in this study focused
primarily on formal distribution of leadership rel@nd responsibilities. Second,
there was evidence of enhanced leadership opptesinin the international
partnerships to support formal leadership. Howeawer|evel of self-confidence in
taking up leadership opportunities differed amohg New Zealand and East
Asian higher education leaders. Third, the highducation leaders showed
understanding of the context, such as understaadifigentres and peripheries in
world higher education, competitive forces in higleglucation markets, and
culturally-specific relational rules. Fourth, sustbility was considered as an

essential aspect of international partnerships. fiihdings show evidence of
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sustaining partnership agreements and leadersippakaand the influence of
internationalisation systems and external factors tbe sustainability of
international partnerships. Fifth, learning fordging differences and through
shared languages was visible in the interview dataparticular, this study
identified that the language used in the partnpsshifected the higher education
leaders’ learning of self and others. Finally, nuplét practices were identified as
additional to the literature reviewed in ChapteroTwhe interview data showed
the challenges faced by the higher education |saaiethey tried to balance their
multiple roles with those of their institutionsimternational partnerships.
Theories that emerged from the research findings e discussed in

Chapter Seven.
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CHAPTER SEVEN DISCUSSION: LEARNING FOR DISTRIBUTED
LEADERSHIPIN INTERNATIONAL HIGHER EDUCATION

PARTNERSHIPS

Chapter Seven theorises the research findinggl dif the theoretical framework
for this study, and discusses the significancénefresearch findings. In this study,
learning occurred in all the key elements of diwstted leadership (formal
arrangements, enhanced leadership opportunitieerstanding the context and
sustainability). In these New Zealand with EastaAsChinese HEI partnerships,
learning demonstrated the potential for facilitgtoistributed leadership, and for
enhancing reciprocity in the partnership network.@onzales (2004) pointed out
distribution of leadership is characterised by@pm®cal process through which a
collaborative and spontaneous learning cultureutuaily constructed.

To theorise the learning and practice for distoutleadership in
international partnerships, this chapter presemtd discusses a conceptual
framework. The conceptual framework helps to explaow learning would
impact on multiple distributed leadership practices international higher

education partnerships (Figure 3).

Conceptual Framework for the Learning and Practice of Distributed

L eadership in International Higher Education Partner ships

A conceptual framework for the learning and pract€ distributed leadership in

international higher education partnerships (Fig)res constructed based on five
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elements: three sources of learning distributedddeship (including prior
knowledge, understandings of the context, and kedge of leadership capital,
issues and factors), reflection, and multiple dsted leadership practices. The
framework helps to understand how higher educatieaders’ distributed
leadership practices can be influenced by and ingatdhrough addressing these
interrelated elements of learning. The frameworknidies the relationship
between necessary inputs and potential outcomesleweloping distributed
leadership practices in the international partripsshit adds to the knowledge
base of “how leadership might be practised and wbasequences— intended

and unintended—occur” (Storey, 2004, p. 251).

Three Sources of Learning for Distributed Leadership

Prior
Knowledge
{liteworlds)

< 4

. ol

" Knowledgeof
Leadership Capital,
Issues & Factors
{microworids)

Reflection

Multiple Distributed Leadership Practice

Figure 3 The Learning and Practice of Distributeddership in International

Higher Education Partnerships

242|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

The upper part of the framework illustrates thremirses of learning for
distributed leadership. They are understandinggh®fcontext, prior knowledge,
and knowledge of leadership capital. The three @supf learning interact with
each other, and together influence the multipledéeship practices in
international partnerships. This study argues tha possible to combine the
three areas of understandings using Bourdieu’s emiacof habitus and fields
(Bourdieu, 1992; Bourdieu & Passeron, 1990), Lawa \Wenger’s (1991) notions
of situated learning in communities of practiceq &mallner’s (1995, 1997, 2004)
concepts of actuality, microworlds and lifeworld@h@pter Three). Integrating the
three areas of learning with the above theoretipatspectives helps to
conceptualise higher education leaders’ socio-ralltlearning for international
partnerships.

Reflection is situated in the middle part of thanfiework, and links and
informs learning and practices. The literature eavidentifies reflection as an
approach to enhance inter-cultural understandihgsohen, 2005; Poole, 2006;
Zhou et al., 2008) and to actively construct nevovldedge and develop future
practices (Barlow & Antoniou, 2007; Huston & Weav2008; Savin-Baden &
Major, 2007) as was also found in this study. When higher education leaders
reflected on their past experiences and their jmest they conceptualised an
understanding of their leadership practices inghdnerships. However, it was
almost impossible for the higher education leadersompare cultures, curricular
systems, and educational without making judgemegsCoulby (2006) argued.
The research findings show the higher educatiodelsamade judgements and

decisions based on their prior knowledge and tinvedterstandings of the context.
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This finding was parallel to the discussion on tlastructivist epistemology in
Chapter Three.

Multiple distributed leadership practices are posid in the lower part of
the framework. It emerges from the interview dadad represents multiple
leadership practices at the personal as well agutignal levels. The interview
data suggested that, through reflecting on pragtitegher education leaders
could enhance their understandings of the contagtyidual prior knowledge,
and knowledge of leadership capital. In particutarglish language as a cultural
capital and as a medium of communication in the Nealand and East Asian
partnerships was evident in this study. The reseéindlings draw attention to
some issues in relation to the use of languaget@mational partnerships.

In the following sections the framework of learnirajd practice of
distributed leadership for international higher eation partnerships is discussed
under the following headings: prior knowledge witbadership practices;
understandings of the context with leadership prest knowledge of leadership
capital, issues and factors with leadership prastisignificance of reflection; and

issues of language practices.
Prior Knowledge with Leadership Practices

Prior knowledge influenced the higher educationdéza’ perceptions of
leadership and their culturally-specific leadershpgproaches. Bourdieu’s notion
of habitus (Chapter Three), Wallner’'s (1995, 192G04) notion of lifeworlds

(Chapter Three, upper right circle in Figure 3)d adofstede’s (1991, 2001)

notion of national cultures (Chapter Two) all h@gnterpret this research finding.
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These theoretical perspectives suggest a sociapgraultural traditions, history,
preferences, and dispositions towards certain kactavities are socio-culturally
embedded. The higher education leaders in thisyshat constructed their
socio-culturally specific prior knowledge in thearly socialisation and learning
experiences, before they took part in HEI inteovai partnerships. This prior
knowledge included individual habitus, cultural wes, cultural assumptions,
culturally-specific leadership perspectives, paterof communication, and
philosophical foundation.

The higher education leaders’ prior knowledge weasptly ingrained in their
practices. As Bowe and Martin (2007) highlighteddividual cultures have
preferred ways of communicating, presenting poéssy and building
relationships. Mathews (2000) also commented thedple in the era of
globalisation and internationalisation tend to neergultiple practices, and that
the primary or original culture of the person woudinain strong in his or her
pursuit of social practice. Without deep reflectisome of the higher education
leaders may have taken their cultural practicegfanted, as the way things are.
Wallner (1995, 1997, 2004) indicated that the apphothe higher education
leaders employed to construct cultural knowledge teause intuition. The higher
education leaders tended to use intuition to mad@sens in cultural settings.
According to Claxton (2001), intuition is based mior knowledge and
experiences, and does not come from nowhere. Famgebe, higher education
leaders would observe what the host did in a dimsiteration, and follow the
host's cultural practice of eating. On the one hanthition had the strength of

helping the higher education leaders to make imatediecisions; on the other
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hand, using intuition sometimes limited the highducation leaders’ use of deep
thinking, reflection, and cultural sensitivity.

As Bourdieu (1988) argued, individual habitus imierwhether a higher
education leader is suitable for the field of higheducation. Similarly, the
interview data showed that the higher educatioddesiin different management
positions and countries developed different habitoesvards international
partnerships and towards their own leadership rolégse habitual tendencies
impacted on the higher education leaders’ muligiééributed leadership practices
in the partnerships.

