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Abstract
The focus of this paper is ‘concretizing internationalisation’.  A brief discussion of the role of government policy in UK Higher Education institutions’ (HEIs) understanding of the concept is followed by consideration of possible approaches to internationalisation within the context of the University of Salford’s international mission. A key question is what does internationalisation mean for curriculum design and teaching practice? Is internationalisation achieved by adaptation of course content to reflect a global perspective of our disciplines or does it imply the radical re-design of units in terms of content, teaching strategies, resources etc. to make them more inclusive and international? (Martin, 2002). It is argued that a ‘graduate attributes’ or ‘competency’ approach, focused on the skills and knowledge which students should acquire from their learning may complement the University of Salford’s mission in terms of employability. However, a more holistic approach is required to ‘enrich the wider student experience by integrating the knowledge and experience of our international students’ (The Strategic Framework, 2003-2004, University of Salford).

Internationalisation: the Policy Perspective
The literature on Higher Education (HE) policy in the UK bears little or no reference to internationalisation as an area of government policy making.  This, despite the fact that at present UK HEIs play host to approximately 240,000 international students, a figure which on the basis of worldwide research conducted for IDP Education Australia, is anticipated to more than double by 2010, assuming that UK market share remains constant. (THES, 25 July, 2003) If internationalisation is only a minor consideration in government HE policy despite such trends and the prospect of a significant shift in the balance of the student population, what should we conclude from this? Internationalisation as a concept remains marginal and insignificant even in the light of such changes in the student population or is it so new as to constitute as yet, unexplored terrain?

Evidence suggests that the roots of the concept lie in the original definition of a University as a body of scholars, coming together from across national boundaries to share and exchange knowledge.  Indeed, measures of excellence, particularly in research, continue to draw upon the underlying assumption of this commonwealth of knowledge (HEFCE, 1999). Whilst the literature on HE policy making neglects internationalisation per se, if one accepts the narrowing down of the concept to that of academic mobility and co-operation, then an extensive and very specific bibliography emerges (van der Wende, 1997).  Developments in ICT have played a part in facilitating multicultural exposure and exchange and at the supranational level of policy making the development process has been fuelled by initiatives such as the Sorbonne Accord succeeded by the Bologna process and more recently, the Berlin Accord. Seemingly internationalisation within the context of pedagogy is neither marginal nor recent, but is dealt with in a different way from mainstream HE policy making.

David Elliott of the British Council argues UK policy emphasises HE as a tradeable activity generating foreign currency rather than addressing genuine educational needs and aspirations which in turn, focuses attention on firstly, the recruitment of international students and secondly, e-University initiatives. Elliott discerns a reluctance to use the rhetoric of internationalisation employed in other countries which may stem from a genuinely lesser need for explicit policy when de facto, UK Higher Education Institutions (HEIs) pursue international agendas by virtue of their autonomy, and their academic and financial imperatives.  Nonetheless, in exercising that autonomy and weighing imperatives UK HEIs need a clear vision of why and how they intend to fulfil their international missions. In the absence of any meaningful educational rationale there is the danger that its commercial counterpart will dictate an internationalisation agenda driven overwhelmingly by a process of aggressive competition for overseas fee-paying students with little recourse to the means by which new and different attitudes and expectations are to be accommodated within existing traditional pedagogic models.  (Elliott, 1997).

The University of Salford (UoS) currently attracts about 2,000 international students to its campus in Greater Manchester, a figure equating with some 50 or so, other UK HEIs and representing approximately 10% of the UoS student population (International Office, University of Salford; THES 25 July, 2003). Its policy in respect of internationalisation is stated unequivocally in the Strategic Framework 2003-2004. The University sees its mission in terms of preparing students for careers that will be in the global economy, whilst at the same time enriching the wider student experience by integrating the knowledge and experience of its international students.  This paper seeks to explore the mechanisms by which this mission may be achieved, that is, how internationalisation as defined in this way, may be embedded into the University’s curricula.

