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Internationalisation and internationalisation of the curriculum in higher
education are not new concepts, but they are much debated and
diversely interpreted. Studies of the higher education curriculum have
been scarce. Studies of internationalisation of the curriculum in higher
education are even rarer and, with a few exceptions, are focused on a
single institution and/or a single discipline. This paper presents a conceptual framework for internationalisation of the curriculum that explains
the foundations of alternative constructions of an internationalised curriculum and presents three case studies of internationalisation of the curriculum in three disciplines and universities in Australia. The framework is
based on research that engaged academic staff in the process of
exploring and making explicit the meaning of internationalisation of the
curriculum in their programmes. It highlights the full complexity of
internationalisation of the curriculum in context, prompts consideration
of alternative paradigms, accommodates and legitimates different perspectives and provides gateways into alternative futures.
Keywords: internationalisation of the curriculum; higher education; disciplinary approaches to internationalisation; framework of internationalisation of the curriculum

Introduction
Internationalisation is not a new concept in higher education but it is a much
debated and diversely interpreted one. Multiple deﬁnitions of internationalisation in higher education have been developed and elaborated (see, for
example, Hamilton 1998; Knight 1994; Knight and de Wit 1995; Teichler
2004; van der Wende 1997). Common elements have emerged over time. A
widely used deﬁnition of the internationalisation of higher education suggests that the internationalisation of higher education is connected to globalisation, will have broad-ranging impact and will be integrated into the core
functions of institutions:
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the process of integrating an international, intercultural and/or global dimension into the purpose, functions (teaching, research and service) and delivery
of higher education. (Knight 2004, as cited in Knight 2006, 13)

The relationship between internationalisation in higher education and globalisation is complex and unpredictable, rather than simple and formulaic. Universities contribute to globalisation through the role they play in the rapid
creation and somewhat haphazard circulation of knowledge and ideas
(Appadurai 1990, 296). They also have a responsibility to respond to the
requirements and challenges associated with the globalisation of societies,
economy and labour markets (Killick 2006, 5; van der Wende 1997, 19).
This is where the connection with the curriculum and with teaching and
learning is most obvious. The concepts of ‘global citizenship’ and ‘the global citizen’ and the role of universities in preparing students for ‘global citizenship’ are frequently linked with the internationalisation agenda (Beelen
2007; Bourn 2010; Jones and Killick 2007; Leask 2001, 2009; Zimitat
2008) but the meaning of these terms is contested (Rizvi and Lingard 2010).
Nevertheless, institutions have made increasingly bold statements about the
skills, knowledge and attitudes all of their graduates will bring to their lives
and work in a globalised, interconnected world through internationalisation
of the curriculum. However, while the rhetoric has been strong, internationalisation of the curriculum has been a low priority in the past and is poorly
understood (Knight 2006). Approaches have been piece-meal and reactive
rather than coherent and holistic (Barnett and Coate 2005) and have primarily been based on constructions of citizens as mere consumers of policy
rather than critical and reﬂexive agents of change. The implications of these
critiques are important to our collective future because the curriculum is
linked to broader issues of social power nationally, internationally and globally (Bernstein 1971, as cited in Rizvi and Lingard 2010, 93). What it
means today and what it might mean in the future to be a ‘global citizen’
has implications for what is taught and how it is taught. This is where the
concepts of internationalisation and globalisation directly intersect with and
inﬂuence student learning through the curriculum. To what extent should
local and national issues and perspectives inﬂuence the curriculum in this
globalised world? Given the rapid rate of change, how can we ensure that
the curriculum of today will prepare graduates for the world of tomorrow?
These are important questions.
Teaching teams are the primary architects of much of the curriculum; they
deﬁne its formal aspects – they select content and design and manage teaching, learning and assessment arrangements. It is vital that they are engaged in
the process of internationalisation of the curriculum (Childress 2010, 135;
Egron-Polak and Hudson 2010, 149; Leask and Beelen 2009, 12). Yet many
academic staff either are uncertain what internationalisation of the curriculum
means or do not think it has anything to do with them (Knight 2006; Stohl
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2007). Some are puzzled as to how to connect institutional internationalisation goals with their disciplinary research agenda (Childress 2010). Openness
to internationalisation of the curriculum varies across disciplines, representatives of ‘hard, pure’ disciplines being less open to it than their colleagues in
‘softer’ or more ‘applied’ disciplines (Clifford 2009).
Studies of the higher education curriculum have been scarce (Barnett and
Coate 2005, 70). Studies of internationalisation of the curriculum in higher
education are even rarer and, with a few exceptions, are focused on a single
institution and/or a single discipline. Thus while various deﬁnitions have
been posed, there is no existing conceptual framework that transcends disciplinary boundaries. Individual examples across disciplines and institutions
appear to lack coherence. Internationalisation of the curriculum may mean
different things in different disciplines because the international perspectives
required by different professions vary (Leask 2011, 13). There is no frame
of reference or guide to understanding how they ﬁt into the bigger picture,
for critiquing their validity or, at a more concrete level, for determining how
they might better prepare students to rise to the challenge of ‘being human’
as well as ‘being productive workers’ in a complex, globalised world.
This paper reports on research undertaken over a two-year period,
prompted by frustration at the slow rate of progress in achieving curriculum
internationalisation goals (see, for example, Egron-Polak and Hudson 2010;
Leask and Carroll 2011). The research engaged academic staff in the process
of exploring and making explicit the meaning of internationalisation of the
curriculum in their disciplines and imagining new ways of thinking and
directions for change. These conceptualisations, together with the literature,
were used to inform the development of a conceptual framework of internationalisation of the curriculum.

