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Series Editor’s Foreword

The internationalization of higher education is a theme of great significance, and this
book makes a major contribution to understanding of the phenomenon. The Com-
parative Education Research Centre (CERC) at the University of Hong Kong is thus
delighted to include the book within its series CERC Studies in Comparative
Education.

The book owes its origin to a conference organized by the Australian and New
Zealand Comparative and International Education Society (ANZCIES). This explains
the emphasis within the book on perspectives from Australasia and its neighbors. The
ANZCIES is one of the 32 constituent societies of the World Council of Comparative
Education Societies (WCCES), of which CERC is the secretariat. This professional
linkage within the field of comparative education provides an additional reason why
CERC is glad to include the book in its series, promoting the work of the ANZCIES in
the wider arena.

Australia, in particular (and more visibly than New Zealand), has become
widely known for its aggressive recruitment of overseas students and for export of
services through campuses of Australian universities in other countries. The book
notes that in 2002, Australian public higher education institutions enrolled 185,000
students compared with just 29,000 twelve years previously, and that the international
students in 2002 comprised over 21 per cent of the total student load. One third of
these international students were in ‘offshore’ programs, and studied entirely or
largely within their own countries. This activity generated over AUS$2 billion for
Australian universities, and further substantial amounts were spent by international
students and their families in living expenses when resident in Australia. For these
reasons, Australian interest in international student flows has been particularly strong,
and Australian scholars have made major contributions not only to literature
specifically concerned with Australia but also to the broader arena. It is a pleasure to
make some of this literature available in the present book.

Moreover, in addition to the work that focuses on Australia the book contains
other perspectives. These include an instructive case study of the internationalization
of a major comprehensive university in China; a wide-ranging analysis by scholars in
the United Kingdom of global commodification of teaching and learning; and a view
from Fiji of international policy convergence in higher education.

vii
P. Ninnes and M. Hellstén (eds.), Internationalizing Higher Education, vii-viii.
© 2005 Springer. Printed in the Netherlands.



viii Series Editor’s Foreword

As might be expected, much of the commentary in other books, particularly
ones emanating from official sources, has been very positive. The present book,
however, sets out to problematize the phenomenon. As explained by the editors in the
Introduction, the volume aims to “peel back taken-for-granted practices and beliefs”.
The book has indeed succeeded in this task. It has brought together an outstanding
group of contributors, and presents analyses on this complex topic which will attract
broad interest not only from countries which, like Australia, are exporters of higher
education but also from countries which are importers.

Mark Bray

President, World Council of Comparative Education Societies;
Chair Professor of Comparative Education;

Dean, Faculty of Education, The University of Hong Kong



Introduction: Critical Engagements with the
Internationalization of Higher Education

Peter Ninnes and Meeri Hellstén

For the academic with a taste for adventure, an insatiable desire to know and
experience a wide range of exotic ‘others’, a willingness to board the entrepreneurial
bandwagon, a hankering after airport departure lounges, and an immunity to the
effects of long term exposure to radiation at 10,000 metres above sea level, the
internationalization of higher education is an enticing and intoxicating cocktail of
possibilities. From teaching intensive residential schools off-shore in the ‘glitz and
glamour’ of Hong Kong, to educational consultancies in remote Kingdoms ‘lost in
time’, to the mad cap intellectual menagerie of massive academic conferences in
Montréal, to the exquisite pleasure of witnessing the graduation of one’s on-shore
international students, the internationalization of higher education appears to provide
increasing opportunities for academics to become global travellers, makers of
difference, effectors of personal change, and facilitators of social progress. Indeed, if
some programs are to be believed, it provides elusive opportunities to be peddlers of
poverty alleviation practices and dispensers of sustainable development. Under
internationalization, the world is our oyster, or perhaps, our garden, in which we sow
the seeds from the fruits of our academic labours: powerful knowledges, proven (best)
practices, and established systems of scholarship, administration and inquiry. Of
course, the preceding description is only one reading of the internationalization of
higher education, and the main purpose of this volume is to trouble such
unproblematized notions and to provide more critical readings and explorations of the
process.

Internationalization has been the subject of study and comment in a range of
academic fields, including comparative education. The relationship between inter-
nationalization and comparative education is both complex and dynamic. For decades,
comparative educators have been concerned that the field of comparative education

1
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2 Internationalizing Higher Education

should contribute to international understanding, peace, and global interconnectedness.
Demiashkevich (1931: 45), for example, expressed a desire that the field would
contribute to the enhancement of intercultural relations and the sound conduct of
international relations, and would contribute to the avoidance of war as nations
learned about each other. Kandel (1933: xxv) hoped the field would contribute to a
rational internationalism that would enhance “the work and progress of the world”.
Similar sentiments have been expressed by Moehlman (1951), Ulich (1954),
Schneider (1955), Woody (1955), Paplauskas-Ramunas (1955), and Butts (1973).

As well as debates over the role of comparative education in promoting
internationalism, the field of comparative education has at various times tried to
differentiate itself from international education. Kandel (1956: 2), for example, argued
that comparative education

should not be confused with the aim of international education, which seeks to
promote a common aim — good-will, friendship, brotherhood, peace and so on
— among the peoples of the world. The study of comparative education may
have a contribution to make towards this aim by showing where and how it
may be implemented but it is not itself international education.

In a similar vein, Bereday (1964: ix-x) argued that because of the unique
combination of methods and concepts that comparative education employed, it
“cannot simply be a part of history of education or of sociology of education or of
international education”, although he did suggest that it could contribute to
“international understanding” (Bereday 1964: 9). In a later work, Bereday (1967)
suggested that there was some overlap between comparative education and
international education. Noah and Eckstein (1969: 185-186) suggested that while the
early aims of comparative education such as promoting international brotherhood and
cooperation [were] “highly laudable” they were “inadequate bases to sustain a field of
study”. Later authors, such as Lawson (1975) and Wilson (1994), also sought to
strictly differentiate comparative education from international education. Yet other
writers, such as Collings (1956: 126) argued that one of the relevant issues for
comparative education was “international cooperation for economic and social
development, particularly through technical assistance”. Much of this technical
assistance occurred through student exchanges such as the Colombo Plan (Auletta
2001), which are often considered a component of international education. Others
argued that international education is a subset of comparative education (see, for
example, Fletcher 1974), while Arnove (1980: 62), in introducing world systems
theory into comparative education, argued that such a move restored the international
element to comparative education. It could also be argued that Arnove’s (1980)
introduction of world systems theory into the field of comparative education presaged
the later emphasis on globalization. More recently, Rust (2002) has editorialized that
articles on international education have a proper place in comparative education
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journals, as long as they meet certain academic criteria regarding conceptual framing,
methods, and originality.

The acceleration of globalization in the last two decades has to some extent
rendered obsolete the debates about the differences between comparative and
international education. Cultural, economic and political globalization has resulted in,
if not the breakdown, then the increased porosity of the nation state, which many
comparative education researchers have used and continue to use as a unit of analysis.
However, the notion of the discrete nation state able to be studied and compared with
other nation states becomes less meaningful as nation states become more socially,
culturally, politically, and economically integrated. In addition, the notion of
international education comprising primarily international exchanges in order to learn
about other countries, or to provide technical assistance in development, is also
limited. While some international student exchanges still have these goals, many are
based on economic motives. For countries such as Australia, international student
recruitment has shifted emphasis from aid to trade. Furthermore, as Harman (this
volume) shows, the international dimensions of higher education also embrace
practices such as the global movement of teachers and researchers, the diversification
of the curriculum, educational programs offered across national borders using new
technologies, bilateral and multilateral agreements between universities and the
commercial export of education. This appears to be a broader set of activities than
envisaged by Knight (1995), who defined international education in terms of
incorporating international or intercultural elements into teaching, service and
research. The implication for comparative education research is that, as part of its
engagement with globalization (see, for example, Stromquist & Monkman 2000,
Jones 1999), there needs to be an increased emphasis on the academic study of
international education as a practice and of the diverse processes of internationaliza-
tion. It is this emphasis to which the current volume contributes.

The increasing pace of the internationalization of education is a response to a
diverse set of conditions. As Bauman (2002: 231) observes, we live in a “fast
globalizing world of crumbling state borders and a worldwide supranational network
of capital, knowledge, and knowledge capital”. This has created a perception that
international perspectives in all levels of education are imperative, as have global
events such as terrorism and protracted regional disputes focused on issues of
ethnicity and religion. At the same time, changes to funding regimes for higher
education have forced many institutions to engage globally through off-shore
programs and increased recruitment of international students. Yet education is an
increasingly contested domain as the processes of global destructuring and re-
structuring continue to empower and disempower a range of education stakeholders.
Furthermore, these changes have produced uncertainty at the micro level, or in the
everyday practices of systems, institutions, academics and learners. There is now a
questioning of the character and quality of the products of the rapid inter-
nationalization of education. At the unglamorous ground levels of office and
classroom, it could be argued that the internationalization of higher education is
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currently experiencing a moment of exhaustion brought on by increasing workload
demands and seemingly insoluble pedagogic and ethical dilemmas. Many programs
are simply being sustained by academics’ goodwill and passion for teaching. Thus
there is a great need for review, renewal and critical insight into current practices of
internationalization.

In this volume we attempt to peel back taken-for-granted practices and beliefs
(McHoul & Rapley 2001), and “alienate” normalized notions (Sendergaard 2002).
Rather than provide a manual on how better to internationalize higher education
institutions (see, for example, Cavusgil & Horn 1997, Mestenhauser & Ellingboe
1998, Speck & Carmical 2002), we seek to be intentionally critical of teaching,
learning, research and policy. By “critical” we mean that we seek to explore the gaps
and silences in current pedagogy and practices, and to address the ambiguities,
tensions, unevennesses and contradictions in internationalization. We aim to
foreground, and consider the unintended consequences of, the taken-for-granted, and
to ask unsettling questions about whose interests are served by the processes of inter-
nationalization.

Welch (2002) attempts to distinguish internationalization from globalization, as
do Edwards and Usher (2000). In the former case, Welch employs Knight’s (1995)
relatively narrow definition of internationalization mentioned above, and hence sees
internationalization as a relatively benign or positive process, in contrast to global-
ization and especially “the unfettered global competition of industries and institutions,
including the knowledge and culture industries” (Welch 2002: 434). Edwards and
Usher (2000), in contrast, view internationalization less benignly, arguing that it
comprises “the spread of Western institutions, culture and practices”, while globali-
zation is concerned with issues such as hybridity, space and the global-local nexus
(Edwards & Usher 2000: 20). This colonial characterization of internationalization is
revealed in several of the chapters is this volume. At the same time, many of the
works collected here reject these dichotomistic approaches and show how interna-
tionalization and globalization are entangled with, rather than distinct from, each
other. The space-time compression, electronic information networks, global spread of
ideas, cultures, and values, economic integration and so on that many writers identify
as aspects of globalization (McGinn 1997, Edwards & Usher 2000, Rizvi & Lingard
2000, Stromquist & Monkman 2000, Langhorne 2001, Carnoy & Rhoten 2002, Torres
2002, Singh 2004) simultaneously aid and are intensified by processes of interna-
tionalization. Thus, while the space-time compression of the teaching and learning
process is aided by, for example, the existence of web based educational delivery
systems, the development and improvement of such systems is driven in part by
universities’ desire to internationalize their operations. As a result of this entangle-
ment, many of the chapters in this volume frame their analysis of internationalization
in terms of processes of globalization.

This book arose from ideas generated at the 30" annual conference of the
Australian and New Zealand Comparative and International Education Society
(ANZCIES), which had as its theme “Internationalizing Education in the Asia-Pacific
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Region: Critical Reflections, Critical Times” (Ninnes & Tamatea 2002). A number of
the chapters are revisions of work first presented at that conference, while the other
chapters have been specifically commissioned for this volume.

The chapters proceed through two stages, dealing successively with pedagogy
and policy issues. The first set of chapters commences with Michael Singh’s
exposition of how internationalization and globalization provide opportunities for
creating new kinds of teaching and learning in universities. Drawing on the findings
of a major research project with international students, Singh shows how academics
can work with/in the incomplete and inadequate concepts and practices of inter-
nationalization to construct meaningful and powerful learning communities. In
chapter 2, Rajani Naidoo and Ian Jamieson unsettle some of the taken-for-granted
assumptions about the pedagogical desirability of virtual learning. They argue that
many of the recognized characteristics of effective teaching and learning are difficult
if not impossible to reproduce in cyberspace, because virtual learning systems are
designed principally to deliver a commodified educational product rather than to
engage the learner in deep and profound cognitive or affective change. In chapter 3,
Cathie Doherty and Parlo Singh trouble some of the familiar routines and
performances of English language classes for international students. Their insightful
presentation of data from a research project conducted in Australia and Indonesia
demonstrates how practices of internationalization that apparently seek to empower
international students are inadvertently contributing to westernization. Next, Anne
Prescott and Meeri Hellstén disrupt some of the assumptions about the process of
transition of international students into the academic cultures of their host institutions.
They argue that the ways in which many international students interpret their initial
experiences are quite different to the host academics’ expectations, and Prescott and
Hellstén call for a re-thinking of pedagogies that are meant to aid and include
international students’ transitions.

The following two chapters provide a case study of internationalization and a
review of Australian literature on the process. The case study in Chapter 5 is provided
by Rui Yang and focuses on a major Chinese university. His work shows how
internationalization policy has impacted on research agendas over three quarters of a
century. Of particular interest is the way in which his research reveals the unevenness
of internationalization between academic departments, and how internationalization
benefits some parts of the university at the expense of others. In the following chapter,
Grant Harman provides a rich and detailed review of research into
internationalization, pedagogy, practice and policies, conducted in Australian
universities. The chapter shows the various approaches that have been used, the kinds
of results found, and also the gaps and silences that currently exist in the issues,
frameworks and topics that inform contemporary research in this area.

The final chapters of the book explore specific issues pertaining to inter-
nationalization policies. In chapter 7, Peter Ninnes presents an alternative reading of a
government aid program designed to involve higher education institutions in inter-
national development. His analysis shows how the program inadvertently creates
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overly flattering representations of Australia’s capabilities and characteristics, while
simultaneously representing Australia’s neighbours as essentially lacking. Pam
Nilan’s analysis of an overseas aid scholarship program follows in chapter 8. Nilan
reveals how the scholarship recipients use the program for their own purposes, which
may be at odds with the purported aims of the program. Furthermore, despite its best
intentions, the program contributes to the maintenance of social stratification in the
recipient country. In chapter 9, Jan Schapper and Susan Mayson explore a number of
management policies and practices related to internationalization in one major
university. Their work identifies the ways in which these policies and practices
contribute to a deskilling and marginalization of academics and a homogenization of
the curriculum. Finally, in chapter 10, Katarina Tuinamuana discusses the imple-
mentation of international management practices at a higher education institution in
Fiji. Her analysis is particularly important in showing how international practices
intersect and interact with local institutions, academic cultures, and bureaucracies with
unexpected and unintended effects.

Barring a full-scale revolt by jaded and jet-lagged academics, the inter-
nationalization of higher education is likely to continue at an increasing rate. Our
hope is that in a small way this volume will contribute to a thoughtful and critical
approach by academics, policy makers and administrators to teaching, learning,
research and policies of and within the internationalization of higher education.
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Enabling Transnational Learning Communities:
Policies, Pedagogies and Politics of
Educational Power

Michael Singh

Introduction

In responding to and giving expression to contemporary geopolitical shifts, univer-
sities around the world are increasingly entangled in intersecting local, national, and
global relations. Transnational students are using the internationalization of higher
education to extend and deepen their capacity for thinking and acting globally,
nationally and locally in order to enhance the viability of their life trajectories. In
doing so they find competing university systems offering contrasting perspectives on,
and pathways through, the contours of this ever-changing global/national/local-scape.
This chapter explores the problematic connections between university imaginings of
the internationalization of higher education and transnational students’ uses of inter-
national education to enhance their life opportunities as global/national/local citizens,
workers/employers and learners.

Adopting a transformative perspective, this chapter contributes to the
burgeoning debates about the possibilities of bringing forward, reinvigorating and
reinventing those traditions which have enabled education policies, pedagogies and
politics to respond responsibly to the fiery imperatives of the past. Through the
examination of the global/national/local connectedness of particular students, this
chapter opens possibilities for discovering how other students—Ilocal and international,
bilingual and monolingual, majority and minority world alike—may offer important
media through which to learn about and develop the attributes required for dealing
with the imperatives, uncertainties and complexities inherent in the structures and
(iD)logic of contemporary transitions in globalization.
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To ground this project socially, this chapter is based on an analysis of interviews
with students from the People’s Republic of China who were enrolled in the final year
of their undergraduate degree, mostly in disciplines related to business, science and
technology, at a range of Australian universities. The interviews explored these
students’ views of how their formal and non-formal learning experiences in Australia
deepened and extended their transnational education begun in China, and how they
expected to use the learnings they had so far accumulated in their life. The students
did not offer a homogenous narrative on the internationalization of higher education,
nor did they represent anything like typical transnational students. Each student had
her or his own different and particular transnational educational history, and they had
highly variable accounts of how they were using their education in Australia to
claborate their pre-formed identities as transnational workers/employers, global/
national/local citizens and worldly learners. Further, in itself this focus on trans-
national students from China reflects and gives expression to a notable reorientation of
economic globalization in Australia as elsewhere. From the beginning of the 21%
century, Australian considerations of transnational capitalism and politics have
extended to China, displacing but not marginalizing an earlier focus on Japan.
Moreover, this focus on Chinese students also invites consideration of the role of non-
Europeans in inciting innovations in university teaching and learning in Australia, a
country still struggling with its legacy of White Australia politics (Singh 2001).

This chapter contributes to exploring the educational significance of re-
presenting and engaging all students as media of transnational global/national/local
connectedness, rather than as merely sources of revenue or sites of English language
deficiencies or “empty vessels” to be filled with Euro-American knowledge.
Marketing models have often framed the meanings assigned to the internationalization
of higher education in Australia (Caruana, Ramaseshan & Ewing 1998, Gatfield,
Barker & Graham 1999, Jolley 1997, Kemp, Madden & Simpson 1998, Lafferty &
Fleming 2000, Marginson 2002, Mazzarol, Choo & Nair 2001, Mazzarol & Hosie
1996). Debates and struggles over the sustainable management of the risky
commercial trade in higher education have a privileged position in educational policy,
pedagogy and politics. This is not surprising given the Australian Government’s
disinvestment in the education of an Australian public as well as the systems required
for producing its ‘human resources’ and ‘intellectual capital’ (Dobson & Holtta 2001,
Taylor & Henry 2000). Further, where debates over the socio-political, economic and
multicultural purposes of internationalizing higher education arise, much attention is
given to compensating for presumed deficits. This is especially with respect to English
language education and the imagined allures of ‘Anglo-American knowledge’
(Ballard & Clanchy 1997, Bradley & Bradley 1984, Cleverley & Jones 1976).
Alternatively these debates over the purposes of internationalizing higher education
have dwelt on the psychosocial imaginings of ‘absolute differences’ in the learning
strategies of students from Asia and Australia (Watkins & Biggs 1996).

A significant gap in all of this research into the internationalization of higher
education is the missed opportunities to engage contemporary theories of cultural
globalization and the insights they offer into the history, ideological and local
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practices of internationalizing higher education. This chapter represents a small
contribution to generating an interpretation that brings a sense of complexity to the
foregoing approaches, interrupting any assumption that they give the fullest possible
meaning to the internationalization of higher education. They have been replaced in
this chapter by a perspective that brings to the fore considerations of students as media
of complex transnational connectivities. Taking Appadurai’s (1996: 33) notion of
“global cultural flows” as a point of departure, it might be argued that the global/
national/local movements of transnational students (and academics), and their
imaginings about moving, constitute a key feature of the current transitions in the
practices of globalization. This opens up opportunities for bringing to the front of the
imagination possibilities for responsive and responsible educational policies, peda-
gogies and politics. How might education policy actors enable transnational students’
learnings?

This chapter grounds the nebulous and contested notion of internationalizing
higher education in the movements of transnational students. They are seen as agents
shaping their own life trajectories, as well as agents in stimulating the transformative
re-imaginings and re-workings of policies, pedagogies and politics for internationali-
zing higher education. What then might it mean for the policies, pedagogies and
politics of internationalizing higher education if the local and international, bilingual
and monolingual, majority and minority world students (and staff) present in
universities were regarded as productive media of global/national/local connections?
What innovative possibilities could arise for higher education policies, pedagogies and
politics if the presence of transnational students—in all their complex connectivities—
was seen as a day-to-day manifestation of the nation-state’s responses to and ex-
pressions of contemporary transitions in globalization? Admittedly, this way of
framing the question of internationalizing higher education is as confronting as it is
productively stimulating.

By working critically with the compromised conceptual resources of Clifford
(1997) this chapter reflects on the evidence concerning how and why students from
China are extending and deepening their movements into the circuits of transnational
communities of learning and work. In doing so, it explores possibilities for peda-
gogical innovations that involve re-inventing ethnographic practices of fieldwork. The
sections that follow seek to provide practical conceptual resources for making
innovations in education policies, pedagogies and politics through the internationali-
zation of higher education. This work is necessary even as education itself is being
subjected to, and engages in crass marketization, individualistic consumerism and
technological commodification. This is perhaps nowhere more evident than in
Australian higher education, which is increasingly dependent on the cash-flow derived
from international fee-paying students.
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Reconstituting Ethnographic Fieldwork as a Pedagogical Practice

What might it mean to formally and explicitly incorporate transnational students’
travels into a cluster of pedagogical practices derived through reconstituting
ethnographic fieldwork? The following comparisons of the transnational students and
the ethnographic ficldworker may suggest ways of tapping into the former’s
observation about globalization in Australia, providing a pedagogical vehicle for
turning private musings into collective ethnographic knowledge. Like fieldwork,
transnational students’ travels typically require co-residence, collaboration and
advocacy, and involve conducting interviews, making surveys and composing reports
about people and their place (Clifford 1997: 59). Usually fieldworkers and
transnational students are required to physically leave their ‘home’ (however that is
defined), and to travel to and from, in and out of some place which may be imagined
as being distinctly different. The fieldworker is required to engage in intensive or
‘deep’ interactions by living in a community for an extended, if inevitably temporary,
time; so too does the transnational student. By re-making ethnographic fieldwork as a
method of teaching, the world’s geopolitical shifts might be represented to, by and
through the learning experiences of transnational students. Students-as-fieldworkers
could investigate global/national/local economic, cultural and socio-political flows,
including the import-export of higher education in which universities are already
enmeshed, to reveal what questionable habits are being taken for granted.

To get a sense of the possibilities that the internationalizing of higher education
has to offer the elaboration of transnational identities, students were asked about the
connections they had made in Australia. By actively occupying, and moving through
and around space, these students were able to discursively map the field. They built
networks with students from elsewhere in China and from other countries. This
extension of their participation in a transnational learning community was constituted
via their first language or by using an English dialect to make connections across
different languages. However, they all had hopes that such a community would be
inter-ethnic, including Anglo-ethnic and Other Australians as well as non-Chinese
students from other nations.