The higher education leaders’ perceptions of lesddpwere congruent with
Hofstede’'s five national culture dimensions of powdstance, uncertainty
avoidance, individualism or collectivism, masctulyror femininity, and short-term
or long-term orientation (Hofstede, 2001; Hofst&delofstede, 2005). The higher
education leaders in the study showed differentldanies towards the five
national cultural dimensions as well as patternscainmunication, attitudes,
behaviours, actions and professional knowledge dlation to international
partnerships. This finding echoed the literaturgie®® on national cultures
(Chapter Two), and showed a dialectical relatiom&@tween the higher education
leaders’ habitus and their multiple leadership ficas.

The research findings present some examples oélgatlapting mutually
acceptable leadership practices in Western witht Basan partnerships. To
achieve this, they engaged in learning across rallboundaries, and have moved
beyond their culturally-inherent practices. It skaowthat prior knowledge is

possible to change as a part of the higher educhtarers’ personal growth (May,

246|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

1999b). In this study, tacit learning through sbaiteractions between Western
and East Asian higher education leaders occurredgaWwith their increased

socio-cultural experiences in the internationaltrpenships. Although the higher
education leaders may have lacked intention toltdae specific for Western with

East Asian partnerships, they may have later utmhatsvhat is important to learn.
According to the literature, growth in the workpaaoevitably requires a series of
adjustments as well as development of professikmalvledge and competencies
(Billett, Smith, & Barker, 2005; Smith, 2006). Inddition, Wenger’s (2000)

notions of learning at the boundaries in commusité practice (Chapter Three)
help to elaborate the possibility for higher edimat leaders to learn

cross-culturally.

This study showed a link between the leader's caily embedded
perceptions of leadership roles, and their effichelefs for taking up leadership
roles (Kark et al., 2003; Ross & Gray, 2006). Thghblr education leaders in the
study, who perceived their own leadership rolesitpety, tended to believe in
themselves as educational leaders, and took aatitiens in the international
partnerships. This finding adds to the literatunet@acher leadership and teacher
efficacy beliefs (Harris & Muijs, 2005; Ross & Grag006), by suggesting
addressing the impact of socio-culturally embeddatbr knowledge on
leadership perceptions and beliefs.

The connection between prior knowledge and undwisigs of the context
was evident in the interview data, and supportedr&ieu’s position on the strong
relationship between habitus (prior knowledge) dietd (context). Bourdieu

stated that habitus and field interpenetrate afidance the conditioning of each

247|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

other, and specifically that “[h]abitus contribsiteo constituting the field as a
meaningful world, a world endowed with sense anldiejain which it is worth

investing one’s energy” (Reay, 1997, p. 227). ThevNZealand and East Asian
higher education leaders in this study worked ia torld higher education
market or the field of HEI international partnershi They each carried unique
cultural heritage, knowledge, preferences and getges. Through their viewing
and acting in the field, they added cultural megnio the mainstream HEI
networks. The findings help us to understand whyesoules of practice favour

certain groups of HElIs in the world higher eduaaticarkets.
Understandings of the Context with Leadership Praes

Understanding the context of international partings and how the context
impacts on practice formed an essential part of ltigher education leaders’
learning and practices of distributed leadership.

The work context was an essential arena for legrnks Hodkinson,
Biesta and James (2008) pointed out, it is esdantianderstand learning as an
on-going process, and the ways which learning takase in the “wider social,
economic and political factors, which lie outsideveell as inside the person and
the learning situation” (p. 28). Understandingstty leaders in this study, of the
context for Western with East Asian internationaartperships involved
understanding potential social, economic and palitfactors that may influence
the HEI's internationalisation practice. DrawingoapBourdieu’s notion of the
rules of practice, the research findings suggest tiie higher education leaders

attended to external factors as they practised himm field of international
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partnerships (Bourdieu, 1992, 2000; Bourdieu & Wead, 1992). Specifically,
Wallner identified that people form understandirajsthe rules of practice in
actuality, which is additional to lifeworlds and eroworlds (upper left circle in
Figure 3). The framework demonstrated the possibiif linking Bourdieu’s
notion of the rules of practice and Wallner’s notaf actuality.

Understanding the context assisted the higher ¢iduckeaders to observe
the partnership networks and the macro higher éducanarkets, understand
national and institutional practices, and beconmeilfar with power-related issues
in distributed leadership practices. In this studigtributed leadership in HEI
international partnerships was embedded in sodioval contexts and was a
social practice, drawing upon Bourdieu’s notion fadld (1992), Lave and
Wenger’'s (1991) notion of community of practice anilarginson’s (2008)
notion of global field of higher education.

The higher education leaders in this study wereesldéd in contexts of
multiple cultures and practices, with an array isible and invisible boundaries
(Alfred, 2002). Blurred boundaries between the \&estand East Asian HEIs
emerged as a result of interpenetration of thesbad) factors. The research
findings are congruent with the literature on intdronal partnerships between
Western and non-Western HEIs such as in Africa,d\iéicEast, South America,
Southeast Asia, and Asia Pacific (Gopinathan & &dtiy 2005; Postiglione, 2005;
Tedrow & Mabokela, 2007). These authors soughh&dlenge the phenomenon of
Western universities being in the centre of inteomalisation in world higher
education. In particular, Altbach (1981) asked Was possible for peripheral HEIs

to become central in the international context aimibhree decades ago. The
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guestion remains viable today in examining the pewhkated issues as experienced
by higher education leaders in the East Asian aad Mealand contexts. The
research findings suggest that boundaries betwaeNew Zealand with East
Asian Chinese HEIs were reducing because of theaddnfor partnerships and
the higher education leaders’ multiple distributehdership practices. This
indicates the possibility for peripheries to becomentres, for centres to
collaborate with peripheries, and for HEIs to parfas centres and peripheries in
different contexts in the world higher educatiorrkes

While pursuing partnerships, the HEIs in this stoeipained competitive in
the world higher education markets. A market fgpeespective (Porter, 2008;
Porter & Kramer, 2006) helps to explain the muéipbles of New Zealand and
East Asian Chinese HEIs and their complex powextisrls. However, Porter’s
framework of five competitive forces could be enteohby adding a sixth and a
seventh force. A sixth force may be the public po(lRorter & Kramer, 2006). In
this study, public power came from government bgdibe media, alumni and
prospective international students, whose viewshefHEIs may impact on the
sustainability of international partnerships. A eeth force may require HEIs to
work collaboratively with an emphasis on capacitylding. For example, the
Singapore-NZ partnership focused on collaboratioth® two universities, and on
the capacity building of the Singaporean teachers.

Figure 3 shows the overlapping of the higher edocateaders’ prior
knowledge (which was constructed in lifeworlds)plhedge of leadership capital,
issues and factors (which was constructed in miortis), and their

understandings of the rules of practice (which wasstructed in actuality). The
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three sources of learning are interconnected dheeimce each other. The findings
suggest the three sources of knowledge assistedigher education leaders to
deal with issues and factors that were embeddeklinvthe partnerships. The
findings echo Wallner’'s (1995) discussion on leagniand practices. Wallner
commented that, although actors cannot fully commgme the context, it is
possible for them to increase their level of canweer the context through
constructed understandings in lifeworlds and miades. This highlights the
agency, ownership and active roles of the highecation leaders in constructing
knowledge. In this study, the higher education éeadmade sense of and
understood the context based on their culturallypexided prior knowledge. By
comparing, contrasting and reflecting on their @gmees in international
partnerships with prior knowledge and the ruleprmaictice, the higher education
leaders constructed knowledge of leadership capsislies and factors that were

paramount in international partnership practices.