Deﬁning internationalisation of the curriculum
In this study internationalisation of the curriculum was deﬁned as:
the incorporation of an international and intercultural dimension into the content of the curriculum as well as the teaching and learning arrangements and
support services of a program of study. (Leask 2009, 209)

This deﬁnition reﬂects a broad conceptualisation of curriculum (Barnett
2000). It is inclusive of all aspects of the learning/teaching situation and the
student experience – the formal curriculum, the informal curriculum and the
hidden curriculum. The formal curriculum is the planned and sequenced programme of teaching and learning activities organised around deﬁned content
areas and assessed in various ways. The informal curriculum includes the various extra-curricular activities that take place on campus. It is an important
part of the landscape in which the formal curriculum is enacted. The ‘hidden’
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curriculum is also important but is frequently overlooked. The incidental lessons that are learned about power and authority, and about what and whose
knowledge is valued and not valued, are important elements of the hidden
curriculum. The hidden curriculum includes the processes by which academics select and order content, decide on and describe intended learning outcomes, organise learning activities and assess learner achievement.
The research project
The central role of academic staff in internationalisation of the university
through the curriculum, and the challenges associated with getting them
involved, the complexity of the process of internationalisation itself and the
dearth of cross-disciplinary, cross-institutional studies in the area were the
stimulus for the research (Childress 2010; Egron-Polak and Hudson 2010;
Knight 2006; Leask and Beelen 2009; Stohl 2007). The project was
designed to take account of ‘the differing cultures among different scholarly
ﬁelds with respect to internationalisation’ (Stohl 2007, 368) and the increasing focus on internationalisation of the curriculum as the vehicle for preparing university graduates for life in a globalised world.
The researcher acted as a facilitator of the process of internationalisation
of the curriculum in teaching teams from different disciplines in universities
across Australia, an informed outsider whose role was to assist the disciplinary experts and curriculum coordinators to clarify the meaning and practice
of internationalisation of the curriculum in their degree programme. The participants undertook the work voluntarily and with the approval of their universities over an initial period of around 12 months. The research question
was: How do academics working in different institutional and disciplinary
contexts interpret the concept of internationalisation of the curriculum?
The approach was to involve academic staff across Australia with each
other in exploring the meaning of internationalisation of the curriculum and
to use this work to inform the development of a conceptual framework of
internationalisation of the curriculum. The action research methodology
involved a literature review, institutional document and policy review and
meetings with university managers, programme and course leaders, coordinators and professional development lecturers to develop cross-disciplinary,
cross-institutional case studies of internationalisation of the curriculum in
action. The selection of disciplines covered by the case studies was neither
comprehensive nor representative, rather it was pragmatic. Curriculum
review is ‘dynamic and ﬂuid’, it is inﬂuenced by a range of factors that
shape and drive a lengthy and multi-dimensional process (Barnett and Coate
2005, 71). The case studies presented here are located in multiple institutions with different histories, cultures and missions. They provide an indication of the range of understandings of internationalisation across disciplines
and programmes.
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The review process usually (but not always) commenced with the discussion of a ‘Questionnaire on Internationalisation of the Curriculum’ (QIC),
which prompted team members to evaluate how internationalised their programme was. The intention of the questionnaire was not to gather quantitative data, measure or ‘audit’ achievement, but rather to stimulate reﬂection
about what had already been achieved and speculation about the possibilities
for further internationalisation. Following discussion of the items on the
questionnaire, each team identiﬁed goals and strategies to achieve these. A
ﬁve-stage ‘process of internationalisation of the curriculum’ and resources to
support staff at each stage were developed and made available to all participants via workshops, meetings and a website. The researcher maintained
contact with the teams through email and telephone, as well as through site
visits. Testimony was gathered via progress reports, informal commentary
and formal presentations by participants at a symposium towards the end of
the project. Testimony occurred in the context of open-ended reﬂection,
rather than in response to speciﬁc questions.
In total, 58 lectures, workshops and meetings involving more than 1700
participants were held in 15 universities. Intensive work commenced, and in
some cases continues, in the disciplines of accounting, applied science, art,
journalism, law, medicine, nursing, public relations, management and social
sciences in nine universities across Australia. The researchers engaged with
academic staff, literature, university managers and researchers in other countries in both the developed and the developing world before and during the
research process in an attempt to ensure broader perspectives were incorporated. Nevertheless it is acknowledged that there are limitations to research
undertaken in this ﬁeld in one developed country and comparative international research is needed.
Throughout the project the researchers consulted with an external evaluator, an internationally recognised scholar in the ﬁeld of globalisation, internationalisation and higher education, and with an international reference
group. The reference group provided feedback on various aspects of the
framework and the research methodology, thereby ensuring the integrity of
the ﬁnal version.
The conceptual framework makes a unique contribution to the ﬁeld.
Important conclusions concerning future directions for research and practice
have resulted from the study.
In this paper we describe the framework and its theoretical foundations
with reference to the case studies. The relationship between the case studies
and the framework is more complex than one simply representing the stimulus for, or an illustration of, the other. The framework was developed with
reference to the literature on internationalisation, used in the case studies
and informed by them as part of an iterative development process.
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The conceptual framework for internationalisation of the curriculum in
higher education
The conceptual framework (Figure 1) situates the disciplines, and therefore
the disciplinary teams who construct the curriculum, at the centre of the
internationalisation process. It represents the conjunction of contexts
inﬂuencing decisions on internationalisation of the curriculum. It explains
and legitimates variation in interpretations of its meaning in different
disciplines and institutions within the same national and regional context. It
highlights the dominant features of the different ‘layers of context’, the
unique, situation-speciﬁc combination of which ultimately determines how
academic staff conceptualise and enact internationalisation of the curriculum.
Each layer of context directly and indirectly interacts with and inﬂuences
the others, creating a complex set of conditions inﬂuencing the design of an
internationalised curriculum. The framework reﬂects the ‘supercomplex’
world in which we live – one in which the very frameworks by which we
orient ourselves to the world are themselves changing and contested (Barnett
2000, 257). This world requires regular review and reconstituting of the
curriculum as priorities in the different layers of context shift and change,
interdependently.