Langnages and Cultural Understandings

The student-as-fieldworker has to learn the local language or dialect in order to speak
and listen for her or him self. One student in our study, Ke Chen, learnt about the
differences between US/American textbook English and Australian spoken English:

When we are in China we learn from the textbook, “How do you do?”. When I
came here the Australians said, “How are you” straight away. That was really
confusing. When you read the textbook it says that only when you are very good
friends do you say, “How are you?” straight away, otherwise you don’t say that.
Well, one guy said, “How are you?” straight away. I didn’t even know this guy.
I had to think, “How come Australians do not follow the textbook?”
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The student-as-fieldworker learns to speak the language to a level of vernacular
proficiency so as to engage in complex, often political negotiations without the aid of
“cosmopolitan intermediaries” (Clifford 1997: 23). This was more than language
education. For Ke Chen this involved learning cultural understandings:

My education is not just from the university. ... I’ve learnt more cultural things.
Sometimes I don’t understand what Australians are talking about, and I speak
English very well. The words can be understood but I still don’t know what they
are talking about. That’s the cultural understanding I’m learning.

The existence of multiple Englishes was something that Peng discovered: “In
China our English tests are mostly for writing and reading. We had few opportunities
to speak English. Our listening was from British or American English; it is different
from Australian English.” Likewise Yang recognized that “English” is not one
bounded whole, but a complex tapestry of dialects, if not languages:

In China we learnt American English, which is quite different from Australian
English. It was not easy for me to pick it up, but now I ... learn English from the
lectures, the university and also from my work. ... The more you speak and the
more you listen the more you pick up ... about routine or everyday life words.

The students know they cannot rely on interpreters or translators as in the case
of short-term contacts; extended dwelling in the field requires bilingual communi-
cative competence. However, despite preparatory English language education, Ying
experienced the shock of language failure:

Sometimes I failed some subjects here. I never thought I would fail subjects. My
mum said that everything couldn’t always be good for me. ... I was really
confident that I could at least get a credit. But I failed. In China I felt that my
English is good. ... I never failed a subject. When I came here, even if I studied
hard, I would talk to the teachers and study the whole book, I could not ... really
understand. I also felt that some of the local students are laughing at me. ... |
have no expression on my face. I’'m so confused. ... I’'m unbalanced (Ying).

To mitigate this sense of failure students used various strategies. For instance,
Ying elected to learn English through her interactions with a friend from another
Asian country: “I live with a Korean. ... Her English is really good ... we always
communicate and talk in English. We’re from different cultures so I have learnt a lot
from her.” Multicultural mediators helped Su to learn this other English:

I made friends with some ABCs [Australian-born Chinese] ... because I wasn’t
afraid as they have a Chinese face but they act like Australians. ... after that, I
hoped I could communicate with other Australian people. The ABC’s ... can
easily understand my problem. So I can say to them, “Can you please speak
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slowly, I can’t understand you?”

As in fieldwork (Clifford 1997: 57), discursive practices are crucial to the
translation, definition and re-presentation of both the ‘transnational student’ and the
‘field’ into scholarly knowledge claims. However, questions about the bilingual oracy,
writing, listening and speaking of transnational students, along with those concerning
the rise of multilingual knowledge economies, tend to be erased. The project of inter-
nationalizing higher education seems to be pre-occupied with the commodification of
English in language laboratories, something they can do in their home country. There
seems to be a lack of preparedness to explore English-only policies, pedagogies and
politics in ways that engage bilingual students in more intimate interactions with
Anglophone students as part of their day-to-day higher education studies.

Enbhanced Deep 1 earning with Critical and Creative Thinking

Standing in opposition to superficiality, the transnational student-as-fieldworker is
oriented towards the production of deep knowledge. Through the educative efforts of
academics, Jun learnt that her ‘job’ involves not only ensuring a deep understanding
but also producing knowledge:

In China the teaching method is more teacher-centred. The teacher talks too
much in front of the class and the students keep silent. They sit there and take
notes. If they memorise the notes they can pass the exam. But in Australia it is
quite different. The teacher stimulates the student’s critical thinking and wants
the student to become an independent learner.

The students were not provided merely with descriptions of the fields being
studied but also with interpretive tools that opened meaningful spaces wherein they
produced their own knowledge. That is, teaching and learning are co-joint knowledge
producing endeavours that build ‘fields’ for multicultural translations and give ‘work’
its critical meanings. The idea of becoming a worker able to produce knowledge was a
source of enjoyment for Xiang:

In China we only learn something that the teacher has told you. ... In Australia
the teacher only speaks to tell you a little bit, and then you have to do
research. ... I like the Australian style better because you can do something you
like, you can spend more time on it and do things for yourself.

Transnational students used their fieldwork to generate empirical data that puts
socio-political, multicultural and economic theories of globalization/localization to the
test. This interrelationship between deep understanding and knowledge production
underlined Che’s comment:
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In China you need to write it down, memorize information, and you get good
marks. In Australia ... you must analyse the information and figure things out.
You need a logical way of thinking to come to your own conclusion. It’s a little
bit hard for me.

These students have acquired a range of learning strategies. They include those
that emphasize the memorization required for a deep understanding of knowledge as
well as those needed for the critical and creative generation of knowledge. Their
fieldwork grounded their theoretical interpretations through enabling them to generate
empirical evidence (Clifford 1997: 52-53).

Group-based Multidisciplinary Projects

Lectures provided Su a scaffold for undertaking team projects in which all members
participate:

Teamwork is very important for you to learn to communicate with others. In the
group you have to give your own opinion. As other people have their opinions
this can help you to think in other ways to improve confidence. ... I made
friends with students ... from places like Hong Kong, Singapore and Malaysia
because we were doing the same assignments and projects.

Academics were regarded as crucial to the students’ learning processes.
However, these practices are constituted by distance and displacement as much as by
focused, disciplined attention. The academics created situations where Riu was able to
take advantage of his contacts, facilitating both the representation of different world-
views and the emergence of new relationships:

In Australia, teachers pay more attention to teamwork ... and small group
discussions ... In China ... even though it has a big population there is still no
teamwork. Having to work with other people is very good experience.

Team-based projects provided Xiang opportunities for building transnational
connections: “I work with people from different countries. I met people in Aus-
tralia ... from Malaysia, Hong Kong, Indonesia, Japan and India.” Likewise Junwen
found that her group assignments provided the basis for creating an extended learning
community:

I made some friends when we were doing group assignments and we keep in
touch although we’ve finished the assignments. Most of my friends come from
China and other countries ... India, Indonesia and some Australian students.

Lectures stimulated Peng’s interest by creating a framework for doing the
detailed collaborative work of developing informed discussions involved in investi-
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gating problems. Xin also recognized the benefits of group work: “We did an
assignment and formed a group, then we got along with each other and became very
good friends. We help each other.” However, Xianlong noted some of the com-
plexities of teamwork:

The course requires you to do group work. Sometimes it’s hard to make a group.
Several Aussies are in one group while “Asians” are in another group. ... They
have an advantage with language over us.

As an embodied spatial practice, these transantional students expected that
international education would be constituted by various modes of border crossings,
temporary if intensive dwelling away from home, travel, and few boundaries. They
expected that universities would deliberately promote and en-skill inter-ethnic
teamwork. Their concern about boundaries, about the isolationism of Anglo-
Australian students, were reinforced by Ying:

Some of the groups are all local students; some of the groups are all overseas
students. ... From the first year until now every group I’ve been with has been
overseas students. I have never had a chance to be in a group with local
students. ... I really feel upset about this because the Australians want to be
separate from the overseas students.

This separation by Anglo-Australian and international students reinforces
presuppositions about there being a spatial distinction between a pure, absolutely
different home, and home as being a place of transnational discovery. Li made a
similar point:

During the lectures and tutorials we don’t talk to each other. So most of my
friends are from Asian countries. Sometimes we have group assignments. They
don’t want to join the Asian students for the group.

While fieldwork was once largely an exclusively Western European practice for
knowledge generation, this is no longer the case. Transnational students are observing
Anglo-Australians, most of whom have yet learn to think of themselves as Others.

Learning through Part-time Jobs

For these students, learning in Australia was not only informed by their formal
education, but also shaped by the informal learning they acquired through day-to-day
life, and especially through part-time employment. Many of the students secured part-
time work in order to obtain additional income but also as a deliberate tactic to secure
significant learning experiences. Junwen designed internet web pages for friends,
Jiang worked for an e-business, while Jing worked in an Internet café as a receptionist.
Most students, like Li understood the Australian government’s visa restrictions on
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overseas students working for no more than 20 hours per week during semester and
also acknowledged that their parents did not want them to work, preferring that they
concentrated on their studies. While tuition fees were paid for by parents and other
family members, Yan worked part-time for money to cover additional living expenses.
Likewise, while most families made major sacrifices to pay their children’s university
fees, Ying worked part-time in a Japanese restaurant to supplement her living
allowance. However, not liking this type of work, she was looking forward to the
cooperative work experience program planned and organized by her university as an
accredited part of her course for the following year. Nevertheless, her current job
provided her with useful learning experiences:

I have to work because ... I have to challenge myself to deal with different
people. ... Sometimes the customers are rude. “Can I maintain my balance?
How can I do better as a waitress?”

While we are all participant-observers to some degree and at some times
wherever we find ourselves, fieldwork is a special kind of localized dwelling. For
Yuan, work experience in Australia was a beneficial part of her education: “I didn’t
have any experience in working before coming here ... it’s been useful to have some
work experience here.” Ming, a telemarketer, provides some insights into what is
learnt through part-time jobs about the alienating culture of some forms of work:

I try to annoy people every day. That’s a terrible job. Before I came here I never
imagined I would be sitting beside a phone every day, trying to smile on the
phone in order to persuade people to give me some money. It is very hard.
Every day you meet different customers. Some people are very nice. They say,
“Sorry Ma’am, we really don’t have the money to help you.” But others ... they
receive these kinds of phone calls every day and they are very angry so they
swear at me. It’s not my problem. It’s just a job I have to do. Everyone has
different jobs to make a living. I hope they can understand that. I don’t really
want to disturb them but what can I do?

Ting worked in a hotel in order to communicate with people in different
situations. Working part-time provided Su with the opportunity to improve her
English, ability to communicate with others, confidence and independence, and her
writing skills. Keifung worked in a restaurant because

The first few years I just said, “Yes” or “No.” I am just shy and scared ... but I
want to learn ... then I thought if I want to improve my English then I better
work — so I now have a part time job ... the good point is that I have to take
orders from the customers in English, so I can pick up the language and test my
listening ... the customer ordered ... I couldn’t understand so I kept saying,
“Pardon, pardon me.” Finally the customer felt annoyed, “How come this waiter
can’t take the order?” At that time I lost my confidence to talk.
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To make extended observations the student-as-fieldworker participated by being
‘adopted’ by locals, learning their culture and language, thereby creating a home away
from home. A job as a door-to-door salesperson gave Riu range of learning experi-
ences:

I found this job so I can practice my English. It’s very good. ... I make friends
locally, talk to them, and share ideas. I actually see that this is really a multi-
cultural country, people are from all over that come here.

The students’ work in the field involved more than the work of observing. For
instance, the fieldworker might learn that any sense of being a nuisance to the locals
may be mitigated by practices of reciprocity. Part-time work for Jiang created
opportunities to make friends and learn about and from Greek- and Indian-Australians.
Similarly, Xianlong worked for, and learnt from a Jewish-Australian family who
owned a retail jewellery business. Due to Australia’s multilingualism, Liu and Jun
were able to teach in community language schools, working with children and adults.
In providing childcare for three children, Jianguo learnt more than she anticipated
about Anglo-ethnicity when she took this job which first she saw as:

an opportunity to learn English. But then I feel a little bit strange with their
version of family life. I thought that being Australian, the man and woman
would be very equal. But in their family the wife didn’t work, instead the
husband works to supports the whole family.

These transnational students lived full-time in a global village, sharing the life
of those with whom they studied, and those who were under study. They used part-
time work to enable them to conduct serious, relatively unobtrusive, and almost
panoptic participant-observations (Clifford 1997: 20-22). The students regarded their
diversity of work experience in Australia as very important for their future career
prospects. However, for these students to grow and develop in multicultural com-
petence they are likely to benefit from inter-ethnic work/language learning experi-
ences that are structurally facilitated by universities.

Pedagogical Reworkings of Ethnographic Fieldwork

Most Australian universities are the products of the power and history of White
Australia politics, being limited to nation-building institutions rooted in specific
metropolitan or rural centres. These universities are now promoting various trans-
national experiential teaching/learning practices ranging from study abroad, student
exchanges, international internships and overseas field studies. Ideally, such practices
provide deep, extended and interactive teaching/learning encounters. However, there
is wide variation in criteria and actual experiences governing the length of engage-
ment, the mode of interaction, opportunities for repetition at deeper levels, and grasp
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of languages. For education policy actors the question is how might these experiences
and knowledge gained by transnational experiences be reconstituted as public
knowledge of educational benefit to all?

Transnational student mobility and the industries that it sustains, do not point
universities in one historically predetermined direction. Responding to student mobi-
lity creates opportunities for innovative approaches to education policies, pedagogies
and politics. Innovative forms of multi-local, multi-centred education policies, peda-
gogies and politics now seem necessary to do justice to the global-national-local
political, economic and cultural forces that traverse and constitute not just universities
through their many transnational students, but also nation-states. The purpose of
enabling transnational learning communities is to provide education policies, pedago-
gies and political strategies that “accommodate ex-centric residents and travelling
culture-makers” (Clifford 1997: 25).

Despite the problems incited by economic reductionism, Australian universities
are still sites where academics engage in bringing forward and remaking worthwhile
educational traditions. In the face of corporate managerialist resistance, academics are
gleaning what they might salvage from a multiplicity of good educational practices,
rearticulating them for the changes wrought by contemporary globalization (Pratt &
Poole 1999, Reid 1996). There is no pure stance that is possible or desirable in the
face of either the dominating neo-liberal ideological project or the resistance and
resentment manifested in regressive, parochial politics. At the very least, enabling
transnational learning communities could represent a renewal and re-articulation of
the responsiveness and responsibility of education to engage the imperatives of these
changing times.

Changing Fields, Changing Worfkers

Historically, ethnographic fieldwork practices of making and unmaking mono-cultural
meanings were framed by Euro-American colonialism, but since 1945 contests against
continuing imperialisms have contributed to “decolonization” (Clifford 1997: 3).
Ethnographic fieldwork has been criticized because of its colonialist history and its
positivist legacy that defined the ‘field’ as a ‘laboratory’ wherein privileged Euro-
American males made their ‘discoveries’. Anti-colonialist struggles, postcolonial
discourse analysis and critical anti-racist theories/practices have de-centred, but not
marginalized, the dominating constructions of ethnographic fieldwork which were the
privileged work of White, Euro-American men (Clifford 1997: 63-69).

Following Hooks (1992: 338) we can observe that there is no official body of
non-European-Australians whose central ethnographic project is to study the power of
Anglo-ethnicity and White Australia politics. However, some non-Europeans present
in Australia do develop a collective, but largely unwritten, knowledge of these matters.
As the transnational students’ interviews above indicate, this is because such
knowledge is necessary for them to extend and deepen their transnational trajectory.
More than this, such knowledge remains an important source of lessons and insights
for all students studying in Australian universities into contemporary practices of
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globalization. As argued below, there is work to be done to reinvent ethnographic
fieldwork as a practice for enabling transnational learning communities to speak to the
disjointed and uneven transitions in contemporary globalization. Currently, ethno-
graphic fieldwork is predicated on in-depth Euro-American interactions with racial-
ized difference. The reworking of ethnographic fieldwork is necessary for innovative
knowledge-producing pedagogies to be generated as part of the work of realigning
education policies, pedagogies and politics to push through the limitations of neo-
liberal globalism. This would necessarily include developing collective ethnographies
of the lived knowledges of non-European Australians.

Inherent in the work of re-inventing ethnographic practices that enables trans-
national learning communities is the pedagogical engagement of all students as media
of global/national/local connectedness. Pedagogically, this involves the shift in focus
(i.e. power) from the ways in which Anglo-ethnics perceive the non-European
presence, to actively expressing interest in explicit representations of Anglo-ethnicity
in the non-European imagination. While Clifford (1997) is optimistic about shaking
off the colonial legacy of ethnography, there are difficulties concerning the subject
position of Anglo-Australian students. Even though White Australia politics may not
have the apparent legal or ideological force in Australia it once had, and this is
debatable, the political habits for cultivating, upholding and maintaining it linger.
When listening to the observations gleaned from the study of Anglo-ethnics by non-
Europeans, how might Anglo-ethnic students react? Addressing a similar question in
the USA, Hooks (1992: 339-440) found:

Usually, white students respond with naive amazement that black people
critically assess white people from a standpoint where ‘whiteness’ is the
privileged signifier. Their amazement that black people watch white people with
a critical ‘ethnographic’ gaze, is itself an expression of racism. ... Many of them
are shocked that black people think critically about whiteness because racist
thinking perpetuates the fantasy of the Other who is subjugated, who is
subhuman, lacks the ability to comprehend, to understand, to see the working of
the powerful.

This shift in focus (i.e. power) to representations of Anglo-ethnicity in the non-
European imagination, challenges Anglo-ethnic desires to assert control over the gaze
of non-Europeans. It also suggests that their imagined invisibility to non-Europeans is
no longer safe; learning to relinquish this security blanket is a challenge. Moreover,
enabling transnational learning communities implies that Anglo-ethnics are aided in
bringing to an end their imaginings that there are no representations of Anglo-
ethnicity or White Australia politics in the imagination of non-European students
other than how they prefer to appear. Consider for a moment the likely challenges to
their identity such knowledge could pose. Writing in the early 1990s, Hooks (1992:
341) discussed the Black American representations of “whiteness as terrorizing,” as
being a response that emerged from:
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the traumatic pain and anguish that remains a consequence of white racist
domination ... black folks associated whiteness with the terrible, the terrifying,
the terrorizing. White people were regarded as terrorists ... They terrorized by
economic exploitation. ... Their presence terrified me ... they looked too much
like the unofficial white men who came to enact rituals of terror and torture. ...
To name that whiteness in the black imagination is often a representation of
terror.

A renewed pedagogy of quasi-ethnographic fieldwork that enables transnational
learning communities could generate such powerful and thought-provoking insights as
those offered by Bell Hooks in the early 1990s. It is possible that the transnational
student presence in Australian higher education might even help in efforts to re-invent
ethnographic fieldwork, freeing it from at least some of its “history of European,
literary, male, bourgeois, scientific, heroic, recreational meanings and practices”
(Clifford 1997: 33). Despite an ambiguous inheritance, pedagogies of quasi-
ethnographic fieldwork might be reworked along the lines indicated below so as to be
useful in enabling transnational learning communities that give form and substance to
a new generation of trans-national workers/employer, global/national citizens and
worldly learners.

Pedagogies of Quasi-ethnographic Fieldwork

Ethnographic fieldwork is being or could be reworked in a number of ways. First,
pedagogically, ethnographic fieldwork is no longer the exclusive or privileged method
of White, Euro-American men. Now, the Other is coming to study Europeans,
Americans and Australians (Clifford 1997: 29, 52-53, 60). The global political eco-
nomy, and especially the market in international higher education, is creating pres-
sures and opportunities for renewing fieldwork. What is proposed here is that the
internationalization of higher education might be used to create opportunities for
students-as-fieldworkers to turn to Europe, North America or Australia as a field to
study (multi)cultural, economic and socio-political globalization, using the diverse
relational approaches of ethnographic and historical investigation. Here it is important
to be mindful that some transnational students, both local and international, could
have ancestors who were once more likely the object of ethnographic fieldwork. With
the internationalization of higher education, the range of possible venues for fieldwork
has expanded dramatically. The geopolitical location for fieldwork has been
challenged, and is no longer secured solely by the Euro-American interests. The
borders defining both the ‘field’ and the ‘worker’ are destabilized and made the
subject of renegotiations as a result of the global mobility of transnational students.
Who are the insiders and outsiders in the global economy? Who feels at home or in a
foreign place when confronted with the cosmopolitanism of cultural globalization?
These boundaries are being challenged by transnational student mobility. The
contemporary lack of clarity concerning what now counts as ethnographic fieldwork
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opens up a range of spatial practices for innovative academics. Fieldwork is no longer
a matter of a White, Western European:

(worldly) traveler visiting (local) natives, departing from a metropolitan center
to study in a rural periphery. Instead, [the fieldworker’s] site opens onto
complex histories of dwelling and traveling, cosmopolitan experiences (Clifford
1997: 2).

Such teaching/learning experiences may lead to new knowledge being produced for
the benefit of the rising generation.

Second, the balance of power has, or is shifting the “worker” and the “field”
(Clifford 1997: 41). Pedagogically the focus is on the ethical questions of rapport and
reciprocity. For instance, to undertake ethnographic fieldwork among Indigenous
communities now, the ethical question “What’s in it for us?” puts reciprocity on the
agenda from the very start. Thus, expectations regarding reciprocity are raised by
students-as-fieldworkers producing knowledge about globalization. This is because
enabling transnational learning communities is a both-ways educational practice
involving the use and collaborative production of knowledge. The practice of reci-
procity may take various forms such as providing opportunities for work experience in
revitalizing linguistic diversity through bringing languages forward or contributing to
a history project exploring changing global/national/local interconnectedness.
Questions of ownership that were once elided in ethnographic fieldwork or subsumed
under the patrimony of making a contribution to Euro-American knowledge would be
the subject of explicit curriculum negotiations. Pedagogies of ethnographic fieldwork
shift the focus/power from developing rapport to making explicit ethical concerns
involved in negotiating transnational learning communities.

Third, co-residence for extended periods has had considerable authority in
defining ethnographic fieldwork (Clifford 1997: 55-60). The length of stay by mobile
transnational students, and the depth and intensity of the interactions between
transnationally mobile and immobile students are changing. With developments in
high-speed communication and transport, fieldwork as an instance of a situated
transnational learning community may involve extended dwelling as much as repeated
visits to engage in collaborative work. Increasing transnational mobility means that
the time in the ‘field” (in both the disciplinary and spatial sense) is short irrespective
of whether the fieldwork involves localized dwelling for an extended period or a
series of encounters. Sometimes this leads to an Australian Permanent Residence Visa
and thus the opportunity to travel and work more broadly than on their original
passport.

Fourth, the ethnographic quest for a theoretical framework that grasps the
complex realities of any given field or site has proven elusive (Clifford 1997: 48-49).
The quest for a single, all-encompassing theoretical framework resulted in field-
workers feeling trapped by the difficulties of their interpretive task given the com-
plexities of customs and their environments. Pedagogically, we not only expect our
analytical concepts to crumble but we are interested in just how far they can be taken
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before doing so. Then our interest turns to what has overwhelmed these conceptual
tools, what was left out of our overly neat formulas and what is the basis of their
incompatibility with other interpretative schema, if any. No longer being able to
clutch at conceptual keys like ‘culture’ as if it is a single thing, the student-as-
fieldworker wrestles with her/his role as theorist’/knowledge producer of multicultural,
socio-political and economic globalization. Fieldwork then helps students to learn just
enough to know what vast empirical and conceptual levels remain to be produced.
However, without some theoretical scaffold to map the interacting, multi-level
patterns in the data, and the interpenetration of the local by the national and global,
any hope of deepening our knowledge and generating alternative understanding
escapes.