Knowledge of Leadership Capital, Issues and Factwiish Leadership Practices

Another source of learning for distributed leadgysis the knowledge of
leadership capital, issues and factors that mayaanpmn the practices of
international higher education partnerships (lovegicle in Figure 3). The
international partnerships in this study were endleedin the context that
consisted of social, economic and cultural formslezfdership capital, and a
plethora of context-specific issues and factorse fihdings support the literature
on higher education leaders’ understandings oesguinternationalisation and in

educational leadership (Webber & Robertson, 20@®)42 In particular, the
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findings on distributing forms of leadership capddd to the current literature on
international higher education partnerships whichinty stresses distributing
social forms of leadership capital (such as leddersroles, positions,
opportunities, and networks). Comprehensive undedshgs of social, cultural
and economic leadership capital that the highercahn leaders obtained and
distributed was essential for them to succeedenptirtnerships. Such knowledge
was required for the higher education leaders taluswe what was to be
distributed and how it was to be distributed intipeactices.

This knowledge allowed the higher education leaderbserve how
multiple forms of leadership capital were used,uanglated, circulated, and
interrelated, and would lead to particular outcortBsurdieu, 1977). This study
showed that frequent interaction and a long-ternendation could possibly
increase the flow of leadership capital betweetngaHEIs. Frequent interaction
and long-term orientation also helped to enrich té&ributes, resources,
knowledge, competencies, skills, and qualitieshef individual higher education
leaders. This indicates the need for people wharan@ved in higher education
internationalisation activities to communicate ameract regularly, and attend to
any possibility that might lead to future partnépsh

The findings suggest that transferring capital leemvthe New Zealand
and East Asian Chinese HEIs was dependent uponetb@s of individual HEISs,
not necessarily from a higher status to a lower, ariech is what Altbach (2007)
suggested. The findings provide an alternative kmsugh which to interpret
Altbach’s (1998; 2004) notion of centres and pezids, and knowledge

dependency in the arena of international partnpsstChapter One). The higher
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education leaders’ knowledge of leadership capitédted side by side with their
knowledge of issues and factors that may impacttle success of the
international partnership.

This chapter has identified and discussed a nurobassues in these
partnerships, including issues of commitment, trusdciprocity, language
practices, individual and institutional habitus.eTépproach the higher education
leaders in this study used to construct knowleddeamership capital, issues and
factors was reflection. Such approach to learnialis finto Wallner’s (1998)
discussion on the development of disciplinary oofg@ssional knowledge in
microworlds. It is suitable to position the higlegtucation leaders’ knowledge of

leadership capital, issues and factors in microadgo(Figure 3).
Significance of Reflection

Another important construct of the framework (Fig®) is that of reflection. This
study particularly addressed the significance @€cion on the higher education
leaders’ practices in international partnershipg] an transferring tacit learning
into professional disciplinary knowledge. Such giboary knowledge was
constructed in microworlds, in Wallner’s term, bwias not emphasised in
Bourdieu’s (1992) notions of fields and habitus.céding to Wallner (2004),
knowledge is not equivalent with knowing and “[kimiag without reflection is not
knowledge” (para 8). The research findings suppdatiner’s views that simply
relying on past experiences and common sense ilingeaith international

partnership issues would challenge the professgmalof higher education

leaders. Drawing upon Wallner’s perspectives, taeéwork (Figure 3) suggests
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constructing disciplinary knowledge in microworlds)d indicates the dialectical
relationship between multiple leadership practieesl the learning of social,
cultural and disciplinary knowledge. This frameworkxtends Bourdieu’s

discussion on socio-culturally embedded learnind practices. The framework
further suggests the possibility for the higher cadion leaders to develop their
practices, through reflecting on the three souatdésarning.

Braxton (2005) addressed the urgency for “a schbiprof practice” to
meet two primary goals: improving administrativagdices in higher education,
and developing a knowledge base that recognisesptbfessional status of
administrative work (p. 286). Similarly, the resdafindings of this study suggest
that the international partnerships were groundébdinvthe context of continual
renewal and improvements of higher education perémce, responsibilities, and
standards.

The higher education leaders in this study (aleakls) required learning of
relevant skills and competencies to become resperasid proactive to complex
leadership agenda (Gornitzka & Larsen, 2004; Hu&dkleaver, 2008; Ramsden
et al., 2007; Whitchurch, 2006). There was a needchhancing the scholarship
of practice in these international partnershipsoufgh heightened learning,
reflection upon practices, and inter-disciplinaryjnter-cultural and
inter-organisational coordination among the higiducation leaders.

However, reflection was primarily done individuatgther than collectively.
The difficulties in reflecting upon the higher edtion leadership practices in
international partnerships were related to thekreasingly demanding work

environment. They all experienced heavy workloau$stane commitment issues.
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Demanding higher education work conditions haveuireq a considerable
commitment of time on the part of higher educateaders, and have limited their
time for reflective practices (Houston et al., 20B6sser, 2004). According to the
literature, a number of perceived economic andtipali factors have hindered
higher education personnel’s time commitment ta therk. These factors include
increased staff mobility, accountability, respoiigibs, entrepreneurial roles,
stress levels, and workloads on higher educatiaff @ok, 2003; Hancock &
Hellawell, 2003; Marginson & Wende, 2007; Welsh &etdalf, 2003). These
factors have prevented the higher education leaffers committing time to
reflection and, therefore, new learning.

In this study, international partnerships were fbwo be both a source of
recognition of achievement as well as a sourca@tased workload for the New
Zealand and East Asian higher education leaderdetJihe performance-based
funding and appraisal regimes in New Zealand, esirgy tension exists between
demands for workloads and variable motives for gad@n and rewards (Houston
et al., 2006; Middleton, 2004). Likewise, Taiwanda@Ghina also implemented a
similar performance-based funding and appraisalesyswhich requires higher
education leaders to be involved in internatiomdilis activities and increased
workloads (Chou & Ho, 2007; Yang et al., 2007). sTsiudy suggested that the
greater workload of higher education leaders, tloeendifficulties they face in
proactively or actively taking on different apprbas to practices. To the
Taiwanese and Chinese participants, different ambres to practices meant
learning and teaching in English language; to tlevNZealand participants,

different approaches to practices included learAsign languages. Due to a lack
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of time and heavy workloads of the higher educaksaalers, time for developing
language capacity was restrained. However, HEI&camuwange support staff who
can speak the partner's mother tongue to facilitegter communication and
enhance mutual understandings.

Some higher education leaders in this study comedeah the benefits of
participating in this study as the interviews enmagred them to reflect upon their
past experiences and possible future action inrnatenal partnerships. In
addition, they relied greatly on communicating witle partner HEI using emails.
Studies on group communication using emails havewsh that emalil
communication is convenient, does not significaimiyrease workloads, helps to
facilitate reflective practices, increases groujis&zction, and has the potential to
improve relationships within the emailing netwokdidd & Nestel, 2004; Leong,
Gingrich, Lewis, Mauger, & George, 2005). As thgHhar education leaders in
this study have already been using emails for dalymunication, emailing can
act as a powerful tool for them to share, exchaagd,obtain information as well
as to develop professional knowledge.

This study further suggested communication throwghails has the
potential to facilitate collective reflection ongbessional practices in international
higher education partnerships across cultural, onatj and institutional
boundaries. In this study, the higher educationddem used emails to
cross-culturally communicate, compare, contrast amsolidate culturally
specific terminologies, concepts, norms, knowledge practices. The process of
reflecting upon prior knowledge as well as issued factors that are embedded

within the context is critical for emerging new kviedge and socio-culturally
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competent leadership practices in internationahdigeducation partnerships.

Summary and A Working Definition of Distributed L eadership in

I nternational Higher Education Partner ships

Building upon the literature on distributed leadgpsin Chapter Two and the
findings of this study, this chapter presents asdusses a conceptual framework
for the learning and practice of distributed leatigy in international higher
education partnerships. The conceptual framewohash® understand how the
higher education leaders’ three sources of leamiogld impact on their multiple
leadership practices, and how reflection would htpbridge learning and
practices in international partnerships.