Defining Internationalised Curricula
Bremer and van der Wende (1995) suggest a typology that illustrates the range of programmes that may be considered in planning for internationalised curricula.  Appropriate initiatives include curricula where the content has been specifically designed for international students; curricula dealing with an international subject; curricula involving an internationally comparative approach and interdisciplinary programmes exploring regions or areas rather than single countries.  In the vocational arena, curricula which prepare students for defined international professions or lead to internationally recognised professional qualifications represent internationalisation, along with programmes where the study of foreign languages explicitly addresses cross-cultural communication issues and provides training in intercultural communications skills.  Finally, in terms of academic mobility, Bremer and van der Wende regard joint or double degrees and programmes in which compulsory parts are offered at institutions abroad, with local faculty, as examples of internationalised curricula (Bremer and van der Wende, 1995).  The typology is clearly useful in terms of deciding what specific features characterise internationalised programmes, and may in turn, suggest a number of alternative approaches when HEIs consider the issue of ‘concretizing’ policy, that is, how to in practice, internationalise their curricula.

Common Approaches to Internationalisation
An examination of the course of internationalisation across HEIs in the recent past suggests a number of common approaches to internationalisation each of which extends the relationship between the concept and the curriculum.  It is important to note however, that the approaches identified here are not necessarily mutually exclusive (Knight, 1999) and indeed, HEIs may undergo something of a linear progression from one approach to another, which progressively embeds internationalisation into the everyday life of a university, its staff and its students.

The Ethos Approach
The so-called ethos approach to internationalising the curriculum assumes a ‘campus culture’ orientation (Knight, 1999) - simply recruiting more international students and staff.  According to Ulrich Teichler (1996) this is the traditional British way of ‘internationalisation through import’, but also dubbed rather derogatorily, ‘internationalisation by osmosis’ (Martin, 2000).  This limited approach may be instrumental in engendering the feelings of uncertainty, insecurity and confusion felt by international students embarking upon academic careers in the UK (as highlighted by Wu, 2002) because no account whatsoever is taken of cultural variations in conceptions of pedagogy.  As Wu puts it, international students negotiate the path between two poles of pedagogy as represented by, on the one hand, ‘filling the pot’ and on the other, ‘lighting the fire’. (Wu’s work explores the experience of postgraduate international students but we would argue that the problem of different conceptions of pedagogy is equally significant when considering the experience of undergraduate international students in the UK.).  Seeking to influence an institution’s ethos may well succeed in embedding internationalisation into the physical structure and underlying values of an institution but is neither likely to have significant influence on the curriculum in terms of academic practice, nor to provide a quality learning experience (Leask, 1999).

Activity: Student Mobility
In Europe the question of how to internationalise the curriculum has been overshadowed by the assumption that the mobility of students under exchange programmes is the only, or at least the best, way to internationalise the curriculum (Nilsson, 2000).  An assumption open to challenge as according to Edwards et al, (2003):
... the existence of staff and student exchange agreements, study tours… and so on … may well reflect a core characteristic of the program, but they may also represent a list of ‘add-ons’ that give a veneer of internationalisation.

Dr Madeleine F. Green of the American Council on Education suggests in similar vein that activities that constitute an internationalisation strategy are only means towards goals that are often ‘left fuzzy’.  Among these goals are the central ones of enabling students to acquire new knowledge, skills, attitudes and behaviours which are rarely linked explicitly to the activities intended to produce them (IAU, 2002).   It may be difficult to know with any certainty whether a programme or module taught in another country really develops students’ awareness of international and intercultural issues (understanding and respect for other people and their culture, values and ways of life).   It may be the case that studying in another country provides students with experiences they might not have had at home but for new understanding to emerge the curriculum must support a teaching and learning strategy which encourages shared critical reflection (Martin, 2000).


Internationalisation through Content
Bremer and van der Wende (1995) define internationalised curricula as:

Curricula with an international orientation in content, aimed at preparing students for performing (professionally/socially) in an international and multicultural context, and designed for domestic students and/or foreign students.

This definition is useful in drawing attention to the need to provide an international dimension for both international and home students, which would include those who for one reason or another are not ‘academically mobile’.  However, it is nonetheless important not to confuse the dimensions of globalisation of HE with the wider globalisation process itself (de Wit, 1997).   Arguably, such confusion has permeated the study of business, an area of endeavour that has been undoubtedly internationalised in the post-war period.   An early recognition of the need to incorporate an international dimension was followed by relatively little, in the way of guidelines on how the study of international business itself might be internationalised.  A 1996 OECD survey of Australia, Denmark, France, Germany, Japan and the Netherlands provides evidence that the great majority of internationalised curricula are - or at least were then - to be found in the area of economics and business studies. Overwhelmingly programmes were characterised by the internationally recognised professional qualification (such as the MBA); internationally defined professions and the traditional subject area broadened by an internationally comparative approach.  Intercultural learning as such, was not a very important or even explicit objective (Nilsson, B., undated). All too often the principles of globalisation are regarded as synonymous with uniformity and what emerges is a rather bland version of internationalisation which fails to engage with the rich diversity of the global economy and society, a diversity which can only be understood through the process of intercultural learning. Essentially the content approach overlooks the necessity to consider the aims of curriculum internationalisation as distinct and separate from, yet complementary to, those of the subject curriculum (Edwards et al, 2003; de Wit, 1997).