Fifth, the power relations of ethnographic fieldwork are being reconfigured as
ever-advancing technologies are being deployed (Clifford 1997: 58). Pedagogically,
these new technologies may broaden the range of people engaged in the co-production
of knowledge and extend students’ access to funds of community knowledges. A
disembodied fieldwork is made possible by digital communications technologies,
providing opportunities for participant observation of extended (multilingual) com-
munities of knowledge on-line. This means transnational students do not necessarily
have to leave their first language/s at home. Notions of travel, boundary, co-residence,
interaction, inside and outside that have defined the field and the worker may be
challenged as they are reworked through innovative knowledge producing pedagogies
using new technologies of information sharing and on-line emotional support. To
minimize the dangers of reproducing the inherited boundaries of previous eras of
globalization, pedagogies of ethnographic fieldwork could be used to document those
dimensions that have been historically erased or marginalized. This involves group-
based multidisciplinary projects investigating the social forms of life upon which
transnational learning communities depend. These include the technological means of
transport and communication; the city and its global/national/ local connectedness;
weak (parochial) and strong (global/national/local) senses of home among students;
the sites of linguistic interpretation; and the relations of multicultural translation.

Challenges that Extend the Students’ Cosmopolitan Outlook

The neo-liberal university offers an image of the world market in education as one of
transnational student mobility. However, student travel is not new but has long-
established and complex histories. For some of these students from China, their
friends or relatives moved to Australia because of wars or in the quest for money and
jobs. Others know that their forebears were denied the opportunity to do so, and so
they stayed in China or moved elsewhere. This suggests the likelihood of greater
continuities than discontinuities in the staging of an ‘international student’ identity as
part of the trajectory in forming the new transnational worker, global/local citizen and
worldly learner. For instance, Edward Said (1999) was educated in English schools in
Palestine, Egypt and Lebanon. While he completed his secondary and tertiary edu-
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cation in the USA, it is most unlikely that he would have gained entry into White
Australia in 1951, had that been his family’s desire. Edward Said’s autobiography
suggests that the work of creating ‘international students’, of developing the skills
required to become an ‘international student’ begins in their ‘homeland’. British and
Australian colonialism has also made this true for students in many countries
throughout Asia. However, conceptualizing international student mobility in terms of
‘travel’ raises complex problems.

How were the students’ cosmopolitan outlook extended and deepened as a result
of their education in Australia? Three issues concerning agency and control are
addressed below. A major challenge for these students was engaging with multi-
cultural Australia’s multiple racisms. The students were aware that the Asian presence
in this country offends, perhaps unconsciously, some of those Anglo-Australians (and
others) imbued with a deep sense of what the Australian Federation was created in
1901 to achieve in terms of race. The interviewees also reported that there is one
group of students which has not made itself part of this comospolitanism, namely
local Anglo-Australian students. Their accounts suggest the reasons for this, as much
as the desirability of re-locating and re-aligning Anglo-Australian students within the
transnational webs of social and economic relations created by global flows of
international students.

Engaging Multiculturalism and Multiple Racisms

Travel is tainted by its historical “associations with gendered, racial bodies, class
privilege, specific means of conveyance, beaten paths, agents, frontiers, documents,
and the like” (Clifford 1997: 39). Perhaps not surprisingly then, as part of their
international education, these transnational students had to engage with Australian
multiculturalism and Australia’s multiple racisms. Jun’s experiences of a pleasant life
in multicultural Australia were important to her education. For Ke Chen’s life in
“Australia is very good for the old people and for young kids but not very good for the
young people. It’s a good country but fairly slow.” Denying the assertion of absolute
cultural difference between China and Australia that finds expressions in White
Australia politics, Yang saw possibilities for alliances and hoping for connections:

I heard of Pauline Hanson, such a rude lady. ... Australia is a multicultural
country ... it’s democratic... everyone is equal but some are just want Australia
to be a white country. I think One Nation and John Howard are in that group.
It’s upset me. When I call my family, my mother and father they say, “It is okay
because we have heard from the local newspaper that they said it’s okay. It’s
still in the upper level of society, so it hasn’t not deepened onto you.” But I can
still feel it in some people’s eyes, their posture and language.

The topographies of White Australia politics are systematically gendered,
involving powerful female symbols, the institutionalized staging of the masculine self
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and the marginalized representation of the racialized, sexualized other. The struggles
between different interests within and across nations were hinted at by Xin:

On China’s TV they reported that many people in Australia are friendly to
Asian people. I saw that as well. So I think that those people here who don’t like
Asians are not the majority.

Patriarchal, orientalist educational experiences intertwine roots and routes. Wu
wondered about the limitations in the global education, in the Asia-literacy of Anglo-
Australians adrift amidst multicultural experiences:

Some Australians ask me if men in China still have pigtails. 1 felt very
uncomfortable because we have done without that for over one hundred years
but they still don’t know. I can’t understand that ... They are not very much
aware of what’s happening outside. I wish they could understand. Even for my
lecturers who have been to Malaysia, China and Japan many times, there are
still some misunderstandings.

The desire by Liu to make links between people was interrupted by conditions
that undermine this possibility:

When I was driving another man began to shout at me, “Asian man, do you
want to fight with me?”” He held up his fists to me and said some dirty words. I
just said, “That man was crazy. Ignore him.” It was very bad. But that’s a very
rare event.

Women “have their own histories of labour migration, pilgrimage, emigration,
exploration, tourism and military travel, histories that are linked with and distinct
from those of men” (Clifford 1997: 5-6). White, Western European bourgeois women
travellers are marked as special in the dominating discourse of international travel.
Rejecting sentimentality in assessing parochialism, Xianlong saw a need for this to be
transcended:

Some people’s attitudes are really not nice to Asians. They say, “Why do those
foreigners come to my country, stay here and do nothing?” ... If you want a job,
you have to work hard. ... Australia is an immigration country so you need
immigrants to come here.

In terms of safety the gender and race of the traveller in foreign lands is a
significant consideration. Women who travel are frequently coerced to conform to
normative male definitions of their experiences, or masquerade as a male, or dis-
creetly rebel, albeit within masculine limits. The very different travel histories of
women include forced sex and indentured labour. International travel is associated
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with heroic, educational, scientific, adventurous, noble men, whereas women are typi-
cally (but not always) situated as male companions.

Universities as Zones of 1solationism

Travellers tend to ascribe their experience to a degree of autonomy and cosmopolitan-
ness, and downplay forms of movement that involve the forced mobility of labour
(Clifford 1997: 34-35). A traveller is thought to be someone who has the security and
privilege to move about in relatively unconstrained ways through unfamiliar places.
His, more often than her movement is frequently represented as a matter of bourgeois
independence and individualism. This travel myth emphasizes individual agency over
structures of control. Their role in ensuring transnational student comfort and safety is
neglected; perhaps this is because of their race or class. However, for those entering
Australia at least since 1901 the agency of travellers and the structuring of their
travels has been

powerfully inflected by three connected global forces: the continuing legacies of
empire, the effects of unprecedented world wars, and the global consequences
of industrial capitalism’s disruptive, restructuring activity (Clifford 1997: 6-7).

The political and economic pressures that control the flows of transnational
students from China and elsewhere into Australia pull very strongly against an overly
romantic view of their mobility. Success in the globalization of teaching and learning
for Ying meant coming to know others:

Australian students don’t want to make friends with Asian students. ... I don’t
know why. I hoped we could be happy together and share our cultures but I
really don’t know how we can do that.

Most transnational students move along and within highly determined circuits.
Transnational students are located along quite specific routes that are structured, if not
dictated by political, economic, intercultural and global/local relations of colonialism,
neo-colonialism or post-colonialism. For Keifung, globalizing teaching and learning
were not matters of facilitating mechanical contact between local and international
students: “Because they think we can’t speak English very well, they seem to think
we’re idiots.” That the educational formation of global/national/local citizens does not
work on a blank slate was understood by Xianlong: “they are not willing to talk to
me. ... It takes some effort. ... They are afraid. They don’t look friendly. Maybe they
are friendly but they don’t look friendly.” Sensing some inability among local students
to create themselves as global/local citizens Ming said:

I can’t make any friends with Aussies. ... It’s very hard for me. ... When I first
came here my friends in China said, “You will make a lot of Aussie friends.”
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But it’s hard. I don’t enjoy the things that the Aussies do ... they go to the footy.
I am not keen on that.

Ming went on to imply that the day-to-day pressures in their lives outweigh any
desire they might have for building transnational relations: “I think most of the
Australians are very self-protected. ... They don’t want to get involved with inter-
national students because they have their own life.” In considering the reasons for
local students’ isolation, Che implies our own self-interests must be transcended to
engage the interests of others: “My colleagues from the lab are very kind but some-
times when they laugh, I don’t know why they laugh. They talk about some movies or
TV programs which I don’t know.” The desirability of creating new narratives which
local and international students can share was suggested by Che: “It’s alright to build
relationships with them but sometimes it’s difficult. I can’t share the same stories with
them. Some things they know, I don’t.” It is usual for transnational students to be
assisted by companions, translators, agents, interpreters, suppliers and guides. It was
difficult for Xianlong to understand how local students see the world, because of the
structuring of Australian university life:

It’s really hard to make friends. In China we make friends in the university
because we all study and live together on campus ... Here we meet people in
one class but we’re not often in the same class again ... Aussie students ...
make me feel that they don’t want to talk to me.

Most often these people are excluded from accounts of university efforts to
internationalize education. Yan implied that Anglo-Australians may be surpassed in
knowledge of the changing multicultural, multilingual world that is now important to
the collective success of Australia, because the imperative to self-fund the increasing
costs of higher education:

In the University I feel the Asian students and the local students don’t really talk
a lot. ... Maybe its because most of the local students are working people or
because we don’t really have lots in common.

An earlier image of universities suggests a form of gentlemanly travel, during
an era “when home and abroad, city and country, East and West, metropole and
antipodes, were more closely fixed” (Clifford 1997: 31). Is it complacency or the
intensification of work that causes the isolationism of Anglo-Australians that Yuan
observed?

In China you are in the same class all the time. In Australia you are always
changing your classes. ... Many local Australians are also studying or working
part time. ... I got to know this local student, and then our study or work
changed again and we did not meet each other again.
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‘Bridge building’ attributes are now required of graduates to enable them to
carve out spaces as mediators of economic and cultural globalization. According to
Jing, transnational students are already expanding their learning in this regard, but it is
not apparent that local students are doing likewise: “We don’t have many Australian
classmates ... they are all working, so they come to study and don’t talk to you at
all. ... It’s quite easy to make friends with international students.” Thus while
universities have complex histories of travelling cultures and cultures of travel,
applying the ‘travel’ metaphor to Anglo-Australian students is problematic because of
its marked association with the privileges of class, gender, race, socio-cultural location
and historical formation. How and whether this problem will be addressed remains an
open question.

Mono-lingualism as a Barrier to the Transnational Labour Market

The movement of these transnational students from China is not necessarily centred
on a return to their homeland. Their movement depends on how and where politics
and economics generate opportunities for their life trajectories. In contrast, there is the
possibility that local students’ investment in English monolingualism may work to
structure their marginalization in the transnational labour market. Su suggests that
English may subvert the possibility of Anglo-Australian students having a key role as
‘bridge builders’ between China and Australia: “T was afraid to communicate with the
Australians because they speak very fast. ... I don’t know how to expand. They seem
to rush time. ... It’s very shameful to ask them to say it again.” This leaves open the
question of how Anglo-Australians will develop a transnational identity grounded in a
knowledge and understanding of other cultures and languages.

The difficult conditions of students’ cross-border mobility, which include
Australia’s immigration regime and a reticent government, have not quelled the
deepening and extension of their transnational formation. Former fee-paying trans-
national students must negotiate a flexible identity, becoming Australian permanent
residents while working in China. The lack of comparable skills among Anglo-
Australian students caused Ming concerns, as instanced by her comments on turn-
taking in conversations:

We need to learn that you have to express yourself. ... When I first came here [
didn’t speak much and just kept quiet. I think that’s a reason why I can’t make
any Aussie friends. ... Aussies, they talk too fast, especially women. ... I don’t
have a chance to say anything and they talk about another topic. When I want to
say something, I am already too slow.

Transnational students might reasonably expect to find that their overseas
qualifications, including their work experience, will enhance their competition for a
place among the materially privileged. Some do not imagine they will be so lucky.
Anglo-Australians students have not, according to Ting, learnt or been taught to move
beyond parochial, monolingual contexts: “When I talk to a person, they soon become
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not patient because I cannot express myself very fast.” Even though migration and
employment are crucial determinants of transnational students’ mobility, Zhou was
not able to observe these traits among the local students:

The local students have rare communication with the international students.
Some of them are nice. ... In class the Australians are “there” and the inter-
national students are “over there” ... There is rarely any communication between
local and international students.

For Ying, efforts to rebind education with the changing global economy,
involves small but nonetheless significant acts of re-creation: “We don’t have a lot of
topics to talk about with the English people.” Together these concerns raise an
interesting question. What if we were to regard transnational student travel as field-
work, an opportunity for innovative teaching/learning oriented to formation of the
rising generation of trans-national workers, learners and citizens? What would it mean
for identity of those driving the revivification of White Australia politics to learn
about transnational mobility from non-Europeans?

Working Self-critically with Compromised Policies, Pedagogies and
Politics

There are no neutral, uncontaminated educational policies, pedagogies and politics for
discussing these students’ account of how the internationalization of higher education
contributes to their engagement in transnational learning communities. Many of the
seemingly relevant educational policies, pedagogies and politics have the inextingu-
ishable taint of colonialism, racism, class and gender. We cannot presuppose that
educational policies, pedagogies and politics that promote ‘travel,” ‘boundary
crossing,” or ‘contact’ have self-evident, uncontested virtues. This is not in the least
because Australian universities now include a range of European and non-European
presences. What is communicated about the internationalization of higher education
using these educational policies, pedagogies and politics depends upon their meanings,
which have to be “actively produced, negotiated, and renegotiated” as a result of
changing historical relations of power (Clifford 1997: 64).

In contrast to Clifford (1997), Tomlinson (1999: 29) argues that it is tendentious
to insist that travel is the defining feature of contemporary globalization, because “a
huge proportion of cultural experience is still for the majority the day-to-day
experience of physical location, rather than constant movement.” While travel is a
pervasive feature of transnational students’ experiences it is shaped, if not decisively
determined, by the cultural, political and economic structures of globalization/
localization. The vast majority of the world’s people are “kept in their place” by their
class and gender positioning. This is made evident in the daily repression of asylum
seekers from the majority world that is leading to the systematization of “global
apartheid” (Falk 1999) by the minority world. Tomlinson (1999: 29) argues that while
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contemporary globalization promotes the restless movement of people, the key
cultural impact of this mobility “is in the transformation of localities themselves.” The
ties of universities to their immediate locality are transformed through complex
transnational connectivities. This involves the simultancous penetration of the local
casual labour market by transnational students and the dislodging of existing
pedagogies of meaning making, such as group-based multidisciplinary projects, from
their local anchorages to become vehicles for students to rehearse and imagine
transnational learning communities based on networks of business and friendship
created through inter-ethnic, knowledge producing projects.

Transnational student travel involves complex practices of border crossing.
Their presence troubles linguistic as well as racial, class and gender interactions,
interrupting assumptions about the authenticity of cultures or the commonality of
transnational student existence. Rather than simply transferring or extending the
experience of being a ‘student,” practices of displacement are also constitutive of what
it means to be a ‘transnational student’. Gender, ethnicity and class are integral to the
analysis of the freedoms and dangers inherent in transnational student movement.
Male and female students dwelling and travelling reflect and give expression to
gender specific, culturally mediated experiences. We need to know a great deal more
about how women students travel, why some ethnic groups may elect to limit their
mobility, and why many more are kept ‘in their place’ by forces of economic
oppression or political repression.

Boundary Crossing

Boundaries are structured by historical relations of dominance and submission. As
well as being places of hybridity, boundaries are places of struggle and transgression,
and sites of regulated and subversive crossings. The existence of boundaries pre-
supposes politically defined lines that arbitrarily separate and police practices of
crossing and communication (Clifford 1997: 246). Because boundary crossings can
lead to disputes, conflicts and even wars, they do not occur without policing. Many
die along boundaries from exhaustion, fear or the draining of the will to envision life
on the other side. The negotiation of boundary crossings is never ‘free.” Boundaries
are routinely reasserted, often in non-negotiable ways. Perceptions of borders are also
necessary to make efforts at alliance formation. As noted above, monolingual English
may function as an anti-market, boundary-policing mechanism for Anglophone
students, who want to participate in transnational learning communities and the
world’s multilingual knowledge economies. There are, however, several powerful
currents undermining, but not totally destroying, the integrity of claims that
transnational student movement represents an end to the boundaries of many nation-
states.

First, agents of neo-liberal globalism make use of ‘boundaries’ to create new
political visions that reproduce a sense of their own power. Positioning themselves as
subversives deconstructing binaries between one education market and another, they
project possibilities for a new boundary-less sphere in which their hegemony will
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prevail. This is so despite university boundaries being routinely blocked by budgets
and other institutionalized control mechanisms as much as the hostility of the new
generation of corporate managers as they misunderstand efforts by academics to
enable transnational learning communities. The latter arise, in part, because boundary
“crossings are so promiscuous and overlaps so frequent that actions to reassert identity
are mounted at strategic sites and moments” (Clifford 1997: 63). University re-
structuring is a mechanism frequently used to assert corporate managerial control over
promiscuous boundary crossings within and beyond universities.

Second, the growing international character of Australian universities is evident
in their press to organize markets throughout Asia and beyond. National boundaries
around Australia’s public universities are being torn down in order to consolidate
globally oriented markets. However, because the globalization of Australian univer-
sities works both with and against national attachments, it is premature to decree
either the end or the consolidation of Australia as a nation-state:

The world (dis)order does not ... clearly prefigure a post-national world.
Contemporary capitalism works flexibly, unevenly, both to reinforce and to
erase national hegemonies. ... The global political economy advances,

sometimes reinforcing, sometimes obliterating cultural, regional, and religious
differences, gendered and ethnic divisions. ... Recurring announcements of the
obsolescence of nation-states in a brave new world of free trade or transnational
culture are clearly premature. But at the same time ... the stability of national
units is far from assured. The imagined communities called ‘nations’ require
constant, often violent, maintenance. Moreover, in a world of migrations and
TV satellites, the policing of frontiers and collective essences can never be
absolute, or for long. Nationalism articulates their purportedly homogeneous
times and spaces selectively, in relation to transnational flows and cultural
forms, both dominant and subaltern. The diasporic and hybrid identities
produced by these movements can be both restrictive and liberating. They stitch
together languages, traditions, and places in coercive and creative ways,
articulating embattled homelands, powers of memory and styles of transgression,
in ambiguous relation to national and transnational structures (Clifford 1997: 9-
10).

Third, migration is another related challenge to efforts by universities to
dissolve the racialized boundaries through which the Australian nation-state was
created in 1901. Changes in the political economy of Australian universities are
pushing and pulling students and staff in various directions. The Asianization of
Australian universities is a sign of their uneven, non-linear integration into and
appropriation of a globalizing education industry. In this process, transnational stud-
ents are not mute or passive objects blown by the globalizing political and economic
interests of the Australian nation-state or its universities. The expanding Asian student
presence makes a difference to Australian university communities. The boundaries of
nation-states are being complicated by those students who secure an Australian
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Permanent Residence Visa and secure employment overseas, often in their former
homeland, quite unlike the migrant labour of the 1950s.

There is, however, a fourth important boundary at issue within Australian
universities that is social rather than geographic. The social distances that local Anglo-
ethnic students establish to isolate themselves from transnational students are
linguistic, historical and political products. Australian universities intent on aligning
their curricula with the global economy are keen to find pedagogical means for en-
hancing the interactions among students across these socio-political and historical
boundaries. There are important questions to be considered. How is a university a site
of travel that makes all students transnational? How might Anglo-ethnic students be
explicitly taught to negotiate productive relationships with transnational students?
How are local spaces traversed from outside? To what extent is one group’s ‘core’
another group’s ‘periphery’? While there may be guarded optimism about such trans-
boundary teaching/learning:

there is no reason to assume that crossover practices are always liberatory or
that articulating an autonomous identity or a national culture is always re-
actionary. ... What matters politically is who deploys nationality or trans-
nationality, authenticity or hybridity, against whom, with what relative power
and ability to sustain a hegemony (Clifford 1997: 10).

For reformists such as Clifford (1997: 204), boundaries can be democratically
negotiated. However, crossover pedagogies are neither necessarily emancipatory nor
inherently regressive. The question is who uses these both-ways pedagogies, for or
against whom, and who has the relative power to win in the struggle for hegemony.

Universities as Zones of Positive and Negative Contacts

Universities do not exist as a socio-cultural whole. Thus, it is not a matter of bringing
a unified Anglo-ethnic student population into contact with another totally distinct
socio-cultural whole, say ‘Chinese students.” Rather, Australian universities are zones
of multiple, contested and contradictory contacts, both positive and negative. Many
have already been constituted relationally, for instance via the disputed and displaced
history of the Colombo Plan in Asia and Africa. All continue to enter new enterprise
relations. As these interviewees indicate, Australian universities are now, more than
ever before, zones of multiple contacts that involve blockages and policing as much as
permits and transgression.

The use of the term ‘contact zone’ to describe the internationalization of
Australian universities stands in marked contrast to the notion of ‘frontier’ that is
grounded in the European imperial expansionist perspective. ‘Frontier’ assumes the
existence of a centre as a gathering point and a periphery that is the focus of discovery.
However, the term ‘contact zone’ is not without problems. The idea of a ‘contact
zone’ suggests a space of continuing historical encounters:
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in which peoples geographically and historically separated come into contact
with each other and establish ongoing relations, usually involving conditions of
coercion, radical inequality, and intractable conflict.[The idea of ‘contact zone’]
invokes the spatial and temporal copresence ... [where] trajectories now
intersect [and] foregrounds the interactive, improvisational dimensions of
colonial encounters ... [where] subjects are constituted in and by their relations
to each other. It stresses copresence, interaction, interlocking understandings
and practices, often within radically asymmetrical relations of power (Pratt,
cited in Clifford 1997: 192).

Australian universities, which under White Australia politics were historically
separated from rather than integrated into Asia, have now come into increasing
contacts with non-European students seeking to establish ongoing relations. Given the
colonialist and post-colonialist encounters, these zones of multiple contacts involve
coercion, inequality and conflict grounded in asymmetrical power relations.

As sites of multicultural performances, Australian universities are traversed by a
diversity of students—Ilocal and international, bilingual and monolingual, majority and
minority world alike. The global/national/local determinations of Australian univer-
sities drive them to work through as much as against cultural, social, economic,
political and linguistic differences. Those urban universities that are tied into inter-
national transport and communication networks act as a point of connectivity and a
setting for student encounters as well as sites of trans-cultural knowledge production.
Those universities that frame interactions among students who to varying degrees are
away from home, are challenged to develop the multicultural imagination needed to
seriously rethink themselves as sites of both dwelling and travel. They are sites of
hybridized trans-cultural encounters that provide the basis for the serious knowledge
production that requires deep learning along with critical and creative thinking. The
university is a site of ethno-cultural difference, multilingual diversity and the debates
necessary to form transnational communities. It also has a shared social, spatial and
historical context that “directly challenges the way these different but related peoples
[are] identified” (Clifford 1997: 132).

In terms of aligning their curricula with the global economy, culture and politics
this could suggest actively and explicitly displacing the thinking associated with
White Australia politics by giving expression to some form of cosmopolitan multi-
culture (Singh 1998: 12-17). Such an educational project could trouble established
controls in Australian universities that reserve the centre for Anglo-Australians and
the margins for Others. Curriculum innovation by academics faces corporate mana-
gerial resistance. This is especially evident in their efforts to use ever advancing
technologies as platforms for ‘reusable learning objects’ in order to maintain the
boundary between teacher-proof knowledge reproduction and teaching-as-knowledge
generation. Tactically, such multicultural actions by academics might involve:

the making and remaking of identities, [which] takes place in the contact zones,
along policies and transgressive intercultural frontiers of nations, peoples,
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locales. [It is to be expected that] stasis and purity are asserted—creatively and
violently—against historical forces of movement and contamination (Clifford
1997: 7).