The three sources of learning identified in thisidgt include prior
knowledge, understandings of the context, and kedae of leadership capital,
issues and factors. This study argued that thiteer@lated dimensions of learning
intrinsically impact on the New Zealand and EasiaAsigher education leaders’
distributed leadership practices in the partnesshipthese three dimensions of
learning were addressed, the leaders would be sumie-culturally competent in
practising in international partnerships. In promgtthese three dimensions of
learning, the level of reciprocity and sustainaypiln partnership networks would
be enhanced. It is suggested that higher educéematers’ learning or lack of
learning about how to distribute leadership woelald to differentiated leadership
practices. Multiple leadership practices in theesinational partnerships was a
result of the higher education leaders’ differentlerstandings of the issues and

factors that reside within the higher educationtert It was also the outcome of
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different life experiences and prior knowledge theatre developed within their
socio-cultural groups and HEIs.
A working definition of distributed leadership international partnerships

between the New Zealand and East Asian Chinese éta#sged as the following:

Distributed leadership in international higher emtian partnerships is
inclusive leadership practices that address foarmangements, enhanced
leadership opportunities, understanding the contsistainability and

three sources of learning (prior knowledge, undedings of the context,
and knowledge of leadership capital, issues antbrigicin international

partnership networks; that focus on the relatigndbetween learning,

reflection, and multiple (multi-layered and mukvklled) leadership

practices; and that are particularly subject to teeel of language

proficiency.

Chapter Eight concludes this study, provides recenuuations for future practices

and research, and identifies limitations of thislgt
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CHAPTER EIGHT CONCLUSION

Globalisation, internationalisation, and many otéetrepreneurial concepts have
spread widely through the higher education seatathe 21" Century. However,
the rules for international partnerships betweerstdfa and East Asian Chinese
HEIs appear to overemphasise economic benefitsoardook the educational
leadership implications for such practices. In ¢hessourcing and relationship
practices, Western and East Asian higher educédamers are seeking new social
orders and institutional rules to nurture succdgsftnerships. This study served
the purpose of identifying the type of educatideadership that could help higher
education leaders to move across boundaries adnaficultural, structural, and
institutional differences, and to address issuesfactors that may impact on such
leadership practices. The type of educational lesdiiie being promoted in this
study was distributed leadership.

In conclusion, this chapter firstly provides recoemdations for possible
future leadership practices. It then indicates sartdat future research may
consider in terms of research methodologies amut¢tieal frameworks. The final
part of this chapter identifies areas of limitagoaf this study, and indicates

approaches used to minimise these limitations.
Recommendationsfor Future Distributed L eader ship Practices

This section provides some recommendations forréutlistributed leadership
practices in international higher education paghgys. Although the focus of this

study is restricted to the international partngrshbetween the New Zealand

259 |Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

university and its East Asian Chinese partnershatuld be noted that some of the
findings may have wider implications for educatjoractitioners and researchers
who are concerned about international partnershgztigces in other contexts,

such as other countries, cultures, language pes;tand disciplines.
Approaches to Enhance Distributed Leadership

It is suggested that higher education leaders tgkk@active leadership roles that
enhance distributed leadership. Higher educatiaddes need to understand that
distributed leadership for international partnepshoverlays three main premises:
(1) leadership practices are culturally embeddethiwithe leader’s original
socio-cultural group; (2) distributed leadershiguiees profound understandings
of issues and factors that interpenetrate and eewsiihin the world higher
education context; and (3) HEIs need to addressnpertance of sustainability,
understand the context, engage in learning, provihanced leadership
opportunities as well as put formal arrangementsplace for individual
partnerships.

Distributed leadership has the potential to overeahfferences, maximise
reciprocity, and enhance leadership opportunitigsderstanding differences and
similarities in needs, expectations, prioritiesltunes, thoughts, perceptions, and
practices was highly regarded by all the participas a key leadership approach to
international partnerships. To achieve this, higkeducation leaders have to
observe and learn socio-culturally or institutidyraipecific practices.

Specifically, this study suggested that the edooati leaders’ perceptions

of their own leadership roles and efficacy belieds be further promoted. This

260|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

requires higher education leaders to attend ta théturally inherent leadership
perceptions and prejudgments. Higher educationelsaare required to actively
engage in leadership roles. They need to acknowledgl value their academic,
management, administrative or support roles inriational partnerships. HEIs
may benefit from developing a leadership culturat fosters multi-layered and
multi-levelled leadership within the organisation.

It is crucial to “possiblise” (Webber & Robertsd@03, p. 31) how HEIs in
one socio-cultural setting can best incorporaté Wie other to enhance distributed
leadership. It is suggested that higher educatieaddrs in international
partnerships need to be innovative in thinking. yrmeed to consider how
international partnerships can be fruitfully deyedd beyond positioning Western
HEIs as centres and the rest as peripheries. Qigungndsets on power- relations
between HEIs would enable higher education leattedevelop, enhance, and
perhaps change leadership practices, and to contjyetdistribute social,
economic and cultural forms of leadership capitabss differences. Committing
leadership capital within HEIs and with their pams across a number of lateral
and vertical differences, in Marginson’s (2008)nehelps to nurture trust and
maximise reciprocity in international partnershipnce, there is a link between
sustainability and boundary-breaking leadershigtpes in international higher
education partnerships (Marginson, 2008; Rober&uvebber, 2002).

Higher education leaders also have an obligatiootd into issues in
international partnerships beyond the institutideaél. They need to consider the
impact of external factors on the development apdration of international

partnerships. For example, HEIs may examine thairiaulum design, staffing
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structure, resources, and government policies tek seays to promote
inter-cultural understandings.

Familiarity with second or foreign languages woubglp to nurture
cross-cultural understandings. A national secomgjuage or foreign language
policy might benefit the New Zealand universitytaking part of export education,
international education, and international parthips

In particular, New Zealand, Singapore and Taiwae aglatively small
countries when compared to China and AustralidénAsia-Pacific region. HEIs
in these countries would be relatively small anekithle. This helps them to
develop a niche market and provide partner ingbitgt students or any one who
Is a consumer of higher education services witlorzd systems or programmes.
Innovative approaches in delivering export highduaation would distinguish
New Zealand HEIs from a raft of providers in whastbecome an increasingly

competitive export education market.
Active Communities of Practice

To nurture distributed leadership practice betwegernational higher education
partners, higher education leaders are recommetawedttively participate in
communities of practice. Key players in internatibpartnerships are expected to
work collaboratively to address entrepreneuriabiéss conflicting values, and
distribution of institutional and government resmes and funding (Slaughter &
Leslie, 1999; Slaughter & Rhoades, 2004).

To enhance distributed leadership in internatiopattnerships, higher

education leaders need to actively establishingvarés of support within and
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beyond their HEIs. Initiating cross-role, crosstardl, inter-disciplinary, or
inter-organisational dialogue on collaborative @aghes to enhance practices
could facilitate this. Support teams, such as athtnative personnel in academic
departments and international centres, can actigblgre their expertise in
administering international affairs with their aeatdc colleagues. This may help
academic higher education leaders to attend torthecial and market factors that
are inherent in the ever changing world higher atian environment. A
heightened sense of community could help higherca&titn leaders to reduce
inward-looking and insular practices, and enhaneeiprocity and respect
differences.

A focus on longer term relationship building is ded. These can be
developed by aligning alumni and support persongiarnational partnership
networks, applying cultural strategies such as guarface and favour, using
foreign negotiation, providing international stuteenwith positive learning
experiences and work opportunities, seeking sus&support from government
bodies and HEIs.