Figure 1. A conceptual framework of internationalisation of the curriculum.
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The top half of the framework is concerned with curriculum design. The
bottom half of the framework is concerned with the layers of context, which
have a variable inﬂuence on the decisions academic staff make in relation to
internationalisation of the curriculum. Each dimension of the framework is
described in more detail below.
The framework explained
Knowledge in and across disciplines is at the centre of the framework. Disciplinarity exerts enormous power and inﬂuence over the organization and
production of knowledge (Klein 1993). The disciplines are the foundation of
knowledge, the ‘life-blood of higher education’ (Becher 1994, 151) providing both an organisational focus for the university and the curriculum and a
social framework. Independent categorising of disciplines has resulted in
signiﬁcant consensus about ‘what counts as a discipline and what does not’
(152) as well as some deﬁning characteristics of different disciplinary
groups. Disciplinary groups have been described as the equivalent of academic tribes, exclusive global communities, each with a distinctive culture,
their own ‘set of intellectual values and their own patch of cognitive territory’ (153), their own way of seeing the world, understanding the world,
shaping the world and coping with the world. These tribal disciplinary cultures transcend institutional and national boundaries (Becher 1994). The
evolution of some disciplines has, however, perpetuated a relatively narrow
focus, ‘impoverished by an absence of intercultural and international perspectives, conceptualizations and data’ (Bartell 2003, 49).
The problems faced by the world and its communities, however, require
‘problem-deﬁning and solving perspectives that cross disciplinary and cultural
boundaries’ (Hudzik 2004, 1). Increasingly, intellectual, practical and social
problems are exerting a cross-disciplinary pull, requiring interdisciplinary
approaches to ﬁnding solutions. Hence ‘boundary work’, the ‘crossing, deconstructing, and reconstructing of boundaries’ (Klein 1993, 186) between the
disciplines is increasingly important. Knowledge production across the disciplines is at least as important as knowledge production within the disciplines.
The top half of the framework identiﬁes three key elements of designing
an internationalised curriculum: the international and intercultural requirements of professional practice and citizenship and the systematic development and assessment of intercultural and international knowledge, skills and
attitudes across the programme. These curriculum design elements are seen
through the lens of dominant, and sometimes, but less often, the lens of
emerging paradigms.
Dominant and emerging paradigms
Curriculum decisions are not value free. They are usually inﬂuenced by the
dominant paradigms within disciplines. But while a paradigm or school of
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thought may dominate a particular discipline at a particular time, disciplines are not static, isolated entities. They are inﬂuenced by points of
view, methods and ideas from other related disciplines (Klein 1993, 186).
From time to time, when dominant examples of practice, laws, theories
and taken-for-granted ways of thinking are challenged by anomalies, new
problems or changing conditions, there will be a paradigm shift (Kuhn
1962). While this seems to occur quite suddenly, the evidence or need for
a shift has always been gathering for some time. Following Mestenhauser
(1998), internationalisation of the curriculum requires that we challenge the
paradigms on which the curriculum is based (21). Maringe (2010) argues
that we need to move away from the sole use of Western models as the
basis for our understanding of internationalisation and globalisation. This
requires examination of the assumptions underlying dominant paradigms,
consideration of the changing conditions, challenging the ‘taken-forgranted’ and an openness to alternative ways of viewing the world beyond
the obvious and the dominant.
Discipline communities are to some degree constricted in thought and
action by the paradigms within which they work. Thus, critical decisions
about what to include in the curriculum, how to teach and assess learning
are often decided with little if any consideration being given to alternative
models and ways of developing and disseminating knowledge, practising a
profession or viewing the world.
An important part of the process of internationalisation of the curriculum
is to think beyond dominant paradigms, to explore emerging paradigms and
imagine new possibilities and new ways of thinking and doing. This is an
intellectually challenging task. Academic staff have been socialised into their
discipline, prepared for membership of their community through the study
and acceptance of the dominant schools of thought and models of best practice (Becher and Trowler 2001). Through that process, they have developed
a sense of identity and personal commitment to the shared values and associated ways of doing, thinking and being that are embedded within the dominant paradigms of their discipline communities.
The three elements of curriculum design reﬂected in the top half of the
framework – the requirements of professional practice and citizenship,
assessment of student learning and systematic development of knowledge,
skills and attitudes across a programme – apply to any curriculum design
process. How they apply speciﬁcally, and the key areas for consideration in
each element when the focus is internationalisation of the curriculum, are
described brieﬂy below with reference to the literature.
Requirements of professional practice and citizenship
Internationalisation of the curriculum is concerned with preparation for citizenship as well as professional practice. It should not just be about training
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for the performance demands of professional practice in a globalised world
(Barnett 2000; Mestenhauser 1998; Rizvi and Lingard 2010). It should also
prepare students to be ethical and responsible citizens and human beings in
this globalised world. When the programme is accredited by an external professional body, the requirements of professional practice may to some extent
already be speciﬁed. Decisions around how to develop in students an understanding of and capacity to meet the moral responsibilities that come with
local, national and global citizenship are also important in the process of
planning and enacting an internationalised curriculum. They may be more
difﬁcult to determine in some programmes than in others.
Assessment of student learning
A central consideration in curriculum design is what students can be expected
to know and be able to do, as well as who they will ‘be’ at the end of a programme and as graduates. A globalised ‘supercomplex’ world requires multiple dimensions of human being and requires a curriculum that addresses
epistemological (knowing), praxis (action) and ontological (self-identity) elements (Barnett 2000; Rizvi and Lingard 2010). In an internationalised curriculum, it is important to provide speciﬁc feedback on, and assess student
achievement of, clearly articulated international and intercultural learning
goals related to their lives as citizens and professionals in a globalised world.
Systematic development across the programme
The development of international and intercultural knowledge, skills and
attitudes in an internationalised curriculum across a programme is a complex
task. The development of skills such as language capability and intercultural
competence may need to be embedded in a number of courses at different
levels. A range of strategies to assist all students to achieve desired learning
outcomes by the end of the programme may be required. These might
include strategies that mobilise and utilise student services and the informal
curriculum in supporting the work undertaken in the formal curriculum.
The layers of context represented in the bottom half of the framework
will have a variable inﬂuence on the decisions academic staff make in relation to internationalisation of the curriculum.
Institutional context
Universities are always under pressure to adapt their policies, priorities and
focus in response to, ‘rapidly changing social, technological, economic and
political forces emanating from the immediate as well as from the broader
post-industrial external environment’ (Bartell 2003, 43). This includes the
need to prepare students with knowledge and skills needed in a job market
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‘which is increasingly global in character’ (44; see also Mestenhauser 1998,
2011). Since the early 2000s, there has been a focus on the development of
a range of graduate attributes in the policies of universities around the world
(Barrie 2006). Described as the knowledge, skills and attitudes that university
students should develop during their time with the institution (Bowden et al.
2000), the ways in which universities have implemented them have varied.
Some have focused on a few ‘generic’ attributes, others on a broader range of
more speciﬁc attributes, deﬁned with reference to the discipline and programme of study. References to the development of international and intercultural perspectives in students and the development of global citizens are