Competency or Graduate Attributes
The competency approach to internationalisation may be regarded as what Hayden and Thompson (1995) term the pragmatic approach to internationalisation, emphasising the development of international business skills, language proficiency and so on. Fasheh (1985) in contrasting the pragmatic and ideological dimensions of internationalisation, registered his concern that familiarity with other cultures and languages may be designed simply to supply personnel for multinational corporations that distort economic development, resulting in standardised tastes and attitudes. This of course, runs parallel to the concept of uniformity as discussed earlier. Undoubtedly the emphasis on employability pervades the HE sector on a global scale. Salford University prides itself on being in touch with the ‘real world’, aware not only of what students want to study, but also of the knowledge, skills and qualities employers are looking for in the staff they recruit. Academics in designing programmes to enhance employability may well find themselves engaging with outcomes similar to the G7 generic graduate qualities as developed by the University of South Australia.


The University of South Australia’s G7# Generic Graduate Qualities.
7.1
Display ability to think globally and consider issues from a variety of perspectives.
7.2
Demonstrate awareness of their own culture and its perspectives and other cultures and their perspectives.
7.3
Appreciate the relationship between their field of study and professional traditions elsewhere.
7.4
Recognise intercultural issues relevant to their own practice.
7.5
Appreciate the importance of multicultural diversity to professional practice and citizenship.
7.6
Appreciate the complex and interacting factors that contribute to notions of culture and cultural relationships.
7.7
Value diversity of language and culture.
7.8
Appreciate and demonstrate the capacity to apply international standards and practices within the discipline or professional area.
7.9
Demonstrate awareness of the implications of local decisions and actions of local communities.
Source: Leask, (2001)
G7 serves to demonstrate the diverse range of competencies which might be embraced, going beyond the stricter confines of graduate attributes in the cognitive sense, to include the attitudinal and intercultural dimensions of the learning process, for example, value diversity of language and culture. Clearly this approach to internationalisation raises the profile of the concept in terms of curriculum design and is therefore a more deeply embedding approach than ‘ethos’, ‘mobility’, or ‘content’. However, from an institutional perspective cohesion may still be lacking. A piecemeal approach is a barrier to internationalisation in the sense that ‘tribes’ involved in international teaching and programmes come to constitute separate domains and act as distinct clans relatively isolated from other faculty who may regard internationalisation as irrelevant to their discipline. Thus the international dimension remains a ‘fragmented and parallel concept’ – parallel to mainstream HE and the UK concept of graduateness as evinced in for example, benchmark statements (IAU, 2002).

Critique and Alternative – Infusion
Clearly the foregoing approaches to internationalisation reflect Bremer and van der Wende’s typology of internationalised curricula and may be regarded as a continuum with ‘ethos’ at one end of the scale and ‘competency’ at the other. From the Salford perspective the competency approach may well commend itself in addressing goals related to employability. However, the second strand of Salford’s mission seeking ‘to enrich the wider student experience by integrating the knowledge and experience of international students’ (The Strategic Framework, 2003-2004, University of Salford) may require a more holistic approach. Leask (2001) has referred to ‘...bridging the gap between rhetoric and practice, including and valuing the contribution of international students.’ Furthermore, the American Council of Education maintains that:

The internationalisation of the curriculum requires thinking about curriculum differently; it does not occur solely in a few courses or majors and does not serve as simply an additive to existing programmes. It calls for an interdisciplinary and multifaceted process that will affect all faculty and students.
(http://athena.uwindsor.ca/units/international/Curriculum.nsf)
In terms of the quality learning experience, a number of issues remain unresolved. Firstly, the impact of the dominant cultural literacy on the learning experience. There is an increasing body of literature on the problems experienced by international students and the academics teaching them in a cross-cultural context (see Mullins, Quintrell and Hancock, 1995). Students report problems in relation to workload and assignments exacerbated by language difficulties, a need for greater support from lecturers, lack of clarity in lectures (see also Mulligan and Kirkpatrick, 2000) and assessment criteria, and apparent lack of understanding by lecturers of the students' educational backgrounds. Academic staff cite lack of critical thinking, difficulties in written language skills, spoken language and comprehension, dependence on rote-learning and a reluctance to participate. According to MacKinnon and Manathunga (2003):

The western template of knowledge can inhibit internationalisation of curricula unless it is identified, transformed, and broadened to become interculturally responsive.