In addition, attention to complicated power-relaib issues across
communities of practice is required. Many East Asitls are in a less favourable
situation than Western providers of higher educatioterms of the language of
instruction and the Western academic tradition. E\mv, in terms of bargaining
power in export higher education markets, East M\d#Els as customers of
Western higher education services held strong ipasitWestern HEIs may
consider how they as suppliers of Western highercaibn knowledge could

respond positively to the demands of its East Apamtners. Correspondingly, East
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Asian Chinese HEIs may consider how they could stgmf the existing Western
higher education model, and develop their spediaracters based on the local

context, as they work with Western HEI partners.
Leading Learning and Professional Development

Profound learning and reflection are needed torimfbigher education leaders’
practices. Sustainable development of human capacit leadership in the
internationalisation process deserves greater esigfarth et al., 2007; Seddoh,
2003; Song & Tai, 2007; Summers et al., 2005). Tpecess for
internationalisation could be enhanced through a@gpabuilding of staff,
committing leadership capital, providing feedbaahkd addressing external factors.
As Levin and Fullan (2008) highlighted, sustainidiin leadership demands
multi-level and multi-dimensional capacity buildirtf the people and partners
within and outside the educational institution.

Collective reflection among higher education fagulhembers could
improve distributed leadership practices in intdomal partnerships. Collective
reflection can be carried out through conversationsocial interactions such as
meetings, social gatherings, mentor-mentee relstiips, and peer coaching
(Grant, 2004; Hubball & Burt, 2006; Huston & Weav2008). Along with the
advancement of information and communication teldgies, a variety of on-line
approaches can be employed to promote collectiflection between partner
HEIs.

Further development of the higher education leaderger-cultural

competencies is necessary for distributed leaderphactices. Relevant units
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within individual HEIs and external government beglimay need to review
current funding, reward, and promotion structuressthe provision of relevant
professional development opportunities. Higher atlon leaders should value
their prior knowledge, and then critically analybeir strengths and weaknesses
to determine areas for development of inter-cultacampetencies. In particular,
Webber and Robertson (2003, 2004) advised leagedshielopment programmes
integrating local, national, as well as internatibrperspectives to avoid
misunderstanding, and to facilitate understandiogaternational policies and
practices.

It is also essential for HEIs to explore how higbducation leaders can be
further motivated and equipped with necessarysskitld knowledge for practising.

According to Stohl:

If we want to internationalize the university, wavie to internationalize
the faculty. We have to move them in the necesdamegctions. We thus
need to consider not only how to do what needsetddne but also how
what needs to be done affects the faculty and hevecan mobilize their
power over the process. (Stohl, 2007, p. 367)

In order to mobilise higher education leaders’ @ffee participation in
international partnerships, government bodies akdsHnust provide necessary
conditions and incentives to encourage collaboeaéind reflective learning and

facilitate professional development of inter-cudiurompetencies.

Organisational Systems for Sustainability

This study suggests that distributed leadershifniaernational partnerships are
grounded in organisational systems and process®sptiomote sustainability.
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Therefore, higher education leaders should consuthat systems are needed for
enhancing sustainability in their partnership cetste HEIs need to develop
processes and systems for sustaining internatgaian, as well as to commit
resources and personnel to current partnership eangnets, activities or
programmes. Systems that promote efficiency, fié#b and professional
integrity, and address potential issues and factittsin partnership networks are
needed. These include, first, institutionaliseddfeseck systems and processes to
effectively monitor the progress of individual peetship programmes or
activities, attend to potential conflicts of intst® understand both parties’
changing needs and expectations, and adequatefsibdis leadership and
resources. Due to different governance systemssdhestern and East Asian HE,
higher education leaders need to build consensusoanto successfully meet
national, institutional, and departmental standasdsl requirements while
addressing partners’ needs for efficiency and lfligiky. It is also important for
HEIs to monitor higher education leaders’ demandiark conditions and the
impact on professional development and renewal ¢ktou et al., 2006;
Whitchurch, 2004, 2006).

Second, to facilitate distributed leadership, WestdEls, as providers of
higher education services, must endeavour to prqteafessional integrity and
assure education quality while focusing on prodéldng. East Asian Chinese
HEIs as consumers of higher education services iiogsts on improving the
overall institutional capacity, including Englismoficiency of staff and students
and professional knowledge, while seeking Westemalifications and

partnerships. Higher education leaders need torebsmmpetitive forces within
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the context of international partnerships, and bgvédetter understandings of
how distributed leadership practices could balgheedemand for competition as
well as co-operation.

Third, practitioners of international partnershge required to incorporate
cost-effective analysis of necessary input and mi@te outcome to effectively
address social, cultural and economic factors erstlstainability of international
partnerships. This is because committing socidtual and economic forms of
leadership capital is paramount in promoting sostale distributed leadership.
Higher education leaders need to understand horreadtfactors such as safety,
publicity, financial factors, competitive marketrées, and government policies
can influence the sustainability leadership capAaddressing Bishop and Glynn’s
(1999) three principles (partnership, participatimmd protection) for building
relationships in international partnerships canaeck sustainability and nurture
trust and reciprocity between partners.

Fourth, sustainability in distributed leadershipn dae improved through
effectively increasing the publicity of the HEI atite partnership in a foreign
market. Providers of higher education services rteeensure positive learning
experiences for international students, and offeent extended employment
opportunities. This would encourage internatiortakdents to promote the host
HEI upon their return to home countries. Encourgdiearning of East Asian
languages may also help New Zealand HEIs succéssiatierstand East Asian
higher education systems, establish linkages, laungliromote New Zealand HEIs
in East Asian markets. In order to participateyfuii the field of international

higher education, East Asian higher education leadmrry the leadership
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obligation to enhance their HEIS' profile throughternational publications,
conferences, as well as capacity building of ta# sind students.

Finally, higher education leaders must place pyodn ensuring student
safety and provision of socio-culturally appropeigiastoral care in their daily
practices. Profound understandings of internatishadents’ special requirements
for studying and living in a foreign country aresestial for all higher education
practitioners. These approaches are examples ofoagpes to maximise

sustainability in the HEI's internationalisatioropess.

Recommendationsfor Future Research

First, researchers need to develop socio-culturgfigcific knowledge that is
grounded on the reality of a particular group obgle in a society, nature, or
culture (Yang, 2005). Instead of simply followingordinant Western
methodologies, researchers of cross-cultural stutie to examine the research
context and seek theoretical perspectives thagaiethe realities of the context.
This study has illustrated a number of ways to@adha high level of compatibility
between the leadership literature, philosophicaspectives, and methodological
approaches. A variety of theoretical and methododdgperspectives were used
based on their suitability for interpreting the e@ach findings. Incorporating
dominant theoretical perspectives, in particularopean and North American
ones, with perspectives from New Zealand and Eas& Aay help to moderate
the excessive use of Western theorising in thednigducation literature.

Second, comparative leadership studies have thengalt to develop

cross-cultural understandings. This study, as coatipa inquiry, empowered me
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to enrich inter-cultural understandings. Compagathtudies can be a powerful
way for collective reflection and learning distribd leadership practices. It would
be meaningful for higher education leaders to uiatercomparative approaches
to analyse their own practices and explore areasmfovement.

Third, this study argues that simply contributinfjedlences in practices and
thoughts to culture may lead to misinterpretatiBesearchers of cross-cultural
educational practices must be cautious about wsitigral labels such as Chinese
culture, Singapore culture, Taiwanese culture, Mealand culture, East or West
and so on. Labels or labelling may not be cultyralppropriate or adequate to
interpret the complexity of socio-cultural and brstal knowledge that have
contributed higher education leaders’ practise. chigeptions of cultures are
somehow inevitable as researchers tend to unddrskesir own contexts better
than others’. To avoid labelling of cultures in quemative studies, researchers
need to be self-cautious about personal biasesuwhdal assumptions.

Fourth, researchers of cross-cultural studies capley strangifications
(Chapter Three) as powerful methodological stra®dgo enhance inter-cultural
and inter-disciplinary co-operation of data. Stifiogtions can offer specific tools
for researchers to explore underlying connectioneray theoretical perspectives,
and implicit relationships among social structutes noteworthy that integrating
strangifications with grounded theory methodologysisted this study to
effectively reflect upon cultural data. Strangifiocas can act as a reflective
knowing approach for constructing cultural knowled¢n addition, this study has
demonstrated some ways to use strangificationsedsatiological approaches to

facilitate coordination of knowledge that is deyad within different contexts. In
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this study, strangifications allowed this study egplore the differences and
commonalities between Chinese relational norms ssdBuanxi, face and favour
and equivalent English terminologies. However, tieteal norms which are
relevant to the Singapore and New Zealand contegtalso meaningful to explore,
for example, Malay and Indian views of relationship Singapore and Maori

views of relationships in New Zealand.