Australian universities might be regarded as sites of dwelling and travelling.
This creates intersecting histories of students from different places with different
economic and cultural politics. Understood metaphorically in this sense, Australian
universities might be taken as powerful sites of worldly knowledge production and
agents in the formation of the ‘new’ transnational worker, global/national citizen and
worldly learner. Travel, boundary crossing and contact arising out of a heterogeneous
student population are important to the on-going work of Australian universities
seeking to align their curricula with the global economy. Even as academics
necessarily respond to and engage with neo-liberal agendas for the internationalization
of higher education, the pedagogical reworking of ethnographic fieldwork suggests
that there remain possibilities for innovations in education policies, pedagogies and
politics.

Conclusion

Universities around the world are being de-structured in response to and as a means of
engaging with neo-liberal globalism. The ideological project, the marketization of
higher education internationally, frames the academic work of making innovations in
educational policies, pedagogies and politics. This chapter pointed to a range of
historically encumbered ethnographic practices from which might be derived work
points for innovative curriculum practices. This chapter suggested that it is important
to work critically with compromised education policies, pedagogies and politics in
order to remake them useful in our own field of endeavour. By implication this also
suggests the possibility of working critically with tools of neo-liberal globalism for
they too have to be questioned, and being innovative in the meanings we make of
them.

What then do the main issues canvassed in this chapter suggest for possible
university action? The following idea might be worth considering and elaborating in
many different directions. University funds might be re-directed to a teaching/research
program that took as its charter to deliberately create pedagogies for enabling
transnational learning communities. This would be a teaching/research program for
students wanting to be part of the transnational labour markets as much as global/
national citizens and worldly learners. This program, operating across multiple
disciplines could explore the innovative possibilities for education policy, pedagogy
and politics presented by a responsive and responsible engagement with the inter-
nationalization of higher education. Perhaps the open-ended critical reworking of
ideas about universities as contact zones, students as part of the transnational labour
force, and inter-ethnic boundary crossing could provide the conceptual basis for
generating the rationale for such a teaching/research program. Such an innovative
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teaching/research program could serve the university’s vision of internationalizing
higher education by contributing to the generation of a multiplicity of publicly
available interpretations of its best aspirations. Whatever we choose, we necessarily
have to work self-critically with compromised and historically encumbered education
policies, pedagogies and politics.
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Knowledge in the Marketplace:
The Global Commodification of Teaching and
Learning in Higher Education

Rajani Naidoo and Ian Jamieson

Introduction

This chapter presents the commodification thesis as it applies to teaching and learning
in higher education in the context of globalization, internationalization, and the
knowledge economy. Research on higher education has traditionally veered between
two approaches: on the one hand, theoretical frameworks which position universities
as reflecting the configuration of forces in the socio-economic context; on the other
hand, frameworks which detach universities analytically from the macro socio-
political context in order to study their inner workings. Less attention has been paid to
the interaction between macro forces such as those associated with globalization and
the activities that occur within universities, including processes associated with
internationalization. This chapter takes a step in this direction by examining the
relationship between the ‘macro’ forces impacting on higher education and the
‘micro’ processes of learning and teaching in universities. It therefore begins by
examining the extent to which contemporary ideological, structural and economic
developments in higher education apply pressures on universities to commodify and
internationalize the educational process. It then draws on the recent literature on
teaching and learning to outline key features of effective education in order to assess
the possible impact of commodification on student learning. One major approach to
internationalization, virtual education, is selected as a site that is particularly
vulnerable to forces of commodification. The chapter illustrates how the repositioning
of virtual higher education as an international service operating mainly on the basis of
economic considerations is inimical to high quality learning.
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Forces Impacting on Teaching and Learning in Higher Education

Higher education in the context of globalization has been positioned as a crucial site
for the production and international dissemination of economically productive
knowledge, innovation and technology (Carnoy 1994). In relation to teaching and
learning, there are growing pressures on universities across the world to equip greater
proportions of the population with higher order skills that can be used productively in
the knowledge economy. In relation to developing countries, powerful global
regulators such as the World Bank formerly held the view that higher education
offered lower individual and social returns than primary education. However, this
view, which led to the systematic under-development of higher education, has
changed. There is now widespread acknowledgement that quality higher education is
essential for developing economies to escape a peripheral status in the world economy
(see Task Force on Higher Education in Developing Countries 2000). In particular, in
both developing and industrialized countries, there has been an increasing pressure on
universities to impart to students the skills, knowledge and dispositions related to
innovation and the ability to ‘learn how to learn’ in order to continuously upgrade
their skills in tune with the demands of a changing global economy. Interestingly,
these emerging expectations from government and industry resonate with more
traditional understandings of high quality learning held by academics in general.

At the same time, changes associated with globalization and the knowledge
economy have given rise to developments which apply pressures on universities to
commodify teaching and learning and ‘sell’ it in the international educational market-
place. A powerful ideological force linked to the rise of the New Right (see, for
example, Brown & Lauder 2001) that has impacted on higher education in the present
period is the expectation that public universities contribute in a relatively unmediated
manner to economic productivity. According to this ideology, the performance of
universities has become more central to economic success in a context where the
strength of national economies is perceived to be dependent on high value goods and
services, which are in turn dependent on sophisticated scientific and technological
knowledge. The conception of higher education as a ‘public good’ has therefore
become somewhat eclipsed by the redeployment of higher education as an industry for
enhancing national competitiveness and as a lucrative service that can be sold in the
international marketplace (Naidoo 2003a).

Structural changes have also applied pressures on universities to commodify
education. There is a global trend away from forms of funding and regulation that
were based on the ‘social compact’ that evolved between higher education, the state
and society over the last century (Marginson & Considine 2000, Newotny, Gibbons &
Scott 2001). For example, the belief that universities require relative independence
from political and corporate influence to function optimally, which was in turn linked
to the need for guaranteed state funding and professional autonomy, has been eroded.
These developments, together with more general retractions in public policy away
from frameworks based on Keynesian welfare state settlements, have resulted in the
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implementation of funding and regulatory frameworks which revolve around neo-
liberal market mechanisms and new managerialist principles (Dill 1997, Deem 2001).
Such frameworks are based on the assumption that the contemporary higher education
system has become too large and complex for the state to sustain its position as sole
regulator and funder, that market competition within and between universities will
create more efficient and effective institutions and that management principles derived
from the private sector which monitor, measure, compare and judge professional
activities will enhance higher education functioning. There has, therefore, been a
world-wide decline in state funding for research and teaching and the deployment of
mechanisms such as league tables to exert pressure on universities to comply with
market based regimes.

This has led to what Slaughter and Leslie (1997) have termed ‘academic
capitalism’, which describes the ‘marketization’ of public higher education and the
rise of research and development for commercial purposes. Higher education has also
seen an influx of direct corporate involvement due to the relaxation of state regulation
over the recognition of degree granting institutions (see Naidoo 2003b) and the
increased potential for profit. Finally, the technological advances associated with
globalization have given rise to virtual higher education. We will return to these
themes in later sections. Our argument is that the forces unleashed on higher edu-
cation in the present context have propelled universities to function less as institutions
with social, cultural and indeed intellectual objectives and more as producers of
commodities that can be sold in the international marketplace.

The Commodification of Higher Education

In order to understand the impact of pressures for commodification on universities, it
is useful to turn to the work of Bourdieu (1996). According to Bourdieu, universities
exist in a ‘field” of higher education, which he characterizes as a conceptual space that
is relatively autonomous and relatively insulated from the direct forces of political and
economic pressures. Activities in higher education have traditionally revolved around
the acquisition of assets invested with value in the field which he terms ‘academic
capital’, and which are based on academic (rather than economic or political) criteria
such as a contribution to knowledge, peer recognition and the intellectual develop-
ment of students. The logic underlying activity in the field of higher education has
therefore been historically shaped by deeply ingrained values and professional
protocols which revolve around the competition for academic capital.

Forces for commodification impact on universities by altering the nature of
rewards and sanctions operating in higher education and by reconceptualizing
education as a commodity. Academic success therefore shifts from being measured
according to academic principles to being measured according to narrow financial
criteria such as the number of student customers captured and the degree of financial
surplus created. Commodification in higher education can therefore be defined as the
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transforming of educational processes into a form that has an ‘exchange’ value, rather
than an intrinsic ‘use’ value. Commodification also implies that education processes
and knowledge can be ‘captured’ and ‘packaged’ in order to be bought or sold under
market conditions across national boundaries and that this can be carried out
independently of the producer. A related concept is that of ‘commodity fetishism’
which refers to the transformation of social relationships between people into
relationships between things. So it is not merely knowledge that is packaged for sale
but the educational relationship itself that is transformed into a relationship that is
dependent on the market transaction of the commodity; the lecturer becomes the
commodity ‘producer’ and the student becomes the commodity ‘consumer’. In this
way, the pedagogic relationship is disaggregated and each party is invested with
distinct, if not opposing, interests (Naidoo & Jamieson 2002).

We turn now to an examination of the effects of commodification on the quality
of student learning. We begin by outlining some of the essential characteristics of
effective learning in higher education before assessing the effects of commodification
on the particular site of virtual education.

Effective Learning

Teaching and learning is complex and it is important to acknowledge that there are
still energetic academic disputes over models of effective learning. In psychology
alone behaviourists still vie with cognitivists and constructivists in providing ex-
planatory frameworks for learning, and these three groups have been joined more
recently by insights from cultural psychology. For behaviourists the idea that learning
occurs as a response to a stimulus (a text, specific experience, an experiment) is still a
powerful one. The cognitivists are associated with models of brain processing, or
more strictly information processing, and they have obvious contributions to make in
areas like memory. The constructivists’ major contribution has been to emphasize the
importance of the learner as an active agent in understanding phenomena, and it
would be fair to conclude that “most contemporary psychologists use constructivist
theories of one type or another to explain how human beings learn” (Fry, Ketteridge &
Marshall 1999: 22). Finally, the cultural psychologists shift emphasis away from an
individualized model of learning towards one which emphasizes that a great deal of
learning takes place in groups and communities, and thus learning becomes part of the
process of enculturation or initiation into ‘communities of practice’ to use a term from
Lave and Wenger (1991). Although it is useful to have an understanding of the psy-
chological models that underpin learning in higher education, as Entwistle (1990) has
argued, we have made progress in our understanding of learning in this context
because we have moved beyond the application of general psychological theories of
learning towards the examination of the educational process itself.
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Entwistle and Tait (1989) offer a heuristic model of the teaching and learning
process in higher education which specifies a range of student characteristics
(intellectual abilities, cognitive style, personality and so on); a range of teaching
characteristics (including teaching methods and aids); and what they call ‘depart-
mental characteristics’ (such as workload, feedback, and study skills support), which
are important in determining a learner’s progress. Summaries of research like that of
Fraser, Walberg, Welch and Hattie (1987) come to very similar conclusions: that
learning is a function of student variables, instructional variables and environmental
variables. Although this is a complex field, if one focuses on those variables which are
in principle open to change i.e. factors relating to the process of higher education
learning, and one combines research findings with what one might call ‘evidenced
based practice’, then it is possible to build up a picture of what an environment of high
quality learning and teaching looks like.

One of the most important principles to arise out of the literature is that effective
learning is highly dependent on the relationships between students and lecturers and
among students themselves. The quality of these relationships is crucial; ask any
successful learner about significant moments in their careers as learners and they will
almost certainly mention powerful teachers and supportive peer groups. In other
words, the interactive dimension provided by participative teaching (Ryan & Stedman
2002) provides the pedagogic dialogue that Laurillard (1993) has argued is essential
for education. We believe that it is possible to identify six key principles of high
quality learning in higher education. These relate to student motivation, the active
engagement of the learner, the modification of students’ cognitive maps of subject
domains, the use of feedback to students, effective peer support, and the use of context
variation in developing transferable learning.

In a summary of research into student motivation in higher education, Entwistle
(1998: 16) concluded, “for many years now, research findings have shown a fairly
strong relationship between academic motivation and levels of performance in higher
education”. Motivation is not a unitary concept. We can distinguish extrinsic moti-
vation, for example, students being motivated by external pressures and rewards like
obtaining a good job; intrinsic motivation derived from interest in the subject matter;
and finally achievement motivation, for example motivation derived from peer
competition. A consistent finding, however, is that the amount of contact with faculty
in and out of class is highly correlated with motivation and interest. There is also
evidence to suggest that the peer group also plays an important role. Peers have a role
in the process of commenting on their fellow students’ models of the world and good
teachers can engineer this as part of the pedagogic strategy. We also know that
integration into the academic peer group is one of the most important indicators of
retention and ultimate success

A further important principle to arise out of the literature is that for effective
learning to occur, students need to engage in experimentation via modes of active
learning, and most importantly teachers need to constantly adjust what they do to the
needs of individual learners. This is in significant contrast to a model of learning
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which sees the task as one of essentially adding new knowledge to students. In higher
education students tend to already possess cognitive maps of the fields of knowledge
which they are studying, however rudimentary. The constructivist sees the process of
learning as one that involves confronting those maps with new models and
information so that they may be developed and in some cases completely changed
(Mezirow 1991). This has important consequences for pedagogy. Teachers have a
crucial role in getting students to reveal their understandings and hold them up for
public scrutiny in a manner which is both supportive yet ultimately challenging. The
classic model of this is the ‘crit’ in architecture. This is both a time consuming and
skilled process. If the constructivist approach is accepted then it is also possible to
understand why feedback is absolutely crucial in high quality learning. As students
put forward their own versions of solutions to problems, the teacher needs to provide
detailed and timely feedback on those solutions. All the evidence shows that quality
and speed of feedback are vital in the development in such learning (Raaheim 1991).

There is an increasing emphasis on the development of transferable skills in
higher education. The evidence base for how these are developed is as yet modest, but
some elements are becoming clear. Perhaps the most important finding is that these
skills are developed if the teaching programme systematically varies the contexts for
learning, that is students are required to try out their knowledge and skills in a variety
of different situations (Gibbs, Rust, Jenkins & Jacques 1994). The classic model of
this is the internship, but there are a wide variety of other methods of doing this
including specially designed projects, as well as real world and simulated problem
solving. Commentators on the type of high quality learning required for the new
economy also indicate that while first order learning may be standardized, second
order learning or ‘learning how to learn’ is unpredictable and requires exposure to
uncertainty and risk taking on behalf of both students and lecturers (Seltzer & Bentley
1999). This type of learning requires personal relations of trust between students and
lecturers, as well as institutional frameworks based on trust between universities and
other stakeholders including the state (Brown, Green & Lauder 2001).

Virtual Education

We now turn to attempts to assess some of the evidence for the thesis that the forces
of commodification in higher education are inimical to high quality learning. We are
aware that there is a danger in choosing sites of virtual learning in higher education to
illustrate our thesis that commodification and high quality learning are incompatible.
The danger is that we take for granted that virtual learning automatically leads to
commodification. This is not our argument. Numerous international examples such as
the Open University in the United Kingdom, the doctoral programme at the Open
University of Catalonia and Brazil’s teacher training programme ‘TVEscola’ attest to
the fact that virtual education can provide a high quality learning environment and can
overcome many of the barriers faced by off-line teaching. Castells (2001), for
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example, has advanced the idea that developing countries may be able to use
information technology to ‘leap-frog’ the development process. He argues that the
longer-term process of improving the education system by developing a high quality
indigenous teacher base is too slow for urgent development needs in a world where
the ‘core’ appears to be spinning away from the ‘periphery’. He proposes that this
process can be speeded up by using information technology and distance education in
innovative and pedagogically sound ways to disseminate knowledge and skills.

However, we argue that virtual education in general is particularly vulnerable to
the tendency for commodification to creep in. One of the reasons is that virtual
education primarily holds out the promise of more efficient ways of learning in higher
education. It does this for a variety of reasons. First, once the material (the commodity)
has been produced then it would appear to be relatively easy to send this out
electronically to the learners. The learners can be located anywhere with an internet
connection, thus offering potential savings in space. Furthermore, tutoring and
assessment can in principle be delivered more cheaply by adopting some of the
techniques of mass production. The flexibility offered by such an approach, both to
‘producers’ and ‘consumers’ is attractive. Universities are very often attracted to such
forms of learning and teaching because they are being squeezed financially by
governments, such that any opportunities to produce teaching more cheaply are seized
upon (see also Schapper & Mayson, this volume). And once having made the required
investment in eLearning universities become keen to expand their virtual student
numbers in order to spread their costs. Interestingly, Noble (2002) argues that many
universities develop eLearning initially for some of their non-core business, for
example their short course provision or overseas distance operations. There is almost a
suggestion here that their core on-campus provision needs to be protected from an
essentially commodified offering, although Noble goes on to argue that increasing
cost pressures almost inevitably push this into core teaching.

The advent of eLearning and the spread of the internet have also attracted for-
profit corporations into the higher education sector, for several reasons. The number
of people in higher education is growing rapidly, not only because the fraction of the
age cohort entering higher education is growing in most countries, but also because
the number of older people returning to higher education to acquire new skills and
knowledge, or at the very least to refresh them, is growing. And many in this second
category are relatively ‘cash rich’ and ‘time poor’, which makes them ideal potential
candidates for corporate higher education. Finally, the corporate world is interested
because it sees itself as having a comparative advantage over universities in at least
two respects. First, the relatively high barriers to entry for mass eLearning play to the
strengths of corporate capital; secondly, large corporations are invariably international
and are well used to tackling international markets.

This is not the place to detail the advance of corporations into higher education
and in particular their focus on various eLearning models. The reports for the
Observatory of Borderless Education do this very well (Ryan & Stedman 2002,
Garrett 2003). The brief facts, however, are startling. Couturier (2003) estimates that
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there are now over 2000 corporate universities worldwide, that is, over 2000 cor-
porations offering a “university service’ to their students directly in competition with
public institutions. Some of the country statistics are equally striking: there are over
200 for-profit higher education corporations in Poland; 600 in Malaysia; and 625 in
the USA. Examples of global companies include the Apollo Group, which runs
Phoenix University, and also universities in the Netherlands, Germany and Brazil,
Sylvan operates on a similar basis in Europe, but also in Mexico and Chile where it
has bought a number of private universities. Adtech is a major player in South Africa,
whilst Amnet has a major operation in China.

Apart from these corporations who offer a ‘full university service’ to their
‘customers’ there are major corporations that are offering partial services. These
services can be concerned with the necessary IT capability e.g. the supply of the
required IT platform or other elements of software support (Skillsoft, Serebra); or they
can be as a partner offering whole programmes, typically, but not exclusively in the IT
domain. It is also possible to see major publishers joining in as they seek new outlets
for their content. A good example is Thompson, which is a partner in Universitas 21, a
global partnership of major universities collaborating together to offer on-line content.

Three overall trends are clear. First, the reliance on the public university that
sees post-compulsory education as a public good is under attack on an almost global
scale. It is primarily accused of being inefficient i.e. too costly, too slow to change,
and too inflexible. Secondly, this is a global trend that is accelerating under the twin
influences of the GATS, which decrees education as a commodity which can be
traded globally, and global corporations which are turning these claims into a reality.
Thirdly, the development of eLearning technologies using the internet is greatly
assisting this process. It is our contention that all three of these trends are resulting in
the gradual commodification of higher education.

The Effects of Commodification

What have been the consequences of these trends? Is there evidence that the process
of commodification has produced problems for the quality of learning in higher
education? It is not easy to pick up direct evidence of the quality of learning since
little research has been conducted in understanding the pedagogic implications of
virtual education (CVCP 2000). Indeed, Harris (1998), one of the founding members
of the Journal Internet in Higher Education, concludes, “I have not been able to
uncover any systematic evidence of careful consideration to questions of the
‘effectiveness’ of various pedagogical approaches. Neither faculty or students seem
interested in the question of the ‘quality’ of the learning experience” (Harris 1998:
248, quoted in Hall 2001). However, the available evidence indicates that pressures
for commodification in virtual higher education have the potential to erode the quality
of learning in higher education.
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When we talk about commodification in higher education it is useful to think
about three inter-related processes. The first concerns knowledge itself, that is the
ways in which knowledge can be assembled and packaged for the potential learner.
This is usually in some form of text, whether it be a conventional textbook, specially
constructed text based distance learning materials, audio-visual material, or some
form of eLearning. The second element is usually summed up by the concept of
pedagogy, that is the processes that go on between the teacher and the student in the
context of learning. This can be synchronous, as in face-to-face learning and some
modes of eLearning, or it can be asynchronous, as in the most common forms of
eLearning. An integral part of pedagogy is the process of assessment, whether it is
formative or summative. It is a commonplace to argue that models of assessment tend
to have an independent effect on learners and learning. These three elements react in
complex ways in the learning-teaching nexus; it is clear that following the work of
Biggs (1996), all the elements of the learning-teaching nexus have to work together in
what he calls a ‘constructive alignment’.

Knowledge and information are often perceived as interchangeable. Our thesis
is that attempts at the commodification of information are probably less problematic
than attempts to commodify knowledge, pedagogy or assessment. Information in its
unprocessed form is readily accessible to large numbers of people, except at the very
frontiers of some subjects in science and technology. It is of interest to note that an
institution like the Massachusetts Institute of Technology (MIT) is prepared to put all
of its subject content on the internet as open source material. This is in recognition of
the fact that what MIT adds to this is its distinctive pedagogy and its assessment of
learners. All knowledge has to be processed into pedagogically effective formats, or
into pedagogic content knowledge (Shulman 1987). This is not an unproblematic
process for universities that have invested heavily in IT infrastructure and e-course
development and who need mass markets in order to recoup their investment. The
essence of commodification is that it necessarily involves a great deal of standardi-
zation of knowledge, resulting in a model of learning which sees the task as essen-
tially one of adding new knowledge to students. In some subjects, particularly in the
sciences, it might be argued that this is easier to achieve since there is an inbuilt
logical linearity to the subject discourse. In this model, the logical linearity in the text
needs to be represented, while at the same time having regard for knowledge of
cognition, for example, how easy it is to follow and remember material displayed or
represented in a certain way. However, as Crook (2002: 121) argues, “research on the
effective design of such materials is scarce and some of what is known might be taken
to suggest that these apparently laudable ambitions of designers are misguided”. It
would appear that the key issue is learner engagement, that is the ability of the text to
engage the learner actively with the material such that they begin to construct or
reconstruct their own models of the world according to the discipline being studied.
As Crook (2002) hints, the consequences of this might be that some of the more
comprehensive and logical texts are rather less good at this than texts which are good
at setting students puzzles and provocations which they have to work at to solve. But
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even in areas like basic science this is problematic; and in areas like the humanities
where cultural issues come to the fore, it is even more problematic. In addition there
are some areas of knowledge and skill, particularly the soft skills, where it is very
difficult to see the development of virtual solutions.