common in statements of intent in universities across the world. These graduate attributes are frequently linked with internationalisation of the curriculum.
Institutional mission, ethos, policies and priorities in relation to other
matters will also inﬂuence approaches taken to internationalisation of the
curriculum. For example, the range of international partnerships and activities an institution is engaged in will have an impact on the options available
for collaboration in research and teaching.
Local context
Developing students’ abilities to be ethical and responsible local citizens
who appreciate the connections between the local, the national and the global is critically important in a globalised world (Rizvi and Lingard 2010,
201). The local context includes social, cultural, political and economic conditions. All may provide opportunities and challenges for internationalisation
of the curriculum. For example, there may be opportunities for students to
develop enabling intercultural skills, knowledge and attitudes through
engagement with diversity in the local community. Local accreditation
requirements for registration in a chosen profession may require a focus on
local legislation and policy. However, the local context is reciprocally connected to national and global contexts. Developing all students’ understanding of these connections is an important part of the process of developing
their ability to be critical and reﬂexive social and cultural as well as economic beings in the local context.
National and regional context
Cross, Mhlanga, and Ojo (2011) argue that ‘the university is simultaneously
global/universal, local, and regional’, operating at ‘the interface of the global
and the local’ (77). Indeed, different national and regional contexts will
determine to some extent the options available to internationalise the curriculum. Four factors shape the strategic options available to internationalise a
university: ‘the economic strength of the country, the international status of
the home country language, the academic reputation of the national system
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of higher education and the size of the country’ (Teichler 2004, 21). In different regions and within different countries within a region, these factors
interact in unique ways to drive and shape internationalisation goals. Hence,
approaches to internationalisation are both similar and different across different nations and regions.
Regional and national matters and related government policies around
internationalisation are the background against which institutions formulate
policy and academic staff do or do not engage in internationalisation of the
curriculum. The similarities and the differences in the context and conditions
faced in nations and regions have resulted in a range of contrasting and complementary ideas and practices in internationalisation across the world.
Global context
World society is not one in which global resources and power are shared
equally – ‘globalisation is being experienced as a discriminatory and even
oppressive force in many places’ (Soudien 2005, 501). It has contributed to
increasing the gap between the rich and the poor of the world and the
exploitation of the ‘South’ by the ‘North’. This domination is not only economic. It is also intellectual, the dominance of Western educational models
deﬁning ‘what is knowledge and who is qualiﬁed to understand and apply
that knowledge’ (Goodman 1984, 13), what research questions are asked,
who will investigate them and if and how the results will be applied (Carter
2008). Globalisation has contributed to the dominance of Western educational models (Marginson 2004).
The hegemony of Western perspectives and the export/import of Western
conceptions of higher education have not gone unnoticed or unchallenged.
Some have cautioned against re-colonisation and a continuation of oppression through the reproduction of Western policies and practices in higher
education (Mok 2007). Others have seen the need to pursue and create new
and unique bodies of knowledge within their own society (Sinlarat 2005, as
cited in Mok 2007, 449). Cross, Mhlanga, and Ojo (2011) note the focus
on, ‘legitimizing universalising concepts and approaches to internationalisation emanating from the experiences of West European and North American
countries, which are unproblematically accepted as globally established
truths’ (76) and argue that this needs to change. Soudien argues that
Africans need to make critical decisions about:
how much or how little of that which we imagine to be distinctly ours … we
wish to have at the core of the education our children ought to receive; or,
alternately, how strongly we wish them to be assimilated into that which has
become the dominant culture. (Soudien 2005, 502)
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These commentators highlight the need for those working in education in
both the developed and the developing world to be aware of the consequences for individuals and world society of delivering a curriculum that
presents only one view of the world – especially if this view of the world
does not challenge the neo-liberal construction of globalisation and produces
graduates in the dominant developed world who, in pursuing their own economic goals, create even greater inequality in the economically less developed world.
In the process of internationalisation of the curriculum, it is therefore
important to consider the kind of world we currently live in and the kind of
world we would want to create through graduates. The answers to these
questions will have an impact on what is taught (whose knowledge), what
sort of experiences are incorporated into the curriculum and what sort of
learning outcomes (knowledge, skills and attitudes) are developed in graduates.
The conceptual framework was developed concurrently with case studies
in internationalisation of the curriculum across different disciplines and institutions. Three of these are discussed below.
The case studies
The academics involved in these case studies participated on the condition
of anonymity. Therefore, references to them or their institutions are limited
in this document. However, some relevant background information has been
provided.
Accounting
The accounting discipline is often seen as highly jurisdiction-speciﬁc and,
thus, a difﬁcult case for internationalisation. Typically, national professional
accreditation bodies place signiﬁcant restrictions on the curriculum. However, the literature on internationalisation of the accounting curriculum goes
back some 40 years (Cobbin and Lee 2002). One rationale for internationalisation is that accounting reporting occurs increasingly across national
boundaries within multinational corporations. Additionally, in a globalised
world, ‘a large number of graduates will be employed in international jurisdictions’ or working for local branches of international organisations that
report internationally (64). These professional conditions are typically interpreted to mean that the accounting curriculum should prepare graduates to
think, communicate and act beyond their home jurisdiction. Another rationale has been high demand for accounting degrees from international students studying outside their home country. However, it has been observed
that ‘accounting education has failed to equip students with the requisite set
of generic competencies required by the profession’ (Lee and Bisman 2006,
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5) and that there is ‘a perception among academics that development of
graduate attributes is not their responsibility’ (Evans et al. 2009, 597).
The accounting team involved in this project was located in one of Australia’s oldest universities, with around 27,000 students, around one ﬁfth of
whom are international students. Internationalisation of the curriculum is an
institutional priority and a senior member of staff was recently appointed to
stimulate activity in this area. The accounting team leader incorporated a
review of internationalisation of the curriculum within a general review of
graduate attributes efﬁcacy. In this university, graduate attributes include
operating on a body of knowledge, communication and problem-solving
skills, intercultural competence, social responsibility and a global perspective. This last graduate attribute was the sole focus of internationalisation
initiatives and the approach was uni-dimensional, the focus being on knowledge/content rather than skills development. After reviewing what was currently done and being challenged to think differently about other aspects of
internationalisation, a new approach to internationalisation of the curriculum
was described by the team leader:
Throughout all our graduate attributes we’ve incorporated internationalisation.
Under ‘Knowledge’ we want to see how our students are able to apply knowledge in an international context as well as in an Australian context. Under
‘Communication’ we want to see how our students can articulate a message
to culturally and linguistically diverse groups. Under problem solving we want
to make sure our students are actually doing research with an international
context, looking at international research. Under ‘social responsibility’,
because we’re talking about business, we want to see how our students are
considering the impact their decisions will have on different countries, on culturally diverse peoples. (Testimony of academic, University A, 2011)