It is interesting here to note that despite UoS’s clear mission statement regarding the integration of the knowledge and experience of its international students - in other words to be interculturally responsive - the University’s International Office informs prospective students that ‘teaching methods vary from discipline to discipline, but most undergraduate and postgraduate taught programmes are delivered via lectures, seminars and tutorials…’ What follows seems to suggest that only within a limited number of disciplines is there some departure from the traditional norm:

…other methods of teaching include language laboratory classes, project work, scientific and technical practical and art and design studio work (http://www.salford.ac.uk/international/faq/#taught). 

Learning, teaching and assessment based on a western version of knowledge which values only western ways of knowing and learning confound an existing mismatch of cultural knowledge, and lack of familiarity with the dominant cultural literacy, resulting in dislocation from the educational experience. As students’ capacity to contribute to the class from their own cultural experience is diminished so are their learning opportunities. Rather than developing interculturally competent students, institutional discrimination may be the outcome of attempts to internationalise the curriculum, as international students recruited in ever greater numbers find themselves fundamentally disadvantaged by learning, teaching and assessment methods and strategies based exclusively on the western model.

Secondly, Biggs (1997) exploring teachers' orientations when encountering culturally diverse groups has proposed a model of three levels or orientations. At level 1 teachers are aware of different learning behaviours among different cultural groups. However, when difficulties arise in learning activities the teacher attributes the problem to student deficit, possibly culturally induced. Biggs refers to this phenomenon as 'conceptual colonialism' whereby the concepts of one's own culture are imposed on another, as if they were universal. At the second level of abstraction the teacher respects and values cultural differences, accepts learning behaviour, tries to encourage expression of beliefs, values and world views, tries to design appropriate learning activities and attempts to use a teaching style which corresponds to the observed learning style. However, to respond to all different styles is time-consuming and teaching techniques result in too little attention to learning outcomes involving intellectual and social development.  At the third level of orientation, the focus is firmly on cognitive outcomes and cultural similarities, the teacher assumes that universal principles apply across cultures, for example cognitive skills have to be engaged to carry out an academic task. Thus the teacher seeks to engage cognitive processes that are common to all students, thereby transcending cultural differences (Biggs, 1997).

This focus on cognitive processes suggests an approach that differentiates between different levels of development of international and intercultural literacy and the teaching methods and learning activities that support them. In developing life-long learning skills and attitudes all students require at the very least international awareness, some students may need international competence whilst others may need expertise in international matters (Edwards et al, 2003).  

International awareness may be achieved through teaching strategies that foster an understanding that knowledge and curriculum do not emerge from a single cultural base.  A strategy that exposes students to the international origins and interpretations of key concepts in the discipline may be based upon the infusion of the curriculum with international examples, cases and perspectives.  Nonetheless, the silencing of diverse cultural literacies in tutorial and in written work may still result if students are not given clearly articulated ‘space’ for the inclusion of their cultural diversity.   It is equally important then that in discussion students are encouraged to critically reflect on their assumptions and beliefs (Edwards et al, 2003).

International competence can be developed by cross-cultural interaction.  A teaching strategy that includes experiential and problem-based learning can be used to engage local and international students.  Electronic communication with team partners, teleconferencing and e-mail may bring groups of students and professionals at the home institution in contact with those in other countries providing discussion and feedback.  Reflection on the process may reinforce the abstract views of diversity formed through international awareness (Edwards et al, 2003).

Finally, the immersion of students in global settings through study abroad and international work placements develops international expertise and consolidates international literacy.   Teaching methods can include aspects such as foreign language studies at universities abroad, work placements abroad and other study abroad options, perhaps with all students spending a semester at a university in another country and learning in a foreign language (Edwards et al, 2003).

Appropriate teaching and learning strategies may therefore embed a cross-cultural perspective. However, MacKinnon and Manathunga (2003) argue that ‘Assessment is the nexus where intercultural communication skills are developed within the curricula’   and for students the ‘crucial communication …rests on assessment’.