The temptation in the virtual world where one is trying to develop income via
the economies of scale, is that one is producing a standardized product and generic
content which can be used anywhere. This is likely to be a particular problem in the
context of developing countries where national governments do not have the resources
to develop indigenous higher education systems. The rebranding of higher education
as an exportable commodity has led to a stampede by private for-profit providers,
European and American universities and international development organizations to
implement distance and other forms of profitable education provision. Commentators
from the developing world such as Moja and Cloete (2001: 247) have raised fears that
weak regulation and the perception of higher education as a lucrative global export
could lead to developing countries being viewed as mass markets for the dumping of
low quality knowledge. Hall (2001), drawing in particular on the example of the
World Bank’s African Virtual University, has raised concerns that virtual education in
combination with forces pushing higher education towards further commodification
may harden the divide between high quality, high cost learning available to the elite,
and standardized low quality packages of information delivered at low cost with little
interactivity or national relevance to many parts of the developing world. They note
that such initiatives are likely to stunt indigenous capacity in research and education.

Commodified approaches to learning also often place a very large reliance on
learning resources, simply because this is the simplest and easiest option. They can
also represent an attempt to teacher proof delivery which can be important if
institutions are attempting to use less qualified, less experienced and thus cheaper staff.
While it is likely that some texts will be more effective than others, it should be clear
that the provision of appropriate texts, in whatever format, is unlikely to be effective
by itself. There are limits to what can be acquired even by the very able by passively
engaging with texts. Noble (2002) has argued that the one utterly unambiguous result
of a century of education research is that that quality education is necessarily a labour-
intensive process which depends upon a low teacher-student ratio and significant
interaction between the two parties. This is the essential problem for commodified
models of virtual education. Commodified systems tend to be lean systems that strip
away all those elements which are not strictly necessary. The end result tends to be an
atomized model that focuses on individual students as consumers of knowledge. This
means that activities in which teachers adjust to the needs of individual students, as
well as group work, which develops social and interpersonal skills and fosters peer
group learning, tend not to be designed in. In addition, commodified systems avoid
spending money on social facilities, which promote peer interaction, on the grounds
that they are not strictly necessary for learning.

Commodified virtual education is generally unable to provide active learning
opportunities such as experimentation and real world and simulated problem solving.
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The problems with this for organizations which are anxious to turn a profit from
higher education is that such models are complex, unpredictable and expensive, and
they often require a great deal of local knowledge and networks to set up and maintain.
The process of feedback to students is also altered. Feedback is rolled up into formal
assessment systems, in the worst cases reducing it to the results of computerized
multiple choice tests. There may well be a role for such tests in certain subject areas as
part of formative feedback on progress, but they are no substitute for the detailed,
qualitative feedback required for high quality learning. Second, because of the close
links between commodified systems and the view of students as consumers, the
emphasis is placed on students producing feedback to staff on their teaching
‘performance’, rather than the reverse. Such an approach is very susceptible to surface
as against deep processing (Marton & Sélj6 1984, Biggs 1987, Ramsden 1998).
Finally, if one accepts the argument that much learning develops by the process of
supportive challenge of existing ideas, and the introduction of measured risk, then
approaches which stress commodified education processes are unlikely to produce
high quality, flexible graduates. The process of introducing measured risk into the
learning process is a time consuming and skilled process and almost wholly resistant
to the process of commodification, which tends to change the pedagogical dialectical
relationship between teacher and student into one between producers and consumers
of knowledge. In addition, risk is the antithesis of the safe, pre-packaged ‘product’
that is at the heart of the commodified exchange.

There is also a growing recognition that the virtual university presents some
special quality assurance issues, because often there are a number of different com-
ponents: the technology suppliers; the content suppliers; and the student support
system. This raises questions even in large global ventures like Universitas 21. Ryan
and Stedman (2002: 25) argue that “it is unclear how U21 pedagogica, the accrediting
body of the U21 universities, can call on sufficiently wide expertise to validate
proposed programmes without the deep expertise that a comprehensive university uses
in its usual accrediting procedures, which proceed from departmental level, where the
expertise resides, through the various academic bodies of the university.”

One of the most striking pieces of evidence that casts doubt on the effectiveness
of commodified education in its virtual form, is the actual or near collapse of many
virtual learning ventures in higher education (Ryan & Stedman 2002, Levis 2003).
The failures have included university ventures like Fathom, NYU Online, and
eCornell; partnership ventures between private organizations and universities like
Cardean, Pensare and Quisic; and partnerships between universities like Western
Governors University. Although some of the problems might be attributable to the
bursting of the ‘dot com’ bubble, most commentators believe the failures occurred
because of more fundamental problems. Levis (2003) provides a good summary of the
reasons for failure. Foremost among the reasons is a failure to grasp what is entailed
in successful learning. By and large the failing institutions used a mechanistic model
of learning predicated on the need, as they saw it, to deliver more information, more
quickly and more cheaply to the students. They tended to go for scale rather than
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quality, and they made the fatal mistake in not understanding that people generally do
not want to study alone. Levis even goes as far as to argue that “learning cannot be
‘digitized’, indeed it is an intensely human activity”, and “eLearning is only really
effective for certain kinds of well-motivated, self-disciplined adults” (Levis 2003: 1).

If this is the conclusion gained by looking at the evidence of unsuccessful
ventures, we believe that the same conclusions can be drawn by looking at successful
ventures into virtual learning in higher education. The two most quoted examples of
success are the University of Phoenix in the USA, and the Open University which is
based in the United Kingdom but which in fact has a presence in most European
Union countries and in over 30 non-European Union countries. The Open University’s
success comes about partly by paying a great deal of attention to how students learn,
not by being obsessed with the technology, but by creating successful communities of
learners supported by a committed band of part-time tutors. The University of Phoenix
has a very similar model. Although Phoenix makes good use of technology in the
delivery of its programmes, its secret lies in its ability to blend eLearning with face-to-
face instruction. A typical Phoenix student will in fact find themselves in a class from
time to time where the staff-student ratio is less than 10:1.

The same conclusions are arrived at when one considers the most successful
elements of virtual learning. Carnevale and Young (2001) argue that the most popular
and successful forms of virtual learning are those which most closely approximate
face to face learning: that is videoconferencing, television broadcasts and tele-
conferencing. There is evidence that student attrition rates climb when the mode of
instruction is wholly at a distance. Chen (2001) reports that attrition can be as high as
60 to 80 per cent in asynchronous non-award online generic programmes in IT and
business. More generally, attrition rates tend to climb when programmes are
dominated by generic teaching material that is delivered on-line.

Perhaps the unkindest cut of all is the evidence that even when students have
graduated from such programmes some employers are reluctant to hire them,
apparently believing that such students are unlikely to be as good as their face-to-face
counterparts. Phillips (2001) reports a US survey by Vault.com that found that 37 per
cent of human resource officials were reluctant to employ students with on-line
graduate degrees.

Conclusion

In conclusion, we need to make clear that we are not reconstructing a mythical golden
age of teaching and learning in higher education. Our argument is not that traditional
higher education has all the positive qualities of effective learning that we have
outlined, and the commodified education does not. We know enough about the
traditional experience of higher education to know that the quality of what is offered
varies enormously. In any case, the dichotomy between traditional and commodified
higher education is too stark. It is also not inevitable that virtual education and
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commodification go hand in hand. On the contrary, we would argue that, carefully
handled, the right blend of conventional and eLearning can produce a richer and more
rewarding learning environment than either face-to-face or eLearning can by
themselves. Some of the positive features are that eLearning does not have to be
synchronous and it can produce learning materials in a multi-media format which can
benefit learning. Devices like streaming video and animations can sometimes do
things that are impossible in a lecture theatre or crowded laboratory. If students
respond to assignments on-line and these, along with tutor feedback, are also available
on-line, then it could well be argued that this significantly improves the quality of that
student feedback so vital for effective learning. In addition, the use of web links and
the internet opens up a very rich vein of learning resources for students. What we have
argued is rather that commodification inevitably sets up certain pressures to force
higher education along certain pathways, and these pathways are, in general, inimical
to high quality learning in higher education. Our suggestion is that close inspection of
the virtual dimension in higher education reveals that attempts to commodify
education usually fail because the essence of high quality education cannot be easily
commodified, at least not under the present set of conditions that hold in most parts of
the world.
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How the West is Done: Simulating Western Pedagogy
in a Curriculum for Asian International Students

Catherine Doherty and Parlo Singh

Introduction

This chapter builds from two premises: first that cultural processes under the
conditions of accelerating globalization and ‘new times’, are no longer what they used
to be; and second that the concept ‘culture’ cannot be used theoretically in the way
that it used to be, that is, as an independent, inert, ‘given’ variable signified by a
countable noun. Cultures are constituted through ongoing struggles. Thus, collective
cultural identities are made and re-made relationally through contact with people
socially and historically categorized as ‘Other’. In this processual frame, an Australian
university offering preparatory programs for international students can be understood
to be engaged in cultural production, producing and enacting an account of ‘how the
West is done’ pedagogically that positions the international student as outsider or
Other. Thus, the Otherness of the international student is socially constructed in
relation to the category of Western student. Moreover, the social and cultural differ-
ence of the Other, in this case the international student, is typically constructed in
negative or deficit terms and as potentially risky to the Western traditions of the
university. However, the continuing and growing presence of international students in
the globalizing Western university suggests that such a claim to a pure, authentic
tradition is nostalgic, a simulation seeking to recreate an imagined purity which is no
longer there, if it were ever so.

Our main aim in this chapter is to explore how one Australian university
imagines and enacts a ‘pure’, ‘authentic’ Western pedagogy in the contact zone of
foundation programs designed specifically for Asian international students. We argue
that teachers employed in foundation programs invoke a past that is increasingly
illusory and elusive, and teach it to Asian international students, the very category of
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student most likely to challenge and transform the Western academy by their
increasing presence within the sector.

This chapter is presented in three sections. First, culture and cultural identities
are theorized as processes of globalization, with pedagogy playing a more salient role
in the constitution and maintenance of cultural scripts. Second, videotaped classroom
activities in preparatory programs for international students at one Australian
university are described to illustrate specific cultural scripts of ‘how the West is
done’. The section also deals with teachers’ rationales for designing these particular
cultural scripts or pedagogies for international students. Third, the chapter concludes
by questioning the significance of simulations of notionally pure, authentic Western
traditions in the Australian education export industry.

This chapter draws on a selection of data from a larger study funded by the
Australian Research Council (Singh & Freebody 1997-2000). The larger study looked
at questions of pedagogy, culture and knowledge in preparatory education programs
offered by Australian providers to international students in on-shore and off-shore
(Indonesia) campus settings. Such courses are typically referred to as ‘Foundation’,
‘Bridging’ and ‘English for Academic Purposes (EAP)’ programs. Teachers and
students in university preparation programs offered in Indonesia and at an urban
public university in Australia were interviewed, and a series of three to five class
sessions for each of the nine teachers sampled in the on-shore programs was observed
and videotaped. The interviews for these nine teachers included stimulated recall
(Meade & McMeniman 1992, Keith 1988) pertaining to particular aspects of their
observed practice. These questions probed the teacher’s intentions, design and what
they hoped the students would get from the selected activities.

The Changing Terrain of Australian Higher Education

Over the past fifty years, Australia has been a very successful exporter of higher
education, in particular within its regional market of South East Asia. International
education has been described as “Australia’s seventh largest export earner” (Noonan
2003: 6) and a “5.2 billion (dollar) education export industry” (Illing 2003: 19). The
top five source countries of full fee-paying international student enrolments are
currently Singapore, Hong Kong, Malaysia, China and Indonesia (Noonan 2003: 6),
with the vast majority being “ethnic Chinese” (Nesdale, Simkin, Sang, Burke &
Frager 1995: 23; see also Maslen 2002: 2). International students may be enrolled at
either on-shore campuses, off-shore campuses, and/or via on-line programs. The
crucial point, however, is that international students now constitute a sizeable portion
(21 per cent) of the total student enrolment of Australian universities (Department of
Education, Science and Training 2003). Moreover, international student enrolments
are typically clustered in certain disciplinary areas constituting 32.3 per cent of total
enrolments in Information Technology fields of study, and 26.3 per cent in
Management and Commerce fields (Department of Education, Science and Training
2003). At the same time, Asian international students are often at the centre of public
controversies about the quality of higher education curricula (lowering of higher



How the West is Done 55

education standards) and the perceived declining exchange or market value of
Australian academic credentials in the global market place. Recently, a number of
cases of alleged plagiarism involving Asian international students, as well as claims
of so-called ‘soft marking” for this cohort of students, have received extensive media
coverage (see Contractor 2003, Illing 2003, McWilliam, Singh & Taylor 2002).

We suggest that the accelerating (real and virtual) flow of international
students, knowledge and symbolic resources, as well as struggles and contestations
over these movements, are characteristic of new globalized times (Waters 2001). In
this chapter, we ask how this increasing Asian presence within the Western university
is negotiated and handled by teachers employed in front-line programs, such as
foundation and bridging programs, designed specifically to induct Asian international
students into the Western university.

Australian Universities as Global Cultural Contact Zones

In this chapter and others (e.g. Doherty 2001), we suggest that the well-worn regional
circuits followed by international students to study with Australian universities
constitute a fifty-year history of increasing cultural entanglement (Ang 2001, Clifford
1997). This increasingly “symbiotic” (Dalrymple 2002: xlvii) relationship renders the
Australian university, and more generally the Western academy, a dynamic, evolving
and generative contact zone (Pratt 1992, Kenway & Bullen 2003) as opposed to some
pristine, impervious cultural site that can retain and reproduce some essential pre-
contact authenticity in its scripts. These contact zones can never be neutral places
(Smith 2001: 378). Rather, contact zones are places that have been historically
constituted as sites of transculturation, where colonizers and colonized, travelers and
travelees interact, co-exist, and engage in “interlocking understandings and practices,
often with radically asymmetrical relations of power” (Pratt 1992: 7). Moreover,
contact zones are fluid and changing places, constructed and re-constructed anew as
people with disparate historical trajectories meet and struggle over issues of repre-
sentation (i.e. who has the right to speak on behalf of who, how, and with what
consequences). Thus contact zones are sites of cultural struggle where the “making
and remaking of identities” takes place (Clifford 1997: 7).

A crucial tactic in these cultural struggles is the attempt by dominant groups to
sanitize places of the historical legacy of unequal power relations. We argue that acts
of purification or sanitization in contact zones, that is, attempts to construct pristine
accounts of Western learning styles and pedagogy violently deny and repress the
history of Western-Asian cultural entanglement (see Said 1995).

In this chapter we draw on video-taped lessons and stimulated recall interview
data collected from nine teachers working on the onshore EAP and foundation
programs at one Australian university, with a particular focus on the practice of two
teachers. The size of the video-taped classes ranged from 12 to 26 students, with the
vast majority of students from South East Asia (Hong Kong, Thailand, Taiwan,
Malaysia, Singapore, East Timor, Indonesia). The age range of the students in these
classes varied between 18 and 44, with all classes displaying a wide spread of ages.
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Many students already had an undergraduate degree. In addition, all nine teachers who
participated in the onshore component of the study had substantial teaching
experience, ranging from seven to twenty-eight years across various education sectors.
Five of the teachers had taught overseas, and seven of the teachers had postgraduate
qualifications (see Singh & Doherty forthcoming).

The analysis of video-taped classes mapped the phases of different interactional
practices (Lemke 1990), any shifts in thematic topics, and moments of interactive
trouble in the pedagogy, such as student disruptions, challenges or failure to respond.
The analysis of teacher interview data interrogated the categories of students con-
structed in their talk, and how these categories informed their operative models of
Asian learner and Western teacher with which to regulate the choice of curricular
content and pedagogic strategies. We focus on these two data sets because all the
teachers talked about the Asian learner as passive, that is, not engaging in the desired
forms of classroom talk or ‘critical thinking’, and therefore the need to explicitly teach
or socialize students into these requisite skills.

The Impurity of Cultural Processes

There is growing recognition that ‘cultures’ have never been pure, stable and discrete
- rather hybridity and change wrought through contact with Others is how cultural
identity and cultural differences come into being, and then are sustained or reinvented
over time (Friedman 1994, Trouillot 2002, Clifford 1988, 1997):

The problem is not that cultures are suddenly changing: they have always been
changing. Nor is it new that cultures are porous. Human groups have always
been open, in various degrees, to new experiences, outside influences,
borrowings, and impositions. The difference now is that the fiction of isolated
cultures built by the nineteenth century on the assumptions of the Renaissance
no longer fits the lived experiences ... (Trouillot 2002: 13).

The lived experience is different now because of the accelerating speed and
quantities of global cultural exchange, and our growing consciousness of our place in
the global order (Waters 2001). As Appadurai (1996: 10) has argued:

The transformation of everyday subjectivities through electronic mediation and
the work of the imagination is not only a cultural fact. It is deeply connected to
politics, through the new ways in which individual attachments, interests, and
aspirations increasingly crosscut those of the nation-state. The diasporic public
spheres that such encounters create are no longer small, marginal, or
exceptional. They are part of the cultural dynamic of urban life in most
countries and continents, in which migration and mass mediation co-constitute a
new sense of the global as modern and the modern as global.
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In a globalized knowledge economy, Western higher education credentials are
increasingly portrayed as the key or path to higher status, secure ‘professional’
employment. Thus images of the highly successful Western educated professional are
relayed across the world via the web-pages of Western universities, other advertising
media, including brochures, television advertisements, and personnel. Acquisition of
Western higher education becomes the imagined gateway to upward social and
economic mobility in an increasingly unequal global system. These images are
appropriated in local contexts and used to launch individual and collective identities.
Thus, for example, Perlez (2003) provides an account of ‘study mothers’ — women
who travel from China to Singapore, take up menial work and live in cramped
accommodation, in order to provide their children with what they imagine is the best
education. Primary school education in Singapore is considered advantageous as
instruction is in English, and English language competence enables Chinese children
to apply for secondary school education programs in a Western country such as
Australia or the United States. Thus, the images of Western education relayed across
the globe, and the imagined worlds made accessible via Western education, provide a
platform for imagining and launching individual and collective social actions such as
the phenomena of ‘study mothers’ (see Appadurai 1996). The problem however,
seems to be that many of the Chinese mothers who travel to Singapore, find it
difficult to get jobs and struggle to make ends meet. Moreover, the children struggle
to gain the necessary levels of English competency needed to apply for enrolment in
Western secondary schools.

In this chapter, we are concerned with the pedagogic identities and practices
imagined, constructed, and launched by Australian teachers for Asian international
students. Moreover, we are concerned with analysing the struggles or politics over
cultural identity enacted in the contact zones of Australian university foundation
programs designed specifically for Asian international students.

Scripting How the West is Done

To report the observed classroom activities, we purposefully use the provocative term
‘simulation’ following Baudrillard (1988), to suggest that the versions of Western
pedagogy constructed for international students are not simply a heuristic imitation or
reflection of something that exists independently, but rather an act of masquerade that
refers to a reality that is not in fact there. Baudrillard (1988: 167) defines simulation
as:

... no longer a question of imitation, nor of reduplication, nor even of parody. It
is rather a question of substituting signs of the real for the real itself; that is, an
operation to deter every real process by its operational double, a metastable,
programmatic, perfect descriptive machine which provides all the signs of the
real and short-circuits all its vicissitudes.
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The illusory authority and purity of the pedagogic simulation create, we suggest,
such an imagined, fictive and idealized script. Baudrillard (1988) deploys a metaphor
of drama to describe the way in which social action creates or performs the
‘scenodrama’ of simulation. Similarly, we will describe the classroom staging of
idealized Western pedagogic relations using the systematic metaphor of staging and
scripting a theatrical production.

Two class activities observed in the on-shore preparatory programs in an
Australian urban university have been selected as explicit exemplars of attempts
firstly to invoke a notionally ‘pure’, authentic Western pedagogy, and secondly to
explicitly socialize the students in this cultural script by simulating or enacting
pedagogic roles. In addition, the rationale for these particular activities were discussed
with the teachers in their interviews. Both class activities were designed to involve
and immerse the Asian international students in a performance of Western student
roles. The first example stages a class discussion, the second involves student oral
presentations and the associated question time. Accomplishing or coaching in these
two communicative orders constituted a common focus of the enacted curriculum
observed across all nine class groups in the on-shore site. Our analysis of simulation/
dissimulation asks:

e What model of Western tutorial is constructed in these lessons? What is the
‘Other’ of this model?

e How are ‘international’ students taught the skills and knowledge of Western
tutorial?

e How is this mode of instruction different from that provided to ‘Australian’
students?

Activity A: Rebearsing a Group Discussion

In a weekly two hour class for a year long unit which uses Australian history content
as a vehicle for ‘study skills’ instruction designed for international students, the
second hour was devoted to watching a 25 minute video about Australia’s changing
immigration policies, and then to accomplishing a group discussion around these
questions.

Teacher as director: Prior to taking a break after the first hour, the teacher
suggested that students “Go off and have a break. Build up your energy so that you
can be a bit more lively in your discussion than you are at the moment.” In the
ensuing class, students were provided with a set of questions that reflected the
chronological order of ideas/themes in the video, and were encouraged to take notes
as they watched the video. The instructions to the students highlighted the purpose of
performing a group discussion, rather than the (secondary) purpose of engaging with
the content of the video:

Teacher A: We’ll watch the video and remember we’re looking for answers to
those questions so that at the end of the video you’ll be able to contribute to a
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group discussion, and everybody will have to say something so if you want to
sound intelligent, you’d better listen to the video.

Setting the stage: The 22 students initially sat at individual desks organized in
rows across the room, facing the front in order to watch the video. At the end of the
video recording, the video player was turned off and the teacher directed the physical
reorganization of the furniture via a series of spoken directions and gestures, so that
students were eventually seated in a circle facing each other, “so no-one has their back
to anyone else”. The teacher remained standing outside the circle, behind a student,
thus excluding herself from the group.

Coaching the actors: Students were reminded, “when you’re talking ... you
aren’t talking to me... so you want eye contact with the class”. She then continued to
outline the discussion modus operandi with reference to how it would proceed, and
how it should ideally proceed: “I’ll interrupt you but hopefully you’ll be able to keep
the discussion going yourselves”.

Allocating roles: She then passed around a bag containing numbers from which
students were expected to select one at random. By her account, this activity was
designed to make sure that the students contributed to the staged classroom
discussion. In other words, this activity was designed to randomly distribute student
contributions across the time and space of the lesson to generate the theatrical effect
of a spontaneously generated discussion. This preparatory ‘stage-setting’ episode
lasted three minutes.

The rehearsal: The teacher then invited “Number 1” to start, then continued,
“I’ll get you started. The question was: why did the Australian government want more
migrants?” The designated student did not immediately respond, so the teacher
prompted her with: “I think ... I believe...” The student then offered a contribution.
The teacher, from outside the circle, interjected after each student turn, moderating the
discussion with comments such as, “Good. Number 3, anything to add?”, and, “That’s
good. Number 4 can move on to Question 2.” At this stage, the majority of students
started to address their comments to the teacher, their eyes looking towards the
teacher, and finishing with an upward inflection, thus seeking her confirmation. When
this required the student seated directly in front of the teacher to turn her back on the
student circle, the teacher reminded her to “turn around” to face the group again. Thus
despite the considerable effort to reframe the communicative genre, the exchange fell
back into the familiar initiation-response-evaluation chains of teacher-centred class-
room discourse (Mehan 1979). Student contributions were usually a few sentences
long, ranging from about three seconds to up to 30 seconds in length in a few cases.
The teacher’s contributions typically: (1) provided some evaluative feedback on the
previous turn, (2) re-formulated the student’s contribution, (3) developed the student’s
contribution to provide the desired instructional content focus, (4) restated the
question, and then (5) called for the next turn. The teacher also alluded to previous
students’ comments, and invited the next speaker to respond to those ideas, thus
modelling or scaffolding the process of cohesive backward referencing within the
whole ‘discussion’ text.
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Stage fright: Students often giggled or smiled in a self-conscious way before
and after their turns. One student’s contribution achieved a communal laugh when the
teacher evaluated it as, “...good. It didn’t actually answer the question, but it’s
interesting information. I mean, it’s contributed.”