Course/unit-speciﬁc articulation of these graduate attributes was linked
directly to an assessment item, thus allowing for student achievement of the
internationalised learning outcomes to be measured and traced across the
programme. The importance of the informal curriculum, particularly as it
relates to student interaction on campus, was afﬁrmed as an area requiring
future work. Professional development for teaching staff was also identiﬁed
as a priority:
Staff need to be comfortable with the pedagogical aspects of internationalisation, that is, with the internationalisation of the curriculum in action. Intercultural competence is a particular priority. (Testimony of academic, University
A, 2011)

For academic staff in this programme, at this university, elements of the global, national and institutional contexts interacted to inﬂuence the decisions
taken. The dominant aspects of the global context were the dominance of
large multinational accounting ﬁrms and the cross-border ﬂow of accounting
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information within multinational companies. Nationally there was increasing
diversity in the workplace resulting from globalisation and, in the local context the requirements of national accreditation bodies dominated. In the institutional context the adoption of graduate qualities as a policy and the recent
adoption of internationalisation of the curriculum as an institutional priority
inﬂuenced the decisions that were made and highlighted the need to provide
appropriate support and development opportunities for staff in areas such as
developing and assessing intercultural skills in students.
Despite a global approach to accounting education that was essentially
content-based, a national approach that was somewhat restricted due to
accreditation requirements and an institutional internationalisation context
that was generally supportive but still evolving, the accounting team were
able to articulate new conceptualisations of internationalisation that included
intercultural and ethical considerations relevant to the discipline. The process
of internationalisation of the curriculum broadened the curriculum beyond
local professional accreditation restrictions and constructions. The university’s graduate attributes policy was used to re-focus the degree on preparing
graduates for professional practice in a globalised world while still meeting
local professional accreditation requirements. Leadership at the local team
level was a critical factor driving change.
Journalism
The journalism team was located in a traditional research-intensive university, with around 45,000 students, one quarter being international students.
The university had a well developed and articulated approach to internationalisation embedded in its policies and mission and supported by professional
development activities. Prior to their engagement in the research project, a
comprehensive university-wide review and report on internationalisation of
the curriculum had been completed. In policy, University B includes recognition and reward for staff for undertaking internationalisation initiatives and
commits to internationalising the curriculum for all students, with the aim
that they develop not just international but inclusive perspectives (University
B policy documents, 2010–2011).
Following initial discussion of their responses to questions on the QIC,
the core team of four academics, all from different cultural backgrounds,
identiﬁed two courses that were fully focused on international and intercultural content: International Journalism and Cultural Communication. However, these courses were optional and disconnected from the rest of the
programme. Discussions involving the team and two ‘outsiders’ from
different disciplinary backgrounds (a professional development lecturer and
the researcher) led them to conclude that the programme as a whole did not
develop students’ ‘understanding about what it means to work in a globalized or international context’ and that, furthermore, ‘just because they would
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be working locally didn’t mean they didn’t need to understand these things
as well’ (Testimony of a journalism academic, 2011). This led to concern
about:
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the dominant mode of journalism and professional communication that has
been established and is perpetuated by the same journals, the same associations, the same relevant theories being applied, without a sense of why? What
else is out there? (Testimony of a journalism academic, 2011)

Journalism academics have become increasingly aware of the role of journalism in perpetuating dominant political orders, in particular the possibility
of it playing a complicit role in reinforcing unequal power relationships, in
both local and global settings. Journalism scholars have begun to contest the
North American dominance of both professional and educational practice.
Wasserman and de Beer (2009) describe a ‘global “political realignment”’
that has ‘led to a questioning of the link between journalism and a particular
form of political organization, opening the way for a deﬁnition of journalism
that is more inclusive of global political differences’; they call for ‘critical
journalism studies [which] would also turn the gaze upon itself and the normative assumptions underlying comparative work, by locating comparative
studies within global power relations both epistemologically and politically’
(Wasserman and de Beer 2009, 428–429).
Papoutsaki (2007) likewise identiﬁes a need to:
create journalism/communication curricula that promote awareness of the
social and cultural signiﬁcance of local knowledge that has been taken … for
granted or dismissed as irrelevant in a modern and increasingly globalized
world. (10)

The journalism team in University B noted the overwhelming dominance of
Western – mainly North American – approaches to the discipline in published teaching materials. In this context, they made the decision to
approach internationalisation of the curriculum through the lens of de-westernisation. What this might mean was explained by one member of the
team:
What does de-westernisation mean for journalism and communication at [University B]? It means reﬂecting on the standing of our students, where they’re
from, where they’re going and what they need; it means challenging the normative model by which we judge and assess; it means understanding local
environments in global perspectives; it means not treating other journalisms as
alternate or alternative and locating these within a boutique course on how
they do things in other countries, which is the danger of discrete courses; it
means understanding localised practices and where technology has enabled
interconnections with wider potential audiences but also other less technologically driven environments. … It also means taking seriously what others may
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have been taking seriously themselves for some time, that we from a Western
perspective have been working in a paradigm which assumes a dominance,
which assumes a norm, whereas others haven’t, but no one has been that
interested. It means being reﬂexive and with differences in approach and practice. We need to be adapting in relation to the student cohort, but also to
where the professions are going at this point. And it means embedding this in
all areas of the curriculum. (Testimony of a journalism academic, 2011)