Limitations of the Sudy

Any analysis based on the accounts of a few higiducation leaders is
necessarily tentative. Yet, the very different eigees of the higher education
leaders in New Zealand and East Asia signals theoitance of addressing
aspects of socio-cultural, historical, economic¢chtelogical, and political
influences that have a bearing upon the persomhtaltective practices of higher
education leaders.

This study would have been enriched if | had inedlthe same participants
for two rounds of face-to-face interviews. The neks of the research findings
could have been enhanced if | had involved mordigyaants with similar
backgrounds from the same country. However, thigystvas designed to involve
such a diverse group of higher education leadengs Was because, as Hayhoe
(2007) suggested, identifying common patterns atfce across differences can
be a methodological approach to emerge meaningfdinigs and which helps to
explore in-depth cultural patterns. Further redeaould employ more participants

with similar work experiences and responsibilities.
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This study sought to employ participants from a ilsimdisciplinary
background, education or teacher education. Howdweas unable to explore
in-depth the institutional habitus of individual gher education leaders’
departments, faculties, schools, or colleges wiitsirmother HEI. Future studies
could employ more participants from a particulacgdline in the HEI to explore

their collective practices, cultures, and dispossi within the field of education.

Conclusion

If higher education leaders’ distributed leaderstppactices were deeply
embedded in their original work context, how efieely can individual higher
education leaders learn and adapt to globally ddfprofessional practices? This
study showed that distributed leadership, whicloiporates five key elements
(formal arrangements, enhanced leadership opptasniunderstanding the
context, sustainability, and learning), has theepbé&l to promote reciprocal
learning, understandings, respect, trust and bisnafthe New Zealand with East
Asian Chinese HEI partnerships. The kind of disii@ol leadership being
promoted in this study makes significant departtrem simply distributing
leadership titles, positions and responsibiliti@his study gives rise to an
inclusive approach for exploring how social, cuduand economic leadership
capital might be successfully distributed acrossional, social, cultural and
institutional boundaries in international partngosh

The key argument of this study is that distribuleddership has the
strength to assist higher education leaders togengasocio-culturally competent

leadership practices in international partnershiffiere is a dialectical
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relationship between higher education leaders, toatext, and multiple
distributed leadership practices. This study regdrdh wide range of key
stakeholders in international partnerships as hmigdecation leaders, considering
their agency, contribution and importance in inational partnerships. They are,
for example, senior and middle management, pahigersnitiators and
implementers, academic and administrative staffmai, and postgraduate
students. This inclusive view of higher educati@aders extends traditional
conception of higher education leadership, and ptem enhanced distributed
leadership opportunities in HEIs.

The context of the New Zealand with East Asian Haiernational
partnerships was complex. It was an arena of nelppactices, cultures, centres
and peripheries, competitive market forces, andiraber of external factors that
impacted on distributed leadership practices iermdtional partnerships. Multiple
distributed leadership practices are the outcomeedfcal and lateral differences
among HEIs in the world higher education market. Ag&ch, understanding
differences through reflection helps higher edwratileaders develop
inter-cultural understandings and competencies#d with different individual as
well as institutional practices.

Trade in higher education services between WestetdrnEast Asian Chinese
HEIs continues to grow in the world higher eduaatioarkets in the Z1Century.
Higher education leaders should raise their cultas@areness and engage in
on-going reflection and learning to understand lstributed leadership can be
successfully practised between partners in diftecentexts. This study provides

lenses for higher education practitioners to explarnderstand, reflect upon,
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analyse their partnership practices and plan fuaadership actions.
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APPENDICES

Appendix A Themesfor Discussion

[DATE]

Dear [NAME],

Thank you for agreeing to be in my research projai are invited to take part in
the first-phase interview. It will take 45 minutés answer several questions
concerning your perceptions of international paghgps, your leadership roles,
and cooperative strategies in partnerships betWésstern and East Asian higher

education institutions. The questions below willused as guidelines only.
1. Background
« Can you give me some information on your backgr@ugamily/ work
experiences/ responsibilities)
2. Your perceptions of international partnerships
e Can you tell me about the current practice of maéipnal partnerships
In your institution?
* What are your perceptions of international partnigss?
* What are your perceptions of developing internaig@artnerships with
higher education institutions in New Zealand or #&gscountries?
* What are your responsibilities related to the méional partnership
with the New Zealand institution?
3. Your perceptions of your leadership roles
« How do you feel about your leadership roles in@mena-NZ /

Singapore-NZ / Taiwan-NZ partnership?
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1)

2)

Can you tell me about your involvement in the decismaking of

cooperative strategies in this partnership?

. Cooperative Strategies

Initiation stage

Who initiates this international partnership?

Why did your institution choose the New Zealandversity as its
partner institution?

Can you specify the motives for forming the inté¢io@al partnership
with the New Zealand institution? What values updethe processes
used to establish this international partnership?

How are relationships established?

Whose interests/experiences are paramount in éniegrship?

How is power-sharing initiated?

Implementation stage

In what ways do strategic processes facilitate comgoals? How does
your institution achieve compatibility between fieatner’s goals?

In what ways does your institution share in runrtimg partnership?
How does your institution integrate the partnetiingon’s
organisational culture and national culture?

Whose cultural reality is current?

Whose realities and experiences are legitimate?

What authority does this partnership have?

Who are the leaders from both sides of the parti@esccountable to?

How is this accountability demonstrated?
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3) Institutionalisation stage

* What do you believe are key factors of sustaingtderived from this
international partnership?

* In what ways does your institution monitor its dhe partner’s
international partnership strategies?

5. lIssues derived from the partnership

* What are the impacts of this partnership on yostitution? Or on the
New Zealand institution? (benefits / challenges)

* Who benefits from this partnership?

* What are the issues you have experienced in thegrahip? (e.qg.
cultural / social / political / communication / pewrelation / language
issues)

6. Additional Comments / Suggestions / Improvements
* What are your future expectations of this partnefzh
* What can be addressed or improved to sustainrttesniational

partnership?
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Appendix B Summary of Initial Research Findings

THEME 1. Perceptions of L eader ship Role

The study found sustainable international partnpssin higher education were

strongly linked with higher education leaders’ leesthip role in fostering and

maintaining networks, relationships, and interagiavithin and outside their own

institutions, and between partner institutions. mhe emerged under the category

of leadership role include:

“Champions” - proactive / active attitude of acadeneaders and senior
management;

“Sustaining ties” - Frequent communication and raddons among

institutions;

Sharing of personal and institutional contacts exypkriences;

Alumni of international backgrounds as agents térnmational partnerships —
A Taiwanese leader termed this “backyard diplomacy”

The value of Mandarin-speaking staff members alNénw Zealand university
in negotiation and communication processes;

The value of support networks — from both acadeanat administration sides
within the institution, and in the community; and

Some Taiwanese and Chinese leaders perceived seamagement as the

only authority to develop international partnership
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What are your thoughts on these?

THEME 2: Reciprocity and Mutual Benefits

Reciprocity and mutual benefits were considerethasmost critical elements in

international partnerships in higher education.iésg include:

e Guan Xi(a Chinese term) or complex relationship as a qéition for
international partnerships;

e The motives behind the partnerships impacted onldkel of ‘synergy’,
win-win outcome, or mutual benefits;

e Reciprocity was complicated to achieve cross-callyr especially for
Taiwanese and Chinese leaders:

o Chinese indigenous concepts, ‘face’ (mianzi) aadotr’ (renging),
and trust were considered as key elementsahgiin international
partnerships;

o ‘Hegemony' was identified in resource allocationpartnerships
with Western countries; and

o Taiwan’s poor international relations had an enarsnafluence on

the development of international partnerships ghbr education.
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What are your thoughts on these?