Directorial feedback: When everyone had taken his or her allocated turn, the
teacher started to close the activity, with an evaluation: “That’s good. Everyone’s said
something.” She was then interrupted by a student who offered another pertinent,
unsolicited comment — the first spontaneous contribution as such. Following this, the
teacher resumed her summary of the activity, indicating how the topic related to the
next unit of work, and inviting students to self-evaluate their individual performances
in the group discussion by referring to a self-evaluation guide in their textbook: “You
might go through that criteria and think ‘Did I do this? Did I do that?” You might be
surprised.” This book is a British publication (Cottrell 1999), and the relevant pages
(pp- 98-99) outline a set of questions with which to evaluate one’s own ‘contributions’
to seminars and group work, to invite other participants’ evaluation of one’s ‘con-
tribution’, and to evaluate the group’s ‘overall working’.

Rehearsal closure: The class was then finally instructed to restore the desks
and chairs back into the usual row layout.

This whole discussion ‘scenario’ lends itself to be understood as theatrical
simulation, albeit a rehearsal, not the performance proper. The teacher acted as the
director, coaching, prompting, stage-managing and giving feedback on the students’
hesitant contribution and the comportment of their bodies, in order to fulfil a simple
script of group discussion where talk is seen to be distributed randomly around the
group, and ‘everyone says something’, while ideally looking each other in the eyes.
The students displayed symptoms of stage fright before and after their performances.
The spatial organization of furniture before and after provided clear cues of when the
rehearsal started and when it finished. Though this might be what group discussion
looks like and sounds like (i.e. randomized multivocality), this enactment was not the
imagined ‘real’ tutorial genre in a number of ways. The students were acting through
compulsion. They were expected to contribute something when their turn came up.
They had little control over when they could contribute, what knowledge they could
contribute, and how they would contribute to the tutorial. Rather, they were given
explicit instructions of how to ‘do tutorial talk’, and thus were engaged in enacting
this performance. Consequently, few of the students were actively occupied with the
content of the Australian Studies lesson as such.

Teacher A: A Stimulated Recall Rationale

In her interview account of this activity’s design, Teacher A constructed an idealized
version of how Western tutorial discussion should be conducted as student-to-student
interaction, requiring little teacher intervention. The teacher was cast as a background
arbitrator. In her account, this was epitomized in the distribution of eye contact — peer
to peer and not with the teacher — and operationalized in the time-consuming re-
arrangement of seating to achieve this eye contact. Thus she constructed the idealized
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Western student as an active, independent and confident co-constructor of classroom
interaction and knowledge, in opposition to her account of the international students’
tendency to be passive and non-interactive.

Moreover, this simulated rendition of the Western tutorial was constructed as
‘not natural’, which by inference equates the internalized Western genre and its
constituent roles as ‘natural’. In her commentary, Teacher A indicated that the
exercise was designed to “try [and] to force them (international students) to do things
that they should be doing all the time in the tutorial situation”. Such an authoritarian/
coercive construction of power relations seems at odds with the idealized democratic
distribution of power in the imagined/fictionalized model of tutorial discussion
constructed within the simulation.

By her selection of this instructional focus (how to do Western tutorial
discussion) and her allocation of considerable time in this and subsequent sessions,
Teacher A was producing cultural difference, namely, cultural difference between the
students’ domestic and Western learning environments that pivots around the
valorization of oral participation. In the following segment of interview data, she
made explicit the moral order behind this code:

R: T suppose I’m asking why do you pursue participation? What’s your rea-
soning behind the idea that students should be participatory?

Teacher A: Well, it’s all based on our emphasis on critical and analytical
thinking. If you don’t participate then you’re not contributing to whatever is
developing and you’re just relying on whatever the teacher is telling you. And
they may be thinking about it as the teacher speaks but you don’t know. So by
having discussion you can have some sort of understanding about what they’re
thinking or how they’re thinking...

R: ... you mean when they speak it’s giving you information about how the
teaching is going?

Teacher A: Yes. How much they understand. And also because ... otherwise
they tend to lose concentration. I mean if I just talk, talk, talk for an hour they
could go to sleep. I mean their eyes are open but they could still be asleep but I
wouldn’t know. So it’s to keep them awake as well and keep them on target.

What are the students learning through this simulation of tutorial? Teacher A
suggested that she provokes oral participation in order to encourage critical and
analytical thinking. However, pedagogic strategies to elicit and develop critical and
analytical thinking skills were not articulated. Rather, Teacher A went on to suggest
that the pedagogic simulation of oral participation enhanced her control in classroom
encounters. In other words, by encouraging students to talk, Teacher A could (1)
gather information on what knowledge students had acquired and (2) ensure students
stayed on task. The simulation of oral participation was thus explicitly tied to
regulation of the international student. While regulation is a necessary feature of all
classroom practices, by the higher education level students could be expected to be
self-regulating and take responsibility for their own learning. As adult learners,
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students are expected to critically engage with the knowledge articulated by other
class members in tutorial sessions. By contrast, the preceding account of a simulated
Western tutorial infantilises the international student. The international student is
constituted as a child who readily loses concentration, and needs supervised practice
in ‘doing tutorial’.

Alctivity B: Performing Oral Presentation and Question Time

As a major assessment item in a preparatory course on business communication,
students were required to give a 15 minute oral presentation that described the
communicative genre used by certain work roles in business. Students in the audience
were also assessed on their participation in a question time following each pre-
sentation. Each student was required to ask a certain number of questions over the
series of presentations. The following account details the first part of an hour long
class that was devoted to a series of these oral presentations, in particular the
preparation for the session, the oral presentation, and the question time following this
particular presentation.

Setting the stage: The room was set up with individual desks and chairs joined
into three straight rows, facing a raised platform in front of a whiteboard. There was a
screen positioned in one corner of the front, angled towards the audience. An
overhead projector was positioned towards the screen side of the raised podium, next
to a large desk. There was a video unit against the wall in the middle of the podium.
The teacher set himself up at a desk on the side of the middle row of desks. He had
various papers on the desk, in readiness to record his evaluations and comments on the
presentations. The ten or so students present were seated throughout the rows of
desks. The teacher moved to the podium, and the murmur of chat subsided. He moved
the video unit on the podium into a corner, thus setting the stage.

Master of ceremonies: The teacher sat on the edge of the desk and opened the
proceedings with: “Good morning. Welcome to the first of our presentations”. The
teacher then gave some advice about deep breathing to relax, and explained that he
would be sitting in the audience. He asked if any of the presenters had any problems
with the “physical equipment” props, and then moved offstage to mark the roll. He
then moved back to stand in the centre of the podium to make “a general comment”
about the moral code pertaining to late arrivals in such sessions: “Please do not enter
the room when someone is speaking. It makes it very difficult ... please wait outside.
Sometimes, we can’t help being late but we can help the person giving the talk by not
interrupting.” He pointed out the glass panel in the door, and suggested that students
check what was happening before entering the room. This established a tightly
insulated boundary around the space and the time devoted to these presentations, akin
to closing the theatre doors just prior to a show starting.

Waiting for the call: The teacher returned to his seat in the body of the
classroom, checked the class roll, established who would be the first presenter, then
begged “just one moment” to prepare his assessment sheet. In the 17 seconds while he
did this, the presenting student moved to the podium and waited, self consciously
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adjusting his clothing and hair. This student had noticeably dressed up for the day’s
presentation, wearing a collared shirt (as opposed to his usual t-shirt), and had pulled
his long fringe back into a ponytail arrangement, so it was not falling over his face.

Let the show begin: With a cue from the teacher when ready, the student then
commenced his presentation about the various communicative genres employed by a
marketing manager in his’/her work role, with the opening, “Good morning, my
friends”. The presentation proper lasted about seven minutes. The student had
prepared props in the way of overhead projector slides, with concept maps, definitions
and summary notes. As he spoke, he frequently cast his eyes to the roof, with some
facial gestures of effort, suggesting he was trying to remember a memorized script.
Through his presentation, the student remained standing, moving across the stage
between the overhead projector, the screen side of the podium and the desk.

Audience participation: The student closed his presentation with the request,
“If you have any questions please ask me”. There was a 16 second hiatus, presumably
while the teacher was completing his written comments on the assessment sheet.
Finally, the teacher spoke from his seated position in the audience:

I have a question, and whenever we ask a question, as part of the genre of the
question period we always say our name first, so my name is ... , and I have a
question ...

The question pertained to the student’s interpretation of an important concept.
Not satisfied with the student’s first reply, the teacher then asked a more pointed
question challenging the student’s definition of advertising as a genre. The student
conceded an error. A chain of questions with two students and answers followed.
There was another marked silence of 10 seconds. No other students took the
opportunity to ask questions.

End of the act and interval: The teacher then offered his thanks, and the class
applauded the presenter, who moved back to resume his seat in the rows of desks. The
teacher then asked for “a couple of moments” before the next presenter.

This class session essentially constituted a theatrical performance, with its stage
setting, attention to costume, props, restricted entrance, ritual of applause, and the
interval between presentations. Unlike the other data episode (Teacher A) on group
discussion, this was not a rehearsal, but the actual performance. At the same time,
however, the performance was a simulated version of a tutorial presentation that
students might be expected to perform in their future, ‘real’ university courses. In the
preceding data extract, the student had obviously rehearsed and memorized his script
in detail. The teacher moved between being the stage-manager establishing the
running order, the master of ceremonies announcing the proceedings as they unfurled,
and the critic evaluating and documenting the quality of performance. The audience
members had their role to play in performing question time.

In terms of the knowledge produced and transmitted in this activity, the
meticulously detailed assessment instrument used to evaluate these presentations
allocated 25 per cent of the score to the presentation content — half of this being a
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judgement of its ‘quantity’, and the other half a judgement of its ‘quality’. The other
75 per cent of the score allocations addressed issues of manner, delivery, presentation,
with penalties applied to poor time management. This imbalanced allocation of
assessment criteria between the putative instructional discourse task (what the
presentation was to be about) and the regulative discourse task (how to do Western
oral presentation) demonstrates the effort to impart codified forms of knowledge about
implicit Western pedagogic models in these curricula.

Teacher B: A Stimulated Recall Rationale

In his interview, the teacher explained the rationale behind the design and assessment
of this oral presentation task. He justified the task in terms of its relevance to future
work (in business) and study demands. As he explained the goals of the task, in terms
of accomplishing nonverbal as well as verbal criteria, he referred to the student
performance described above which he assessed as poor. The teacher outlined his
belief that the speaker’s bodily presentation is as much the performance as the content
of the talk. He then mitigated his account of the assessment criteria with reference to
the students’ cultural differences and the supportive, bridging nature of the course. He
called it a “test the water” type of situation. He thus drew a distinction between the
criteria he had instructed the students in as applying to the mainstream university, and
the softened, more accommodating assessment practices of this preparatory course.

By the teacher’s account, these international students “will be expected to
know” certain procedural and genre expectations, which extend to control and
comportment of the body in oral presentations. For this teacher, these culturally
specific rules included how one’s hair should be styled when giving an oral
presentation. “I think ... a lot of these [items] for us might be commonsense but I
think their culture is specific”, and he recounted making this explicit in his lead up to
this task. This provided a rationale for instructional content pertaining to general
grooming (criteria for styling hair) and deportment during oral presentations. So, for
this teacher, the rules were present and enforced, but they were implicit ‘common-
sense’ in the mainstream. The role of these bridging courses was to make the implicit
explicit, that is, to codify and make transferable the tacit knowledge of socialization
processes: “introducing them to things which they will be expected to know...just the
whole box and dice of how to succeed as a student at this university”. He outlined the
curriculum leading up to the assessment of the oral presentation task as focussed on
aspects of non-verbal communication and suggested that “in a different context what
I’d be looking for there would be how much material was presented which is a
function of the time”. He was thus emptying the assessed curriculum of the
instructional content (the ‘what’), to focus on the regulative discourse (the ‘how’) of
bodily and linguistic comportment, as evidenced by the assessment instrument.

In the interview, the teacher articulated his notion of what he could and could
not expect of the international students, and used the metaphor of a bridge between
presumably two mutually exclusive educational worlds. He referred to a hypothetical,
unachievable, unrealistic “wish list” in which students reproduce the ideal desired
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Western performance: “And I think we have to be careful because we have a “wish
list” here that these students would do exactly what we want which is unrealistic. It’s
not realistic in life or at university but you do...” He characterized these courses
devoted to the preparation of international students as a “secure environment” and “a
special kind of unit”, which constructs an unreality in terms of assessment practices,
and a dilemma for the teachers: “you can’t blame someone for something they don’t
know”.

In his reflection on the design of the ritualized question time, he explained that
it served a number of heuristic purposes. The involvement of the audience members
demonstrated their understanding of the proceedings and secondly, fulfilled Western
notions of active, argumentative participation, and exposed the international students
to this expectation/practice. The ideal social order constructed here was of active,
dialogic relationships between students, and teachers: “so I try to suggest to them that
this involvement, the give and the take, the turn taking is part of what we do”. In his
version of the West, which he distinguished from other cultures, knowledge is tested
and contested, even aggressively, in these relationships. So the question following a
presentation was a contribution to the robustness of the academic enterprise:
“Whereas, here, we go for the chink in the armour and we say, ‘Well, now wait a
minute, mate. What about that time? Why didn’t it work then?’... and that’s
argumentative, the pros and cons”. In his rationale, he valorized the quality of being
active, his “active listener” being one that participated by asking questions. This
invoked an implicit contrast with the passive, inscrutable Asian archetype. By his
account, the action of asking a question also played a role in Western education of
displaying understanding for assessment and classroom control: “because part of the
whole thing is allowing someone to understand what you’re thinking about. You could
be sitting there and really concentrating but you could also be sitting there and be
somewhere else”.

The knowledge constructed within Teacher B’s classroom lesson was an
enactment of a set of principles, procedures or rules for selecting, combining, and
realizing two separate discourses: a discourse of instruction and a discourse of moral
regulation (Bernstein 2000). The latter discourse, namely regulative discourse,
generates the arbitrary internal ordering of classroom knowledge. In other words, what
is taught and how it is taught in terms of foundation/preparatory curricula are arbitrary
constructions, generated by theories of instruction — “a model of the learner and of the
teacher and of the relation” between teacher/learner (Bernstein 1996: 49). In the
lesson discussed above, Teacher B prioritized a theory of instruction based on
communicative genres, and a theory of the Asian international student as culturally
different from the Australian university student. Moreover, the cultural difference of
the Asian learner was constructed in terms of fashion codes (unaware of hair and dress
codes for oral presentations) and learning codes (unfamiliar with the rules for oral
presentations). Thus strong symbolic boundaries were constructed around the cate-
gories Australian and international student, and Asian and Western pedagogic
practices. According to Teacher B, it was his pedagogic responsibility to create
simulations of Western oral presentations in order to induct Asian international
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students into the ways of being and enacting Western/Australian student roles as a
bridge/pathway into mainstream university courses.

Why Simulate a Pure, Authentic Tradition?

In previous work (Doherty & Singh 2002), we critiqued the simulations of Western
pedagogy constructed in foundation/bridging programs, as well as the versions of
academic knowledge made available to students in these programs. In that work, we
theorized simulation as the ‘concealment of the non-existence of something’ (Kraidy
2002: 200). We suggested that simulacrums of Western pedagogy were displays of
copies with no original. The Western pedagogy constructed in these international
education programs, we argued, was a simulation of an imaginary or idealized peda-
gogy rather than actually enacted pedagogic practices. However, processes of
simulation work in conjunction with processes of dissimulation. To dissimulate means
to ‘feign not to have what one has while to simulate is to feign to have what one has
not (Baudrillard cited in Kraidy 2002: 200). Thus, to suggest that “chalk and talk” and
“closed questioning” teaching strategies are no longer practised in the West is to
engage in processes of dissimulation. Such processes of dissimulation deny that such
traditional, as well as progressive and critical, pedagogic strategies continue to be
deployed and enacted side-by-side in Australian educational systems (see Kubota
2001 regarding mixed practices in US settings).

In this chapter, we wish to go one step further and suggest that the pedagogic
simulations serve also to produce and assert essentialized cultural differences, thus
affirming a purity in ‘how the West is done’ despite the significant demographic
changes taking place. In this way, Western identity is consolidated during a period of
rapid cultural flux and instability, a period in which the ‘Asian Other’ is increasingly
acquiring Western commodities, mimicking, indigenizing and hybridizing Western
practices. It is through these processes of simulation and dissimulation that Western
universities attempt to re-make and project legitimized institutional identities (see
Castells 1997). In other words, fictionalized differences between Western and ‘Other’
pedagogues, or between Western and ‘Other’ education systems, are imagined,
launched, and enacted as stabilizing devices or mechanisms during periods of intense
cultural instability, fluidity, and complexification.

The crucial point we want to make here is that during these ‘new times’ of
globalized modernity, a period marked by heightened flux, fluidity, contradiction,
paradox, and anomalies, university teachers are likely to be positioned simultaneously
and ambiguously by a complex inter-play and exchange between re-centring and de-
centring discourses (see Kress, Jewitt & Tsatsarelis 2000, Tyler 1999). Indeed, these
apparently oppositional discourses serve a complementary function. On the one hand,
de-centring discourses need to orient the subject towards change and complexification
(see Tyler 1999). For example, strategies are devised at the level of the state (policy
positions, funding guidelines, regulatory mechanisms) and the institution (mission
statements, organizational structures, teaching units) to orient university teachers to
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meet the changes wrought by increases in student numbers, diversity in the student
body, reductions in public spending, and the exponential growth of knowledge
internal and external to the university sector. On the other hand, re-centring discourses
need to orient the subject towards stability. For example, retrospective discourses
about the scholarly tradition of universities, the ideal scholar, and the professional
ethic of care between academic-teacher and student-learner are evoked to ensure that
external market-orientations are complemented by introspection. Tyler (1999: 282)
goes on to argue that:

In conditions of high turbulence, the tensions between these two opposing
tendencies (complexification and stabilisation) will become quite intense and
the overall state of the system of exchange quite ‘unstable’. Under the extreme
conditions of moral ambiguity, and the proliferating technical and legal inno-
vations which accompany the excesses of consumerism, the contradictions at
the heart of the functional model of regulation take on an unexpected centrality
and importance.

In this context, re-centring retrospective discourses that project notions of pure,
nostalgic, Western pedagogic and scholarly traditions serve as a counter-balance to
de-centring prospective discourses aimed at internationalizing the Western university
as it is increasingly populated by Asian international students. The work of the ima-
gination, as collective fiction and invention, comes to play an increasingly important
role in the construction of a politics of identity in these new times (see Appadurai
1996, Castells 1997, Clifford 1988). The “quotidian work™ of imagination (Appadurai
1996: 5) can produce both an affirming essentialism from within the group and a
repressive essentialism from without (Werbner 1997), to forge and articulate an
identity in relation to, while distinct from, the imagined ‘Other’. McCarthy and
Dimitriades (2000: 193) draw on Nietzsche's concept of resentment to explain how a
collective identity under stress:

consolidates ... by a complete disavowal of the merits and existence of his social
other. A sense of self, thus, is only possible through an annihilation or emptying
out of the other, whether discursively or materially.

This strategy protects the self by imaginatively belittling the other. In other
words, Western pedagogic identity is constituted through such “annihilation or
emptying out” of the Asian other (Nietzsche, summarized in McCarthy & Dimitriades
2000: 193).

In the context of the internationalized Australian university, Bullen and Kenway
(2003) demonstrate this containment by belittling, when they illustrate how university
staff choose to construct ‘imagined’ third world women rather than deal with real,
more complex, female postgraduate students from South East Asia. The script for the
imagined women, they suggest, is drawn from generic culturalist assumptions that, in
conjunction with the orientalist ‘learning style’ literature informing practices,
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diminish both the capacities and the needs of these students, resulting in “the
infantilization of international students in general, and of international women
students in particular” (Bullen & Kenway 2003: 43). A similar discourse was evident
in the interview data above, where Teacher A justified oral participation on the
grounds of keeping the international students awake, and Teacher B’s insistence on
aspects of grooming in the curriculum. In contrast, Rizvi (2000) identified a “global
imagination” in the discourse of international students studying in Australian univer-
sities, who “are able to imagine the nation and its links to the outside world in
radically new ways” (Rizvi 2000: 223). Similarly, Kenway and Bullen (2003), in their
parallel study of the international postgraduate women's self-representations,
demonstrate a heterogeneity in the students’ own expressions of tactical and con-
tingent identities. Our own teacher interview data collected in the offshore, Indo-
nesian based component of the study reported in this chapter, suggested that students
were keen to acquire a “global focus” via the acquisition of Western knowledge.
Australian teachers working off-shore in Indonesia suggested that for many of the
students in their classes, the “global focus”, or focus on “globalization” meant
acquisition of “English language and information technology literacy”. Moreover,
acquisition of knowledge to attain this “global focus” started early. Like the Chinese
‘study mothers’ reported earlier in this chapter, Indonesian ‘study parents’ often sent
their children at an early age to other Asian countries such as Singapore or Malaysia
for study purposes, and also ensured that their children had experience with the
Australian secondary schooling system. Moreover, a few of the Indonesian ‘study
parents’ owned property in Australia, and consequently were frequent visitors to the
country (see Singh 2003).

This contrast between how teachers working in an Australian university (on-
shore campus) imagine Asian international students as culture-bound, and how the
international students and Australian teachers working offshore imagine themselves
and engage in transcultural practices, could not be starker. Another contrast is in how
international students’ educational outcomes are represented. Rizvi (2000: 223)
suggests that international students are strategic and opportunistic, “chasing economic,
social, educational and cultural opportunities”, but do not consume Western education
indiscriminately (see also Luke 2001). International students’ mobility suggests more
the purposive nomadic strategy of exploiting opportunities then moving on. Kraidy
(2002: 205) suggests that the construction of hybrid cultural identities through such
nomadic sampling processes is no simple add-on process, but a re-inscription, “an
assertion of differences coupled with an enactment of identity, as a process which is
simultaneously assimilationist and subversive, restrictive and liberating”. This
contrasts with the reliance on the discourse of cultural ‘learning styles’ that Bullen
and Kenway (2003) reported amongst their sample of Australian university staff, and
is further demonstrated in the essentializing accounts of the teachers profiled in this
chapter. This discourse, evident in the empirical discussion above, works to polarize
and exaggerate the way in which the Western learning style is constructed as a critical
tradition and the Oriental as non-critical, implying the “behindness” and “outside-
ness” built into the modernization thesis (Pratt 2002: 29).
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Education curricula are not disinterested conduits of such cultural scripts, but
rather are active in the constitution and promotion of certain facts/fictions over others.
The curriculum is an arena of competing alternatives wherein the more powerful will
advantage their interests (Bernstein 1971). Thus curricula can work to legitimate cer-
tain social orders and relative advantages by mediating and resourcing the collective
imaginary (London 2002).