The team set out to create an awareness of the dominance of Western paradigms in journalism practice – through the introduction of comparative
assessment items – as well as a reﬂective approach to understanding alternative approaches to journalism. They decided to embed this within and across
different units in the degree programme, rather than to add on discrete,
optional units.
For academic staff in this programme, at this university, the most important aspects of the global context were the domination of the Western paradigm of journalism and challenges to this domination in the literature. The
relevance to their programme of this emerging way of thinking about journalism education had hitherto not been considered. In the national context,
journalism degrees have been focused on ensuring graduates are able to face
the challenges associated with the digital environment and national as well
as international law. While graduate attributes were an important part of the
institutional context, the teaching team acknowledged the need to interpret
these more comprehensively within the context of the discipline, rather than
‘glossing over’ them. The process was assisted by the fact that the academic
team was itself multicultural and multilingual and leadership was strong and
consultative, with an emphasis on negotiation of meaning and outcome
throughout the process.
This team beneﬁted from an institutional context in which internationalisation of the curriculum was obviously and tangibly valued and supported.
There was strong leadership at university and disciplinary level and the
teaching team was culturally and linguistically diverse. The disciplinary context, characterised by some contestation of the prevailing hegemonic professional paradigm, assisted the formulation of a broad understanding of
internationalisation in terms of de-westernisation.
Public relations
The public relations (PR) team was located in a more recently established,
research-intensive university. University C had 18,000 students, including
around 2000 international students. It had recently established an
internationalisation policy, quite broad, though limited to a certain extent by
resourcing issues. The university had a number of graduate attributes, of
which ‘global citizenship’ was one (University C documentation, 2010–
2011). The PR team had ‘worked with generic graduate attributes of global
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perspectives and social justice’ but they were not sure ‘how we assess these
things … and we want to embed intercultural competence as a speciﬁc
learning outcome in the public relations degree’ (Testimony of a University
C public relations academic, 2011). The teaching context for the team was
complex: they taught several offshore programmes in very diverse locations
and issues of consistency in delivery and assessment across onshore and offshore programmes were prominent. The core team of three staff involved in
the project had previously engaged in internationalisation of the curriculum,
focused mainly on adapting the curriculum to suit the needs of international
students, onshore and offshore. This had resulted in the inclusion in most
core units of scholarship from a range of countries and academic papers and
case studies from the various countries where the programme was taught.
Like journalism, public relations is a profession undergoing rapid transformation, due in part to technology-driven changes in communication practices, such as increased use of blogging and social media networks. Ten
years ago, Taylor (2001) noted a growing ‘desire for competency in the
skills necessary for the successful execution of international public relations’
emanating from industry, which she attributes to the technology-driven globalisation of communications (73). More recently, Archer (2009) reports on
an internationalisation initiative developed in response to a, ‘dearth of skills
… found from practitioners working internationally and the increasing
demand of global companies and agencies for professionals with international/intercultural experiences’ (3). Not surprisingly, therefore, this public
relations team viewed internationalisation through the lens of industry stakeholders. Following intensive discussion of the programme using the QIC as
a stimulus, they decided to conduct interviews with employers of their graduates. The aim was to gain better understanding of the speciﬁc international
knowledge, skills and attitudes valued by industry. A range of key attributes
of ‘internationalised’ public relations practitioners were identiﬁed. The
results highlighted the relevance of intercultural competence to public relations practice and identiﬁed speciﬁc desirable attributes such as ‘innate curiosity’, a willingness to question the status quo and communication skills
focusing on the ability to consult and engage. Sensitivity towards Indigenous cultures in Australia was also identiﬁed as important (Testimony of a
University C public relations academic, 2011).
The global context for this public relations programme was one in which
a rapidly globalising profession was reassessing its criteria for what makes
an effective practitioner. Both global and national contexts were dominated
by a western model of practice, but there was recognition amongst the academic community of the need to challenge this. Ultimately industry and academic concerns were addressed through the introduction of a new unit
exploring the theory and practice of public relations through the lenses of
globalisation and culture. The sociocultural approach of the new unit represented:
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a shift away from the functional and normative understandings of public relations, which historically – and until recently – have dominated the ﬁeld.
Rather than viewing public relations as an organisational or management function, this unit explores public relations as a cultural activity inﬂuenced by
social, political and cultural contexts, and actively involved in the construction
of meaning. (Extract from the unit description)