THEME 3: Internationalisation vs. L anguage Acquisition

e English served as a medium through which highercaton institutions or

academic leaders communicate to:

o

o

o

o

o

Reach an agreement or mutual understanding;
Initiate student or staff exchange programmes;
Conduct collaborative research;

Engage in professional dialogue; or

Jointly deliver programmes.

e To Asian leaders, English implied a symbol of intdronalisation or

Westernisation; whereas to New Zealand leadersrnationalisation meant

embracing and learning Asian cultures, but leardisgn languages was not

part of this;

e New Zealand students’ lack of incentives or lowelesf interest in learning

foreign languages was considered as a barrier W Realand institutions’

outreach practice in non-English speaking Asiamties.
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What are your thoughts on these?

THEME 4: Representation in theforeign education market

The low level of representation of the higher ediocainstitution in the foreign

education market had a bearing upon:

e The stakeholders’ low level of understandings @ogmition of the higher
education of the country, and

e Their leadership role in seeking co-operation etnEship opportunities with
the overseas institution, or in initiating actiegi after the signing of
agreements.

The findings in relation to the representation n#ividual countries’ higher

education institutions include:

e Prestigious Chinese higher education institutioagd & high profile in New
Zealand and other Asian countries;

e Singapore, Taiwan and China all had a certain lefvahderstandings of each
other’s higher education;

e There was a lack of understandings of New Zealaudation and its higher
education institutions by most Asian leaders;

e New Zealand and Taiwanese leaders had limited statetings of each

other’s higher education systems and institutianst
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The Singaporean university was considered as aaelguinstitution or a

benchmark in Asia by some New Zealand leaders.

What are your thoughts on these?

THEME 5: Organisational systemsfor sustainability

The concept ‘sustainability’ involved two dimenssoaf meaning: first, the
continuance of current partnership agreementsyitet or programmes;
second, the institutionalisation of processes aystems for sustaining
internationalisation;

The HEI generally took informal approaches to mamihe progress of their
partnership programmes;

The relevance of the partnership and the resoymeesded were dependent
upon the individual institutions’ needs, goals aagacity; and

A low level of flexibility of the institution’s inérnal processes and systems

would lead to the departure of partners.

What are your thoughts on these?
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Question 6: External factors

External factors also impacted on higher educatmstitutions’ decisions on

choosing and sustaining international partnershipsiceived external factors

include:

e Monetary support or funding from their facultiedleges/institutes,
universities, governments or foundations;

e Time allowance for staff conducting partnershipgreanmes;

e The political stability and economic status of doeintry;

e The effect of currency exchange rate on the coptajrammes; and

e The influence of the media —the negative publiditigsed propaganda, or

narrow-scoped international agenda which was reddhrough the media.

What are your thoughts on these?

Question 7: Culture- East and West?
Leadership played a critical role in addressing arahaging perceived cultural

shock and cultural differences in cross-culturatiperships. The emergent themes
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include:

e East and West were perceived as a fluid and dyneomicept, or a continuum,
rather than two separate concepts;

e Internationalisation in higher education had déf@r meanings to different
countries and to leaders involved in the phenomgnon

e Educational leaders’ understandings of the nationkilire, thinking patterns,
and ways of acting helped them overcome cultufédrdinces; and

e Afocus on shared or similar issues that partnadsdncountered in their own
countries helped to reduce the cultural barrier tansblidify and sustain the
relationship - for example collaborative reseansleducational reforms in the
Asia-Pacific region.

What are your thoughts on these?

What areyour final thoughts on the overall project and initial research

findings?

315|Page



Ai-Hsin Ho
Educational leadership for international partngrstietween New Zealand and East Asian

Chinese higher education institutions

Appendix C Profiles of Research Participants

ID Gender | Ethnicity Position Discipline Department /
Faculty / Institution
NZ1 M European| Retired, former Humanity -
senior
management
Nz2 M European Senior Sports Management -
management
NZ3 F European Middle Education School of Educatiof]
management
Nz4 F European Administrative (Administration) School of Education
staff
NZ5 M European| Administrative (Administration) International Centre
staff
CN1 M Chinese | Faculty, former Education College of Education
senior Administration
management
CN2 M Chinese Middle (Administration) International
management Education Exchange
Service Centre
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CN3 F Chinese Staff (Administration) International
Education Exchange
Service Centre
CN4 M Chinese Middle English Literacy College of Foreign
management Languages
CN5 M Chinese Middle Education College of Educatio
management
SG1 M Chinese Middle Education Institute of Educatio
management
SG2 M Indian Middle Education Institute of Educatio
management
SG3 F Chinese Faculty Education Institute of Educatia
TWC1 F Chinese | Faculty, teacher Education College of Educatio
association
TWC2 M Chinese Middle Education College of Educatio
management
TWC3 M Chinese Middle Politics Office of Research
management and Development
TWC4 F Chinese | Former middle Business Center of
management administration International

Education and
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Exchange

TWT1 F Chinese Senior Education -

management

TWT2 M Chinese Middle Education College of Education
management,
former senior

management

TWT3 M Chinese | Faculty, former Education College of Education
middle

management

TWT4 M Chinese Faculty, Future Studies College of Educatian

association

TWT5 F Chinese Faculty Education College of Educatign
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Appendix D Invitation L etter

[DATE]

Dear [NAME],

My name is Ai-Hsin Ho and | am a doctoral studehth@ Doctor of Education
programme, University of Waikato, conducting reshas a partial requirement of
my doctoral degree. My research interest is inrivggonal partnerships in higher
education between East and West. | have reachestage where | am ready to
carry out the research project outlined above teeb&nderstand the factors and
issues that may influence the sustainability of the&ernational partnerships
between a New Zealand institution and its East#Agartners. China, Singapore
and Taiwan acted as representative of its Asiameeships. This research project
is NOT an evaluation of the partnership with thevN&ealand institution. It aims to
seek insights about international partnerships éetwEast and West and perhaps

uses some specific geographic areas as exampdesanf partnerships.
| now formally invite you to participate in this search project. The
objectives of the research are:

1. To study key factors and issues that may influetite practice of
distributed leadership in the New Zealand with BE&sian Chinese HEI
partnerships;

2. To inquire into the cooperative strategies usedhm development and
operation of international partnerships by the N&saland university and
its East-Asian Chinese partners;

3. To explore the leaders’ perceptions of internatipaatnerships and of their

leadership roles in their particular partnershgrg] how these perceptions
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may influence the formulation and implementationtioéir cooperative

strategies;

. To contribute to the participants’ future actionsdadecision-making

regarding these international partnerships; and
To be attentive to a broader context of internatigrartnerships in higher
education while investigating the practice of intgronal partnerships at

the institutional level.

This research will be conducted based on an iregyay, qualitative, paradigm of

inquiry, and will incorporate case study methodgl@nd comparative research

approaches. | would be grateful if you would agreéke part in this study. This

study is divided into two phases and will involvauyin the following activities as

listed below:

1.

First phase:

| will visit your institution to conduct face-to-¢e interviews with three to
five leaders and collect any documents that yogssigwithin a two-week
period. Each face-to-face interview will be conauactover about 45
minutes, and will be audio recorded. Each partiipaill receive this
transcript and have the opportunity to make amemdsrte the content. The
interview session will then be transcribed and ysed for developing
themes of discussion in follow-up interviews in phawo.

Second phase:
All participants will be given the opportunity tth@ose to take part in a
30-minute individual interview. The New Zealand dees will be
interviewed face-to-face whereas the Asian couatgspvill be interviewed
by telephone. Each participant will receive thianscript and have the

opportunity to make amendments to the content.

You will be asked to answer some questions reggrgiartnerships during

semi-structured, guided, interviews, which | wiincluct. A more definite schedule

will be made and dates for these activities willaseanged at your convenience

once your availability and consent to participat¢his study have been confirmed.
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Participation in this study is entirely voluntaiou will have the right to
withdraw from this research up until 1st June 204 is the end of second phase
of data gathering. All the information generatedl i strictly confined to the use
of this research only and will be confidential. ther details about the project are
included in this information package.