This study looked at how the selling power of the Western academy shapes the
curricula of preparatory programs for international students to privilege nostalgic
versions of ‘how the West is done” pedagogically. Such versions shore up the eroding
facade of a notionally ‘pure” Western tradition and deny the international student any
constitutive “insideness” (Pratt 2002: 29). We are aware of the multiple, contradictory
and competing discourses circulating within any one university: de-centring dis-
courses that project notions of culturally inclusive curricula, an international univer-
sity and so forth, as well as re-centring discourses that launch imagined nostalgic
discourses of pure Western scholarly traditions and practices. In this chapter, we have
been concerned with the workings of re-centring, retrospective discourses that
imagine essentialized differences between the Western student and Asian ‘Other’. By
interrogating the curriculum enacted in the preparatory programs offered to inter-
national students we have demonstrated how retrospective discourses within a
Western university work to resist any “negotiation of difference” (McConaghy cited
in Bullen & Kenway 2003: 47). Rather, these retrospective discourses work to
create/reassert a cultural script of an authentic, pure and essential pedagogical
tradition, in active denial and suppression of any emerging hybridity, despite the
escalating entanglement with ‘Other’ students.

We suggest that teachers employed in foundation education programs need to
hear the complex, fluid, and changing voices of their students, and design education
programs that meet the needs of this clientele. To continue to construct reified notions
of the cultural ‘Other’ based on out-dated theories of fixed, static, cultural learning
styles, is simply bad educational practice. Researching and designing innovative
educational practices however, requires time, space and financial resources. All three
conditions are often not available to preparatory studies teachers employed in the
Australian university sector. Most of the teachers participating in the research study
documented in this chapter were employed on a casual basis, and usually only paid
for contact time, delivering pre-packaged curricular materials. These employment
conditions must change if teachers are to meet the shifting educational needs of the
large cohort of international students now attending Australian universities.

Following Boyer (cited in Zubrick, Reid & Rossiter 2000: 7) we argue that
scholarship or scholarly activity should be part of every aspect of university work
(including the work of preparatory studies teachers) and should be characterized by
four features, namely that it: (1) emerges from enquiry and builds explicitly on
existing knowledge; (2) is creative and progressive; (3) is generative and productive;
and (4) its outcomes are public. Good teaching qualifies as scholarship or scholarly
activity when:
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1. teachers’ lessons properly emerge from enquiry and build upon existing
knowledge;

2. teachers’ engagement with their subjects and their students is creative and
progressive;

3. teachers’ efforts are productive of learning and strategies for learning;

4. the results of techers’ efforts are open to public evaluation; and

5. teachers’ convey academic and disciplinary values and ways of thinking
(Zubrick et al. 2000: 7).

The work of preparatory studies teachers is front-line, not peripheral, work in
the new global knowledge economy and should be treated as serious, scholarly work.
With the rigorous reflection, self-examination and scrutiny of practice such a charter
entails, it will become increasingly untenable to unproblematically reproduce nostal-
gic versions of how the West is done.
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Hanging Together Even with Non-Native Speakers:
The International Student Transition Experience

Anne Prescott and Meeri Hellstén

Introduction

In this chapter we seek to examine key issues for implementing successful teaching
and learning methodologies for incoming on-shore international students (OIS)
experiencing the transition from their home country to the Australian institutional,
social and educational cultures. The chapter explores educational methodologies
considered particularly from the student perspective. We claim that internationali-
zation of teaching and learning is currently at a critical stage, which calls for
systematic examination of our academic practices if we are to maintain our position as
national providers of future international education offerings.

In this chapter we offer two central perspectives. First, we draw similarities
between the OIS and mainstream students’ transition experience into higher education
(Levy, Osborn & Plunkett 2003) and we also identify aspects that may render the
international student experience an increasingly cumbersome one. We hope to raise
awareness about underlying social and cultural value systems constructed in and by
the daily teaching and learning actions and decisions. Together these constitute
Australian pedagogies and, as such affect individual self-perceptions.

While well documented in other parts of the world, there is relatively little
Australian critical research reporting on the student perspective of the mechanisms
involved in the international offerings in higher education, and their effects on the
individual. This research is therefore exploratory in nature. However, in the latest
account of the research on internationalization of higher education research in
Australia, Harman (this volume) states that a considerable number of unpublished
PhD and Master’s research theses address areas such as student satisfaction,
acculturation, learning autonomy and value, as well as differences in learning styles.
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The current chapter is a contribution to this area, anchored in critical and systemic
research outcomes.

The Mainstream Transition Experience

In the mainstream community, the transition process into tertiary education is well
researched (see, for example, Mclnnes 2001). The notion of transition generally
indicates the progression from the familiar to the unknown and involves the adoption
of new cultural, social, and cognitive challenges. The transition period extends
through the first year of tertiary study and widely acknowledged as being charac-
terized by adjustment and other problems. Most academic failures can be traced back
to problematic first year experiences (Mclnnes 2001, Mclnnes, James & Hartley
2000). Mclnnes (2001) further reports that the mainstream first year university
experience research in Australian universities attributes cultural, pragmatic and dis-
cursive problems to differing assumptions and expectations held by the academic and
the incoming student communities (Jepson, Turner & Calway 2002).

The acknowledgement of a positive first year experience as a function of
success has resulted in the implementation of valuable program initiatives. For
example, the work carried out in Australia and elsewhere reporting on the success of
mentoring in university wide programs (Burns 1991, Dickson, Krause & Rudman
2002, Austin, Covalea & Weal 2002) have yielded similar results in terms of
advocating the usefulness of systematic and deliberate assistance for students’
academic integration. Among the examples cited by Dickson, Krause and Rudman
(2002) are transition programs that enhance social integration, such as opportunities to
meet with other students in semi-formal settings, facilitate the learning of new skills,
such as library and information skills orientation, and familiarize students with the
university environment.

The research field investigating the ‘hidden curriculum’ is another case in point
(for an overview see Ramsden 2002). Ample evidence is now available in almost
every discipline area on the impact on students’ progression of sanctioned but covertly
enacted disciplinary practices (Ivanic 1998, Krause & Barr 2002). Most of the
problems occur very early in the first year of study. The research stemming from the
academic reading and writing assistance area attests to the insufficiencies in
mainstream first year students’ knowledge about disciplinary cultures in the context of
producing high quality academic work (see, for example, Barkhuizen 2003). The
general conclusion from work in these areas is substantive in acknowledging the
difficulties faced by members of the mainstream population in their transition into
successful tertiary education environments (Austin, Covalea & Weal 2002, Dickson,
Krause & Rudman 2002, Krause & Barr 2002).

We claim that foreign language issues and alienation from one’s social and
cultural comfort zone brought on by arrival in a foreign country exacerbate the
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international student transition experience. The most obvious issue is the language
barrier that involves the learning of both verbal and non-verbal communication as
well as pragmatic and literacy skills in a second or other language (Krashen 1987).
Other challenges reported in the literature on the transition process experienced by
OIS relate to both the students’ self-concept and the effectiveness of teaching and
learning (Ballard & Clanchy 1991, Biggs 1999, Hellstén 2002, Hellstén & Prescott
2002, Leask 2000, Volet & Ang 2000).

Language issues have been recognized as interfering with efficient learning
among OIS. The field of TESOL widely reports on research attributing less than
adequate levels of English language skills as the main variable preventing students
from non-English speaking backgrounds (NESB) from learning effectively (Baynham
2002, Jones & Sim 2002, McKay 2002, San Miguel 1996). While it is acknowledged
that language is a crucial component in the maintenance of internationalization
globally (McKay 2002), we argue for further critical examination of the underlying
social and cultural enactment of educational delivery. Such enactment mechanisms
can be seen as constituting sometimes fruitless pedagogies for OIS. They can be
manifest in attitudinal differences, assumptions and culturally important actions
embedded in intercultural communication (Eglin & Hester 1992). This, in turn, creates
double-edged challenges in perceptions of the international partnership as being
effective or ineffective, meaningful or meaningless. Our argument is that the current
cultural practices within the university reveal a poor fit between OIS expectations and
the resulting on-shore experiences. Further, the poor fit can be the result of contrasts
in culturally specific assumptions and stereotypical ways of enacting within and
between the teaching and learning communities.

The philosophical and analytic underpinning for this chapter is based on the
assumption that there is a set of reflexive relationships between identifications of
appropriate behaviour (realisation), beliefs, value systems and their consequential
actions (Hester & Eglin 1997b). This reflexivity involves understanding contexts and
decision-making processes, and interpreting particular versions of ‘reality’ held by
individuals. Reflexivity is a sense-making machinery in which language is the means
through which communicative actions, and the subtleties of discourse and thus
realisation, is made salient (Sacks 1996a, 1996b).

In our analytic context this framework is utilized as a tool for understanding the
accomplishments of meaning making, and the identification of everyday matters and
common sense know-how evident in interactions between individuals. This frame-
work rejects a priori models for explaining behaviour and interaction. It is rather the
reflexive relationship between belief and action that constitutes the context within
which actions are manifest (Hester & Eglin 1997a). The contexts are made observable,
for analytic purposes in, among other things, talk and discursive attributes between
interactants. Individuals and their actions, statements and observable behaviours are
inseparable parts of the whole that constructs ‘reality’ in interactive contexts such as
the international student experience.



78 Internationalizing Higher Education

Cultural Clashes Attributed to Linguistic Factors

One of the founding ideologies of internationalization is its impetus for expansion of
cultural understanding. However, research in the area of English language teaching
provides findings to the contrary; cultural practices have been interpreted as ob-
structing the flow of understanding between lecturers and students (e.g. Levy, Osborn
& Plunkett 2003, McKay 2002, McNamara & Harris 1996). Cultural clashes have
been reported in the contexts of lecturers’ marking and feedback on assignments (San
Miguel 1996). For example, particular sets of cultural patterns in structuring an essay
guide the subsequent composition of the text in culturally bound ways. Thus, when the
structures of writing in a disciplinary culture (for example, Anglo-Australian) do not
accord well with literary cultures in the international student’s home background (for
example, China), the result may see the OIS being penalized by low marks and
confusing feedback on their written work. Some cited marker’s comments found by
San Miguel (1996: 32) were: “aspects do not flow logically”, “your argument needs to
be developed more fully and thoughtfully”. Such comments are routinely found in
marked essays (Lea & Stierer 1998). The difference is that while an Australian student
may recognize the conventional writing errors referred to by the comments, they have
little relevance to OIS from, say, Chinese writing cultures. In fact such comments are
more likely to result in confusion and puzzlement in the case where a Chinese student
has followed the conventions of Confucian heritage stylistics (Kelen 2002). There
have been calls for more rigorous and linguistically descriptive academic literacy
training for international students (Jepson, Turner & Calway 2002, San Miguel 1996).
San Miguel (1996) also recommends professional development initiatives for lecturers
to address the issue of commenting on written work. Since the time of her publication
(San Miguel 1996), many such initiatives have been implemented. It is our experience
however, that unless such programs are made compulsory, they seem to recruit only
low numbers of academic participants.

Cultural actions are deeply ingrained and are enacted with little hesitation in
everyday interactive encounters. Indeed it is very difficult to change our cultural
subtleties. These include those literary composition styles into which we are indoc-
trinated through schooling. It is now widely recognized that the structures of
composition in collectivist cultures such as China may differ greatly from writing
structure in the West (Ballard & Clanchy 1991, Biggs 1999, Krause & O’Brien 2001,
Leask 2000). For example, the focus on an explicit argument is often avoided in
collectivist cultures. Rather, ample use of suggestions and surrounding information is
used allowing for the reader to form their own opinion on the focus and argument of
the composition.

Without explicit training in ‘western’ style academic writing, some OIS
acculturated into Confucian heritage perspectives may unintentionally transfer their
culturally learned writing practices onto their composition of university assignments
in Australia. In this context international students from so-called ‘Asian’ backgrounds
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have been blamed for their inability to both write critically, and to form a coherent
and strong argument (Biggs 1999, Volet & Ang 2000). The cultural academic writing
transfer procedure is, in most cases, clearly accidental. Therefore, penalty for being
uninformed about the ‘preferred style’ is highly unwarranted, and the possible out-
come of this culturally ‘ill-fitting’ academic process is harsh. The OIS may find
themselves in a negative spiral, wherein they are unaware of the writing errors that
constituted their failure in achieving an acceptable grade for submitted work. The
failure may pose further setbacks in terms of required resubmission of assignments
and re-enrolment in study units, thus extending candidature.

Any extended duration imposed on their initial overseas candidature may
impose further negative effects upon the financing and logistical effort of their
overseas candidature. Further difficulties arise due to culturally specific politeness
practices that prevent some OIS from approaching their Australian lecturers. When a
taken-for-granted, cultural norm dictates that a student must not pass judgment on
persons in higher positions of authority, the questioning of a marker’s knowledge and
marking style is an unavailable option (Biggs 1999, Volet & Ang 2000). It is likely
that students will infer from such contextually confusing interactions that their
understanding of the university ‘system’ and its incumbent disciplinary assessment
practices are in some way erroneous, leaving them in an unreciprocated situation,
where no help is available.

The key point in this scenario is that it demonstrates, and makes available for
analytic purposes, the interpretative power of inference-making in human actions,
interaction and normative behaviour. Note, that it is the commentary exemplified in
the above scenario, that gives rise to the inferences made about individual’s thought
patterns and value systems, and the actions taken as a consequence, all of which have
very real implications for the outcomes that are made possible in that particular and
culturally constrained context.

We acknowledge the extensive work already published in the context of
Confucian (Chinese) teaching and learning methodologies (see for example Kelen
2002, Ballard & Clanchy 1991, Biggs 1999, Hutchings, Jackson & McEllister 2002,
Zhao & Guo 2002, Zou 2002). Such studies are principally concerned with the
differences between the ‘eastern’ and ‘western’ teaching and learning paradigm (such
as language issues). Our contribution to the current debate, however, derives from the
intersection of the concept of international identity, the overall transition process, and
the cultural practices which provide the context for the ways in which the OIS
experience is constituted. This experience is not solely a function of language and
interaction per se, but is evident in the mundane everyday discursive features that
make up the learning environment. In this chapter we demonstrate that such discourse
is determined by the meanings embedded into common sense understandings and
expectations. For example, some naturally occurring mainstream academic assump-
tions can be interpreted in ways that lead to specific consequences for OIS. Analysing
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such discourse within this specific context is a powerful tool for gaining an under-
standing of the practices that constitute the quality of the teaching and learning.

Comments on Method

Our methods are data generative, as opposed to data gathered (Baker 1997). Thus,
rather than being informed by a priori models or hypotheses we let the reflexive
relationship between interactants provide the context for analysing the interview talk.
This means that participants in the conversations are considered as culturally com-
petent, rather than actors in an internalized world. This data driven framework
considers as its measure of achievement the ability of the researcher to get the
interview participants to make sense of, and to generate meaning about, both the
intrinsic and external worlds they describe. Interview accounts are thus viewed as
occasioned reproductions of past events. This renders the analysis of interview data as
generative only of the situated context in which it occurs. The analysis can in this light
at best generate versions of possible conclusions about possible outcomes and possible
‘truths’. A situated view of ‘truth value’ then rejects the existence of one absolute
truth. Like truth, knowledge is observable in practical action and is generated
culturally so that its specific cultural features are indeed unavailable to outsiders of
that culture (Heap 1984). Within this situated perspective of data analysis then, we do
not claim absolutes, but accept that other and different analytic outcomes are also
plausible.

The interviews consisted of one hour long semi-structured and open-ended
questions relating to the international student’s initial period upon arrival in Australia.
This allowed for the interviews to adopt a natural conversational flow that put the
interviewees at ease. Of central interest were identity issues of how the transitional
experience may change participants as individuals, and the consequential effect upon
their learning. The questions centred on the participants’ social and cultural
experiences of their arrival in Australia, their friendship patterns, peer relationships
and their beliefs about how they were ‘coping’ in the new system. We sought
comparative descriptions of ‘typicality’ in the context of national cultures. Each
interview thus generated a series of perceptions about the practices constituting
institutional and in some cases disciplinary cultures, the local and (inter-)national
discourse patterns and their interactive infrastructures.

Participants were recruited from lectures across twelve discipline areas e.g.
accounting, linguistics and anthropology. A total of forty-eight students from sixteen
countries volunteered. These students ranged in age from 18 to 50 years, and were
undertaking both undergraduate and postgraduate courses under the international
university enrolment program. The sample is representative of a wide range of
academic disciplines and countries, with the majority of participants from Asia.
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The Analysis

The audio-recorded interviews were transcribed according to a method outlined in
Gunn, Forrest, and Freebody (1995). On the whole the analytic process involved an
interpretative method developed by Silverman (1997), whereby data materials are
modified and re-modified into a coding scheme until all data and their incumbent
discursive features are systematically accounted for. After this process the coded
interviews were then listened to repeatedly in order to locate the main characteristics,
themes and conversational features (such as cultural features) associated with
descriptions about the OIS experience that emerged from the taped conversations. The
discursive features were analysed for their representativeness of the issues most
prominently emerging from all interviews.

Results and Discussion

The aim of the analysis and discussion is to showcase the mechanism through which
the cultural ‘ill-fit’ is described in the interviews of the OIS experiences in the host
university. Recall that it is the reflexive relationship between identifier and action that
is taken to constitute the meaning of the international student experience. The OIS
must move across a sequential process of actions in order to succeed in their transition
into the Australian institutional environment.

When No Help Is At Hand

The initial culture shock inherent in the first months of the international student
transition is well acknowledged (Mclnnes 2001). While recognizing initial teething
problems with finding one’s way around an alien system, we are more interested in
the underlying practices that render the experience as either successful or unsuccessful
for the interviewees. It is plausible that the new incoming overseas student assumes an
ease of understanding of information and guidance that would speed up their tran-
sition into their new environment. One example about the way in which lecturers
reciprocate assumptions about this information hunger can be found in the following
statement made by a lecturer in response to an approach for help with study matters.

I teach you and then like you have to learn it yourself. Well the ... lecturer
before that he say that their duty is ‘I teach you, you want to learn, you don’t
want to learn, that’s up to you’. [Mary]

Here the initial statement carries an underlying assumption about the relationships
between lecturer and student. The inference embedded in this statement is that of
power and subordination of that relationship. The second inferential feature is that the
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student stands alone on their transition pathway. In ‘western’ cultures the statement
can be clearly understood as promoting learner independence, even though it may
invoke surprise because of its flippant nature. However, the cross-culturally salient
problem with ambiguous assumptions and misconceptions available from statements
such as this is that it is very possible the utterance may be interpreted contextually.
The lecturer and the system that he represents are understood as ‘not caring’ about
their (note plural) students’ learning. The way in which this statement is constructed
makes it possible to also interpret the contradiction in ‘duties’ of a teacher.

The outcome for students of such teacher-student reciprocity is the feeling of
isolation and being lost in a new system. The feeling may be exacerbated by the sense
that there really is nowhere a student can turn for help. Our data revealed many
accounts to this effect. For example:

You feel lost at the beginning, didn’t know how, what to do in all your free
time. You’re supposed to read, but you are quite lost. [Diane]

We are interested in what practical actions and consequences these cultural
misconceptions make obtainable for the newly arrived international student. The
initial interpretation is a result of confusion and possibly mistrust. Indeed, we found
many accounts of students’ reluctance to approach lecturers after an initial ‘embar-
rassing’ encounter when seeking help.

... the thing is they know that I’m struggling because obviously I go to them
for help. But in the way they answer my questions or in the way they put it, it
just makes me feel like, oh I shouldn’t ask them again. Because I mean like, in
order for me to talk to someone I have to say: “OK they want to help me.” But
I don’t feel that. And just the way they answer me and the way they situate the
looks on their face, it’s like, it’s not inviting. Their look is not inviting. So
basically, even if I am struggling I know I’'m not going to go there again
because I embarrassed myself one time and I don’t want to embarrass myself
again. [Lucy]

So, after class: “-Teacher, may I ask you a question?”, “~okay, okay” and at the
same time the teacher holds the bag and goes quickly out. Maybe I lose my
confidence to ask some question. [Peter]

The workings of the contextual conversational cues are self-evident in the above
accounts. Lucy’s convincing description of the subtleties inherent in the lecturer’s
demeanour reveals otherwise hidden value systems, and attests to the lecturer’s
seeming lack of ‘duty of care’. The practical outcome of this descriptive account is
that the student refrains from approaching someone when in need of help, leaving the
student on an isolated transitional path. Also available for analysis in this talk are the



International Student Transition Experience 83

ways in which cultural meanings are mediated. Note that it is not what the lecturer
said but the ways in which utterances were made which are interpreted as rejecting the
student’s attempt at seeking help in this instance. In the cultural context of these
utterances and inferences then, we see the justification for the interviewee’s feelings
that no help is at hand when in trouble.

Note that we are not suggesting the intentions of lecturers were discriminatory
that they failed in their duties as members of the academic community. Our intention
is rather to highlight the subtleties of contextualized talk by identifying inferential
features otherwise considered hidden and unavailable for observation and scrutiny.
We also demonstrate that these cultural readings of utterances make salient those
features we argue are critical for implementing socially and culturally effective
teaching and learning strategies for communication within the confines of inter-
national education.

Surviving the shock of cultural and contextual teething problems is very
important for the students in this study. Once the concept of being independent is
understood students begin to equate it with certain activities, such as extensive reading
and visiting the library.

I think I should work harder because once I don’t know I just ask my tuition
teacher to explain to me. But in uni I think you just have to be independent. We
have to find, find ourself first, read a lot of book and go to library. [Jenny]

However, just what exactly is involved in independent learning seems to be still
unclear to students at this initial stage of transition.

You should learn by yourself ... rather than asking some questions to your
teacher. In other words, that you shouldn’t rely very much on the teacher and
(unclear) and also you can’t rely on others. You should, um learn by yourself.
You should research a lot of things by yourself. [Christine]

Thus, students’ culture specific interpretations of the covert and overt workings
of the host ‘system’ influence activities that are crucial in how students subsequently
are able to cope with their transitions. In this context, survival is achieved by
‘independent learning’, which is constructed through a series of imposed actions such
as: learning by one self, not relying on the teacher or peers for help; and not
embarrassing oneself by making false assumptions about teacher support. The library
has a central position in the construction of survival in this context. Many students
made sense of the unanticipated expectation placed on them by spending large
amounts of time in the library.

In sum, the transition process is depicted clearly by our interview participants as
a progression from near or total sense of misplacement to the gradual realisation of the
necessary course of action in the survival process. Personal characteristics such as
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attitudes and ways of thinking are often sacrificed in this progression. The accom-
plishment of these changes sometimes requires time and effort:

It took me time to realise the difference between the Japanese way [of teaching]
and Australian way and after I realised the difference, okay now I have to
change the attitude, so it took me time as well. [Janet]

While many of these experiences resemble those of mainstream students, the
cultural transition involved in the international transition experience seems to come at
a price for the OIS. From our analysis of the interviews, it seems that OIS are unaware
of the stakes before embarking upon their overseas study venture. While a case can be
made that these experiences may be little different from those of non-OIS students,
the realisation of the high cost to their personal integrity and identity may further
complicate the ease of transition into the new educational environment. This leads to
features of resistance (for example the previous quote from Lucy) toward the host
‘system’ and to its sanctioned cultural and social conventions.

The Cost of Time

Another prominent theme representative of the talk with international interview
participants was the value afforded to time. Clearly, the international study candida-
ture is both formally and financially confined to time. It seems, however, that the
concept of time gains amplified cultural meaning in the context of the high stakes of
the international experience. The interviewees gave us a sense that they are working
against time, and that any delay is contrary to their expectations. Time management
problems have resulted in repetition of study modules, failure to follow verbalized
instructions, failure to produce acceptable levels of work, not to mention the immense
increase in personal and monetary costs as a result of repeated study of units and the
need to extend visas. Thus the concept of time carries enormous value for OIS in
terms of learning efficacy, and access and participation in instructional sessions, and
in terms of orientation during the transition period.