In this case study, the approach to curriculum internationalisation was significantly informed and driven by industry perspectives. The curriculum
response focused on how to develop intercultural skills, knowledge and attitudes relevant to a variety of workplaces in the Australasian region in which
graduates were most likely to be employed. The dominance of a US professional paradigm was acknowledged and addressed through the introduction
of a new course. In this way the team balanced the need to work with
potential employers of graduates and meet their needs, while simultaneously
engaging in the important academic work associated with encouraging and
nurturing the emergence of new paradigms. It is interesting to note the very
different approaches to the process of internationalisation of the curriculum
in the journalism and the public relations teams given that public relations
and journalism are ‘interacting professions’ facing similar issues in professional practice (Breit 2011, xix). This suggests that approaches to internationalisation of the curriculum are not entirely determined by the nature of
the discipline. Other factors are also at play.
Discussion
While there are distinctive differences between these case studies, some conclusions about the process of internationalisation can also be drawn from
them.
First, the process is complex, multi-faceted and context-dependent and it
needs to be understood and nurtured in situ, with consideration being given
to the unique interactions between disciplinary, institutional, national and
global contexts. These interactions produced similar concerns but different
priorities for immediate action.
Second, the multiple allegiances of academic staff (to their discipline
community, their university, industry and professional groups) and the complex roles played by universities on the local, national and global stage, create conﬂicting and competing demands on the curriculum. Choices must be
made and some of these involve critical questions of balance. To what
extent will the focus of the curriculum at a programme level be on
performativity in an industry/workplace setting and to what extent will it be
on the human qualities of being and identity in tomorrow’s world? These
are big questions that cannot be resolved at a programme/discipline level by
individuals teaching isolated courses.
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Third, while the core work involved in the process of internationalising
the curriculum must occur in disciplinary teams, interaction with ‘outsiders’
from different discipline communities is also critical. At different times and
in different ways this stimulated, sustained and informed the process and the
outcome as the ‘taken-for-granted’ was challenged. The conceptual framework provided a mechanism for disturbance and questioning of dominant
paradigms, focused attention on the relationship of the programme with the
professions and with other disciplines and stimulated creative uncertainty.
Fourth, while internationalisation of the curriculum was clearly to some
extent discipline-dependent, disciplinary culture and tradition did not
account on their own for the different approaches. Rather, a complex range
of interacting factors inﬂuenced each team and the individuals within it as
they worked through the process of internationalisation of the curriculum.
The reciprocal and uneven relationship between the multiple contexts
within which curricula were formulated and enacted in the case studies
resulted in a variety of interpretations of internationalisation of the curriculum. Flexibility in interpretation is a good thing in a rapidly changing world.
Narrow deﬁnitions and interpretations of internationalisation neither allow
for nor encourage the emergence of dynamic, innovative or imaginative
responses to changes in institutional, national, regional and world contexts.
An important part of the process of internationalisation is inviting, accommodating and nurturing new rationales, alternative paradigms and interpretations of internationalisation of the curriculum that legitimate hitherto hidden
or ignored perspectives and provide gateways into alternative futures.
The research also highlighted the need for further research. Studies of
the actual impact on the ‘mindset, skillset and heartset’ (Bennett 2008, 13)
of students who engage in the modiﬁed curricula would provide valuable
evidence of the impact on student learning of an internationalised curriculum. Furthermore, this research was limited to one country. Similar research
undertaken in different contexts (regional, national, institutional and disciplinary) would also provide further insights into the way in which the various layers of the conceptual framework inﬂuence constructions of what
internationalisation of the curriculum means in action in different contexts.
Conclusion
This research has provided some insights into the reasons for different interpretations of internationalisation of the curriculum within and across disciplines and highlighted the importance of constantly challenging existing
interpretations and revisiting meaning.
The curriculum in higher education is subject to a range of external inﬂuences and competing demands. Globalisation poses multiple challenges.
Those involved in internationalising the curriculum must balance the competing demands of employers, society more generally and their discipline
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communities in state-based, national universities operating in a globalised
and increasingly connected and interactive world.
We have provided and illustrated a multi-dimensional conceptual framework of internationalisation of the curriculum, which situates the disciplines
and the disciplinary teams who construct the curriculum at the centre of
the internationalisation process. The complexity of the interactions between
the various contextual layers within which internationalisation of the curriculum operates resulted in different interpretations of its meaning within the
same national and regional context. Such variation is inevitable and desirable.
The conceptual framework acknowledges the complexity of the interactions between the different layers of context within which the curriculum is
planned and realised. The framework usefully highlights the importance of
acknowledging and responding to critical social and ethical questions related
to globalisation in discipline-speciﬁc curricula. It prompts consideration of
alternative paradigms, accommodates and legitimates different perspectives
and provides gateways into alternative futures.
Interpretations and enactments of internationalisation of the curriculum in
context require critical reﬂection, imagination and careful nurturing. Taken
together the conceptual framework and the case studies highlight the possibilities and complexities of internationalisation of the curriculum.
Acknowledgements
The authors wish to acknowledge the support of the Australian Learning and
Teaching Council, which provided funding for this research within a National
Teaching Fellowship, and the deep and ongoing commitment of the universities
and teaching staff involved in the case studies to internationalisation of the
curriculum.

References
Appadurai, A. 1990. ‘‘Disjuncture and Difference in the Global Cultural Economy.’’
In Global Culture: Nationalism, Globalization and Modernity, edited by
M. Featherstone, 295–310. London: Sage.
Archer, C. 2009. Internationalisation of the Marketing Curriculum: Desired in Theory but What About in Practice? Paper presented at ANZMAC, Melbourne,
November 30–December 2.
Barnett, R. 2000. “Supercomplexity and the Curriculum.” Studies in Higher Education 25 (3): 255–265.
Barnett, R., and K. Coate. 2005. Engaging the Curriculum in Higher Education.
Maidenhead, UK: Open University Press.
Barrie, S. 2006. “Understanding What We Mean by the Generic Attributes of Graduates.” Higher Education 51 (2): 215–241.
Bartell, M. 2003. “Internationalization of Universities: A University Culture-based
Framework.” Higher Education 45 (1): 43–70.

Downloaded by [University of Ballarat] at 21:18 02 October 2013

Compare

99

Becher, T. 1994. “The Signiﬁcance of Disciplinary Differences.” Studies in Higher
Education 19 (2): 151–161.
Becher, T., and P. Trowler. 2001. Academic Tribes and Territories: Intellectual
Enquiry and the Cultures of the Disciplines. 2nd ed. Buckingham, UK: Society
for Research into Higher Education and Open University Press.
Beelen, J., ed. 2007. Implementing Internationalisation at Home, EAIE Professional
Development Series for International Educators. Amsterdam: European Assocation for International Education.
Bennett, J. 2008. “On Becoming a Global Soul: A Path to Engagement during
Study Abroad.” In Developing Intercultural Competence and Transformation,
edited by V. Savicki, 13–31. Sterling, VA: Stylus.
Bourn, D. 2010. “Students as Global Citizens.” In Internationalization and the Student Voice, edited by E. Jones, 18–29. New York: Routledge.
Bowden, J., G. Hart, B. King, K. Trigwell, and O. Watts. 2000. Generic Capabilities of ATN University Graduates. Canberra: Australian Government Department
of Education, Training and Youth Affairs.
Breit, R. 2011. Professional Communication: Legal and Ethical Issues. 2nd ed.
Chatswood, NSW: Lexis Nexis.
Carter, L. 2008. “Globalization and Science Education: The Implications of Science
in the New Economy.” Journal of Research in Science Teaching 45 (5): 617–633.
Childress, L. 2010. The Twenty-ﬁrst Century University: Developing Faculty
Engagement in Internationalization. New York: Peter Lang.
Clifford, V. 2009. “Engaging the Disciplines in Internationalising the Curriculum.”
International Journal for Academic Development 14 (2): 133–143.
Cobbin, P., and R. Lee. 2002. “A Micro-journal Approach to Internationalising the
Accounting Curriculum.” Journal of Studies in International Education 6 (1):
59–77.
Cross, M., E. Mhlanga, and E. Ojo. 2011. “Emerging Concept of Internationalisation in South African Higher Education: Conversations on Local and Global
Exposure at the University of Witwatersand (Wits).” Journal of Studies in International Education 15 (1): 75–92.
Egron-Polak, E., and R. Hudson. 2010. IAU 3rd Global Survey Report: Internationalization of Higher Education: Global Trends, Regional Perspectives. Paris:
International Association of Universities.
Evans, E., J. Tindale, D. Cable, and S. Hamil Mead. 2009. “Collaborative Teaching
in a Linguistically and Culturally Diverse Higher Education Setting: A Case
Study of a Postgraduate Accounting Program.” Higher Education Research &
Development 28 (6): 597–613.
Goodman, J. 1984. “Reﬂection and Teacher Education: A Case Study and Theoretical Analysis.” Interchange 15 (3): 9–26.
Hamilton, S. 1998. “Setting the Foundations for Internationalization of Australian
Higher Education.” Paper presented at Education ‘98: The Industry Practitioners’
Forum, Sydney, March 17–19.
Hudzik, J. 2004. Why Internationalize NASULGC Institutions? Challenge and
Opportunity. Association of Public and Land-grant Universities. http://www.aplu.
org/NetCommunity/Document.Doc?id=38
Jones, E., and D. Killick. 2007. ‘‘Internationalisation of the Curriculum.’’ In Internationalising Higher Education, edited by E. Jones and S. Brown, 109–119.
Abingdon, UK: Routledge.
Killick, D. 2006. Cross-Cultural Capability and Global Perspectives: Guidelines
for Curriculum Review. Leeds: Leeds Metropolitan University.