In order to follow School of Education, Universitf Waikato, ethical
procedures, it is necessary for you to sign a gurfeem (see Research Permit). If
you have any questions, please do not hesitate oltact me (Mobile:
64-272402184 |/ e-mail: ah47@waikato.ac.nz ) or mpesvisors, Associate
Professor Jan Robertson (Phone: 64-7-838 4466 E839, e-mail:
jan@waikato.ac.nz), and Associate Professor Jaaeltsin (Phone: 64-7-838 4466

Ext. 6356, e-mail: jane@waikato.ac.nz).

Thank you in anticipation of your participationobk forward to working with you.

Yours sincerely

Ai-Hsin Ho
School of Education

University of Waikato
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Appendix E Written Consent Form for Research Participants

(This form should be read in conjunction with the

‘Information for Research Participants’)

| understand that participation in this researchjgmt will involve me in the

following:

1)

2)

3)

4)

5)

| will be involved in a study on ‘Distributed leadfip for
international partnerships between New Zealand Bast Asian
Chinese higher education institutions’. | will peipate in two
interviews and allow the researcher, Miss Ai-Hsm kb audiotape

them.

All information gathered for this research will kept confidential

and securely stored.

This research will be subject to the provisionshef New Zealand
Privacy Act (1993) and will abide by the researaldglines of the

University of Waikato.

My anonymity and that of anyone else involved ia tbsearch will

be preserved.

| may withdraw from parts of this study, or declitee answer
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6)

particular questions in the study, and if | wishdy withdraw from

the project completely by*June 20086.

If | have any concerns about my participation irs ttesearch
project | may approach the researcher, Ai-Hsin WNwkile:
64-272402184 / e-mail: ah47@waikato.ac.nz ) or her
supervisors, Associate Professor Jan Robertsomé@?bd-7-838
4466 Ext. 7839, e-mail: jan@waikato.ac.nz), and o&gde
Professor Jane Strachan (Phone: 64-7-838 4466 @386,

e-mail: jane@waikato.ac.nz).

Name (in print):

Signature:

Date:

E-mail:
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Appendix F The Research Design

The Sudy

The research on ‘Distributed leadership for inteomal partnerships between
New Zealand and East Asian Chinese higher educatgiiutions’ is part of my
doctoral studies. The main focus of this studyigtjuire into the issues and key
factors that may influence the distributed leadigrgbractices between a New
Zealand university and some of its East-Asian Cdeneartner HEIs. Specifically,
this study aims to explore key stakeholders’ peroap of international
partnerships and of their leadership roles in thetnerships, and how their
perceptions may influence their cooperative stiategThis research project is
NOT an evaluation of the partnership with the Negaldnd institution. It aims to
seek insights about international partnerships éetwEast and West and perhaps
uses some specific geographic areas as exampdesanf partnerships.

This study will provide an opportunity for leaddcsreflect on issues and
factors that have a bearing on the sustainabifipyaotnerships, on their leadership
roles in these particular partnerships. It willaddlow key leaders or stakeholders
from both sides of the partnership to rethink theamng of international
partnerships, and to promote mutual understandings.

The research will be divided into two phases aswel

1. Phase I:
I will visit your institution to conduct face-to-¢a interviews with three
to five leaders and collect documents within a tmeek period. The

interview session will then be transcribed and ysed for discussion
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themes.

2. Phase I
I will present initial research findings from thé&st phase to the
participants and obtain their feedback in follow-uperviews. The
themes for discussion in the second phase willdsed on the emergent
findings from the initial interviews. The feedbdckm the second phase

will be analysed with the initial research.

Your Contribution

Being part of the research, your participation willolve providing documents,
and participating in an individual face-to-faceeiview in the first-phase, and a

follow-up interview in the second-phase:
1. Phase I: Each face-to-face interview will be coriddcover about 45
minutes, and will be audio recorded.
2. Phase II: All participants will be given the oppority to choose to take part
in a 30-minute individual interview. The New Zealateaders will be
interviewed face-to-face whereas the Asian paiditip will be interviewed

by telephone.

Research Questions

The main research question is:

e What are key factors and issues that may influethee sustainability of
international partnerships between East and West?

The following questions serve as the supplemergaegtions:

* What are the key leaders’ perceptions of intermafipartnerships and of their
own leadership roles in these particular partnpsshi

* How do these perceptions impact on the formulatind implementation of

their cooperative strategies?
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Ethical Guidelines

The research will follow the University of Waikatduman Research Ethics
Regulations 2000. If you participate in this stugyu have the following rights:

a ) Confidentiality

| am committed to respecting your privacy and aerfitiality. The information
collected from you will be treated as strictly cdehtial. A pseudonym will be
used in the report so that your identity will nettevealed.

b ) Informed consent

Your informed consent will be obtained in writindgpu have the right to withdraw
from the research up untif'lJune 2006 or choose not to answer any particular
guestion. You can direct any questions regardirgg résearch to me or to my
supervisor (contact details above).

¢ ) Ownership of data or materials produced

You will have the ownership of any data contribubsdyou whereas | will have
sole ownership of the results and analysis ofrife@ation produced in the course
of the research. You also have the right to actiessdata collected from you.
Summaries of your interviews will be made availatdeyou for checking the
accuracy as well as approving its usage in theareseAll information collected
from you in any form will be kept in secure stordge

d ) Use of the information

The findings on this research will be strictly colefd to academic use only, such as
this study and any academic publication arisingnmfrthis research, such as
conference papers or journal articles.

Thank you in advance for your participation.
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Appendix G Criteriafor Selecting Participants

[DATE]

Dear [NAME],

Please help me select some ‘key players’ of inteynal partnerships if you would.
The following are the guidelines for you to nomaauitable participants for this
study. The target participants may include facutystaff members who have
involved in roles of supporting, planning, implertiag, and/or monitoring

international exchanges and co-operation with Wasthigher education
institutions. Please follow the criteria listeds&lectthree to fiveparticipants from

these institutions.

They may be academic and administrative leaderkjding:

e Senior management roles: pro vice-chancellorsjgerts or equivalent;

e Middle management roles: heads or deans of depatsméaculties / colleges
/ schools and co-ordinators of partnership prograsmmwithin HEIs or
equivalent;

e Staff members within departments / faculties /egdls / schools / support
units in HEIs or equivalent; or

e Staff or middle managers of local government boaibe are in charge of

international academic exchanges and co-operation.

Please nominate three to five leaders, provide samehe nominee list overleaf,

and email to ah47@waikato.ac.nz.

Thank you very much for your assistance.
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Appendix H Nominee Form

Title Name E-Mail / Telephone

Thank you very much for your timely response!
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Appendix | A Letter of Thanks

[DATE]

Dear [NAME],

It has been a long time since we did the interviast year on international
partnerships in higher education. Thank you oncanafpr taking part in my
research. With your kind assistance, | was ableotoplete the first phase of data
gathering. After the New Zealand interviews, | #ed through to Singapore,
Taiwan and China to conduct interviews with leadeh® have experiences of
international co-operation, or are in positions wfanaging international

partnerships. It has been a great and insightéuhgy.

| have now transcribed all the 22 interviews, amdild like you to kindly read your
own transcription before | continue with furthemfyrsis. You may correct, amend
or delete any parts of the content, as you wishyou wish to make any
amendments to the transcription, the correctediorerill be sent to you for
further approval. Please also advise me your pedfemame for me to cite in my

thesis. Thank you very much.
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Please let me know within a week after you recémeetranscription if you wish to
make any changes. If | do not hear from you Byuhe 2006, | will assume that you

are comfortable about my use of this information.

I look forward to your feedback.

Yours sincerely

Ai-Hsin

Doctoral candidate

Doctor of Education Programme

School of Education

University of Waikato
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