The issue of time produced extensive commentary. It seems to us that the
international student learning experience is defined in terms of various time factors. In
a cause and effect fashion then, time pressures are used as a rationale for accounting
for various difficulties such as following conversations in class, comprehending
written materials, and constructing personal traits such as confidence.

At the beginning ... I can’t understand what the teacher said, but I can’t stop
the teacher, pardon, could you repeat again. So I just focus on my energy to
understand, to pay more attention to understand. And little and little you just
guess and try to understand and little and little you can understand what the
teacher said. So, you just use your confidence, yeah, little and little. Anyway,
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you know in the classroom, just ... we have a few words the teacher must use
and maybe according to the material, reading material, you can guess what the
teacher said, yeah. So we can guess. Anyway, you can’t stop the teacher, what
do you say, pardon, can you repeat, yeah, just guess. [Peter]

Guesswork is used as a back up tool in conceptualisation of curriculum content
and delivery. A large number of OIS reported using approximation to fill the gap
between what is understood and what is not, and as we have established above, often
without approaching academics for clarification. With no feedback system in place,
the verification of ‘truth’ is left unreciprocated leading to further misunderstandings
and communicative uncertainty. The ways in which these discursive cues are com-
prehended and put into practice by OIS mean that students are left to their own
devices to draw conclusions as to the gist of the communicative content.

Efficacy of learning is weighed against time in a polarized way; the OIS
compares their time demands with those of native members of the student population.

I have to spend at least 8 hours; actually I'm spending more than 8 hours on
each unit. I think compared with Australian students who speak native English
and I think only 6 or 5 hours is enough for them. [Paul]

The interesting analytic feature in this statement is the comparison with the
assumed actions of native speakers. Whether or not the student knows the ‘true’
amount of hours spent by native speakers on study tasks, this excerpt shows that in
order to make sense of their temporal study burden, the OIS need to assume
comparisons with peers.

It takes me a long time to study. So say if it takes like my friend it takes an
hour for her to study for her exam or whatever, it would, like, take me 2 hours,
3 hours. [Lucy]

There were many reasons given to explain time delays:

There’s a big language issue, because it takes them double the time to read the
assignments, the essays, you know, quotes and takes them double the time to
write, yeah. Yeah, and then they tape record the lectures and things like that.
[Sarah]

My first response to the native English speaker, I just translate their English
into Chinese and then I will just translate Chinese into English, then I will

speak out in English. [Christine]

Sometimes you want to say something or you want to interrupt, you want to
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say something, but you just can’t find your words. Yeah, that’s something
that’s really annoying. You open your mouth and you’re about to say
something and you go, oh, I lost it. [Anna]

The above statements are representative of early to medium stages of second
language learning processes generally (Krashen 1987, International English Language
Testing System [IELTS] Australia 2003). We raise the question of whether there is
general knowledge within the academic community of the slower processing of
languages among some international students. Our interviews support the need for
further awareness-raising of second language users’ actual language processes and the
consequent changes to inter-language communication.

In most cases ... lecturers are fine, but some of the tutors speak real fast and
they’ve got an accent, you know, it’s hard to understand and ... I hate to
always say, I beg your pardon, all the time. You know, 2 or 3 times in the
tutorial is enough for the tutor. If you are native speaker, you can response very
quickly and you can think in English very quickly, but um, I don’t know for
other students, but in my case, when I think in English it takes me more time
than in Japanese. [Janet]

Variations in communication styles are also experienced as problematic in the
transition process. Individual English accents or accents from another language may
produce comprehension difficulties between OIS and lecturers.

I’ve met one ... tutor and he had a hard time even expressing himself and he’s
got an accent so bad I could hardly understand what he’s talking about. So,
finally I changed and went to another tutorial. [Peter]

Cultural politeness protocols may prohibit students from commenting on lecturer’s
individual speaking styles and pronunciation features. The action taken in this
situation was to avoid confrontation and change tutorial groups rather than approach
the program administrator for advice.

The inference available from the overall data analyses hint of a troublesome
transition experience. We intend here to highlight the critical issues in the transition
experience. The level at which the transition has been deemed successful is weighed
against peer group criteria. We received many comments that were representative of
the appreciation of the cultural exchange opportunities students receive outside their
institutional learning environment.

Um... ah... yeah. I like the way the people hang together. Australian people
hang together (...).
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I: What do you mean hang together?

P: Hang together in groups and go out and meet, have chats and go for a beer,
and they are very, very friendly and welcoming. Ah, ... even with you know,
non-native speakers, foreign people. [Diane]

We found that evaluating the entire transition experience is based on inter-
actions in the private domain of peer groups and social environments. Students
ordinarily summed up these experiences based on the assumption of inherent
difference between ‘non-native speakers/foreign people’ and Australians. There is a
sense of surprise detectable in the last statement by Diane that signifies clearly an
expectation to the contrary — she assumes a friendly and welcoming nature, even from
non-native speakers. Hence, we detect a clear contrast in observable attitudinal and
behavioural characteristics in the discourse between the academic community and
student peer groups. Would we imagine an easier transition if they were the same?

In sum, the excerpts of talk portrayed here collectively elicit the reflexive
constitution of meaning-making inherent in surviving the transition experience into a
new international education environment. Through the reciprocal process of attri-
buting meanings to actions, students make sense of their experiences. On the basis of
the contextual descriptions provided by the interviewees and the ways in which the
meaning and its related actions are interpreted we can draw some conclusions. For the
students the Australian international experience may mean the following — each to a
greater or lesser extent:

e  Struggle and confusion

e Isolation (provides meaning for ‘independence’)

e No help is available from peers or the academic community

e  Personal identity change, self-embarrassment and loss of confidence may be
at stake

e  Emphasis on time and its effects on learning, language processing and coping
ability

e  Learning is slow and arduous

e  Participation in learning involves uncertainty and guessing of instructional
content

Our in-depth analyses of the social and cultural enactment of teaching and
learning in international contexts demonstrate a double edge challenge for the student
body. A further interpretation is that the perceived attractiveness of the international
education package means more than educational access to superior career pathways.
Once on shore, the international students are confronted with the enactment of subtle
and covertly enforced social and cultural contexts that provide a challenging transition
path. Within these challenging transitional practices the stakes for success are high in
terms of personal, temporal and financial investment.
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Implication for Teaching and Learning in International Contexts

According to the theoretical underpinning of this study, the international student
transition experience is constituted in and by actions that construct cultural practices.
In this chapter we have demonstrated that educational practices are largely brought
about by everyday discourse, values and their attributive actions.

Our findings have implications for three key aspects of academic work:

e the critical examination of academic teaching and learning
e social and cultural practices
e professional development initiatives.

We present these in terms of two key strategies we see as critical for the imple-
mentation of effective pedagogy. The first strategy recognizes the various transition
practices experienced by the incoming students in Australian universities. We found
very few differences in the literature between the transition experiences of incoming
international students and mainstream first year students (see, for example, Levy,
Osborn & Plunkett 2003). The smooth transition into successful learning environ-
ments is based on effective teaching and learning generally, including a transition into
the wider geographical and social context. We draw on the implementation of
inclusive practices in terms of communication and the integration of formal and
informal learning environments in terms of teaching and learning.

We agree with Pearson and Beasley (1996) on the adoption of teaching
methodologies that are developed with international students in mind but which are
implemented for the general university student population. In this way, the principles
of clear communication, making of explicit rules, and addressing discursive assump-
tions about processes and procedures will be of benefit to all students. An integration
of informal introductory sessions and university orientation activities in which generic
skills are taught and clear instructions on lecturers’ expectations are provided should
result in an optimal transition into the new learning environment. We believe that the
latter process calls for a questioning of lecturers’ and students’ personal value systems
and moral beliefs about the meaning of student achievement and the effects of
individual diversity on sustaining learning success. It is these social and psychological
constructs that constitute the cultural practices that evidently are taken to be the
essence of the international experience by the incoming student population.

The second strategy relates to enhancing effective pedagogies and teaching
methodologies among the teaching community. We have shown above that the
discursive practices between lecturers and students have important consequences for
the ways in which the international student experience is subsequently interpreted and
acted upon. Inherent in these discursive practices are certain psychological and
cultural assumptions (Freebody, Ludwig, & Gunn 1995) that need to be made explicit
in the international teaching and learning context. For example, professional develop-
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ment initiatives could address the embeddedness of cultural and other assumptions in
intercultural communication. More importantly, they could explore at a deeper level
the psychological consequences that certain (albeit often well-meaning) discursive
practices and actions impose on international students. Not only should such programs
be run by expert organisational and cross-cultural psychologists, they also need to be
made attractive to the academic community by being decentralized and integrated into
the everyday workplace culture at local levels. It is our contention that such programs
should be made available not only in those departments with high international
student enrolments, but should cater for the general academic teaching community
and thus bring about consolidated international, inter-cultural and organisational
transformation.

Part and parcel of the university transition experience is also the development of
acceptable academic literacy practices. The research reported here shows many simi-
larities between OIS and local students in the cognitive and linguistic processes
involved, and the difficulties experienced in orientation into disciplinary writing and
conventions (Krause & O’Brien 2001). While many effective programs are currently
being administered in Australian higher education institutions, there is room for
integrating further content into such programs that are inclusive of international
students. The body of literature targeting non-English speaking students’ reading and
writing skills is valuable. In response to such initiatives, however, our experience of
OIS conversation is that time constraints do not allow for additional reading of ‘non-
vernacular’ materials. International students report spending extensive time on reading
their subject literature and have little spare time for foraging for additional readings.

Implementation of such teaching and learning initiatives would involve an
expansion of academic literacy programs across the tertiary education sector. These
programs would specifically target international students and would be delivered by
qualified personnel. For such programs to be effective however, cooperation between
teaching staff and lecturers is required in communicating the hidden discursive and
disciplinary assumptions inherent, for example, in typical essay questions. The effi-
cacy of delivery is then greatly enhanced by cooperative learning settings in
consolidation with subject lecturers. The sessions must make available the exploration
of cultural issues around particular learning contexts. Advocating the explicit use of
language and communication for the delivery of culturally sensitive teaching modes is
crucial for continuing success. Teaching academic literacy is the responsibility of both
subject lecturers and learning support staff, not just the latter.

In the international transition context, mentoring programs (Austin, Covalea &
Weal 2002) and support classes and workshops (Pearson & Beasley 1996) have been
trialled with pleasing results. For example, Pearson and Beasley (1996) instituted
support classes and workshops with materials and activities specifically designed for
international students but open to all students. This framework proved useful in
providing much needed cultural change in institutional practices made relevant and
culturally meaningful to both international and Australian students.
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Such frameworks provide opportunities for developing educational practices
that are inclusive of both local and international student needs. For example, making
the curriculum and its discourses explicit and unassuming is a starting point offered by
Leask (2000). Provision of obvious and workable program and assessment guidelines
that are sensitive to individual variation and diversity are also listed among her
recommendations. The teaching and learning guidelines should explicitly state the
learning objectives (for example, clarifying the meaning of a ‘satisfactory’ assessment
work, clarifying expectations, providing reliable access for students including visiting
hours, and alternate ways of communicating with lecturers). In other words, the
teaching and learning practices of a culturally sensitive curriculum amounts to
increased accountability of pedagogy generally.

International study skills texts such as those presented by Lewis and Reinders
(2003) are a source of valuable information for how to survive transition into ‘a new
institutional system’. While the above publication particularly targets international
student readers, there are important directives available also for lecturers. Procedural
culturally-based know-how such as “how to address your lecturer”, “how to explain
yourself clearly”, “when to ask questions in a lecture”, and “who decides when a
consultation is over” given by Lewis and Reinders (2003: 174-176) alert lecturers to
potential cross cultural communication issues. In the context of the interaction with
OIS these conversational rules can be made an explicit part of the teaching discourse
and thereby miscommunication can be avoided.

It is our general consensus that many of the issues raised by OIS in the
interviews are not much different from those encountered by newly enrolled local
university students. Most universities today meet the needs of first year students by
effective mentoring and transition programs. The further development of these
existing programs would benefit significantly from consolidating with OIS transition
areas. Such initiatives are relatively effortless to implement. Some suggestions include
mentoring programs introducing contact between established and newly-arrived
international students. A 24-hour call centre operation is also beneficial for OIS who
may feel they have no one to turn to if an emergency takes place after official office
hours. Austin, Covalea & Weal (2002) report favourably on one such trial. In that case
the mentors were responsible for managing a mobile telephone service on a rostered
basis.

Another cost effective strategy for integrating international students into
existing transition programs is an online facility of general information about the
institution, the local geographic area, study skills and management. The online facility
could house a number of lecturers scheduled to answer questions about course work,
particularly from the point of view of cultural and disciplinary assumptions. The
effectiveness of such initiatives hinges on sound cultural awareness among the
lecturers involved. To this effect, we suggest professional training and development in
cultural communication skills as criteria for acting in such positions.
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Reflective Teaching Practice

The adoption of reflective teaching and learning practices provides many advantages
for the effectiveness of teaching pedagogy and practice. The continuous critical
evaluation of one’s teaching practices, followed by implementation and modification
of teaching strategies is not merely limited to the context of teaching international
students, but is of equal benefit to teaching generally. Effective teaching must involve
critical perspective taking, self-critique and assessment of personal teaching methods.
Such constitutive reflective practices yield effective teaching and learning environ-
ments.

Reflective teaching practices may involve clarifying one’s personal assumptions,
values and beliefs on issues that constitute difference in our society. Exploration of
one’s attitudes towards and belief systems about, for example, indigenes, refugees,
homosexuals, spoken dialects, foreign accents, and politeness discourses provides a
starting point that can be systematically addressed in a professional development
environment. The exercises must be made accountable however, by following up on
issues with effective implementation that reveal the consequences of actions taken as
a result of certain beliefs.

Above all, there has to be recognition by academics that the enactment of
culture is subtle but significant. Reflective practices allow for academics to see
students as active members in the constitution of international education, and support
the reflexive constitution of practice and action in the educational partnership.

Conclusion

Our critical examination of current social and cultural practices in and around
teaching international students in Australia has revealed the continued need for
evaluating and reviewing the subtleties inherent in cultural interaction. Our review of
literature on the first year experience and our analyses of international student talk in
the context of their initial encounters with a new educational system and culture reveal
a double edged sword of challenges. The inferential message of the student talk in our
interviews showcases a less than amicable transition into the Australian academic
environment.

The conclusion available from our interviews reveals high expectations placed
on incoming international students to Australia. These expectations are embedded
with requirements of skills in orientation and navigation in a foreign country,
language and culture. Conflicting with these transition skills requirements are the
cultural navigation needs imposed upon the international student, and the
unconstructive impact of reasoning misconceptions on the effectiveness of finding
your way in the foreign cultural maze of institutional, disciplinary, interpersonal,
geographical, general social and pragmatic discourses sanctioned by the host culture.
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Recognition is due of the dexterity with which OIS have managed this double impact
transition to date. In many sites they have managed with less than amicable
institutional or other support and at a high financial and personal cost.

The collective student voice exemplified in this chapter therefore, provides
valuable feedback to the teaching community about the social and cultural discourses
and educational enactment inherent within but subtly visible to the incoming inter-
national student. We have in this chapter drawn together some common themes
leading to implications for adopting strategies for addressing effective teaching and
learning for international contexts.

The main implication of our discussion is that regardless of extensive and active
discussions advocating the recognition of cultural diversity in the Australian higher
educational setting, its everyday interactions and discursive practices do not confirm
evidence of its accomplishment. This generates further implications for continued
professional development incentives on culturally sensitive curriculum delivery,
which critically includes inventiveness afforded to broad cultural change among the
incumbent members of the international education partnership.
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Internationalizing Chinese Higher Education:
A Case Study of a Major Comprehensive University

Rui Yang

Introduction

In the current era of globalization, the challenge of the market is the centre of
attention. We are witnessing an intensification of a variety of important social,
cultural, economic, and political developments that affect higher education. There has
been a deepening of the shift from Keynesianism to neo-liberalism. Strong market
forces and corporate management ideas have affected the way universities operate
worldwide (Slaughter & Leslie 1997). It is not that universities must do the same with
fewer resources; they must do different things and in different ways (Schugurensky
2003: 296).

At the same time, countries approach the international dimension of education
differently. As a response to globalization, internationalization is changing the world
of higher education, while its own process is being changed by globalization. It is
closely tied to the specific history, culture, resources and priorities of the specific
institutions of higher education (Yang 2002a). This chapter examines how Chinese
universities are implementing internationalization in their cultural complexity and
social contexts, using Zhongshan University (ZU) as an example.

This chapter therefore contributes to higher education internationalization liter-
ature where there is a shortage of empirical studies and a neglect of the links between
the international and local environments (de Wit 1999). By demonstrating how inter-
nationalization is based on local circumstances within an international context and
relies on this base to respond to external forces, this chapter aims to reveal how
factors in particular situations shape the particular forms that globalization takes in
specific institutions and provide the basis for resistance and countervailing tendencies.
It is based on the researcher’s longstanding personal working experience at a Chinese
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university, and on some primary as well as secondary sources of information about the
current situation in China.

A case study approach is used to gain an in-depth understanding of inter-
nationalization from within an individual university in its unique settings. ZU has
been chosen for its officially designated status within the Chinese higher education
system (Cheng 1998), The administration of higher education institutions in China
follows the vertical and horizontal patterns of general public administration in that
country (Cheng 1998). There are institutions all over the country that are
administered, in the vertical system, by ministries of the central government. Another
system is the horizontal system in which institutions within a locality are administered
by the local authorities, mainly the provincial governments. Institutions in the
centrally adminis-tered system, including ZU, tend to be more influenced by
internationalization than those in the local systems. A detailed discussion of ZU’s
practices, therefore, sheds light on the general current state of internationalization in
the mainstream of China’s higher education.

The main method of data collection was semi-structured interviews conducted
by the researcher at ZU. All interviews were conducted in Chinese, since language is a
tool for constructing reality (Spradley 1979), more than simply a means of
communicating about reality. The length of the interviews was flexible. Most of the
interviews were tape-recorded. Of those who hesitated or declined to be recorded, the
researcher asked for permission to take notes.

Globalization, Internationalization and Academic Capitalism

Conceptually, this chapter deals with the relationship between globalization, inter-
nationalization and the university from the perspective of academic capitalism. These
key terms are all complex and contested, and thus they are briefly explicated here.

Globalization

The concept of globalization is complex and contested. It usually refers to the greater
interconnectedness of the world (Waters 2001). Two main approaches to the concept
of globalization can be distinguished. The first, politically neutral, approach defines
globalization as an empirical reality in terms of the compression of time and space or
‘action at a distance,” particularly associated with instantaneous communications
technology. The second approach identifies globalization as an economic discourse
actively promulgating a market ideology (Yang 2003a).

The concept of globalization spans separate yet overlapping domains (Sklair
1998). It is ultimately a process spearheaded by multinational financial and industrial
conglomerates (Burbach, Nufiez & Kagarlitsky 1997). The widely discussed globali-
zation phenomenon fundamentally results from the globalization of economic life,
which is largely the universalization of capitalism (MacEwan 1994). Today’s globali-
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zation is a market-induced process (Mittelman 1996), driven by market expansion
(United Nations Development Programme 1999).

With a market mechanism at the core of globalization, one strand in the debate
on globalization and higher education suggests that market regulation should reign
supreme. These values, reflected in the neo-conservative and neo-liberal agendas,
promote less state intervention and greater reliance on the free market, and more
appeal to individual self-interest than to collective rights. Parallel with globalization is
the shift from social to corporate welfare and commodification of cultural goods.
Cultural and scientific endeavours become profitable activities, cultural goods become
commercial products, the public is redefined as customers, the university becomes a
provider, and the learner a purchaser of services (Schugurensky 2003: 294-295).

According to Scott (2000), globalization is the most fundamental challenge
facing universities in their history. Most of the new changes are expressions of a
greater influence of the market and the government over university affairs. Arguably
the most significant is the worldwide drastic restructuring of higher education
systems. At the core of these is a redefinition of the relationships among the
university, the state, and the market, with a net result of a reduction of institutional
autonomy (Schugurensky 2003: 293).

Internationalization

The definition of internationalization has been the subject of much discussion. While
globalization is radically reshaping the face of the university worldwide through
market competition (Kishun 1998), internationalization is entailed. According to
Knight (2003: 2), “internationalization at the national, sector, and institutional levels
is defined as the process of integrating an international, intercultural, or global
dimension into the purpose, functions or delivery of postsecondary education.” With
the advancement of human understanding and the universality of knowledge as its
fundamental focus, internationalization is principally different from globalization in
that it refers to the reciprocal exchange of people, ideas, good and services between
two or more nations and cultural identities (Yang 2002a).

In the Chinese case, while internationalization signifies an integration of the
international community with China’s higher education community, the Chinese
government regards it instead as a strategy to strengthen national economic com-
petitiveness. For institutions, internationalization means the awareness and operation
of interactions within and between cultures through their teaching, research and
services functions. In practice, however, individual institutions often care most about
their research strength and international ranking (Yang 2002b).

Internationalization is also perceived differently by scholars from different
fields of academic enquiry. Most contemporary Chinese academics in social sciences
and humanities place their focus on international scholarly communications and
emphasize the increasing participation of Chinese scholars into the world academic
community. In contrast, scholars from science and technology often respond more
specifically, with concrete emphases on international similarities of science and
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technology research paradigms and output (Yang 2003b). Despite the disparities,
these views collectively demonstrate that in addition to concrete contents of courses,
internationalization encompasses commitments, attitudes, global awareness and
orientation.

Academic Capitalism

The term academic capitalism was proposed by Slaughter and Leslie (1997: 8). Ac-
cording to them,

To maintain or expand resources, faculty had to compete increasingly for
external dollars that were tied to market-related research, which was referred to
variously as applied, commercial, strategic, and targeted research, whether these
moneys were in the form of research grants and contracts, service contracts,
partnerships with industry and governments, technology transfer, or the recruit-
ment of more and higher fee-paying students. We call institutional and pro-
fessional market or market-like efforts to secure external moneys academic
capitalism.

The focus that has been placed by Slaughter and Leslie is on the political
economy of the relationship between universities and external business firms. They
are concerned with both the external environment and academic culture. Based on
their empirical investigation, they argue that academic work has been fundamentally
altered. The model of government-funded research has shifted from long-term
programmes of ‘pure’ research under academic control to university-industry partner-
ships in which the direction of research is directly shaped by potential commercial
applications. Universities are now more incorporated in industry, and their ethos shifts
from the client welfare of their students to the economic bottom-line. The shift from
full public funding to partial dependence on market sources of income undercuts the
tacit social contract whereby universities have been treated as unique institutions
(Marginson & Considine 2000).

Like Slaughter and Leslie (1997), Clark (1998: xvi) has produced work on
where universities are heading. He maintains that universities have been pushed
towards internal change because there is a deepening asymmetry between environ-
mental demand and institutional capacity to respond. This ‘imbalance’ leads to
‘institutional insufficiency.” Traditional ways become inadequate. In the new context,
universities need to develop a capacity for selective and flexible response. Successful
universities in this period are doing so.

As Marginson and Considine (2000) point out, institutional missions and
structures have changed in the encounter between the world of the academy and the
world of business and industry. It is the purpose of this chapter to examine, through an
in-depth ca