Downloaded by [University of Ballarat] at 21:18 02 October 2013

100

B. Leask and C. Bridge

Klein, J.T. 1993. “Blurring, Cracking, and Crossing: Permeation and the Fracturing
of Discipline.” In Knowledges: Historical and Critical Studies of Disciplinarity,
edited by E. Messer-Davidow, D. Sylvan, and D. Shumway, 185–211. Charlottesville: University Press of Virginia.
Knight, J. 1994. Internationalization: Elements and Checkpoints. Ottawa: Canadian
Bureau of International Education.
Knight, J. 2006. Internationalization of Higher Education: New Directions, New
Challenges. 2005 IAU Global Survey Report. Paris: International Association of
Universities.
Knight, J., and H. de Wit. 1995. “Strategies for Internationalization of Higher Education: Historical and Conceptual Perspectives.” In Strategies for Internationalization of Higher Education, edited by H. de Wit, 5–32. Amsterdam: European
Association for International Education.
Kuhn, T.S. 1962. The Structure of Scientiﬁc Revolutions. Chicago, IL: University of
Chicago Press.
Leask, B. 2001. “Bridging the Gap: Internationalising University Curricula.” Journal of Studies in International Education 5 (2): 100–115.
Leask, B. 2009. “Using Formal and Informal Curricula to Improve Interactions
between Home and International Students.” Journal of Studies in International
Education 13 (2): 205–221.
Leask, B. 2011. “Assessment, Learning, Teaching and Internationalisation: Engaging for the Future.” Assessment, Teaching and Learning Journal 11: 5–20.
Leask, B., and J. Beelen. 2009. “Enhancing the Engagement of Academic Staff in
International Education.” In Advancing Europe-Australia Cooperation in International Education: Proceedings of a Joint Symposium, 28–42. Melbourne:
International Education Association of Australia.
Leask, B., and J. Carroll. 2011. “Moving beyond ‘Wishing and Hoping’: Internationalisation and Student Experiences of Inclusion and Engagement.” Higher
Education Research & Development 30 (5): 647–659.
Lee, C., and J. E. Bisman. 2006. “Curricula in Introductory Accounting: An International Student Focus.” Paper presented at the 3rd International Conference on
Contemporary Business, Leura, NSW, September 21–22.
Marginson, S. 2004. “Competition and Markets in Higher Education.” Policy
Futures in Education 2 (2): 175–244.
Maringe, F. 2010. “The Meanings of Globalization and Internationalization in HE:
Findings from a World Survey.” In Globalization and Internationalization in
Higher Education: Theoretical, Strategic and Management Perspectives, edited
by F. Maringe and N. Foskett, 17–34. New York: Continuum.
Mestenhauser, J. 1998. “Portraits of an International Curriculum: An Uncommon
Multidimensional Perspective.” In Reforming the Higher Education Curriculum:
Internationalizing the Campus, edited by J. Mestenhauser and B. Ellingboe,
3–39. Phoenix, AZ: Oryx Press.
Mestenhauser, J. 2011. Reﬂections on the Past, Present and Future of Internationalizing Higher Education: Discovering Opportunities to Meet the Challenges.
Minneapolis: University of Minnesota Press.
Mok, K. 2007. “Questing for Internationalization of Universities in Asia: Critical
Reﬂections.” Journal of Studies in International Education 11 (3–4): 433–454.
Papoutsaki, E. 2007. “De-colonizing Journalism Curricula: A Research and ‘Development’ Perspective.” Paper presented at the 16th Annual Conference of the
Asian Media Information and Communication Centre, Singapore, June 25–28.

Downloaded by [University of Ballarat] at 21:18 02 October 2013

Compare

101

Rizvi, F., and B. Lingard. 2010. Globalizing Education Policy. Abingdon, UK:
Routledge.
Soudien, C. 2005. “‘Inside but Below’: The Puzzle of Education in the Global
Order.” In International Handbook on Globalisation, Education and Policy
Research: Global Pedagogies and Policies, edited by J. Zajda, 501–516. Dordrecht, The Netherlands: Springer.
Stohl, M. 2007. “We Have Met the Enemy and He is Us: The Role of the Faculty
in the Internationalization of Higher Education in the Coming Decade.” Journal
of Studies in International Education 11 (3–4): 359–372.
Taylor, L. 2001. “Skills: Skills-kind, Inclusion and Learning in Law School.”
University of Technology, Sydney Law Review 3: 85–125.
Teichler, U. 2004. “The Changing Debate on Internationalisation of Higher Education.” Higher Education 48 (1): 5–26.
van der Wende, M. 1997. “Missing Links: The Relationship between National Policies for Internationalization and those for Higher Education in General.” In
National Policies for the Internationalisation of Higher Education in Europe,
edited by T. Kalvemark and M. van der Wende, 10–42. Stockholm: National
Agency for Higher Education.
Wasserman, H., and A. de Beer. 2009. “Towards De-westernizing Journalism Studies.” In The Handbook of Journalism Studies, edited by K. Wahl-Jorgensen and
T. Hanitzsch, 428–438. New York: Routledge.
Zimitat, C. 2008. “Student Perceptions of the Internationalisation of the Curriculum.” In Teaching in Transnational Higher Education, edited by L. Dunn and
M. Wallace, 135–147. London: Routledge.