Traditionally, most assessment centres on an end product, rather than the process by which that product is researched, constructed and presented.  Socially and culturally responsive assessment acknowledges that the student requires not only an understanding of the process of constructing an assignment, but also how different cultural knowledge can be both relevant and valued.  Linked assessment tasks can provide a series of connecting steps that assist students in identifying the elements necessary in constructing large-scale assessment pieces like essays.  Peer assessment in class where students mark examples is an appropriate strategy for uncovering and understanding the elements of successful assessment pieces and linking assessment criteria with assessment outcomes.  Flexible assessment extends inclusivity through greater choice (written assignments, class presentations, designing web sites, writing and performing drama etc.) and negotiation of alternative topics that have a cultural value and relevance for the student (MacKinnon and Manathunga, 2003). (The Worldmarks website is an excellent resource for examples of culturally inclusive assessment at http://www.olt.qut.edu.au/udf/worldmarks/).

It may be argued that such teaching, learning and assessment strategies have currency beyond the confines of internationalisation reflecting the generic principles of good practice in higher education. (For Biggs good teaching practice is inclusive and ‘needs to make few concessions to presumed cultural differences’ nonetheless there is a growing literature addressing the persistence of ‘cultural discontinuities’ in learning and teaching). However, it is important to note that:

If our students are unable to grasp the aims and objectives, and are unable to position their cultural relevance within this process then both they, but more importantly we, fail to develop our intercultural communication skills and responsive assessment (MacKinnon and Manathunga, 2003).

This implies a crucial point in developing inclusive learning, teaching and assessment strategies – the need for teaching staff to develop new skills, knowledge, attitudes and values. Within an environment where the approach to internationalisation is not holistic a perceived conflict between the aims of internationalisation and those of the subject curriculum may encourage legitimate dissent, expressed in such views as:

We have no space for this kind of thing in our programme.  How will my students be good engineers, dentists, teachers without 60 hours in my subject?  Those are subjects that should be dealt with elsewhere and not here (Nilsson, B., undated).

In an effort to pre-empt such a scenario the University of South Australia has assumed the infusion approach to internationalisation of the curriculum, using its Graduate Qualities as a framework for curriculum development (including G7). A team-based approach to curriculum development for international teaching has been adopted, which in itself provides clarification of what internationalisation means in different subjects within a discipline. A model of staff development based on small group self reflective dialogue about cross-cultural pedagogy, involving subject specialists, learning advisers and staff development consultants all working together at school level, is deployed as an integral part of the internationalisation strategy (Leask, 1999). The model embraces Alderson’s (1996) notion of academic staff development for internationalisation as:

a journey which at each stage requires exploration and negotiation of understandings, re examining of currently held beliefs, reflection on current practice, gathering and learning information from a variety of sources, and opportunities for social construction of knowledge.

Such collaborative strategies ensure that international perspectives permeate teaching methodology, the content of subjects and the structure and organisation of courses. Programmes ensure cultural inclusivity and curricula develop multicultural awareness and cross-cultural communication skills, whilst achieving the specific knowledge and skills appropriate to the discipline (Leask, 1999).

Conclusions and Further Research
The lack of guidance from government regarding the internationalisation of HE in the UK means that HEIs have to be doubly clear about their international missions. However, in concrete terms the concept remains ill-defined. This paper has explored approaches that have been developed with a view to embedding an international dimension in the teaching and learning process. Strategies that are not necessarily mutually exclusive, are viewed as a continuum along which institutions may progress from ‘ethos’ through ‘activity’ based on academic mobility or content, to ‘graduate attributes’ and ultimately ‘infusion’. Whilst the Graduate Attributes approach supports the University of Salford’s goals in terms of graduate employability, a more holistic approach may be required in order to ‘enrich the wider student experience by integrating the knowledge and experience of our international students’ (The Strategic Framework 2003-2004, University of Salford). With the exception of the infusion approach, internationalisation strategies generally fail to resolve issues surrounding the dominant cultural literacy paradigm and teachers’ orientations towards cross-cultural teaching.

In exploring the possibilities for ‘concretizing’ the University of Salford’s international mission, further research should examine the University’s existing programmes of study to ascertain where the institution sits in relation to both the strategic continuum and Bremer and van der Wende’s typology. In the context of the quality learning experience, research should also address the views of both home and international students, gathering and analysing data regarding their perceptions and experience of the international dimension in their learning. Of equal significance are the perceptions of staff involved in student learning, guidance and support across schools, faculties and support services. Finally, the process of ‘infusion’ needs to be examined in greater detail within the local context with a view to determining the possibility of more firmly embedding internationalisation through existing structures, such as the Communities of Practice.
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